Editorial

Predchozi Cislo CASALC Review 2025/1 se ve svém editorialu vénovalo umélé in-
teligenci jako fenoménu, ktery se stal béznou soucasti vysokoskolské jazykové
vyuky. Druhé ¢islo roku 2025 jiZ navazuje konkrétnimi nadméty, jak Al ve vyuce
pouzivat, ale zaroven poukazuje na jeji limity.

Jednim z kli¢ovych témat ve vztahu k Al, které z tohoto ¢isla vystupuji vic nez
zietelné, je skutecnost, zZe profesni dovednosti se nelze ,naucit prostrednictvim
technologie samotné. Zadny ndstroj nemiiZe za studenta prevzit rozhodovani za
volbu prostiredki a zplisobli komunikace a jednani v profesné naro¢nych situacich.
Pritom pravé tyto aspekty definuji profesni dovednosti, které jsou soucasti vétSiny
univerzitnich odbornych jazykovych kurza.

Mnohé prispévky tohoto cisla ukazuji, ze Al a digitalni technologie napomahaji
pfi vytvareni autentickych ucebnich situaci, v nichZ se profesni dovednosti mohou
rozvijet. Naptiklad Kapralikovd a kol. ptedstavuji simulace obchodnich vyjednavani
za podpory Al, které studentim umoznuji vstupovat do scénart velmi blizkych
profesni realité.

Podobné i dalsi studie v tomto Cisle - at uz se jednd o didaktické vyuziti scé-
nari doplnéné strukturovanym debriefingem (Sulovskd), nebo o analyzu tzkosti
z akademického verejného vystupovani (Trdvnikovd) - potvrzuji, ze klicovym mo-
mentem uceni zlstava reflexe, prozitek a didakticky zamér ucitele, nikoli samotny
nastroj, prestoZe technologie poskytuje v tomto piipad€ neocenitelnou pomoc pfi
konstruovani presvédcivych jazykovych ukold.

Metodologickym protipélem technologickych inovaci jsou piispévky zaméfené na
didaktické ztvarnéni obsahu a jazykové zdroje, jako je metoda OSCE ve vyuce
slovenstiny jako ciziho jazyka (KSirianovd) nebo prace s jazykovymi korpusy ve vy-
uce odborného jazyka (DobidSovd). Tyto texty pripominaji, Ze jazykova spravnost,
autenticita a odborny obsah jazykového materialu jsou zakladnimi podminkami
smysluplné simulace profesnich situaci, kde Al mize slouZit jako ucinny, nikoli
vSak autonomni pomocnik ucitele.

Sekce Inovativni praxe pak tuto linii dopliiuje dirazem na lidsky rozmér komuni-
kace. Aktivni naslouchani (Vrdnovd) ¢i audiovizudlni preklad jako soucast transla-
tologické pripravy (Ciosk) zretelné ukazuji, Ze profesni kompetence vznikaji v pro-
storu mezi jazykem, kontextem a ¢lovékem - v prostoru, ktery technologie miize
modelovat, ale nemiiZe zaplnit sama o sobé.

Aktualni cislo CASALC Review tak ukazuje, jak Al miize ucitelim pomoci vytvaret
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chybovat, reflektovat a riist. Ale pravé v tomto smyslu zlstava role ucitele a vyuky
nenahraditelna.

Editorky CASALC Review 2025/2
Alena Hold a Ivana Mi¢inovd
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The Role of Debriefing in Enhancing ESP Classroom
Scenario-based Activities

Uloha debriefingu pri zefektiviiovani scenarovych aktivit vo
vyucbe anglictiny pre Specifické ucely

Denisa Sulovska

Abstract: This paper explores the role of debriefing in English for Specific Purposes (ESP)
instruction, highlighting the pedagogical value of this post-activity reflection to enhance lan-
guage development, soft skills, and professional competencies. As ESP teaching increasingly
emphasises task-based and scenario-based activities, such as role plays and simulations, it
is essential to ensure that the learning process extends beyond the linguistic and commu-
nicative aspect. Despite the proven effectiveness of these interactive methods in fields such
as medicine, in ESP in remains undervalued. By addressing this gap, the paper draws on the
limited existing research and describes the process of integrating debriefing into ESP classes,
offering some recommendations on making a meaningful connection between language, the
needs and interests of learners while preparing them for real-life professional contexts.

Key words: communicative competence, debriefing, ESP, professional skills, scenario-based
activities, soft skills

Abstrakt: Tento prispevok sa zaobera ulohou debriefingu vo vyucbe anglictiny pre Specifické
ucely, pricom poukazuje na pedagogickil hodnotu tejto reflexie po aktivite ako prostriedku
na rozvoj jazykovych zruénosti, makkych zrucnosti a profesijnych kompetencii. KedZe sa vo
vyucbe anglictiny pre Specifické ticely coraz viac kladie doraz na tilohové a scenarové aktivi-
ty, ako st hranie roli a simulécie, je nevyhnutné zabezpecit, aby ucenie presiahlo ramec iba
jazykovej a komunikacnej roviny. Napriek preukazanej ac¢innosti tychto interaktivnych metod
v oblastiach, ako je medicina, zostava ich potencial vo vyucbe anglictiny pre Specifické ucely
stale nedoceneny. V prispevku sa snazime vyplnit tito medzeru, opierajuic sa sa o obmedzeny
existujuci vyskum. Opisujeme proces zaclenenia debriefingu do vyucby angli¢tiny pre Specific-
ké ticely, pricom pontikame odportcania, ako vytvorit zmysluplné prepojenie medzi jazykom,
potrebami a zadujmami Studentov a ich pripravou na reédlny profesiondlny Zivot.

Kl'icové slova: komunikacna kompetencia, debriefing, anglictina pre Specifické ucely, profe-
sijné zrucnosti, scenarové aktivity, makké zrucnosti

1 Introduction

Teaching ESP is fast changing and dynamic. In tertiary education, there are at-
tempts to increasingly tailor teaching materials and lessons in such a way that
they support the needs of the discipline and the individual interests of students
- in recent years, with particular stress on interaction and mediation. This means
that a great deal of learning happening in the classroom is no longer based on
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working with text as such. Attention has shifted to meaningful interaction between
students, in the form of various task-based and scenario-based activities, such as
role plays, scenarios and simulations with “the emphasis ... placed on meaning
rather than form” (El Arbaoui p.254). In essence, in ESP classes, we are now
trying to simulate and re-create “task-focused work, which is a daily occurrence
in real life, especially in professional contexts”, emphasizing learner engagement
and autonomy in the learning process (CEFR Companion volume, p. 76).

Task-based activities are typically focused around the completion of a specific,
goal-oriented task that reflects real life language use (such as giving directions or
preparing a report). The focus is on using language to accomplish these goals. In
role-plays students take on specific roles and act them out, practicing language in
a controlled, but often dynamic, environment, helping students to develop inter-
personal skills and empathy, along with language practice. Scenario-based tasks
are typically more complex and detailed, frequently multi-step activities in a sim-
ulated professional situation, which require careful planning from the teacher.
Participants have to take on roles, often quite complex, participate in interaction
within a team, cooperate and make decisions (for example, a simulated diplomatic
negotiation, formulating an advertisement campaign strategy, etc.). Such activi-
ties do much more than offer language practice within a specialised context -
as a form of collaborative learning they encourage strategic and critical thinking
and foster the development of various soft skills. These are framing the road to
success in students’ academic studies as well as preparing them for work expe-
rience (Kovac, 2024; Sulovska 2024). Many of them involve mediation, which the
CEFR companion volume (2020) describes as creating conditions for communica-
tion and co-operation, facing and hopefully defusing any delicate situations and
tensions that may arise - a frequent occurrence at the workplace.

No matter the discipline the ESP class is catering for, activities have to be mean-
ingful for the learners and will vary from discipline to discipline.

This paper focuses on the use of simulations in ESP teaching, with particular
attention to the importance of debriefing after the simulation is completed. This
final step often tends to be neglected (for various reasons, time constraints being
one of them). Nevertheless, debriefing must be seen as a very important final
step in the stimulation. It offers space for reflection, helps consolidate learning,
enhances critical thinking, raises awareness of a number of soft skills and allows
students to connect the simulated experience with real-world professional com-
munication. In this paper, we will first provide a brief overview of some of the
simulations used in ESP instruction. After that we will focus on debriefing and
its importance as the final step in these activities. Challenges connected with the
process of debriefing the teacher may face in the ESP classroom will be addressed
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next. Finally, we will draw on our experience with debriefing and offer some rec-
ommendations for future practice, underlining its importance for ESP pedagogy.

2 Simulations in the ESP classroom

Experiential learning, pioneered by Kolb (1984) has increasingly become more
present in all areas of education, although the activities vary in how elaborate they
are and in how often they are utilised. In the context of ESP, various scholars have
explored role plays, task-based, and scenario-based activities tailored to specific
disciplines, offering insight into the way ESP teachers have been making use of
hands-on experience and tailoring lessons to suit particular learners and disci-
plines. For example, Slovakova and Kovac (2025), among others, describe a simu-
lated student conference, where students deliver a presentation on biology-related
topic of their choice, thus immersing students in real-world professional context
to enhance their practical communication skills and deepen their understanding of
course material. Another task they describe involves a colloquium where students
share a summary of a TED talk related to biology. Markovic (2016) focuses on
Company simulation designed for students of business informatics and e-business,
focusing on several stages, progressing from company establishment, through re-
cruitment and job applications, attending a business fair and conducting busi-
ness transactions, with final presentation upon the completion of all other stages.
Xie (2023) analyses the effectiveness of a business simulation at a tertiary level
while Kovac¢ (2024) describes activities in a simulated medical centre, where fu-
ture doctors focus on communication with patients. Sulovska (2023) concentrates
on simulated negotiations in an ESP class for political scientists. Political science
seems to be the logical discipline for simulated negotiations as a scenario-based
activity, but they can be successfully used with other disciplines, too. For example,
ESP for marketing communication offers versatile possibilities, such as Advertising
or social media campaign planning and Crisis management simulation. ESP for
archaeology may seem a less obvious candidate for simulated negotiations but
even this discipline offers some possibilities - for example, Heritage management
simulation negotiating the preservation of archaeological sites, or Museum curator
simulation focused on choosing and presenting artefacts for a museum exhibition.
Chovancova (2024) focuses on simulating communication and mediation between
specialists and non-specialists in the context of the legal profession - a lawyer
and client meeting. This type of professional-layman communication tends to be
ignored by ESP practitioners.

The skills students acquire and develop during activities such as those described
above relate well also to everyday social and/or future workplace interactions
as they call for communication and cooperation between participants, and have
been found to be highly effective. To mention just two studies, Abdul Rahman
and Maarof (2018) investigated the impact of role-plays and simulations on im-
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proving general ESL oral communication skills, concluding that both methods are
very successful in developing them. Wahyuni (2015) compared the effectiveness
of simulations and role plays in the ESP classroom, finding simulations to be more
effective in enhancing students’ practical language skills and engagement.

Naturally, the activities a teacher chooses to design or adapt will vary depending
on the ESP class and the needs of the learners, and to ensure their effectiveness,
the preparation of these activities must go through several stages.

When designing task-based and scenario-based activities and simulations for ESP
classes, it is crucial to align the goals with the specific needs of the learners.
Therefore, as the first step, conducting a needs analysis may be helpful, along with
personal discussions with specialists from the students’ individual departments,
as they may clarify for the teacher the particular needs of the discipline.

This will also ensure the authenticity of the activity, which should reflect real-
world tasks relevant to the students’ fields of study. This can clearly prove to be
a challenge, as the ESP teacher is a language specialist, not a subject matter ex-
pert in these fields. Therefore, collaboration with professionals from the relevant
disciplines can be invaluable in designing authentic and effective activities.

Next, materials for the activity will need to be carefully selected (or adapted or
even prepared from scratch). The materials can vary from various types of text,
to pictures, diagrams, maps or videos. Often, the teacher will need to design read-
ing/listening comprehension tasks, vocabulary exercises and other accompanying
classroom activities relating to the English language itself, before moving on to the
activity itself. Clear instructions at the beginning will guide students effectively.
The teacher’s role as a language support and facilitator is vital, offering guidance
and support while at the same time encouraging student autonomy.

Integrating technology into the activity can enhance the learning experience, mak-
ing tasks more engaging and accessible. The logical tools are of course, search
engines for research and online databases for accessing up-to-date information.
Padlet is another tool that can be used successfully to enhance collaborative learn-
ing and engagement in ESP classes. It allows students to share ideas, resources,
and feedback in a visually appealing and interactive online space, enabling stu-
dents to share text, images, videos, and links in preparation for the activity.

Following detailed instructions, the activity itself is best left in the hands of stu-
dents, the teacher only monitoring and observing. Only exceptionally it may prove
necessary to step in and guide the students.

The final, and sometimes overlooked step, is the debriefing upon the completion
of the activity. It must be said that relatively little attention in ESP has been
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devoted to post-activity reflection and debriefing. To address this gap, this paper
focuses specifically on debriefing, highlighting its pedagogical value and making
some recommendations for its effective integration into ESP instruction to support
language development, soft skills and professional competencies. Debriefing as the
final stage of scenario-based activities can be easily neglected, but it is an impor-
tant final step, as it encourages learners to think about their own learning expe-
riences and transforms experience and learning into knowledge. It can take on
the form of guided reflection in which the teacher highlights key learning points
for learners to relate to their experience and thus provides a more effective and
memorable teaching session (Schiirmann et al., 2025). The debriefing stage can be
seen as “a bridge between practical experience and theoretical conceptualisation”
(Kohonen, 2007:1-2).

3 Debriefing in educational contexts

Debriefing has long been part of medical training and military simulations and is
quite extensively described within these disciplines. Decker et al. (2013), Paige
et al. (2021) and Shinnick et al. (2011) emphasise that learning is dependent
on the integration of experience and reflection and therefore all simulation-based
learning should include a planned debriefing session. Maestre and Rudolph (2015)
explore the Good Judgement Method, grounded in Kolb’s experiential learning the-
ory, addressing the common dilemma of how instructors can give honest, critical
feedback without making learners defensive or hurt. In the field of nursing and
medicine, Ross (2020) gives practical guidance for planning debriefings, focusing
on pre-briefing, structure, psychological safety and facilitation skills. Sawyer et al.
(2016) underline the benefits of debriefings as well as provide educators with
an overview of various methods of conducting healthcare simulation debriefing.
Sawyer and Deering (2013) developed a comprehensive debriefing format for
postsimulation debriefing in health care by adapting the US Army’s After-Action
Review (AAR). Bartone and Adler (1995) provide a step-by-step guide on conduct-
ing debriefing following military operations. Some studies also explore learning
in virtual environments. One such virtual simulation and debriefing session is
described by Medel, Cemeli, and Ortiz (2015) who analyse how participation in
debriefing sessions allowed participants to develop soft skills such as teamwork,
critical thinking and communication.

In these fields, the benefits of debriefing are indisputable, as it enables to:

1. reflect on performance - individuals and teams analyse what went well and
what did not and why. Reflecting on actions in many high-stakes environments
is essential for improvement.

2. learn from mistakes - participants discuss the scenario without assigning per-
sonal blame, helping to build a culture of learning.
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3. strengthen team communication - analysing how team members communi-
cated and how it can be improved (as miscommunication in these fields can
be fatal).

4. reinforce effective practices - highlighting best behaviours and habits for par-
ticipants to notice and acquire.

5. manage emotions and stress - helps participants to process emotional re-
sponses and prepare for future situations.

6. transfer knowledge to future situations - in essence it makes participants re-
alise what to do and what not to do in future.

It is apparent that debriefing in the fields mentioned above helps participants con-
nect lessons from the simulation to real-life practice, enhancing decision-making
and performance in future scenarios. Crookall (2023) gives an extensive list of
reasons in favour of debriefing, specifically naming them as an opportunity to “cel-
ebrate hard work” and build and develop leaders, as well as develop relationships
between team members.

However, as Tan, et al. (2024) note, apart from the fields of medicine and military,
there are only limited studies on debriefing in other areas of education. For ex-
ample, Raymond and Usherwood (2013) focus on assessment after a simulation
within the field of political science, stressing that there needs to be a strong ele-
ment of debriefing and feedback within it. Coticchia et al.,, (2019) extensively anal-
yse the effects of a simulation on students and how it affects students’ perceptions
of relevant international relations issues, as well as on the students’ future career,
with no special attention given to debriefing. Yet following a simulation, debriefing
is particularly important, as “not everyone is naturally capable of analysing, mak-
ing sense, and assimilating learning experiences on their own.” (Fanning, 2007,
p- 116)

4 Debriefing in the ESP classroom - challenges and
recommendations

While various task-based and scenario-based activities have become an integral
part of ESP, so far, very little attention has been given to debriefing at their end.
Yet the obvious benefits of debriefing in medicine and military can be extended
to other areas of education. Allowing time for assessment and reflection helps
students understand their progress, become more aware of what they learnt and
identify areas for improvement.

Why is there a need for debriefing in ESP simulations and what should it address?
Debriefing in the ESP classroom is an underexplored area, rarely addressed in
ESP literature, and, indeed, in simulations carried out across other disciplines. As
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Crookall (2011, p.907) aptly emphasises, “one thing that is not being done as
much as it should is proper debriefing.”

Some areas in ESP are briefly mentioned by Sulovska (2023), who describes them
as the final steps of simulated negotiations in ESP for political scientists. Markovic
(2016) focuses on evaluation questionnaires completed by students as part of the
reflection and debriefing process on the pedagogic and linguistic effectiveness of
the Company simulation among students of e-commerce. In the questionnaires
given to students to complete, they could express their attitudes, views and sat-
isfaction on the different aspects and relevance of the simulation in English lan-
guage learning. Xie (2023) describes a business negotiation among undergraduate
English language and literature students but does not mention any debriefing
upon its completion. It is worth noting that while the participants in this negoti-
ation appreciated “the real-world feel” of the simulation and the practical skills it
enabled them to practise, a small minority of participants openly expressed desire
for feedback from the teacher on the negotiation simulation as well as time for
sharing personal reflections about the negotiation simulation itself. Chovancova
(2024) includes post-reflection within her interaction/mediation activity (lawyer
and client meeting) for law students and structures it in three stages - immediate
private self-reflection (an evaluation of one’s own performance of the role), feed-
back from the student’s partner (perception from the perspective of the Client),
and a formal, structured and written self-reflection intended for submission to the
teacher.

Some similar simulations, albeit in the area of international relations and politics,
rather than ESP, also involve some degree of reflection (for example, Droste et al.
(2023) mention a 5-minute reflection on student experience in their simulation,
although they do not specify how it is done).

In our experience, the five areas an ESP teacher should aim to focus on in a de-
briefing are as follows (Fig. 1).

While the teacher may be well versed in giving feedback on linguistic and commu-
nicative competence, moving on to the affective dimension, professional skills and
soft skills may be trickier and require some preparation from the teacher. Admit-
tedly, it does take time and effort to think about what to cover and address and
to effectively manage a reflection. The teacher may well feel a lack of confidence,
as these areas do not relate directly to language and communicative competence.
It may help to realise that

... none of us are born with debriefing skills; they must be learned, sometimes with difficulty. For many
years, | found the debriefing episode particularly difficult; I often felt nervous, and I am certain that
1 did it badly on several occasions. I still find it difficult, but I feel more confident, partly because I made
a special effort to focus on that and discover and invent ways to do it better (Crookall, 2023, p. 50).
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Linguistic competence 1. addressing language gaps

2. reinforcing target vocabulary and structures

3. opportunity to address miscommunication that arose during the
simulation (and the reasons why)

Communicative competence 1. drawing attention to pragmatic awareness: discussing and
analysing turn-taking
. discussing mitigation strategies

Affective dimension . suggestions for reducing anxiety

boosting motivation and confidence

Professional skills development . deepening the scope of knowledge within the discipline

. transferring a simulated experience to subject matter studied

within the students’ discipline, as well as to real-life experiences
3. keeping goals in mind and maintaining a given professional
position

NP NP~

Soft skills development 1. cognitive skills: critical and creative thinking, decision-making,
problem solving

2. interpersonal skills: collaboration, conflict management, empathy

3. workplace skills: time management, adaptability, flexibility,
presentation and digital skills

Fig. 1: Suggested areas for debriefing in ESP

A proper debriefing should encourage learners to reflect on all areas of their
own learning experiences. Some learners may not be aware, that apart from the
language component, in a scenario-based activity within the ESP classroom, they
are learning and practicing much more than language. It is therefore up to the
teacher to make them aware of what else the activity offers to them.

The affective dimension element of debriefing should ideally be used to boost
motivation and the confidence of learners, as well as offer suggestions to over-
come stress that some students may feel during such activities. Slovakova and
Kovac¢ (2025) suggest providing resources on public speaking tips and strategies
for managing presentation anxiety to the entire class, rather than to individual
students. Additionally, they emphasise the need to encourage peer support among
students. Jurikova (2024) in her paper on speaking anxiety also highlights the
need for empathy, stressing the teacher should guide students not only towards
mutual empathy, but also towards cooperation and teamwork to improve the at-
mosphere in the classroom. It is especially important to offer criticism with sen-
sitivity, and in some cases, it may be better to avoid it altogether. If the teacher’s
goal is to assess student performance, they should provide constructive feedback
by clearly identifying the specific area that needs improvement. At the same time,
the teacher should reassure students that making mistakes is a natural part of
learning and a valuable source of insight. It is equally important to highlight what
students already know, what they are good at, and what they have successfully
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accomplished and to verbalise it clearly - stating who did what well and when,
so that students cam model their behaviour on these positive examples and learn
from each other.

Debriefing also gives the opportunity to connect and deepen the scope of knowl-
edge within the students’ own discipline. They provide a useful connection with
real-life professional experiences. When students are assigned specific roles, it
gives them the chance to rehearse and embody a professional identity, practic-
ing how to collaborate with others while staying focused on the responsibilities
and objectives associated with their role. In addition, they can learn from their
peers, observing their behaviour. Watching how others handle their roles, commu-
nicate, negotiate, or respond to unexpected challenges provides valuable models
of professional conduct. This peer learning allows students to reflect on different
strategies and compare approaches, gaining insights into effective communication
and collaboration styles within their field. It also fosters critical thinking and self-
awareness, as learners evaluate both successful and less successful interactions.
In other words, in the debriefing we should highlight the importance of soft skills,
which are often undervalued by students. Thus, one of the issues a teacher needs
to address is to emphasise their importance and to make sure students “ade-
quately appreciate the value of soft skills and make deliberate efforts to acquire
them” (Majid et al, 2012, p. 1036).

For the reasons listed above, debriefing in ESP undoubtedly has its pedagogical
importance, especially after complex scenarios and simulations. However, there
are some challenges the ESP teacher faces, perhaps even more so than debriefing
sessions in other areas.

An obvious challenge for ESP teachers may arise from the fact that they are typ-
ically language specialists rather than experts in the students’ specific fields of
study. This can create uncertainty when it comes to assessing or commenting on
the professional content or decisions made during scenario-based activities. This
can limit the depth of the feedback provided during debriefing. It can also affect
the teacher’s confidence in guiding post-simulation reflection, particularly when
students raise questions regarding subject-specific knowledge. Advance consulta-
tion with specialists may help, if there is time, but in situations such as these,
I have not been reluctant to admit that in that particular sphere, the students are
the experts, and encouraged them to do their own research. In some instances,
certain students even took the time and effort to do exactly that and reported
their findings back to the whole class.

Another problem is connected with the time constraints in the ESP classroom.
Given the fact that the semester tends to be short and lessons often take place
only once a week, the teacher may feel they have barely enough time to cover
language accuracy problems in the otherwise packed lessons. Yet it is extremely
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important to take time to reflect on the experience not only from the linguistic
perspective - to raise students’ pragmatic awareness and develop their profes-
sional and soft skills - as they allow students to communicate effectively and
appropriately in professional or academic settings, avoiding misunderstandings,
building rapport and thus enables them to navigate social interactions smoothly.

Often, it may happen that students are unfamiliar with reflective practices, which
debriefing undoubtedly is. Upon the completion of the activity, they may consider
the task finished and consider debriefing as redundant. Moreover, without well-
developed metacognitive awareness, such as the ability to reflect on their own
performance, students may struggle to meaningfully participate in the debriefing.
The teacher may even feel they encounter open resistance from students. It is the
teacher’s responsibility “to provide a safe space and moment for the participant
to process their experience in such a way that they may learn from it, be enriched
and move on in life” Crookall, D. (2023). In instructor-led debriefing, Maestre and
Rudolph (2015) highlight the importance of advocacy and inquiry, which fosters
psychological safety and supports learners in improving through constructive di-
alogue. Similarly, Medel, Cemeli, and Ortiz (2015) underscore the facilitator’s role
in creating a safe and positive environment, recognizing simulation, including its
debriefing, as a communicative interaction centred on collaborative learning.

Debriefing requires a degree of openness, critical self-assessment, and willingness
to discuss one’s own performance and the performance of others and needs to
be done with a great degree of sensitivity as students may feel uncomfortable
and reluctant, especially the first time a debriefing is conducted. Crookall (2023)
suggests starting a debriefing session by emphasising rules regarding behaviour.
Next, the session can continue as a whole class, in groups or individually. Very
good results can be achieved by starting the debriefing in silence, using an indi-
vidual checklist to guide participants in a quiet reflection. Maestre and Rudolph
(2015) compare three approaches in debriefing - judgmental approach, nonjudge-
mental approach and the good judgement approach. They highlight the benefits
of the good judgement approach, concluding that if mistakes cannot be properly
and constructively analysed in a simulation setting, we cannot expect them to be
discussed in real-life settings.

In my own teaching practice, I initially kept the debriefing session very short and
clear, simply asking students to comment on things that went well and those that
did not. However, experience has shown that a well-structured checklist that will
guide the teacher and/or students in the debriefing can greatly aid a productive
reflection. I began to use a table with the points I wanted to address during a class
debriefing, using it as a checklist to go over and ask suitable questions, initially
addressing only linguistic and communicative competence. Very soon it became
apparent that there is a need to comment on the affective dimension and profes-
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sional and soft skills - they resulted naturally from debriefing discussions with
students as some students repeatedly raised and commented on these points (see
Figure 2 below).

Linguistic competence « key vocabulary and expressions
e grammar accuracy

¢ level of formality

e pronunciation

Communicative competence o turn-taking

¢ polite language

¢ clarification and checking for understanding
¢ adapting language

¢ re-phrasing and clarification when needed

Affective dimension  confidence due to thorough preparation
e focus and involvement

¢ managing conflicts and disagreements

¢ encouraging others

¢ reducing tension

Professional skills e clear agenda, time-keeping, turn-taking

¢ professional tone

o clear statement of goals

e summarising main points

e participation in a realistic outcome

¢ building on knowledge from other courses

Soft skills o working well within a group

e respecting others

¢ helping to solve problems or conflicts

¢ taking initiative to move the conversation forward
¢ keeping the group focused on task

Final reflection e What is the one thing you learned?

Fig. 2: De-briefing: Teacher prepared checklist

Following Crookall’s (2023) recommendation to use individual debriefing forms
and allow participants a period of silent reflection, Figure 2 was used (created
by the author with the aim of identifying the points that need to be addressed
in the debriefing) to prepare a student friendly debriefing checklist. This teacher-
prepared checklist was then compared with one created by Chat GPT using the
five areas from Figure 2 as prompts. Although Al was used in this step, it was
intentional - its purpose was exclusively to check for items that might have been
missed or could have been worded better. In other words, it was used for compar-
ison only. I subsequently adapted and modified the questions and experimentally
used the modified checklist in the debriefing after two different scenario-based
activities - see Figure 3 (two separate groups of undergraduate students of polit-
ical science and of marketing communication, total number 48). The respondents
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were 2nd year BA students at the Faculty of Arts, Comenius University in their 3rd
and 4th semester of study. The debriefing session took place immediately upon
the completion of the simulation, when the checklist was distributed, allowing
participants 5 minutes for silent reflection, followed by a 15-minute discussion.

On both occasions, the resulting discussion was longer and more detailed than
the usual debriefing discussions done in the past, as the checklist guided students
in silent reflection. As a result, in subsequent debriefing class discussions, stu-
dents commented even more on the affective dimension and professional and soft
skills. Students particularly praised the friendly atmosphere during the debriefing,
emphasizing the value of peer learning, commenting on both the positive and
negative behaviour observed. They commented on the division of the workload,
(un)professional communication within the group and praised students that did
particularly well in some areas, making recommendations for the behaviour they
found lacking. They also mentioned the points in which they personally feel they
need to improve. In addition to this, students repeatedly stated that the simu-
lation helped them better understand some concepts from their field of study.
It appeared from the two structured debriefing sessions that the class success-
fully fostered a stronger sense of community and connection among students and
that the debriefing utilising a structured checklist helped students realise that the
simulation has value beyond the linguistic and communicative competence. Per-
sonal interviews with ten selected students further confirmed the benefits of this
approach. These impressions align with the findings of KSinanova et al. (2024),
where participants in task-based activities highly valued opportunities for real
contact with classmates, communication, mutual support, and inspiration.

The experimental debriefing checklist (Figure 3) represents an initial step toward
establishing a more structured and methodologically sound debriefing process,
which I intend to integrate into my ESP classes following certain scenario-based
activities and simulations. Apart from the obvious benefits of the debriefing itself,
this approach will facilitate more systematic data collection and analysis, thereby
enhancing the reliability and validity of future findings (e.g. thorough analysis
of the debriefing sessions from the students’ perspectives, using an anonymous
survey or personal interviews, analysis of student completed checklists, etc.).

5 Benefits of debriefing in ESP pedagogy

Including a debriefing after a simulation, where task or scenario-based, can sig-
nificantly enhance ESP pedagogy in several ways:

1. Consolidation of language learning
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1. Linguistic Competence

About me

Ol used key vocabulary and exprassions relevant t the situation

OIMy grammar was mostly accurate and helpad ma express my ideas clearly.
Ol used the right level of formality for the situation

DMy prenunciatian and intanation were clear enough to be understond.
Ol naticed some language areas | need ta imprave.

About athers

O One participant used vocabulary | found useful ar impressive. Who? What
did they say?

Ol naticed = good example of dlear, accurate language from someane else

O Was anything unclear or difficult to understand from others? Why?

2. Communicativa Compstance
About me

Ol task turns appropriately and didn't interrupt toa much

Ol used palite language when agreeing or disagreeing

tion or checked understanding when nesded.
Ol adapted my language to my role and audiance.

Ol rephrased or clarified my ideas when needed.

About others

O Somesne communicated their ideas clearly and respectfully. Who and
haw?

OIDid anyone handle disagreement or canfusion well? Describe how:

Ol learned a useful cammunication strategy from somesne:

3. Professional Skills

About me

Ol followsd a clear structurs (e.g. agends, timekeeping, turn-taking)
O used a professional tone and stayed on task

Ol clearly stated my geals or pasition.

O helped clarify or summarise impertant points

01 made sure the outcome w, rand realistic

O connectad the goals with knowledge from other university courses.
About others

O Sameene shawed streng professional behaviour. Who and what did they
do?

DOl noticed someane taking initiative or helping with something. What and
how?

O What made the simulation feel realistic or prafassional?

3. Affective Dimansion (Feslings & Emotions)
About me

Ol felt confident during the task due ta tharough preparatian.

Ol stayed focused and invalved in my role.

Ol managed pressure or disagreement without lesing contral.

Ol encauraged others ar helped reduce tension.

About others

Ol naticed someone handling pressure or emotian well. Wha and how?
O Did someone help make othars fael mare comfortable or confidert?

O Was anyone uncomfortable or nervous? How could we support them?

5. Soft Skills

About me

Ol worked well with my group and respected athers’ apinions.

Ol listened actively and respanded apprapriately.

O helped salve problems or reduce canflict

Ol tock initiative or helped mave the conversation forward

Ol helped keep the group on track and manage time.

About athers

O Wheo shewed strang teamwaork or collaberation skills?

O Someane showed excellent listening or problem-salving. Who and how?

O What soft skills would | like to develap more?

Final Reflection
0 One thing | did well:

0 One thing | want to improve:

O A useful phrase, strategy, or behaviour | learned from someone else

O My overall fecling about thi

Fig.

3: Debriefing Checklist for students

Debriefing helps students reflect on both the language used (active use of key
vocabulary) and the professional content of the simulation. Discussing what
worked and what did not and why encourages noticing.

Development of metacognitive and communicative competence

Debriefings promote awareness of communication and discourse strategies
and of pragmatic skills such as turn-taking, politeness, and persuasion and
enable students to actively train and develop a number of soft skills.

Connecting the simulation with professional practice

ESP simulations often model real-world professional communication. Debrief-
ing connects simulation performance to authentic workplace communication
norms.

. Affective dimension

Debriefings also address affective dimensions, such as anxiety, confidence, and
self-efficacy, which are particularly relevant when performing in a foreign lan-
guage. Students can gain confidence by analysing performance collaboratively.
It may help them develop a reflective habit that supports lifelong professional
learning.
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This all leads to more retention of subject-specific terminology, transfer of com-
munication strategies to authentic contexts and stronger integration of linguistic,
cognitive, and social learning.

Conclusion

In conclusion, incorporating debriefing after task- and scenario-based activities
into ESP classes should be seen as an important final step and teachers should de-
sign and conduct them with debriefing in mind. The debriefing can take the form
of teacher guided group reflection, peer feedback within a small group or a quiet
individual reflection with subsequent class discussion. Pre-prepared checklists to
suit a particular activity, whether to be used only by the teacher to guide the
discussion or by all students, may ensure the whole process runs more smoothly,
as it provides a framework for both the teacher and students to follow. Debriefing
at the end of the activity allows participants to internalise what they have learned
and connects language use with meaningful real-life activities, reinforcing commu-
nicative competence while developing essential soft skills such as communication,
teamwork, and critical thinking. It also enhances professional competencies, bridg-
ing ESP content with the learners’ specific areas of study.

Author’s Statement on the Use of Artificial Intelligence (AI)

During the preparation of this work, the author used ChatGPT (2025, January 20).
Prepare a check list for ESP teacher to manage and guide debriefing after a scenario-
based activity, such as a simulated negotiation or simulated meeting. Cover these ar-
eas: Linguistic competence, Communicative competence, Affective dimension, Profes-
sional skills development, Soft skills development [Large language model]. OpenAl.
https://chat.openai.com/ for the purpose of comparison with teacher-prepared
checklist to aid the preparation of a structured a checklist for students to be
used in debriefing in ESP teaching. After using this tool, the author reviewed and
edited the content as needed and assumes full responsibility for the content of
the publication.
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Standing in the Spotlight: Public Speaking Anxiety in
an Academic Presentations Course

Petra Travnikova

Abstract: This article examines public speaking anxiety (PSA) among university students pre-
senting in English as a foreign language. Public speaking is widely recognized as an essential
academic and professional skill, yet many learners experience significant stress when asked to
perform in front of an audience. The study draws on data from a questionnaire and from stu-
dents’ self-reflection journals written during a Master’s-level presentations course at a Czech
university.

The findings show that anxiety manifests in multiple ways, including physical symptoms, neg-
ative thoughts, and loss of confidence. Students reported that presenting in a second language
made them especially self-conscious, as they worried about vocabulary, grammar, and pro-
nunciation. At the same time, the journals revealed important strategies for coping, such as
thorough preparation, supportive peer feedback, and positive classroom atmosphere. Over
the course of the semester, many students described gradual improvements in their ability
to manage nervousness and to view presentations more positively.

The study argues that PSA is not only an individual challenge but also a pedagogical issue that
can be shaped by course design. It concludes that fostering a safe environment, normalizing
anxiety, and encouraging reflection are effective ways to help students build resilience and
develop greater confidence as speakers.

Key words: EAP; presentation skills; public speaking anxiety (PSA); resilience; safe learning
environment; self-reflection journals; emotions

1 Introduction

This article contributes to the rapidly evolving field of English Language Teach-
ing (ELT) that explores the emotional and psychological dimensions of language
learning. In particular, it focuses on the challenges learners face when coping with
stress and anxiety in demanding, performance-based tasks as academic presen-
tations. Since emotional factors, ranging from language anxiety to perfectionism
and self-consciousness, are increasingly recognized as critical to learners’ results,
this study adds to the growing body of research striving to understand the af-
fective barriers to successful communication in a second or foreign language. In
educational contexts, public speaking fear can significantly hinder students’ per-
formance and self-confidence, making it a critical issue to address in English for
Academic Purposes (EAP) classes.

As a popular joke goes, public speaking ranks among the top three fears, often
said to surpass even the fear of dying. Seriously speaking, this widespread anxiety
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is not merely anecdotal; numerous studies have confirmed that speaking in front
of others, especially in a foreign language, can trigger intense emotional responses
ranging from nervousness to panic. Grieve et al. (2021, p. 1282) cite several stud-
ies conducted in various countries on university students and their rate of public
speaking anxiety, which shows that its prevalence may vary across cultural con-
texts. Reported rates range from about 3% in the United States to over 15% in
Sweden. In the United Kingdom, surveys suggest that around one in ten students
experience severe social anxiety. Although comparable data are not yet available
for Czech university students, the students’ reflections in this study reveal many
of the same symptoms and concerns, suggesting that similar challenges are likely
present in this context as well.

Presentations have become so commonplace (e.g. Kelsen, 2019), even at pri-
mary and secondary schools, that we as university teachers often take them for
granted and fail to consider how students actually feel while giving them. How-
ever, a closer look at students’ reflections reveals that many experience consider-
able stress, as illustrated by this quote: “To begin with, I must admit that I have never
experienced such paralyzing nervousness in my life as I did today at improvisation”. The
aim of this article is to raise awareness of the emotional challenges students may
face when presenting in a foreign language, and to explore what might help them
overcome their anxieties, drawing on both secondary literature and the students’
own suggestions.

2 Theoretical background

Fear of public speaking in a foreign language falls within the domain of for-
eign language anxiety (FLA), first identified and defined by Horwitz et al. (1986,
p- 125), who see anxiety in general as “..the subjective feeling of tension, ap-
prehension, nervousness, and worry associated with an arousal of the autonomic
nervous system” occurring in a language classroom. According to them, FLA is
“a distinct complex of self-perceptions, beliefs, feelings, and behaviours related to
classroom language learning arising from the uniqueness of the language learning
process” (p. 128), which draws a complex picture of what anxiety affects. Mac-
Intyre and Gardner (1994, p. 284) put it more simply, and define FLA as “the
feeling of tension and apprehension specifically associated with second language
contexts, including speaking, listening, and learning”.

They also emphasize that foreign language classroom anxiety may even prevent
students from achieving academic success. While anxiety can affect all types of
classroom activities, Horwitz et al. (1986, p. 126) point out that speaking - along
with listening - is the most anxiety-inducing skill: “Difficulty in speaking in class
is probably the most frequently cited concern of the anxious foreign language stu-
dents .., which is also confirmed e.g. by Dewaele (2002), who also claims spoken

Study 21



language production is found more stressful by students than other activities in
the classroom. This refers to speaking in general, and considering that presen-
tations place students directly in the spotlight, it is no surprise that feelings of
unease and nervousness are likely to intensify even more than when speaking,
for example, in pairs or groups.

Bodie (2010) focuses on public speaking anxiety (PSA) and defines it as

a specific subtype of communication-based anxiety whereby individuals experience physiological
arousal (e.g,, increased heart rate), negative self-focused cognitions (e.g., ‘I'm concerned I'll appear
incompetent.’), and/or behavioural concomitants. (pp. 70-71)

As this definition suggests, PSA is a complex phenomenon that requires careful
consideration from multiple perspectives. PSA is defined here as a “situation spe-
cific social anxiety that arises from the real or anticipated enactment of an oral
presentation” (Bodie 2010, p. 72).

