
Editorial
Předchozı́ čı́slo CASALC Review 2025/1 se ve svém editorialu věnovalo umělé in-
teligenci jako fenoménu, který se stal běžnou součástı́ vysokoškolské jazykové
výuky. Druhé čı́slo roku 2025 již navazuje konkrétnı́mi náměty, jak AI ve výuce
použıv́at, ale zároveň poukazuje na jejı́ limity.
Jednı́m z klı́čových témat ve vztahu k AI, které z tohoto čı́sla vystupujı́ vı́c než
zřetelně, je skutečnost, že profesnı́ dovednosti se nelze „naučit“ prostřednictvı́m
technologie samotné. Zƽ ádný nástroj nemůže za studenta převzı́t rozhodovánı́ za
volbu prostředků a způsobů komunikace a jednánı́ v profesně náročných situacı́ch.
Přitom právě tyto aspekty deϐinujı́ profesnı́ dovednosti, které jsou součástı́ většiny
univerzitnı́ch odborných jazykových kurzů.
Mnohé přı́spěvky tohoto čı́sla ukazujı́, že AI a digitálnı́ technologie napomáhajı́
při vytvářenı́ autentických učebnı́ch situacı́, v nichž se profesnı́ dovednosti mohou
rozvı́jet. Napřı́klad Kapralíková a kol. představujı́ simulace obchodnı́ch vyjednávánı́
za podpory AI, které studentům umožňujı́ vstupovat do scénářů velmi blı́zkých
profesnı́ realitě.
Podobně i dalšı́ studie v tomto čı́sle – ať už se jedná o didaktické využitı́ scé-
nářů doplněné strukturovaným debrieϐingem (Šulovská), nebo o analýzu úzkosti
z akademického veřejného vystupovánı́ (Trávníková) – potvrzujı́, že klı́čovým mo-
mentem učenı́ zůstává reϐlexe, prožitek a didaktický záměr učitele, nikoli samotný
nástroj, přestože technologie poskytuje v tomto přı́padě neocenitelnou pomoc při
konstruovánı́ přesvědčivých jazykových úkolů.
Metodologickým protipólem technologických inovacı́ jsou přı́spěvky zaměřené na
didaktické ztvárněnı́ obsahu a jazykové zdroje, jako je metoda OSCE ve výuce
slovenštiny jako cizı́ho jazyka (Kšiňanová) nebo práce s jazykovými korpusy ve vý-
uce odborného jazyka (Dobiášová). Tyto texty připomı́najı́, že jazyková správnost,
autenticita a odborný obsah jazykového materiálu jsou základnı́mi podmı́nkami
smysluplné simulace profesnı́ch situacı́, kde AI může sloužit jako účinný, nikoli
však autonomnı́ pomocnı́k učitele.
Sekce Inovativní praxe pak tuto linii doplňuje důrazem na lidský rozměr komuni-
kace. Aktivnı́ naslouchánı́ (Vránová) či audiovizuálnı́ překlad jako součást transla-
tologické přı́pravy (Ciosk) zřetelně ukazujı́, že profesnı́ kompetence vznikajı́ v pro-
storu mezi jazykem, kontextem a člověkem – v prostoru, který technologie může
modelovat, ale nemůže zaplnit sama o sobě.
Aktuálnı́ čı́slo CASALC Review tak ukazuje, jak AI může učitelům pomoci vytvářet
náročnějšı́ a realističtějšı́ učebnı́ situace, v nichž se studenti mohou profesně učit –
chybovat, reϐlektovat a růst. Ale právě v tomto smyslu zůstává role učitele a výuky
nenahraditelná.

Editorky CASALC Review 2025/2
Alena Holá a Ivana Mičínová
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The Role of Debrieϐing in Enhancing ESP Classroom
Scenario-based Activities

Úloha debrieϐingu pri zefektívňovaní scenárových aktivít vo
výučbe angličtiny pre špeciϐické účely

Denisa Sƽulovská

Abstract: This paper explores the role of debrieϐing in English for Speciϐic Purposes (ESP)
instruction, highlighting the pedagogical value of this post-activity reϐlection 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 ϐields 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 debrieϐing 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, debrieϐing, ESP, professional skills, scenario-based
activities, soft skills

Abstrakt: Tento prı́spevok sa zaoberá úlohou debrieϐingu vo výučbe angličtiny pre špeciϐické
účely, pričom poukazuje na pedagogickú hodnotu tejto reϐlexie po aktivite ako prostriedku
na rozvoj jazykových zručnostı́, mäkkých zručnostı́ a profesijných kompetenciı́. Keďže sa vo
výučbe angličtiny pre špeciϐické účely čoraz viac kladie dôraz na úlohové a scenárové aktivi-
ty, ako sú hranie rolı́ a simulácie, je nevyhnutné zabezpečiť, aby učenie presiahlo rámec iba
jazykovej a komunikačnej roviny. Napriek preukázanej účinnosti týchto interaktıv́nych metód
v oblastiach, ako je medicı́na, zostáva ich potenciál vo výučbe angličtiny pre špeciϐické účely
stále nedocenený. V prı́spevku sa snažı́me vyplniť túto medzeru, opierajúc sa sa o obmedzený
existujúci výskum. Opisujeme proces začlenenia debrieϐingu do výučby angličtiny pre špeciϐic-
ké účely, pričom ponúkame odporúčania, ako vytvoriť zmysluplné prepojenie medzi jazykom,
potrebami a záujmami študentov a ich prı́pravou na reálny profesionálny život.

Kľúčové slová: komunikačná kompetencia, debrieϐing, angličtina pre špeciϐické účely, profe-
sijné zručnosti, scenárové aktivity, mäkké zručnosti

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 speciϐic,
goal-oriented task that reϐlects 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 speciϐic 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 (Kováč, 2024; Sƽulovská 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 debrieϐing after the simulation is completed. This
ϐinal step often tends to be neglected (for various reasons, time constraints being
one of them). Nevertheless, debrieϐing must be seen as a very important ϐinal
step in the stimulation. It offers space for reϐlection, 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 ϐirst provide a brief overview of some of the
simulations used in ESP instruction. After that we will focus on debrieϐing and
its importance as the ϐinal step in these activities. Challenges connected with the
process of debrieϐing the teacher may face in the ESP classroom will be addressed
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next. Finally, we will draw on our experience with debrieϐing 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 speciϐic
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, Slováková and Kováč (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 ϐinal presentation upon the completion of all other stages.
Xie (2023) analyses the effectiveness of a business simulation at a tertiary level
while Kováč (2024) describes activities in a simulated medical centre, where fu-
ture doctors focus on communication with patients. Sƽulovská (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.
Chovancová (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, ϐinding 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 speciϐic needs of the learners.
Therefore, as the ϐirst 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 reϐlect real-
world tasks relevant to the students’ ϐields 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 ϐields. 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 ϐinal, and sometimes overlooked step, is the debrieϐing 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 reϐlection and debrieϐing. To address this gap, this paper
focuses speciϐically on debrieϐing, highlighting its pedagogical value and making
some recommendations for its effective integration into ESP instruction to support
language development, soft skills and professional competencies. Debrieϐing as the
ϐinal stage of scenario-based activities can be easily neglected, but it is an impor-
tant ϐinal 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 reϐlection 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 (Schürmann et al., 2025). The debrieϐing stage can be
seen as “a bridge between practical experience and theoretical conceptualisation”
(Kohonen, 2007:1–2).

3 Debrieϐing in educational contexts

Debrieϐing 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 reϐlection and therefore all simulation-based
learning should include a planned debrieϐing 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 ϐield of nursing and
medicine, Ross (2020) gives practical guidance for planning debrieϐings, focusing
on pre-brieϐing, structure, psychological safety and facilitation skills. Sawyer et al.
(2016) underline the beneϐits of debrieϐings as well as provide educators with
an overview of various methods of conducting healthcare simulation debrieϐing.
Sawyer and Deering (2013) developed a comprehensive debrieϐing format for
postsimulation debrieϐing 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 debrieϐing following military operations. Some studies also explore learning
in virtual environments. One such virtual simulation and debrieϐing session is
described by Medel, Cemeli, and Ortı́z (2015) who analyse how participation in
debrieϐing sessions allowed participants to develop soft skills such as teamwork,
critical thinking and communication.

In these ϐields, the beneϐits of debrieϐing are indisputable, as it enables to:

1. reϐlect on performance – individuals and teams analyse what went well and
what did not and why. Reϐlecting 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 ϐields 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 debrieϐing in the ϐields 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 debrieϐing, speciϐically 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 ϐields of medicine and military,
there are only limited studies on debrieϐing in other areas of education. For ex-
ample, Raymond and Usherwood (2013) focus on assessment after a simulation
within the ϐield of political science, stressing that there needs to be a strong ele-
ment of debrieϐing 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 debrieϐing. Yet following a simulation, debrieϐing
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 Debrieϐing 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 debrieϐing at their end.
Yet the obvious beneϐits of debrieϐing in medicine and military can be extended
to other areas of education. Allowing time for assessment and reϐlection helps
students understand their progress, become more aware of what they learnt and
identify areas for improvement.

Why is there a need for debrieϐing in ESP simulations and what should it address?
Debrieϐing 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 debrieϐing.”

Some areas in ESP are brieϐly mentioned by Sƽulovská (2023), who describes them
as the ϐinal steps of simulated negotiations in ESP for political scientists. Markovic
(2016) focuses on evaluation questionnaires completed by students as part of the
reϐlection and debrieϐing 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 debrieϐing
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 reϐlections about the negotiation simulation itself. Chovancová
(2024) includes post-reϐlection within her interaction/mediation activity (lawyer
and client meeting) for law students and structures it in three stages – immediate
private self-reϐlection (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-reϐlection 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 reϐlection (for example, Droste et al.
(2023) mention a 5-minute reϐlection on student experience in their simulation,
although they do not specify how it is done).

In our experience, the ϐive areas an ESP teacher should aim to focus on in a de-
brieϐing 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 reϐlection. The teacher may well feel a lack of conϐidence,
as these areas do not relate directly to language and communicative competence.
It may help to realise that

… none of us are born with debrieϐing skills; they must be learned, sometimes with difϐiculty. For many
years, I found the debrieϐing episode particularly difϐicult; I often felt nervous, and I am certain that
I did it badly on several occasions. I still ϐind it difϐicult, but I feel more conϐident, partly because I made
a special effort to focus on that and discover and invent ways to do it better (Crookall, 2023, p. 50).

10 Study



LinguisƟc competence 1. addressing language gaps
2. reinforcing target vocabulary and structures
3. opportunity to address miscommunicaƟon that arose during the

simulaƟon (and the reasons why)
CommunicaƟve competence 1. drawing aƩenƟon to pragmaƟc awareness: discussing and

analysing turn-taking
2. discussing miƟgaƟon strategies

AffecƟve dimension 1. suggesƟons for reducing anxiety
2. boosƟng moƟvaƟon and confidence

Professional skills development 1. deepening the scope of knowledge within the discipline
2. transferring a simulated experience to subject maƩer studied

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

posiƟon
SoŌ skills development 1. cogniƟve skills: criƟcal and creaƟve thinking, decision-making,

problem solving
2. interpersonal skills: collaboraƟon, conflict management, empathy
3. workplace skills: Ɵme management, adaptability, flexibility,

presentaƟon and digital skills

Fig. 1: Suggested areas for debriefing in ESP

A proper debrieϐing should encourage learners to reϐlect 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 debrieϐing should ideally be used to boost
motivation and the conϐidence of learners, as well as offer suggestions to over-
come stress that some students may feel during such activities. Slováková and
Kováč (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. Jurı́ková (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 speciϐic 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.

Debrieϐing 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 speciϐic 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 reϐlect on different
strategies and compare approaches, gaining insights into effective communication
and collaboration styles within their ϐield. It also fosters critical thinking and self-
awareness, as learners evaluate both successful and less successful interactions.
In other words, in the debrieϐing 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, debrieϐing 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 debrieϐing
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’ speciϐic ϐields 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 debrieϐing. It can also affect
the teacher’s conϐidence in guiding post-simulation reϐlection, particularly when
students raise questions regarding subject-speciϐic 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 ϐindings 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 reϐlect 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 reϐlective practices, which
debrieϐing undoubtedly is. Upon the completion of the activity, they may consider
the task ϐinished and consider debrieϐing as redundant. Moreover, without well-
developed metacognitive awareness, such as the ability to reϐlect on their own
performance, students may struggle to meaningfully participate in the debrieϐing.
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 debrieϐing, 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 Ortı́z (2015) underscore the facilitator’s role
in creating a safe and positive environment, recognizing simulation, including its
debrieϐing, as a communicative interaction centred on collaborative learning.

Debrieϐing 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 ϐirst time a debrieϐing is conducted. Crookall (2023)
suggests starting a debrieϐing 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 debrieϐing in silence, using an indi-
vidual checklist to guide participants in a quiet reϐlection. Maestre and Rudolph
(2015) compare three approaches in debrieϐing – judgmental approach, nonjudge-
mental approach and the good judgement approach. They highlight the beneϐits
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 debrieϐing 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 debrieϐing can greatly aid a productive
reϐlection. I began to use a table with the points I wanted to address during a class
debrieϐing, 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 debrieϐing discussions with
students as some students repeatedly raised and commented on these points (see
Figure 2 below).

LinguisƟc competence • key vocabulary and expressions
• grammar accuracy
• level of formality
• pronunciaƟon

CommunicaƟve competence • turn-taking
• polite language
• clarificaƟon and checking for understanding
• adapƟng language
• re-phrasing and clarificaƟon when needed

AffecƟve dimension • confidence due to thorough preparaƟon
• focus and involvement
• managing conflicts and disagreements
• encouraging others
• reducing tension

Professional skills • clear agenda, Ɵme-keeping, turn-taking
• professional tone
• clear statement of goals
• summarising main points
• parƟcipaƟon in a realisƟc outcome
• building on knowledge from other courses

SoŌ skills • working well within a group
• respecƟng others
• helping to solve problems or conflicts
• taking iniƟaƟve to move the conversaƟon forward
• keeping the group focused on task

Final reflecƟon • What is the one thing you learned?

Fig. 2: De-briefing: Teacher prepared checklist

Following Crookall’s (2023) recommendation to use individual debrieϐing forms
and allow participants a period of silent reϐlection, Figure 2 was used (created
by the author with the aim of identifying the points that need to be addressed
in the debrieϐing) to prepare a student friendly debrieϐing checklist. This teacher-
prepared checklist was then compared with one created by Chat GPT using the
ϐive areas from Figure 2 as prompts. Although AI 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 modiϐied the questions and experimentally
used the modiϐied checklist in the debrieϐing 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 debrieϐing session took place immediately upon
the completion of the simulation, when the checklist was distributed, allowing
participants 5 minutes for silent reϐlection, followed by a 15-minute discussion.

On both occasions, the resulting discussion was longer and more detailed than
the usual debrieϐing discussions done in the past, as the checklist guided students
in silent reϐlection. As a result, in subsequent debrieϐing class discussions, stu-
dents commented even more on the affective dimension and professional and soft
skills. Students particularly praised the friendly atmosphere during the debrieϐing,
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 ϐield of study.
It appeared from the two structured debrieϐing sessions that the class success-
fully fostered a stronger sense of community and connection among students and
that the debrieϐing 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 conϐirmed the beneϐits of this
approach. These impressions align with the ϐindings of Kšiňanová et al. (2024),
where participants in task-based activities highly valued opportunities for real
contact with classmates, communication, mutual support, and inspiration.

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

5 Beneϐits of debrieϐing in ESP pedagogy

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

1. Consolidation of language learning
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Fig. 3: Debriefing Checklist for students

Debrieϐing helps students reϐlect 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.

2. Development of metacognitive and communicative competence
Debrieϐings 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.

3. Connecting the simulation with professional practice
ESP simulations often model real-world professional communication. Debrief-
ing connects simulation performance to authentic workplace communication
norms.

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

Conclusion
In conclusion, incorporating debrieϐing after task- and scenario-based activities
into ESP classes should be seen as an important ϐinal step and teachers should de-
sign and conduct them with debrieϐing in mind. The debrieϐing can take the form
of teacher guided group reϐlection, peer feedback within a small group or a quiet
individual reϐlection 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. Debrieϐing
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’ speciϐic areas of study.

Author’s Statement on the Use of Artiϐicial 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 debrieϔing 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]. OpenAI.
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 debrieϐing 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 Trávnı́ková

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, yetmany learners experience signiϐicant stresswhen asked to
perform in front of an audience. The study draws on data from a questionnaire and from stu-
dents’ self-reϐlection journals written during a Master’s-level presentations course at a Czech
university.

The ϐindings show that anxiety manifests in multiple ways, including physical symptoms, neg-
ative thoughts, and loss of conϐidence. 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 reϐlection are effective ways to help students build resilience and
develop greater conϐidence as speakers.

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

1 Introduction

This article contributes to the rapidly evolving ϐield 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 signiϐicantly hinder students’ per-
formance and self-conϐidence, 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 conϐirmed 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’ reϐlections 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’ reϐlections 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), ϐirst identiϐied and deϐined 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 deϐine FLA as “the
feeling of tension and apprehension speciϐically 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: “Difϐiculty in speaking in class
is probably the most frequently cited concern of the anxious foreign language stu-
dents …”, which is also conϐirmed e.g. by Dewaele (2002), who also claims spoken
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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 deϐines it as

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

Several fears have been identiϐied 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
difϐicult.

Given the strong emotional impact of public speaking in a second language, recent
studies have focused on how this anxiety inϐluences 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 proϐi-
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 Ariϐin (2024) and Tiana et al. (2024), who both found that
anxiety often reduces ϐluency and conϐidence.
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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 conϐident 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 Belovecová (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 ϐield of study were not signiϐicant 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-
tiϐied 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 (BeaƩy 1988 and Buss 1980 qtd. in Pribyl et al. 2001)

Cause DescripƟon
Novelty Speaking in a new or unfamiliar situaƟon can increase anxiety. For example, if

students have liƩle prior experience with formal presentaƟons, the acƟvity itself
feels overwhelming.

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

Formality Highly structured, inflexible seƫngs (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 negaƟve judgment.

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

Degree of AƩenƟon
from Others

The feeling of being constantly watched and evaluated, especially by inaƩenƟve or
criƟcal audiences, adds pressure.

Dissimilarity Differences in values, aƫtudes, 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 conϐidence
when speaking in English.

The participants in this study were advanced-level university students in the ϐield
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 ϐields 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 conϐident
speakers can still experience signiϐicant 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-reϐlection 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 reϐlection, 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-
reϐlection 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 speciϐic 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 deϐiciencies, and the physical manifestations of PSA. The self-
reϐlection 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 reϐlect on the
strategies they found helpful in managing anxiety.

The questionnaire was administered during the ϐirst seminar of the course, en-
suring that responses reϐlected students’ initial attitudes and experiences before
any course activities could inϐluence them. It was completed in class, online, in
written form, in English, and collected immediately to maximise the response rate.
The self-reϐlection 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
ϐinding the most common responses. This gave an overall picture of how often cer-
tain experiences or opinions occurred. The self-reϐlection 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-reϐlection 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 signiϐicant 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-reϐlection journals, in which students de-
scribed their emotional states, evaluated their own performances, and reϐlected
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 ϐindings provided a baseline for further analysis of how such anxiety was
inϐluenced 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

26 Study



Fig. 1: Responses to the quesƟon ‘Are you afraid of giving presentaƟons 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%) conϐirmed that it was indeed more difϐicult. 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 difϐiculty of
ϐinding the right words quickly, which often led to pauses, loss of ϐluency, or even
frustration. Others emphasized a lack of conϐidence 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 conϐidently 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 difϐiculty and increased their PSA. Im-
portantly, the stress did not come only from the act of public speaking itself, but

Study 27



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 conϐidence 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 ϐlu-
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 quesƟon “Is it harder for you to present in English and why?”

Theme Number of menƟons
Vocabulary / finding words 20
Confidence / self-esteem 11
Grammar / accuracy 3
PronunciaƟon / accent 3
CogniƟve load 7
General stress / panic 4

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 ϐindings show that public speaking anxiety manifests itself in
a wide range of physical, emotional, and cognitive symptoms, often overlapping
in the same individual. This conϐirms 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 conϐidence
(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 IllustraƟve quotes
Physiological symptoms – I am blushing. I oŌen 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.
– StuƩering, sweaƟng, shaky voice, harder to breath.
– Change of voice, speaking fast.

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

CogniƟve symptoms – Not keeping eye contact with the audience, forgeƫng what I want to
say, talking too fast.
– Perhaps that I forget a word and freeze.
– Loosing words, problems with pronounciaƟon.

Behavioural/interacƟonal – Losing aƩenƟon, red in face, I 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, sweaƟng, 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 reϐlective 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 conϐi-
dently. In this way, their reϐlections 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 IllustraƟve quotes
PreparaƟon & rehearsal – Try the presentaƟon at home several Ɵmes, deep breathe before the

speaking.
– Good preparaƟon of the topic and materials, voice and body exercise
before presentaƟon.
– When I have a clear structure for my presentaƟon.

Breathing & relaxaƟon
techniques

– To breath deeply, trying to enjoy to be nervous.
– Breathing, be prepared in advance, drink a water.
– Breathing in and breathing out 3× and reassuring myself that it is not
the end of the world.

PosiƟve self-talk & mindset – Say to myself that it is ok to make mistakes.
– To stay posiƟve, to pracƟce beforehand.
– Don’t stop speak and be posiƟve.

Audience connecƟon – Focus on one or two person, that seems friendly.
– Looking at one person I 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 I speak the beƩer I feel.
– PracƟse – I need to get used to presenƟng, otherwise nothing works.
– I just have to start, then I do not really care.

While the previous question focused on immediate strategies for managing anx-
iety, the ϐinal 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 beneϐicial, 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 conϐidently 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 difϐicult than in their mother tongue. Among their reasons, there
were limited vocabulary, concerns about grammar and pronunciation, and a lack
of conϐidence 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 difϐiculties, 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-reϐlection 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-reϐlection journals (qualitative analysis)

Before analysing the journals, it is important to outline how these self-reϐlections
were assigned and structured within the course. Students were asked to keep
a self-reϐlection 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 reϐlections as a single ϐinal assignment at the end
of the term.

Subsequent entries focused on speciϐic 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, difϐiculties, and strategies associated with each
task. They were also free to reϐlect 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 ϐinal entry included
a reϐlection 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 reϐlects both
high personal standards and impression management strategies, where learn-
ers anticipate criticism by voicing it themselves.

4. Task-speciϐic 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,
conϐirming 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 conϐident, and proud of their achievements. Reϐlection itself
seemed to help some reframe their performance more positively, turning ini-
tial fear into a sense of growth.

Overall, these journals not only conϐirm 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 reϐlection.
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The symptoms reported in the self-reϐlection 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 reϐlect the negative self-
focused cognitions Bodie identiϐies 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 ϐindings conϐirm
that students’ experiences ϐit 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-reϐlection journals, which provide vivid
insights into how they experienced and framed their public speaking anxiety.

The ϐirst 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
reϐlection 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 ϔirst 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 reϐlected: “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
wasn’t good but I didn’t come up with anything else.” Another reϐlected on a par-
ticularly difϐicult 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 reϐlections 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 reϐlected, “Sometimes I would forget bits of text and I was glad I had a hint on
my phone that helped me quickly remember what I 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 sufϔicient … 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 reϐlections 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 experiencedmore
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 ϐindings correspond well with the students’ reϐlections. 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 ϐirst 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 MacIntyre 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 ϐluency and boost the sense
of being out of control.

The third theme identiϐied 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
ϔlawless after all”.

These reϐlections 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-speciϐic 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 difϔicult task for me so far. … I 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 reϐlection 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 beneϐits
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 ϐifth 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 ϐluent, conϐident, 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 myself with those who speak almost perfectly. Then I think I 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 ϔirst few presentations. They seemed so con-
ϔident and professional that I felt I couldn’t match them.” These reϐlections 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.”

36 Study



There were also reϐlections 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 conϐidence collectively: “By sharing
their coping strategies, students offer each other practical models of how to approach
public speaking more conϔidently. In this way, their reϔlections 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 signiϐicantly reduced their anxiety. One reϐlection
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 ϔilming 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 conϐidence, recorded formats may provide a valuable ϐirst
step for students who struggle most with performance in front of others.

The sixth and ϐinal 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 reϐlections
described feeling calmer, more conϐident, 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 ϔirst one. I was calmer, and I felt more conϔident.” 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, conϐidence,
or ability to cope with stress.

In their self-reϐlection 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 ϐirst 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 reϐlects 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 ϐlu-
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 reϐlection stated: “But I was pretty
nice suprised in the end because this was ϔirst teacher who could make this speciϔic
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 deϔinetly felt
save to talk. I didn’t feel any judging, so next time I won’t have to visit this course
with anxiety, hopefully �.” 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 reϐlections 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 ϐirst 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 conϐirm 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 reϐlection 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 reϐlection encouraged them to see anxiety as part of a learning process rather
than a sign of failure. Reϐlection 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 conϐirms Bailey’s (1990) use of learner
diaries to trace language learning experiences. More broadly, it reϐlects Schön’s
(1983) inϐluential notion of the “reϐlective practitioner,” where systematic self-
examination is seen as a pathway to professional growth. In this way, reϐlection
acted both as a coping tool and as a developmental practice, turning self-reϐlection
into a means of building resilience and conϐidence.

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-speciϐic challenges, and the inϐluence of peers.
At the same time, many reϐlections 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’ reϐlections 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:

• Start with icebreakers: Dedicate the ϐirst 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, speciϐic, 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”.

• 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 ϐlexibility.

• 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 reϐlect 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 reϐlection, 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 conϐidence 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-reϐlection journals. The ϐindings highlight that anxiety is not
a uniform experience but a multifaceted phenomenon covering physiological reac-
tions, fears of losing control, perfectionist tendencies, task-speciϐic challenges, and
the strong inϐluence 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 conϐidence 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 reϐlections 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 ϐirst 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. Reϐlection, 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.
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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 

 
 

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

Yes 

No 

I don't know 
 

4. If it is 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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AI-Powered Simulations for Business Negotiations:
Enhancing Skill Development Through Technology

Ivana Kapráliková, Dajana Novák

Abstract: This research explores the integration of AI-powered simulations into negotiation
pedagogy for non-native English-speaking business students. Conducted at the Bratislava Uni-
versity of Economics andBusiness, the study engaged20undergraduates inAI-assistednegoti-
ation tasks over fourweeks to examine how technology supports strategic communication and
experiential learning. Using qualitative methods, reϐlective 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 AI 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 AI 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, AI-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:AI-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 artiϐicial intelligence
(AI) to transform negotiation training. AI-based simulations create interactive en-
vironments where learners can engage in repeated practice, receive instant feed-
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back, and reϐine communication strategies in a psychologically safe setting (Din-
nar et al., 2021a; Curhan, 2023). These tools are particularly beneϐicial for non-
native speakers, offering opportunities to improve linguistic precision and strate-
gic adaptability without the social pressure of live role-play. Moreover, AI 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 ϐlexibility (Vaccaro et al., 2025).

Despite these promising developments, the integration of AI 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 AI-assisted
learning. Although AI 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 – AI co-orchestration” model, positioning AI 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 AI-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 AI-assisted negotiation
tasks over a four-week period. Using qualitative methods, including reϐlective 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 AI 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, reϐlection, and self-regulation. Recent scholarship
positions constructivist approaches as central to higher education, highlighting
collaborative learning, experiential engagement, and reϐlective 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 reϐlection 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
AI-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 AI-assisted education by
offering insights into ethical and effective integration of AI 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 reϐlect emotional, cultural, and situ-
ational factors that inϐluence 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 sufϐiciently address. These ϐindings 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 artiϐicial intelligence in business negotiation
education

The emergence of AI and its integration within education curricula reϐlects the
growing interest of authors in this ϐield, highlighting the fact that AI signiϐicantly
transforms the way negotiations are taught and practised (Dinnar et al., 2021; Vot-
intseva & Johnson, 2024; Rottner, 2024; Dai et al., 2024). AI-powered simulations
facilitate students’ engagement with virtual agents, who reϐlect 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 reϐlection 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 AI, 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-AI co-orchestration, in which AI 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 reϐlection and maintains a balance
between technological innovation and human empathy in educational contexts.

2.3 Metacognition, experiental learning and AI

The current literature (Rottner, 2024; Dai et al., 2024; Trindade et al., 2025) indi-
cates that AI-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, reϐlection, and application of knowledge based on Kolb’s
experiential learning theory (1984). We consider the integration of AI within ex-
periential learning to be key to sustainable competence development. AI tools
can analyse language, strategy, and affective responses, followed by personalised
learning. However, Bearman and Ajjawi (2023) point out that sole technology is
not sufϐicient, as there is a need for teachers’ reϐlective 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), AI increases levels of self-awareness
and the capacity to regulate one’s own performance, which are necessary for fu-
ture negotiations.

2.4 Reϐlective journals and feedback in AI-simulated negotiation practice

The combination of reϐlective journaling and AI-supported feedback system rein-
forces self-assessment and emotional intelligence by students (Ullmann, 2019).
AI is capable of analysing text code and generating individual incentives, which
support a deeper level of reϐlection. 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 AI complements the analyt-
ical framework of the teacher, while the teacher facilitates the human dimension.
From the empirical points of view, reϐlective journals prove to be an invaluable
source of data on metacognitive development of students. When combined with AI
analytics, it allows for not only language progress tracking, but also for emotional
frameworks, self-reϐlection 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 AI becomes a tool for self-reϐlection rather
than its replacement. The most effective models integrate AI, reϐlection, 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 AI-
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 AI-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
proϐiciency, 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 AI-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 AI simulations and reϐlect 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 conϐidentiality 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 reϐlective journals, AI-recorded negotiation simulations,
and semi-structured interviews conducted post-training.

3.2.1 Reϐlective journals

To capture progressive ϐindings into participants’ evolving negotiation discourse
and self-awareness, each student was required to maintain a weekly reϐlective
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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 reϐlections. The journal design followed a semi-structured
format, combining open-ended prompts with targeted reϐlection areas. Students
were encouraged to document:

• The negotiation strategies they employed during the week’s simulation
• Emotional or interpersonal challenges encountered
• Their interpretation and application of AI-generated feedback
• Perceived improvements in linguistic precision, conϐidence, 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 reϐlective 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 ϐindings 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 AI-
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 ofϐicers 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 simulaƟon scenarios and targeted negoƟaƟon competencies

Week SimulaƟon scenario NegoƟaƟon context Targeted competencies
Week 1 NegoƟaƟng supplier

pricing
Student represents a purchasing
officer negoƟaƟng a discount for
office equipment with a resistant
supplier.

AsserƟve language use
• Reducing hedging and

vague phrasing

• Data-supported proposals

• Observing tone in influence

Week 2 Internal budget
negoƟaƟon

Department heads advocate for
budget increases in a university
seƫng while balancing
insƟtuƟonal constraints.

Strategic framing of offers
• CondiƟonal reasoning

• Empathy and
rapport-building

• Strategic Ɵming of offers
and compromises

Week 3 Service contract
renegoƟaƟon

Consultancy firm renegoƟates
terms with a dissaƟsfied client
due to delays.

EmoƟonal framing to manage
tension
• Rebuilding trust and rapport

• Sequencing arguments for
leverage

• Balancing asserƟveness
with reassurance

Week 4 Cross-cultural
strategic venture

FormaƟon of a joint venture with
an internaƟonal partner under
differing communicaƟon norms.

Cultural adaptability
• Long-term strategic

discourse

• Rhetorical and hypotheƟcal
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 ϐlexible structure. Each
session began with a short written brieϐing 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 ϐigures and conditions. Copilot was
programmed with ϐixed 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 AI 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 AI 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 brieϐly 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
reϐlections on what they believed had worked, failed, or surprised them. This bal-
ance of minimal intervention during performance and structured reϐlection after-
wards reϐlects 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 AI simu-
lations, the clarity and usefulness of real-time feedback, and the extent to which
the experience inϐluenced their conϐidence, 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 AI-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,
reϐlective 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.

Reϐlective journals and interviews were analyzed inductively to identify recurring
themes such as strategic awareness, conϐidence 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 ϐindings, 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 ϐindings

This section presents the results of the qualitative analysis of reϐlective journals,
AI-recorded simulation transcripts, and semi-structured interviews. The ϐindings
are organized into four interrelated categories that reϐlect the methodological
focus: strategic awareness and language precision, emotional framing and conϐi-
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 ϐindings 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:

52 Study



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

4.1.2 Role of AI feedback in language adjustment

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

“I propose a revised offer of €4,500, which reϔlects 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-
tiϐications, often referencing data, hypothetical outcomes, or mutual beneϐits:

“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)

Reϐlective journals conϐirmed this shift:

“At ϔirst, I 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 AI showed me that I was using too many uncertain phrases like ’I guess’ or ’maybe.’
I hadn’t noticed how that made my arguments seem weaker. I started practicing clearer
and more conϔident 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 ϐiller phrases, and an in-
crease in assertive language, conditional reasoning, and rhetorical strategies. Stu-
dents began sequencing negotiation steps to manage ϐlow:

“Let’s align on the scope ϔirst. Once we have clarity there, I can offer more ϔlexibility 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:

“If we ϔinalize 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:

“I used to give away too much too soon. The AI helped me see that I needed to build my
case ϔirst, 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 identiϐied in the methodological framework.

Tab. 2: EvoluƟon of strategic language use in negoƟaƟon discourse

Discourse
feature

Early-stage paƩern
(SimulaƟon 1–2)

Later-stage paƩern
(SimulaƟon 3–4)

InterpretaƟon /
strategic shiŌ

Hedging /
modality

I think we could maybe
agree on something around
this price. (P3)

I propose a revised offer of
€4,500. (AI-suggested
reformulaƟon adopted by
P11)

ReducƟon in uncertainty
−→movement toward
asserƟveness

Turn-taking /
iniƟaƟve

ReacƟve responses: Okay,
what do you suggest? (P5)

ProacƟve structuring: Let’s
align on the scope first, then
discuss pricing. (P9)

ShiŌ from passive to
controlled sequencing

Argument
structure

LisƟng demands without
jusƟficaƟon

Given the delivery
Ɵmeline… I believe a 10%
discount is fair. (P11)

IntroducƟon of
evidence-based reasoning

CondiƟonal
reasoning

Immediate concessions:
I can lower the price if
needed.

If we confirm delivery today,
I can offer payment
flexibility later. (P13)

Emergence of trade-off logic
/ leverage use

EmoƟonal
framing

Formulaic politeness: Hope
this works for you.

I appreciate your flexibility,
let’s find a soluƟon that
benefits both sides. (P7)

EmoƟonal language
becomes relaƟonal 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 AI 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 AI 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, AI 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 reϐlect 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 signiϐicant for non-native speakers navigating
English as a lingua franca.

4.2 Emotional framing and conϐidence building

4.2.1 Initial use of emotional language

A central ϐinding was the development of emotional awareness and conϐidence
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.

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

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

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

4.2.2 Role of AI feedback and reϐlective practice

The emotionally neutral nature of the AI-powered environment provided a psy-
chologically safe space for experimentation, allowing students to explore interper-
sonal dimensions without the pressure of live social interaction. AI’s consistent,
non-judgmental feedback encouraged reϐlection 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 ϔlexibility, let’s ϔind a solution that beneϔits both sides.” (Participant
7)

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

“I’m conϔident this proposal reϔlects our shared goals and long-term interests.” (Partic-
ipant 14)

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

4.2.4 Reϐlections on emotional strategies and conϐidence

Reϐlective journals provided rich insights into evolving emotional strategies. Par-
ticipant 6 wrote:
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“I tried using more empathetic phrases like ’I 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 AI rejected my offer, I didn’t panic. I used a reassuring tone and changed my
proposal. That gave me conϔidence.”