Several fears have been identified as common causes of PSA, especially when
speaking in a second language. According to Bippus and Daly (1999), speakers
often experience increased self-focus and worry that they will not meet the au-
dience’s expectations. This can be accompanied by a sense of inferiority; they
believe their speaking skills are not good enough, and fear being judged. For many
students, the lack of experience with public speaking makes these feelings even
stronger, which can make giving presentations in a foreign language feel especially
difficult.

Given the strong emotional impact of public speaking in a second language, recent
studies have focused on how this anxiety influences learners’ performance and
how it can be managed. Most of this research agrees that such anxiety can have
a strong negative impact on students’ performance and learning. At the same time,
these studies also suggest ways to help students overcome their fears, usually by
supporting positive emotional experiences.

Several important studies have been published in recent years. Khaidzir et al.
(2024) examined how public speaking is connected to students’ language profi-
ciency. They argue that learners should not only be assessed based on the four
traditional skills, but also on their ability to speak in front of an audience. Sim-
ilarly, Chen et al. (2022), in their article on the same topic, highlight the impor-
tance of giving students strategies to reduce anxiety and manage their emotions
when speaking in public. The effect of anxiety on speaking performance has also
been explored by Arifin (2024) and Tiana et al. (2024), who both found that
anxiety often reduces fluency and confidence.
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To deal with this problem, some researchers focus on the role of positive emotions
and motivation. For example, Brooks (2014) suggests that speakers should try
to think of anxiety as excitement, which can improve their performance. Rodero
(2022) shows that changes in voice pitch and body language can help speak-
ers feel more confident and be perceived more positively by their audience. In
the same way, MacIntyre and Gregersen (2012) explain how emotion regulation
strategies can help learners shift their focus from fear of failure to enjoying the act
of communication. Lintner and Belovecova (2024) examined predictors of public
speaking anxiety among 1,745 students at Masaryk University in Brno, providing
valuable insight from the Czech context. The study found higher anxiety levels
among women, non-binary students, and bachelor’s students, while age, nation-
ality, and field of study were not significant predictors. The authors highlight the
need for targeted support and better integration of presentation skills training in
Czech higher education.

Finally, let us look at the key triggers and their underlying causes of PSA as iden-
tified by Beatty (1988) and Buss (1980), quoted in Pribyl et al. (2001, p. 150).
Table 1 summarizes the factors most often linked to heightened nervousness in
presentation settings, such as novelty, formality, and conspicuousness, providing
a theoretical framework for understanding why students experience public speak-
ing as stressful.

Tab. 1: Causes of PSA (Beatty 1988 and Buss 1980 qtd. in Pribyl et al. 2001)

Cause Description

Novelty Speaking in a new or unfamiliar situation can increase anxiety. For example, if
students have little prior experience with formal presentations, the activity itself
feels overwhelming.

Unfamiliarity Facing an unknown audience (e.g., classmates one doesn’t know well) creates
uncertainty and tension.

Formality Highly structured, inflexible settings (strict rules, formal grading) can heighten fear
of making mistakes.

Subordinate Status Perceived differences in status, such as being evaluated by teachers or peers,
make speakers feel vulnerable to negative judgment.

Conspicuousness Being the centre of attention produces acute self-consciousness, as public
speaking is usually a solitary, highly visible activity.

Degree of Attention The feeling of being constantly watched and evaluated, especially by inattentive or
from Others critical audiences, adds pressure.

Dissimilarity Differences in values, attitudes, or beliefs between the speaker and audience can
make presenters doubt whether their message will be accepted.
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3 Research design
3.1 Course context

To explore how anxiety manifests in real classroom settings and how it can be
addressed, this study examines students’ experiences in a Master’s-level Academic
Presentations course. The research was conducted with three seminar groups of
students taught by the author of the article in the spring term of 2024. The
course is a compulsory component of a Master’s programme for students of social
sciences. As the name of the course implies, it focuses primarily on developing
speaking and presentation skills, which means precisely the type of performance
tasks that can trigger public speaking anxiety, particularly in a second language.
It is delivered once a week as a 100-minute seminar and is aimed at learners at
the B2-C1 level of the CEFR. Classes are held in small groups to encourage active
participation and provide students with frequent opportunities to practise. Course
tasks include storytelling, improvisations, and various types of presentations, such
as recorded mini-presentations, Pecha Kuchas, elevator pitches, and poster pre-
sentations. Peer review is an integral part of the course, enabling students to
practise both giving and receiving feedback. Through regular speaking practice
in a supportive environment, the course aims not only to develop presentation
skills but also to help students gradually reduce their anxiety and build confidence
when speaking in English.

The participants in this study were advanced-level university students in the field
of social sciences, typically in their early to mid-twenties and already experienced
in academic settings. At this stage of their studies, they were approaching the peak
of their academic careers and had previously completed numerous coursework
presentations and seminar discussions. Their fields of study included disciplines
such as psychology, political science, sociology, journalism, environmentalism, and
related areas, all of which require strong communication skills and the ability to
present complex ideas clearly. Surprisingly, as will be shown later, a small number
of these students had never presented in English before, having only done so in
their mother tongue, Czech or Slovak. This combination of subject expertise and
prior presentation experience makes their reactions to public speaking in a sec-
ond language particularly revealing, as it shows that even skilled and confident
speakers can still experience significant anxiety when presenting in a foreign lan-

guage.

The Academic Presentations course is a useful setting for studying public speaking
anxiety in a second language for several reasons. First, the tasks are authentic, as
they are similar to real academic and professional situations, where students have
to prepare, deliver, and sometimes improvise in front of an audience, which are
conditions that often increase anxiety. Second, the weekly meetings give students
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repeated practice, which makes it possible to observe how their emotional re-
sponses change over time, which is manifested in students’ self-reflection journals.
Third, the small-group format offers a controlled but still realistic environment,
where factors such as group size and interaction can be monitored. Finally, be-
cause the course combines performance, peer feedback, and reflection, it provides
rich information about both the nature of students’ anxiety and the strategies they
use to manage it.

3.2 Methodology

The study involved a total of 46 students (32 female and 14 male) from three
seminar groups, whose background and course context have been described in the
preceding section. Two methods were used for data collection: an initial seven-
question questionnaire designed to gather basic information about the partici-
pants and their experiences with public speaking anxiety, and the students’ self-
reflection journals written after their presentations.

The questionnaire served as a diagnostic tool, administered at the beginning of
the course to obtain an overview of the participants’ prior experience with giving
presentations in English, the frequency with which they engaged in such tasks,
and the specific challenges they associated with public speaking in a foreign lan-
guage. Its seven questions were designed to identify common sources of anxi-
ety, perceived skill deficiencies, and the physical manifestations of PSA. The self-
reflection journals, by contrast, provided a richer, more personal perspective on
the students’ experiences. Completed at home shortly after their presentations,
these narratives allowed participants to evaluate their performance, describe the
emotions they experienced before, during, and after speaking, and reflect on the
strategies they found helpful in managing anxiety.

The questionnaire was administered during the first seminar of the course, en-
suring that responses reflected students’ initial attitudes and experiences before
any course activities could influence them. It was completed in class, online, in
written form, in English, and collected immediately to maximise the response rate.
The self-reflection journal entries were written after each assessed presentation,
forming a longitudinal record of the students’ experiences. This timing allowed
participants to capture their emotions while they were still “fresh”, and thus it
provided a more accurate account of their perceived strengths, weaknesses, and
coping mechanisms.

The questionnaire data were analysed using descriptive statistics, meaning simple
ways of summarising data such as counting answers, calculating percentages, or
finding the most common responses. This gave an overall picture of how often cer-
tain experiences or opinions occurred. The self-reflection journals were analysed
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qualitatively using thematic coding, which involved reading the texts carefully and
grouping similar ideas together into themes, such as typical sources of anxiety,
common strategies, and signs of progress. Using both methods together made it
possible to see not only how common certain issues were, but also how students
experienced them in more detail

All data were collected with the students’ informed consent, and participation in
the study was voluntary (yet none of the students present in the seminars refused
to participate). The responses were anonymised, and no identifying details were
included in the analysis or reporting.

4 Findings
4.1 Questionnaire results

The analysis of the questionnaire and self-reflection journals provided a detailed
picture of the participants’ experiences with PSA. Responses to the initial ques-
tionnaire revealed varying degrees of apprehension, with some students report-
ing a strong fear of presenting, others expressing mild discomfort, and a smaller
group indicating no significant anxiety. The data also highlighted differences in
previous presentation experience, perceived language-related challenges, and typ-
ical physical signs of nervousness. These quantitative results were complemented
by qualitative insights from the self-reflection journals, in which students de-
scribed their emotional states, evaluated their own performances, and reflected
on the strategies they used to cope with anxiety throughout the course.

Figure 1 shows perceived anxiety when presenting in one’s mother tongue. When
asked whether they were afraid of giving presentations in general, 14 students
(30%) answered “Yes,” 21 students (46%) responded “A little,” and 11 students
(24%) reported no such fear. This distribution suggests that while a considerable
proportion of the group experienced at least mild apprehension, only a minor-
ity felt entirely comfortable presenting. The predominance of “A little” responses
indicates that low to moderate anxiety was more common than severe anxiety.
These findings provided a baseline for further analysis of how such anxiety was
influenced by the foreign language context and by the progression of the course.

When asked about the frequency of giving presentations in English in the next
question, most students reported presenting several times per semester (33 stu-
dents, 72%). A smaller group (5 students, 11%) had never presented in English
before this course, while 6 students (13%) described their presentations in En-
glish as rare. Only 2 students (4%) indicated that they presented very often. These
results show that although the students were advanced in their studies and used
to academic settings, their opportunities to present in English had been rather
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Fig. 1: Responses to the question ‘Are you afraid of giving presentations in general?’

limited. This lack of regular practice may partly explain the heightened anxiety re-
ported by some participants: without frequent exposure, public speaking in a for-
eign language can easily become a high-stakes event, increasing nervousness and
self-doubt.

In response to the question whether it is harder for them to present in English
than in their mother tongue and if so, why, the vast majority of respondents (32;
94%) confirmed that it was indeed more difficult. Only one student claimed it was
not harder, and another admitted it was only “a bit” more challenging.

The reasons provided in open-ended responses highlight several recurring
themes. Most students pointed to their limited vocabulary and the difficulty of
finding the right words quickly, which often led to pauses, loss of fluency, or even
frustration. Others emphasized a lack of confidence in their language abilities,
often linked to fears of grammatical mistakes, poor pronunciation, or having a
“bad accent”. Several participants described the extra challenge when presenting
in English: unlike in Czech, they had to concentrate not only on the content but
also on correct linguistic form, which made the task feel like “juggling.” A few
students noted that while they could present confidently in Czech, in English they
felt less able to improvise, less natural, and less capable of expressing their full
personality.

Taken together, these responses suggest that for almost all participants, present-
ing in English raised the perceived level of difficulty and increased their PSA. Im-
portantly, the stress did not come only from the act of public speaking itself, but
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also from the interaction between language-related insecurities and performance
pressure.

A thematic analysis of the open-ended responses (see Table 2) shows that vocab-
ulary limitations were the most frequently cited challenge (20 students), followed
by a lack of confidence and self-esteem (11 students). Several students described
the additional cognitive load of presenting in English (7 students), noting that they
had to concentrate on both language and content, which often disrupted their flu-
ency. A smaller number mentioned general stress or panic reactions (4 students),
as well as concerns about grammar (3) and pronunciation or accent (3).

Tab. 2: Answers to question “Is it harder for you to present in English and why?”

Theme Number of mentions
Vocabulary / finding words 20
Confidence / self-esteem 11

Grammar / accuracy

Pronunciation / accent

Cognitive load

APl W| W

General stress / panic

Upon being asked about the symptoms of public speaking fear (see Table 3 for the
most recurrent topics and illustrative quotes), students most frequently described
physiological reactions such as sweating, shaking, blushing, increased heart rate,
shortness of breath, or stomach pain (21 mentions). Almost as common were
voice and speech issues (17) and references to emotional states such as anxiety,
stress, or nervousness (17). A smaller number reported cognitive symptoms (9),
including forgetting words and freezing, while some pointed to behavioural man-
ifestations (6), such as avoiding eye contact, playing with objects, excessive ges-
tures, or joking too much. Only four students indicated that they had no noticeable
symptoms.

All in all, these findings show that public speaking anxiety manifests itself in
a wide range of physical, emotional, and cognitive symptoms, often overlapping
in the same individual. This confirms that the experience of presenting in a for-
eign language is not only a linguistic challenge but also a complex emotional and
physiological process.

Regarding the question of what helps them feel less nervous when speaking in
front of an audience, the most frequently mentioned factor was preparation and
rehearsal: students reported that practising beforehand, knowing the structure of
their presentation, or simply “being well prepared” gave them greater confidence
(mentioned by over half of respondents). Many also highlighted the importance
of breathing and relaxation techniques (e.g. taking deep breaths, drinking water,
doing light physical exercises) as effective ways to calm down before speaking.
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Tab. 3: Reported symptoms of public speaking fear

Category Illustrative quotes

Physiological symptoms — I am blushing. | often stuck in the middle of the sentence.
— Red face, sweat, fast heart beat, shaking hands.
— Stress, my belly hurts and so on.

Voice and speech issues — Anxiety, stress, shaking voice.
— Stuttering, sweating, shaky voice, harder to breath.
— Change of voice, speaking fast.

Emotional states — Nervosity, anxiety, my voice is shaking, | feel sick in general.
— I’'m nervous (just feeling inside me).
— Anxiety, stomach pain.

Cognitive symptoms — Not keeping eye contact with the audience, forgetting what | want to
say, talking too fast.

— Perhaps that | forget a word and freeze.

— Loosing words, problems with pronounciation.

Behavioural/interactional — Losing attention, red in face, | play with things on table, my necklaces.
— Walking or stepping from side to side, over-use of hand gestures,
shaky voice, fast speech.

— Nervousity, fast speech, talking all around, sweating, joking too much.

A third group of responses emphasized positive self-talk and mindset, such as
reassuring oneself that mistakes are acceptable, focusing on staying positive, or
reminding themselves that “it is not the end of the world.” Others described the
value of audience connection, such as looking at friendly faces, smiling, or speak-
ing to people in the audience beforehand. A smaller number referred to external
or situational factors, such as co-presenting, wearing nice clothes, or even “a bit
of alcohol.” Finally, several students noted that experience itself reduces anxiety -
the longer they speak, or the more often they present, the less nervous they feel.

It is worth noting that the strategies described by the students demonstrate a high
level of self-awareness. Their answers show that they are not only able to rec-
ognize their own emotional states, but also to identify concrete techniques that
help them manage anxiety. This proves that they are already developing the kind
of reflective skills expected of advanced learners in higher education. Far from
being passive recipients of advice, they actively experiment with preparation, self-
regulation, and interaction strategies, which indicates that they know what they
are doing and are capable of taking responsibility for their own learning and
performance. Just as importantly, the variety of their suggestions can serve as
a source of inspiration for their peers: by sharing their coping strategies, students
offer each other practical models of how to approach public speaking more confi-
dently. In this way, their reflections contribute not only to their individual growth
but also to that of their classmates, which may result in a supportive learning
community.
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Tab. 4: Strategies that help students feel less nervous

Category Illustrative quotes
Preparation & rehearsal — Try the presentation at home several times, deep breathe before the
speaking.

— Good preparation of the topic and materials, voice and body exercise
before presentation.
— When | have a clear structure for my presentation.

Breathing & relaxation — To breath deeply, trying to enjoy to be nervous.

techniques — Breathing, be prepared in advance, drink a water.

— Breathing in and breathing out 3x and reassuring myself that it is not
the end of the world.

Positive self-talk & mindset — Say to myself that it is ok to make mistakes.

— To stay positive, to practice beforehand.

— Don’t stop speak and be positive.

Audience connection — Focus on one or two person, that seems friendly.

— Looking at one person | know and is there to support me.

— I smile at the audience so they are not harsh on judging me.
— Acceptance from others.

External factors — To present with someone, bit of alcohol.
— To look good (wear nice clothes).
Gradual exposure & experience | — Time. The longer | speak the better | feel.

— Practise — | need to get used to presenting, otherwise nothing works.
— I just have to start, then | do not really care.

While the previous question focused on immediate strategies for managing anx-
iety, the final item highlights how students themselves perceive the long-term
value of developing presentation skills. It is widely acknowledged (e.g. Grieve et
al, 2021) that skills such as public speaking and presenting are not only aca-
demic requirements but also valuable competences that improve career prospects.
When asked whether a presentation sKills class would be useful for their future
career, the overwhelming majority of students answered positively: 37 respon-
dents (80%) considered such training clearly beneficial, while none dismissed it
as unnecessary. A smaller group of 9 students (20%) chose the option “Maybe,”
indicating that the usefulness of presentation skills may depend on their future
professional paths. These results suggest that most students view the ability to
present confidently and effectively in English as a transferable skill that will be
valuable after completing their studies, particularly in academic, professional, and
international contexts.

To conclude, the questionnaire data provide an overview of students’ experiences
with PSA in English. The majority of respondents reported at least some level of
apprehension when giving presentations, and almost all agreed that presenting in
English is more difficult than in their mother tongue. Among their reasons, there
were limited vocabulary, concerns about grammar and pronunciation, and a lack
of confidence when improvising. Students also described a range of symptoms,
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from physiological reactions such as sweating, shaking, and rapid heartbeat, to
cognitive challenges such as forgetting words or losing their train of thought. De-
spite these difficulties, they demonstrated an impressive ability to identify cop-
ing strategies. Preparation and rehearsal, breathing and relaxation techniques,
positive self-talk, and focusing on supportive audience members were the most
frequently mentioned approaches. Finally, the overwhelming majority considered
a presentation skills class useful for their future careers, which underlines the
relevance of these competences outside the language class.

The questionnaire provides useful data, but it cannot capture the whole story.
That is why the study also looks at self-reflection journals. These journals give
a more personal view of what students go through and, importantly, how they
choose to talk about their nervousness. The next section will show how students
describe and frame their anxiety, often balancing self-criticism with self-praise.

4.2 Self-reflection journals (qualitative analysis)

Before analysing the journals, it is important to outline how these self-reflections
were assigned and structured within the course. Students were asked to keep
a self-reflection journal throughout the entire semester, documenting their
progress after each major speaking activity. The assignment began with an initial
entry in which students described their own language learning history and set
short-term goals for the course; however, these “language learning journeys” were
excluded from the corpus analysed in this study, as they did not relate directly
to experiences of public speaking. Importantly, the journals were not assessed
for linguistic accuracy. Students were explicitly told that grammar and correct-
ness did not matter and that the entries should function as an “inner voice” or
a type of freewriting, allowing them to express their emotions and thoughts more
spontaneously. The journals were not submitted entry by entry; instead, students
submitted the complete set of reflections as a single final assignment at the end
of the term.

Subsequent entries focused on specific in-class tasks and assessed activities, such
as the lead, tandem presentation, recorded mini-presentation, Pecha Kucha, and
improvisation, with students encouraged to comment not only on their perfor-
mance but also on the emotions, difficulties, and strategies associated with each
task. They were also free to reflect on other experiences related to English pre-
sentation sKills, including presentations in other courses or any situation in which
they used spoken English productively; in practice, however, they rarely used this
option and focused on the in-class presentation tasks. The final entry included
a reflection on the poster presentation as well as an overall evaluation of the
semester: what worked well, what did not, whether they achieved the goals they
had set at the beginning, and what they felt they had learned or would approach
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differently next time. This loosely structured yet open format generated rich data
on students’ emotional and cognitive processes as they progressed through in-
creasingly complex speaking tasks.

The journals reveal that students’ experiences of public speaking anxiety are mul-
tifaceted, combining physical, emotional, and social dimensions, just like we could
see in the questionnaire results. There were six recurring themes:

1. Strong physical and emotional symptoms - Students frequently reported
rapid heartbeat, shaking hands, sweaty palms, blushing, or feelings of panic.
Such physiological descriptions correspond to Bodie’s (2009) characterization
of PSA as a mixture of bodily arousal and negative thoughts.

2. Fear of forgetting or losing control - A common, frequently expressed, con-
cern was “going blank,” speaking too fast, or forgetting key points. This sup-
ports MacIntyre and Gardner’s (1994) claim that anxiety interferes with cog-
nitive processing and memory retrieval.

3. Perfectionism and self-criticism - Many students wrote in a self-deprecating
way, highlighting small mistakes or describing their performance as “not good
enough,” even when it was objectively adequate. This tendency reflects both
high personal standards and impression management strategies, where learn-
ers anticipate criticism by voicing it themselves.

4. Task-specific anxiety - Certain formats, such as improvisations, Pecha Kucha,
or recorded presentations, were repeatedly described as especially stressful.
These tasks require spontaneity and quick reactions, which increase cognitive
load and heighten anxiety.

5. Comparison with peers - Several students linked their nervousness to hear-
ing classmates with “better English” or “perfect pronunciation.” This suggests
that social comparison plays a key role in shaping language learning anxiety,
confirming what Dewaele’s (2002) referred to as the social dimension of class-
room speaking,.

6. Signs of progress and resilience - Importantly, many journals described im-
provement over time. By the end of the course, most students reported feel-
ing calmer, more confident, and proud of their achievements. Reflection itself
seemed to help some reframe their performance more positively, turning ini-
tial fear into a sense of growth.

Overall, these journals not only confirm the questionnaire results but also show
how students frame their own experiences. They reveal a constant oscillation be-
tween anxiety and self-assurance, between highlighting mistakes and celebrating
small victories. In this way, the journals illustrate both the emotional weight of
presenting in a foreign language and the learners’ capacity to adapt and grow
through practice and reflection.
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The symptoms reported in the self-reflection journals correspond to Bodie’s
(2009) description of PSA as a particular form of communication anxiety in which
individuals may show signs of physical arousal, such as a racing heartbeat, expe-
rience negative thoughts about themselves like worrying they will seem incom-
petent, and display behavioural reactions such as trembling. Students frequently
mentioned increased heart rate, sweating, shaking hands, and shortness of breath,
all of which are typical forms of physiological arousal. Their worries about forget-
ting words, sounding incompetent, or making mistakes reflect the negative self-
focused cognitions Bodie identifies as central to PSA. Finally, behaviours such as
avoiding eye contact, speaking too quickly, or overusing gestures correspond to
the behavioural manifestations of anxiety. Taken together, these findings confirm
that students’ experiences fit Bodie’s (2009) model, i.e. as a complex interplay of
bodily reactions, thoughts, and behaviours.

We can now turn to a closer examination of the individual themes that emerged
from the analysis. Each theme will be discussed in detail and illustrated with
authentic examples from the students’ self-reflection journals, which provide vivid
insights into how they experienced and framed their public speaking anxiety.

The first theme emerging from the journals concerns strong physiological and
emotional reactions, with students frequently describing symptoms that inter-
fered with their ability to perform comfortably. Several participants reported rac-
ing heartbeat, sweaty palms, shaking hands, or a general sense of panic. One
reflection notes: “Standing in front of the class, I hadn’t anticipated the anxiety that
would grip me. My palms felt clammy, and my heart raced”. Another student admitted:
“During giving the lead, I was very nervous because it was my very first presentation
in front of this group of people. I felt that my hands were shaking quite a bit” Others
pointed to visible signs such as blushing and fast speech, with one writing: “Un-
fortunately, during this presentation, I was even quicker because I was nervous, espe-
cially due to the timer.” Apart from these physical reactions, students also referred
to strong emotions such as embarrassment, shame, or fear of being judged. For
example, one student reflected: “When I presented, I forgot everything, and the slides
suddenly did not make any sense and I panicked.”

Several students described moments when their performance did not meet their
own expectations and immediately labelled the experience as humiliating. One
admitted, “It was hard for me to not feel embarrassing, because I think the hook I used
wash’t good but I didn’t come up with anything else.” Another reflected on a par-
ticularly difficult attempt, writing, “Sadly, the mini-presentation was a disaster ...
I felt so stupid and sick of it.” One student described the discomfort of recorded
presentations, noting, “Honestly, I didn'’t like it. I hate to listen my voice and see my
face on the video when it is about something serious or I should be serious. You can
see all the mistakes you've made. Terrible.” These reflections show that anxiety is
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not only physical but also comes from a fear of being judged, making emotional
vulnerability a central part of public speaking.

The second theme that emerged from the journals is the fear of forgetting con-
tent, a word, or losing control during a presentation. Many students expressed
their concern about “going blank,” speaking too quickly, or being unable to recall
even simple words. In the questionnaire, this was the most reported reason of
PSA. One reflected, “Sometimes I would forget bits of text and  was glad I had a hint on
my phone that helped me quickly remember what  wanted to say. I also had a few blank
seconds with each slide where I had nothing to say because I was talking too fast.” An-
other admitted, “The stress just overwhelmed me and I couldn’t think of anything else ...
a few words fell out of every sentence I would like to say, which makes the sentence stop
making sense.” While several mentioned that they rehearsed at home, their notes
or practice often failed to prepare them fully for the pressure of speaking in front
of others. A third student described a typical situation of how time pressure added
to the problem: “When I prepared at home those notes were sufficient ... but when
I presented, I forgot everything, and the slides suddenly did not make any sense and
more notes would come in handy.” This contrast between calm preparation and the
stress of being in the spotlight shows how easily nervousness can disrupt memory
and concentration, leaving students with the stressful feeling that they are not in
control of their performance. However, the example also shows that the student
learned from this unpleasant situation, deciding to have more detailed notes in
the future.

These reflections show how anxiety can disrupt memory and concentration, lead-
ing students to feel that they are not in control of their performance. The fear of
losing one’s train of thought adds to the stress of presenting in a foreign language,
creating a cycle where nervousness increases the likelihood of mistakes, which in
turn heightens the anxiety. This phenomenon was described e.g. by Kelly-Turner
and Randomsky (2022), who deal with it as part of social anxiety disorder. Their
study showed that

when led to believe they were at high (versus low) risk of losing control, participants experienced more
anticipatory anxiety, greater perceived losses of control, rated their performance as worse despite no
differences in actor-rated performance and engaged in more post-event processing the following day
(p. 1145).

These findings correspond well with the students’ reflections. Several wrote that
just anticipating the chance of 'going blank’ or making mistakes made them ner-
vous even before starting. Like in the study, their fear of losing control often led
them to judge their performance more negatively than others did, even when
teachers or classmates gave them positive feedback. This gap between outside
evaluation and self-perception was clear in journals where students mixed self-
criticism with later recognition that the presentation had not gone as badly as
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they first thought. These patterns suggest that simply believing they might lose
control increases nervousness and also shapes how students judge and remember
their performance afterward.

All of the above supports Maclntyre and Gardner’s (1991) claim that anxiety inter-
feres with cognitive processing and memory retrieval. They point out that when
students become anxious, their attention shifts, leaving fewer resources for re-
trieving words and structuring their talk. As one student explained, “Improvisation
is usually very tricky for me, because sometimes it just goes black in my mind and
I completely don’t know what to talk about.” Another noted, “I still think I get confused
during my presentations and get lost in the whole thing.” Such comments show how
nervousness can overload working memory, disrupt fluency and boost the sense
of being out of control.

The third theme identified in the journals is perfectionism and self-criticism.
Many students evaluated themselves more harshly than external observers and fo-
cused on mistakes rather than successes. Even when the presentations were com-
pleted without major problems, they often replayed small errors in their minds
afterwards. One student described dwelling on what could have been better: “On
the way home I was still thinking about what I could have said differently and what I had
forgotten. It was a pointless speedrun, too. Too shame.” Another, however, recognized
the unhelpful nature of such thinking, writing, “I'll have to practice and practice
to get rid of the nerves and tame my perfectionism a bit. It doesn’t have to be totally
flawless after all’.

These reflections illustrate how self-criticism can overshadow positive aspects of
performance and intensify anxiety. By setting unrealistically high standards and
focusing on perceived failures, students reinforce the belief that their performance
was inadequate, even when external evaluations suggest otherwise. At the same
time, the recognition that perfection is neither possible nor necessary points to
an important step toward developing greater resilience.

The fourth theme that appeared in the journals is task-specific anxiety. Certain
types of presentations were described as especially demanding, often because
of their format or time pressure. Improvisation was repeatedly mentioned as
a source of stress, with one student noting, “The improvisation was probably the
most difficult task for me so far. ...1 don’t like improvising, I prefer to have things
planned out and I prefer to practice a lot, before I talk in front of class.” Another
described the pressure of timed presentations, writing, “For me, it was evident that
I hadn’t had time to think it through, but improvisation isn’t easy for me even in Czech.
In the end, I managed it and was glad to have it behind me.” Recorded tasks were
also seen by some as uncomfortable, since students felt awkward when watching
themselves. One reflection explained, “Honestly, I didn't like it. I hate to listen my voice
and see my face on the video when it is about something serious or I should be serious.
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You can see all the mistakes you’ve made. Terrible.” When discussing the process of
recording the presentations with students in class, some admitted they had never
watched their recorded speech and did not intend to do so, despite the benefits
it could bring them.

These examples suggest that anxiety is not evenly distributed across all pre-
sentation tasks but depends on their structure and context. Tasks that re-
quire spontaneity (improvisation, tandem speeches with only a short prepara-
tion on the spot), strict timing (Pecha Kucha), or video recording (recorded mini-
presentation) tend to heighten students’ sense of pressure and vulnerability, in-
creasing the risk of forgetting, rushing, or becoming too self-conscious. On the
other hand, there were differences between the individual students, there are
some who actually welcome a particular format and enjoy talking under time
pressure or improvise. To give some examples, one student wrote about Pecha
Kucha “this method suits me quite well, as the time is motivating to get straight to the
point” and another was just as content with this presentation format, describing
“Today, I gave my Pecha Kucha presentation ... Overall, I had a pleasant feeling from
the presentation and the discussion. I quite liked the format Pecha Kucha because it
was vivid and dynamic.”

The fifth theme evident in the journals is comparison with peers. Several stu-
dents linked their anxiety to the presence of classmates whom they perceived as
more fluent, confident, or better prepared. One student admitted, “When I listened
to others, I thought their English was much better than mine, which made me even
more nervous about my own performance.” Another wrote, “I always feel worse when
I compare myselfwith those who speak almost perfectly. Then I think [ will sound silly in
front of them.” A similar feeling came from a student who explained, “I was already
nervous, but it got worse after hearing the first few presentations. They seemed so con-
fident and professional that I felt I couldn’t match them.” These reflections show that
anxiety does not arise only from the task itself, but also from the social context in
which it takes place. Comparisons with peers intensify self-doubt, creating a cycle
where perceived inferiority increases nervousness, which then undermines the
performance further. The inferiority complex is also combined with what Grieve
et al. (2021, p. 1288) refer to as “fear of being judged”.

Alongside the challenges of peer comparison, the journals also reveal the im-
portance of peer support in reducing anxiety. Several students highlighted that
a friendly and safe seminar environment made a real difference to their experi-
ence. One student noted, “It was good to try this format in the safe environment of
a small and nice seminar group. Also the teacher was classically a support to everyone.”
Another described how small gestures from classmates helped them stay on track:
“I looked at my classmates and some of them smiled back, which helped me continue.”
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There were also reflections on how friendship groups offered extra reassurance,
as in the comment, “People still seem nice, but sometimes I wish we all were just
strangers to each other, as the group of friends is in an advantage (not really, just in the
sense of emotional support).” In other cases, students observed that sharing coping
strategies with peers contributed to building confidence collectively: “By sharing
their coping strategies, students offer each other practical models of how to approach
public speaking more confidently. In this way, their reflections contribute not only to
their individual growth but also to their classmates, which may result in a supportive
learning community.”

These accounts show that peers can play a dual role in shaping public speaking
anxiety. While comparisons sometimes heighten nervousness, supportive class-
mates provide encouragement, empathy, and solidarity, helping to create a more
positive and less threatening learning environment.

The journals also revealed that some students preferred recorded presentations
precisely because they did not involve a live audience. For these students, the
absence of immediate audience significantly reduced their anxiety. One reflection
stated, “I realized recorded presentations suit me better than live ones. I felt relief that
I didn’t have to face a live audience:).” Similarly, another student noted, “Overall, I can
say that even though the filming took more time than I expected and was frustrating
at times, I enjoyed it quite a bit and was more comfortable than speaking in front of
people.” These comments underline how central the social dimension of public
speaking is to students’ anxiety. For some, recording offered a safer alternative
by removing the unpredictability of audience reactions. At the same time, this
preference points to the dual nature of presentation practice: while live delivery
can build resilience and confidence, recorded formats may provide a valuable first
step for students who struggle most with performance in front of others.

The sixth and final theme that arose from the journals concerns progress and re-
silience. Despite the strong presence of anxiety, many students also reported pos-
itive change over time, during the thirteen weeks of the term. Several reflections
described feeling calmer, more confident, and more in control as the semester
went on. One student observed, “I think I did a better job with this presentation than
with the first one. I was calmer, and I felt more confident.” Another admitted, “In the
end, I found out it wasn’t as terrible as I thought it would be.” Such comments suggest
that repeated practice, familiarity with the group, and opportunities for feedback
helped students build resilience. Although nervousness rarely disappeared com-
pletely, many acknowledged small improvements, whether in delivery, confidence,
or ability to cope with stress.

In their self-reflection journals, students mention what has helped them overcome
their nerves, which takes us back to Table 4 above, listing the following “means
of anxiety reduction”, relating each of them to a particular anxiety trigger.
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1. Practice over time (overcoming the novelty) Students reported that anxiety
was strongest during their first presentations but lessened with repetition.
This supports the idea that repeated exposure reduces novelty and helps build
resilience.

2. Familiarity with group Several students wrote that they felt calmer once they
got to know their classmates and the seminar atmosphere. This matches the
strategy of reducing unfamiliarity by increasing knowledge of the audience.

3. Supportive environment (to increase familiarity) The journals often con-
trasted stressful, timed, or highly structured tasks with more relaxed settings
where students felt supported. This aligns with lowering formality to reduce
pressure.

4. Encouragement from peers and teacher (to reduce the subordinate status)
Students felt less anxious when teachers and classmates were perceived as
supportive rather than judgmental. This corresponds with minimizing status
differences.

5. Shared vulnerability Anxiety was reduced when students realized that “ev-
eryone was nervous” and they weren’t alone in being the focus of attention.
This reflects the idea of reducing conspicuousness through shared experience.

6. Friendly audience reactions (to overcome the degree of attention) Smiles
and nods from peers helped students continue, showing how positive audience
attention reduces stress.

7. Sense of belonging Students who compared themselves unfavourably to flu-
ent peers experienced more anxiety, but those who noticed common struggles
felt reassured. This illustrates how highlighting similarity reduces feelings of
dissimilarity.

Furthermore, the journals also highlight the importance of a safe and supportive
classroom atmosphere. One particularly telling reflection stated: “But I was pretty
nice suprised in the end because this was first teacher who could make this specific
atmosphere for such an introverts not to be scared to talk in front of foreigners in
not native language. Also new collegues looked kind and friendly, so I definetly felt
save to talk. I didn’t feel any judging, so next time I won’t have to visit this course
with anxiety, hopefully B.” Other students expressed similar feelings about group
dynamics and peer feedback, noting that a friendly environment made them feel
less judged and more willing to try. These reflections show that resilience was
shaped not only by repeated practice but also by the environment of the course.
The teacher’s decision to dedicate the first seminar to ice-breaking activities, and
the continuous emphasis on friendly but constructive peer feedback, contributed
to creating trust and lowering barriers. In line Pribyl et al. (2001), the students’
own voices confirm that atmosphere matters: a safe learning environment is es-
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sential for reframing nervousness as part of a shared process of growth rather
than an individual weakness.

The constructive role of reflection is particularly important here. Through writing,
students were not only recording their nervousness but also re-evaluating it. Sev-
eral accounts moved from initial self-criticism to recognition of progress, showing
how reflection encouraged them to see anxiety as part of a learning process rather
than a sign of failure. Reflection also gave students space to notice strategies that
worked for them, to realize that nervousness is common among peers, and to
highlight evidence of growth. This process confirms Bailey’s (1990) use of learner
diaries to trace language learning experiences. More broadly, it reflects Schon’s
(1983) influential notion of the “reflective practitioner,” where systematic self-
examination is seen as a pathway to professional growth. In this way, reflection
acted both as a coping tool and as a developmental practice, turning self-reflection
into a means of building resilience and confidence.

In sum, the journals show that students’ experiences of public speaking anxiety
are complex and multifaceted. They involve bodily reactions, fears of losing con-
trol, perfectionist tendencies, task-specific challenges, and the influence of peers.
At the same time, many reflections highlight resilience and growth, especially
when supported by a safe classroom atmosphere, constructive feedback, and re-
peated practice.

4.3 Tips for teaching presentation skills

Finally, I would like to conclude with several practical tips that arise from both
the students’ reflections and existing research. These suggestions highlight simple
but effective ways teachers can create supportive conditions in which students
are more likely to overcome their nervousness and gradually build resilience as
presenters:

o Start with icebreakers: Dedicate the first class to getting-to-know-each-other
activities to reduce unfamiliarity and build trust.

¢ Normalize anxiety: Acknowledge openly that nervousness is common and
part of learning, so students feel less isolated.

* Encourage constructive peer feedback: Train students to give feedback that
is friendly, specific, and supportive.

¢ Normalize imperfection: Show that mistakes are normal. This may be seem-
ingly banal but students have repeatedly shared their past experience with
presentations that had to be “perfect”.

e Provide frequent low-stakes practice: Give students multiple opportunities
to present in smaller or informal settings before high-stakes tasks.
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¢ Vary the formats: Use a mix of tasks (pair work, group presentations, Pecha
Kucha, short improvised talks) so that students develop flexibility.

¢ Create a supportive audience: Encourage classmates to show attentive and
positive body language (smiling, nodding) to reduce the sense of negative
scrutiny.

¢ Offer individual coping strategies: Remind students of techniques such as
deep breathing, positive self-talk, etc. As shown above, students at this stage
of their studies are already familiar with many of them and thus these can be
shared with the rest of the class.

« Highlight progress: Ask students to reflect on improvements, reinforcing re-
silience.

Together, these measures underline that reducing public speaking anxiety is not
just about building competence in speaking, but also about shaping the classroom
as a supportive community. When teachers foster trust, provide structured oppor-
tunities for reflection, and encourage peer solidarity, students can transform anx-
iety into resilience. In this way, presentation skills courses can serve not only as
training grounds for academic communication but also as spaces where learners
develop confidence and strategies that will serve them well both in their profes-
sional and personal futures.

5 Conclusion

This study has explored the complex nature of public speaking anxiety among
university students, combining insights from a questionnaire with a closer analy-
sis of students’ self-reflection journals. The findings highlight that anxiety is not
a uniform experience but a multifaceted phenomenon covering physiological reac-
tions, fears of losing control, perfectionist tendencies, task-specific challenges, and
the strong influence of the social context. At the same time, the journals revealed
encouraging signs of resilience and progress, showing that with appropriate sup-
port, students can gradually reframe their nervousness and develop confidence as
presenters.

One of the most important outcomes of this study is the evidence that course de-
sign and classroom atmosphere play a major role in how students experience pub-
lic speaking tasks. The reflections repeatedly emphasized that a safe environment
made them more willing to take risks and to view mistakes as part of learning.
The teacher’s decision to dedicate the first seminar to ice-breaking activities was
frequently mentioned as reducing the stress of unfamiliarity, while peer feedback,
when framed as friendly but constructive, provided reassurance instead of judg-
ment. Small gestures from classmates, such as nods or smiles, were described as
powerful in helping students continue their presentations. These examples under-
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line that anxiety is not only an individual trait but also a social experience that can
be shaped by the environment.