Participant 20 emphasized emotional preparation:

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

These reϐlections 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 conϐirmed these trends. Students used emotional language to
inϐluence tone and guide negotiation ϐlow. Participant 3 noted:

“When the AI challenged me, I changed how I 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:

“I used to avoid conϔlict, 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 conϔident.” (Participant 13, interview)

“Before, I 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 emoƟonal framing and confidence

EmoƟonal /
interpersonal

feature
Early-stage paƩern
(SimulaƟon 1–2)

Later-stage paƩern
(SimulaƟon 3–4)

InterpretaƟon /
strategic shiŌ

EmoƟonal
expression

Minimal politeness: Thank
you… I hope this works. (P4)

Purposeful reassurance:
I understand this is
important for your team.
Let’s find a fair soluƟon. (P1)

From surface politeness to
strategic empathy

Tone
awareness

Neutral phrasing: Here is my
offer. (P9)

SoŌened asserƟveness: I’m
confident this proposal
reflects our shared goals.
(P14)

Tone used as persuasive tool

Response to
rejecƟon /
pressure

Quick concession: Okay, we
can change that. (P12)

EmoƟonal recovery: I see
your concern, what if we
adjust this instead? (P17)

Emergence of resilience and
reframing

Confidence
in delivery

Hesitant phrasing:Maybe
we can try something else?
(P12)

Decisive openings: I value
your input. To move
forward, I suggest… (P18)

Growth in self-assurance

Intercultural
balance

I was afraid emoƟon would
sound fake. (P12)

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

EmoƟonal strategy refined
across cultures

Source: authors’ own

4.2.6 Intercultural dimensions of emotional framing

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

“I 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 ϔirst, I didn’t think showing
emotion was necessary, but the AI made me realize that using phrases like ’I 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 reϐlections highlight the intercultural negotiation of emotional norms and
the role of AI simulations as culturally neutral spaces for experimentation.

Overall, emotional framing emerged as a critical component of negotiation dis-
course, shaped by AI feedback, reϐlective 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 AI-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 AI system, its ability to adapt
to the structure, tone, and timing of student input, created a learning environment
that encouraged reϐlection-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
AI was not simply reacting to their words, but to how they framed their argu-
ments, sequenced their offers, and managed conversational ϐlow. 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 AI change when I speak more strong.
So I try to plan better next time.”

Participant 10 similarly noted:

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

This trial-and-error learning was common across the dataset. Participants used AI
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 speciϐic phrasing, tone, or timing inϐlu-
enced the AI’s responses and the overall direction of the negotiation. Simulation
transcript illustrate this progression:

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

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

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

These examples conϐirm 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 conϐirmed 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
ϔlexibility next week.” (Participant 13)

Additional examples from later simulations illustrate this trend:

“Let’s ϔinalize the scope ϔirst. Once that’s clear, I can offer more ϔlexibility on payment
terms.” (Participant 11, simulation transcript)

“If you can conϔirm 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 reϐine 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 reϐlected on adapting to the AI’s tone:
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“When the AI 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 ϐlow:

“I noticed that when I mirrored the AI’s phrasing, the negotiation ϔlowed better. So
I started doing that more.”

These reϐlections 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 AI’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 adapƟve learning and self-regulaƟon

AdapƟve
behaviour
feature

Early-stage paƩern
(SimulaƟon 1–2)

Later-stage paƩern
(SimulaƟon 3–4)

InterpretaƟon /
strategic shiŌ

Response
strategy

ReacƟve replies: I wait for AI
to suggest something. (P9)

ProacƟve openings: Let’s
clarify the scope first. (P11)

From passive following to
acƟve steering

Adjustment
to AI
feedback

Ignoring resistance or
conceding quickly

If delivery is an issue, I can
adjust pricing aŌer we align.
(P13)

ReflecƟve trial-and-error
behaviour

Planning and
anƟcipaƟon

I just say what I think. (P4) I pracƟced in my head how
AI might react. (P16)

Growth in metacogniƟve
awareness

EmoƟonal
self-
regulaƟon

I didn’t know what to do.
(P12)

I stopped, thought, and tried
a different approach. (P8)

Controlled emoƟonal
response

Cultural
adaptaƟon

Relying on naƟve norms I slowed down to match
business tone. (P18)

Intercultural flexibility

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 AI 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 I want to say. I think about what AI
maybe answers. It helps me feel ready.”
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These behaviours reϐlect 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 inϐluences on adaptive learning

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

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

A Kazakh participant (Participant 18) described how they adjusted their pacing
and tone based on cultural norms and AI 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 AI helped me see that timing and tone really
matter. I started planning my responses and waiting before making offers.”

These reϐlections 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 AI 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 reϐlections on strategy development

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

“I 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 AI 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 reϐlective practice and
strategic experimentation, supported by the AI’s adaptive feedback mechanisms.
The simulations encouraged learners to test hypotheses about negotiation be-
haviour, observe outcomes, and reϐine their approach, a process that aligns with
constructivist pedagogy and supports the development of autonomous learning.

In summary, the AI-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-
ϐlective 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 ϐindings prove the pedagogical potential of AI-assisted
environments in cultivating reϐlective, 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 AI-
powered negotiation simulations as realistic, professionally relevant, and trans-
ferable to real-world contexts. Despite knowing they were interacting with an
artiϐicial 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 conϐidence, 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

Reϐlective 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. I remembered how I used framing in the
AI 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 AI
sessions. It made me feel more conϔident.”

Participant 15 described applying simulation strategies in a group project:

“I 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 conϔirm the warranty terms today, I’m ready to ϔinalize the pricing adjust-
ments immediately.” (Participant 9, Simulation 4)

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

These reϐlections 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 AI’s responses, which mim-
icked the variability and ambiguity of real negotiation dynamics. Participant 5
explained:

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

“When AI rejected my offer without explanation, I learned to ask clarifying questions
instead of giving up.” (Participant 14, interview)

64 Study



“In one simulation, AI 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 conϐirm that unpredictability fostered ϐlexibility and strategic
thinking, reinforcing the pedagogical value of dynamic, AI-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

Realism and
transfer feature

Observed percepƟon /
behaviour InterpretaƟon

Sense of realism It felt like rehearsal for real life. (P18) AI perceived as credible proxy
ApplicaƟon to real
tasks

I used framing from AI simulaƟons in
my internship call. (P7)

Skill transfer confirmed

Handling
unpredictability

AI changed topic suddenly – I had to
reorganise quickly. (P8)

AuthenƟc negoƟaƟon pressure

Intercultural
awareness

I had to speak more directly than I’m
used to. (P15)

NegoƟaƟng cultural idenƟty vs. global
norms

RecogniƟon of AI
limits

Lacked emoƟon, but that made it
easier to experiment. (P11)

Neutrality as both limitaƟon and
benefit

Source: authors’ own

4.4.4 Intercultural dimensions of realism and transferability

Cultural background inϐluenced 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) reϐlected:

“I was surprised how real the AI 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 conϔidently, even if I’m nervous.”

A Kazakh participant (Participant 17) shared:

“In Kazakhstan, negotiations are usually quite formal and follow a strict hierarchy. The
AI was more relaxed, so I had to change how I communicated. It taught me to be more
ϔlexible 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 AI simulations, I had to speak more directly and take the
lead. It felt a bit uncomfortable at ϔirst, but now I understand how useful this skill is
in international business.”

These reϐlections 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 AI 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 AI 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 AI because I didn’t feel judged. I could test
different tones and strategies and see what worked.”

Participant 8 added:

“I know it’s not a real person, but the way it responded made me think about how I 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, reϐine, and transfer their skills in a psychologically safe yet
professionally authentic environment.

In sum, the AI-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 signiϐicantly contributed to learner
motivation, engagement, and conϐidence, the key affective factors in successful

66 Study



language acquisition and workplace readiness. The ϐindings afϐirm the pedagogical
potential of AI-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 AI 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 AI would reward rather than maintaining authentic
communication styles. These limitations stem from the constructed nature of AI-
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 AI-mediated environments. The sense of realism reported by students
may reϐlect the structured challenge and psychological safety of the simulations
rather than their ϐidelity to real-world interpersonal negotiation.

Pedagogical implications

The ϐindings highlight the pedagogical potential of AI-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 reϐlection foster deeper skill acquisition.

AI 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 reϐlection, 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 reϐlective 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 AI environment also pro-
vided a safe space for reconciling native communication norms with global busi-
ness expectations, enhancing intercultural competence.

To maximize these beneϐits, future curricula should adopt hybrid models that inte-
grate AI simulations with instructor-led debrieϐings. Such integration ensures that
emotional nuance, ethical reasoning, and cultural interpretation, elements beyond
AI’s scope, remain central to negotiation training. Reϐlective scaffolding through
journals and peer feedback should accompany simulations, and scenario design
should progress in complexity to mirror real-world challenges. While AI 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.

AI-powered simulations represent a promising pathway for innovation in negotia-
tion pedagogy. By combining technological responsiveness with reϐlective 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 AI-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 conϐirms the pedagogical potential of AI-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 reϐlective debrieϐing, both of which are es-
sential for developing strategic and emotional competencies in negotiation. These
constraints are not unique to our institution but reϐlect systemic issues across
many universities where resource allocation and curricular ϐlexibility lag behind
technological innovation.

Beyond logistical limitations, the research raises important questions for future
discussion. How can universities ensure that AI complements rather than replaces
human judgment, particularly in areas requiring cultural sensitivity and ethical
reasoning? What frameworks should govern the responsible use of AI 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 AI-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 AI systems. Second, investment in infrastructure is critical.
Universities need reliable hardware, software licenses, and technical support to
ensure that AI tools function effectively in classroom settings. Third, curricular
redesign should prioritize ϐlexibility, incorporating asynchronous learning com-
ponents that extend practice beyond the constraints of weekly seminars. Online
platforms can host AI simulations and reϐlective 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 AI feedback, contextualize
it within cultural and ethical frameworks, and guide students toward reϐlective,
strategic learning.

In conclusion, AI-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 AI 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 AI negotiation partner:

Scenario title: Negotiating a supply contract with a new client

Student role: Sales representative at TechNova Components

AI 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
• Maintain a price of €4.50 per unit
• Offer standard delivery terms (3 weeks)

The client may:

• Request a lower price
• Ask for faster delivery
• Seek ϐlexible order quantities

Instructions to students:

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

Reϐlection prompts:

• What strategy did you use to persuade the client?
• 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 conϔident 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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AI: “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 ϔlexibility?”

Student: “I understand your concern. Our pricing reϔlects 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.”

AI: “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?”

AI: “It might. Let me ask, how ϔlexible are you on order quantities? We sometimes
experience ϔluctuations in demand.”

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

AI: “That sounds reasonable. I’ll need to review this internally, but your proposal is
well-structured.”
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Formát OSCE ako aktivizujúca metóda vo vyučovaní
slovenčiny ako cudzieho jazyka v odbornej jazykovej

príprave 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.

Katarı́na Hromadová, Marı́na Kšiňanová, Ema Pavľáková, Marek Sƽ ibal

Abstrakt: Tento prı́spevok analyzuje využitie formátu OSCE (Objective Structured Clinical
Examination) ako aktivizujúcej metódy vo vyučovanı́ slovenčiny ako cudzieho jazyka na Le-
kárskej fakulte UK. Vychádza z pozorovania klesajúcej motivácie zahraničných študentov me-
dicı́ny v odbornej jazykovej prı́prave, najmä vzhľadom na ich plány vrátiť sa do svojich krajı́n
po ukončenı́ štúdia. Cieľom pilotného projektu bolo navrhnúť a zrealizovať simulácie v štýle
tı́mového OSCE, s cieľom zvýšiť záujem študentov o slovenčinu, posilniť ich jazykové kompe-
tencie a podporiť rozvoj mäkkých zručnostı́ v čo najreálnejšom kontexte. Sƽ tudenti pracovali
v malých tı́moch a odoberali anamnézy od „štandardizovaných pacientov“ podľa vopred pri-
pravených scenárov. UƵ lohou bolo nielen zı́skať relevantné medicı́nske informácie, ale aj pre-
cvičiť si profesionálnu komunikáciu ako aj empatiu. Na analýzu dát bola použitá kvalitatıv́na
aj kvantitatıv́na analýza. Výsledky simulácie ukázali, že formát OSCE je účinný pre budovanie
komunikačných zručnostı́ a štruktúrovaného myslenia u študentov už v predklinickej fáze
štúdia. Metóda podporila aktıv́ne zapojenie sa, sebareϐlexiu a posilnila kooperáciu v tı́moch.
Napriek logistickým výzvam, najmä s ohľadom na hodnotenie, sa formát ukázal ako úspešný
a autori plánujú jeho plošné zavedenie. Prı́spevok tiež zdôrazňuje potrebu ďalšieho rozvoja
metodiky, najmä v oblasti systematického hodnotenia mäkkých zručnostı́.

Kľúčové slová: aktivizujúca metóda, anamnéza, lekárske vzdelávanie, mäkké zručnosti, od-
borná jazyková prı́prava, OSCE, slovenský jazyk ako cudzı́ 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-reϐlection, 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. Thepaper also emphasizes theneed for furthermethodological 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

Úvod
Vyučovacı́ proces je dynamický a neustále sa spoločenským okolnostiam prispôso-
bujúci proces, ktorý je možné pomerne dobre popı́sať, charakterizovať, rozčleniť
a určiť s veľkou pravdepodobnosťou aj jeho ďalšie vývinové tendencie, predov-
šetkým na základe analýzy predchádzajúcich skúsenostı́ s vyučovacı́m procesom,
ako aj vplyvom spoločenských zmien. Je to neustále „hľadanie rovnováhy medzi
potrebami jednotlivca a potrebami spoločnosti, medzi záujmami žiaka a tým, čo
bude v skutočnom živote potrebovať na to, aby sa bez problémov zaradil do spo-
ločnosti“ (Petlák & Komora, 2003, s. 42). Právom budı́ pozornosť všetkých, ktorı́
sa na ňom podieľajú, či už z pozı́cie študentov alebo pedagógov.

Práve aktıv́na snaha o naplƵňanie požiadaviek na dynamiku a inováciu vyučovacı́ch
foriem bola podnetom na napı́sanie tohto textu, konkrétne veľmi pozitıv́ne ohlasy
zo strany študentov aj pedagógov na skúsenosť s aktivitou, pri ktorej sme sa in-
špirovali hodnotiacim formátom OSCE (Objective Structured Clinical Examination),
a ktorú sme na našom pracovisku testovali ako jednu z aktivizujúcich metód s cie-
ľom zvýšiť motiváciu pre slovenčinu ako cudzı́ jazyk v odbornej prı́prave medikov.
V nasledujúcej kapitole sa stručne venujeme pojmu vyučovacia metóda.

Vyučovacia metóda a jej aktivizujúce formy

Jeden z kľúčových pojmov didaktiky, vyučovaciu metódu, charakterizuje odborná
literatúra ako súbor aktivı́t a činnostı́, ktoré sú v súlade s obsahom učiva, a ktoré
učiteľ zámerne použije, aby dosiahol vyučovacie ciele, inými slovami je to „syste-
matická postupnosť činnostı́ smerujúca k dosiahnutiu cieľa“ (Turek, 2008, s. 240).
Vyučovaciu metódu je možné „vymedziť aj ako koordinovaný systém vyučova-
cı́ch činnostı́ učiteľa a učebných aktivı́t žiakov, ktorý je zameraný na dosiahnutie
výchovno-vzdelávacı́ch cieľov“ (Petlák, 2004, s. 72). Od výberu vhodnej metódy
závisı́ „orientácia vyučovacieho procesu, činnosť učiteľa i žiakov, a teda aj úspech
pri dosahovanı́ cieľov“ (Turek, 2008, s. 240). Maňák a Sƽvec (2003, s. 24) charak-
terizujú vyučovaciu metódu aj z hľadiska toho, aké funkcie plnı́ vo vyučovacom
procese. „Jej základnou a aj najčastejšie využıv́anou funkciou je sprostredkovanie
vedomostı́ a zručnostı́.“
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Aktivizujúce vyučovacie metódy majú dnes už pevné miesto vo vyučovacom pro-
cese, čo súvisı́ so zmenami v pedagogickom myslenı́. Vyššie spomenuté charakte-
ristiky vyučovacej metódy sa orientujú na cieľ, aktivizujúce metódy kladú dôraz
predovšetkým na proces a na fakt, že všetky vedomosti a kompetencie, ktoré si
študenti musia osvojiť a zı́skať, ich ani tak nemusia zabávať (čo je vymedzenie
voči využitiu hry a hravých metód vo vyučovanı́), ale musia im dávať zmysel
nielen z hľadiska ich budúceho povolania, ale aj momentálnej činnosti. Termı́n
„aktivizujúci“ vychádza zo slova aktıv́ny, čiže činný, činorodý, berúci chod vecı́ do
vlastných rúk, s čı́m samozrejme súvisı́ aj vysoká miera zodpovednosti. Môžeme
vychádzať aj zo slova aktivita, s ktorou súvisı́ aj pojem aktivácia, t. j. „celková
pripravenosť organizmu na činnosť. Vo vyučovanı́ má svoje miesto aj aktivizácia,
t. j. podnecovanie k uvedomelej učebnej aktivite“ (Maňák, 2001, s. 12). V odbornej
literatúre nájdeme aj pojem „výchova k tvorivosti“ (Zelina, 2011, s. 199). Tento
pojem priamo odkazuje na použitie aktivizujúcich metód na vyučovacı́ch hodinách
a odvoláva sa na tvrdenia, ktorým sa priznáva platnosť axiómov:

a) tvorivý môže byť každý človek;
b) tvorivosť sa môže prejaviť v každej činnosti, ale nie každá činnosť poskytuje rovnaké možnosti pre

tvorivosť;
c) (…) tvorivosť sa dá rozvı́jať;
d) tvorivosť je ťažká práca v tom zmysle, že človek musı́ najprv mnoho vedieť, poznať, premýšľať, aby

mohol vytvoriť nový a hodnotný produkt (Zelina, 2011, s. 200).

Naše pracovisko UƵ stav lekárskej terminológie a cudzı́ch jazykov si dalo za cieľ
zakomponovať podnecovanie k aktivite a tvorivosti do svojich obsahových a meto-
dologických cieľov v čo najširšej forme, a formát OSCE sa ukázal ako veľmi dobrá
voľba.

Formát OSCE
Keďže organizácia simulácie bola inšpirovaná Objektıv́nou štruktúrovanou klinic-
kou skúškou (Objective Structured Clinical Examination, OSCE), je potrebné struč-
ne uviesť organizáciu tohto typu hodnotenia. Toto štandardizované klinické hod-
notenie použıv́ané na celkovú evaluáciu klinických zručnostı́ a kompetenciı́ štu-
dentov medicı́nskych odborov vzniklo v 70. rokoch minulého storočia. Najbežnej-
šı́m typom klinickej skúšky dovtedy boli tzv. „short case“ a „long case“ skúšky.
V prı́pade „long case“ sa ako problematické javilo najmä to, že študenti mali rôz-
nych pacientov, čo často vyústilo do nerovnakých podmienok. V skúškach typu
„short case“ študenti plnili zadanie u netrénovaných pacientov, ktorı́ nie vždy rea-
govali na študentov rovnako. U oboch typoch skúšky bolo tiež bežné, že skúšajúci
študentov nepozorovali priamo pri pacientoch, ale analyzovali s nimi ich nálezy
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a závery, v takých prı́padoch sa komunikácia s pacientom nevyhodnocovala. Hod-
notenie okrem toho často nebolo nijako štruktúrované a medzi skúšajúcimi mohli
byť značné rozdiely v prı́stupe k hodnoteniu.1 Výsledkom tohto stavu bola nı́zka
korelácia medzi výsledkami klinickej skúšky a pı́somným testovanı́m vedomostı́.
Naopak pri porovnanı́ výsledkov OSCE s výsledkami pı́somného testovania sa na-
šla vysoká korelácia (Harden et al., 1975).

OSCE sa teda objavuje ako výsledok snahy zlepšiť validitu a reliabilitu hodno-
tenia výkonu študentov v klinických skúškach. Tieto atribúty zabezpečuje spô-
sobom, akým sa organizuje a ako prebieha. Ide o štruktúrovanú skúšku, v kto-
rej všetci študenti prechádzajú procesom skúšania v identických podmienkach,
pričom ich výkon je hodnotený štruktúrovaným spôsobom. V procese skúšania
študenti cirkulujú časovo-limitovanými stanovišťami, na ktorých sa vyhodnocuje,
či dokážu efektıv́ne vykonávať klinické úlohy, ako sú odber anamnézy, fyzikálne
vyšetrenie a komunikácia s pacientom. Na stanovištiach na nich väčšinou čaká
tzv. štandardizovaný pacient, ktorý komunikuje podľa vopred detailne pripravené-
ho klinického scenára a reaguje predvı́dateľne. Objektıv́nosť tejto skúšky závisı́ od
štandardizovaného hodnotenia a trénovaných skúšajúcich a hercov, ktorı́ sa pýtajú
rovnaké otázky každého študenta (Khan et al., 2013a).

OSCE má viacero variantov. Okrem sumatıv́neho hodnotenia sa využıv́a aj na for-
matıv́ne hodnotenie, kde slúži ako edukačný nástroj s okamžitou spätnou väzbou.
Ako súčasť formatıv́nych programov bola OSCE už s úspechom overená na viace-
rých univerzitách. Ako edukačný nástroj prináša významné zlepšenie v cieľových
kompetenciách, a to hlavne v komunikačných zručnostiach, pričom toto zlepšenie
je pozorované aj subjektıv́ne a je aj objektıv́ne merateľné pri testovanı́. A hoci štu-
denti vnı́majú priebežné, formatıv́ne orientované OSCE simulácie ako stresujúce,
uvádzajú tiež, že táto prı́prava im pomohla znı́žiť stres počas skutočnej skúšky
(Ouldali et al., 2023).

Objektom hodnotenia nemusia byť pri OSCE iba jednotlivci, ale môžu to byť aj
tı́my. Tento variant sa nazýva Tı́mová OSCE (Team Objective Structured Clinical
Examinaion, TOSCE) (Khan et al., 2013a). TOSCE sa zvyčajne využıv́a na forma-
tıv́ne hodnotenia, ale s úspechom bola použitá napr. aj pri takej udalosti akou je
národná olympiáda v Iráne, kde medzi sebou súperili tı́my študentov medicı́ny
z rôznych univerzı́t (Amini et al., 2012). Tento formát sa ukázal ako účinná pod-
pora vzájomného učenia sa u študentov (Khan et al., 2013a).

Zavedenie OSCE ako formy hodnotenia si vyžaduje veľa teoretických aj praktických
vedomostı́, času a zdrojov a ide celkovo o logisticky veľmi náročné podujatie. Ok-
rem skúšajúcich sú potrebnı́ aj štandardizovanı́ pacienti. To môžu byť skutočnı́ aj
simulovanı́ pacienti – dôležité je, aby podstúpili tréning, ktorý zlepšuje konzisten-

1 Aj tieto typy skúšky prešli svojim vývojom a stále sa použıv́ajú na mnohých univerzitách.
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tnosť správania a redukuje variácie. Pri skúškach s vysokým stupňom relevancie
sa na niektoré úlohy najı́majú profesionálni herci, bežne však stačia dobrovoľnı́ci.
Tréning štruktúrovaného pacienta by mal ideálne trvať okolo 15 hodı́n, závisı́ to
však od jeho konkrétnej roly a tiež skúsenostı́. Pri organizácii je potrebné myslieť
na to, že ide o vyčerpávajúcu úlohu a v prı́pade väčšieho podujatia je potrebné
zabezpečiť dostatok náhradnı́kov. Dƽ alšou náročnou časťou organizácie je zı́skanie
dostatočných priestorov. Je potrebné zabezpečiť nie len miestnosti pre stanovištia,
ale aj miestnosť na úvodné stretnutie a inštruktáž, čakáreň, karanténne a oddy-
chové priestory, ako aj priestory pre administratıv́ne spracovanie formálnych ná-
ležitostı́ skúšky. Viaceré stanovištia môžu byť organizované aj v jednej veľkokapa-
citnej miestnosti, dôležité však je, aby poskytovali vhodné priestory pre jednotlivé
aktivity.

Na začiatku organizovania OSCE je nevyhnutné rozhodnúť, aké zručnosti sa majú
testovať a koľkokrát, pričom tieto zručnosti musia byť súčasťou kurikula. Na vy-
pracovanie úlohy na jednotlivých stanovištiach býva vyhradených 5–10 minút a za
počet stanovı́šť, ktorý by mal zabezpečiť dostatočnú reliabilitu, sa v súčasnosti
považuje 14–18.2 Po zaznenı́ signálu študenti prechádzajú k ďalšiemu stanovišťu
(Khan et al., 2013b). Sƽ tandardný počet stanovı́šť pokrýva veľa rozmanitých typov
úloh vrátane rôznych druhov vyšetrenı́ či interpretáciı́ nálezov. V prı́pade OSCE
zameranej výlučne na odber anamnézy by sa tento počet dal dosiahnuť naprı́-
klad rozdelenı́m anamnézy na jednotlivé časti (osobná, lieková, sociálno-pracovná
atď.).

Náročnosť a štruktúra stanovišťa majú byť navrhnuté tak, aby bolo možné rozlı́-
šiť študentov s rôznou úrovňou výkonu. Je vhodné vytvoriť vzor úloh, aby mali
jednotlivé úlohy podobnú štruktúru. V prı́pade zostavenia rôzne štruktúrovaných
úloh hrozı́, že výkon študentov sa znı́ži, ak si nebudú istı́, čo presne sa od nich oča-
káva. Kontrolný hárok by mal pripraviť autor úlohy simultánne s úlohou. Obsaho-
vať by mal zoznam všetkého, čo má študent povedať zistiť alebo urobiť, ide teda
o zoznam vyšetrenı́, informáciı́ od pacienta aj výsledkov vyšetrenı́ alebo vhodných
záverov na základe informáciı́. Pri vytváranı́ úlohy treba určiť tému, testovanú
zručnosť a trvanie. Je potrebné určiť, aké pomôcky majú mať študenti k dispo-
zı́cii alebo povolené. Zároveň treba pripraviť inštrukcie pre skúšajúceho a herca
ohľadom toho, čo sa od študenta očakáva, aké informácie môžu študentom dať
a či ich smú opakovať, a pod. Po vytvorenı́ úlohy je potrebné ju nechať recenzovať
v rámci tı́mu. Potom môže dôjsť k pilotnému testovaniu, ktoré môže pomôcť iden-
tiϐikovať nedostatky – napr. ohľadne prideleného času alebo praktickosti (Khan et
al., 2013b).

2 Už v pôvodnom návrhu Hardena zo 70. rokov bol podobný počet stanovı́šť, v jeho pláne boli však
stanovištia pospájané do dvojı́c a každá dvojica predstavovala na seba nadväzujúce úlohy. (1975).
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Ciele uvedenia OSCE do vyučovania slovenského jazyka

V súčasnosti je trendom upravovať vzdelávacie programy s cieľom zmierniť dicho-
tómiu vo vzdelávanı́ budúcich lekárov, keďže prvé roky štúdia sú vyhradené pre
predklinické, resp. teoretické predmety bez kontaktu s klinickou praxou. Odber
štruktúrovanej anamnézy je jednou zo základných zručnostı́, ktoré majú študenti
nadobudnúť v predklinickom vzdelávanı́ a práve OSCE má potenciál významne
prispieť k posilneniu budovania tejto zručnosti u študentov (Ouldali et al., 2023).

Primárnym cieľom jazykovej prı́pravy nie je vyučovanie klinických zručnostı́, ale
rozvoj schopnosti študentov komunikovať v cieľovom jazyku na požadovanej úrov-
ni a v relevantnej odbornej oblasti. Odber anamnézy a interakcia s pacientom sú
však s jazykovými kompetenciami natoľko späté, že vyučovanie cudzieho jazyka
pre špeciϐické medicı́nske účely je prakticky neoddeliteľné od osvojovania si zákla-
dov anamnestického rozhovoru a ich nácviku. Tieto dve zložky sa pritom vzájom-
ne podporujú – pokrok v jednej oblasti sa pozitıv́ne odráža na výkone v druhej.
Toto prepojenie sa využıv́a nie len pre vyučovacie účely ale aj pri hodnotenı́. OSCE
sa tak etabloval aj ako nástroj hodnotenia jazykovej kompetentnosti v špeciϐickom
kontexte. Prı́kladom je Veľká Británia, kde zahraničnı́ lekári podstupujú skúšku
z anglického jazyka vo forme OSCE ako podmienku zı́skania licencie na výkon
povolania (Khan et al., 2013a).

S cieľom posilniť proces vzdelávania a zvýšenie motivácie sme sa rozhodli vytvoriť
simulácie v štýle OSCE, aby sme študentom umožnili zažiť čo najreálnejšiu situ-
áciu pri odbere anamnézy. Našim ďalšı́m cieľom bolo podporiť u nich spoluprácu
a schopnosť reakcie na aktuálny podnet, na ktoré budú v rámci svojej praxe v ne-
mocniciach odkázanı́. Podujatie malo zároveň potenciál umožniť študentom seba-
reϐlexiu ich vedomostı́ v oblasti odberu anamnézy a pedagógom umožniť identi-
ϐikáciu problémových oblastı́ v odbere anamnézy. S ohľadom na tieto ciele a tiež
z dôvodu kapacitných obmedzenı́, sme sa rozhodli zorganizovať pilotné Tı́mové
OSCE sústredenie pre časť študentov druhého ročnı́ka v odbore všeobecné lekár-
stvo v zahraničnom programe.

Rozsah štúdie je v tejto fáze obmedzený na analýzu možnostı́ implementácie
a spätnej väzby účastnı́kov. Cieľom tejto pilotnej fázy nie je meranie vplyvu OSCE
na úroveň jazykovej kompetencie, hoci predchádzajúce výskumy naznačujú jeho
pozitıv́ny efekt.

Výskumné otázky

Táto štúdia sa zameriava na tieto výskumné otázky:

1. Ako adaptovať formát OSCE pre potreby jazykového vzdelávania?
2. Ako zorganizovať simulácie v štýle OSCE?
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3. Aké sú silnejšie a slabšie zložky komunikačných kompetenciı́ študentov pri
odbere anamnézy?

4. Ako študenti vnı́majú zavedenie simuláciı́ OSCE do vyučovacieho procesu?

Implementácia OSCE simulácií pre jazykové účely na LF UK

Keďže išlo o pilotný projekt, účasť pedagógov aj študentských krúžkov bola dob-
rovoľná. Na výzvu reagovalo pozitıv́ne viacero vyučujúcich, avšak vzhľadom na
testovacı́ charakter aktivity sme sa rozhodli vytvoriť štvorčlenný organizačný tı́m
pedagógov. Pedagógovia, ktorı́ prejavili záujem, oslovili svoje krúžky s ponukou
zúčastniť sa netradičnej formy praktického nácviku odberu anamnézy v sloven-
skom jazyku. Z oslovených študentských krúžkov prijali ponuku takmer všetky. Po
zváženı́ našich časových a priestorových kapacı́t sme napokon vybrali päť krúž-
kov, teda 47 študentov.

Našı́m cieľom bolo vytvoriť simulácie pre odber anamnézy podľa vopred danej
štruktúry (identiϐikačné údaje pacienta, terajšie ochorenie, osobná, lieková, rodin-
ná, sociálno-pracovná, gynekologická anamnéza, alergie a abúzy). Anamnézu štu-
denti nemali odoberať ako jednotlivci ale v tı́moch, pričom sme chceli umožniť
študentom pracovať v čo najmenšı́ch, náhodne zostavených skupinách, aby sme
narušili zaužıv́anú dynamiku v krúžkoch a podporili ϐlexibilitu v komunikácii. Sƽ tu-
dentov sme sa preto rozhodli žrebovanı́m rozdeliť do štvorčlenných skupı́n.

Zároveň sme chceli zabezpečiť, aby študenti mali možnosť odobrať viacero anam-
néz s rozdielnou klinickou témou, ako aj komunikovať s rôznymi „pacientmi“, kto-
rı́ sa lı́šili výslovnosťou, tempom reči, prı́stupom či náladou. Pre tento cieľ sme
naplánovali vytvorenie štyroch stanovı́šť. Ide o značne nižšı́ počet, než mávajú
sumatıv́ne OSCE. Dôvodom je, že sme sa rozhodli nedeliť anamnézu na jednotlivé
časti, ale vytvoriť každú úlohu ako odber kompletnej anamnézy. Pozitıv́ny edukač-
ný vplyv štyroch formatıv́nych OSCE stanovı́šť s úspechom testovali aj Ouldali et
al. (2023) vo svojom pilotnom formatıv́nom OSCE programe. Zamerali sa na odber
kompletnej anamnézy s dôrazom na jej štruktúru a na komunikáciu s pacientom.
Výsledkom bol subjektıv́ny aj objektıv́ny progres študentov. V následnej sumatıv́-
nej OSCE študenti dosiahli v priemere vyššie skóre v cieľovej doméne a hlásili
nižšiu úroveň stresu.

Príprava stanovíšť, systému hodnotenia a organizácia detailov

Prı́padové štúdie, ktoré mali slúžiť ako podklad k odberom anamnézy boli pri-
pravené v súlade s témami aktuálne použıv́anej učebnice v druhom ročnı́ku. Jed-
notlivé scenáre boli vytvorené s podobnou štruktúrou, ale tak, aby sa lı́šili prı́-
znakmi aj ďalšı́mi detailmi o živote pacientov s dôrazom na realistické znenie. Od
realistickosti úloh totiž závisı́ aj miera edukačného vplyvu a ak študenti vnı́majú
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úlohu a jej scenár ako realistický, pozitıv́ne to ovplyvňuje ich učenie sa (Khan et
al., 2013a).

Aj keď zadanie úlohy všetkých štyroch stanovı́šť bolo identické, rozdiely medzi
pacientami nevyhnutne museli viesť k potrebe využitia rôznych otázok aj rôznej
komunikácie. Každý člen organizačného tı́mu vytvoril jeden scenár podľa určenej
témy a zároveň pripravil k danej úlohe aj kontrolný hárok. Tento hárok slúžil
ako hodnotiaca rubrika, ktorá jasne deϐinovala súbor všetkých medicı́nsky rele-
vantných informáciı́, ktoré mali byť zı́skané. Tým bola zabezpečená transparen-
tnosť kritérií hodnotenia pre študentov a bola posilnená objektivita v súlade
s princı́pmi OSCE. Hárok bol sumárom informáciı́, ktorých zı́skanie bolo cieľom
odberu anamnézy. Každý z pedagógov sa zároveň podujal prevziať na seba rolu
pacienta v simulácii, ktorú vytvoril. DlƵžku scenára sme sa rozhodli prispôsobiť tak,
aby študenti boli schopnı́ splniť úlohu do pätnástich minút a to aj po zohľadnenı́
očakávaného pomalšieho tempa komunikácie.

Ako pomocný materiál sme sa rozhodli umožniť študentom použıv́ať iba pomôcky
na zápis zı́skaných informáciı́. Použıv́ať slovnı́ky, prekladače alebo učebné pomôc-
ky nebolo povolené. Pacienti mali v kompetencii zopakovať informácie v prı́pa-
de, že študenti o to požiadajú po slovensky a vhodným spôsobom. Nemali však
študentov nabádať ku konkrétnym otázkam ani ich upozorňovať na jednotlivé
opomenuté časti anamnézy.

Vzhľadom na formatıv́no-vzdelávacı́ charakter podujatia sme sa rozhodli využiť
metódu sebahodnotenia. Po odbere každej anamnézy mal každý študentský tı́m
obdržať kontrolný hárok so zoznamom informáciı́, ktoré bolo potrebné zı́skať
počas odberu anamnézy. Sƽ tudenti v tı́me mali následne vyznačiť, ktoré údaje sa
im podarilo zı́skať (systém áno/nie). Po ich vyplnenı́ mali snı́mok kontrolného
hárku zdieľať so svojı́m vyučujúcim. Tento kontrolný hárok bol vytvorený ako
nástroj sebareϐlexie a zároveň ako podklad pre pedagógov na identiϐikáciu sil-
nejšı́ch a slabšı́ch zložiek komunikačných kompetenciı́. Zaznamenané údaje mali
byť následne spracované s cieľom identiϐikovať časti anamnézy, v ktorých študenti
najčastejšie zlyhávajú. Keďže cieľom pilotného projektu nebolo formálne hodnotiť
úroveň jazykových kompetenciı́ študentov, tento spôsob hodnotenia bol zvolený
ako primeraný počiatočnej fáze adaptácie metódy. V tejto fáze projektu sme sa
teda rozhodli nepoužiť štandardizované formy hodnotenia.