From a pedagogical perspective, the study suggests that reducing PSA requires
more than repeated practice. While practice and exposure are necessary, they
must be set in conditions that encourage trust and empathy. Teachers can actively
create such conditions by designing tasks that balance challenge and support, by
normalizing mistakes to reduce the pressure of perfectionism, and by openly ac-
knowledging anxiety as a shared experience. Reflection, both written and oral, also
proved to be an important tool: it not only provided valuable data for research but
also helped students reframe their own experiences, notice progress, and take the
responsibility of their learning into their own hands.

References

ARIFIN, S. (2024). The speaking anxiety level of newbies debaters in an online EFL classroom. Proceedings
of the English Language Teaching and Technology Conference (ELTT). Universitas Nusantara PGRI
Kediri. Available at: https://proceeding.unpkediri.ac.id/index.php/eltt/article /view/6859

BAILEY, K. M. (1991). Diary studies of classroom language learning: The doubting game and the believing
game. In Language Acquisition and the Second/Foreign Language Classroom. Anthology Series 28. Ed.
by E. SApTONO.

BIPPUS, A. AND J. DALY (1999). What do people think causes stage fright?: Nave attributions about the
reasons for public speaking anxiety. In Communication Education 48, pp. 63-72. https://doi.org/
10.1080/03634529909379153

BobIE, G. D. (2009). A Racing Heart, Rattling Knees, and Ruminative Thoughts: Defining, Explaining, and
Treating Public Speaking Anxiety. In Communication Education, 59/1, pp. 70-105. https://doi.org/
10.1080/03634520903443849

BROOKS, A. W. (2013). Get excited: reappraising pre-performance anxiety as excitement. In Journal of
Experimental Psychology 143 /3, pp. 1144-58. https://doi.org/10.1037/a0035325

CHEN I-Ju, KAl-Ru CHENG AND CHIEH-HSIANG CHUANG (2022). Relationship Between Language Anxiety
and English Speaking Performance. In English Language Teaching 15/11, pp. 78-83. https://
doi.org/10.5539/elt.v15n11p78

DEWAELE, ]. M. (2002). Psychological and sociodemographic correlates of communicative anxiety in L2
and L3 production. In The International Journal of Bilingualism 6/1, pp. 26-38. Available at: http://
eprints.bbk.ac.uk/archive/00000448

GRIEVE, R,, ]. WOODLEY, S. E. HUNT AND A. McKAy (2021). Student fears of oral presentations and public
speaking in higher education: a qualitative survey. In Journal of Further and Higher Education, 45/9,
pp. 1281-93. https://doi.org/10.1080/0309877X.2021.1948509

HorwiTz E. K., M. B. HORWITZ AND J. COPE (1986). Foreign Language Classroom Anxiety. In The Modern
Language Journal 70/2, pp. 125-132. https://doi.org/10.2307 /327317

KELLY-TURNER, K. AND A. S. RADOMSKY (2022). Always Saying the Wrong Thing: Negative Beliefs About
Losing Control Cause Symptoms of Social Anxiety. In Cognitive therapy and research, 46/6,
1137-1149. https://doi.org/10.1007/s10608-022-10325-w

KELSEN, B. A. (2019). Exploring public speaking anxiety and personal disposition in EFL presentations, In
Learning and Individual Differences Volume 73, pp. 92-101. https://doi.org/10.1016/
j1indif.2019.05.003

Study 41



KHAIDZIR, M. F. S, M. A. A. KAMAL, D. A. RAMACHANDRAN, S. A. M. ADAHA, N. N. NURADDIN AND M. F. ANUAR
(2024). The Relationship between English Proficiency and Public Speaking Anxiety among Second
Language Learners. In International Journal of Academic Research in Business and Social Sciences,
14/11, pp. 1208-1222. http://dx.doi.org/10.6007/[JARBSS /v14-i11/23209

LINTNER, T. AND B. BELOVECOVA (2024). Demographic predictors of public speaking anxiety among
university students. In Current Psychology 43, pp. 25215-23. https://doi.org/10.1007/
s12144-024-06216-w

MACINTYRE, P. D. AND R. C. GARDNER (1994). The subtle effects of language anxiety on cognitive
processing in the second language. In Language Learning, 44/2, pp. 283-305. https://doi.org/
10.1111/j.1467-1770.1994.tb01103.x

MACINTYRE P. D. AND T. GREGERSON (2012). Emotions that facilitate language learning: The
positive-broadening power of the imagination. In Studies in Second Language Learning and Teaching
2/2, pp. 193-213. https://doi.org/10.14746/ss11t.2012.2.2.4

PRIBYL CH. B, J. KEATEN AND M. SAKAMOTO (2001). The effectiveness of a skills-based program in
reducing public speaking anxiety. In Japanese Psychological Research 43 /3, pp. 148-155. https://
onlinelibrary.wiley.com/doi/10.1111/1468-5884.t01-1-00171

RODERO, E. (2022). Effectiveness, attractiveness, and emotional response to voice pitch and hand gestures
in public speaking. In Frontiers in Communication. https://doi.org/10.3389/fcomm.2022.869084

SCHON, D. A. (1983). The Reflective Practitioner. Basic Books.

TIANA, D. M, E FITRIYAH, R. LESTARI AND APRILLIA. (2024). The influence of students’ anxiety on speaking
performance in EFL large class: A survey study. In Journal of English Language Teaching, 8/2,
pp. 342-349. Available at https://journal.lppmunindra.ac.id/index.php/SCOPE /article /view/
19537/6662

42 Study



Questionnaire (administered via Microsoft Forms Application)

1. Are you afraid of giving presentations in general?
Yes

No

A little

2. How often do you present in English?
Never

Several talks a semester

Weekly

Very often

et

3. Do you find it harder to present in English than in your mother tongue?
Yes

No

I don't know

4. If itis harder for you to present in English, why?
5. What are the symptoms of your public speaking fear?
6. What helps you be less nervous when speaking in front of an audience?

7. Do you think a presentation skills class will be useful for your future career?
Yes

No

Maybe
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Al-Powered Simulations for Business Negotiations:
Enhancing Skill Development Through Technology

Ivana Kapralikova, Dajana Novak

Abstract: This research explores the integration of Al-powered simulations into negotiation
pedagogy for non-native English-speaking business students. Conducted at the Bratislava Uni-
versity of Economics and Business, the study engaged 20 undergraduates in Al-assisted negoti-
ation tasks over four weeks to examine how technology supports strategic communication and
experiential learning. Using qualitative methods, reflective journals, simulation transcripts,
and semi-structured interviews, the research analyzed how learners adapted language, emo-
tional tone, and negotiation strategies in response to real-time Al feedback. Findings indi-
cate that simulations supported strategic awareness, emotional framing, and self-regulated
learning, while creating a psychologically safe environment for experimentation. Students
perceived the scenarios as realistic and transferable to professional contexts, though limita-
tions included the absence of non-verbal cues and full cultural nuance. These results highlight
the potential of Al as a complement to human-led instruction, bridging theory and practice
through repetitive, adaptive learning. Our research also points out institutional challenges
such as limited infrastructure, large class sizes, and time constraints, which affect implementa-
tion in higher education. Overall, Al-powered simulations offer a promising pathway for cur-
ricular innovation in business communication training, provided they are embedded within
hybrid models that integrate technological responsiveness with human facilitation.

Key words: Al-assisted learning, negotiation pedagogy, experiential learning, emotional intel-
ligence, strategic communication

1 Introduction

In an increasingly globalized and digitally mediated business environment, the
ability to negotiate effectively has become a core competency for professionals
across industries. Negotiation now occurs across virtual platforms, diverse cul-
tural contexts, and evolving communication norms, extending far beyond tradi-
tional face-to-face interactions. For non-native English-speaking business students,
mastering negotiation discourse in English as a lingua franca presents both lin-
guistic and strategic challenges. Conventional pedagogical approaches, lectures,
case studies, and scripted role-plays, have long served as foundational tools in
negotiation education (Lewicki et al., 2015). However, these methods often fail to
develop the adaptability, emotional understanding, and cultural awareness needed
for real negotiation situations. (Heunis et al., 2019; Zhang & Deng, 2024).

Recent scholarship increasingly highlights the potential of artificial intelligence
(Al) to transform negotiation training. Al-based simulations create interactive en-
vironments where learners can engage in repeated practice, receive instant feed-
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back, and refine communication strategies in a psychologically safe setting (Din-
nar et al, 2021a; Curhan, 2023). These tools are particularly beneficial for non-
native speakers, offering opportunities to improve linguistic precision and strate-
gic adaptability without the social pressure of live role-play. Moreover, Al can
model complex, evolving negotiation scenarios that respond dynamically to user
input, enabling learners to develop competencies such as strategic timing, emo-
tional framing, and rhetorical flexibility (Vaccaro et al., 2025).

Despite these promising developments, the integration of Al into negotiation ped-
agogy remains uneven and under-theorized. While pilot programs and institu-
tional experiments, such as those at Harvard Summer School, signal growing inter-
est, systematic curricular adoption is still limited (Cummins & Jensen, 2024). Con-
cerns persist regarding ethical, cultural, and emotional dimensions of Al-assisted
learning. Although Al systems can analyze discourse structures and provide objec-
tive feedback, they lack the interpretive nuance and empathetic capacity of human
instructors (Holstein & Aleven, 2020; Memarian & Doleck, 2023). Consequently,
scholars advocate for a “teacher - Al co-orchestration” model, positioning Al as
a complement rather than a substitute for human guidance (Kasepalu et al,, 2022;
Kim, 2023).

This research responds to these pedagogical and technological shifts by examining
how Al-powered negotiation simulations can support the development of strate-
gic communication skills among non-native English-speaking business students.
Conducted at the Bratislava University of Economics and Business, the research
engaged a culturally diverse group of undergraduates in Al-assisted negotiation
tasks over a four-week period. Using qualitative methods, including reflective jour-
nals, simulation transcripts, and semi-structured interviews, the research explores
how learners adapt their language, emotional tone, and strategic behavior in re-
sponse to Al feedback within an experiential learning framework.

Grounded in critical discourse analysis (CDA) and contemporary constructivist
pedagogy, this research emphasizes the interplay between language, power, and
emotion in negotiation contexts, viewing learning as an active, socially mediated
process shaped by interaction, reflection, and self-regulation. Recent scholarship
positions constructivist approaches as central to higher education, highlighting
collaborative learning, experiential engagement, and reflective practice as key
drivers of deep learning and professional competence (Taggart & Wheeler, 2023;
Woodward et al., 2020). Experiential learning, in particular, is recognized for its
transformative potential, bridging theory and practice through iterative cycles of
action and reflection that foster adaptability and critical thinking (Malik & Be-
hera, 2024; Murphy & Martin, 2024). Similarly, research on self-regulated learning
emphasize the importance of metacognitive strategies and autonomy in complex,
technology-enhanced environments, where learners actively monitor and adjust
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their performance (Greene et al, 2024; Sinkkonen & Tapani, 2024). By situating
Al-powered simulations within these frameworks, the research demonstrates how
technology can complement, rather than replace, human-centered approaches to
negotiation training.

Ultimately, it contributes to the evolving discourse on Al-assisted education by
offering insights into ethical and effective integration of Al in business commu-
nication pedagogy and by addressing practical challenges faced by universities
operating under resource and time constraints.

2 Literature review
2.1 Traditional and modern approaches to business negotiation education

Recent research suggests that business negotiation education is shifting from con-
ventional models based on lectures, case studies, and static role plays to more
dynamic forms of learning. Drawing on Zang and Deng (2024), traditional ratio-
nal models of negotiation cannot adequately reflect emotional, cultural, and situ-
ational factors that influence real negotiations. Authors like Heunis et al. (2019)
and Coleman et al. (2024) emphasise students’ need for an authentic environment
that allows for iteration, feedback, and safe failure - elements that traditional ap-
proaches fail to sufficiently address. These findings serve a vital purpose because
they highlight the need to shift from passive acquisition of theoretical knowledge
to a participatory learning model. The integration of the constructivist framework
with digital technologies could bridge the gap between theory and practice and
prepare students for complex interactions in intercultural contexts.

2.2 The advancement of artificial intelligence in business negotiation
education

The emergence of Al and its integration within education curricula reflects the
growing interest of authors in this field, highlighting the fact that Al significantly
transforms the way negotiations are taught and practised (Dinnar et al., 2021; Vot-
intseva & Johnson, 2024; Rottner, 2024; Dai et al,, 2024). Al-powered simulations
facilitate students’ engagement with virtual agents, who reflect on their strategies,
interactions, language, and emotional responses. The research of Rolf (2025) and
Jiang et al. (2022) suggests that this concept of simulations with virtual agents
increases engagement levels, critical thinking, and instant reflection on their own
decisions. From a pedagogical perspective, drawing on Votintseva and Johnson
(2024), supported by Wu et al. (2024), these simulations facilitate the develop-
ment of soft skills, namely empathy, adaptability, and emotional control, which are
often overlooked by traditional methods. In contrast, Bearman and Ajjawi (2023)
and Lan and Zhou (2025) highlight the risk of overreliance on Al, which could
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lead to diminished autonomy and critical thinking when pedagogical supervision
is lacking. Within the research approach adopted, it is assumed that the most
effective model is represented by human-Al co-orchestration, in which Al delivers
objective feedback and personalised learning, whereas the teacher provides an
ethical framework, interpretation, guidance, and conceptualisation of results. This
approach links analytical precision with human reflection and maintains a balance
between technological innovation and human empathy in educational contexts.

2.3 Metacognition, experiental learning and Al

The current literature (Rottner, 2024; Dai et al,, 2024; Trindade et al., 2025) indi-
cates that Al-powered environments reinforce the principles of experiential learn-
ing by allowing for iterative practice, in-time feedback, and self-assessment of per-
formance. According to Jiang et al. (2022), such environments support the cycle
and depth of experience, reflection, and application of knowledge based on Kolb’s
experiential learning theory (1984). We consider the integration of Al within ex-
periential learning to be key to sustainable competence development. Al tools
can analyse language, strategy, and affective responses, followed by personalised
learning. However, Bearman and Ajjawi (2023) point out that sole technology is
not sufficient, as there is a need for teachers’ reflective facilitation, which is an
inevitable factor in providing ethical, intercultural, and emotional nuances of ne-
gotiation to be fully perceived and understood. This approach develops metacog-
nitive processes crucial for long-term learning. Students learn how to think, plan
a strategy, and deliberately navigate their own reactions. According to Hu and Xie
(2023) and Sajida and Vijayakumar (2025), Al increases levels of self-awareness
and the capacity to regulate one’s own performance, which are necessary for fu-
ture negotiations.

2.4 Reflective journals and feedback in Al-simulated negotiation practice

The combination of reflective journaling and Al-supported feedback system rein-
forces self-assessment and emotional intelligence by students (Ullmann, 2019).
Al is capable of analysing text code and generating individual incentives, which
support a deeper level of reflection. Simultaneously, further research (Kasepalu et
al,, 2022; Bearman & Ajjawi, 2023) indicates that interpretations of emotions, em-
pathy, and intercultural context remain the privilege of the teacher. Therefore, the
employment of a hybrid model is necessary, in which Al complements the analyt-
ical framework of the teacher, while the teacher facilitates the human dimension.
From the empirical points of view, reflective journals prove to be an invaluable
source of data on metacognitive development of students. When combined with Al
analytics, it allows for not only language progress tracking, but also for emotional
frameworks, self-reflection and attitudinal change.
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In conclusion, it can be stated that our theoretical stance is based on the belief
that effective learning occurs when Al becomes a tool for self-reflection rather
than its replacement. The most effective models integrate Al, reflection, and hu-
man mediation, where technology supports analytical and critical thinking, and
a learner develops values, empathy, and responsibility during the learning pro-
cess.

3 Methodology

Our research employed a qualitative research design to explore the impact of Al-
powered negotiation simulations on the development of negotiation skills among
undergraduate business students. The research focused on participants’ lived ex-
periences, discursive behaviour, and perceptions of learning within Al-assisted
training environments.

3.1 Participants

The research involved a purposive sample of 20 undergraduate students enrolled
in the “Business Negotiations” course at Bratislava University of Economics and
Business. All participants were non-native English speakers with advanced English
proficiency, though not full mastery, representing a diverse range of linguistic
and cultural backgrounds, including students from Slovakia, Ukraine, Russia, Kaza-
khstan, Turkey, and Colombia. This diversity provided a rich context for examining
how Al-assisted negotiation training supports the development of strategic com-
munication skills in English as a lingua franca. Participants were selected based on
their willingness to engage in Al simulations and reflect on their learning experi-
ences in English. All participants provided informed consent prior to the study.
Ethical approval was obtained from the university’s research ethics committee,
and all data were anonymised to ensure confidentiality and participant privacy.

3.2 Data collection

Data for our research were collected over a four-week period during the spring
semester of 2025. The data collection strategy in this research was grounded
in a qualitative, multi-method design that allowed for both breadth and depth
in understanding student development over time. Three primary sources of data
were gathered: weekly reflective journals, Al-recorded negotiation simulations,
and semi-structured interviews conducted post-training.

3.2.1 Reflective journals

To capture progressive findings into participants’ evolving negotiation discourse
and self-awareness, each student was required to maintain a weekly reflective
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journal throughout the four-week training period. Journals were submitted elec-
tronically every Friday via Microsoft Teams, the designated platform for collecting
and organising student reflections. The journal design followed a semi-structured
format, combining open-ended prompts with targeted reflection areas. Students
were encouraged to document:

e The negotiation strategies they employed during the week’s simulation
¢ Emotional or interpersonal challenges encountered
e Their interpretation and application of Al-generated feedback

e Perceived improvements in linguistic precision, confidence, or strategic think-
ing

The semi-structured format ensured thematic consistency across participants
while allowing for personalised expression, a balance supported by recent stud-
ies on reflective writing in higher education (Alt, Raichel & Naamati-Schneider,
2022; Hubbs & Brand, 2010). The journals served both as a pedagogical tool,
supporting self-awareness in learning, and as a qualitative data source for cross-
validating findings from simulation transcripts and interviews. Thematic analysis
of journal entries focused on shifts in rhetorical awareness, emotional framing,
and adaptive learning behaviours.

3.2.2 Recorded simulation sessions

Over a four-week period, each participant completed a sequence of four Al-
assisted negotiation simulations using Microsoft Copilot, an adaptive digital plat-
form selected for its capacity to provide real-time feedback, enable scenario cus-
tomisation, and support session recording. Simulations were conducted weekly,
with each session introducing a distinct negotiation scenario of increasing com-
plexity and professional realism.

In week 1, students acted as purchasing officers negotiating bulk discounts from
suppliers, focusing on language precision and assertive proposals. Week 2 featured
internal budget negotiations between department heads, aimed at developing con-
ditional reasoning and strategic concession-making. In week 3, students assumed
the role of service providers renegotiating contract terms due to delivery setbacks,
practising emotional framing and relationship management. Finally, week 4 pre-
sented a high-stakes cross-cultural joint venture negotiation, requiring rhetorical
adaptability and long-term strategic thinking.

Each session was screen-recorded with participants’ consent and automatically
transcribed for discourse analysis. For full scenario script, see Appendix A. Tab. 1
summarizes weekly variations.
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Tab. 1: Weekly simulation scenarios and targeted negotiation competencies

Week Simulation scenario Negotiation context Targeted competencies
Week 1 Negotiating supplier | Student represents a purchasing | Assertive language use
pricing officer negotiating a discount for « Reducing hedging and
office equipment with a resistant vague phrasing
supplier.
¢ Data-supported proposals
* Observing tone in influence
Week 2 Internal budget Department heads advocate for | Strategic framing of offers
negotiation budget increases in a university « Conditional reasoning
setting while balancing
institutional constraints. * Empathy and
rapport-building
¢ Strategic timing of offers
and compromises
Week 3 Service contract Consultancy firm renegotiates Emotional framing to manage
renegotiation terms with a dissatisfied client tension
due to delays. * Rebuilding trust and rapport
e Sequencing arguments for
leverage
e Balancing assertiveness
with reassurance
Week 4 Cross-cultural Formation of a joint venture with | Cultural adaptability
strategic venture an international partner under « Long-term strategic
differing communication norms. discourse
¢ Rhetorical and hypothetical
framing
¢ Responding flexibly and
maintaining self-control

Source: authors’ own

3.2.2.1 Simulation task design and delivery

The simulation tasks were designed using a consistent yet flexible structure. Each
session began with a short written briefing outlining the negotiation context,
the student’s role, and the primary objectives they were expected to achieve.
These instructions were identical for all participants in a given week to ensure
a fair starting point. However, once the simulation began, the interaction unfolded
freely. No dialogue models or response templates were provided, so each student
approached the negotiation in their own way, some prioritised politeness and
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rapport, while others focused immediately on figures and conditions. Copilot was
programmed with fixed negotiation constraints such as price limits or delivery
preferences, but it did not follow a scripted conversation path. It was set up by
a developer at the university to keep essential rules in place, but still allow Al to
respond in an open, conversational way rather than following a preset dialogue.

Assertive and well-structured proposals typically led to more cooperative replies,
whereas vague or overly hesitant language triggered resistance or further ques-
tioning. This responsiveness created a sense of realism and required students to
monitor their performance in real time. At the same time, the Al remained emo-
tionally neutral, never escalating or displaying frustration. This made the simula-
tions feel safe to experiment in, students could take risks with tone or strategy
without fear of embarrassment or social tension.

Instructions were delivered through Microsoft Teams and briefly reinforced in
class before each session. To avoid over-guidance, students were not given sug-
gested phrases but were encouraged to apply rhetorical strategies previously dis-
cussed in lectures. During the simulations, researchers observed silently, stepping
in only to resolve technical issues. After each session, students submitted short
reflections on what they believed had worked, failed, or surprised them. This bal-
ance of minimal intervention during performance and structured reflection after-
wards reflects what Holmes et al. (2021) describe as adaptivescaffolding, where
support is carefully timed to strengthen autonomy rather than dependency.

3.2.3 Semi-structured interviews

Upon completion of the simulation training, all 20 participants took part in indi-
vidual semi-structured interviews conducted by the researchers. Interviews lasted
approximately 30 minutes and were held in a quiet room on campus or via secure
video conferencing, depending on student preference. The interview protocol in-
cluded open-ended questions exploring participants’ perceptions of the Al simu-
lations, the clarity and usefulness of real-time feedback, and the extent to which
the experience influenced their confidence, adaptability, and strategic planning
in negotiation contexts. All interviews were audio-recorded and transcribed for
thematic analysis. Together, these three qualitative data sources provided a well-
rounded understanding of how Al-powered simulations shaped students’ negotia-
tion discourse and self-perceived skill development in a higher education setting.

3.3 Data analysis

The dataset was analyzed using thematic and discourse analysis to examine how
students adapted to English-language business negotiation norms. All transcripts,
reflective journals, and interviews were compiled into a single dataset and coded
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systematically. Simulation transcripts were reviewed for discourse features out-
lined in the methodological framework, including hedging, modality, turn-taking,
argument structure, and emotional framing. Each instance was marked and cat-
egorized by simulation stage to trace linguistic development, and cultural norms
such as indirectness, deference, or assertiveness were noted to capture intercul-
tural adjustments.

Reflective journals and interviews were analyzed inductively to identify recurring
themes such as strategic awareness, confidence building, language adjustment,
and intercultural adaptation. Coding involved highlighting phrases that expressed
these ideas and grouping them under thematic categories. Themes were then
cross-validated across journals, interviews, and transcripts to ensure consistency
and credibility.

To illustrate these findings, tables were constructed to show how discourse fea-
tures and strategic behaviors evolved over time, providing a clear comparison
between early-stage and later-stage patterns. This approach ensured transparency
and allowed both linguistic detail and learner perceptions to be integrated into the
interpretation.

4 Research findings

This section presents the results of the qualitative analysis of reflective journals,
Al-recorded simulation transcripts, and semi-structured interviews. The findings
are organized into four interrelated categories that reflect the methodological
focus: strategic awareness and language precision, emotional framing and confi-
dence building, adaptive learning and self-regulation, and perceived realism and
transferability. Each subsection integrates discourse features such as hedging,
modality, turn-taking, argument structure, and emotional framing, as outlined in
the methodological framework.

4.1 Strategic awareness and language precision
4.1.1 [Initial patterns of language use

One of the most prominent findings was the improvement in students’ ability
to structure arguments and respond strategically during negotiation simulations.
This development was evident across all three data sources. At the outset, partic-
ipants tended to respond reactively, often using vague or overly polite language
that lacked assertiveness or strategic intent.

For example:
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“I think we could maybe agree on something around this price.” (Participant 3, simu-
lation transcript)

“Would you be open to discussing other options?” (Participant 11, simulation tran-
script)

These utterances reflect frequent hedging and modal verbs (e.g, could, might,
would), which are typical of indirect or uncertain discourse.

4.1.2 Role of Al feedback in language adjustment

The Al feedback system highlighted vague language and suggested more precise
alternatives, prompting students to revise their phrasing. For instance, the Al
might recommend replacing “maybe agree” with:

“I propose a revised offer of €4,500, which reflects the added value we bring to the
partnership.”

By the third and fourth simulations, participants were observed using more struc-
tured and goal-oriented language. They began framing arguments with clear jus-
tifications, often referencing data, hypothetical outcomes, or mutual benefits:

“Given the delivery timeline and the volume we’re committing to, I believe a 10% dis-
count is a fair adjustment. This would allow us to proceed immediately and strengthen
our long-term collaboration.” (Participant 11)

Reflective journals confirmed this shift:

“At first,  was just reacting, but by the third simulation, I started thinking ahead - what
I say now affects what I can ask for later.” (Participant 7)

“The Al showed me that I was using too many uncertain phrases like 'l guess’ or ‘maybe.’
I hadn’t noticed how that made my arguments seem weaker. I started practicing clearer
and more confident statements, and it really improved how I came across.” (Participant
14)

4.1.3 Emergence of strategic language features

Discourse analysis revealed a reduction in hedging and filler phrases, and an in-
crease in assertive language, conditional reasoning, and rhetorical strategies. Stu-
dents began sequencing negotiation steps to manage flow:

“Let’s align on the scope first. Once we have clarity there, I can offer more flexibility on
pricing.” (Participant 9)

They also employed value framing:
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“Our offer includes post-sale support, which adds value beyond the unit price. I'd like to
factor that into our discussion.” (Participant 15)

And time-based leverage:

“Ifwe finalize the agreement today, I can expedite the onboarding process by next week.”
(Participant 2)

Strategic pacing emerged as a key skill, with students learning to withhold con-
cessions until leverage was established:

“l used to give away too much too soon. The Al helped me see that I needed to build my
case first, then make the offer.” (Participant 5)

To illustrate the discourse evolution more systematically, the Tab. 2 below con-
trasts early-stage and later-stage negotiation language patterns across key fea-

tures identified in the methodological framework.

Tab. 2: Evolution of strategic language use in negotiation discourse

this price. (P3)

reformulation adopted by
P11)

Discourse Early-stage pattern Later-stage pattern Interpretation /
feature (Simulation 1-2) (Simulation 3-4) strategic shift
Hedging / I think we could maybe | propose a revised offer of | Reduction in uncertainty

modality agree on something around | €4,500. (Al-suggested — movement toward

assertiveness

Turn-taking /

Reactive responses: Okay,

Proactive structuring: Let’s

Shift from passive to

benefits both sides. (P7)

initiative what do you suggest? (P5) | align on the scope first, then | controlled sequencing
discuss pricing. (P9)

Argument Listing demands without Given the delivery Introduction of

structure justification timeline ... | believe a 10% evidence-based reasoning
discount is fair. (P11)

Conditional | Immediate concessions: If we confirm delivery today, | Emergence of trade-off logic

reasoning I can lower the price if | can offer payment / leverage use

needed. flexibility later. (P13)
Emotional Formulaic politeness: Hope | | appreciate your flexibility, | Emotional language
framing this works for you. let’s find a solution that becomes relational strategy

Source: authors’ own

However, not all participants were able to consistently maintain strategic clar-
ity. Several reported reverting to hedging when negotiations became complex or
when Al responses were unexpected, suggesting that assertiveness was still fragile
rather than fully internalised.
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4.1.4 Clarity, assertiveness, and emotional framing

Several participants initially expressed uncertainty about how direct they should
be when negotiating in English. Early interactions were marked by hedging and
vague phrasing, which often weakened their position:

“First time I just say what I think. But then I see Al change when I speak more strong.
So I try to plan better next time.” (Week 2, Participant 3)

This shift toward clarity and assertiveness was reinforced by comments such as:

“When I speak too soft, Al don’t give me good deal. So I try to be more clear and strong.”
(Participant 7)

Over time, participants reported adopting a strategy of justifying their proposals
before making concessions, demonstrating growing awareness of sequencing and
persuasive framing. Similarly, emotional framing evolved from formulaic polite-
ness to purposeful empathy. At the outset, participants questioned whether their
intended tone was “picked up” without non-verbal cues, noting that empathy felt
scripted. With practice, they distinguished between mere politeness and strategic
empathy, using reassurance to soften assertive moves and build rapport:

“I tried using more empathetic phrases before making my offer, it made the negotiation
feel more cooperative.” (Participant 18)

These developments reflect a growing mastery of negotiation discourse, particu-
larly in the use of turn-taking strategies, conditional offers, and persuasive argu-
ment structure. The transition from vague, reactive phrasing to assertive, struc-
tured communication is especially significant for non-native speakers navigating
English as a lingua franca.

4.2 Emotional framing and confidence building
4.2.1 Initial use of emotional language

A central finding was the development of emotional awareness and confidence
among participants, particularly in how they framed their discourse during ne-
gotiation simulations. Early sessions revealed that emotional language was either
absent or used inconsistently. Participants relied on formulaic politeness markers
such as “thank you” or “I hope this works for you” which, while courteous, lacked
strategic emotional intent. This pattern aligns with the methodological emphasis
on emotional framing as a key discourse feature and pedagogical goal.

Reflective journals and interviews confirmed this initial tendency toward minimal
emotional engagement. For example:
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“At first, I only wrote things like ‘thank you’ because I thought that was enough to sound
polite.” (Participant 4, journal)

“l didn’t use emotional phrases because I was afraid they would sound fake or too
personal” (Participant 12, interview)

“In the first simulation, I focused only on numbers and forgot about tone completely.”
(Participant 9, journal)

4.2.2 Role of Al feedback and reflective practice

The emotionally neutral nature of the Al-powered environment provided a psy-
chologically safe space for experimentation, allowing students to explore interper-
sonal dimensions without the pressure of live social interaction. Al's consistent,
non-judgmental feedback encouraged reflection on tone and its impact on negoti-
ation outcomes. This process was reinforced by journal prompts and interviews,
which explicitly asked students to evaluate emotional strategies and interpersonal
challenges.

4.2.3 Emergence of purposeful emotional framing

As training progressed, participants began incorporating emotionally framed
statements more deliberately. These utterances served multiple functions: soften-
ing assertive proposals, building rapport, managing tension, and reinforcing col-
laborative intent. For example:

“I appreciate your flexibility, let’s find a solution that benefits both sides.” (Participant
7)

“l understand this is a critical issue for your team, and I want to make sure we address
it properly.” (Participant 1)

“I'm confident this proposal reflects our shared goals and long-term interests.” (Partic-
ipant 14)

Such statements reflect a shift from transactional to relational discourse, where
emotional framing aligns interests and support cooperation, an outcome pedagog-
ically significant given the role of emotional intelligence in business communica-
tion.

4.2.4 Reflections on emotional strategies and confidence

Reflective journals provided rich insights into evolving emotional strategies. Par-
ticipant 6 wrote:
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“I tried using more empathetic phrases like 'l understand your concern’ before making
my offer. It made the negotiation feel more cooperative.”

Participant 17 described how emotional framing helped navigate rejection:

“When the Al rejected my offer, I didn’t panic. I used a reassuring tone and changed my
proposal. That gave me confidence.”

Participant 20 emphasized emotional preparation:

“I practiced using phrases like 'l value your input’ to keep the tone respectful even when
I disagreed.”

These reflections illustrate the emergence of emotional self-regulation and strate-
gic empathy, skills essential for managing complex interpersonal dynamics.

4.2.5 Discourse features and behavioral adjustments

Later transcripts confirmed these trends. Students used emotional language to
influence tone and guide negotiation flow. Participant 3 noted:

“When the Al challenged me, I changed how [ said things and tried to be more empa-
thetic. That shift in tone helped me steer the conversation back in a better direction.”

Participant 8 described a shift from avoidance to engagement:

“l used to avoid conflict, but now I see that being calm and direct helps more than being
overly polite.”

Interviews revealed growing awareness of non-verbal cues and tone control,
even in text-based simulations. Several participants practiced speech modulation,
strategic pausing, and tone adjustments to convey calmness and authority. For
example:

“I started paying attention to how my voice sounded. I slowed down and added pauses
to sound more confident.” (Participant 13, interview)

“Before,  wrote messages quickly without thinking about tone. Now I check if my words
sound reassuring, not just factual.” (Participant 16, interview)

To provide a structured overview of how emotional framing evolved throughout
the simulations, Tab. 3 below contrasts early and later-stage discourse behaviours
across key affective features.
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Tab. 3: Development of emotional framing and confidence

reflects our shared goals.
(P14)

i::;?heor:gLQ I Early-stage pattern Later-stage pattern Interpretation /
P (Simulation 1-2) (Simulation 3-4) strategic shift
feature
Emotional Minimal politeness: Thank Purposeful reassurance: From surface politeness to
expression you ... | hope this works. (P4) | | understand this is strategic empathy
important for your team.
Let’s find a fair solution. (P1)
Tone Neutral phrasing: Here is my | Softened assertiveness: I'm | Tone used as persuasive tool
awareness offer. (P9) confident this proposal

Response to

Quick concession: Okay, we

Emotional recovery: | see

Emergence of resilience and

(P12)

forward, I suggest ... (P18)

rejection / can change that. (P12) your concern, what if we reframing

pressure adjust this instead? (P17)

Confidence Hesitant phrasing: Maybe Decisive openings: | value Growth in self-assurance
in delivery we can try something else? | your input. To move

Intercultural
balance

| was afraid emotion would
sound fake. (P12)

I learned to use emotion to
connect and convince. (P19)

Emotional strategy refined
across cultures

Source: authors’ own

4.2.6 Intercultural dimensions of emotional framing

Cultural background influenced emotional strategies. Participants from expressive
cultures (e.g., Colombia) and reserved cultures (e.g. Eastern Europe) reflected on
balancing cultural instincts with English-language business norms.

“l usually speak with a lot of emotion, but I learned that using emotion in a smart way
can help not only to connect with people, but also to convince them.” (Participant 19,
Colombia)

“In Slovak, we’re taught to be quite formal and reserved. At first, I didn’t think showing
emotion was necessary, but the Al made me realize that using phrases like 'l understand
your concern’ actually helped me sound more professional.” (Participant 6, Slovakia)

“I was used to keeping things very neutral and direct, but I saw that in English nego-
tiations, it’s important to show some emotion to build trust.” (Participant 10, Kaza-
khstan)

These reflections highlight the intercultural negotiation of emotional norms and
the role of Al simulations as culturally neutral spaces for experimentation.

Overall, emotional framing emerged as a critical component of negotiation dis-
course, shaped by Al feedback, reflective practice, and intercultural awareness.
Participants learned to use emotional language purposefully, regulate tone, and
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adapt strategies to maintain control and build trust. These developments con-
tribute to a holistic understanding of negotiation competence, integrating linguis-
tic precision with emotional and interpersonal agility.

4.3 Adaptive learning and selfregulation
4.3.1 Overview and learning environment

The research revealed that the Al-powered simulations supported the develop-
ment of adaptive learning behaviours and self-regulation among participants.
These developments were particularly evident in how participants monitored
their performance, responded to feedback, and adjusted their negotiation strate-
gies over time. The dynamic responsiveness of the Al system, its ability to adapt
to the structure, tone, and timing of student input, created a learning environment
that encouraged reflection-in-action and improvement.

4.3.2 From passive participation to active learning

From the early stages of the training, participants began to recognize that the
Al was not simply reacting to their words, but to how they framed their argu-
ments, sequenced their offers, and managed conversational flow. This realization
prompted a shift from passive participation to active learning. Participant 4 de-
scribed this transition:

“First time I just say what I think. But then I see Al change when I speak more strong.
So I try to plan better next time.”

Participant 10 similarly noted:

“When I speak too soft, Al don’t give me good deal. So 1 try to be more clear and strong.
It works better.”

This trial-and-error learning was common across the dataset. Participants used Al
feedback and scenario shifts as cues to evaluate the effectiveness of their language
and tactics. Over time, they developed a more nuanced understanding of cause
and effect in negotiation discourse, how specific phrasing, tone, or timing influ-
enced the Al's responses and the overall direction of the negotiation. Simulation
transcript illustrate this progression:

J

“If we agree on the delivery schedule today, I can offer flexibility on pricing later.’
(Participant 13, Simulation 3)

The following two examples were extracted from interviews, showing how partic-
ipants reflected on their evolving strategies:
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“I realized that starting with a clear proposal makes Al respond faster, so now I say: 'l
propose €4,800 with delivery in 10 days.” (Participant 6, interview)

“Before, I just waited for Al to suggest something. Now I start with: ‘Let’s align on scope
first, then discuss price.’ It changes the whole flow.” (Participant 9, interview)

These examples confirm that learners moved from instinctive, reactive responses
toward deliberate, structured openings and sequencing strategies, demonstrating
active engagement with the negotiation process.

4.3.3 Discourse-level shifts and strategic planning

Discourse analysis confirmed a shift from reactive responses to planned, strategic
discourse. By the fourth simulations, many participants began to delay conces-
sions, use conditional offers, and revisit earlier points to strengthen their position.
For example:

“If we can agree on the delivery schedule today, I'm open to discussing the pricing
flexibility next week.” (Participant 13)

Additional examples from later simulations illustrate this trend:

“Let’s finalize the scope first. Once that'’s clear, I can offer more flexibility on payment
terms.” (Participant 11, simulation transcript)

“If you can confirm the warranty extension, I'm prepared to adjust the unit price ac-
cordingly.” (Participant 7, simulation transcript)

“Before we move to pricing, I'd like to ensure the delivery timeline meets your require-
ments — then we can discuss discounts.” (Participant 15, simulation transcript)

These excerpts demonstrate how learners began to structure negotiations around
sequencing and conditional reasoning, signaling a deliberate shift toward strategic
planning rather than reactive engagement.

4.3.4 Metacognitive strategies and performance tracking

Students also developed metacognitive strategies to track and refine their perfor-
mance. Participant 14 wrote:

“After each session, I looked at where I lost control of the conversation. That helped me
change my approach next time.”

Participant 7 reflected on adapting to the AI's tone:
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“When the Al was more direct, I realized I needed to organize my ideas better. I started
using clear openings and summaries to make my message stronger.”

Participant 20 described using feedback loops to improve negotiation flow:

“I noticed that when I mirrored the Al's phrasing, the negotiation flowed better. So
I started doing that more.”

These reflections illustrate the emergence of self-regulated learning, where partic-
ipants not only responded to feedback but internalized it as part of their strate-
gic development. The Al's consistent and emotionally neutral responses created
a low-pressure environment that supported experimentation and encouraged par-
ticipants to take ownership of their progress. To consolidate these observations,
Tab. 4 provides an overview of how participants’ adaptive behaviours shifted from
reactive responses to strategic self-regulation across the simulation process.