Po analýze rozvrhových možnostı́ pedagógov, študentov a miestnostı́, ako aj oča-
kávanej časovej náročnosti, sme aktivitu rozdelili do dvoch stretnutı́. Pre prvú
časť študentov sa nám podarilo rezervovať štyri samostatné miestnosti, pre kaž-
dé stanovište jednu. Pre druhú časť študentov sme simulácie organizovali v jed-
nej z veľkých prednáškových miestnostı́. Ako priestory pre vyplƵňanie kontrolných
hárkov a čakáreň pre prı́padné prestoje slúžila priľahlá chodba, ktorá je vhodne
zariadená pre sedenie a prácu v menšı́ch tı́moch. Jednotlivé simulácie sa konali
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v provizórnom simulačnom prostredı́ vo výučbových priestoroch pre teoretické
predmety. Scénu sme upravili v rámci možnostı́ organizáciou priestoru tak, aby
študenti nesedeli za stolom, ako počas vyučovania, ale oproti pacientovi. Za vy-
tvorenie realistických simuláciı́ však zodpovedala najmä kvalita scenárov a výkony
jednotlivých pacientov.

Cƽasový rozsah sme sa z organizačných dôvodov rozhodli obmedziť na približne
90 minút (vrátane organizačného úvodu). Aby sme dodržali časový harmonogram,
rozhodli sme sa napokon, že každá skupina absolvuje iba tri zo štyroch priprave-
ných stanovı́šť.

Priebeh
V oboch dňoch konania simuláciı́ boli študenti najskôr inštruovanı́ o cieľoch, or-
ganizačnom postupe a pravidlách stretnutia. Ich úlohou bolo odobrať anamnézu
od troch rôznych pacientov, zaznamenať zı́skané údaje a následne ich porovnať
s kontrolným hárkom, ktorý po rozhovore mali ako tı́my obdržať. Podrobné in-
formácie o konkrétnych klinických situáciách neobdržali – vedeli len, že ich úlo-
hou bude odobrať kompletnú anamnézu. Do kontrolného hárku si študenti mali
zaznačiť, ktoré údaje sa im podarilo zı́skať, a vyplnený dokument odovzdať vy-
učujúcim. Následne boli žrebovanı́m rozdelenı́ v celkovom súčte za oba dni do
jedenástich štvorčlenných tı́mov, ktoré sa postupne presúvali medzi jednotlivými
stanovišťami. K dispozı́cii boli počas oboch dnı́ pripravené štyri stanovištia. Na
jedného pacienta tak pripadlo v priemere osem simuláciı́ (obr. 1). Po absolvovanı́
troch stanovı́šť a vyplnenı́ prı́slušných kontrolných hárkov sa skupiny mohli roz-
ı́sť. Dôkladnejšiu spätnú väzbu a vyhodnotenie aktivity mali potom v kompetencii
vyučujúci jednotlivých krúžkov, takže vyhodnotenie simulácie pokračovalo aj na
najbližšom seminári.

Kvantitatívna analýza dát – metodológia

Pri metóde kvantitatıv́neho vyhodnocovania zozbieraných dát sme vychádzali
z publikáciı́ Roberta Tomšika (2017) a Angely Almášiovej a Katarı́ny Kohútovej
(2014), ktoré formulovali štyri etapy výskumu: 1) prı́pravná etapa; 2) etapa zberu
dát; 3) etapa spracovania dát; 4) etapa vyhodnocovania dát.

V rámci prı́pravnej etapy sme pristúpili k stanoveniu výskumného cieľa. Tu treba
podotknúť, že primárnym cieľom simulácie bolo precvičiť jazykové zručnosti štu-
dentov a ich schopnosť zistiť relevantné informácie o pacientovi. Pri anamnestic-
kom rozhovore boli študenti vedenı́ postupovať v súlade s Maastrichtským systé-
mom anamnestického postupu (Honzák, 2009), a to predovšetkým s jeho druhou
časťou, ktorá sa týka zhromažďovania anamnestických údajov. V doplňujúcej mie-
re potom mali zohľadniť tiež ostatné časti tohto systému (predstavenie sa, empa-

Sƽ túdia 83



4 simulovaní pacienti

33 odberov anamnéz –

3 odbery na skupinu
8–9 simulácií na pacienta

4 študenti z celkového počtu sa z rôznych dôvodov 

napokon nezúčastnili

11 skupín vytvorených 

žrebovaním

5 študijných krúžkov 

(47 študentov)

43 zúčastnených študentov

Obr. 1: OSCE simulácie: Počet účastníkov a organizácia

tizovanie s pacientom, použıv́anie metakomunikačných prvkov, atď.). Z hľadiska
kvantitatıv́nej analýzy však simulácia predstavovala tiež metódu na diagnostiku
jazykových zručnostı́ študentov, ktorá by ukázala konkrétnu úroveň na spektre
jednotlivých typov anamnéz, ich silné a slabé stránky, a mohla by tak poslúžiť
ako indikátor do ďalšieho priebehu vyučovania.

Na overenie a zhodnotenie jazykových schopnostı́ študentov sme sa rozhodli ap-
likovať metódu testu vedomostı́ a zručnostı́ (Tomšik, 2017) vo forme praktickej
simulácie odberu anamnézy, ktorej výstupom boli kontrolné hárky, vyhotovené
pre každého pacienta zvlášť, obsahujúce zoznam položiek, ktoré bolo možné o pa-
cientovi zistiť. Tieto boli použité v rámci samotných simuláciı́ ako nástroj zberu
dát v ďalšej etape výskumu. Po absolvovanı́ každého rozhovoru obdržali študenti
prı́slušný kontrolný hárok, na ktorom vyznačili tie položky, ktoré sa im od pacien-
ta podarilo zı́skať.

Sƽ truktúra kontrolných hárkov vychádzala z potreby praxe a reϐlektovala tiež učeb-
ný materiál použıv́aný pri vyučovanı́ slovenského jazyka na UƵ stave lekárskej ter-
minológie a cudzı́ch jazykov LF UK, predovšetkým učebnice Slovenský jazyk 3 (Bá-
belová & Hromadová, 2024) a Slovenský jazyk 4. Anamnéza a diagnóza (Bábelová &
Hromadová, 2023). Sƽ truktúra bola koncipovaná podľa základných okruhov anam-
nestického rozhovoru (cf. Hrušovský et al., 2013) a slúžila na simuláciu odberu
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anamnézy v rámci komplexného vyšetrenia pacienta (comprehensive patient assess-
ment) určeného pre nových pacientov, o ktorých lekár nemá žiadnu predchádzajú-
cu znalosť (Bickley et al., 2021). Obsahovala nasledovné časti, podľa ktorých mali
študenti v rámci simulácie postupovať:

1. Identiϐikačné údaje pacienta (IÚ): Základné informácie ako meno, vek, pohla-
vie, zamestnanie, bydlisko a rodinný stav pacienta. Tieto údaje pomáhajú zara-
diť pacienta do kontextu, v ktorom žije, a môžu mať význam pri posudzovanı́
rizikových faktorov (napr. pracovné prostredie, sociálne podmienky).

2. Terajšie ochorenie (TO): Táto informácia je východiskovým bodom pre ďalšie
podrobnejšie otázky. Ide o subjektıv́ne vyjadrenie pacienta k momentálne po-
ciťovaným ťažkostiam. Lekár sa pacienta pýta, čo ho priviedlo do ambulancie,
čo ho trápi najviac a ako dlho má daný problém. Nasleduje detailnejšı́ popis
aktuálneho ochorenia: kedy a ako problémy začali, aký majú priebeh, či sa
zhoršujú alebo zlepšujú, aké lieky pacient užıv́al, a aké boli ich účinky. Lekár
zisťuje, či prı́znaky súvisia s určitými činnosťami, časom dňa, stravou alebo
inými faktormi.

3. Osobná anamnéza (OA): Lekár sa pýta na prekonané ochorenia, hospitalizácie,
operácie a úrazy. Dôležité sú aj očkovania, užıv́ané lieky a chronické ochorenia.

4. Rodinná anamnéza (RA): Otázky ohľadom výskytu dedičných alebo častých
ochorenı́ v rodine, ako sú cukrovka, srdcovocievne ochorenia, onkologické
diagnózy alebo psychiatrické poruchy.

5. Sociálno-pracovná anamnéza (SPA): Lekár zisťuje informácie o rodinnom
a bytovom zázemı́ pacienta, jeho vzdelanı́, povolanı́ a pracovných podmien-
kach. Zisťuje aj životný štýl, záujmy, cestovateľské návyky či sociálne vzťahy,
ktoré môžu ovplyvniť zdravotný stav a priebeh liečby. Dƽ alej sa zisťujú sociál-
ne zázemie pacienta, jeho rodinné a bytové podmienky, vzdelanie a pracovné
zaťaženie. Dôležité sú aj cestovateľské návyky, najmä ak ide o tropické alebo
infekčné ochorenia.

6. Abúzy (Ab): Lekár zisťuje či je pacient fajčiar alebo či užıv́a návykové látky
ako drogy či alkohol, ale tiež kávu či energetické nápoje.

7. Gynekologická anamnéza (GA): Týka sa menštruačného cyklu, tehotenstiev,
pôrodov, potratov, antikoncepcie a menopauzy u žien.

Pre každého zo štyroch ϐiktıv́nych pacientov (Samanta Fialová, Jana Nováková, He-
lena Jurášková, Tomáš Hruška) bol vytvorený vlastný kontrolný hárok reϐlektujúci
individuálnu situáciu a potreby pacienta. Vo výsledku sa preto prejavila relatıv́na
rôznorodosť jednotlivých kontrolných hárkov, ktorú sme sa pokúsili zohľadniť pri
spracovávanı́ dát. Z vyššie uvedených častı́ anamnézy sa v kontrolných hárkoch
všetkých štyroch pacientov vyskytujú časti 1–7. Cƽasť 8, gynekologická anamnéza, je
zahrnutá v dvoch kontrolných hárkoch (Fialová, Nováková) a čiastočne tiež v kon-
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trolnom hárku pacientky Juráškovej. V dvoch kontrolných hárkoch (Jurášková, Fia-
lová) totiž došlo medzi prvým a druhým termı́nom k obsahovej revı́zii, ktorá sa,
okrem iného, prejavila práve rozšı́renı́m Juráškovej kontrolného hárku o spome-
nutú časť. Rozdielnosť pacientov sa ďalej prejavuje v rozličnom celkovom počte
položiek, ktoré študenti mohli zistiť v rámci jednej časti anamnézy u rôznych pa-
cientov. Tieto diskrepancie boli dané rozličnou povahou simulovaných ochorenı́.
Cƽasť terajšie ochorenia tak napr. obsahuje celkovo 9 položiek u Fialovej, 13 polo-
žiek u Novákovej 11 položiek u Juráškovej a 7 položiek u Hrušku (tab. 1–4). Na-
vyše, ako bolo spomenuté, v kontrolných hárkoch pacientok Juráškovej a Fialovej
došlo medzi prvým a druhým termı́nom simuláciı́ k revı́zii. Pri týchto pacientkach
preto u niektorých skupı́n ϐigurujú iné celkové počty položiek než vo zvyšných
skupinách. U pacientov je tiež možné zaznamenať rozličný počet skupı́n, ktoré
s nimi absolvovali anamnestický rozhovor, spôsobený nesystematickým postupom
študentov pri výbere pacientov.

V etape spracovania dát sme uplatnili metódu deskriptıv́nej štatistiky, ktorá ma-
la za cieľ vytvoriť prehľad o množstve zı́skaných údajov (Tomšik, 2017). Praco-
vali sme s kardinálnymi premennými, ktoré sumarizovali jednak celkové množ-
stvo položiek na kontrolných hárkoch v rámci jednotlivých častı́ anamnestického
rozhovoru, jednak počet položiek, ktoré študenti úspešne zistili. Dáta zozbiera-
né v kontrolných hárkoch sme následne vyhodnotili a vyhotovili ich syntézu pre
všetkých štyroch pacientov, pričom sme pracovali so vzorkou desiatich skupı́n,
ktoré kontrolné hárky odovzdali. Výsledky sme zhrnuli v grafe celkového pomeru
úspešnosti anamnestických kontrolných hárkov (obr. 2) a v grafe s percentuálnym
vyjadrenı́m tohto pomeru (obr. 3).

Kvantitatívna analýza dát – výsledky

Na základe analýzy dát je možné konštatovať, že študenti lepšie zvládali tie oblasti
anamnézy, ktoré sa vo väčšej miere opierajú o každodennú, neodbornú slovnú
zásobu. Typickým prı́kladom sú abúzy, kde si stručné a priamočiare otázky tý-
kajúce sa fajčenia (Fajčı́te?), pitia alkoholu (Pijete alkohol?) či iných návykových
látok (Beriete drogy?) študenti dokážu rýchlejšie osvojiť. V kombinácii s bežnými
opytovacı́mi zámenami typu „kedy“, „koľko“, „ako často“, „ako dlho“ tak dokážu
vytvoriť rad nadväzných otázok. Podobne vysoko boli hodnotené aj identiϐikačné
údaje pacienta. Táto časť obsahuje informácie ohľadom mena, bydliska, telefón-
neho čı́sla, a pod., ktoré sa v rámci kurzu Slovenský jazyk učia už od začiatku
vyučovania a precvičujú si ich aj v rámci každodennej komunikácie. Tieto otázky
sú ľahko zapamätateľné, dobre nacvičené a nevyžadujú špeciϐickú klinickú úva-
hu. Porovnateľný prı́pad predstavovala i rodinná anamnéza. Sƽ tudenti tu mali vo
väčšine prı́padov dobre osvojené základné otázky o rodinných prı́slušnı́koch a ich
zdravotnom stave. Relatıv́ne dobré výsledky dosiahli študenti tiež pri alergiolo-
gickej anamnéze, čo sa dá vysvetliť jej relatıv́nou priamočiarosťou kombinova-
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nou s nı́zkym počtom položiek. Otázky typu „Ste alergický?“ a následné zisťovanie
konkrétnych alergénov nekladie na študentov veľké nároky. Pomerne úspešnı́ boli
študenti aj pri liekovej anamnéze, hoci niektoré kontrolné hárky svedčili o tom,
že v prı́pade, že pacient užıv́al viacero liečiv, študenti zistili iba jedno z nich.
Toto bolo sčasti zaprı́činené istou nedočkavosťou študentov, ktorı́ mali tendenciu
pacientovu odpoveď prerušovať a pripraviť sa tak o doplňujúce informácie. Na ta-
kéto potenciálne nedostatky v komunikácii je potrebné sa detailnejšie zameriavať
počas vyučovania.

Naopak, za slabšie možno označiť oblasti, ktoré si vyžadujú širšı́ záber, štruktú-
rovanejšie otázky a ϐlexibilnejšiu prácu s odpoveďami pacienta, no predovšetkým
jazykové zručnosti. Osobná anamnéza, terajšie ochorenia a sociálno-pracovná
anamnéza klesli pod hranicu 75 % a gynekologická anamnéza dokonca pod
hranicu 50 %, čo poukazuje na potrebu intenzıv́nejšieho precvičovania. V prı́pade
osobnej anamnézy ide o výzvu naučiť študentov reagovať na spontánne podnety
od pacienta a cielene pátrať po ďalšı́ch problémoch so zameranı́m na konkrétne
prı́znaky. V kategórii terajšı́ch ochorenı́ je nižšia dosiahnutá úspešnosť zaprı́čine-
ná najmä nepoužıv́anı́m rozširujúcich a doplňujúcich otázok zo strany študentov,
kvôli čomu sı́ce dokázali zistiť väčšinu základných informáciı́ o symptómoch, nie
však už doplňujúce informácie, napr. akej povahy je kašeľ, akej farby sú hlieny,
kedy presne cı́ti pacient slabosť, atď. Podobné ťažkosti mali študenti aj pri gyne-
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kologickej anamnéze. Pri pracovnej a sociálnej anamnéze sa ako slabina ukázala
nová slovná zásoba súvisiaca s pracovným prostredı́m a sociálnymi podmienkami
– študenti sı́ce zvládli pýtať sa na stres, životný štýl, alebo prácu, no už menej na
konkrétne rizikové faktory spojené s výkonom povolania ako prach, chemikálie
alebo fyzická záťaž.

Celkovo možno teda zhrnúť, že študenti vykazujú najmenej ťažkostı́ v oblastiach
s jasne formulovateľnými otázkami, jednoduchým kontextom a prediktıv́nymi od-
poveďami. Hoci v komplexnejšı́ch, odbornejšı́ch častiach anamnézy stále preuka-
zujú vo všeobecnosti nadpriemerné jazykové zručnosti, ukázala sa tu potreba dô-
kladnejšieho precvičovania, rozširovania slovnej zásoby a posilňovania schopnosti
aktıv́ne reagovať na pacientove odpovede.

Kvalitatívna analýza dát – metodológia

Kvalitatıv́na analýza dát bola realizovaná na podklade spätnej väzby, ktorú študen-
ti pı́somne odovzdali tesne po simulácii. Pre analýzu zozbieraných dát bola pou-
žitá stratégia (t. j. iterácia) aplikácie Metódy neustáleho porovnávania (Constant
Comparison Method). Metóda neustáleho porovnávania je výskumnı́kom použıv́a-
ná na rozvoj konceptov z dát prostrednı́ctvom súčasného kódovania a analýzy (Ta-
ylor & Bogdan, 1998). Ako uvádza Kostrub (2016), Metóda neustáleho porovná-
vania zahŕňa štruktúrovaný proces zberu, kategorizácie a skúmania dát v spojenı́
s teoretickým rámcom, s konečným cieľom rozvoja teóriı́, ktoré sú ukotvené v dá-
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tach. Táto metóda nie je zameraná na overovanie univerzálnych princı́pov alebo
validáciu prı́čin či iných vstupných dát. Namiesto toho, tento prı́stup zabezpečuje
saturáciu potrebných informáciı́. Na základe teórie tejto metódy sme zozbierali
spätné väzby od študentov s cieľom zı́skať dáta, ktoré boli následne analyzované,
a potom sme do výskumného poľa opakovane vstupovali, kým sme nezvážili, že
vytvorená kategória je dostatočne saturovaná. Metóda neustáleho porovnávania
pozostáva z nasledujúcich fáz:

1. Porovnávanie udalostı́ použiteľných pre určitú kategóriu
2. Integrácia kategóriı́ a ich charakteristı́k
3. Deϐinı́cia teórie
4. Konceptualizácia teórie (Kostrub 2016, s. 120)

Inšpirované Kostrubom (2016), skúmanie prepı́saného textu bolo zamerané na
nájdenie prı́tomnosti javu (jeho výskytu a v ktorom odseku), reprezentácie javu
a jeho opakovateľnosti. Význam javu, ktorý mu prisúdil subjekt výskumu (aký
význam je javu prisúdený a prečo), a jav v jeho kontexte (aký je kontext javu a aký
kontext môže jav reprezentovať), zohrávajú dôležitú úlohu pri aplikácii metódy
neustáleho porovnávania vo všeobecnosti, ako aj v tomto výskume.