Tab. 4: Development of adaptive learning and self-regulation

I:\e izz?::r Early-stage pattern Later-stage pattern Interpretation /
f (Simulation 1-2) (Simulation 3-4) strategic shift
‘eature
Response Reactive replies: | wait for Al | Proactive openings: Let’s From passive following to
strategy to suggest something. (P9) | clarify the scope first. (P11) | active steering
Adjustment | Ignoring resistance or If delivery is an issue, | can Reflective trial-and-error
to Al conceding quickly adjust pricing after we align. | behaviour
feedback (P13)
Planning and | I just say what | think. (P4) | practiced in my head how | Growth in metacognitive
anticipation Al might react. (P16) awareness
Emotional I didn’t know what to do. | stopped, thought, and tried | Controlled emotional
self- (P12) a different approach. (P8) response
regulation
Cultural Relying on native norms I slowed down to match Intercultural flexibility
adaptation business tone. (P18)

Source: authors’ own

4.3.5 Emotional selfregulation and strategic foresight

Participants also became more aware of their emotional responses and learned to
regulate them during challenging moments. Participant 8 shared:

“Sometimes I feel nervous when Al says no. But I stop, think again, and try different way.
It helps me not to give up.”

Participant 16 described mental rehearsal as a preparation strategy:

“Before last simulation, I practice in my head what [ want to say. I think about what Al
maybe answers. It helps me feel ready.”
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These behaviours reflect a growing capacity for emotional self-regulation and
strategic foresight, skills that are essential for professional readiness in high-
stakes communication contexts.

4.3.6 Intercultural influences on adaptive learning

Cultural background influenced how students approached adaptive learning.
Learners from different cultural contexts brought distinct expectations about ne-
gotiation structure, authority, and flexibility. A Slovak student (Participant 12)
reflected:

“In our culture, we're used to following rules and being quite formal. At first, I thought
I had to stick to one strategy. But the Al showed me that adapting and changing tactics
is actually more effective. I started experimenting more and it helped me feel more
confident.”

A Kazakh participant (Participant 18) described how they adjusted their pacing
and tone based on cultural norms and Al feedback:

“I usually try to be very direct and fast in negotiations, but I saw that in English it’s
better to slow down and explain more. The Al helped me see that timing and tone really
matter. I started planning my responses and waiting before making offers.”

These reflections highlight how adaptive learning is not only cognitive but also
culturally situated. Students had to reconcile their native communication styles
with the expectations of English-language business discourse. The Al simulations
provided a culturally neutral space for this negotiation, allowing learners to test
strategies without fear of social missteps or hierarchical constraints.

4.3.7 Additional reflections on strategy development

Additional reflections further illustrate the diversity of adaptive strategies.
A Ukrainian student (Participant 9) noted:

“l used to think that being polite and waiting was the best way. But I learned that some-
times you need to take initiative and be more assertive. I practiced making stronger
openings and it changed how the Al responded.”

A Turkish participant (Participant 15) shared:

“I realized that negotiation is not just about what you say, but when and how you say it.
I started using pauses and summaries to guide the conversation. It helped me feel more
in control”
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These examples demonstrate how students engaged in reflective practice and
strategic experimentation, supported by the Al's adaptive feedback mechanisms.
The simulations encouraged learners to test hypotheses about negotiation be-
haviour, observe outcomes, and refine their approach, a process that aligns with
constructivist pedagogy and supports the development of autonomous learning.

In summary, the Al-powered simulations provided a rich environment for adap-
tive learning and self-regulation. Participants moved from instinctive responses
to deliberate, strategic communication, supported by real-time feedback and re-
flective tools. They developed personalized strategies for planning, pacing, and
emotional control, and many began to track their own progress across sessions.
These developments are particularly valuable for non-native English speakers nav-
igating intercultural business discourse, as they foster both linguistic competence
and strategic agility. The findings prove the pedagogical potential of Al-assisted
environments in cultivating reflective, self-directed learners equipped for complex
negotiation tasks.

4.4 Perceived realism and transferability to professional contexts
4.4.1 Perceptions of realism and professional relevance

The research demonstrated that participants consistently perceived the Al-
powered negotiation simulations as realistic, professionally relevant, and trans-
ferable to real-world contexts. Despite knowing they were interacting with an
artificial agent, participants described the scenarios as authentic rehearsals for
workplace communication. This perception of realism played a critical role in
enhancing learner engagement, motivation, and confidence, aligning with the ex-
periential learning framework that underpins the research.

Participant 18 captured this sentiment shortly:

“It felt like a rehearsal for real life. I now feel more ready to negotiate with clients or
partners.”

4.4.2 Evidence of skill transfer to real contexts

Reflective journals and interviews revealed multiple instances where students ap-
plied skills developed during the simulations to professional or academic settings.
Participant 7 wrote:

“In my internship, I had to talk to a supplier. | remembered how I used framing in the
Al task and tried the same. It helped me stay calm and clear.”

Participant 2 noted:
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“Before my interview, I practiced how to present my ideas clearly, just like in the Al
sessions. It made me feel more confident.”

Participant 15 described applying simulation strategies in a group project:

“l used the same opening strategy from the simulation to start our team pitch. It helped
set a professional tone.”

Additional examples from simulation transcripts illustrate the professional tone
students adopted:

“Before we move to pricing, I'd like to understand your delivery expectations. That will
help us align our offer more closely with your needs.” (Participant 12, Simulation 4)

“If we can confirm the warranty terms today, I'm ready to finalize the pricing adjust-
ments immediately.” (Participant 9, Simulation 4)

“Let’s agree on the timeline first, then we can discuss the cost implications.” (Participant
6, Simulation 3)

These reflections and examples illustrate the transfer of learning from the sim-
ulation environment to real-life communication tasks. Participants internalized
strategic discourse patterns and emotional framing techniques, applying them in
contexts requiring clarity, persuasion, and professionalism.

4.4.3 Role of unpredictability and strategic adaptation

Participants also valued the unpredictability of the Al's responses, which mim-
icked the variability and ambiguity of real negotiation dynamics. Participant 5
explained:

“With AL I never know exactly what it will say. It’s like a real person. I have to listen
carefully and think fast.”

This unpredictability was not perceived as a limitation but rather as a strength
of the learning environment. It required students to adapt in real time, manage
uncertainty, and respond strategically, skills essential in professional negotiations.
Additional examples illustrate this adaptive process:

“Sometimes the Al changed the topic suddenly, so I had to reorganize my argument on
the spot.” (Participant 8, interview)

“When Al rejected my offer without explanation, I learned to ask clarifying questions
instead of giving up.” (Participant 14, interview)
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“In one simulation, Al proposed an unexpected delivery term. I had to quickly adjust my
pricing strategy and explain why it was still fair” (Participant 11, simulation tran-
script)

These excerpts confirm that unpredictability fostered flexibility and strategic
thinking, reinforcing the pedagogical value of dynamic, Al-mediated negotiation
environments. The following Tab. 5 consolidates key indicators of perceived real-
ism and transferability reported across journals, interviews, and simulation tran-
scripts.

Tab. 5: Perceived realism and transferability to professional contexts

e Obea parapten/
Sense of realism It felt like rehearsal for real life. (P18) Al perceived as credible proxy
Application to real | used framing from Al simulations in Skill transfer confirmed
tasks my internship call. (P7)
Handling Al changed topic suddenly — | had to Authentic negotiation pressure
unpredictability reorganise quickly. (P8)
Intercultural | had to speak more directly than I'm Negotiating cultural identity vs. global
awareness used to. (P15) norms
Recognition of Al Lacked emotion, but that made it Neutrality as both limitation and
limits easier to experiment. (P11) benefit

Source: authors’ own

4.4.4 Intercultural dimensions of realism and transferability

Cultural background influenced how students interpreted and responded to the
realism and transferability of the simulations. Participants from different cultural
contexts brought distinct expectations about what constitutes “realistic’ commu-
nication and how transferable skills should be framed.

A Slovak student (Participant 14) reflected:

“I was surprised how real the Al felt. It didn’t just follow a script, it reacted to what
I said. That made me think more carefully about how I structure my arguments, like
I would in a real meeting. It helped me prepare for situations where I need to speak
clearly and confidently, even if I'm nervous.”

A Kazakh participant (Participant 17) shared:

“In Kazakhstan, negotiations are usually quite formal and follow a strict hierarchy. The
Al was more relaxed, so I had to change how I communicated. It taught me to be more
flexible and quick to respond. I think this will really help when I work with people from
other countries.”
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A Turkish student (Participant 15) added:

“In my country, we often communicate in a more indirect way and show a lot of respect

for authority. But in the Al simulations, I had to speak more directly and take the
lead. It felt a bit uncomfortable at first, but now I understand how useful this skill is
in international business.”

These reflections highlight the intercultural dimension of perceived realism and
transferability. Students were not only practicing language skills but also negoti-
ating cultural expectations and adapting to global business norms. The Al simu-
lations provided a culturally neutral space where learners could experiment with
different styles and strategies without fear of misinterpretation or social risk. This
process supported the development of intercultural communicative competence,
one of the objectives of our research.

4.4.5 Perceived limitations and pedagogical value

Some participants noted limitations in the emotional and contextual complexity
of the simulations. While the Al provided consistent and structured feedback, it
lacked non-verbal cues, spontaneous emotional reactions, and deeper cultural nu-
ance. However, this emotional detachment also created a low-pressure environ-
ment that encouraged experimentation and self-observation, particularly valuable
in the early stages of skill development.

Participant 11 commented:

“It was easier to try new things with the Al because I didn't feel judged. I could test
different tones and strategies and see what worked.”

Participant 8 added:

“I knowit’s not a real person, but the way it responded made me think about how [ would
handle a real negotiation. It helped me prepare mentally.”

These insights suggest that the perceived realism of the simulations was not de-
pendent on perfect replication of human interaction, but rather on the relevance,
responsiveness, and strategic challenge they presented. The simulations created
a bridge between classroom learning and professional application, allowing stu-
dents to rehearse, refine, and transfer their skills in a psychologically safe yet
professionally authentic environment.

In sum, the Al-powered simulations were not only effective in developing commu-
nicative competence but were also perceived by students as realistic, transferable,
and professionally valuable. This perception significantly contributed to learner
motivation, engagement, and confidence, the key affective factors in successful
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language acquisition and workplace readiness. The findings affirm the pedagogical
potential of Al-assisted environments in preparing non-native English-speaking
business students for real-world negotiation tasks across diverse cultural and pro-
fessional contexts.

While most participants demonstrated strategic and emotional growth, some ex-
pressed skepticism about Al as a negotiation partner. A few reported frustration
when the system failed to recognize humor, indirect hints, or culturally embedded
politeness strategies, while others noted moments of over-adaptation, prioritizing
responses they believed the Al would reward rather than maintaining authentic
communication styles. These limitations stem from the constructed nature of Al-
driven interactions, which rely on programmed constraints and linguistic algo-
rithms and lack genuine human emotion or cultural nuance.

Although the simulations successfully mimicked negotiation dynamics and pro-
vided responsive feedback, they could not replicate the full complexity of human
interaction, such as spontaneous emotional reactions, non-verbal cues, and cul-
turally embedded rituals. This raises questions about the depth of experiential
learning in Al-mediated environments. The sense of realism reported by students
may reflect the structured challenge and psychological safety of the simulations
rather than their fidelity to real-world interpersonal negotiation.

Pedagogical implications

The findings highlight the pedagogical potential of Al-powered simulations as
a complementary tool rather than a replacement for traditional instruction. Their
adaptive feedback creates a psychologically safe environment for experimentation,
enabling learners to rehearse strategic discourse without fear of social judgment.
This aligns with constructivist and experiential learning principles, where iterative
practice and reflection foster deeper skill acquisition.

Al simulations effectively bridge the gap between theory and practice by allowing
students to operationalize persuasive strategies in dynamic, interactive scenarios.
Through repeated cycles of practice, feedback, and reflection, learners internalized
negotiation techniques and developed emotional awareness alongside linguistic
precision. Experimentation with tone, rapport-building, and reassurance strategies
supported the growth of emotional intelligence, a competency increasingly valued
in global business communication.

Another key implication is the promotion of learner autonomy and self-regulation.
Adaptive feedback encouraged metacognitive skills, prompting students to moni-
tor performance, evaluate outcomes, and adjust strategies proactively. Combined
with reflective journaling and interviews, the simulations created a robust frame-
work for developing independent, adaptive communicators prepared for high-
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stakes professional interactions. The culturally neutral Al environment also pro-
vided a safe space for reconciling native communication norms with global busi-
ness expectations, enhancing intercultural competence.

To maximize these benefits, future curricula should adopt hybrid models that inte-
grate Al simulations with instructor-led debriefings. Such integration ensures that
emotional nuance, ethical reasoning, and cultural interpretation, elements beyond
Al's scope, remain central to negotiation training. Reflective scaffolding through
journals and peer feedback should accompany simulations, and scenario design
should progress in complexity to mirror real-world challenges. While Al offers
realism and adaptability, its limitations in replicating non-verbal cues and spon-
taneous emotional dynamics call for multimodal enhancements and hybrid ap-
proaches that merge technological scalability with human empathy. Longitudinal
research should further examine the transferability of these skills to professional
contexts.

Al-powered simulations represent a promising pathway for innovation in negotia-
tion pedagogy. By combining technological responsiveness with reflective practice
and human guidance, educators can create learning environments that are adap-
tive, culturally sensitive, and ethically grounded.

Conclusion and recommendations

This research examined the role of Al-powered simulations in enhancing negoti-
ation pedagogy for non-native English-speaking business students, situating the
discussion within the broader context of technology-driven learning. While the
research confirms the pedagogical potential of Al-assisted environments, their im-
plementation in higher education remains constrained by structural and institu-
tional realities. At Bratislava University of Economics and Business, for example,
the integration of such tools is challenged by limited technological infrastructure,
large class sizes, and time restrictions. Weekly seminars of ninety minutes leave
little room for iterative practice and reflective debriefing, both of which are es-
sential for developing strategic and emotional competencies in negotiation. These
constraints are not unique to our institution but reflect systemic issues across
many universities where resource allocation and curricular flexibility lag behind
technological innovation.

Beyond logistical limitations, the research raises important questions for future
discussion. How can universities ensure that Al complements rather than replaces
human judgment, particularly in areas requiring cultural sensitivity and ethical
reasoning? What frameworks should govern the responsible use of Al in educa-
tional settings, addressing concerns of bias, transparency, and data privacy? These
questions call for interdisciplinary collaboration among educators, technologists,
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and policy makers to establish standards that balance innovation with pedagogical
integrity.

To address these challenges, several practical recommendations emerge. First, in-
stitutions should consider incremental adoption strategies, such as integrating
short Al-based negotiation tasks alongside traditional role-plays, rather than at-
tempting full-scale implementation immediately. This blended approach allows
educators to maintain human oversight while leveraging the adaptive feedback
and scalability of Al systems. Second, investment in infrastructure is critical.
Universities need reliable hardware, software licenses, and technical support to
ensure that Al tools function effectively in classroom settings. Third, curricular
redesign should prioritize flexibility, incorporating asynchronous learning com-
ponents that extend practice beyond the constraints of weekly seminars. Online
platforms can host Al simulations and reflective activities, enabling students to
engage with negotiation tasks at their own pace while preserving valuable in-
class time for discussion and analysis. Finally, faculty development programs are
essential to equip instructors with the skills to interpret Al feedback, contextualize
it within cultural and ethical frameworks, and guide students toward reflective,
strategic learning.

In conclusion, Al-assisted negotiation training offers a promising pathway for in-
novation in business communication education, but its success depends on sys-
temic adaptation rather than technological enthusiasm alone. Future research
should explore hybrid models that combine Al responsiveness with human fa-
cilitation, investigate multimodal enhancements to capture non-verbal and emo-
tional dynamics, and assess the long-term transferability of skills to professional
contexts. By addressing infrastructural, pedagogical, and ethical considerations,
universities can move toward a model of negotiation education that is both tech-
nologically advanced and deeply human-centered.
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Appendix A

To illustrate how this pedagogical model operates in practice, the following sce-
nario was implemented using Microsoft Copilot as the Al negotiation partner:

Scenario title: Negotiating a supply contract with a new client
Student role: Sales representative at TechNova Components

Al Role: Procurement Manager at SmartEdge Devices

Scenario brief:

You are negotiating a 12-month supply contract. Your goals are to:

¢ Secure a minimum order of 10,000 units per quarter
e Maintain a price of €4.50 per unit
o Offer standard delivery terms (3 weeks)

The client may:

¢ Request a lower price
¢ Ask for faster delivery
¢ Seek flexible order quantities

Instructions to students:

Use persuasive language, emotional framing, and strategic concessions to reach
a mutually beneficial agreement. Reflect on your performance after the simulation.

Reflection prompts:

e What strategy did you use to persuade the client?

e How did you respond to pressure or objections?

« Did you use emotional language? How did it affect the negotiation?
¢ What would you do differently next time?

Example interaction:

Student: “Thank you for meeting with me. We’re confident that our components will
meet your performance expectations. For a 12-month contract, we propose a price of
€4.50 per unit, with a minimum order of 10,000 units per quarter.”
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Al: “Thanks for the proposal. That price is a bit above our current budget. We were
hoping for something closer to €4.20 per unit. Is there any flexibility?”

Student: “I understand your concern. Our pricing reflects the reliability and long-term
durability of our components, which could reduce your maintenance costs. If you're
open to increasing the quarterly volume to 12,000 units, we could explore a small
discount.”

Al: “That’s a possibility. What about delivery times? We’re currently facing tight dead-
lines and would need faster turnaround than three weeks.”

Student: “Standard delivery is three weeks, but we can offer expedited shipping for pri-
ority orders at a premium. Would that help meet your deadlines without compromising
the overall cost structure?”

Al: “It might. Let me ask, how flexible are you on order quantities? We sometimes
experience fluctuations in demand.”

Student: “We can offer some flexibility, but we’d need a guaranteed minimum to ensure
production efficiency. Perhaps we could agree on a base quantity with the option to
adjust within a 10% range?”

Al: “That sounds reasonable. I'll need to review this internally, but your proposal is
well-structured.”
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Format OSCE ako aktivizujuca met6da vo vyucovani
slovenciny ako cudzieho jazyka v odbornej jazykovej
priprave na LF UK

The OSCE format as an active learning method for teaching
Slovak as a foreign language in specialized language training at
the Faculty of Medicine, Comenius University.

Katarina Hromadova, Marina KSinanova, Ema Pavlakova, Marek Sibal

Abstrakt: Tento prispevok analyzuje vyuZzitie formatu OSCE (Objective Structured Clinical
Examination) ako aktivizujicej met6dy vo vyucovani slovenciny ako cudzieho jazyka na Le-
karskej fakulte UK. Vychadza z pozorovania klesajtcej motivacie zahrani¢nych Studentov me-
diciny v odbornej jazykovej priprave, najméa vzhladom na ich plany vratit sa do svojich krajin
po ukonceni $tudia. Cielom pilotného projektu bolo navrhnut a zrealizovat simulacie v Style
timového OSCE, s cielom zvysit zaujem Studentov o slovencinu, posilnit ich jazykové kompe-
tencie a podporit’ rozvoj mikkych zru¢nosti v ¢o najrealnejsom kontexte. Studenti pracovali
v malych timoch a odoberali anamnézy od ,$tandardizovanych pacientov” podla vopred pri-
pravenych scenarov. Ulohou bolo nielen ziskat' relevantné medicinske informacie, ale aj pre-
cvilit' si profesiondlnu komunikaciu ako aj empatiu. Na analyzu dat bola pouZit4 kvalitativna
aj kvantitativna analyza. Vysledky simulacie ukazali, ze format OSCE je ti¢inny pre budovanie
komunikacnych zruc¢nosti a Struktirovaného myslenia u Studentov uz v predklinickej faze
Stidia. Metdda podporila aktivne zapojenie sa, sebareflexiu a posilnila kooperaciu v timoch.
Napriek logistickym vyzvam, najma s ohladom na hodnotenie, sa format ukazal ako Gspesny
a autori planuju jeho plo$né zavedenie. Prispevok tiez zdoraznuje potrebu dalSieho rozvoja
metodiky, najma v oblasti systematického hodnotenia makkych zruc¢nosti.

Klicové slova: aktivizujica metdda, anamnéza, lekarske vzdelavanie, mdkké zruc¢nosti, od-
borna jazykova priprava, OSCE, slovensky jazyk ako cudzi jazyk

Abstract: This paper analyzes the use of the OSCE (Objective Structured Clinical Examination)
format as an active learning method for teaching Slovak as a foreign language at the Faculty of
Medicine, Comenius University. The study is based on the observation of decreasing motiva-
tion among medical students in specialized language training, particularly due to their plans
to return to their countries after graduation. The aim of the pilot project was to design and im-
plement team-based OSCE simulations to increase student interest, strengthen their language
competencies, and support the development of soft skills in the most realistic context possi-
ble. Students worked in small teams and took medical histories from ,standardized patients”
according to pre-prepared scenarios. The task was not only to acquire relevant medical infor-
mation but also to practice professional communication as well as empathy. Both qualitative
and quantitative analysis were used for data analysis. The simulation results showed that the
OSCE format is effective for building communication skills and structured thinking in students
as early as the preclinical phase of their studies. The method promoted active participation,
self-reflection, and strengthened team cooperation. Despite logistical challenges, particularly
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concerning evaluation, the format proved successful, and the authors plan for its widespread
implementation. The paper also emphasizes the need for further methodological development,
especially in the area of systematic soft skills assessment.

Key words: Active learning method, medical education, medical history, OSCE (Objective
Structured Clinical Examination), soft skills, Slovak as a foreign language, specialized language
training

Uvod

Vyucovaci proces je dynamicky a neustale sa spolo¢enskym okolnostiam prisposo-
bujuci proces, ktory je mozné pomerne dobre popisat, charakterizovat, rozclenit
a urcit s velkou pravdepodobnostou aj jeho dalSie vyvinové tendencie, predov-
Setkym na zdklade analyzy predchadzajicich skisenosti s vyucovacim procesom,
ako aj vplyvom spolocenskych zmien. Je to neustale ,hladanie rovnovahy medzi
potrebami jednotlivca a potrebami spolocnosti, medzi zaujmami Ziaka a tym, co
bude v skuto¢nom Zivote potrebovat na to, aby sa bez problémov zaradil do spo-
lo¢nosti“ (Petldk & Komora, 2003, s. 42). Prdvom budi pozornost vSetkych, ktori
sa na nom podielajy, ¢i uz z pozicie Studentov alebo pedagégov.

Prave aktivna snaha o naplianie poZiadaviek na dynamiku a inovaciu vyuéovacich
foriem bola podnetom na napisanie tohto textu, konkrétne velmi pozitivne ohlasy
zo strany Studentov aj pedagégov na skusenost s aktivitou, pri ktorej sme sa in-
Spirovali hodnotiacim formatom OSCE (Objective Structured Clinical Examination),
a ktortl sme na naSom pracovisku testovali ako jednu z aktivizujicich metdd s cie-
lom zvysit motivaciu pre slovencinu ako cudzi jazyk v odbornej priprave medikov.
V nasledujticej kapitole sa strucne venujeme pojmu vyucovacia metdda.

Vyucovacia metdda a jej aktivizujuce formy

Jeden z kltdcovych pojmov didaktiky, vyucovaciu metédu, charakterizuje odborna
literatira ako subor aktivit a ¢innosti, ktoré su v sulade s obsahom uciva, a ktoré
ucitel zamerne pouzije, aby dosiahol vyucovacie ciele, inymi slovami je to ,syste-
maticka postupnost’ ¢innosti smerujica k dosiahnutiu ciela“ (Turek, 2008, s. 240).
Vyucovaciu metédu je mozné ,vymedzit aj ako koordinovany systém vyucova-
cich ¢innosti ucitela a ucebnych aktivit Ziakov, ktory je zamerany na dosiahnutie
vychovno-vzdelavacich cielov” (Petldk, 2004, s. 72). Od vyberu vhodnej metédy
zavisi ,orientacia vyucovacieho procesu, ¢innost ucitela i ziakov, a teda aj uispech
pri dosahovani cielov* (Turek, 2008, s. 240). Manak a Svec (2003, s. 24) charak-
terizuju vyucovaciu metoédu aj z hladiska toho, aké funkcie plni vo vyucovacom
procese. ,Jej zadkladnou a aj najcastejsie vyuZzivanou funkciou je sprostredkovanie
vedomosti a zru¢nosti.
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Aktivizujtce vyucovacie metddy maji dnes uz pevné miesto vo vyucovacom pro-
cese, ¢o suvisi so zmenami v pedagogickom mysleni. VysSie spomenuté charakte-
ristiky vyuCovacej metddy sa orientuju na ciel, aktivizujice metdédy klada doraz
predovsetkym na proces a na fakt, ze vSetky vedomosti a kompetencie, ktoré si
Studenti musia osvojit’ a ziskat, ich ani tak nemusia zabavat (¢o je vymedzenie
voci vyuzitiu hry a hravych metéd vo vyucovani), ale musia im davat zmysel
nielen z hladiska ich budiceho povolania, ale aj momentalnej cinnosti. Termin
saktivizujuci“ vychadza zo slova aktivny, cize ¢inny, ¢inorody, bertci chod veci do
vlastnych ruk, s ¢im samozrejme suvisi aj vysoka miera zodpovednosti. M6Zeme
vychadzat' aj zo slova aktivita, s ktorou suvisi aj pojem aktivacia, t.j. ,celkova
pripravenost organizmu na ¢innost. Vo vyucovani ma svoje miesto aj aktivizacia,
t. j. podnecovanie k uvedomelej ucebnej aktivite* (Manak, 2001, s. 12). V odbornej
literatire najdeme aj pojem ,vychova k tvorivosti“ (Zelina, 2011, s. 199). Tento
pojem priamo odkazuje na pouzitie aktivizujucich metdéd na vyucovacich hodinach
a odvolava sa na tvrdenia, ktorym sa priznava platnost axiomov:

a) tvorivy moze byt kazdy clovek;

b) tvorivost sa moze prejavit v kazdej ¢innosti, ale nie kazda ¢innost’ poskytuje rovnaké moznosti pre
tvorivost;

¢) (...) tvorivost sa da rozvijat;

d) tvorivost je tazka praca v tom zmysle, Ze ¢lovek musi najprv mnoho vediet, poznat, premyslat, aby
mohol vytvorit novy a hodnotny produkt (Zelina, 2011, s. 200).

Nase pracovisko Ustav lekarskej terminolégie a cudzich jazykov si dalo za ciel
zakomponovat podnecovanie k aktivite a tvorivosti do svojich obsahovych a meto-
dologickych cielov v ¢o najsirsSej forme, a format OSCE sa ukazal ako velmi dobra
vol'ba.

Format OSCE

KedZe organizacia simulacie bola inSpirovana Objektivnou Struktirovanou klinic-
kou skuskou (Objective Structured Clinical Examination, OSCE), je potrebné struc-
ne uviest' organizaciu tohto typu hodnotenia. Toto Standardizované klinické hod-
notenie pouzivané na celkovu evaluaciu klinickych zru¢nosti a kompetencii Stu-
dentov medicinskych odborov vzniklo v 70. rokoch minulého storocia. NajbeZnej-
$im typom Kklinickej skusky dovtedy boli tzv. ,short case“ a ,long case“ skusky.
V pripade ,long case“ sa ako problematické javilo najma to, Ze Studenti mali roz-
nych pacientov, ¢o casto vyustilo do nerovnakych podmienok. V sktuskach typu
»short case” Studenti plnili zadanie u netrénovanych pacientov, ktor{ nie vZdy rea-
govali na Studentov rovnako. U oboch typoch skusky bolo tiez bezné, Ze skasajuci
Studentov nepozorovali priamo pri pacientoch, ale analyzovali s nimi ich nalezy
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a zavery, v takych pripadoch sa komunikacia s pacientom nevyhodnocovala. Hod-
notenie okrem toho Casto nebolo nijako Struktirované a medzi skdsajucimi mohli
byt znaéné rozdiely v pristupe k hodnoteniu.! Vysledkom tohto stavu bola nizka
korelacia medzi vysledkami klinickej skusky a pisomnym testovanim vedomosti.
Naopak pri porovnani vysledkov OSCE s vysledkami pisomného testovania sa na-
$la vysoka korelacia (Harden et al., 1975).

OSCE sa teda objavuje ako vysledok snahy zlepsit validitu a reliabilitu hodno-
tenia vykonu Studentov v klinickych skuskach. Tieto atributy zabezpecuje spo-
sobom, akym sa organizuje a ako prebieha. Ide o Struktirovanu skusku, v kto-
rej vSetci Studenti prechadzaju procesom skuSania v identickych podmienkach,
pricom ich vykon je hodnoteny Struktirovanym spdsobom. V procese skisania
Studenti cirkuluji ¢asovo-limitovanymi stanoviStami, na ktorych sa vyhodnocuje,
¢i dokazu efektivne vykonavat klinické ulohy, ako si odber anamnézy, fyzikalne
vySetrenie a komunikacia s pacientom. Na stanoviStiach na nich vicSinou caka
tzv. Standardizovany pacient, ktory komunikuje podla vopred detailne pripravené-
ho klinického scenara a reaguje predvidatelne. Objektivnost’ tejto skasky zavisi od
Standardizovaného hodnotenia a trénovanych skasajucich a hercov, ktori sa pytaju
rovnaké otazky kazdého studenta (Khan et al., 2013a).

OSCE ma viacero variantov. Okrem sumativneho hodnotenia sa vyuZiva aj na for-
mativne hodnotenie, kde slizi ako edukacny nastroj s okamzitou spatnou vazbou.
Ako sucast formativnych programov bola OSCE uZ s ispechom overena na viace-
rych univerzitach. Ako edukacny nastroj prinasa vyznamné zlepSenie v cielovych
kompetenciach, a to hlavne v komunikac¢nych zru¢nostiach, pricom toto zlepSenie
je pozorované aj subjektivne a je aj objektivne meratelné pri testovani. A hoci stu-
denti vnimaju priebezné, formativne orientované OSCE simulécie ako stresujtce,
uvadzaju tieZ, Ze tato priprava im pomohla zniZit' stres pocas skutocnej skuSky
(Ouldali et al.,, 2023).

Objektom hodnotenia nemusia byt pri OSCE iba jednotlivci, ale mézu to byt aj
timy. Tento variant sa nazyva Timova OSCE (Team Objective Structured Clinical
Examinaion, TOSCE) (Khan et al., 2013a). TOSCE sa zvycajne vyuZiva na forma-
tivne hodnotenia, ale s ispechom bola pouzitd napr. aj pri takej udalosti akou je
narodna olympiada v Irane, kde medzi sebou superili timy Studentov mediciny
z r6znych univerzit (Amini et al.,, 2012). Tento format sa ukazal ako uc¢inna pod-
pora vzajomného ucenia sa u Studentov (Khan et al., 2013a).

Zavedenie OSCE ako formy hodnotenia si vyZaduje vela teoretickych aj praktickych
vedomosti, Casu a zdrojov a ide celkovo o logisticky velmi naro¢né podujatie. Ok-
rem skusajucich su potrebni aj Standardizovani pacienti. To m6zu byt skutoc¢ni aj
simulovani pacienti — dodlezité je, aby podstupili tréning, ktory zlepsuje konzisten-

1 Aj tieto typy skisky presli svojim vyvojom a stéle sa pouZivajii na mnohych univerzitach.
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tnost’ spravania a redukuje variacie. Pri skiskach s vysokym stuptiom relevancie
sa na niektoré ulohy najimaju profesionalni herci, bezne vSak stacia dobrovolnici.
Tréning Struktirovaného pacienta by mal idealne trvat okolo 15 hodin, zavisi to
vSak od jeho konkrétnej roly a tiez skiisenosti. Pri organizacii je potrebné mysliet
na to, Ze ide o vycerpdavajucu ulohu a v pripade vac¢sieho podujatia je potrebné
zabezpecit dostatok nahradnikov. Dal$ou naro¢nou ¢astou organizacie je ziskanie
dostatocnych priestorov. Je potrebné zabezpecit' nie len miestnosti pre stanovistia,
ale aj miestnost na Uvodné stretnutie a inStruktaz, cakaren, karanténne a oddy-
chové priestory, ako aj priestory pre administrativne spracovanie formalnych na-
lezitosti skusky. Viaceré stanoviStia mozu byt organizované aj v jednej velkokapa-
citnej miestnosti, doleZité vSak je, aby poskytovali vhodné priestory pre jednotlivé
aktivity.

Na zaciatku organizovania OSCE je nevyhnutné rozhodnut, aké zrucnosti sa maju
testovat’ a kol'kokrat, pricom tieto zru¢nosti musia byt sdcastou kurikula. Na vy-
pracovanie dlohy na jednotlivych stanovistiach byva vyhradenych 5-10 minut a za
pocet stanovist, ktory by mal zabezpecdit dostato¢nu reliabilitu, sa v sdcasnosti
povaZzuje 14-18.2 Po zazneni signalu $tudenti prechadzaju k dalSiemu stanovistu
(Khan et al., 2013b). Standardny pocet stanovist pokryva vela rozmanitych typov
uloh vratane réznych druhov vySetreni ¢i interpretacii nalezov. V pripade OSCE
zameranej vylune na odber anamnézy by sa tento pocet dal dosiahnut napri-
klad rozdelenim anamnézy na jednotlivé ¢asti (osobn4, liekovd, socidlno-pracovna
atd.).

Narocnost a Struktira stanovista majud byt navrhnuté tak, aby bolo mozné rozli-
$it Studentov s ro6znou urovilou vykonu. Je vhodné vytvorit vzor uloh, aby mali
jednotlivé dlohy podobnu Struktdru. V pripade zostavenia rézne Struktirovanych
uloh hrozi, Ze vykon Studentov sa zniZi, ak si nebudu isti, ¢o presne sa od nich oca-
kava. Kontrolny harok by mal pripravit autor tlohy simultdnne s tlohou. Obsaho-
vat' by mal zoznam vsSetkého, co ma student povedat zistit alebo urobit, ide teda
o zoznam vySetreni, informacii od pacienta aj vysledkov vysetreni alebo vhodnych
zaverov na zaklade informdcii. Pri vytvarani dlohy treba urcit tému, testovanu
zrucnost a trvanie. Je potrebné urcit, aké pomdcky maji mat Studenti k dispo-
zicii alebo povolené. Zaroven treba pripravit instrukcie pre skusajuceho a herca
ohladom toho, ¢o sa od Studenta ocakava, aké informacie mozZu Studentom dat
a ¢i ich smu opakovat, a pod. Po vytvoreni tlohy je potrebné ju nechat recenzovat
v ramci timu. Potom méze ddjst k pilotnému testovaniu, ktoré méze poméct iden-
tifikovat' nedostatky - napr. ohladne prideleného ¢asu alebo praktickosti (Khan et
al,, 2013b).

Zuzv p6vodnom navrhu Hardena zo 70. rokov bol podobny pocet stanovist, v jeho plane boli vsak
stanovistia pospajané do dvojic a kazda dvojica predstavovala na seba nadvazujice ulohy. (1975).
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Ciele uvedenia OSCE do vyucovania slovenského jazyka

V sticasnosti je trendom upravovat vzdelavacie programy s cielom zmiernit dicho-
témiu vo vzdeldvani budtcich lekarov, kedZe prvé roky Stidia st vyhradené pre
predklinické, resp. teoretické predmety bez kontaktu s klinickou praxou. Odber
Struktirovanej anamnézy je jednou zo zakladnych zrucnosti, ktoré maju Studenti
nadobudnut v predklinickom vzdelavani a prave OSCE ma potencial vyznamne
prispiet k posilneniu budovania tejto zrucnosti u Studentov (Ouldali et al., 2023).

Primarnym cielom jazykovej pripravy nie je vyucovanie klinickych zrucnosti, ale
rozvoj schopnosti Studentov komunikovat' v cielovom jazyku na poZadovanej Grov-
ni a v relevantnej odbornej oblasti. Odber anamnézy a interakcia s pacientom su
vsak s jazykovymi kompetenciami natol’ko spité, Ze vyucovanie cudzieho jazyka
pre Specifické medicinske ucely je prakticky neoddelitelné od osvojovania si zakla-
dov anamnestického rozhovoru a ich nacviku. Tieto dve zloZky sa pritom vzajom-
ne podporuji - pokrok v jednej oblasti sa pozitivne odraza na vykone v druhe;j.
Toto prepojenie sa vyuziva nie len pre vyucovacie ucely ale aj pri hodnoteni. OSCE
sa tak etabloval aj ako nastroj hodnotenia jazykovej kompetentnosti v Specifickom
kontexte. Prikladom je Velka Britania, kde zahrani¢ni lekari podstupuju skdsku
z anglického jazyka vo forme OSCE ako podmienku ziskania licencie na vykon
povolania (Khan et al., 2013a).

S cielom posilnit’ proces vzdelavania a zvySenie motivacie sme sa rozhodli vytvorit
simulacie v style OSCE, aby sme Studentom umoznili zazit ¢o najrealnejsiu situ-
aciu pri odbere anamnézy. Nasim dal$im cielom bolo podporit u nich spolupracu
a schopnost reakcie na aktudlny podnet, na ktoré budu v rdmci svojej praxe v ne-
mocniciach odkazani. Podujatie malo zaroven potencidl umoznit' Studentom seba-
reflexiu ich vedomosti v oblasti odberu anamnézy a pedagégom umoznit identi-
fikaciu problémovych oblasti v odbere anamnézy. S ohladom na tieto ciele a tiez
z dovodu kapacitnych obmedzeni, sme sa rozhodli zorganizovat pilotné Timové
OSCE sustredenie pre cast Studentov druhého roc¢nika v odbore vSeobecné lekar-
stvo v zahrani¢nom programe.

Rozsah S$tudie je v tejto fize obmedzeny na analyzu mozZnosti implementacie
a spatnej vazby ucastnikov. Cielom tejto pilotnej fazy nie je meranie vplyvu OSCE
na uroven jazykovej kompetencie, hoci predchadzajice vyskumy naznacuju jeho
pozitivny efekt.

Vyskumné otazky
Tato Studia sa zameriava na tieto vyskumné otazky:

1. Ako adaptovat format OSCE pre potreby jazykového vzdeldvania?
2. Ako zorganizovat simulacie v Style OSCE?

80 Stadia



3. Aké su silnejsie a slabsie zlozky komunika¢nych kompetencii Studentov pri
odbere anamnézy?

4. Ako Studenti vnimaju zavedenie simulacif OSCE do vyucovacieho procesu?

Implementacia OSCE simulacii pre jazykové ucely na LF UK

KedZe islo o pilotny projekt, ucast pedagdgov aj Studentskych kruzkov bola dob-
rovolna. Na vyzvu reagovalo pozitivne viacero vyucujdcich, avSak vzhladom na
testovaci charakter aktivity sme sa rozhodli vytvorit' Stvor¢lenny organizacny tim
pedagoégov. Pedagoégovia, ktori prejavili zaujem, oslovili svoje kruZzky s ponukou
zucastnit sa netradicnej formy praktického nacviku odberu anamnézy v sloven-
skom jazyku. Z oslovenych Studentskych kruzkov prijali ponuku takmer vsetky. Po
zvazeni naSich Casovych a priestorovych kapacit sme napokon vybrali pat kruz-
kov, teda 47 Studentov.

Nasim cielom bolo vytvorit simulacie pre odber anamnézy podla vopred danej
struktury (identifikacné udaje pacienta, terajSie ochorenie, osobng, liekova, rodin-
nd, socidlno-pracovna, gynekologickd anamnéza, alergie a abuzy). Anamnézu Stu-
denti nemali odoberat ako jednotlivci ale v timoch, pricom sme chceli umoznit
Studentom pracovat v ¢o najmensich, ndhodne zostavenych skupinich, aby sme
narusili zauZivani dynamiku v krtizkoch a podporili flexibilitu v komunikacii. Stu-
dentov sme sa preto rozhodli Zrebovanim rozdelit do Stvorclennych skupin.

Zaroven sme chceli zabezpecit, aby Studenti mali moZnost odobrat’ viacero anam-
néz s rozdielnou klinickou témou, ako aj komunikovat' s réznymi ,pacientmi®, kto-
ri sa liSili vyslovnostou, tempom reci, pristupom ¢i naladou. Pre tento ciel sme
naplanovali vytvorenie Styroch stanovist. Ide o znacne niz$i pocet, nez mavaju
sumativne OSCE. Dévodom je, Ze sme sa rozhodli nedelit anamnézu na jednotlivé
Casti, ale vytvorit kazdud ulohu ako odber kompletnej anamnézy. Pozitivny edukac-
ny vplyv Styroch formativnych OSCE stanovist s uspechom testovali aj Ouldali et
al. (2023) vo svojom pilotnom formativnom OSCE programe. Zamerali sa na odber
kompletnej anamnézy s dorazom na jej Struktiru a na komunikaciu s pacientom.
Vysledkom bol subjektivny aj objektivny progres Studentov. V naslednej sumativ-
nej OSCE Studenti dosiahli v priemere vysSie skére v cielovej doméne a hlasili
nizsiu droven stresu.

Priprava stanovist, systému hodnotenia a organizacia detailov

Pripadové Studie, ktoré mali sluzit ako podklad k odberom anamnézy boli pri-
pravené v sulade s témami aktudlne pouZzivanej ucebnice v druhom rocniku. Jed-
notlivé scendre boli vytvorené s podobnou Struktdrou, ale tak, aby sa liSili pri-
znakmi aj dal$imi detailmi o Zivote pacientov s dérazom na realistické znenie. Od
realistickosti dloh totiZ zavisi aj miera edukacného vplyvu a ak Studenti vnimaju
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ulohu a jej scenar ako realisticky, pozitivne to ovplyviiuje ich ucenie sa (Khan et
al,, 2013a).

Aj ked' zadanie ulohy vsetkych Styroch stanovist bolo identické, rozdiely medzi
pacientami nevyhnutne museli viest' k potrebe vyuzitia ré6znych otazok aj réznej
komunikacie. Kazdy ¢len organiza¢ného timu vytvoril jeden scenar podla urcenej
témy a zaroven pripravil k danej dlohe aj kontrolny harok. Tento harok sluzil
ako hodnotiaca rubrika, ktora jasne definovala sibor vSetkych medicinsky rele-
vantnych informécii, ktoré mali byt ziskané. Tym bola zabezpecena transparen-
tnost’ Kkritérii hodnotenia pre Studentov a bola posilnena objektivita v silade
s principmi OSCE. Harok bol sumarom informdcii, ktorych ziskanie bolo cielom
odberu anamnézy. Kazdy z pedagogov sa zaroven podujal prevziat na seba rolu
pacienta v simuldcii, ktort vytvoril. DiZku scenara sme sa rozhodli prispdsobit’ tak,
aby Studenti boli schopni splnit tlohu do patnastich minut a to aj po zohladneni
ocakavaného pomalSieho tempa komunikacie.

Ako pomocny materidl sme sa rozhodli umoZnit’ Studentom pouZivat iba pomocky
na zapis ziskanych informadcii. Pouzivat’ slovniky, prekladace alebo ucebné pomoc-
ky nebolo povolené. Pacienti mali v kompetencii zopakovat informacie v pripa-
de, Ze Studenti o to poziadaju po slovensky a vhodnym spésobom. Nemali vSak
Studentov nabadat ku konkrétnym otdzkam ani ich upozorfiovat na jednotlivé
opomenuté casti anamnézy.

Vzhladom na formativno-vzdelavaci charakter podujatia sme sa rozhodli vyuZzit
metddu sebahodnotenia. Po odbere kazdej anamnézy mal kazdy Studentsky tim
obdrzat kontrolny harok so zoznamom informacii, ktoré bolo potrebné ziskat
pocas odberu anamnézy. Studenti v time mali nasledne vyznadit, ktoré tidaje sa
im podarilo ziskat (systém ano/nie). Po ich vyplneni mali snimok kontrolného
harku zdielat so svojim vyucujucim. Tento kontrolny harok bol vytvoreny ako
nastroj sebareflexie a zaroven ako podklad pre pedagdgov na identifikaciu sil-
nejsich a slabsich zloziek komunika¢nych kompetencii. Zaznamenané tidaje mali
byt nasledne spracované s cielom identifikovat' ¢asti anamnézy, v ktorych Studenti
najcastejSie zlyhavaju. KedZe cielom pilotného projektu nebolo formalne hodnotit
uroven jazykovych kompetencii Studentov, tento sposob hodnotenia bol zvoleny
ako primerany pociatocnej faze adaptacie metddy. V tejto faze projektu sme sa
teda rozhodli nepouzit Standardizované formy hodnotenia.

Po analyze rozvrhovych moznosti pedagégov, Studentov a miestnosti, ako aj oca-
kavanej Casovej narocnosti, sme aktivitu rozdelili do dvoch stretnuti. Pre prvu
Cast Studentov sa nam podarilo rezervovat Styri samostatné miestnosti, pre kaz-
dé stanoviste jednu. Pre druhu cast Studentov sme simulacie organizovali v jed-
nej z velkych prednaskovych miestnosti. Ako priestory pre vyplianie kontrolnych
harkov a cakdarenl pre pripadné prestoje sluzila prilahla chodba, ktord je vhodne
zariadend pre sedenie a pracu v mensich timoch. Jednotlivé simulacie sa konali
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v provizéornom simulacnom prostredi vo vyucbovych priestoroch pre teoretické
predmety. Scénu sme upravili v rdmci moznosti organizaciou priestoru tak, aby
Studenti nesedeli za stolom, ako pocas vyucovania, ale oproti pacientovi. Za vy-
tvorenie realistickych simulacif vSak zodpovedala najma kvalita scendrov a vykony
jednotlivych pacientov.

Casovy rozsah sme sa z organiza¢nych dévodov rozhodli obmedzit' na priblizne
90 minut (vratane organizacného uvodu). Aby sme dodrzali ¢asovy harmonogram,
rozhodli sme sa napokon, Ze kazda skupina absolvuje iba tri zo Styroch priprave-
nych stanovist.

Priebeh

V oboch dnioch konania simulacii boli Studenti najskor instruovani o cieloch, or-
ganizacnom postupe a pravidlach stretnutia. Ich dlohou bolo odobrat anamnézu
od troch réznych pacientov, zaznamenat ziskané udaje a nasledne ich porovnat
s kontrolnym harkom, ktory po rozhovore mali ako timy obdrzat. Podrobné in-
formacie o konkrétnych klinickych situaciach neobdrzali - vedeli len, Ze ich tlo-
hou bude odobrat kompletni anamnézu. Do kontrolného harku si Studenti mali
zaznacit, ktoré udaje sa im podarilo ziskat, a vyplneny dokument odovzdat vy-
ucujucim. Nasledne boli Zrebovanim rozdeleni v celkovom sucte za oba dni do
jedenastich Stvorclennych timov, ktoré sa postupne presuvali medzi jednotlivymi
stanoviStami. K dispozicii boli pocas oboch dni pripravené Styri stanovistia. Na
jedného pacienta tak pripadlo v priemere osem simulécii (obr. 1). Po absolvovani
troch stanovist a vyplneni prislusnych kontrolnych harkov sa skupiny mohli roz-
ist. Dokladnejsiu spéatnu viazbu a vyhodnotenie aktivity mali potom v kompetencii
vyucujuci jednotlivych kruzkov, takze vyhodnotenie simulacie pokracovalo aj na
najblizZSom semindri.

Kvantitativna analyza dat - metodologia

Pri metdéde kvantitativneho vyhodnocovania zozbieranych dat sme vychadzali
z publikacii Roberta Tomsika (2017) a Angely Almasiovej a Katariny Kohutovej
(2014), ktoré formulovali Styri etapy vyskumu: 1) pripravnd etapa; 2) etapa zberu
dat; 3) etapa spracovania dat; 4) etapa vyhodnocovania dat.

V ramci pripravnej etapy sme pristupili k stanoveniu vyskumného ciela. Tu treba
podotknut, Ze primarnym cielom simulacie bolo precvicit jazykové zrucnosti Stu-
dentov a ich schopnost zistit relevantné informacie o pacientovi. Pri anamnestic-
kom rozhovore boli Studenti vedeni postupovat v stlade s Maastrichtskym systé-
mom anamnestického postupu (Honzak, 2009), a to predovsetkym s jeho druhou
Castou, ktora sa tyka zhromazdovania anamnestickych tidajov. V dopliujicej mie-
re potom mali zohladnit' tieZ ostatné Casti tohto systému (predstavenie sa, empa-
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8-9 simuldcii na pacienta

Obr. 1: OSCE simuldcie: Pocet ucastnikov a organizdcia

tizovanie s pacientom, pouzivanie metakomunikacnych prvkov, atd.). Z hladiska
kvantitativnej analyzy vsak simulacia predstavovala tieZ metédu na diagnostiku
jazykovych zrucnosti Studentov, ktora by ukazala konkrétnu uroven na spektre
jednotlivych typov anamnéz, ich silné a slabé stranky, a mohla by tak posluzit
ako indikator do dalSieho priebehu vyucovania.

Na overenie a zhodnotenie jazykovych schopnosti Studentov sme sa rozhodli ap-
likovat metodu testu vedomosti a zrucnosti (Tomsik, 2017) vo forme praktickej
simulacie odberu anamnézy, ktorej vystupom boli kontrolné harky, vyhotovené
pre kazdého pacienta zvlast, obsahujtice zoznam poloziek, ktoré bolo mozné o pa-
cientovi zistit. Tieto boli pouZité v ramci samotnych simuldacii ako ndastroj zberu
dat v dalSej etape vyskumu. Po absolvovani kazdého rozhovoru obdrZali Studenti
prislusny kontrolny harok, na ktorom vyznacili tie polozky, ktoré sa im od pacien-
ta podarilo ziskat.

Struktira kontrolnych harkov vychadzala z potreby praxe a reflektovala tieZ uceb-
ny material pouzivany pri vyucovani slovenského jazyka na Ustave lekarskej ter-
minoldgie a cudzich jazykov LF UK, predovSetkym ucebnice Slovensky jazyk 3 (Ba-
belova & Hromadova, 2024) a Slovensky jazyk 4. Anamnéza a diagnéza (Babelova &
Hromadova, 2023). Struktira bola koncipovana podla zakladnych okruhov anam-
nestického rozhovoru (cf. HruSovsky et al, 2013) a sluzila na simuldciu odberu
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anamnézy v ramci komplexného vySetrenia pacienta (comprehensive patient assess-
ment) urceného pre novych pacientov, o ktorych lekar nema ziadnu predchadzaju-
cu znalost (Bickley et al., 2021). Obsahovala nasledovné casti, podla ktorych mali
Studenti v ramci simul4cie postupovat:

1. Identifika¢né udaje pacienta (IU): Zakladné informacie ako meno, vek, pohla-
vie, zamestnanie, bydlisko a rodinny stav pacienta. Tieto idaje pomahaju zara-
dit' pacienta do kontextu, v ktorom Zije, a m6Zu mat vyznam pri posudzovani
rizikovych faktorov (napr. pracovné prostredie, socidlne podmienky).

2. TerajSie ochorenie (TO): Tato informacia je vychodiskovym bodom pre dalsie
podrobnejsie otazky. Ide o subjektivne vyjadrenie pacienta k momentalne po-
citovanym tazkostiam. Lekar sa pacienta pyta, ¢o ho priviedlo do ambulancie,
¢o ho trapi najviac a ako dlho ma dany problém. Nasleduje detailnejSi popis
aktudlneho ochorenia: kedy a ako problémy zacali, aky maju priebeh, ¢i sa
zhorsuju alebo zlepsuju, aké lieky pacient uzival, a aké boli ich ulinky. Lekar
zistuje, ¢i priznaky suvisia s urcitymi ¢innostami, ¢asom dna, stravou alebo
inymi faktormi.

3. Osobna anamnéza (0A): Lekar sa pyta na prekonané ochorenia, hospitalizacie,
operacie a urazy. Dolezité su aj oCkovania, uzivané lieky a chronické ochorenia.

4. Rodinna anamnéza (RA): Otazky ohladom vyskytu dedi¢nych alebo castych
ochoreni v rodine, ako st cukrovka, srdcovocievne ochorenia, onkologické
diagnoézy alebo psychiatrické poruchy.

5. Socidlno-pracovna anamnéza (SPA): Lekar zistuje informacie o rodinnom
a bytovom zazemi pacienta, jeho vzdelani, povolani a pracovnych podmien-
kach. Zistuje aj zivotny S$tyl, zaujmy, cestovatelské navyky ¢i socidlne vztahy,
ktoré mozu ovplyvnit zdravotny stav a priebeh lie¢by. Dalej sa zistuju social-
ne zazemie pacienta, jeho rodinné a bytové podmienky, vzdelanie a pracovné
zataZenie. DoleZité su aj cestovatelské navyky, najma ak ide o tropické alebo
infek¢né ochorenia.

6. Abuzy (Ab): Lekar zistuje Ci je pacient fajciar alebo ¢i uziva navykové latky
ako drogy ¢i alkohol, ale tiez kavu ¢i energetické napoje.

7. Gynekologicka anamnéza (GA): Tyka sa mens$truacného cyklu, tehotenstiev,
porodov, potratov, antikoncepcie a menopauzy u Zien.

Pre kazdého zo Styroch fiktivnych pacientov (Samanta Fialova, Jana Novakova, He-
lena Juraskova, Tomas Hruska) bol vytvoreny vlastny kontrolny harok reflektujici
individualnu situaciu a potreby pacienta. Vo vysledku sa preto prejavila relativna
réznorodost’ jednotlivych kontrolnych harkov, ktort sme sa pokusili zohladnit' pri
spracovavani dat. Z vyssie uvedenych casti anamnézy sa v kontrolnych harkoch
v$etkych $tyroch pacientov vyskytujt ¢asti 1-7. Cast’ 8, gynekologickd anamnéza, je
zahrnuta v dvoch kontrolnych harkoch (Fialova, Novakova) a ciastocne tiez v kon-
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trolnom harku pacientky Juraskovej. V dvoch kontrolnych harkoch (Juraskova, Fia-
lova) totiz doslo medzi prvym a druhym terminom k obsahovej revizii, ktora sa,
okrem iného, prejavila prave rozsirenim Juraskovej kontrolného harku o spome-
nutu Cast. Rozdielnost pacientov sa dalej prejavuje v rozlicnom celkovom pocte
poloZiek, ktoré Studenti mohli zistit v rdmci jednej ¢asti anamnézy u réznych pa-
cientov. Tieto diskrepancie boli dané rozlicnou povahou simulovanych ochoreni.
Cast' terajsie ochorenia tak napr. obsahuje celkovo 9 poloZziek u Fialovej, 13 polo-
ziek u Novakovej 11 poloziek u Juraskovej a 7 poloziek u Hrusku (tab. 1-4). Na-
vySe, ako bolo spomenuté, v kontrolnych harkoch pacientok Juraskovej a Fialovej
doslo medzi prvym a druhym terminom simulacii k revizii. Pri tychto pacientkach
preto u niektorych skupin figuruji iné celkové pocty poloZiek neZ vo zvySnych
skupinach. U pacientov je tiez mozné zaznamenat rozlicny pocet skupin, ktoré
s nimi absolvovali anamnesticky rozhovor, spésobeny nesystematickym postupom
Studentov pri vybere pacientov.

V etape spracovania dat sme uplatnili metéddu deskriptivnej Statistiky, ktora ma-
la za ciel' vytvorit prehlad o mnoZstve ziskanych tidajov (Tomsik, 2017). Praco-
vali sme s kardindlnymi premennymi, ktoré sumarizovali jednak celkové mnoz-
stvo polozZiek na kontrolnych harkoch v ramci jednotlivych Casti anamnestického
rozhovoru, jednak pocet poloziek, ktoré Studenti uspesSne zistili. Data zozbiera-
né v kontrolnych harkoch sme ndasledne vyhodnotili a vyhotovili ich syntézu pre
vSetkych Styroch pacientov, pricom sme pracovali so vzorkou desiatich skupin,
ktoré kontrolné harky odovzdali. Vysledky sme zhrnuli v grafe celkového pomeru
uspesnosti anamnestickych kontrolnych harkov (obr. 2) a v grafe s percentuadlnym
vyjadrenim tohto pomeru (obr. 3).

Kvantitativna analyza dat - vysledky

Na zaklade analyzy dat je mozné konstatovat, Ze Studenti lepSie zvladali tie oblasti
anamnézy, ktoré sa vo vacSej miere opieraji o kazdodennt, neodbornu slovnu
zasobu. Typickym prikladom st abuzy, kde si stru¢né a priamociare otazky ty-
kajuce sa fajcenia (Fajcite?), pitia alkoholu (Pijete alkohol?) ¢i inych navykovych
latok (Beriete drogy?) Studenti dokazu rychlejSie osvojit. V kombindacii s beznymi
opytovacimi zadmenami typu ,kedy*, ,kol'ko“ ,ako casto®, ,ako dlho“ tak dokazu
vytvorit rad nadvaznych otazok. Podobne vysoko boli hodnotené aj identifika¢né
udaje pacienta. Tato Cast obsahuje informacie ohladom mena, bydliska, telefon-
neho cisla, a pod., ktoré sa v ramci kurzu Slovensky jazyk ucia uz od zaciatku
vyucovania a precvicuju si ich aj v ramci kazdodennej komunikacie. Tieto otazky
su lahko zapamadtatelné, dobre nacvicené a nevyZaduju Specificka klinickd dva-
hu. Porovnatelny pripad predstavovala i rodinna anamnéza. Studenti tu mali vo
vacsine pripadov dobre osvojené zakladné otazky o rodinnych prislusnikoch a ich
zdravotnom stave. Relativne dobré vysledky dosiahli Studenti tiez pri alergiolo-
gickej anamnéze, ¢o sa da vysvetlit' jej relativnou priamociarostou kombinova-

86 Stadia



350

300

200

150

10 TO OA RA LA AA SPA Ab GA

m Celkovy pocet poloZziek M Zisteny pocet poloZiek

o

w
o

nou s nizkym poctom poloziek. Otazky typu ,Ste alergicky?“ a nasledné zistovanie
konkrétnych alergénov nekladie na Studentov velké naroky. Pomerne tspesni boli
Studenti aj pri liekovej anamnéze, hoci niektoré kontrolné harky svedcili o tom,
Ze v pripade, Ze pacient uzival viacero lieCiv, Studenti zistili iba jedno z nich.
Toto bolo scasti zapricinené istou nedockavostou Studentov, ktori mali tendenciu
pacientovu odpoved’ prerusovat’ a pripravit sa tak o dopliiujice informacie. Na ta-
kéto potencidlne nedostatky v komunikacii je potrebné sa detailnejSie zameriavat
pocas vyucovania.

Naopak, za slabSie mozno oznacit oblasti, ktoré si vyzaduju Sirsi zaber, Struktd-
rovanejSie otazky a flexibilnejSiu pracu s odpovedami pacienta, no predovsetkym
jazykové zrucnosti. Osobna anamnéza, terajSie ochorenia a socialno-pracovna
anamnéza Kklesli pod hranicu 75 % a gynekologicka anamnéza dokonca pod
hranicu 50 %, ¢o poukazuje na potrebu intenzivnejSieho precviovania. V pripade
osobnej anamnézy ide o vyzvu naucit Studentov reagovat na spontanne podnety
od pacienta a cielene patrat po dalSich problémoch so zameranim na konkrétne
priznaky. V kategorii terajSich ochoreni je niZsia dosiahnutd tspeSnost’ zapricine-
na najma nepouzivanim rozsirujtcich a doplnujicich otazok zo strany Studentov,
kvoli comu sice dokazali zistit vacsinu zakladnych informacii o symptdmoch, nie
vSak uz dopliujuce informicie, napr. akej povahy je kasel, akej farby su hlieny,
kedy presne citi pacient slabost, atd. Podobné tazkosti mali Studenti aj pri gyne-
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kologickej anamnéze. Pri pracovnej a socidlnej anamnéze sa ako slabina ukazala
nova slovna zasoba suvisiaca s pracovnym prostredim a socialnymi podmienkami
- Studenti sice zvladli pytat sa na stres, zivotny $tyl, alebo pracu, no uz menej na
konkrétne rizikové faktory spojené s vykonom povolania ako prach, chemikalie
alebo fyzicka zataz.

Celkovo mozno teda zhrnut, Ze Studenti vykazuji najmenej tazkosti v oblastiach
s jasne formulovatelnymi otazkami, jednoduchym kontextom a prediktivnymi od-
povedami. Hoci v komplexnejsich, odbornejsich ¢astiach anamnézy stale preuka-
Zuju vo vSeobecnosti nadpriemerné jazykové zrucnosti, ukazala sa tu potreba d6-
kladnejsieho precvicovania, rozsirovania slovnej zasoby a posiliiovania schopnosti
aktivne reagovat na pacientove odpovede.

Kvalitativna analyza dat - metodolégia

Kvalitativna analyza dat bola realizovana na podklade spitnej vizby, ktoru Studen-
ti pisomne odovzdali tesne po simulacii. Pre analyzu zozbieranych dat bola pou-
Zitd stratégia (t.j.iteracia) aplikidcie Met6dy neustileho porovnavania (Constant
Comparison Method). Met6da neustaleho porovnavania je vyskumnikom pouziva-
na na rozvoj konceptov z dat prostrednictvom sucasného kédovania a analyzy (Ta-
ylor & Bogdan, 1998). Ako uvadza Kostrub (2016), Metdéda neustaleho porovna-
vania zahfna Struktirovany proces zberu, kategorizacie a skiimania dat v spojeni
s teoretickym ramcom, s kone¢nym cielom rozvoja teérii, ktoré su ukotvené v da-
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tach. Tato metdda nie je zamerand na overovanie univerzalnych principov alebo
validaciu pricin €i inych vstupnych dat. Namiesto toho, tento pristup zabezpecuje
saturdciu potrebnych informécii. Na zaklade teérie tejto metédy sme zozbierali
spatné vazby od Studentov s cielom ziskat data, ktoré boli nasledne analyzované,
a potom sme do vyskumného pola opakovane vstupovali, kym sme nezvazili, Ze
vytvorena kategoéria je dostatoCne saturovand. Metdéda neustaleho porovnavania
pozostava z nasledujicich faz:

Porovnavanie udalosti pouZzitelnych pre urcita kategériu
Integracia kategorii a ich charakteristik

Definicia tedrie

L

Konceptualizacia teérie (Kostrub 2016, s. 120)

InSpirované Kostrubom (2016), skimanie prepisaného textu bolo zamerané na
najdenie pritomnosti javu (jeho vyskytu a v ktorom odseku), reprezentacie javu
a jeho opakovatelnosti. Vyznam javu, ktory mu prisudil subjekt vyskumu (aky
vyznam je javu prisideny a preco), a jav v jeho kontexte (aky je kontext javu a aky
kontext méZe jav reprezentovat), zohravaju doleziti dlohu pri aplikacii metédy
neustdleho porovnavania vo vSeobecnosti, ako aj v tomto vyskume.

Data boli analyzované aj prostrednictvom kdédovania. Corbin a Strauss (2007)
oznacuju proces analyzy dat ako kddovanie. Kédovanie zahfna tri irovne analyzy:
(a) otvorené kdédovanie, (b) axidlne kédovanie a (c) selektivne kddovanie, s cielom
ziskat kompletny obraz informacii ziskanych pocas procesu zberu dat. V texte,
ktory obsahoval vSetky studentské spatné vazby, boli identifikované a podciarknu-
té slova povazované za vyznamné pre vyskum, najma tie so silnymi konotaciami.
,Koédovanie je stratégia kvalitativnej analyzy dat, pri ktorej je urcitému aspektu
dat priradeny popisny Stitok, ktory umoznuje vyskumnikovi identifikovat’ suvisiaci
obsah v ramci dat.® Slova alebo frazy boli nasledne zapisané a na zaklade ich frek-
vencie sme identifikovali desat kategorii. Spatnu vazbu Studenti pisali v anglickom
jazyku, pre potreby tejto Stidie st uvadzané casti preloZzené do slovenciny.

Kvalitativna analyza dat - vysledky

Vzhladom na rozsah Studie sa budeme podrobnejsie venovat' len vybranym kate-
goriam.

Kategoéria Vynikajica a obohacujiica skiisenost' zahina spatnd vazbu od Studen-
tov, ktord hodnotime ako pozitivnu. Pri hodnoteni OSCE pouzili Studenti slovné

“

spojenia ako: ,aktivita sa mi velmi pdcila’, ,,oceriujem takiito iniciativu’, ,bolo to pre

3 Dostupné online z https://guides.library.illinois.edu/qualitative /coding
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Tab. 1:

KATEGORIA FREKVENCIA VYSKYTU
. Vynikajuca a obohacujuca skdsenost 12

. Praca so studentmi z inych skupin / s inymi uéitelmi

. Situdcia z redlneho Zivota

. Kontrolny harok
. Struktdra
. Neporozumenie vsetkému

. Studenti sa naucili nové veci

. ZlepSovanie z pacienta na pacienta

V(N[ [W[IN]|F

. Pomoc od ucitelov — pacientov

N|INfWWw _lOW|UO|U|O

10. Zlepsenie porozumenia poctvaného textu

fu

mria velmi ndpomocné’, ,je to pre miia cennd skusenost”, ,je to skveld a obohacujiica
skusenost”, ,bolo to pre mria velmi prijemné’, a pod. Vyslovene negativnu skisenost
Studenti neuvadzali. Nepritomnost negativnych ohlasov naznacuje vysoki mieru
spokojnosti a potvrdzuje, Ze tadto metéda vyucovania efektivne napliia ich oé¢akava-
nia, pripadne ich aj prekonava. Tato spatna vizba zaroven poukazuje na vyrazny
potencial aktivizujicich a prakticky orientovanych vzdelavacich foriem a akti-
vit pri zvySovani angaZovanosti Studentov a prehlbovani ich porozumenia latke, ¢o
je v kontraste s pasivnejSimi formami ucenia. Sved¢i to o tom, Ze Studenti ocenuju
prilezitosti na aplikaciu teoretickych vedomosti v redlnom alebo simulovanom
prostredi, ¢o posiliiuje ich sebavedomie a motivaciu k uceniu.

Kategoria Praca so $tudentmi z inych skupin / s inymi ucitelmi ozrejmuje fakt, ze
Studenti ocenuju spolupracu, v naSom pripade najma ti so Studentmi z inych sku-
pin. Izolovanost' Studentov v jednotlivych Studijnych skupinach nepontka priestor
pre porovnanie vedomosti a vzajomné obohatenie Studentov. Zarover, variabilita
tempa reci, vyrazovych prostriedkov, Specifickej slovnej zasoby a intonacie uci-
telov - pacientov poskytla Studentom moznost vyskusat si roznorodost v reci
a snazit sa porozumiet aj nie dobre znamemu prehovoru konkrétneho ucitela,
ktorého Studenti stretavaju na svojich hodinach.

Studentka 1: Ocefiujem, Ze sme mali prileZitost pracovat so §tudentmi a uéitelmi z inych skupin. Pytali
sa a odpovedali iplne inym spdsobom, ¢o nam dalo nové perspektivy.

Za velmi vyznamny fakt povazZujeme mozZnost vzijomne sa ucit prostrednic-
tvom spoluprace. Spolupraca v takomto kontexte prekonava individualne li-
mity a stava sa katalyzatorom hlbsieho pochopenia a adaptacie na rozmanité
komunika¢né styly.

Studentka 2: Vel'mi rada by som sa zi¢astnila dal$ej simulacie, idealne s inymi spoluziakmi z réznych
skupin, aby som sa prostrednictvom spoluprace naucila eSte viac.
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Kategoria Situdcia z realneho Zivota potvrdzuje, Ze Studenti si uvedomuju pria-
me prepojenie medzi simulovanymi OSCE situaciami a ich budicim profesi-
onalnym prostredim.

Student 1: Tato skisenost bola nie len prijemna, ale aj najviac sa priblizila skiisenostiam, ktorym bude-
me Celit budici rok v nemocni¢nom prostredi.

Moznost precvicit si odber anamnézy v prostredi, ktoré imituje klinickt realitu
nemocnic, je pre studentov nesmierne cennd. Neposkytuje im len prilezitost apli-
kovat teoretické vedomosti, ale aj rozvijat klinické uvazovanie, komunikacné
zrucnosti a schopnost’ pracovat pod tlakom - vsetko atribtty nevyhnutné pre
efektivnu abezpeé¢nti prax. Studenti mali moZnost’ stretntit’ sa s réznymi osobnost-
nymi typolégiami pacientov, presne ako v realnej situacii.

Student 2: Uéitelia hrali rézne typy pacientov — plachého, otvoreného a priatelského, alebo pacienta,
ktory bol trochu nahnevany. VSetky typy pacientov, s ktorymi sa stretneme.

Student 3: Tato skiisenost’ ma uéi byt siistredenej$im a pokojnej$im, aj ked pacient pocituje dis-
komfort. Frazy, ako pomdct pacientovi s jeho aktudlnym neprijemnym pocitom, by mi pomohli lepSie
si usporiadat myslienky, o sa dalej opytat, aby som dokazal hlbsie pochopit individualne problémy
pacientov.

Tymto sposobom simuldcie OSCE prekonavaju obmedzenia tradi¢cného vyucovania
a prispievaju k budovaniu profesijnej sebaistoty a redukcii adaptacného Soku
pri prechode do realneho klinického prostredia.

V kategérii Struktira $tudenti poukazali na doleZitost nacviku $truktiry anam-
nestického rozhovoru. V pociato¢nych fazach praxe, ked sa Studenti stretavaju
s redlnymi pacientmi, je prirodzend vysoka uroven neistoty a stresu. Jasna Struk-
tura im poskytuje bezpecnostnu siet’ a orientacny bod. Vedia, aké kroky by mali
nasledovat, aké otazky klast a aké informadcie zbierat, ¢o zniZuje pocit chaosu
a obav z vynechania déleZitych detailov.

Studentka 3: Nepochybne to ovplyvnilo aj to, akym spésobom formovat’ otazky, aby sme ziskali kvalit-
nejsie a detailnejsie odpovede.

Studentka 4: Celkovo mi cela organizcia takejto hodiny pomohla pochopit, ¢o sa mam spytat ako prvé,
akide o problémy s moc¢enim alebo dychanim, a ako sa na pytat. V ten deii som mala pocit, Ze rozumiem
mnohym slovam, ktoré mi pomdzu pomahat pacientom v redlnom Zivote, no zaroven aj to, ako sa zlepsit
v plynulejSom rozpravani bez poznamok.

Nacvik Struktiry v simulaciach ako OSCE Studentov priamo pripravuje na realne
situacie. Ked' si Studenti osvoja Struktiiru v bezpecnom prostredi, méZu ju potom
automaticky pouzit v skuto¢nej nemocnicnej praxi, co im mdze uvolnit mentalnu
kapacitu pre pozorovanie pacienta, empatiu a komplexné uvazovanie.
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Pre podrobnejsiu analyzu kvalitativnych dat bude potrebny vacsi rozsah, preto sa
jej budeme detailne venovat v nasledujtcej studii.

Konceptualizacia tedrie

Na zaklade nasho vyskumu konStatujeme, Ze aktivne a interaktivne simulované
vzdelavacie metddy, ako je OSCE, su kltucové pre efektivne posiliiovanie praktic-
kych kompetencii a prekonavanie adaptac¢nych bariér u Studentov pri prechode
do reélneho klinického prostredia. Studenti vnimaju tieto metédy ako mimoriadne
prinosné, ¢o sa prejavuje v ich vysoko pozitivnej spatnej vizbe a absencii negativ-
nych hodnoteni. Syntéza realistickych simuldcii, Struktirovaného nacviku a roz-
siahlej kolaboracie v eduka¢nom procese je nevyhnutna pre holistickd pripravu
Studentov na naroky zdravotnickeho povolania, pricom podporuje ich aktivne uce-
nie, sebareflexiu a uspesnu adaptaciu na dynamické prostredie klinickej praxe.

Diskusia: Klticové zistenia a odporacania

Simulacie boli po organizacnej stranke naroc¢né, celkovo bol vSak ich priebeh ply-
nuly a podujatie je moZné vyhodnotit ako Uspe$né. Na zaklade realizacie a analyzy
dat sme identifikovali klticové zistenia pre zlepSenie budiiceho modelu vzdelava-
nia.

I. Organizac¢né zistenia - osvedc¢ené postupy

Nasledujice organizacné prvky sa osveddili a planujeme ich zachovat aj v budud-
cich simulaciach:

o Casovy rameca priebeh: Casovy harmonogram sa ukazal ako vhodne nastave-
ny. Aktivita sa na oboch stretnutiach zmestila do planovaného 90-minatového
ramca. Pri jednotlivych stanovistiach sa ukazalo, Ze desat mintt bolo dostatoc-
nych na ziskanie podstatnej ¢asti informdcii. ZvySnych pat minuat venovala ¢ast
Studentov snahe spomenut si na ¢asti anamnézy alebo na prislusnu slovensku
lexiku. Niektoré skupiny opustali stanoviStia s miernym predstihom. Skratenie
Casového limitu z patnast minuat na desat by mohlo spdsobit’ mierne zniZenie
uspesnosti pri ziskavani informacii, ale zaroven by prispelo k dynamickejSiemu
priebehu a umoznilo by zapojit viac Studentov v rovnakom ¢asovom ramci.

 Tvorba timov: Stvor¢lenné timy boli dostato¢ne malé na to, aby mali vietci
Studenti moznost' sa zapojit. Nahodné rozdelenie do skupin prinieslo vyrazny
pedagogicky benefit, nakol'’ko Studenti museli vystipit zo svojej komfortnej
zony a aktivne spolupracovat.

e Vyhoda viacerych stanovist: MozZnost prejst viacerymi stanoviS§tami a teda
odobrat’ viac anamnéz bola jednoznac¢nou vyhodou. Prvy rozhovor bol pre
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viacerych Studentov stresujici a menej prehladny. Po vyhodnoteni priebehu
a identifikacii chyb prichadzali k dalSiemu pacientovi lepSie pripraveni a roz-
hovor prebiehal na vyssej drovni.

¢ Rozmanitost scenarov: Tri anamnézy pre kazdy tim predstavovali pre Stu-
dentov primeranti vyzvu. Ulohy si boli vdaka vo veobecnosti podobnej stavbe
anamnéz dostato¢ne podobné na to, aby mali Studenti moZnost vyskusat si
viackrat tie isté otdzky a postupy v rozhovore, zarovenn vSak boli dostato¢ne
rozmanité na to, aby udrzali ich pozornost a zaujem o dial6g. V pozitivnhom
zmysle niektoré timy prekvapili aj Groviiou detailov, na ktoré sa pytali. V zauj-
me poskytnut im podrobnejSie odpovede doslo medzi prvym a druhym kolom
simulécii k tprave a pridaniu detailov do scenarov aj kontrolnych harkov.

¢ Rozvoj miakkych zruénosti: Rozhovor s neznamymi pedagégmi bol pre mno-
hych vyzvou, no zaroven ich motivoval k viacSej angazovanosti. V netypickej
situdcii a v kontakte s nezndmymi osobami spontdnne dodrZiavali zakladné
principy profesionalnej komunikacie - zacinali rozhovor pozdravom, predsta-
vili sa a pocas interakcie sa snaZili p6sobit kompetentne.

e Priestorové moznosti: Z priestorovych mozZnosti sa ako vyhodnejsia vol-
ba ukazalo usporiadanie jednotlivych simulacii v samostatnych miestnostiach,
kedZe vo velkej prednaskovej sale k jednotlivym stanovistiam doliehal ruch
z ostatnych stanovist. ISlo vSak o mensi diskomfort, ktory nenarusal priebeh.

II. Oblasti vyZadujtice prepracovanie

Na zadklade ziskanych skutsenosti sme identifikovali dva kltucové aspekty, ktoré
vyZaduji zmenu v organizacii a metodike hodnotenia.

1. Kontrolné harky

Kontrolné harky predstavovali slabsi bod organizacie. Zo spdsobu ich spracovania
vyplynuli dva problémy. Po prvé, jedna zo skupin neodovzdala po vyplneni kon-
trolné zoznamy. Po druhé, Studenti si ich vyhodnocovali sami, bez externej kon-
troly. Hoci sa na hodnotenie simulécie pri sumativnom hodnoteni kurzu slovensky
jazyk neprihliadalo a Studenti boli povzbudzovani k tprimnosti s dérazom na to,
Ze cielom je spoloc¢na reflexia a zlepSenie vyucby, nemozno vylacit, Ze niektori
Studenti mohli svoje vykony mierne prikraslit. Pre zabezpecenie uplnosti a spo-
lahlivosti dat je nevyhnutna zmena mechanizmu zberu dat.

2. Hodnotenie makkych zrucnosti a komunika¢nych kompetencii

Sucasny model sa sustredil na ziskané informacie. Kvalite anamnestického rozho-
voru - pozdrav, predstavenie, dévod rozhovoru, plynuly priebeh rozhovoru, logic-
ky sled otazok - ¢i kvalite celkového komunika¢ného prejavu - droven slovenciny,
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kladenie logickych a relevantnych otazok, aktivne pocCtuvanie, empatia, reSpekt, re-
akcia na emécie pacienta, ako aj profesionalna stranka - napr. dodrZanie ¢asového
limitu a etické spravanie - sa venoval len okrajovo. Pre budice simulacie sa stava
novym cielom posilnenie hodnotenia makkych zrucnosti a ostatnych komponentov
profesionalnej komunikacie, ktoré tvoria neoddelitelnt stucast efektivneho odberu

v

anamnézy a zohravaju kli¢ovt dlohu pri hodnoteni v ramci formatu OSCE.

Alternativne riesenie pre budiice hodnotenie

Idedlnym rieSenim by bolo zabezpecit pritomnost pozorovatela pri kazdom roz-
hovore, ktory by sa zameral vylune na hodnotenie komunika¢nych a interperso-
nalnych kompetencii Studentov. V sicasnosti vSak takyto personalny model nie je
z kapacitnych dovodov realizovatelny.

Jednou z alternativ je bezprostredné hodnotenie tejto zlozky pritomnym pedagé-
gom hned’ po ukonceni kazdého odberu anamnézy formou kratkeho rozhovoru so
$tudentmi. Tento spdsob by vsak predizil celkovy ¢asovy harmonogram aktivity.
MozZnym kompromisom by bolo vyuzitie $truktiirovaného hodnotiaceho formu-
lara, ktory by pedagdgovi umoznil rychlejsie a systematickejSie zaznamenat pozo-
rované aspekty makkych zrucnosti. Tento navrh vSak vyzaduje dalSie planovanie,
pilotné overenie a odbornu diskusiu.

II1. Budtce rozsirenie tém a vyucby

Dal$im déleZitym tematickym rozsirenim by bolo pridanie komunikacie tykajticej
sa vySetreni - overenie identity pacienta a ziskanie suhlasu na vySetrenie, vy-
svetlenie, aké vySetrenie sa bude robit, informovanie pacienta o kazdom kroku,
vhodna neverbalna komunikacia, predovSetkym melédia a tén hlasu vyjadrujtica
empatiu a reSpekt, vhodné reagovanie na pacienta pri bolesti alebo strachu, ¢i pos-
tihnuti, informovanie pacienta, Ze vySetrenie skoncilo, podakovanie sa pacientovi
a pripadné vysvetlenie dalSieho postupu.