Dáta boli analyzované aj prostrednı́ctvom kódovania. Corbin a Strauss (2007)
označujú proces analýzy dát ako kódovanie. Kódovanie zahŕňa tri úrovne analýzy:
(a) otvorené kódovanie, (b) axiálne kódovanie a (c) selektıv́ne kódovanie, s cieľom
zı́skať kompletný obraz informáciı́ zı́skaných počas procesu zberu dát. V texte,
ktorý obsahoval všetky študentské spätné väzby, boli identiϐikované a podčiarknu-
té slová považované za významné pre výskum, najmä tie so silnými konotáciami.
„Kódovanie je stratégia kvalitatıv́nej analýzy dát, pri ktorej je určitému aspektu
dát priradený popisný štı́tok, ktorý umožňuje výskumnı́kovi identiϐikovať súvisiaci
obsah v rámci dát.“3 Slová alebo frázy boli následne zapı́sané a na základe ich frek-
vencie sme identiϐikovali desať kategóriı́. Spätnú väzbu študenti pı́sali v anglickom
jazyku, pre potreby tejto štúdie sú uvádzané časti preložené do slovenčiny.

Kvalitatívna analýza dát – výsledky

Vzhľadom na rozsah štúdie sa budeme podrobnejšie venovať len vybraným kate-
góriám.

Kategória Vynikajúca a obohacujúca skúsenosť zahŕňa spätnú väzbu od študen-
tov, ktorú hodnotı́me ako pozitıv́nu. Pri hodnotenı́ OSCE použili študenti slovné
spojenia ako: „aktivita sa mi veľmi páčila“, „oceňujem takúto iniciatívu“, „bolo to pre

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

KATEGÓRIA FREKVENCIA VÝSKYTU
1. Vynikajúca a obohacujúca skúsenosť 12
2. Práca so študentmi z iných skupín / s inými učiteľmi 9
3. Situácia z reálneho života 5
4. Kontrolný hárok 5
5. Štruktúra 5
6. Neporozumenie všetkému 4
7. ŠtudenƟ sa naučili nové veci 3
8. Zlepšovanie z pacienta na pacienta 3
9. Pomoc od učiteľov – pacientov 2
10. Zlepšenie porozumenia počúvaného textu 2

mňa veľmi nápomocné“, „je to pre mňa cenná skúsenosť“, „je to skvelá a obohacujúca
skúsenosť“, „bolo to pre mňa veľmi príjemné“, a pod. Vyslovene negatıv́nu skúsenosť
študenti neuvádzali. Neprı́tomnosť negatıv́nych ohlasov naznačuje vysokú mieru
spokojnosti a potvrdzuje, že táto metóda vyučovania efektıv́ne naplƵňa ich očakáva-
nia, prı́padne ich aj prekonáva. Táto spätná väzba zároveň poukazuje na výrazný
potenciál aktivizujúcich a prakticky orientovaných vzdelávacích foriem a akti-
vít pri zvyšovanı́ angažovanosti študentov a prehlbovanı́ ich porozumenia látke, čo
je v kontraste s pasıv́nejšı́mi formami učenia. Svedčı́ to o tom, že študenti oceňujú
prı́ležitosti na aplikáciu teoretických vedomostí v reálnom alebo simulovanom
prostredí, čo posilňuje ich sebavedomie a motiváciu k učeniu.

Kategória Práca so študentmi z iných skupín / s inými učiteľmi ozrejmuje fakt, že
študenti oceňujú spoluprácu, v našom prı́pade najmä tú so študentmi z iných sku-
pı́n. Izolovanosť študentov v jednotlivých študijných skupinách neponúka priestor
pre porovnanie vedomostı́ a vzájomné obohatenie študentov. Zároveň, variabilita
tempa reči, výrazových prostriedkov, špeciϐickej slovnej zásoby a intonácie uči-
teľov – pacientov poskytla študentom možnosť vyskúšať si rôznorodosť v reči
a snažiť sa porozumieť aj nie dobre známemu prehovoru konkrétneho učiteľa,
ktorého študenti stretávajú na svojich hodinách.

Sƽ tudentka 1: Oceňujem, že sme mali prı́ležitosť pracovať so študentmi a učiteľmi z iných skupı́n. Pýtali
sa a odpovedali úplne iným spôsobom, čo nám dalo nové perspektıv́y.

Za veľmi významný fakt považujeme možnosť vzájomne sa učiť prostrednı́c-
tvom spolupráce. Spolupráca v takomto kontexte prekonáva individuálne li-
mity a stáva sa katalyzátorom hlbšieho pochopenia a adaptácie na rozmanité
komunikačné štýly.

Sƽ tudentka 2: Veľmi rada by som sa zúčastnila ďalšej simulácie, ideálne s inými spolužiakmi z rôznych
skupı́n, aby som sa prostrednı́ctvom spolupráce naučila ešte viac.
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Kategória Situácia z reálneho života potvrdzuje, že študenti si uvedomujú pria-
me prepojenie medzi simulovanými OSCE situáciami a ich budúcim profesi-
onálnym prostredím.

Sƽ tudent 1: Táto skúsenosť bola nie len prı́jemná, ale aj najviac sa priblı́žila skúsenostiam, ktorým bude-
me čeliť budúci rok v nemocničnom prostredı́.

Možnosť precvičiť si odber anamnézy v prostredı́, ktoré imituje klinickú realitu
nemocnı́c, je pre študentov nesmierne cenná. Neposkytuje im len prı́ležitosť apli-
kovať teoretické vedomosti, ale aj rozvíjať klinické uvažovanie, komunikačné
zručnosti a schopnosť pracovať pod tlakom – všetko atribúty nevyhnutné pre
efektıv́nu abezpečnú prax. Sƽ tudenti mali možnosť stretnúť sa s rôznymi osobnost-
nými typológiami pacientov, presne ako v reálnej situácii.

Sƽ tudent 2: Učitelia hrali rôzne typy pacientov – plachého, otvoreného a priateľského, alebo pacienta,
ktorý bol trochu nahnevaný. Všetky typy pacientov, s ktorými sa stretneme.

Sƽ tudent 3: Táto skúsenosť ma učı́ byť sústredenejším a pokojnejším, aj keď pacient pociťuje dis-
komfort. Frázy, ako pomôcť pacientovi s jeho aktuálnym neprı́jemným pocitom, by mi pomohli lepšie
si usporiadať myšlienky, čo sa ďalej opýtať, aby som dokázal hlbšie pochopiť individuálne problémy
pacientov.

Týmto spôsobom simulácie OSCE prekonávajú obmedzenia tradičného vyučovania
a prispievajú k budovaniu profesijnej sebaistoty a redukcii adaptačného šoku
pri prechode do reálneho klinického prostredia.

V kategórii Štruktúra študenti poukázali na dôležitosť nácviku štruktúry anam-
nestického rozhovoru. V počiatočných fázach praxe, keď sa študenti stretávajú
s reálnymi pacientmi, je prirodzená vysoká úroveň neistoty a stresu. Jasná štruk-
túra im poskytuje bezpečnostnú sieť a orientačný bod. Vedia, aké kroky by mali
nasledovať, aké otázky klásť a aké informácie zbierať, čo znižuje pocit chaosu
a obáv z vynechania dôležitých detailov.

Sƽ tudentka 3: Nepochybne to ovplyvnilo aj to, akým spôsobom formovať otázky, aby sme zı́skali kvalit-
nejšie a detailnejšie odpovede.

Sƽ tudentka 4: Celkovo mi celá organizácia takejto hodiny pomohla pochopiť, čo sa mám spýtať ako prvé,
ak ide o problémy smočenı́m alebo dýchanı́m, a ako sa na pýtať. V ten deň sommala pocit, že rozumiem
mnohým slovám, ktorémi pomôžu pomáhať pacientomv reálnom živote, no zároveň aj to, ako sa zlepšiť
v plynulejšom rozprávanı́ bez poznámok.

Nácvik štruktúry v simuláciách ako OSCE študentov priamo pripravuje na reálne
situácie. Keď si študenti osvoja štruktúru v bezpečnom prostredı́, môžu ju potom
automaticky použiť v skutočnej nemocničnej praxi, čo im môže uvoľniť mentálnu
kapacitu pre pozorovanie pacienta, empatiu a komplexné uvažovanie.
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Pre podrobnejšiu analýzu kvalitatıv́nych dát bude potrebný väčšı́ rozsah, preto sa
jej budeme detailne venovať v nasledujúcej štúdii.

Konceptualizácia teórie

Na základe nášho výskumu konštatujeme, že aktıv́ne a interaktıv́ne simulované
vzdelávacie metódy, ako je OSCE, sú kľúčové pre efektıv́ne posilňovanie praktic-
kých kompetenciı́ a prekonávanie adaptačných bariér u študentov pri prechode
do reálneho klinického prostredia. Sƽ tudenti vnı́majú tieto metódy ako mimoriadne
prı́nosné, čo sa prejavuje v ich vysoko pozitıv́nej spätnej väzbe a absencii negatıv́-
nych hodnotenı́. Syntéza realistických simuláciı́, štruktúrovaného nácviku a roz-
siahlej kolaborácie v edukačnom procese je nevyhnutná pre holistickú prı́pravu
študentov na nároky zdravotnı́ckeho povolania, pričom podporuje ich aktıv́ne uče-
nie, sebareϐlexiu a úspešnú adaptáciu na dynamické prostredie klinickej praxe.

Diskusia: Kľúčové zistenia a odporúčania

Simulácie boli po organizačnej stránke náročné, celkovo bol však ich priebeh ply-
nulý a podujatie je možné vyhodnotiť ako úspešné. Na základe realizácie a analýzy
dát sme identiϐikovali kľúčové zistenia pre zlepšenie budúceho modelu vzdeláva-
nia.

I. Organizačné zistenia – osvedčené postupy

Nasledujúce organizačné prvky sa osvedčili a plánujeme ich zachovať aj v budú-
cich simuláciách:

• Časový rámec a priebeh: Cƽasový harmonogram sa ukázal ako vhodne nastave-
ný. Aktivita sa na oboch stretnutiach zmestila do plánovaného 90-minútového
rámca. Pri jednotlivých stanovištiach sa ukázalo, že desať minút bolo dostatoč-
ných na zı́skanie podstatnej časti informáciı́. Zvyšných päť minút venovala časť
študentov snahe spomenúť si na časti anamnézy alebo na prı́slušnú slovenskú
lexiku. Niektoré skupiny opúšťali stanovištia s miernym predstihom. Skrátenie
časového limitu z pätnásť minút na desať by mohlo spôsobiť mierne znı́ženie
úspešnosti pri zı́skavanı́ informáciı́, ale zároveň by prispelo k dynamickejšiemu
priebehu a umožnilo by zapojiť viac študentov v rovnakom časovom rámci.

• Tvorba tímov: Sƽ tvorčlenné tı́my boli dostatočne malé na to, aby mali všetci
študenti možnosť sa zapojiť. Náhodné rozdelenie do skupı́n prinieslo výrazný
pedagogický beneϐit, nakoľko študenti museli vystúpiť zo svojej komfortnej
zóny a aktıv́ne spolupracovať.

• Výhoda viacerých stanovíšť: Možnosť prejsť viacerými stanovišťami a teda
odobrať viac anamnéz bola jednoznačnou výhodou. Prvý rozhovor bol pre

92 Sƽ túdia



viacerých študentov stresujúci a menej prehľadný. Po vyhodnotenı́ priebehu
a identiϐikácii chýb prichádzali k ďalšiemu pacientovi lepšie pripravenı́ a roz-
hovor prebiehal na vyššej úrovni.

• Rozmanitosť scenárov: Tri anamnézy pre každý tı́m predstavovali pre štu-
dentov primeranú výzvu. UƵ lohy si boli vďaka vo všeobecnosti podobnej stavbe
anamnéz dostatočne podobné na to, aby mali študenti možnosť vyskúšať si
viackrát tie isté otázky a postupy v rozhovore, zároveň však boli dostatočne
rozmanité na to, aby udržali ich pozornosť a záujem o dialóg. V pozitıv́nom
zmysle niektoré tı́my prekvapili aj úrovňou detailov, na ktoré sa pýtali. V záuj-
me poskytnúť im podrobnejšie odpovede došlo medzi prvým a druhým kolom
simuláciı́ k úprave a pridaniu detailov do scenárov aj kontrolných hárkov.

• Rozvoj mäkkých zručností: Rozhovor s neznámymi pedagógmi bol pre mno-
hých výzvou, no zároveň ich motivoval k väčšej angažovanosti. V netypickej
situácii a v kontakte s neznámymi osobami spontánne dodržiavali základné
princı́py profesionálnej komunikácie – začı́nali rozhovor pozdravom, predsta-
vili sa a počas interakcie sa snažili pôsobiť kompetentne.

• Priestorové možnosti: Z priestorových možnostı́ sa ako výhodnejšia voľ-
ba ukázalo usporiadanie jednotlivých simuláciı́ v samostatných miestnostiach,
keďže vo veľkej prednáškovej sále k jednotlivým stanovištiam doliehal ruch
z ostatných stanovı́šť. Išlo však o menšı́ diskomfort, ktorý nenarúšal priebeh.

II. Oblasti vyžadujúce prepracovanie

Na základe zı́skaných skúsenostı́ sme identiϐikovali dva kľúčové aspekty, ktoré
vyžadujú zmenu v organizácii a metodike hodnotenia.

1. Kontrolné hárky

Kontrolné hárky predstavovali slabšı́ bod organizácie. Zo spôsobu ich spracovania
vyplynuli dva problémy. Po prvé, jedna zo skupı́n neodovzdala po vyplnenı́ kon-
trolné zoznamy. Po druhé, študenti si ich vyhodnocovali sami, bez externej kon-
troly. Hoci sa na hodnotenie simulácie pri sumatıv́nom hodnotenı́ kurzu slovenský
jazyk neprihliadalo a študenti boli povzbudzovanı́ k úprimnosti s dôrazom na to,
že cieľom je spoločná reϐlexia a zlepšenie výučby, nemožno vylúčiť, že niektorı́
študenti mohli svoje výkony mierne prikrášliť. Pre zabezpečenie úplnosti a spo-
ľahlivosti dát je nevyhnutná zmena mechanizmu zberu dát.

2. Hodnotenie mäkkých zručností a komunikačných kompetencií

Súčasný model sa sústredil na zı́skané informácie. Kvalite anamnestického rozho-
voru – pozdrav, predstavenie, dôvod rozhovoru, plynulý priebeh rozhovoru, logic-
ký sled otázok – či kvalite celkového komunikačného prejavu – úroveň slovenčiny,
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kladenie logických a relevantných otázok, aktıv́ne počúvanie, empatia, rešpekt, re-
akcia na emócie pacienta, ako aj profesionálna stránka – napr. dodržanie časového
limitu a etické správanie – sa venoval len okrajovo. Pre budúce simulácie sa stáva
novým cieľom posilnenie hodnotenia mäkkých zručnostı́ a ostatných komponentov
profesionálnej komunikácie, ktoré tvoria neoddeliteľnú súčasť efektıv́neho odberu
anamnézy a zohrávajú kľúčovú úlohu pri hodnotenı́ v rámci formátu OSCE.

Alternatívne riešenie pre budúce hodnotenie

Ideálnym riešenı́m by bolo zabezpečiť prı́tomnosť pozorovateľa pri každom roz-
hovore, ktorý by sa zameral výlučne na hodnotenie komunikačných a interperso-
nálnych kompetenciı́ študentov. V súčasnosti však takýto personálny model nie je
z kapacitných dôvodov realizovateľný.

Jednou z alternatıv́ je bezprostredné hodnotenie tejto zložky prı́tomným pedagó-
gom hneď po ukončenı́ každého odberu anamnézy formou krátkeho rozhovoru so
študentmi. Tento spôsob by však predlƵžil celkový časový harmonogram aktivity.
Možným kompromisom by bolo využitie štruktúrovaného hodnotiaceho formu-
lára, ktorý by pedagógovi umožnil rýchlejšie a systematickejšie zaznamenať pozo-
rované aspekty mäkkých zručnostı́. Tento návrh však vyžaduje ďalšie plánovanie,
pilotné overenie a odbornú diskusiu.

III. Budúce rozšírenie tém a výučby

Dƽ alšı́m dôležitým tematickým rozšı́renı́m by bolo pridanie komunikácie týkajúcej
sa vyšetrení – overenie identity pacienta a zı́skanie súhlasu na vyšetrenie, vy-
svetlenie, aké vyšetrenie sa bude robiť, informovanie pacienta o každom kroku,
vhodná neverbálna komunikácia, predovšetkým melódia a tón hlasu vyjadrujúca
empatiu a rešpekt, vhodné reagovanie na pacienta pri bolesti alebo strachu, či pos-
tihnutı́, informovanie pacienta, že vyšetrenie skončilo, poďakovanie sa pacientovi
a prı́padné vysvetlenie ďalšieho postupu.

IV. Edukačný prínos (zistenia kvantitatívnej analýzy)

Kvantitatıv́na analýza preukázala, že študenti lepšie zvládajú odber predovšetkým
tých častı́ anamnézy, v ktorých môžu vychádzať prevažne z bežnej slovnej zásoby,
ktorú mali možnosť precvičovať od začiatkov kurzu (osobné informácie, rodina,
základné ochorenia a symptómy). Na druhej strane pri anamnézach vyžadujúcich
komplexnejšie a odbornejšie jazykové kompetencie, ako aj pri anamnézach vyža-
dujúcich špeciϐickú a menej precvičovanú slovnú zásobu sa vyskytol istý pokles
úspešnosti. Na základe výsledkov analýzy sa tak ukazuje potreba integrácie no-
vých postupov do ďalšieho výučbového procesu v záujme odstránenia zistených
nedostatkov. Ide predovšetkým o:
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• Precvičovanie pokročilej či špeciϐickej slovnej zásoby.
• Trénovanie reakcie na spontánne podnety a kladenie doplňujúcich otázok pa-
cientovi.