IV. Edukaény prinos (zistenia kvantitativnej analyzy)

Kvantitativna analyza preukdzala, Ze Studenti lepSie zvladaju odber predovsetkym
tych casti anamnézy, v ktorych mo6zu vychadzat prevazne z beZnej slovnej zasoby;,
ktorti mali moZnost precviovat od zaciatkov kurzu (osobné informécie, rodina,
zakladné ochorenia a symptémy). Na druhej strane pri anamnézach vyzadujticich
komplexnejsie a odbornejsie jazykové kompetencie, ako aj pri anamnézach vyza-
dujucich Specificki a menej precvicovanu slovna zasobu sa vyskytol isty pokles
uspesSnosti. Na zdklade vysledkov analyzy sa tak ukazuje potreba integracie no-
vych postupov do dalSieho vyucbového procesu v zaujme odstranenia zistenych
nedostatkov. Ide predovsetkym o:

94 Stadia



¢ PrecviCovanie pokrocilej ¢i Specifickej slovnej zasoby.
¢ Trénovanie reakcie na spontanne podnety a kladenie dopliiujtcich otazok pa-
cientovi.

¢ Odstrantiovanie nedostatkov v profesionalnej komunikacii.

ZlepSenie urovne v danych oblastiach by sa dalo docielit' zintenzivnenim ich pre-
cvi¢ovania ¢i integrovanim Specidlne zameranych cviceni a aktivit s dérazom na
simula¢nu vyucbu.

V. Edukacny prinos (zistenia kvalitativnej analyzy)

Kvalitativna analyza Studentskej spatnej vazby poskytla ndhlad do vnimania simu-
lacie vo formate OSCE a odhalila klticové faktory, ktoré prispievaju k jej edukacnej
hodnote. OSCE simulacia demonstrovala, Ze poskytnutim priestoru na aktivne
zapojenie sa a na aplikaciu vedomosti v kontrolovanej simulacii dochadza k po-
silneniu $tudentskej motivacie a zniZovaniu napitia, ktoré je casto pozorované
vo vyucovani teoretickych predmetov. Oceflovanie interakcie s réznymi peda-
gégmi a Studentmi z inych skupin potvrdzuje vyznam kolaborativnych pristupov
v procese vzdeldvania. Tym, Ze sa narusi zauZivand dynamika homogénnych Stu-
dijnych skupin, podporuje sa flexibilita, adaptabilita a schopnost pracovat v time,
Co je pre buduceho lekara nevyhnutné.

VI. Limity analyzy
Limity analyzy vidime v dvoch aspektoch:

¢ Rozsah vzorky: Vyskum bol vykonany len so 43 Studentami, ¢o znameng, Ze
vysledky nie je moZné s istotou generalizovat na celll populaciu Studentov
mediciny.

¢ Zmeny scenarov v priebehu podujatia: V zaujme naplnenia o¢akavani Studen-
tov doslo medzi prvym a druhym terminom simulécii k uprave scenarov, Co
mierne narusilo kvantitativnu analyzu zozbieranych tidajov.

Zaver

PredloZena Stiidia dokumentuje adaptaciu formatu OSCE do podoby simulécii pre
tréning odberu anamnézy a podava detailny popis organizacie podujatia, pricom
Stddia zaovei Uspes$ne preukazala, Ze pouZitie formatu OSCE (Objective Structured
Clinical Examination) predstavuje metddu s vyrazne aktivizujicim charakterom vo
vyucovani slovenciny ako cudzieho jazyka v odbornej jazykovej priprave Studen-
tov mediciny. Pilotny projekt potvrdil, Ze tento pristup dokaze vyznamne zvysit
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angazovanost a motivaciu Studentov, a to najmi prepojenim teoretickych jazy-
kovych znalosti s praktickym nacvikom klinickych zrucnosti, ako je odber anam-
nézy. Vysledky kvantitativnej analyzy ukazali, Ze Studenti vykazuji dobru uroven
v anamnézach s beznou, neodbornou slovnou zasobou, zatial' ¢o odbornejsie ja-
zykové kompetencie, ako aj flexibilita v reagovani na pacientove odpovede si do
budicna vyzaduju dokladnejSie precvicovanie na hodinach. Napriek pocliato¢nym
organizaCnym a priestorovym vyzvam prebehla aktivita plynulo a dosiahla sta-
novené ciele. Vzhladom na preukazané benefity a pozitivhu odozvu od Studentov
aj pedagoégov, autori planuju rozsirenie projektu na vSetky Studentské kruzky, co
bude predstavovat novu logisticka vyzvu z hladiska personalnych a priestorovych
narokov. Budtca praca sa zameria na zdokonalenie metodiky a najdenie vhodné-
ho modelu, ktory by umoznil systémové a objektivne hodnotenie komunikacnych
a interpersonalnych kompetencii studentov, ¢im sa dalej posilni eduka¢ny prinos
tejto inovativnej metddy.
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Vyuziti jazykovych Korpusii ve vyuce odborného
ciziho jazyka na vysoké skole - prehledova studie

The Use of Language Corpora in Teaching Languages for Special
Purposes in Tertiary Education: A Review Study

Sarah Dobidsova

Abstract: This review article examines how language corpora can be used in teaching English
for Specific Purposes (ESP) at the tertiary level. It briefly outlines the theoretical foundations
of corpus linguistics and provides a quantitative and qualitative analysis of recent studies from
selected key journals focused on ESP. The findings show that language corpora are most com-
monly used for linguistic analysis of academic and professional texts and for the subsequent
development of study materials, as well as in the area of curriculum planning and evaluation.

Key words: language corpus, corpus linguistics, foreign language teaching, English for Specific
Purposes (ESP), specialised vocabulary, needs analysis, tertiary education

Abstrakt: Tento piehledovy ¢lanek zkouma, jak mohou byt jazykové korpusy vyuzity ve vyuce
anglictiny pro specifické tcely (ESP), v terciarnim vzdélavani. Predstavuje strucné teoretické
zaklady korpusové lingvistiky a prinasi kvantitativni a kvalitativni analyzu nedavnych studii
z vybranych kli¢ovych ¢asopisti zamérenych na ESP. Zjisténi ukazuji, Ze jazykové korpusy se
nejcastéji vyuzivaji k lingvistické analyze akademickych a odbornych texti a k nasledné tvorbé
studijnich material{i, pfipadné v oblasti planovani a hodnoceni kurikula.

Kli¢ova slova: jazykovy korpus, korpusova lingvistika, vyuka cizich jazykd, angli¢tina pro spe-
cifické ucely (ESP), odborna slovni zasoba, analyza potieb, vysokoskolské vzdélavani

1 Uvod

V poslednich desetiletich doslo ve vyuce cizich jazykl k vyraznému posunu sme-
rem k pristuptim, které vyuzivaji autenticka jazykova data. Do ucebnic se tak do-
stavaji priklady, jez vice odpovidaji redlnym situacim, do nichZ se studenti ciziho
jazyka mohou dostat. Vyuka se timto zpisobem snaZzi 1épe prizplisobovat potre-
bam studenti a konfrontovat je s realnym jazykem. Jednim z nastroji, ktery je
v tomto Kontextu cCasto zminovan v odborné - prevazné teoretické - literature,
jsou jazykové korpusy, tedy elektronické sbirky autentickych jazykovych dat, které
umoziuji objevovat jazyk takovy, jaky skute¢né je, v¢etné jeho regionalnich, soci-
alnich a individudlnich zvlastnosti (Guilquin & Granger, 2010).

Odborna literatura také casto uvadi, Ze jazykové korpusy mohou vyznamné obo-
hatit vyuku cizich jazyka na vSech stupnich vzdélavani, tj. u zakd a studentt riz-
ného véku a zaméreni (Gablasova & Brezina, 2017; Gablasova, Brezina & McEnery,
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2019). I pres to ale jejich skutecné zapojeni do vyuky narazi na radu piekazek, na
coz upozornuje rada studii mapujicich aktualni stav zapojeni korpust do jazykové
vyuky v praxi (napt. Tyne, 2012; Guilquin & Granger, 2010; Poole, 2020; Curry &
McEnery, 2025; Farr & Lenko-Szymanska, 2024). Tyto studie radi mezi nejcastéj-
$i problémy komplikujici zarazeni korpusi do cizojazy¢né vyuky nizké povédomi
ucitell o moznostech vyuziti korpusovych nastrojii ve vyucovani i jeho pripravé
(Tyne, 2012), nedostatek metodickych materialG a tim souvisejici ¢asova naroc-
nost pripravy a technicka ¢i organizacni omezeni (Guilquin & Granger, 2010).

PrestoZe vySe citovana literatura pochazi prevazné z anglofonniho prostredi, které
lze oznacit za kolébku korpusové lingvistiky, i Ceska lingvistika a didaktika se
v poslednich letech vénuji vyzkumu vyuziti korpust v jazykové vyuce. Pozornost
je pritom zaméfena nejen na vyuku anglictiny jako ciziho jazyka (Mala, 2021), ale
také na vyuku cestiny. P¥ikladem jsou publikace Kopiivové a Smejkalové (2019),
které predstavuji jazykové korpusy a dalsi elektronické zdroje véetné jejich vyuziti
ve vyuce ¢eského jazyka. Podobné zaméfena je i prace Sromové, Sebesty a kol.
(2019), jeZ nabizi konkrétni naméty a strategie pro vyucovani Cestiny jako ciziho
jazyka a tvorbu pracovnich listli. V ¢eském prostiedi se objevuji i publikace doku-
mentujici tvorbu specializovanych jazykovych korpusi a databazi. Kovarik a Ko-
varikova (2021) predstavuji databazi Akalex, kterd obsahuje akademickou slovni
zasobu - jak jednotliva slova, tak viceslovna spojeni - a mize slouzit k vyzkumu
akademické Cestiny. Dilezitost zkoumani odborné cestiny pro vyuku zakid a stu-
dentd strednich $kol s odliSnym matefskym jazykem zdlraznuji také Prevratilova
a Vrabelova (2025) a Valisova (2025). Prvni z uvedenych autorek se zaméruje na
urceni odborné slovni zasoby vyucovacich predmétd, jejiz znalost by méla zakim
s odliSnym matei'skym jazykem usnadnit prechod na stfedni skolu. Druha autorka
se vénuje slovestim a jejich kolokacim, které sice patfi k odbornému jazyku, s nimz
se zaci setkavaji uz na zakladni Skole, avSak nejsou oborové specifické.

Také na Ceskych vysokych Skolach probihaji pokusy o vyuziti a zaclenéni jazy-
kovych korpusti do vyuky, mimo jiné i v oblasti angli¢tiny pro specifické tcely.
Prikladem mize byt Centrum jazykového vzdélavani Univerzity obrany v Brné.
Jednim z vyzkumnych cili projektu, zaméreného na zkoumani moznosti imple-
mentace jazykovych korpusi do vyuky obecného i odborného anglického jazyka
(pripadné do jeji pripravy), je vytvorit souhrn poznatkl z této oblasti. Tyto po-
znatky vychazeji ze studia teoreticky i prakticky orientované domaci i zahrani¢ni
odborné literatury. Cilem tohoto ¢lanku je predstavit syntézu zjisténi, Cerpanych
predevsim z anglicky psanych studii publikovanych v ¢asopisech English for Spe-
cific Purposes, Journal of Teaching English for Specific Purposes, English for Specific
Purposes Today a International Journal of English for Specific Purposes v poslednim
desetileti.
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2 Jazykovy korpus: definice a funkce

Diiv neZ pristoupime k tematické analyze Casopisii, podivime se, co vlastné jazy-
kovy korpus je a jaky vyznam ma pro lingvistiku.

Jazykovy korpus je velmi rozsahly soubor psanych, mluvenych nebo multimodal-
nich projevi, prip. jejich kombinace, v elektronické podobé. Tento soubor je lin-
gvisticky anotovan, coz znamen3, Ze jednotliva slova i véty v ném obsazené jsou
opatireny morfologickymi a syntaktickymi informacemi. Kromé toho obsahuje kor-
pus rovnéZ metainformace o jednotlivych textech, jako jsou jeho autor/autofi, rok
vzniku, Zanr ¢i médium (Weisser, 2016). VSechny tyto informace umoziuji detailni
analyzu jazyka na lexikalni, syntaktické, sémantické, pragmatické i sociolingvis-
tické drovni. Diky pocitaclim je navic mozné rychlé vyhledavani, coz usnadiuje
analyzovat obrovské mnozstvi textd, identifikovat frekvence slov a frazi, sledovat
jazykové vzorce a objevovat souvislosti, které by pfi manudlnim zpracovani bylo
témér nemozné zjistit.

Z vyse uvedenych divodi jsou jazykové korpusy v soucasnosti Siroce vyuzivany
v lingvistickém vyzkumu: napt. Baker (2004) pouziva jazykovy korpus k zachyceni
rozdild v klicovych slovech mezi riznymi Zanry, McEnery (2005) se zabyva vyvo-
jem vulgarismi a jejich vnimanim ze strany posluchaci, Baker, Gabrielatos McEne-
ry (2013) analyzuji reprezentaci isldmu v britském tisku a Collins, Gablasova a Pill
(2023) se zase vénuji typologii otazek, které se vyskytuji v komunikaci mezi 1ékati
a pacienty. DileZzitou roli sehravaji korpusy také v lexikografii, kde slouzi mimo
jiné k analyze slovni zasoby z hlediska frekvence uziti jednotlivych slov a slovnich
spojeni v redlném jazyce. Pfikladem miize byt frekvencni slovnik nazvany New
General Service List, ktery na zdkladé rozsahlého korpusového vyzkumu sestavili
Brezina a Gablasova (2015).

Podle mnoha vyzkumnikd (napf. Guilquin & Granger, 2010; Gablasova & Brezi-
na, 2017; Gablasova, Brezina & McEnery, 2019 lze metody préace s jazykovymi
korpusy, které byly vyuzity ve vySe citovanych studiich, velmi efektivné aplikovat
i v oblasti vyuky cizich jazykd. Gablasova, Brezina & McEnery (2019) identifikuji
tri oblasti, ve kterych se miiZou jazykové korpusy ve vyuce cizich jazykd uplatnit:

e tvorba korpusi tzv. Zakovského jazyka (angl. ,learner corpora“), které obsahuji
vyhradné jazykovy projev zaki/studentl. Na zakladé téchto korpust lze sledo-
vat napr. vyvoj osvojovani si ciziho jazyka na jednotlivych tirovnich dle SERR;

 tvorba vyukovych materialti (napt. u¢ebnic nebo pracovnich listi), které obsa-
huji priklady realného jazyka;

« vyuziti korpusi ptimo v hodinach ciziho jazyka, napft. pti rozvoji slovni zasoby,
gramatiky nebo stylistiky. V tomto ohledu jsou korpusy v souladu s principy

Studie 101



tzv. ,data-driven learning®, tedy vyuce zaloZené na datech, kdy studujici sami
objevuji jazykové struktury, které si timto zaroven osvojuji.

Lze tedy rici, Ze jazykové korpusy predstavuji nejen vyznamny nastroj pro lingvis-
ticky vyzkum, ale také zdroj s vyraznym didaktickym potencidlem pti vyuce cizich
jazyku. Pfi ivahach o jejich zapojeni do vyuky na konkrétnim odborném pracovisti
je vSak nezbytné promyslet, v jakych oblastech a jakymi metodami mohou byt
korpusy vyuZity nejefektivnéji. Tato otazka je obzvlast relevantni v kontextu vyuky
cizich jazykl pro odborné ucely (ESP), kde je treba reagovat na specifické komu-
nika¢ni pozadavky jednotlivych oborli a poskytovat studentiim autentické jazyko-
vé modely odpovidajici jejich budoucim profesnim potiebam. Nasledujici piehled
proto nabizi syntézu poznatkd z odborné literatury a ukazuje, jakym zpisobem
mohou korpusy prispét k cilenému rozvoji odborné jazykové kompetence.

3 Metodologie

Pro ucely vytvoreni piehledové studie byly analyzovany nasledujici odborné ¢aso-
pisy zamérené na vyuku ESP: English for Specific Purposes, Journal of Teaching Eng-
lish for Specific Purposes, English for Specific Purposes Today alnternational Journal of
English for Specific Purposes. Jedna se o renomované védecké ¢asopisy indexované
ve Web of Science, které odrazeji soucasné trendy a vyzkumné ptistupy v oblasti
ESP. Pro ucely tohoto ¢lanku byla analyzovana pouze cisla publikovana v posled-
nim desetileti, tzn. mezi léty 2015 a 2024.

Analyza, jejiz vysledky budou prezentovany v nasledujici sekci, kombinuje kvan-
titativni a kvalitativni pristup. Kvantitativni ¢ast ukaZe, do jaké miry a jak casto
se v uvedenych casopisech objevuji clanky zamérené na vyuziti korpusi ve vyuce
ESP, pripadné jaka témata se zde vyskytuji a s jakou frekvenci. Kvalitativni cast
se nasledné zaméruje na detailnéjsi charakteristiku nejvyraznéjsich tematickych
linii a uvadi reprezentativni priklady publikovanych studii. Cilem této analyzy je
poskytnout systematicky piehled dosavadniho vyzkumu v dané oblasti, identifi-
kovat prevazujici trendy a zdroveii vymezit prostor pro dals$i potencidlni sméry
zkoumani.

4 Vysledky vyzkumu

Nasledujici kapitola shrnuje vysledky provedené analyzy a predstavuje klicové po-
znatky ziskané z kvantitativniho (4.1.) i kvalitativniho (4.2.) zkoumani publikova-
nych studii.
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4.1 Kvantitativni analyza

Jak jiz bylo uvedeno v ptredchozim textu a jak napovida i samotny nazev c¢lanku,
vyzkum byl zaméfen na zjiSténi, do jaké miry se ve vyuce ESP vyuZivaji nastroje
korpusové lingvistiky, a to na zakladé analyzy odbornych akademickych publika-
ci. Tab. 1 uvadi frekvenci vyskytu ¢lank zaméfenych na korpusovou lingvistiku
v danych odbornych ¢asopisech v obdobi 2015-2024.

Tab. 1: Frekvence vyskytu ¢ldnki zamérfenych na korpusovou lingvistiku ve vybranych akademickych ¢asopisech

ROK s Er_)glish for 'l::;;sal_l’ % rT.:::’c';Ficg English for Specific
pecific Purposes and Academic Purposes Purposes Today
2015 5 1 3
2016 1 0 2
2017 2 1 1
2018 1 1 0
2019 7 1 1
2020 6 1 2
2021 5 3 1
2022 13 4 1
2023 0 3 1
2024 3 0 3

Z uvedené tabulky vyplyva, Ze zajem akademickych Casopisi zamérenych na ESP
o jazykové korpusy existuje, jelikoZ je toto téma pritomné ve trech ze Ctyt zkou-
manych periodik. Nejvice ¢lankd zaméfenych na korpusovou lingvistiku bylo pu-
blikovano v casopise English for Specific Purposes, a to v roce 2022 (13 ¢lanki),
coz predstavuje vyrazny nardst oproti predchozim letim. Tento ¢asopis zaroven
celkové publikuje nejvétsi pocet ¢lankd na dané téma - z 501 ¢lankd se 43 veé-
novalo problematice korpusti (8,6 %). Naopak casopis Journal of Teaching English
for Specific and Academic Purposes vykazuje podstatné méné stabilni publikacni
¢innost v této oblasti, s maximem Ctyi ¢lankd v roce 2022. Celkové zde bylo
mezi lety 2015 a 2024 publikovano 15 ¢lanki tykajicich se korpusové lingvistiky
z celkového poctu 514 publikaci, coz predstavuje relativné nizky podil (2,92 %).
Casopis English for Specific Purposes Today mél obdobny poéet ¢lanki na dané téma
(15), avsak z nizsiho celkového poctu publikaci (226), coz ukazuje na vys$si mi-
ru zastoupeni korpusové problematiky (6,64 %). I zde dochazi ke kolisani poctu
¢lankd v jednotlivych letech, avsak lze pozorovat urcitou stabilitu v zajmu o toto
téma. Casopis International Journal of English for Specific Purposes ve sledovaném
obdobi nepublikoval zadné ¢lanky na téma jazykovych korpusi. Celkové tabulka
ukazuje, Ze korpusova lingvistika je v ramci vyzkumu ESP pritomnym, avSak nikoli
dominantnim tématem. Pro lepsi piehlednost je celkovy trend zndzornén v nasle-
dujicim grafu (obrazek 1).
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Obr. 1: Trend poctu ¢ldnku o korpusové lingvistice ve vybranych casopisech (2015-2024)

Z grafu vyplyva, Ze v roce 2022 se v Casopise English for Specific Purposes objevilo
celkem 13 ¢lankt zabyvajicich se korpusovou lingvistikou, coZ je vyrazné vice nez
v ostatnich letech. V tomto roce byla kromé ¢étyt pravidelnych cisel vydana jesSté
dvé specidlni cisla - jedno vénované digitalni mediaci ve vyuce ESP (angl. Digital
Mediation in ESL Genres) a druhé zamérené na vyuku ESP v tichomoiském regionu
(angl. ESP in the Pacific Rim). Ani v jednom z téchto specidlnich vydani se vSak
nenachazi c¢lanek zaméreny na korpusovou lingvistiku. V roce 2022 tedy vyslo
celkem Sest Cisel Casopisu. To je mozna divod, pro¢ zbyvajici ¢isla obsahovala
vétsi mnozstvi ¢lankd o korpusové lingvistice, coz by mohlo vysvétlovat vyrazny
narist takto zameérenych publikaci v daném roce.

V nasledujici sekci se zaméifime na analyzu témat vztahujicich se ke korpusové
lingvistice ve zkoumanych ¢asopisech. Analyza sleduje rtznorodost zkoumanych
oblasti, které odrazeji $ifi moznosti vyuziti jazykovych korpust v ramci ESP. Cilem
je zjistit, zda se néktera témata opakuji, pripadné zda existuji oblasti, kde je kor-
pusova lingvistika bézné aplikovana, a naopak oblasti, kde se zatim tolik neuplat-
nuje, ale mohou byt povazovany za pocinajici trend. Analyza rovnéz podrobnéji
predstavi jednotlivé tematické okruhy, véetné odkazii na konkrétni ¢lanky, které
mohou slouzit jako inspirace k vyuziti jazykovych korpusi ve vyuce ESP.
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4.2 Kvalitativni analyza

Cilem nasledujici kvalitativni analyzy je predstavit hlavni tematické okruhy, které
se objevuji v odbornych ¢lancich zaméfenych na vyuku odborného ciziho jazyka
s vyuzitim korpusd ve zkoumanych casopisech. Obecné lze tici, Ze mozZnosti vy-
uziti korpusl ve vyuce jsou pomérné rozmanité, avsak jejich kategorizace byla
pomeérné slozitd, protoze jednotlivé zplisoby pouziti se vzajemné prolinaji. Nasle-
dujici tabulka (Tab. 2) poskytuje piehled jednotlivych tematickych okruht, véetné
jejich podkategorii a poctu zarazenych ¢lanki.

Tab. 2: Hlavni tematické okruhy vyuky odborného ciziho jazyka s vyuZitim korpust

TEMATICKY OKRUH CHARAKTERISTIKA PODKATEGORIE POCET CLANKU
vyuka akademické teoretické pfistupy k vyuce ESP 20 28
aodborné anglictiny | praktické vyuziti korpust ve vyuce ESP
strategie podpory motivace studentd k uéeni 2
akademického a odborného jazyka pomoci korpust
akademicky diskurz formalni a Zanrova specifika akademickych textd 18 23
autorova pozice a postoj; strategie vyjadfovani nazoru 3
a hodnoceni v akademickych textech
koherence a koheze akademickych textt 2
specializovany lexikdlIni jevy v oborové nespecifikovanych textech 10 22
odborny jazyk lexikalni jevy v oborové | lékafskd angli¢tina 4
specifickych textech pravnicka angli¢tina 3
jazyk turismu a médii 3
letecka anglic¢tina 2

Z tabulky vyplyva, Ze nejpocetnéjsi skupinu tvori ¢lanky zamérené na vyuku aka-
demické a odborné anglictiny, kam bylo zatrazeno celkem 28 textl (38 %). Zbyva-
jici dva tematické okruhy se jiz nevénuji samotné vyuce, ale lingvistické analyze
téchto textl. Ta se zaméruje na formalni aspekty (napt. identifikaci charakteristic-
kych rysti akademickych a odbornych textli obecné ¢i v ramci jednotlivych zanri),
dale na syntaktickou a lexikalni rovinu. Okruh orientovany na akademicky diskurz
zahrnuje 23 ¢lankd (32 %) a oblast zkoumajici lexikalni jevy v odborném jazyce
pak 22 c¢lankd (30 %). Prestoze jsou mezi jednotlivymi kategoriemi urcité rozdily,
jejich zastoupeni lze povazovat za pomérné vyrovnané.

V nasledujicich sekcich se podrobnéji zaméfime na jednotlivé tematické okruhy.
Budeme zkoumat, jaka témata se v kazdém z nich objevuji, a predstavime shrnuti
alespont jednoho reprezentativniho c¢lanku, doplnéné odkazy na dal$i souvisejici
publikace. Kritériem pro vybér podrobnéji analyzovanych studii bude bud’ jejich
cita¢ni ohlas, reprezentativnost vi¢i dané oblasti nebo vybrany ¢lanek predstavuje
zajimavé vyuziti jazykovych korpust v ramci vyzkumu ESP, které miiZze naznacovat
vznikajici vyzkumny trend. Uvédomujeme si v3ak, Ze vybér podle poslednich dvou
kritérii mize byt do urcité miry subjektivni.
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4.2.1 Vyuka odborné anglictiny

Tématu vyuky akademické anglitiny se vénuje celkem 28 ¢lank{, coz z néj Cini
nejpocetnéjsi kategorii z hlediska prezentovaného vyzkumu. Tyto ¢lanky zahrnuji
jak teoretické studie, které se zabyvaji mozZnostmi, jeZ korpusova lingvistika nabiz{
v riznych oborech i fazich vyuky (at uz v pripravné fazi nebo pri samotné rea-
lizaci vyuky), tak i prakticky zamérené studie dokumentujici konkrétni zptisoby
vyuziti korpusti ve vyuce. Tyto praktické prace Casto obsahuji priklady vyukovych
aktivit, cvi¢eni vytvorenych s vyuZitim korpusu nebo jejich evaluaci. Z ¢lanku je
také patrné, ze vyuziti korpusi ve vyuce odborné anglictiny je - at’ uz v teoretické
nebo praktické roviné - Uzce spjato s konceptem analyzy potreb (angl. ,needs
analysis“). Jedna se o nastroj, jehoz cilem je zjisStovat pozadavky prostiedi, do
kterého se planuje implementace zmén, a zajistit tak, aby tyto zmény byly ade-
kvatni a vedly k pozitivnim vysledkiim. Korpusové zaloZzena analyza potieb tedy
umoziiuje vytvaret presnéjsi a 1épe cilené vyukové strategie, které odpovidaji re-
alnym potiebam konkrétni skupiny studentl ¢i konkrétni vyukové situaci. Timto
pristupem se zabyvaji naptiklad prace Staples (2015) a Staples (2019). Zajima-
vym, dosud méné rozvinutym, ale slibnym smérem vyzkumu je téma vlivu vyuzi-
vani jazykovych korpust na motivaci studentd, jejichZ cilem je naucit se odborny
cizi jazyk (Argyroulis, 2022). Na posledni dva jmenované ¢lanky se v nasledujicim
textu podivime podrobnéji.

Staples (2019) ve svém clanku ,,Using corpus-based discourse analysis for cur-
riculum development: Creating and evaluating a pronunciation course for in-
ternationally educated nurses” sleduje jazykové obtiZze mezinarodnich studenti
oSetrovatelstvi a na zakladé svych zjisténi navrhuje cilené intervence k jejich pie-
konani. Studie se zaméruje na vyvoj kurikula pro vyuku zdravotnické anglictiny
zaloZeného na korpusu sestaveném pro tento tcel. Clanek se orientuje na vyuzZiti
korpusovych dat pro vyuku vyslovnosti, coz je dosud malo prozkoumana oblast.
V ¢lanku je popsana kvantitativni analyza 104 interakci mezi sestrami a pacienty
z hlediska potreb sester v klinické komunikaci, zejména pak v oblasti vyslovnosti
(tj. intonace, vysky hlasu, volby ténu a vétného pitizvuku). Na zakladé korpusové
analyzy jsou identifikovany zasadni rozdily mezi diskurzem americkych a mezi-
narodnich sester. Tyto rozdily nasledné slouzi jako zaklad pro tvorbu vyukového
kurzu zaméieného na vyslovnost. Clanek dale popisuje proces vyvoje kurikula,
jeho obsah a metody evaluace ucinnosti vyuky (zahrnujici pre- a post-testy, roz-
hovory s ucastniky i vyucujicimi a celkové hodnoceni kurzu). Vysledky ukazuji,
Ze tento pristup zaloZeny na korpusech ma pozitivni vliv na kvalitu vyslovnosti
a jistotu studentd pii zdravotnické komunikaci.

Druhou studii, na kterou se zaméiime, predstavuje ¢lanek ,Investigating Student
Motivation in the Use of Corpus Concordancing in ESP Learning at University
Level“ (Argyroulis, 2022). Jak jiz bylo uvedeno vyse, téma vlivu korpusii na mo-
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tivaci studentl zatim neni prilis frekventované, nicméné jde o oblast mimoradné
zajimavou a perspektivni, nebot propojuje lingvistické technologie s psychologii
uceni. Tento ¢lanek predstavuje kvalitativni ¢ast rozsahlejsiho vyzkumného pro-
jektu zaméreného na ESP prostiednictvim korpusové konkordance na univerzitni
urovni. Byl sestaven korpus o rozsahu deseti milionl slov, ktery zahrnoval texty
z oblasti specialni pedagogiky, obecné akademické angli¢tiny a obecné anglictiny.
Vyzkum porovnaval tzv. korpusovou vyukovou metodu (angl. ,Corpus Teaching
Method“ [CTM]) s tradi¢ni vyukovou metodou (angl. ,Traditional Teaching Me-
thod” [TTM]) z hlediska motivace studentti. Data byla sbirana prostrednictvim mo-
tivacniho dotazniku, otevieného prizkumu a korpusové stylové analyzy odpovédi.
Analyza ukazala klicové faktory, které studenty tfi tirovni pokrocilosti (zac¢atec¢ni-
ky, mirné pokrocilé a pokrocilé) pti vyuce bud’ motivuji, nebo naopak demotivuji.
Vyznamnym zjiSténim bylo, Ze i kdyz zacatec¢nici byli k praci s korpusem zpocat-
ku zdrzenlivi, zna¢nd c¢ast z nich vyjadrila pirani vyuzivat korpusy zejména pri
uceni slovni zasoby, které prisuzovali vysokou motiva¢ni hodnotu. U pokrocilej-
$ich studentl se pozitivni pristup k této metodé projevil jeSté vyraznéji. Zavérem
autor uvadi radu pedagogickych implikaci, které mohou byt uzitecné pro ucitele
ESP na univerzitni drovni, napt. doporuceni integrovat korpusovou praci do vyuky
postupné, vhodné ji kombinovat s tradi¢nimi metodami a zamérit se na rozvoj
autonomie studentl pii praci s jazykovymi daty.

Lze tedy rici, Ze ¢lanky publikované ve zkoumanych ¢asopisech jsou ve velké mi-
fe zaméreny na dokumentaci praktickych zkuSenosti se zavadénim a vyuzivanim
jazykovych korpusti - at' uz pri tvorbé studijnich opor, jednotlivych kurza ¢i os-
nov. To 1ze do jisté miry vnimat jako kontrast k tvrzenim nékterych vyzkumniki,
podle nichz jazykové korpusy dosud nenasly v praktické vyuce SirSi uplatnéni
(napt: Poole, 2020; Curry & McEnery, 2024).

4.2.2 Akademicky diskurz

Akademicky diskurz zahrnuje Siroké spektrum textli - od ucebnich materialt
a kvalifikac¢nich praci aZ po odborné ¢lanky z riznych védnich oblasti. Spole¢nym
rysem téchto textil je jejich ukotveni v akademickém prostiedi a cilové publikum
tvorené akademiky a studenty. Aby si tito mohli osvojit dovednosti potfebné pro
produkci téchto textd, je nutné identifikovat jejich typické rysy. Pravé v této sou-
vislosti se stale Castéji uplatnuji metody korpusové lingvistiky, ktera nabizi Gcin-
né nastroje pro analyzu akademickych textl a odhaleni jejich charakteristickych
vlastnosti.

Na zakladé kvalitativni analyzy 23 ¢lankl publikovanych ve zkoumanych casopi-
sech lze rici, Ze se vyzkum soustfedi na tfi hlavni oblasti: formalni, stylistické
a syntaktické vlastnosti textd, a to jak v obecné roving, tak i s ohledem na konkrét-
ni Zanry (naptr. Kanoksilapatham, 2015; Flowerdew & Petri¢, 2024; Liu, 2022; Liu,
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Fan & Dang, 2022), autorovu pozici a vyjadfovani postoje ¢i hodnoceni (pozitiv-
niho i kritického) jinych praci (napt. Poole, 2021; Agcam, 2015; Liu & Chen, 2022;
Grigoriev & Sokolova, 2019) a otdzky koherence a koheze (Jamalzadeh, 2017).

Vybrané studie, které budou dale rozebrany podrobnéji, byly zvoleny pro svou
srozumitelnost a jasné popsanou metodologii. Zarovenl byla vybrana jedna studie
pro kazdou z uvedenych podkategorii.

Kanoksilapatham (2015) ve studii , Distinguishing textual features characteri-
zing structural variation in research articles across three engineering sub-
discipline corpora“ analyzuje vyzkumné ¢lanky ze stavebniho, softwarového a bi-
omedicinského inZenyrstvi. Pomoci Zanrové analyzy identifikuje strukturalni jed-
notky tah a krok (angl. move a step) a sleduje jejich rozloZeni v jednotlivych cas-
tech ¢lankd. Porovnava tak nejen strukturu jednotlivych casti, ale i ¢lanky z uvede-
nych tfi subdisciplin mezi sebou. Vysledky ukazuji, Ze i v rdmci jednoho oboru se
subdiscipliny vyrazné li$i v organizaci argumentace a prezentaci vysledkd. Studie
tak potvrzuje, Ze i univerzalni Zanr vyzkumného ¢lanku podléha disciplinovym
specifiklim, coZ ma zasadni vyznam pro vyuku akademického psani - upozornuje
totiZ na nutnost prizpisobovat jazykové strategie konkrétni védecké komunite.

Agam (2015) ve studii ,Author Stance in Academic Writing: A Corpus-Based
Study on Epistemic Verbs“ zkouma vyjadiovani autorova postoje prostiednictvim
epistemickych sloves, ktera signalizuji miru jistoty ¢i nejistoty vypovédi. Na zakla-
dé kontrastivni mezijazykové analyzy porovnava disertacni prace rodilych mluv-
Cich angliCtiny, turectiny a SpanélStiny. Vysledky ukazaly, Ze turecti autori plisobi
sebejistéji, zatimco rodili mluv¢i anglictiny a Spanélsti autoii maji tendenci volit
opatrnéjsi formulace. Studie zaroven nabizi vysvétleni téchto rozdilti a doporuceni
pro vyuku akademického psani.

Jamalzadeh (2017) ve studii ,,A Corpus-Based Study of Cohesive Conjunctions in
Medical Research Articles Written by Iranian and Non-Iranian Authors“ ana-
lyzuje vyuziti spojek v lékatskych vyzkumnych ¢lancich franskych a neiranskych
autord. Na zakladé taxonomie Hallidaye a Hasanové (1976) a statistické analyzy
(chi-kvadrat test) zjistuje, Ze mezi obéma skupinami autorid neni vyznamny rozdil
v celkové Cetnosti spojek. V obou korpusech prevazuji slucovaci spojky, zatimco
Casové jsou nejméné Casté. Rozdil se projevil pouze v poradi pri¢innych a odpo-
rovacich spojek.

Analyzy uvedenych studii potvrzuji, Ze akademicky diskurz je podminén radou
disciplinarnich, kulturnich a jazykovych faktort, které ovliviiuji zptisob, jakym au-
tori konstruuji vyznam, argumentaci a vztah k Ctenari. Kanoksilapatham (2015)
ukazuje, Ze i v ramci jednoho oboru mohou jednotlivé subdiscipliny vykazovat
odli$né struktury vyzkumnych ¢lanki, coZ se projevuje v rozloZeni tahii a krokii
i v celkové organizaci textu. Acam (2015) naopak zdiraziuje kulturné podminéné
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rozdily v projevu autorovy jistoty a miry zavaznosti tvrzeni - tedy v oblasti moda-
lity a postoje pisatele, které jsou uzce spjaty s ocekavanimi dané akademické ko-
munity. Naopak Jamalzadeh (2017) ukazuje, Ze se nékteré formalni jazykové pro-
stiedky (napft. spojky) mohou v rtiznych kulturnich kontextech lisit jen minimalné.
Spoleénym jmenovatelem vSech tii studif je zjiSténi, Ze akademicky diskurz nenf
univerzalni, ale kontextové a komunitné specificky. Riizné védni discipliny a jazy-
kové kultury rozvijeji odliSné zptisoby, jak prezentovat poznani, vyjadrovat jistotu
Ci organizovat text. Tyto poznatky maji zasadni vyznam pro vyuku akademického
psani i pro mezikulturni komunikaci ve véd€, protoze ukazuji, Ze efektivni védecky
text vyzaduje nejen jazykovou zdatnost, ale i porozuméni diskurznim pravidldm
konkrétni védecké komunity.

4.2.3 Specializovany odborny jazyk

Korpusy umoznuji identifikovat frekventované odborné vyrazy a kolokace, které
jsou klicem nejen k porozuméni, ale také k produkci odborného jazyka. Tato oblast
se sice umistila na tetim misté podle poctu ¢lankd extrahovanych ze zkoumanych
Casopisi, avsak s poctem 22 ¢lanki je srovnatelna s oblasti popsanou v predchozi
sekci, tedy s vyzkumem akademického jazyka. Studie publikované ve zkoumanych
Casopisech se zamétuji predevsim na lékarskou a pravnickou terminologii, jazyk
turismu a médii ¢i leteckou angli¢tinu. Prikladem mohou byt ¢lanky Grabowské-
ho (2015), Breeze (2015) nebo Marusice (2023). Korpusy ovSem neslouzi pouze
k analyze slovni zasoby, ale také k vyzkumu gramatickych struktur (tzv. koligaci),
které se opakované vyskytuji v rlznych typech textli. Osvojeni téchto struktur
miiZe byt prinosné pro vSechny, ktefi se ve své praxi zabyvaji tvorbou odbornych
textll v cizim jazyce. Priklady studii, které vyuzivaji korpusovou analyzu grama-
tickych struktur a jejich aplikaci ve vyuce jazykd, predstavuji prace Lan, Zhang,
Lucas, Sun a Gao (2022), Wang a Hu (2022) a Jamalzadeha (2017). Podrobnéji se
zaméfime na ¢lanek Grabowského (2015), ktery zkouma kolokace ve farmaceutic-
kém diskurzu. Tento ¢lanek byl vybran predevsim proto, Ze ma podle dostupnych
udaji relativné vysoky pocet citaci (34) ve srovnani s jinymi studiemi, u nichz
bylo mozné pocet citaci volné dohledat.

Clanek ,Keywords and lexical bundles within English pharmaceutical discour-
se: A corpus-driven description“ od Grabowského (2015) se zaméfuje na iden-
tifikaci klicovych slov, slovnich spojeni a kolokaci v anglickém farmaceutickém
diskurzu. Pomoci korpusovych nastroji autor analyzuje ¢tyti typy texti: piibalové
letaky, souhrny udajii o pripravku, protokoly klinickych studii a uc¢ebnicové tex-
ty. Jeho cilem je identifikovat klicova slova a viceslovné vyrazy, které se v téch-
to textech nejcastéji vyskytuji. Vyzkum ukazal vyrazné rozdily v uziti jazykovych
prostiedkd mezi jednotlivymi typy textd, které souviseji s jejich ucelem, cilovym
publikem a kontextem.
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Korpus nemusi jen obsahovat pisemny a/nebo mluveny projev, ale miize je také
kombinovat s obrazem a zvukem. Jelikoz se ale jednd o pomérné novy typ kor-
pusu, ¢lankd zabyvajicich se jeho vyuZzitim ve vyuce jazykd neni mnoho. V analy-
zovanych publikacich se na toto téma objevil jeden ¢lanek, na ktery se podivame
blize.

V clanku ,,Constructing persuasion in tourism promotion websites: a corpus-
assisted study of hyphenated adjectives in English“ analyzuje Soto-Almela
(2024) rétoriku v online prostredi a jeji vyuziti ve vyuce ESP. Studie se zaméruje
na diskurz propagace turismu, ktery se vyznacuje bohatym vyuZitim piidavnych
jmen. Dosud vSak existuje nedostatek komplexnéjSich studii zkoumajicich pouziti
piidavnych jmen se spojovnikem. Clanek se proto soustfedi piedevsim na jejich
roli v procesu presvédcovani a zaroven na jejich funkci jako lexikalnich jedno-
tek, které odrazeji autortiv postoj. Studie sleduje dva hlavni cile: (1) urcit cetnost
ptidavnych jmen se spojovnikem ve zkoumaném korpusu PROMTOUR v porov-
nani s jejich vyskytem v referenénim korpusu enTenTen20 a (2) analyzovat je-
jich roli v daném diskurzu - nejen z hlediska toho, jak vybér piidavnych jmen
odrazi postoj autora, ale také z hlediska jejich funkce pfi presvédcovani cilového
publika. Zjisténi ukazuji, ze piridavna jména se spojovnikem tvori priblizné 30 %
vSech pridavnych jmen v korpusu, coz svédci o jejich mimoradné castém vyskytu
v turistickém diskurzu. Tato piidavnd jména lze tedy povazovat za klicova pro
tvorbu turistickych propagacnich texti i jejich porozuméni. Kromé toho vyzkum
prezentovany v clanku potvrzuje, Ze multimodalni korpusy jsou velmi uzitecné
pri zkoumani pouziti riiznych lexikalnich jednotek, nebot umoziuji presnéji urcit
jejich roli v daném diskurzu.

Vyzkum odborné slovni zdsoby a koligaci ptfedstavuje cenny zdroj pro vyuku od-
borné anglictiny. Ziskané poznatky lze vyuZit pti tvorbé vyukovych materiald, kte-
ré presné odpovidaji konkrétnim potiebam studentd a zahrnuji slovni zasobu Kkli-
covou pro dany obor. Zaméreni na lexikalni a gramatickou rovinu zaroven ukazuje,
Ze je nezbytné vénovat pozornost obéma urovnim jazyka, jelikoz mezi odbornym
a obecnym diskurzem existuji podstatné rozdily - stejné jako mezi jednotlivymi
typy odbornych textt.

5 Zavér

PredloZzeny prehledovy clanek analyzoval moznosti a konkrétni zpisoby vyuziti
jazykovych Kkorpusd ve vyuce odborného ciziho jazyka na vysoké Skole, a to na
zakladé kvantitativni a kvalitativni analyzy ¢lankt publikovanych v poslednim de-
setileti ve ¢tytech klicovych ¢asopisech zamérenych na ESP). Z analyzy vyplyva, Ze
korpusova lingvistika se v téchto periodikach objevuje pravidelné a tvofi stabil-
ni, byt mensi, ¢ast publikované vyzkumné produkce. Vyznamny narlst zajmu lze
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pritom pozorovat zejména po roce 2020, coz doklada rostouci diraz na digitalni
a datové orientované pristupy ve vyuce cizich jazyk.

Kvalitativni analyza ukazala, Ze korpusy jsou v kontextu ESP vyuZzivany prede-
vS$im ve trech oblastech: pfi vyuce akademické a odborné anglictiny, pti vyzkumu
a popisu akademického diskurzu a pti analyze specializovaného odborného jazyka.
Nejvétsi pozornost je vénovana praktickému vyuziti korpust ve vyuce, zejména
v souvislosti s tvorbou vyukovych materialdi, analyzou poti'eb a rozvojem jazyko-
vych dovednosti studentd v autentickém kontextu. Vyzkumy zaroven ukazuji, Ze
prace s korpusem podporuje rozvoj jazykové autonomie a motivace studentt, a to
i v pripadech, kdy je metoda korpusového uceni zpocatku vnimdana jako naroc¢na.

Prakticky prinos korpusi pak spociva v tom, Ze studentim zprostredkovavaji au-
tenticka jazykova data odpovidajici realnym komunika¢nim situacim v daném obo-
ru. Umoziiuji presnéjsi identifikaci odborné slovni zasoby, kolokaci a diskurznich
strategii, coz vede k efektivnéjsi tvorbé vyukovych materiali a individualizaci vy-
uky. Uciteldm zaroven poskytuji nastroj pro analyzu jazykovych potreb a evaluaci
vyuky na zakladé empirickych dat.
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Inovativni praxe

Innovative Practice



The concept of active listening as a facilitator in
developing speaking skills

Martina Vranova

Abstract: Interpersonal communication skills have been in demand by employers across aca-
demic fields and industrial sectors. Successful managers in engineering are expected to master
effective communication in more than one language. While teaching a B1 course of academic
English focusing on listening and speaking, I have been dealing with rather heterogeneous
groups of students. As the course is voluntary, some students have a high command of English,
thus dominating class discussions, while others choose the course because they failed one of
the compulsory courses, which means that they very often stay silent. To amend this situation,
the concept of active listening was implemented into this course by means of Theory-Guided
Communicative Instruction. During inclass discussions, students were given direct input on
active listening with the prospect of avoiding two parallel monologues with no responses when
sharing an experiential speaking task, learning to ask questions for clarification and further
details, building confidence in less skillful students by learning to rephrase their partners’
ideas, and reducing the talking time of more proficient students by learning to express ideas
concisely. The effectiveness of this action research was assessed by comparing students’ pre-
course and post-course selfevaluation questionnaires, teacher’s inclass observations, and final
examination assessment. Active listening strategies proved to be a way of alleviating the above-
mentioned challenges even though disruptions of technology are to remain a phenomenon
to cope with and the practice of paraphrasing, summarizing, and commenting needs more
targeted training.

Key words: Active listening, English for Academic Purposes, empathy, soft skills for engineers,
speaking skills, Theory-Guided Communicative Instruction, classroom active research

Introduction

Soft skills, interpersonal skills, core skills, human skills, transferable skills,
transversal skills, 21%-century skills, life skills - all these labels are terminological
variations of skills identified in the Future of Jobs Report by the World Economic
Forum (2025) and in LifeComp: The European Framework for Personal, Social and
Learning to Learn Key Competence by the EU (2020). Employers are increasingly
searching for staff with developed Al and big data skills, technological literacy,
motivation, self-awareness and self-regulation, critical and analytical thinking, cu-
riosity and lifelong learning strategies, communication and collaboration skills,
leadership and social influence, and empathy and active listening skills. In order
to acquire and develop such competences, an emphasis worldwide is placed on
staff training. However, what remains relatively unexplored is the role of formal
education. Hardly any university course description or graduate profile explicitly
features the competences mentioned above. Yet, it is somehow taken for granted
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that students acquire the basics of these skills in their tertiary education. At
a technical university, this task largely falls on the more humanities-oriented in-
struction, particularly language teaching. Foreign language courses teach not only
to communicate facts but also to express opinions and emotions, to develop self-
learning strategies (including the use of technology and AI), to think critically,
and to collaborate on a task at hand. These have always been the secondary goals
(after language acquisition) in my courses.

For the last four years, | have been teaching a B1 course of English for Academic
Purposes (EAP) focusing on listening and speaking at the Faculty of Mechanical
Engineering, Brno University of Technology. As this course is a voluntary one
and students select it for various reasons, not always considering the B1 level of
English in its description, I have been dealing with rather heterogeneous groups.
Some students have a high command of English and only want more credit; others
have failed a compulsory subject and take this one as a remedial course. In the
fall semester of 2023/2024, this heterogeneity reached an extreme which I was
struggling to manage. It was not only the level of English which varied but also
the students’ personal characteristics and communication styles. Let me intro-
duce three anonymized student profiles as illustrative examples. Chuck was an
overzealous first-year student with B2 level of English. He did not feel secure
starting university and felt constant pressure to prove himself, thus taking part
in all possible extracurricular activities and overloading himself with extra credit
courses. This personality feature, or possibly personal-situation-induced charac-
teristics, led to his constantly interrupting speakers and dominating all class dis-
cussions. Susan attended the class to improve her English before retaking a failed
compulsory course the following year. Her level of general English was B1+ but
with significant gaps. Additionally, her shyness and lack of confidence hindered
her from engaging in discussions. At the beginning of the course, she avoided
contributions to discussions by saying that she did not know what to add because
everything had been said by her partners. She kept herself safe from possible
scorn but, at the same time, she was not learning exactly those skills that she had
come to practice. Mike was an uninterested first-year student with a poor level
of English (A2 to B1) who probably throughout his educational career learned
to “swim with the tide and keep a low profile,” counting on not being noticed.
In group discussions, he pretended to be listening to his partners, while merely
nodding his head. When asked about details of the particular discussion, he was
not ashamed to simply say that he did not know. He evidently presumed that he
would be left alone after this “confession.” This lack of motivation was, neverthe-
less, contradicted by his enrolling in this voluntary course as he was doing very
poorly in his compulsory one. It is only to be speculated on whether there actually
was any faint motivation not to fail the compulsory course or whether he simply
acted upon another teacher’s or student’s tip to take this course as a remedial
one, however, without any further display of effort.
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Although the above examples are truly extreme, in the course, there were also
more moderate yet frequent disruptions from technology, absence of reactions
to the discussion partner’s utterances, and lack of curiosity about the discussion
partner’s ideas. Not to further jeopardize the classroom environment and to pro-
mote active learning leading to the improvement of communication and interper-
sonal skills, I decided to modify the instruction by introducing Carl Roger’s con-
cept of active listening through Theory-Guided Communicative Instruction (TGCI).
The aims of this intervention were to:

1. determine whether explicit training in active listening could reduce the preva-
lence of “parallel monologues” and increase reciprocal dialogue. A parallel
monologue is understood as a situation when each student in a discussion
group expresses his or her ideas and opinions on a given topic without re-
acting or responding to the partners’ utterances. This is also worsened by
the ubiquitous presence of technology which makes students constantly check
their phones.

2. examine whether guided practice promotes curiosity and questioning in pair
or group discussions. Promoting curiosity could then lead to destigmatizing
ignorance, where asking a fellow student about, for example, unknown vocab-
ulary is not admitting ignorance but speeding up the process of discussion
and learning. In such positive and welcoming atmosphere, students could lose
shyness.

3. explore how participation could be balanced between more and less profi-
cient speakers. The assumption was that the above-mentioned confidence in
combination with the atmosphere of curiosity should lead to actual dialogues
without shy students being quiet and more fluent and communicative students
taking up the whole time allotted to the speaking task only because their
weaker partners let them do so.

4. assess whether rephrasing strategies could help students demonstrate com-
prehension and reformulate their partners’ ideas more effectively. Rephrasing
or summarizing the discussion partners’ ideas in their own simpler words
builds up confidence in weak and shy students. By making use of their own
limited vocabulary, they should gain time for expressing their own thoughts.

The result is a report on classroom action research, which includes critical reflec-
tion both on the side of the students and the teacher/researcher.

Review of the literature

Rogers and Farson (1957/2015) proposed the concept of active listening in order
to challenge the popular notion that listening is passive. Listening attentively is an
essential part of helping. It is a skill to be learned, which makes communication
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effective, leading to a positive change in the form of creating “a safe environment
for the individual to speak freely” (O’Bryan, 2022, n. p.). Such a safe environment
also became the primary goal the voluntary EAP classes, which had originally
seemed less than friendly, dominated by some and leaving others ignored. “Sen-
sitive listening is a most effective agent for individual personality change and
group development. Listening brings about changes in people’s attitudes toward
themselves and others” (Rogers and Farson, 1957/2015, p. 3). Just as speaking
must find its response in listening to achieve true communication and sharing
of meaning, group dynamics must involve changes on the personal level. Active
listening thus entails a risk that the individual’s firmly set views and opinions will
be contradicted. “All of us have experiences which fit the way we need to think
about ourselves. These we accept. But it is much harder to accept experiences
which don’t fit” (Rogers and Farson, 1957/2015, p. 5). These theoretical insights
were reflected in students’ classroom behavior, where both excessive talkativeness
and silence appeared as selfprotective mechanisms.

From the time of Carl Rogers, the concept of active listening has undergone some
adjustments. Primarily, more emphasis has been put on empathy demonstrated
by the listener. For this reason, Graham D. Bodie now calls the concept active-
empathic listening. The active-empathic listening is grounded in “other-centered
involvement as a listener” (Bodie, 2011a, p. 278). Empathy is demonstrated in
consciously suspending one’s own judgment and listening and paying attention to
what the speaker says on the speaker’s terms. The active part is then outwardly
demonstrated by remembering information, paraphrasing, checking understand-
ing, and asking for further details. Bodie further argues that if we understand lis-
tening only as based on models of information acquisition, we cannot fully capture
the nature of listening in interpersonal contexts. Listening, as part of interpersonal
communication, creates, maintains, transforms, and dissolves relationships (Bodie,
2011b).

Various applications of active listening are usually employed as in-service training
in managerial and counseling practice and professions. In the realm of educa-
tion, there was, for example, an extensive study of Greek educators. The study
concluded that gender, higher studies, and mental health promotion training had
a positive effect on the teachers’ ability to listen actively (Kourmousi, Amanaki,
Tzavara, & Koutras, 2017; Kourmousi et al., 2018). Newton (2024) also concludes
that teachers need to practice active listening more to enhance their interactions
with students as this area of relationships is widely overlooked due to teachers’
busy schedules and work overload. When it comes to pre-service tertiary educa-
tion, however, the body of literature is rather limited. There are studies which
narrow down the concept of active listening to students’ processing the informa-
tion from classes and lectures, emphasizing the importance of taking notes and
critically rewriting them to fully understand a given concept (Ayadi and Onodipe,
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2023) or identifying a range of cognitive, affective, and psychomotorbased strate-
gies that successful university students employ to get the most benefit out of
instruction (Canpolat, M., Sekvan, Yildirim, & Canpolat, S., 2015). While this un-
derstanding aligns with some aspects of Rogers’ concept, the present study fo-
cuses on the empathic dimension of active listening as a soft skill. In this sense,
Bernstein, Bekki, Wilkins, and Harrison (2016) designed a study using an online
educational simulation for strengthening active listening skills in female graduate
students in STEM. This online design, mostly simulating conversations between
a student and her advisor, proved to have a statistically significant impact on
knowledge- and skill-based outcomes, though not on self-efficacy. Such a result
stands in contrast to Levitt (2002) who found that teaching active listening to
his students, future psychotherapists, increased their confidence and helped them
reduce anxiety when starting their jobs. Bletscher and Lee (2021) examined an
effect of infusing an active-empathic listening module into an introductory uni-
versity communication course. They report positive results in sensing, processing,
and responding factors comprising the Active-Empathic Listening Scale, an assess-
ment tool developed by Boddie (2011a).

What can be derived from this review is that although active listening has be-
come a traditional in-service training technique, in pre-service education it is still
underdeveloped and underrepresented. Soft skills in general are often treated as
implicit elements of the curriculum, something one learns “along the way” to
a degree. Attempts to bring active listening to the surface and make it a subject
of education or an instructional method are few. Its absence from language in-
struction is particularly noteworthy. In language teaching, listening and speaking
are mostly considered separate skills, with listening understood as listening for
fact. This traditional approach has been countered by Communicative Language
Teaching (CLT) where listening and speaking make up the whole of a dialogue.
Much research has shown that CLT leads to enhancing students’ communicative
competence, language proficiency, cultural awareness, learner autonomy, critical
thinking, and problem-solving skills (Qasserras, 2023). Despite active listening be-
ing included in CLT, it has not, to my knowledge, been considered an explicit goal
of language education.

Methods

The core textbook in the course was Q: Skills for Success Level 3 Listening and Speak-
ing (Craven & Sherman, 2020). In the spring semester of 2024/2025, Units 5 8
were covered. As the textbook is skills-oriented, it was straightforward to incor-
porate active listening into the instruction. The following active listening strate-
gies aligned with the textbook’s content and methodology and could be practiced
through its tasks, occasionally with slight modifications:
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e paying attention to the speaker without being distracted,

» showing interest in what the speaker says,

» expressing one’s own ideas because they are interesting,

¢ avoiding two parallel monologues with no responses,

¢ asking questions, particularly about understanding correctly,
e summarizing and rephrasing ideas,

¢ showing empathy and engagement verbally and non-verbally,

« giving feedback on ideas.

The classroom procedure of TGCI was conducted according to Brown and Levin-
son’s framework (1987), as reported by Tymbay (2026). Such a class featured
a theoretical introduction to an active listening strategy, followed by a contextual
analysis of textbook material by students. The next step was a performance of
a textbook task in the form of a pair or group discussion, where the particular
strategy was applied. At the end, there was reflection of the strategy’s effective-
ness and feedback (for an example see Appendix).

The evaluation of the effects of the TGCI was conducted by three complementary
methods: a pair of self-evaluation questionnaires, teacher’s classroom observa-
tions, and rubric-based examination assessment. Such a combination of methods
aligns with the concept of classroom action research which “typically involves the
use of qualitative interpretative modes of inquiry and data collection by teachers
[...] with a view to teachers making judgements about how to improve their own
practices” (Kemmis & McTaggart, 2005, p. 561). The emphasis of such research is
practical, i.e.,, “on the interpretations that teachers and students are making and
acting on in the situation” (Kemmis & McTaggart, 2005, p. 561). The assessment
of introducing active listening into classroom practice cannot be only based on
pure data indicating the intervention’s effectiveness (in this research provided by
the examination assessment). It must also consider students’ awareness of such
a communicative technique and self-reflection of their own progress (as captured
in the paired questionnaires). As the teacher is also an essential part of the re-
flective space of the classroom upon whom the task of building trust and mediat-
ing open interaction and reciprocal communication falls (Boud & Walker, 1998),
the teacher’s reflections of the process of intervention and changes induced in
the participants are also valid. Additionally, such critical reflections may balance
the students’ self-reflections as reported in the questionnaires. Such triangula-
tion of methods - pre-course questionnaires eliciting students’ baseline attitudes,
post-course questionnaires providing information about the students’ perceived
growth, and external validation of students’ self-evaluation (teacher’s in-class ob-
servation and examination assessment) - reinforces the reliability of this class-
room action research.
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Initially, students received a pre-course selfevaluation questionnaire in the first
class asking them to assess their general listening skills. They were asked to
mark their questionnaires with a personal pictogram to enable identification at
the end of the course. In the last class, a post-course questionnaire was adminis-
tered inquiring about whether they had learned the corresponding active listening
strategies during the instruction, i.e., the desired learning outcomes (see Fig. 1).
Without being able to compare their two questionnaires, students were asked
only to find their own pre-course questionnaire by the pictogram and staple it
to the post-course one that they had just completed. This resulted in 18 paired
questionnaires. Questionnaires from students who had been absent during the
first session or who had withdrawn from the course were excluded from analysis.

The pre-course and post-course questionnaires were not designed as identical
pre- and post-tests but as complementary tools capturing two stages of students’
self-reflection. The pre-course one examined self-perceived listening behaviors,
conversational habits and challenges, while the post-course questionnaire mea-
sured a reflected change, i.e.,, self-perceived learning progress and skill acquisi-
tion. Although the instruments differed in structure, their items were conceptually
aligned (e.g., difficulty in listening vs. learning to wait and give feedback). The
evaluation then consisted of marking any cases of improvement from the begin-
ning to the end of the course. By doing so, the goal was to assess changes in stu-
dents’ self-perception, awareness, and attitudes. The comparison was, therefore,
interpretative, intended to trace shifts in communicative behavior.

Although a standardized instrument for measuring the level of active listening
exists, the Active-Empathic Listening Scale developed by Boddie (2011a) was not
used in its completeness. Only some of its items were used in combination with
others listed by Hoppe (2006) in order to suit the classroom situation of univer-
sity students.

The second evaluation method was in-class observation by the teacher. In each
class, notes were taken on students’ behaviors, reactions, and levels of partici-
pation. To ensure consistency, these observations were structured around prede-
fined research aims, with the following rubrics guiding the process:

e interaction balance (Aim 1),
¢ disruptions from technology (Aim 1),

e observable participation and engagement, including body language (Aims 2
and 3),

 frequency of questioning and manifested curiosity (Aim 2),
¢ changes in confidence of expression (Aim 3),

¢ use of paraphrasing and summarizing (Aim 4).
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Pre-course questionnaire Post-course questionnaire

When 1 take part in a ion ... 1 have learnt to ...

Yes | Sometimes | No Yes | More | No
or
less

T keep checking messages on my cellphone, shuffle pay full attention to the speaker without being distracted by
through papers, etc. other activities.
T have a hard time concentrating on what is being said. concentrate on what the speaker says.
I don't listen to the speaker but rather plan what T will wait until the speaker finishes and give them feedback.
say next.
T talk significantly more value other people’s ideas and give them time to express
OR them.
less than others. OR
express my ideas because other people find them interesting.
T don't like when others disagree with me or question value criticism because it shows me aspects of things that T
my ideas. am not aware of.
I don't ask questions even though T don’t understand. ask for clarifications.
I ask questions for which T already have answers. be interested in the speaker’s opinion and curious about their
ideas.
T have a hard time remembering the main points of the rephrase and summarize the main points of the conversation.
conversation.
T keep my thoughts and emotions to myself. voice my thoughts and emotions because they matter.
OR OR
I immediately show others T am not happy with the suppress my interfering emotions.
conversation.
I have a hard time saying how the speaker feels or watch for signs of emotions and attitudes in body language.
what their attitude is.

Fig. 1: Paired questionnaire

Classroom observation, however, had its shortcomings. It was not always easy to
coordinate the roles of the teacher and the observer. Having an external observer
would have been a more suitable option, which was not possible in this case. Some
observations may have also been tainted with subjectivity as 1 had been teaching
these students for two semesters, some even longer in other classes, engaging
with them outside the class both in small talk and professional advice and guid-
ance, and listening in on their class-unrelated conversations. Nevertheless, even
such observations cannot be discarded as mere assumptions. They are, in fact,
critical reflections on assumptions I formed in the first semester of the course.
This is in line with the concept of transformative learning (Mezirow, 1997), where
critically explored assumptions support an educational system, an educational in-
tervention in this case. Revealing my critical reflections may illustrate the possible
psychological or mental processes in students’ minds that may help teachers un-
derstand why their students behave the way they do without simply dismissing
them as uncooperative.

Finally, at the end of the course, there was an oral examination composed of two
tasks - a monologic narrative and a discussion. The discourse assessment criteria
for the discussion task were the following:

¢ Student expresses opinions/claims.
e Student backs them up with evidence/examples.
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Student takes turns in a discussion without interrupting.
Student asks for details and clarification.

o Student rephrases the partner’s ideas.
¢ Student expresses agreement and disagreement.
e Student communicates non-verbally.

All of these criteria, possibly with the exception of the second one, are included
in the active listening strategies. During the examination, individual notes were
recorded for each student. Even though there were more students sitting for the
examination, including those who were not present in the first class, thus not
responding in the first questionnaire, keeping attendance records enabled discard-
ing the examination notes for these students, arriving at those 18 who had filled
in the paired questionnaires.

Results and discussion

The first aim was to determine whether explicit training in active listening could
reduce the prevalence of parallel monologues and increase reciprocal dialogue.
According to questionnaires, 12 out of 18 students reported a self-perceived im-
provement in their ability to concentrate on what their partners say. The same
number of students also noted that they had learned to give their partners’ time
to express their ideas and then give feedback. In this respect, active listening tar-
geted TGCI had an impact on most students.

During the oral examination, all students took turns in discussions without domi-
nating or withdrawing from the exchange. The interactions could be characterized
as genuine dialogues albeit somewhat artificial due to the examination situation.
The in-class observations also confirm that students were engaged in discussions,
giving responses relevant to their partners’ contributions. No clear instances of
parallel monologues were recorded. Even the previously silent students (such as
Susan) and the dominant ones (such as Chuck) adjusted their interactional behav-
ior, resulting in balanced meaningful discussions. Nevertheless, limited evidence
of commentary on the partners’ utterances was observed. While students regu-
larly displayed verbal and non-verbal signs of comprehension in class, only six out
of the 18 students in the examination task commented explicitly on their partners’
ideas before introducing their own.

Also, full attention during discussions was further challenged by technological
distractions. Checking phones during discussion activities was reported both by
students in the questionnaire and in the teacher’s observations. In the examina-
tion setting, this was irrelevant, but during classes brief disruptions from phones
and laptops were constantly present. At first glance, this may appear to contradict
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the students’ reported improvement in attentional focus. However, the finding
arguably reflects the extent to which technology has become embedded in con-
temporary communicative practice. While teachers would prefer their students to
silence their devices and devote their full attention to the leaning process, such
expectations are becoming more and more unrealistic. Strong English speakers
are often capable of following a conversation while interacting with technology,
resulting in the valued skill of multitasking. Moreover, technology - through dic-
tionary or corpus searches and, more recently, Al-assisted inquiries - constitutes
a significant learning resource. In my classes, students are encouraged to seek
linguistic support in order to become independent language users. Prohibiting the
use of technology during discussions would, therefore, be pedagogically inconsis-
tent.

Disruptions from technology are difficult to eliminate even when a phone is not
used as a learning tool. After the 2023 shooting at Charles University, Brno Uni-
versity of Technology set up a warning security system which sends alerts in
case of emergency. This, however, means that all members of academia (faculty,
staff, and students) should keep their phones accessible at all times. Saying that
no disruptions are relevant in conversations and dialogues is, thus, not realistic
anymore, particularly if the goal of education is to prepare for real-life situa-
tions. Rather, educators should focus on equipping students with strategies for
managing attention while using technology. Even in pre-computer times, note-
taking during interactions demanded similar divided attention. A communicative
strategy that could address this issue - one that my students were not, unfortu-
nately, made aware of - is the use of back-channeling. Ince-Cushman and Dove
(2025) discuss the importance of back-channeling in terms of the Japanese con-
cept of aizuchi. Aizuchi features frequent brief interjections, short acknowledge-
ment sounds, nods, and echo statements or questions, which are simple means of
signaling attentiveness and engagement. Such back-channeling is not equivalent
to perfunctory nodding; it is the combination of both verbal and non-verbal cues
followed by a relevant response or turn.

To conclude, TGCI instruction demonstrably raised students’ awareness of active
listening strategies and made them more attentive to and engaged with their dis-
cussion partners. Both the lack of comments and presence of brief interruptions
from technology could then be alleviated by introducing the concept of back-
channeling.

Aim 2 was to examine whether guided practice fosters curiosity and questioning
in pair or group discussions. In the questionnaire, an improvement was marked
by 14 students out of 18. This suggests that most students, who prior to the
intervention primarily asked questions about generally expected information or
well-known facts, subsequently learned to ask for details and clarification and
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to recognize the value of curiosity and showing interest in their partners’ ideas.
The in-class observations confirmed friendly and lively conversations when prac-
ticing asking questions (especially questions why). These exchanges developed
into authentic conversations in which students not only responded to the central
question but listened to their partners’ ideas and reacted to them. Furthermore,
since their partners’ inquiries needed to be answered, students appeared progres-
sively less self-conscious. Notably, Susan, who had previously been reluctant to
participate, initiated questions in class when paired with a patient and supportive
partner. In the examination setting, 15 out of 18 students asked their partners
questions, with the exception of Chuck, Susan, and Mike. A possible interpretation
of this result could be that under evaluative pressure, a student’s character or
current personal circumstances may override the effects of guided practice. By
the end of the second semester, the usually eager and dominant Chuck appeared
fatigued as a result of extensive academic and extracurricular commitments, lead-
ing to sleep deprivation, overwork, and disillusionment about his choice of engi-
neering career. In the light of these events, his primary objective became merely
to pass the examination, no matter what result.! A similar pattern was observed
for Mike, yet for different reasons. His irresponsiveness did not subside either in
or outside the examination situation. Conversely, Susan, who had demonstrated
questioning behavior during classroom activities, lacked the courage again.

Overall, the implementation of the active listening strategy of constant inquiries
resulted in promoting curiosity and genuine interest in the discussion partners’
ideas. The practice of asking questions evolved from a routine classroom task to
an activity of learning interesting content from and about the students’ partners,
implying intrinsic motivation. This development fostered welcoming and positive
atmosphere, boosting the levels of confidence in shy students and reducing the
talking time of proficient and previously dominant students.

Aim 3, which sought to determine whether active listening strategies can help
balance dialogues between more and less proficient students, directly builds upon
Aim 2. If questions are truly honest, the speaker feels naturally compelled to re-
spond. If the questioner demonstrates interest by follow-up questions for clarifica-
tion and details, the speaker tends to lose shyness and self-consciousness of his or
her weak language skills. This illustrates the true value of curiosity as “a naturally
nonjudgmental state of mind” (Center for Creative Leadership, 2025, n. p.). At the
same time, if the questioner is genuinely curious, the speaker becomes motivated
to keep his or her partner’s attention, which prevents excessive rambling. This
was confirmed by the questionnaire survey where 12 out of 18 students reported
a self-perceived improvement either in learning to give their partners more op-

1 This information, as reported by the student himself, comes from conversations with the student
outside the class.
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portunities to express their ideas or in realizing that their own ideas were worth
sharing and being expressed more confidently.

During the examination, all students expressed their thoughts, with a slight ex-
ception of Susan who twice did not finish it, and allowed their partners the same
privilege. Classroom observations were also highly satisfactory. Most strong stu-
dents, when paired with weak ones, displayed interest, which motivated the weak
ones to participate more actively. In the case of problematic students, however,
maintaining stable discussion pairs proved more effective than rotating partners.
Susan gradually learned to trust her partner but when with another student, she
again subsided to her quietness. Chuck was usually paired with another advanced
and outgoing student who helped moderate Chuck’s dominance. Towards the end
of the spring semester, this same partner, on the other hand, did not let Chuck
completely lose attention in classes and gently provoked him to become active
again. Mike’s participation, by contrast, depended primarily on group size rather
than partner characteristics; when placed in a pair, he participated readily, but in
groups of three, he consistently withdrew and allowed the others to dominate the
conversation.

The final aim was to investigate whether rephrasing strategies could help students
demonstrate comprehension and summarize their partners’ ideas more effectively.
This aim, however, was not achieved. In the questionnaire, learning to rephrase
and summarize was reported by only seven students. In the examination, only
four students rephrased or summarized their partners utterances. In-class obser-
vations recorded rephrasing exclusively in the speaking task that directly followed
the instructional input. These findings suggest that rephrasing and summariz-
ing, along with commenting mentioned in Aim 1, are characteristic of goaldriven
conversations, rather than typical classroom speaking activities where students
express their opinions and ideas without necessarily arriving at a solution to
a problem. In order to train these rhetorical functions, speaking activities should
be explicitly task-based, should incorporate problem-solving elements and involve
targeted training focused on rephrasing and summarizing techniques.

Conclusion

The implementation of active listening in an EAP speaking and listening course
has been largely successful. Both students’ self-evaluative perceptions and
teacher’s observations and examination records indicate that guided instruction
of active listening strategies helped students conduct genuine dialogues with rel-
evant responses, concentrate on their partners’ utterances, be non-judgmental
and curious, and formulate their own responses concisely in order to maintain
their partners’ attention. It also significantly boosted confidence in quiet and less
skilled students. As active listening has successfully been used as an in-service
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educational technique to enhance communication for more than fifty years, the
present study extends the evidence of its positive effects to pre-service educa-
tion and language teaching in particular. Nonetheless, certain limitations were
observed, particularly in relation to students’ ability to comment, paraphrase, or
summarize prior to initiating a response. Learning to employ these strategies
was not reported either by the students or by the teacher. These active listen-
ing strategies need to be trained more thoroughly on task-based and problem-
solving activities. Another challenge concerns the ubiquitous presence of tech-
nology competing for the listeners’ attention. The incorporation of active listen-
ing into language classes is, nevertheless, only suitable for promoting fluency. It,
therefore, remains essential for instructors to maintain balance between fluency-
and accuracy-focused activities. Additionally, adapting textbook material to align
with the principles of active listening may present a complex pedagogical task.
As TGCI proved an efficient method with university students, I intend to keep
it and include more input on both dialogic and monologic communication in the
upcoming semesters. Such training will further enhance engineering students’ soft
skills and employability.
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Appendix
Example of TGCI procedure

One of the most productive classes was targeted at listening for the total meaning of an utterance. Unit 7
of the textbook called “Can money buy happiness?” includes a video about two brothers living completely
different lifestyles who meet each other after a long time of estrangement. This was the TGCI procedure
with instructions:

1. Lead-in: Look at the picture. Who are the people? What is the situation? How do they probably feel?
The picture accompanying the video task (Craven & Sherman, 2020, p. 163) showed the bothersin one
room talking to each other. At this point, students correctly pointed out that one of the two bothers in
the picture is at home whereas the other is not only based on their body postures.

128 Innovative Practice



2. Theoretical input in form of an excerpt from Rogers and Farson’s study (1957/2015, pp. 9-10):

Any message a person tries to get across usually has two components: the content of the message and
the feeling or attitude underlying this content. Both are important, both give the message meaning. [...J
The way in which the speaker hesitates in his speech can tell us much about his feelings, so can inflection
of his voice. He may stress certain points loudly and clearly, and he may mumble others. We should also
note such things as the person’s facial expressions, body posture, hand movements, eye movements, and
breathing. All of these help to convey the total message.

The teacher’s reading was followed by a classroom discussion where students expressed their own
opinions about and agreement or disagreement with the excerpt.

3. Video: Watch the first minute of the video where two brothers who haven’t seen each other for a long
time are about to meet. What nonverbal signs of anxiousness and distress do they show?

This was followed by sharing ideas with the class.

4. Video: Watch the rest of the video and complete the table under the picture.

This was a textbook task followed by pairs of students checking their answers and discussing how
different the brothers’ lives are.

5. Pair discussion: Tell a story to each other about a difficult relationship with someone or a very unpleas-
ant situation that you experienced. The listener pays attention to clues of the nonverbal part of meaning.

6. Feedback and reflection: What nonverbal signs did you notice? Were they in agreement with what your
partner was saying? Do you think that now you can “read” the speaker better?

The final feedback consisted of sharing the students’ observations with the class, identifying gestures
and facial expressions, intonation and varying volume and pitch, or peculiarities in phrasing an idea
that showed either unpleasantness on the part of the speaker or attempts to understand on the part
of the listener.
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Audiovisual Translation as an Integral Part of
a Translation Studies Curriculum

Jan Ciosk

Abstract: This paper deals with the recent expansion of the scope of audiovisual translation,
its newest challenges and consequences for its instructors. Audiovisual translation (AVT) is
characterized by its polysemiotic nature and the market has been influenced by the unprece-
dented surge of digital content in the last years. Industry-oriented approach in AVT teaching
that coordinates both classical translation methods with the usage of Al-generated translates
is slowly finding its way to the classrooms. The author aims to present best practice for an
AVT course which gives an introduction to subtitling and dubbing, being the basic and still
most prominent areas of AVT work, and also incorporates methods relating to post-editing,
cloud-based collaboration and voice-to-text technology. Although based on the source lan-
guage combination of Czech and German, the course content may serve as an inspiration for
similar courses offered to Translation Studies students and, presumably as individual tasks,
for general language courses as well.

Key words: audiovisual translation, AVT, best practice, course content, course design, curricu-
lum

Introduction

Multimodal and multilingual digital content has experienced a rapid growth in
recent years and so has the academic interest for language-specific studies relat-
ing to audiovisual translation (AVT). What originally started towards the end of
the last century as one particular method of translation studies and contrastive
linguistics has since evolved into an independent discipline that unifies skill sub-
sets of translation, linguistic analysis and technology. AVT is no longer a mere
pastime for technology enthusiasts focusing on subtitling or dubbing and rooting
it in educational curricula was not an easy task. It was not until recent time that
these skills were learned in situ with next to no formal introduction at universities
(Diaz Cintas 2008, p.4). Hand in hand with the unprecedented surge of visual
material in practically all thinkable areas (most prominent being social media and
generally the digital presence of individuals, companies and other persons) comes
a need for an appropriate training of those who are to mediate such interlingual
communication.

AVT has already in its beginnings been fundamentally characterized by its poly-
semiotic nature (Gottlieb 1994). In this sense, the translator operates in a multidi-
mensional space where there are multiple channels that together create a mean-
ing for the recipient of the given audiovisual work (Chaume 2014). Unlike tradi-
tional text-based translation, audiovisual material encompasses verbal, visual, and
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acoustic elements that are very much in sync as for their general communicative
effect. This inherent complexity is frequently accompanied by a number of cultural
references that are usually multi-faceted and need individual approaches (Ped-
ersen 2011; Ranzato 2015). It underscores that AVT competence does not equal
only technical skill but also critical cultural practice with a relatively strong social
impact, especially with respect to politics and related discourse, which is contin-
ually evolving to meet the demands of an increasingly interconnected and diverse
global audience. Contemporary empirical tools such as eye-tracking or corpus-
based discourse analysis prove that analysing AVT source material and producing
adequate translation can be an interdisciplinary activity that combines multiple
methods at once. Acquiring this competence can be valuable for cultivating the
so-called “21st century skills” (McLoughlin et al. 2020, p. 3).!

In this paper I aim to consolidate the recent expansion of the definition of AVT
and repurpose it with respect to didactics. This will be done based on the exam-
ple of a one-semester course with the combination German-Czech which I hope
could serve as best practice for other instructors in Translation Studies or foreign
language classes in general. With this [ aim to present a method for curriculum
design that on one hand offers a comprehensive introduction to translation work
in the classical fields of subtitling and dubbing but also meets the demands of the
newest challenges for the transfer of digital audiovisual content.

Ever-Expanding Definition

The scope of work in audiovisual translation is rather broad. While we can claim
that it mainly focuses on transferring texts designed for audiovisual media into
a target language, there are multiple factors to take into consideration. The two
prominent ones create the traditional dichotomy of interlingual and intralingual
translation dating back to Roman Jakobson, where the former represents foreign-
language transfer and the latter same-language transcriptions, captions or accessi-
ble version of the source text. Another important factor is the intersemiotic nature
of AVT which diverts focus of the translator from the verbal dimension itself to
general visual conception of the source text or medium. This has to been taken
into account when there are visual or non-speech information present that are
required to be transferred into a target language in order to secure problem-free
understanding (Zabalbeascoa 2025, p. 10).