• Odstraňovanie nedostatkov v profesionálnej komunikácii.

Zlepšenie úrovne v daných oblastiach by sa dalo docieliť zintenzıv́nenı́m ich pre-
cvičovania či integrovanı́m špeciálne zameraných cvičenı́ a aktivı́t s dôrazom na
simulačnú výučbu.

V. Edukačný prínos (zistenia kvalitatívnej analýzy)

Kvalitatıv́na analýza študentskej spätnej väzby poskytla náhľad do vnı́mania simu-
lácie vo formáte OSCE a odhalila kľúčové faktory, ktoré prispievajú k jej edukačnej
hodnote. OSCE simulácia demonštrovala, že poskytnutím priestoru na aktívne
zapojenie sa a na aplikáciu vedomostí v kontrolovanej simulácii dochádza k po-
silneniu študentskej motivácie a znižovaniu napätia, ktoré je často pozorované
vo vyučovaní teoretických predmetov. Oceňovanie interakcie s rôznymi peda-
gógmi a študentmi z iných skupı́n potvrdzuje význam kolaboratıv́nych prı́stupov
v procese vzdelávania. Tým, že sa narušı́ zaužıv́aná dynamika homogénnych štu-
dijných skupı́n, podporuje sa ϐlexibilita, adaptabilita a schopnosť pracovať v tı́me,
čo je pre budúceho lekára nevyhnutné.

VI. Limity analýzy

Limity analýzy vidı́me v dvoch aspektoch:

• Rozsah vzorky: Výskum bol vykonaný len so 43 študentami, čo znamená, že
výsledky nie je možné s istotou generalizovať na celú populáciu študentov
medicı́ny.

• Zmeny scenárov v priebehu podujatia: V záujme naplnenia očakávanı́ študen-
tov došlo medzi prvým a druhým termı́nom simuláciı́ k úprave scenárov, čo
mierne narušilo kvantitatıv́nu analýzu zozbieraných údajov.

Záver
Predložená štúdia dokumentuje adaptáciu formátu OSCE do podoby simuláciı́ pre
tréning odberu anamnézy a podáva detailný popis organizácie podujatia, pričom
Sƽ túdia záoveň úspešne preukázala, že použitie formátu OSCE (Objective Structured
Clinical Examination) predstavuje metódu s výrazne aktivizujúcim charakterom vo
vyučovanı́ slovenčiny ako cudzieho jazyka v odbornej jazykovej prı́prave študen-
tov medicı́ny. Pilotný projekt potvrdil, že tento prı́stup dokáže významne zvýšiť
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angažovanosť a motiváciu študentov, a to najmä prepojenı́m teoretických jazy-
kových znalostı́ s praktickým nácvikom klinických zručnostı́, ako je odber anam-
nézy. Výsledky kvantitatıv́nej analýzy ukázali, že študenti vykazujú dobrú úroveň
v anamnézach s bežnou, neodbornou slovnou zásobou, zatiaľ čo odbornejšie ja-
zykové kompetencie, ako aj ϐlexibilita v reagovanı́ na pacientove odpovede si do
budúcna vyžadujú dôkladnejšie precvičovanie na hodinách. Napriek počiatočným
organizačným a priestorovým výzvam prebehla aktivita plynulo a dosiahla sta-
novené ciele. Vzhľadom na preukázané beneϐity a pozitıv́nu odozvu od študentov
aj pedagógov, autori plánujú rozšı́renie projektu na všetky študentské krúžky, čo
bude predstavovať novú logistickú výzvu z hľadiska personálnych a priestorových
nárokov. Budúca práca sa zameria na zdokonalenie metodiky a nájdenie vhodné-
ho modelu, ktorý by umožnil systémové a objektıv́ne hodnotenie komunikačných
a interpersonálnych kompetenciı́ študentov, čı́m sa ďalej posilnı́ edukačný prı́nos
tejto inovatıv́nej metódy.
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venuje učeniu angličtiny pre medikov a slovenčiny pre medikov – cudzincov. V rámci svojej pedagogickej
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Filozoϐickej fakulte UK, Slovenskej zdravotnı́ckej univerzite a v súčasnosti pôsobı́ na UƵ stave lekárskej
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v jazykovej výučbe.
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Využití jazykových korpusů ve výuce odborného
cizího jazyka na vysoké škole – přehledová studie

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

Sarah Dobiášová

Abstract: This review article examines how language corpora can be used in teaching English
for Speciϐic Purposes (ESP) at the tertiary level. It brieϐly 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 ϐindings 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 Speciϐic
Purposes (ESP), specialised vocabulary, needs analysis, tertiary education

Abstrakt: Tento přehledový článek zkoumá, jakmohou být jazykové korpusy využity ve výuce
angličtiny pro speciϐické účely (ESP), v terciárnı́m vzdělávánı́. Představuje stručně teoretické
základy korpusové lingvistiky a přinášı́ kvantitativnı́ a kvalitativnı́ analyzu nedávných studiı́
z vybraných klı́čových časopisů zaměřených na ESP. Zjištěnı́ ukazujı́, že jazykové korpusy se
nejčastěji využıv́ajı́ k lingvistické analýze akademických a odborných textů a k následné tvorbě
studijnı́ch materiálů, přı́padně v oblasti plánovánı́ a hodnocenı́ kurikula.

Klíčová slova: jazykový korpus, korpusová lingvistika, výuka cizı́ch jazyků, angličtina pro spe-
ciϐické účely (ESP), odborná slovnı́ zásoba, analýza potřeb, vysokoškolské vzdělávánı́

1 Úvod

V poslednı́ch desetiletı́ch došlo ve výuce cizı́ch jazyků k výraznému posunu smě-
rem k přı́stupům, které využıv́ajı́ autentická jazyková data. Do učebnic se tak do-
stávajı́ přı́klady, jež vı́ce odpovı́dajı́ reálným situacı́m, do nichž se studenti cizı́ho
jazyka mohou dostat. Výuka se tı́mto způsobem snažı́ lépe přizpůsobovat potře-
bám studentů a konfrontovat je s reálným jazykem. Jednı́m z nástrojů, který je
v tomto kontextu často zmiňován v odborné – převážně teoretické – literatuře,
jsou jazykové korpusy, tedy elektronické sbı́rky autentických jazykových dat, které
umožňujı́ objevovat jazyk takový, jaký skutečně je, včetně jeho regionálnı́ch, soci-
álnı́ch a individuálnı́ch zvláštnostı́ (Guilquin & Granger, 2010).

Odborná literatura také často uvádı́, že jazykové korpusy mohou významně obo-
hatit výuku cizı́ch jazyků na všech stupnı́ch vzdělávánı́, tj. u žáků a studentů růz-
ného věku a zaměřenı́ (Gablasová & Brezina, 2017; Gablasová, Brezina & McEnery,
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2019). I přes to ale jejich skutečné zapojenı́ do výuky narážı́ na řadu překážek, na
což upozorňuje řada studiı́ mapujı́cı́ch aktuálnı́ stav zapojenı́ korpusů do jazykové
výuky v praxi (např. Tyne, 2012; Guilquin & Granger, 2010; Poole, 2020; Curry &
McEnery, 2025; Farr & Leńko-Szymańska, 2024). Tyto studie řadı́ mezi nejčastěj-
šı́ problémy komplikujı́cı́ zařazenı́ korpusů do cizojazyčné výuky nı́zké povědomı́
učitelů o možnostech využitı́ korpusových nástrojů ve vyučovánı́ i jeho přı́pravě
(Tyne, 2012), nedostatek metodických materiálů a tı́m souvisejı́cı́ časová nároč-
nost přı́pravy a technická či organizačnı́ omezenı́ (Guilquin & Granger, 2010).

Přestože výše citovaná literatura pocházı́ převážně z anglofonnı́ho prostředı́, které
lze označit za kolébku korpusové lingvistiky, i česká lingvistika a didaktika se
v poslednı́ch letech věnujı́ výzkumu využitı́ korpusů v jazykové výuce. Pozornost
je přitom zaměřena nejen na výuku angličtiny jako cizı́ho jazyka (Malá, 2021), ale
také na výuku češtiny. Přı́kladem jsou publikace Kopřivové a Sƽmejkalové (2019),
které představujı́ jazykové korpusy a dalšı́ elektronické zdroje včetně jejich využitı́
ve výuce českého jazyka. Podobně zaměřená je i práce Sƽ romové, Sƽebesty a kol.
(2019), jež nabı́zı́ konkrétnı́ náměty a strategie pro vyučovánı́ češtiny jako cizı́ho
jazyka a tvorbu pracovnı́ch listů. V českém prostředı́ se objevujı́ i publikace doku-
mentujı́cı́ tvorbu specializovaných jazykových korpusů a databázı́. Kovářik a Ko-
vářiková (2021) představujı́ databázi Akalex, která obsahuje akademickou slovnı́
zásobu – jak jednotlivá slova, tak vı́ceslovná spojenı́ – a může sloužit k výzkumu
akademické češtiny. Důležitost zkoumánı́ odborné češtiny pro výuku žáků a stu-
dentů střednı́ch škol s odlišným mateřským jazykem zdůrazňujı́ také Převrátilová
a Vrábelová (2025) a Vališová (2025). Prvnı́ z uvedených autorek se zaměřuje na
určenı́ odborné slovnı́ zásoby vyučovacı́ch předmětů, jejı́ž znalost by měla žákům
s odlišným mateřským jazykem usnadnit přechod na střednı́ školu. Druhá autorka
se věnuje slovesům a jejich kolokacı́m, které sice patřı́ k odbornému jazyku, s nı́mž
se žáci setkávajı́ už na základnı́ škole, avšak nejsou oborově speciϐické.

Také na českých vysokých školách probı́hajı́ pokusy o využitı́ a začleněnı́ jazy-
kových korpusů do výuky, mimo jiné i v oblasti angličtiny pro speciϐické účely.
Přı́kladem může být Centrum jazykového vzdělávánı́ Univerzity obrany v Brně.
Jednı́m z výzkumných cı́lů projektu, zaměřeného na zkoumánı́ možnostı́ imple-
mentace jazykových korpusů do výuky obecného i odborného anglického jazyka
(přı́padně do jejı́ přı́pravy), je vytvořit souhrn poznatků z této oblasti. Tyto po-
znatky vycházejı́ ze studia teoreticky i prakticky orientované domácı́ i zahraničnı́
odborné literatury. Cı́lem tohoto článku je představit syntézu zjištěnı́, čerpaných
předevšı́m z anglicky psaných studiı́ publikovaných v časopisech English for Spe-
ciϔic Purposes, Journal of Teaching English for Speciϔic Purposes, English for Speciϔic
Purposes Today a International Journal of English for Speciϔic Purposes v poslednı́m
desetiletı́.
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2 Jazykový korpus: deϐinice a funkce

Dřıv́ než přistoupı́me k tematické analýze časopisů, podıv́áme se, co vlastně jazy-
kový korpus je a jaký význam má pro lingvistiku.

Jazykový korpus je velmi rozsáhlý soubor psaných, mluvených nebo multimodál-
nı́ch projevů, přı́p. jejich kombinace, v elektronické podobě. Tento soubor je lin-
gvisticky anotován, což znamená, že jednotlivá slova i věty v něm obsažené jsou
opatřeny morfologickými a syntaktickými informacemi. Kromě toho obsahuje kor-
pus rovněž metainformace o jednotlivých textech, jako jsou jeho autor/autoři, rok
vzniku, žánr či médium (Weisser, 2016). Všechny tyto informace umožňujı́ detailnı́
analýzu jazyka na lexikálnı́, syntaktické, sémantické, pragmatické i sociolingvis-
tické úrovni. Dı́ky počı́tačům je navı́c možné rychlé vyhledávánı́, což usnadňuje
analyzovat obrovské množstvı́ textů, identiϐikovat frekvence slov a frázı́, sledovat
jazykové vzorce a objevovat souvislosti, které by při manuálnı́m zpracovánı́ bylo
téměř nemožné zjistit.

Z výše uvedených důvodů jsou jazykové korpusy v současnosti široce využıv́ány
v lingvistickém výzkumu: např. Baker (2004) použıv́á jazykový korpus k zachycenı́
rozdı́lů v klı́čových slovech mezi různými žánry, McEnery (2005) se zabývá vývo-
jem vulgarismů a jejich vnı́mánı́m ze strany posluchačů, Baker, Gabrielatos McEne-
ry (2013) analyzujı́ reprezentaci islámu v britském tisku a Collins, Gablasová a Pill
(2023) se zase věnujı́ typologii otázek, které se vyskytujı́ v komunikaci mezi lékaři
a pacienty. Důležitou roli sehrávajı́ korpusy také v lexikograϐii, kde sloužı́ mimo
jiné k analýze slovnı́ zásoby z hlediska frekvence užitı́ jednotlivých slov a slovnı́ch
spojenı́ v reálném jazyce. Přı́kladem může být frekvenčnı́ slovnı́k nazvaný New
General Service List, který na základě rozsáhlého korpusového výzkumu sestavili
Brezina a Gablasová (2015).

Podle mnoha výzkumnı́ků (např. Guilquin & Granger, 2010; Gablasova & Brezi-
na, 2017; Gablasová, Brezina & McEnery, 2019 lze metody práce s jazykovými
korpusy, které byly využity ve výše citovaných studiı́ch, velmi efektivně aplikovat
i v oblasti výuky cizı́ch jazyků. Gablasová, Brezina & McEnery (2019) identiϐikujı́
tři oblasti, ve kterých se můžou jazykové korpusy ve výuce cizı́ch jazyků uplatnit:

• tvorba korpusů tzv. žákovského jazyka (angl. „learner corpora“), které obsahujı́
výhradně jazykový projev žáků/studentů. Na základě těchto korpusů lze sledo-
vat např. vývoj osvojovánı́ si cizı́ho jazyka na jednotlivých úrovnı́ch dle SERR;

• tvorba výukových materiálů (např. učebnic nebo pracovnı́ch listů), které obsa-
hujı́ přı́klady reálného jazyka;

• využitı́ korpusů přı́mo v hodinách cizı́ho jazyka, např. při rozvoji slovnı́ zásoby,
gramatiky nebo stylistiky. V tomto ohledu jsou korpusy v souladu s principy
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tzv. „data-driven learning“, tedy výuce založené na datech, kdy studujı́cı́ sami
objevujı́ jazykové struktury, které si tı́mto zároveň osvojujı́.

Lze tedy řı́ci, že jazykové korpusy představujı́ nejen významný nástroj pro lingvis-
tický výzkum, ale také zdroj s výrazným didaktickým potenciálem při výuce cizı́ch
jazyků. Při úvahách o jejich zapojenı́ do výuky na konkrétnı́m odborném pracovišti
je však nezbytné promyslet, v jakých oblastech a jakými metodami mohou být
korpusy využity nejefektivněji. Tato otázka je obzvlášť relevantnı́ v kontextu výuky
cizı́ch jazyků pro odborné účely (ESP), kde je třeba reagovat na speciϐické komu-
nikačnı́ požadavky jednotlivých oborů a poskytovat studentům autentické jazyko-
vé modely odpovı́dajı́cı́ jejich budoucı́m profesnı́m potřebám. Následujı́cı́ přehled
proto nabı́zı́ syntézu poznatků z odborné literatury a ukazuje, jakým způsobem
mohou korpusy přispět k cı́lenému rozvoji odborné jazykové kompetence.

3 Metodologie

Pro účely vytvořenı́ přehledové studie byly analyzovány následujı́cı́ odborné časo-
pisy zaměřené na výuku ESP: English for Speciϔic Purposes, Journal of Teaching Eng-
lish for Speciϔic Purposes, English for Speciϔic Purposes Today aInternational Journal of
English for Speciϔic Purposes. Jedná se o renomované vědecké časopisy indexované
ve Web of Science, které odrážejı́ současné trendy a výzkumné přı́stupy v oblasti
ESP. Pro účely tohoto článku byla analyzována pouze čı́sla publikovaná v posled-
nı́m desetiletı́, tzn. mezi léty 2015 a 2024.

Analýza, jejı́ž výsledky budou prezentovány v následujı́cı́ sekci, kombinuje kvan-
titativnı́ a kvalitativnı́ přı́stup. Kvantitativnı́ část ukáže, do jaké mı́ry a jak často
se v uvedených časopisech objevujı́ články zaměřené na využitı́ korpusů ve výuce
ESP, přı́padně jaká témata se zde vyskytujı́ a s jakou frekvencı́. Kvalitativnı́ část
se následně zaměřuje na detailnějšı́ charakteristiku nejvýraznějšı́ch tematických
liniı́ a uvádı́ reprezentativnı́ přı́klady publikovaných studiı́. Cı́lem této analýzy je
poskytnout systematický přehled dosavadnı́ho výzkumu v dané oblasti, identiϐi-
kovat převažujı́cı́ trendy a zároveň vymezit prostor pro dalšı́ potenciálnı́ směry
zkoumánı́.

4 Výsledky výzkumu

Následujı́cı́ kapitola shrnuje výsledky provedené analýzy a představuje klı́čové po-
znatky zı́skané z kvantitativnı́ho (4.1.) i kvalitativnı́ho (4.2.) zkoumánı́ publikova-
ných studiı́.
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4.1 Kvantitativní analýza

Jak již bylo uvedeno v předchozı́m textu a jak napovı́dá i samotný název článku,
výzkum byl zaměřen na zjištěnı́, do jaké mı́ry se ve výuce ESP využıv́ajı́ nástroje
korpusové lingvistiky, a to na základě analýzy odborných akademických publika-
cı́. Tab. 1 uvádı́ frekvenci výskytu článků zaměřených na korpusovou lingvistiku
v daných odborných časopisech v obdobı́ 2015–2024.