One of the basic modalities of AVT, often falsely seen as the only execution of it,
is subtitling. There are multiple concepts containing the term “subtitling” in them

1 These key student attributes include creativity, critical thinking, effective communication and collab-
oration and can be applied to understand media environments, make a meaningful use of software and
contextualise the material to be translated.
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but let us can start off with an example definition of interlingual subtitling by
Jorge Diaz Cintas and Aline Remael, who describe it as:

atranslation practice that consists in presenting a written text, generally on the lower part of the screen,
that aims to recount the original dialogue exchanged among the various speakers, as well as all the
otherverbal information that is transmitted visually (letters, inserts, graffiti, text messages, inscriptions,
placards, and the like) and aurally (songs, voices off, voiceover narration). (Diaz Cintas & Remael 2020,
p-9)

Interlingual subtitling is probably the most prominent mode of subtitling and
forms a fundament for most audiovisual translators’ work as well as courses deal-
ing with AVT at universities or elsewhere. There are multiple characteristics of
a well-made subtitle. These must be meticulously synchronized with the spoken
word and the image itself, they have to provide an adequate semantic representa-
tion of the dialogue and remain readable, which is usually secured by pertaining
to the given reading speed. Subtitling therefore adds another quality measure to
translation - text reduction. The spatial measure for subtitles is a crucial pre-
condition that controls the whole process and is frequently given most time and
energy. Szarkowska & Jankowska 2024 summarize two elementary approaches as
follows: Condensation is a practice that involves various ways to at least partially
reduce the amount of text on screen. A subtitler can condensate on the level of
the individual word or whole sentences and thus e.g., simplify verbal periphrases,
use shorter equivalents, convert passive voice into active voice, merge phrases
into one and generally turn complex structures into simpler ones with the most
semantic information possible. Omission on the other hand aims to eliminate
lexemes that are commonly used in spoken language but do not bare any addi-
tional meaning to the overall communicate of the utterance. These include among
others repetitions, question tags, exclamations or other phatic particles. We can
see that this work is in fact twofold in that it combines delivering an adequate
translation of the dialogue and only then reformulating it to meet the criteria of
readability, information parsing and other formal requirements. Firstly, the text
is to be analysed with respect to its inherent qualities (degree of formality, di-
alects, hierarchy of the speakers, gender etc.) and afterwards a discussion ensues
about the possible wording. Such intercultural approach is truly diverse and offers
many opportunities to teach interculturality (see McLoughlin et al. 2011; Pedersen
2011). This combination of work steps stands in centre of the AVT methodology
and instructors should design their curricula with this in mind.

Another form of subtitling that usually gets some attention in AVT or specialized
courses is surtitling, which involves creating interlingual subtitles to live events
such as operas, theatre performances but also films in some settings (Diaz Cintas
& Remael 2020, p. 10). These titles are usually created beforehand with the script
and (if possible) modified during the preparatory phase of the given performance
in live rehearsals or otherwise. They are then shown mostly on a display above or
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beneath the stage respectively, some houses use newer technology including built-
in screens in the seats themselves. Given this is a live event, which is also often im-
provised or reorganized on the spot, timing of the surtitles is managed manually.
The technician or titler in question must follow the rhythm and language of the
performance and swap surtitles if necessary, using a specialized software. Getting
the students acquainted with such software and making them actually perform
a projectionist task should be another vital part of AVT training. It is in fact the
titler, who is often asked to do so in many theatre performances or film screenings
at festivals with international presence and attendance.

Apart from that, an integral element of AVT training mainly for Czech and other
Slavic languages is dubbing and voiceover. The main difference between those two
elementary modes of spoken presentation of the translated audio is the degree
of synchronization. Dubbing (more precisely interlingual lip-sync dubbing) is in
this sense a team effort that apart from translation involves an input of a voice
actor. The translated text is adapted with respect to lip movements, timing and
phrasing of the original audio, which has to be respected above all (Szarkowska &
Jankowska 2024, p. 63). It is only the dubbing audio that is heard in such case, the
original is muted. Voiceover on the other hand uses the translation of the source
language but keeps it in the background lowered in volume. The recipient can thus
hear the original modulation but can simultaneously understand the meaning of
the utterance, although the voice itself is read with a little delay. This mode is
common mainly in documentaries and interviews.? Arguments undermining the
use of dubbing focus mainly on groups that cannot profit from good readable
subtitles, for instance children. It is therefore crucial to design a curriculum for
AVT training that spans from classical media (film, documentary) to semantically
challenging works (cartoons, marketing videos and advertisements, highly semi-
otic performance), presents suitable exercises to secure adequate isochrony of the
dubbed text and also puts emphasis on the execution (i.e., making the students
present difficult parts orally).

[ am deliberately omitting other forms of AVT that are rather marginal in the
classroom and mostly dealt with in the introductory theoretical discussions, for
instance audio description, narration, audio subtitling or relicts eliminated by
technology such as simultaneous interpreting of the audiovisual text. It is because
the translations tasks are mostly carried out with software that is gradually get-
ting better that we deal with an ever-expanding definition of AVT. This realm
originally incorporated solely translation-based tasks but meanwhile has grown
to include as far as tactile representations (Greco & Jankowska 2020). In the next

2 Both dubbing and voiceover are a common practice in countries, where subtitling has traditionally
been rather sidelined. Traditional dubbing countries are the Czech Republic, Germany, Austria, Spain or
Ukraine, whereas Poland and Russian are famous for their voiceover carried out by one man (or “lektor”)
in a somewhat monotone manner (Chaume 2014, p. 6).
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part, I want to outline new challenges that audiovisual translators will have to
face shortly and deserve a place in their prospective training.

New Challenges

While various generative Al tools have been rapidly advancing, the AVT landscape
has also been introduced to a new paradigm, where efficacy and cost-saving mea-
sures are of utmost importance. This is mostly seen in automated text genera-
tion and voice-to-text technology that have stormed the market and nowadays
are present among others on social media. Here as well as in other fields of lan-
guage transfer in general, translators shift to post-editing. I want to argue that
AVT course attendees should be instructed to apply human agency accordingly
to navigate the evolving industry and combine creative and post-editing work to
achieve the best results.

With the rise of Al-powered workflows, the media localization industry is experi-
encing a transformative phase. It is largely fuelled by the demand for multilingual
content from global streaming platforms such as Netflix. Human translators are
tasked to correct and refine machine-generated output and meet the criteria set
by the given platform. To meet this demand, the industry has embraced Al to ac-
celerate production timelines and reduce costs. The most prominent technological
shifts include the widespread use of machine translation (MT), neural machine
translation (NMT), automated speech recognition (ASR) and voice-to-text systems
(Bolafios-Garcia-Escribano et al. 2021). These tools are no longer niche technolo-
gies but are integral components of modern AVT workflows, particularly through
the practice of post-editing, where human translators are tasked with correcting
and refining machine-generated output. This workflow model is often presented
as a solution to increase translator output, but it also fundamentally alters the
nature of the translator’s role from a creative producer to a reactive editor.

A whole new world came to existence with the introduction of cloud-based tech-
nology. Working with these ecosystems has revolutionized the cooperation be-
tween translators and other persons taking part in the production process of au-
diovisual works but not only there. Cloud computing has pervaded translation and
localisation workflows in general. Another crucial part of AVT training is therefore
including cloud-based technology into the simulated workflow and making the
students cooperate or assume any given role in the process.

Tailoring a Course

Combining the standard requirements on an AVT translator and the challenges
they have to face in this radically changing industry, [ would like to present a draft
of a course that is designated primarily for students of Translation Studies and
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Philology. As individual tasks however, it can be applied to general courses as
well, for example in university-affiliated language centres. With this I draw on best
practice that I have had with training students in AVT translation from German to
Czech and vice versa. My course is offered to both BA and MA students (start-
ing from the third semester) and there are no prerequisites needed to attend. It
should offer them an introduction to the basic concepts of AVT, instruct them in
using appropriate software (from subtitling programs to cloud-based platforms)
and also foster their translation skills by taking advantage of multiple registers in
the given tasks.

As for the learning outcomes and general pedagogical aims, I should highlight
the acquisition of the technical skill of subtitling and translating dubbing scripts
together with an actual discussion of other translation modes, but also the de-
velopment of multimodal literacy. Similarly to other translation courses and/or
general language courses, the students should learn to justify their translation
choices and to pertain to genre conventions while considering culturally signifi-
cant criteria. With the raising tendency of using Al-generated content, the ability
to critically evaluate multiple solutions at once is not to be ignored even relating
to audiovisual material.

The course is divided into two principal parts: the first one focuses on subtitling,
surtitling and cloud team work, the second aims to familiarize the students with
the dubbing production process. In both parts there are multiple specific assign-
ments designated to train the attendees in modifying their original translation
for the purposes of the given audiovisual output, i.e., condensation and semiotic
embeddings in case of (sub)titles and oral dynamics as for dubbing purposes. In
order to achieve optimal measurability, the course should be implemented with
maximum number of contact hours possible. In my case, it was carried out in
the course of 13 contact seminars (90 minutes) that in their first half combined
theory and practice and in their second half focused mainly on remedies regarding
the individual AVT tasks both directly with the given student or indirectly through
discussions or peer evaluation. Self-study is not a key component here because
most tasks require instruction and subsequent practical approach. Works of the-
ory that are to be studied individually for the next lesson account for about 10%
of the workload. It is expected that this course will be attended by students with
a minimum of B1+ level of German.

In the first three sessions the instructor deals with technical parameters, presents
the selected subtitling program and discusses various strategies for subtitle re-
duction and structure. For the purposes of this course is the freeware version
of SubtitleEdit suitable because it incorporates all the elementary functions for
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subtitle creation and editing.? First, the instructor presents the layout of the pro-
gram and talks about the synergy of textual work and its visual (video player) and
audial (waveform/spectrogram) representation. They help their students under-
stand the standards for subtitles, define minimal and optimal readability param-
eters (characters per second or CPS, duration of the given subtitle), differentiates
typology used in them and presents basic tools for automation. The students are
then asked to create intralingual subtitles to a German video by Deutsche Welle,
which is a television network and public service international broadcaster that
also provides news content for German learners. The language is clear and com-
prehensible and thus ideal for this task. In two subsequent lessons they build
on the elementary knowledge of these parameters and learn about the pitfalls of
putting translated text into subtitles. They start with an exercise that trains them
in distinguishing higher syntagmatic units, which are to be grouped into a subtitle
accordingly, while allowing for the basic principles of line and text reduction.
Other typographical features - such as rules for quotation dashes and spaces -
are discussed here as well. It is at this stage that the students start to create their
first interlingual translations with manuscripts of the given video:

Tab. 1: Excerpt from the exercise dedicated to syntagmatic units, typography and subtitle grouping

1) Correct the structure and typography of the given subtitles:
Du,
ich liebe Dich.
Uznala, zZe nedélni
obéd se povedl.

— Myslis, Ze to bude stacit?
— Rozhodné ne.

Later they combine the knowledge of subtitle structure with strategies for con-
densation. The exercise presented below is followed by a deliberately text-dense
video (usually a sports interview with a brisk sequence of replicas), where short-
ening strategies can be applied nicely:

Tab. 2: Excerpt from the subtitle condensation exercise

1) Condensate the following phrases:
dneska— _ straSnévelkyhlad — napoj, ktery jste si zvolili —»
haufig— zweiundzwanzig Mduse — ____ ein sehr groRes Gebdude —

Relating to this the instructor should also include a discussion of semiotic char-
acteristics of AVT. As I discussed earlier with respect to Zabalbeascoa (2025)

3 This editing program is one the most popular products in the industry and even its freeware version
offers most features that can used in an AVT classroom including voice-to-text technology or automatically
generated subtitle segments in the spectrogram. Students can use it at home and there is no need to buy
licence for the semester. The cost factor was determinative in case of other software solutions for this
course as well.
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and other scholars, AVT remains a highly intersemiotic field and as such requires
a profound understanding of both verbal dimension as well as visual representa-
tion of the source text. This can be done on such works that are “loaded” with
semiotic material. In this course the German mystery series Dark was chosen
together with the Czech film PeliSky that both consist of many elements that are
to be represented in the subtitle (inscriptions, signs, songs and cultural signs rel-
evant to the plot). With these examples I want to train the students to not focus
solely on dialogues but use their command of the language in all its cultural and
semiotic iterations.

The next ca. four to five sessions are dedicated to selected popular genres. One
of them should include humour and sitcom because it is a brilliant way to train
the students in both condensing the subtitle (due to fast pace of such videos) and
transferring the joke. Some examples can then be compared to the Czech dubbed
version, such as the movies Fack ju Géhte or Kdnguru-Kroniken. For this case, trans-
lating from German to Czech is advised rather than the other way round since
as we stated earlier, the required entry level of German is B1+ and pragmatic
and/or situational language phenomena might be rather hard to master if the lan-
guage competence is not higher. On the other hand, semiotic analysis (see above)
and shorter comedic videos (see below) are suitable for translating from Czech
to German. Another suitable genre is popular science videos and documentaries,
where condensation practices are challenged by the need for accurate description
and terminological proficiency. Here the students can also learn about voiceover
and its characteristics relating to subtitling. This task is also ideal for training
cloud-based cooperation: Students here can be sorted into groups where everyone
has a role - from the translator per se, terminology manager, subtitler in charge
of creating the actual subtitles to a person responsible for proofreading or test
screening. This cooperation can be done among others on the Ooona platform
that offers a definitive toolkit for media localization processes usually simulated
in an AVT classroom.* The instructor can either give the assignment, let the stu-
dents work inductively and discuss the results in the next session or dedicate one
session to a model situation. Lastly, the course also focuses on colloquiality and
dialectal variations, which can be dealt with for example using clips from the film
Alles Isy for contemporary youth version of German.

In the spirit of broadening the skillset, the course also includes the creation of
surtitles for a theatre performance and carrying out the actual in-class projection.
As 1 stated earlier, surtitles require manual management and sometimes have
to be swapped if the given part of the performance is improvised, forgotten or
there has been an error in the translation - production itself. Students will get an

4 0oona can be used in a free trial version in multiple solutions ranging from a training and localization
platform to QA management option. Depending on the given course structure, other software can be used
as well, such as CaptionHub, SyncWords or WiiMedia.
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assignment of creating subtitles to a one-man-show Der grofie Diktator by Stefko
Hanushevsky based on the script provided by a fictitious theatre festival producer.
In class they will then be instructed to upload their subtitles to the given display
program (preferably the Czech freeware program ClickShow 2.3) and experiment
with the timing based on the video footage of the performance.” The instructor
can in this way simulate the real situation and discuss remedies with the students
in real-time.

Je to Stefko, ne Stefko jako Stefan
ale Stefko jako stav.

3 Dnes vecer vam chci vypravét o mém Zivoté.
4 Aha, titulky
5 Dale mohu pokra&ovat némecky
8 Takze, narodil jsem se a vyriistal jsem
v Hornim Rakousku, na venkové na vesnici
7 , Vzal jsem si s sebou pro vas par fotek
Tady, Rakousko.
8 ¥ Moje mati vlastnila kadefnicky salén
‘Tam jsem travil dost ¢asu.
9 Poslouchal jsem starSich
kdyz vypravéli pfibéhy.
10 A kdyzZ vypravét nechtéli
musel jsem to prevzit ja
1 A tak jsem zpival nebo tanil
Taky tancil no
12
(Otevitttuty ) (Vaedtenu ] | (gaNanore ] UEngish EES o |ComET) [(misto ) | l (ovagan )
Usattioky ) [ _Momosi ] | (Mo obrazoa ] Cesky Dalsi & ‘ Logn Hesio - = O programi_)
ymazat Najt & | (% ] (Zobrazit ] [Jtna
| — L || e — Lot [ 0 ) () (=557

Fig. 1: User interface of the display program ClickShow 2.3

The second larger segment of the course deals with dubbing. The students discuss
major differences in the translation output with respect to its oral presentation
and get familiar with the dubbing resp. localization process in theory. They are
shown the dialogue list and are asked to identify key components of it, which
include timecode, sequence and speaker identification, synopsis or phonological
transcription of foreign words and others. One of the first model tasks is a dub-
bing translation of a documentary Unsere wilde Schweizabout the natural beauty of
Switzerland with mostly voiceover parts. For this task, the students are encour-
aged to use post-editing software at any translation platform (typically Phrase)
or generative Al In-class discussion then focuses on the comparison of the raw
outputs versus the students’ post-edited final versions mainly with respect to
the flow of the text and terminology used in the documentary. The next project
combines passive and active AVT methods because it aims to foster both their
translation and oral reproduction skills. Based on the source material, which is
the docu-soap program Hochzeit auf den ersten Blick, i.e., the German counterpart

5 Here, the free version was given preference again. Other software include Glypheo or Subtivals.
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of Married at First Sight, the students have to each translate a text of this emotion-
loaded show and excerpt those replicas that they found interesting or difficult
to translate. Because this material contains many dynamic dialogues or rather
affected arguments, it is also suitable for letting the students perform the selected
dialogues, which can then identify problems in translation if they are not easy to
reproduce. Assessing their performance should always relate to the quality of the
translation and not the mimetic or theatrical skills of the students. The aim of
these performance tasks is to test the degree of adaptation possible while simul-
taneously preserving the pragmatic potential and fluency of the selected dialogue
parts. For this purpose, there is also another linguistic exercise on the semantic
variation of the German verb sich aufregen. Third area of interest with specific
approach are children’s shows. In the course the students are asked to localize
the show Der kleine Rabe Socke for a young Czech recipient. Here, collaborative
work can be applied, where students try prompting an Al chatbot (ChatGPT, Gem-
ini, Copilot etc.) into helping them with the adequate localization variant of the
many creative names and puns from the children’s show.® The comparison of
their outputs can namely detect problems in comprehending both the phonetic
and semantic components of the material, whose interplay is prototypical for this
genre.

® ChatGPT + 2, Gemeinsam nutzen
@ Neuer Chat Bester Prompt fiir kreative Ubersetzungen der Figuren aus Der kleine Rabe Socke
Q Chats suchen (maximale Kontrolle, klare Kriterien, kreative Ergebnisse)
@ Bibliothek Prompt:
B3 Projekte
Ich brauche kreative ( und i fiir Figuren aus der Kir ..Der kleine

Rabe Socke". Bitte orientiere dich an folgenden Anforderungen:
1. “Behalte die Persénlichkeit, Eigenschaften und Rolle der Figur im Blick (z. B. frech, klug,

88 Erkunden verlasslich, tollpatschig).”

€ Excel to TBX Converter 2. “Erstelle mehrere kreative Varianten fiir jeden Namen:”
« “eine wortliche Ubersetzung,”
P OALLE « ‘einesi passende (

« “eine humorvolle oder wortspielerische Variante,"
« “eine kreative Neuinterpretation, die zur Figur passt”
3. “Erklare kurz, warum jede Variante funktioniert (z. B. Wortspiel, Charakterbezug,
Klangassoziation).”
4. “Achte auf Zielsprache X (bitte entsprechend anpassen: Englisch, Tschechisch, Franzésisch usw.)."
5. “Stilrichtlinie: Namen sollen kir , leicht und

X pisch sein*
6. “Wenn méglich, verwende passende Lautmalereien, Alliterationen oder Reime."

Beginne mit der Figur: [Name der Figur einfigen), y~d frage mich danach, welche Figur ich als Neichstes
méchte. v

+ g
_ ChatGPT kan Fehler machen. Uberprife wid ehe Coal en

Fig. 2: Reverse-prompting session for localizing German cartoon characters using ChatGPT

Lastly, the emphasis is put on shorter videos, marketing and advertising practices
and also post-production. In these concluding sessions, one can combine all the

6 Apart from the actual translation, I recommend other methods to incentivize students to use Al not
only as source for post-editing workflows but to enhance their creative abilities as well. This can be done
for example using reverse prompting, where they ask the chatbot to offer a detailed prompt, which they
subsequently use again to prompt it to get as many creative stimuli for the task as possible.
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methods used before to offer a comprehensive approach to AVT. It is ideal for
applying the speech recognition software or dealing with automated interlingual
subtitles (such as in TikTok or Instagram Reels videos), where the students can
learn to export them and use for their translation. These videos also often com-
municate humour, irony and other linguistic features that ought to be transferred.
One example case is used in the course, which is the advertisement of the Czech
bank CSOB where there are several puns and language-specific lexemes. As this
AVT course should include all stages of the production or localization process,
there is also one exercise focusing on title localization. Students have to read
about censorship and trademark laws and research examples for strategies of lit-
eral translations, rewriting, retaining key information in creative adaptations and
come up with alternative titles for several Czech established (and maybe problem-
atic) film titles.

To sum up the assessment criteria, student performance to be assessed comprises
of multiple components. Firstly, it is the individual output in form of subtitling
and dubbing assignments that each student is expected to deliver. The instructor
can decide if the assessment takes place individually or if they use an anonymized
version to pinpoint common mistakes and misconceptions and discuss them with
other participants in the group. Secondly, these include formative assessments
such as in-class exercises, peer review in vivo and other ongoing feedback that
should help students refine their skills and self-evaluation competence before fi-
nal submission. Their general performance can be either assessed gradually with
respect to individual tasks (point system) or in form of a one large assignment
(typically a longer film segment or other video format) that can optionally be
presented to other members of the academic community in an event.

Course evaluation was carried out in my case through student feedback at the
end of the semester. Students are encouraged to comment on workload balance,
clarity of instructions, relevance of the translated materials and their difficulty.
The latter was also one of the most criticized categories because it has been quite
hard for some students to remain responsive to technology and take into consider-
ation all textual parameters, i.e. semantic, pragmatic and multi-modal, in order to
secure an adequate transfer into target language. Positive feedback related mostly
to the spectrum of source materials used (anything from cartoons all the way
to scientific terms from geology and cosmology). The course took place multiple
semesters at two large Czech universities and included in one case a presentation
of the outcomes with screening to students and other members of the faculty.
I argue that it supports the notion of “best practice” because it encompasses both
standard and recent modes of AVT and can be modified for the given pool accord-
ingly, be it students of translation studies or general-language courses.
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Conclusion

Curriculum design is a rather dynamic activity and in terms of AVT it is all the
more important to stay up-to-date. With the general tendency to apply Al into
translation and localization workflows in order to reduce costs and accelerate
the process, translators in AVT are more frequently asked to refine or post-edit
machine-generated text. Implications from this are to be reflected in translation
and language pedagogy. Making use of cloud-based cooperation is also on the
rise and not negligible in the classroom. In this article I wanted to present a best
practice for an AVT course suitable for Translation Studies programmes but also
general language courses at universities, where any kind of audiovisual material is
dealt with or where it can be incorporated into teaching. It is designed to handle
basic introduction to the still most prominent variants of AVT - subtitling and
dubbing - but also make the students acquainted with the use of contemporary
technologies (post-editing, purposeful prompting and revision of Al-generated text
as well as speech recognition) for their task. Pinpointing these skills and cultivat-
ing them is crucial and can be done either in an AVT classroom or with individual
tasks elsewhere as well. In my opinion, audiovisual material could and probably
will account for much larger part of language teaching in the future and I should
hope this article contributes at least to some extent to the discourse relating to its
curriculum design. As such, it should provide instructors primarily with a default
structure and starting point for possible modifications. Although it focuses mainly
for the combination of Czech-German, changes in relevant source material can be
accounted for so that students from other areas can profit from it as well.
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Cestina pro cizince C1

[Boccou KESTRANKOVA, MARIE; VODICKOVA, KATERINA A LUDWICKI, ANTONI. Cestina
pro cizince — ucebnice: tiroveri C1. Brno: Edika, 2025. ISBN 978-80-266-1997-0.]

Uéebnice Cestina pro cizince C1 zavriuje ucelenou sadu u¢ebnic pro nerodilé mluvéi
CesStiny, ¢imz vytvari jednu z mala fad ucebnic s pokrytim vSech trovni CeStiny
jako ciziho jazyka podle SERR]. Ucebnice je napsana tymem autord pod vedenim
Marie Boccou Kestidankové a svou urovni C1 je jedna ze dvou existujicich ucebnic
urcenych pro zkuSené uzivatele jazyka. Ucebnice je, jak autofi pisSi, vhodna pro
studenty s jakymkoliv prvnim jazykem a obsahuje autentické texty, a to ve formé
psanych textli a audionahravek.

Ucebnice vysla spolecné se samostatnou cvic¢ebnici, odpovidajici struktuie uc¢ebni-
ce, pro dostatecné procvicovani nového i jiz zndmého obsahu. Ucebnice obsahuje
7 lekci, které jsou dale rozdéleny na mluvnickou cdst, ¢ast zopakujte si, ¢teni a po-
slech. Cast mluvnice zabira nejvétsi pocet stranek a objevuje se v ni kolem péti
riznych gramatickych témat, casto morfologickych a slovotvornych. Témata jsou
predstavena riiznymi zplsoby, napiiklad kratkym prikladovym textem, tabulkou
¢i vétnym vysvétlenim. Vzdy nasleduje dostate¢né mnozstvi tkold na procviceni,
které jsou doplnény také cviéebnici. Cast zopakujte si obsahuje primarné mluvnic-
kou tematiku, se kterou byli studenti seznameni v predchozi radé ucebnice B2,
a mohou si ji procvicit napriklad v dopliiovacich cvicenich. Na konci stran se také
vyskytuji pozndmKy s informaci, kde student miize danou latku najit v predcho-
zich ucebnicich této rady spolecné s vysvétlenim, ¢i dalsimi ukoly k procviceni.
V Casti ¢teni se objevuji autentické texty s tematikou ceskych redlif. Studenti si
mohou precist naptriklad o Ceskych spolcich ¢i o vysledcich vzdélavani zakd za-
kladnich skol. Texty jsou rtiznorodého typu, ¢imz je student pripravovan nejen na
Cteni tézsich textd, ale i na ulohy vyskytujici se v certifikované zkousce urovné C1.
Pred hlavnim textem jsou vzdy v ucebnici piipravné aktivity k navozeni tématu
a preduceni vybrané slovni zasoby, i kdyz je kladen vétsi diiraz na samostatnost
studentd pri zjiStovani pro né novych a neznamych slov. Po hlavni aktivité si
student ovéri porozumeéni naslednymi aktivitami a Ukoly spojenymi s tématem
textu. Objevuje se diskuze, uvédomeéni si Ceskych realii, mediacni ulohy ¢i vystup
ve formé psani, nebo prezentace. V posledni Casti poslech se nachazeji autentické
poslechy, vCetné Sumu na pozadi, feCovych vad mluvcich ¢i prekryvani promluv
pres sebe. Opét se zde vyskytuji pripravné aktivity s elicitaci nejnutnéjsi slovni
zasoby a také nasledné aktivity pro upevnéni tématu. Na konci knihy studenti
naleznou transkripty poslechovych textl, kli¢ k jednotlivym cvi¢enim, autorské
okénko a seznam zdroju pouzitych textl a poslechti. Lze si v§imnout, Ze struktura
lekci je ve srovnani s piedchozimi publikacemi stejné sady zménéna. Do vSech
Ctyr zminénych Casti jsou zarazeny texty k porozumeéni, cviceni podporujici tstni
i pisemnou interakci a Ceské redlie. Toto rozlozeni umoziiuje Umérné procvice-
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ni vSech ctyr jazykovych kompetenci a podporuje vybérové uziti ucebnice podle
kurzu a podle potieb studujicich.

Novinkou v rdmci ucebnic CeStiny pro cizince je explicitni zarazeni mediac¢nich
dloh. Ty jsou vzdy oznaceny ikonou pro mediaci (trojuhelnikem, ve kterém je
misto spodni strany napsané slovo mediace), kterd napomaha ucitelim zamyslet
se nad mediacnim presahem dané ulohy. Nejcastéji se objevuji ulohy s prekladem
do jiného jazyka pro specifické publikum, ¢i shrnuti textu v ¢estiné s konkrétnim
cilem. Timto studenti mohou vyuzit znalosti dal$ich jazykd pfimo ve vyuce a si-
mulovat tim svilj kazdodenni Zivot.

Uroveii C1 odpovida jiz zku$enym uZivatelim jazyka, a tim se Fidi i tato publikace.
Studujici v ucebnici naleznou klicovou slovni zasobu k poslechovym i psanym tex-
tlm, ale také je zde kladen diiraz na jejich schopnost najit si informace a slova,
ktera potrebuji. Jsou vyzyvani naptiklad k pouziti umélé inteligence a nasledné
prace s jejim vygenerovanym obsahem ¢i k hledani informaci na webovych stran-
kach psanych nejen Ceskym jazykem.

Grafické zpracovani je zachovano ve stylu predchozich ucebnic této rady. V uceb-
nici nalezneme zndmé stupné modré barvy, pouzivané v hornim ohraniceni stran-
ky, nadpisech, ikonach, prikladovych slovech, poznamkach, tabulkach a ve slovech
nutné k rozliSeni od ostatnich. Fotografii obsahuje méné, vétSinou jako soucast
Ctecich a poslechovych cvi¢eni pro navozeni diskuze k nasledujicimu tématu.

Celkoveé lze rici, Ze ucebnice zamérena na uroven C1 CeStiny jako ciziho jazyka je
velmi prinosna, jak pro vyucujici cestiny, ktefi ji mohou vyuzivat ve svych lekcich,
tak i pro samotné studujici, pro které je dobrou pomiickou p¥i uceni se jazyka. Ja-
ko soucast pouzivané fady ucebnic je pro své uZzivatele jiZ zndma svym grafickym
provedenim, strukturou i typem cviCeni. Diky autentickym textovym a poslecho-
vym materialim uZzivatele pripravuje na rizné komunikacni situace, ve kterych se
jiz jako zkuSeni uZzivatelé jazyka mohou pohybovat. Jak autofi v predmluvé zmi-
uji, publikaci je doporuceno pouzivat vybérové s ohledem na cil kurzu a potreby
studentd.
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Challenges Faced by International Students and
Practical Strategies to Overcome Them

Ludmila Kolac¢kova, Barbara Czapczynska

Abstract: Studying abroad through the Erasmus+ programme presents international students
with unique challenges, ranging from cultural adaptation and language barriers to academic
expectations and social integration. This article explores common difficulties faced by Eras-
mus+ students at two universities - one in Poland and the other in the Czech Republic. Data
was gathered from surveys conducted among students. The article also provides practical
strategies on how to navigate these obstacles effectively.

Introduction

In issue no. 2 of the 2023 CASALC Review, we invited colleagues from university
language departments to share their experiences with the ERASMUS+ programme.
We now return to this topic from the students’ perspective, focusing on those who
spent a semester abroad.

The authors’ long-standing professional cooperation, rooted in shared teaching
and research interests, has evolved alongside developments in language educa-
tion. Recently, our collaboration within the ERASMUS+ programme inspired us
to examine the experiences of students participating in study exchanges at our
institutions.

ERASMUS+ remains a key instrument of European academic cooperation, foster-
ing not only linguistic and academic growth but also intercultural competence
and employability. A specialised branch, Military Erasmus (EMILYO), promotes
a shared defence culture among future EU officers.

This study draws on selected scholarly and institutional sources and focuses on
comparing student experiences in the Czech Republic and Poland, and explores
common challenges related to adaptation, communication, and study environ-
ments.

Methodology

A structured questionnaire was administered online through Google Forms in
April 2025 to collect the study data. The target population consisted of interna-
tional students attending two specific institutions: the University of Defence in
Brno (Czech Republic) and the Polish Naval Academy in Gdynia (Poland). The sur-
vey covered five key areas: cultural norms, language barriers, lifestyle adaptation,
social integration, and academic challenges.
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At the University of Defence, 18 students from Austria, Lithuania, Latvia, Romania,
Slovakia, and Sweden participated. At the Polish Naval Academy, responses were
obtained from 36 students representing Austria, Romania, Latvia, Lithuania, and
Slovakia.

Results and Discussion

Cultural Differences in Daily Life

Czech respondents most often cited communication style (44.4%) and daily
habits (38.9%) as cultural challenges. In contrast, Polish respondents emphasised
lifestyle factors - particularly food and clothing (83%) - with only 10% men-
tioning communication issues. This suggests that Czech students face more inter-
personal challenges, while Polish students struggle primarily with lifestyle adjust-
ments.

Language Barriers

Language proficiency proved a key differentiator. In the Czech sample, 88.2% re-
ported no language problems, while 11.8% overcame initial difficulties through
support and courses. Polish respondents faced more obstacles: 70% managed to
improve over time, 20% continued to struggle, and 10% experienced no issues.
These findings highlight the need for stronger language support systems in Polish
institutions.

Lifestyle and Habits

Most students adapted successfully: 75% of Czech and 94% of Polish participants
reported eventual adjustment. The data indicate effective coping mechanisms and
resilience, though the adaptation process varied in pace.

Building Social Relationships

Social integration was generally positive. In the Czech Republic, 82.5% of students
formed friendships easily. In Poland, 83% built social circles gradually, while 17%
reported no difficulties. The Czech context appears to encourage faster social en-
gagement.

Adapting to the Education System

Academic adjustment was a shared challenge. Czech respondents most often cited
unfamiliar teaching and assessment methods (44.4%), followed by communication
with instructors and teamwork (16.7% each). Polish respondents echoed these
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concerns, with 89% highlighting teaching and assessment methods as their main
issue. Both groups pointed to the need for clearer academic expectations and
structured orientation support.

Practical Strategies for Facilitating International Student
Adaptation

The comparative results emphasise that successful adaptation involves linguistic,
cultural, social, and academic dimensions. Based on the results of the data analy-
sis, the study of specialised literature, and our own long-term experience working
with international students, we have compiled the following recommendations.

Cultural Differences in Daily Life

To ease cultural adjustment, universities should implement orientation workshops
introducing local customs and daily routines. A peer mentorship programmes can
provide newcomers with practical guidance, while intercultural events and shared
activities promote understanding and meaningful engagement across diverse stu-
dent groups.

Language Proficiency Development

Given the pronounced linguistic challenges reported by Polish respondents, insti-
tutions should prioritise accessible language support through discipline-specific
instruction, conversational practice groups, and digital learning tools. Informal im-
mersion - via student clubs, volunteering, and community engagement - further
strengthens language competence in authentic contexts.

Lifestyle and Habits

To effectively address the challenges of lifestyle adaptation, universities should
focus on practical and proactive support. Implement mandatory orientation work-
shops that cover essential local customs, public transport, banking, and daily rou-
tines. Establish a robust peer mentorship system that pairs new arrivals with
experienced local or senior international students specifically for non-academic
guidance. Finally, organise frequent intercultural events, such as shared local
meals and community engagement activities, to quickly integrate local habits into
students’ routines, reducing isolation and fostering a sense of familiarity with
their new environment (International Days, Trip Days).
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Building Social Relationships

Structured programmes such as buddy systems, intercultural dialogues, and so-
cial mixers facilitate integration. Culturally sensitive and linguistically accessible
health services are vital, alongside awareness campaigns that normalise help-
seeking. An inclusive campus culture - characterised by diverse representation
and student-led initiatives - reinforces belonging and engagement.

Adapting to the Education System

Bridging modules clarifying assessment formats, grading systems and expecta-
tions for independent learning can help students navigate academic transitions.
Faculty training in inclusive communication and culturally responsive teaching
enhances classroom interaction. Additionally, workshops on teamwork, group dy-
namics, and project management prepare students for collaborative learning en-
vironments.

Conclusion

The comparative analysis shows that while Czech and Polish institutions face sim-
ilar categories of student challenges, their intensity and nature differ. Czech stu-
dents experience smoother linguistic and social integration but encounter subtler
academic difficulties. Polish students face greater language and lifestyle barriers
yet display strong adaptability over time.

Overall, international students across both contexts encounter a spectrum of cul-
tural, social, and academic challenges when transitioning abroad. Persistence,
adaptability, and openness enable most to thrive. These insights can guide insti-
tutional policies and targeted support programmes aimed at enhancing the inter-
national student experience across Central Europe.

The authors used Al tools for proofreading.
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Language Instruction in Tertiary Education for the
Students of Natural Sciences

Markéta Dudova

In 2022, the team of language teachers at the Faculty of Science, Masaryk Univer-
sity, came up with the idea of organizing a one-day conference. Their motivation
was to connect with lecturers from other universities who, like them, teach lan-
guages to a unique group of students - future scientists. What began three years
ago as a gathering of colleagues discussing the specifics of language teaching in
the sciences became, in its second edition in June 2025, a warm reunion of friends
eager to share what they have been working on.

The conference opened with two presentations focused on teaching innovations.
Markéta Dudova presented a library game designed to help students become fa-
miliar with the university library and its resources. Using a library for the first
time can be stressful for many students and Markéta’s gamified activity turns
this task into a fun and interactive learning experience. Zuzana Kolafikova and
Viktoria Maria Slovenskd introduced a variety of online tools designed to help
students strengthen their language skills in different scientific disciplines. Zuzana
and Viktoéria shared the online exercises they had developed to expand students’
vocabulary. As part of their project, they placed a special emphasis on practicing
terminology, functional grammar and improving listening skills through YouTube
videos. The online exercises were met with positive feedback from students. They
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particularly appreciated the relevance of the scientific vocabulary and the flexibil-
ity of improving their English anytime and from the comfort of their homes.

Academic writing was another key topic. Laura Zinoni took the audience step-
by-step through a task-based lesson in which students were assigned to write
a critical review of a research article. Laura’s lesson showed a carefully thought-
out scaffolding process where students can learn to understand how academic
sources are related within a single article, how texts are cited and reused by other
authors, and how they “communicate” with one another - an insightful feature
not often highlighted in scientific writing activities. Joe Lennon also addressed
academic writing, and his presentation showed how Al tools can be used to en-
hance students’ ability to identify weak spots in their first drafts. Joe’s talk was
inspiring in the way it combined established principles, such as the CARS model,
with new Al approaches. Importantly, he emphasized the need to remain criti-
cal in today’s Al-focused world. Being critical, he explained, means encouraging
students to compare: to analyse examples of strong writing in order to recognize
weaker ones. In this way, critical thinking - which very often feels like an elusive
and abstract concept - became tangible, giving both students and teachers a clear
tool for applying it in the classroom.

The conference gained an international dimension with the presentation by Anna
Bizkova DoleZelova and Jana Kubricka, who introduced a class project developed
in collaboration with Asieh Amjadi from Germany. In this project, student teams
from Masaryk University worked with their peers from Paderborn University in
a series of virtual sessions over the semester. Together, they investigated a sci-
entific problem, with each student team contributing its own perspective - ge-
ological, biological, or engineering. This made the project not only a valuable
opportunity for language learning but also a chance to practice interdisciplinary
collaboration.

In addition to presentations, the conference featured two inspiring workshops
in which lecturers shared their lesson plans and guided the audience through
engaging class activities. In the first workshop, Barbara Kordikova and Tatiana
Slovakova presented an interactive ESP lesson on vitamins. The lesson was packed
with practical strategies to activate students. Activities included shared listening
tasks - an innovative way to practice communicative skills through listening, as
well as speed dating vocabulary cards. Introductory word clouds, revisited at the
end of the lesson to help students reflect on what they had learned, were a simple
yet highly effective idea. Barbara and Tatiana’s lesson was an excellent example of
how to develop students’ scientific vocabulary and improve their communication
skills through engaging activities. The second workshop, led by Lenka Jeleiova
and Karin Rézsova Wolfova, also focused on the development of communicative
skills through scientific topics. Using the highly relevant topic of fast fashion,
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Lenka and Karin introduced hands-on activities designed to support collaborative
language learning. They also highlighted digital tools that can help engage stu-
dents in the topic, while also presenting low-tech alternatives that were equally
enjoyable.

The conference concluded with a presentation by Katefina Klementova, and the
ending could not have been more fitting. Katefina described a seminar she de-
signed to help students craft research pitch presentations. Although ESP teachers
are often trained in philology rather than in science, Katefina showed how this
can be an advantage: helping students distil the key message of their research
while focusing on aspects such as clarity, structure, and the rhythm or even mu-
sicality of the pitch. She also shared a personal story, in which one of her course
participants succeeded on the international stage at the Falling Walls Lab contest
- a truly uplifting conclusion of the conference.

Overall, the conference offered a lot of inspiring ideas and fresh insights into
language instruction for students in the sciences. We can only hope it will be
held again in the future, whether in Brno or elsewhere in the Czech Republic or
Slovakia, and we look forward to reconnecting with our colleagues and continuing
these productive discussions.
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