Tab. 1: Frekvence výskytu článků zaměřených na korpusovou lingvisƟku ve vybraných akademických časopisech

ROK English for
Specific Purposes

Journal of Teaching
English for Specific

and Academic Purposes
English for Specific
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 vyplývá, že zájem akademických časopisů zaměřených na ESP
o jazykové korpusy existuje, jelikož je toto téma přı́tomné ve třech ze čtyř zkou-
maných periodik. Nejvı́ce článků zaměřených na korpusovou lingvistiku bylo pu-
blikováno v časopise English for Speciϔic Purposes, a to v roce 2022 (13 článků),
což představuje výrazný nárůst oproti předchozı́m letům. Tento časopis zároveň
celkově publikuje největšı́ počet článků na dané téma – z 501 článků se 43 vě-
novalo problematice korpusů (8,6 %). Naopak časopis Journal of Teaching English
for Speciϔic and Academic Purposes vykazuje podstatně méně stabilnı́ publikačnı́
činnost v této oblasti, s maximem čtyř článků v roce 2022. Celkově zde bylo
mezi lety 2015 a 2024 publikováno 15 článků týkajı́cı́ch se korpusové lingvistiky
z celkového počtu 514 publikacı́, což představuje relativně nı́zký podı́l (2,92 %).
Cƽasopis English for Speciϔic Purposes Today měl obdobný počet článků na dané téma
(15), avšak z nižšı́ho celkového počtu publikacı́ (226), což ukazuje na vyššı́ mı́-
ru zastoupenı́ korpusové problematiky (6,64 %). I zde docházı́ ke kolı́sánı́ počtu
článků v jednotlivých letech, avšak lze pozorovat určitou stabilitu v zájmu o toto
téma. Cƽasopis International Journal of English for Speciϔic Purposes ve sledovaném
obdobı́ nepublikoval žádné články na téma jazykových korpusů. Celkově tabulka
ukazuje, že korpusová lingvistika je v rámci výzkumu ESP přı́tomným, avšak nikoli
dominantnı́m tématem. Pro lepšı́ přehlednost je celkový trend znázorněn v násle-
dujı́cı́m grafu (obrázek 1).
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Obr. 1: Trend počtu článků o korpusové lingvisƟce ve vybraných časopisech (2015–2024)

Z grafu vyplývá, že v roce 2022 se v časopise English for Speciϔic Purposes objevilo
celkem 13 článků zabývajı́cı́ch se korpusovou lingvistikou, což je výrazně vı́ce než
v ostatnı́ch letech. V tomto roce byla kromě čtyř pravidelných čı́sel vydána ještě
dvě speciálnı́ čı́sla – jedno věnované digitálnı́ mediaci ve výuce ESP (angl. Digital
Mediation in ESL Genres) a druhé zaměřené na výuku ESP v tichomořském regionu
(angl. ESP in the Paciϔic Rim). Ani v jednom z těchto speciálnı́ch vydánı́ se však
nenacházı́ článek zaměřený na korpusovou lingvistiku. V roce 2022 tedy vyšlo
celkem šest čı́sel časopisu. To je možná důvod, proč zbývajı́cı́ čı́sla obsahovala
většı́ množstvı́ článků o korpusové lingvistice, což by mohlo vysvětlovat výrazný
nárůst takto zaměřených publikacı́ v daném roce.

V následujı́cı́ sekci se zaměřı́me na analýzu témat vztahujı́cı́ch se ke korpusové
lingvistice ve zkoumaných časopisech. Analýza sleduje různorodost zkoumaných
oblastı́, které odrážejı́ šı́ři možnostı́ využitı́ jazykových korpusů v rámci ESP. Cı́lem
je zjistit, zda se některá témata opakujı́, přı́padně zda existujı́ oblasti, kde je kor-
pusová lingvistika běžně aplikována, a naopak oblasti, kde se zatı́m tolik neuplat-
ňuje, ale mohou být považovány za počı́najı́cı́ trend. Analýza rovněž podrobněji
představı́ jednotlivé tematické okruhy, včetně odkazů na konkrétnı́ články, které
mohou sloužit jako inspirace k využitı́ jazykových korpusů ve výuce ESP.
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4.2 Kvalitativní analýza

Cı́lem následujı́cı́ kvalitativnı́ analýzy je představit hlavnı́ tematické okruhy, které
se objevujı́ v odborných článcı́ch zaměřených na výuku odborného cizı́ho jazyka
s využitı́m korpusů ve zkoumaných časopisech. Obecně lze řı́ci, že možnosti vy-
užitı́ korpusů ve výuce jsou poměrně rozmanité, avšak jejich kategorizace byla
poměrně složitá, protože jednotlivé způsoby použitı́ se vzájemně prolı́najı́. Násle-
dujı́cı́ tabulka (Tab. 2) poskytuje přehled jednotlivých tematických okruhů, včetně
jejich podkategoriı́ a počtu zařazených článků.

Tab. 2: Hlavní temaƟcké okruhy výuky odborného cizího jazyka s využiơm korpusů

TEMATICKÝ OKRUH CHARAKTERISTIKA PODKATEGORIE POČET ČLÁNKŮ
výuka akademické
a odborné angličƟny

teoreƟcké přístupy k výuce ESP 20 28
prakƟcké využiơ korpusů ve výuce ESP 6
strategie podpory moƟvace studentů k učení
akademického a odborného jazyka pomocí korpusů

2

akademický diskurz formální a žánrová specifika akademických textů 18 23
autorova pozice a postoj; strategie vyjadřování názoru
a hodnocení v akademických textech

3

koherence a koheze akademických textů 2
specializovaný
odborný jazyk

lexikální jevy v oborově nespecifikovaných textech 10 22
lexikální jevy v oborově
specifických textech

lékařská angličƟna 4
právnická angličƟna 3
jazyk turismu a médií 3
letecká angličƟna 2

Z tabulky vyplývá, že nejpočetnějšı́ skupinu tvořı́ články zaměřené na výuku aka-
demické a odborné angličtiny, kam bylo zařazeno celkem 28 textů (38 %). Zbýva-
jı́cı́ dva tematické okruhy se již nevěnujı́ samotné výuce, ale lingvistické analýze
těchto textů. Ta se zaměřuje na formálnı́ aspekty (např. identiϐikaci charakteristic-
kých rysů akademických a odborných textů obecně či v rámci jednotlivých žánrů),
dále na syntaktickou a lexikálnı́ rovinu. Okruh orientovaný na akademický diskurz
zahrnuje 23 článků (32 %) a oblast zkoumajı́cı́ lexikálnı́ jevy v odborném jazyce
pak 22 článků (30 %). Přestože jsou mezi jednotlivými kategoriemi určité rozdı́ly,
jejich zastoupenı́ lze považovat za poměrně vyrovnané.

V následujı́cı́ch sekcı́ch se podrobněji zaměřı́me na jednotlivé tematické okruhy.
Budeme zkoumat, jaká témata se v každém z nich objevujı́, a představı́me shrnutı́
alespoň jednoho reprezentativnı́ho článku, doplněné odkazy na dalšı́ souvisejı́cı́
publikace. Kritériem pro výběr podrobněji analyzovaných studiı́ bude buď jejich
citačnı́ ohlas, reprezentativnost vůči dané oblasti nebo vybraný článek představuje
zajı́mavé využitı́ jazykových korpusů v rámci výzkumu ESP, které může naznačovat
vznikajı́cı́ výzkumný trend. Uvědomujeme si však, že výběr podle poslednı́ch dvou
kritériı́ může být do určité mı́ry subjektivnı́.
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4.2.1 Výuka odborné angličtiny

Tématu výuky akademické angličtiny se věnuje celkem 28 článků, což z něj činı́
nejpočetnějšı́ kategorii z hlediska prezentovaného výzkumu. Tyto články zahrnujı́
jak teoretické studie, které se zabývajı́ možnostmi, jež korpusová lingvistika nabı́zı́
v různých oborech i fázı́ch výuky (ať už v přı́pravné fázi nebo při samotné rea-
lizaci výuky), tak i prakticky zaměřené studie dokumentujı́cı́ konkrétnı́ způsoby
využitı́ korpusů ve výuce. Tyto praktické práce často obsahujı́ přı́klady výukových
aktivit, cvičenı́ vytvořených s využitı́m korpusu nebo jejich evaluaci. Z článků je
také patrné, že využitı́ korpusů ve výuce odborné angličtiny je – ať už v teoretické
nebo praktické rovině – úzce spjato s konceptem analýzy potřeb (angl. „needs
analysis“). Jedná se o nástroj, jehož cı́lem je zjišťovat požadavky prostředı́, do
kterého se plánuje implementace změn, a zajistit tak, aby tyto změny byly ade-
kvátnı́ a vedly k pozitivnı́m výsledkům. Korpusově založená analýza potřeb tedy
umožňuje vytvářet přesnějšı́ a lépe cı́lené výukové strategie, které odpovı́dajı́ re-
álným potřebám konkrétnı́ skupiny studentů či konkrétnı́ výukové situaci. Tı́mto
přı́stupem se zabývajı́ napřı́klad práce Staples (2015) a Staples (2019). Zajı́ma-
vým, dosud méně rozvinutým, ale slibným směrem výzkumu je téma vlivu využı́-
vánı́ jazykových korpusů na motivaci studentů, jejichž cı́lem je naučit se odborný
cizı́ jazyk (Argyroulis, 2022). Na poslednı́ dva jmenované články se v následujı́cı́m
textu podıv́áme podrobněji.

Staples (2019) ve svém článku „Using corpus-based discourse analysis for cur-
riculum development: Creating and evaluating a pronunciation course for in-
ternationally educated nurses“ sleduje jazykové obtı́že mezinárodnı́ch studentů
ošetřovatelstvı́ a na základě svých zjištěnı́ navrhuje cı́lené intervence k jejich pře-
konánı́. Studie se zaměřuje na vývoj kurikula pro výuku zdravotnické angličtiny
založeného na korpusu sestaveném pro tento účel. Cƽ lánek se orientuje na využitı́
korpusových dat pro výuku výslovnosti, což je dosud málo prozkoumaná oblast.
V článku je popsána kvantitativnı́ analýza 104 interakcı́ mezi sestrami a pacienty
z hlediska potřeb sester v klinické komunikaci, zejména pak v oblasti výslovnosti
(tj. intonace, výšky hlasu, volby tónu a větného přı́zvuku). Na základě korpusové
analýzy jsou identiϐikovány zásadnı́ rozdı́ly mezi diskurzem amerických a mezi-
národnı́ch sester. Tyto rozdı́ly následně sloužı́ jako základ pro tvorbu výukového
kurzu zaměřeného na výslovnost. Cƽ lánek dále popisuje proces vývoje kurikula,
jeho obsah a metody evaluace účinnosti výuky (zahrnujı́cı́ pre- a post-testy, roz-
hovory s účastnı́ky i vyučujı́cı́mi a celkové hodnocenı́ kurzu). Výsledky ukazujı́,
že tento přı́stup založený na korpusech má pozitivnı́ vliv na kvalitu výslovnosti
a jistotu studentů při zdravotnické komunikaci.

Druhou studii, na kterou se zaměřı́me, představuje článek „Investigating Student
Motivation in the Use of Corpus Concordancing in ESP Learning at University
Level“ (Argyroulis, 2022). Jak již bylo uvedeno výše, téma vlivu korpusů na mo-
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tivaci studentů zatı́m nenı́ přı́liš frekventované, nicméně jde o oblast mimořádně
zajı́mavou a perspektivnı́, neboť propojuje lingvistické technologie s psychologiı́
učenı́. Tento článek představuje kvalitativnı́ část rozsáhlejšı́ho výzkumného pro-
jektu zaměřeného na ESP prostřednictvı́m korpusové konkordance na univerzitnı́
úrovni. Byl sestaven korpus o rozsahu deseti milionů slov, který zahrnoval texty
z oblastı́ speciálnı́ pedagogiky, obecné akademické angličtiny a obecné angličtiny.
Výzkum porovnával tzv. korpusovou výukovou metodu (angl. „Corpus Teaching
Method“ [CTM]) s tradičnı́ výukovou metodou (angl. „Traditional Teaching Me-
thod“ [TTM]) z hlediska motivace studentů. Data byla sbı́rána prostřednictvı́m mo-
tivačnı́ho dotaznı́ku, otevřeného průzkumu a korpusové stylové analýzy odpovědı́.
Analýza ukázala klı́čové faktory, které studenty třı́ úrovnı́ pokročilosti (začátečnı́-
ky, mı́rně pokročilé a pokročilé) při výuce buď motivujı́, nebo naopak demotivujı́.
Významným zjištěnı́m bylo, že i když začátečnı́ci byli k práci s korpusem zpočát-
ku zdrženlivı́, značná část z nich vyjádřila přánı́ využıv́at korpusy zejména při
učenı́ slovnı́ zásoby, které přisuzovali vysokou motivačnı́ hodnotu. U pokročilej-
šı́ch studentů se pozitivnı́ přı́stup k této metodě projevil ještě výrazněji. Závěrem
autor uvádı́ řadu pedagogických implikacı́, které mohou být užitečné pro učitele
ESP na univerzitnı́ úrovni, např. doporučenı́ integrovat korpusovou práci do výuky
postupně, vhodně ji kombinovat s tradičnı́mi metodami a zaměřit se na rozvoj
autonomie studentů při práci s jazykovými daty.

Lze tedy řı́ci, že články publikované ve zkoumaných časopisech jsou ve velké mı́-
ře zaměřeny na dokumentaci praktických zkušenostı́ se zaváděnı́m a využıv́ánı́m
jazykových korpusů – ať už při tvorbě studijnı́ch opor, jednotlivých kurzů či os-
nov. To lze do jisté mı́ry vnı́mat jako kontrast k tvrzenı́m některých výzkumnı́ků,
podle nichž jazykové korpusy dosud nenašly v praktické výuce širšı́ uplatněnı́
(např. Poole, 2020; Curry & McEnery, 2024).

4.2.2 Akademický diskurz

Akademický diskurz zahrnuje široké spektrum textů – od učebnı́ch materiálů
a kvaliϐikačnı́ch pracı́ až po odborné články z různých vědnı́ch oblastı́. Společným
rysem těchto textů je jejich ukotvenı́ v akademickém prostředı́ a cı́lové publikum
tvořené akademiky a studenty. Aby si tito mohli osvojit dovednosti potřebné pro
produkci těchto textů, je nutné identiϐikovat jejich typické rysy. Právě v této sou-
vislosti se stále častěji uplatňujı́ metody korpusové lingvistiky, která nabı́zı́ účin-
né nástroje pro analýzu akademických textů a odhalenı́ jejich charakteristických
vlastnostı́.

Na základě kvalitativnı́ analýzy 23 článků publikovaných ve zkoumaných časopi-
sech lze řı́ci, že se výzkum soustředı́ na tři hlavnı́ oblasti: formálnı́, stylistické
a syntaktické vlastnosti textů, a to jak v obecné rovině, tak i s ohledem na konkrét-
nı́ žánry (např. Kanoksilapatham, 2015; Flowerdew & Petrić, 2024; Liu, 2022; Liu,
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Fan & Dang, 2022), autorovu pozici a vyjadřovánı́ postoje či hodnocenı́ (pozitiv-
nı́ho i kritického) jiných pracı́ (např. Poole, 2021; Açam, 2015; Liu & Chen, 2022;
Grigoriev & Sokolova, 2019) a otázky koherence a koheze (Jamalzadeh, 2017).

Vybrané studie, které budou dále rozebrány podrobněji, byly zvoleny pro svou
srozumitelnost a jasně popsanou metodologii. Zároveň byla vybrána jedna studie
pro každou z uvedených podkategoriı́.

Kanoksilapatham (2015) ve studii „Distinguishing textual features characteri-
zing structural variation in research articles across three engineering sub-
discipline corpora“ analyzuje výzkumné články ze stavebnı́ho, softwarového a bi-
omedicı́nského inženýrstvı́. Pomocı́ žánrové analýzy identiϐikuje strukturálnı́ jed-
notky tah a krok (angl. move a step) a sleduje jejich rozloženı́ v jednotlivých čás-
tech článků. Porovnává tak nejen strukturu jednotlivých částı́, ale i články z uvede-
ných třı́ subdisciplı́n mezi sebou. Výsledky ukazujı́, že i v rámci jednoho oboru se
subdisciplı́ny výrazně lišı́ v organizaci argumentace a prezentaci výsledků. Studie
tak potvrzuje, že i univerzálnı́ žánr výzkumného článku podléhá disciplı́novým
speciϐikům, což má zásadnı́ význam pro výuku akademického psanı́ – upozorňuje
totiž na nutnost přizpůsobovat jazykové strategie konkrétnı́ vědecké komunitě.

Açam (2015) ve studii „Author Stance in Academic Writing: A Corpus-Based
Study on Epistemic Verbs“ zkoumá vyjadřovánı́ autorova postoje prostřednictvı́m
epistemických sloves, která signalizujı́ mı́ru jistoty či nejistoty výpovědi. Na zákla-
dě kontrastivnı́ mezijazykové analýzy porovnává disertačnı́ práce rodilých mluv-
čı́ch angličtiny, turečtiny a španělštiny. Výsledky ukázaly, že turečtı́ autoři působı́
sebejistěji, zatı́mco rodilı́ mluvčı́ angličtiny a španělštı́ autoři majı́ tendenci volit
opatrnějšı́ formulace. Studie zároveň nabı́zı́ vysvětlenı́ těchto rozdı́lů a doporučenı́
pro výuku akademického psanı́.

Jamalzadeh (2017) ve studii „A Corpus-Based Study of Cohesive Conjunctions in
Medical Research Articles Written by Iranian and Non-Iranian Authors“ ana-
lyzuje využitı́ spojek v lékařských výzkumných článcı́ch ı́ránských a neı́ránských
autorů. Na základě taxonomie Hallidaye a Hasanové (1976) a statistické analýzy
(chı́-kvadrát test) zjišťuje, že mezi oběma skupinami autorů nenı́ významný rozdı́l
v celkové četnosti spojek. V obou korpusech převažujı́ slučovacı́ spojky, zatı́mco
časové jsou nejméně časté. Rozdı́l se projevil pouze v pořadı́ přı́činných a odpo-
rovacı́ch spojek.

Analýzy uvedených studiı́ potvrzujı́, že akademický diskurz je podmı́něn řadou
disciplinárnı́ch, kulturnı́ch a jazykových faktorů, které ovlivňujı́ způsob, jakým au-
toři konstruujı́ význam, argumentaci a vztah k čtenáři. Kanoksilapatham (2015)
ukazuje, že i v rámci jednoho oboru mohou jednotlivé subdisciplı́ny vykazovat
odlišné struktury výzkumných článků, což se projevuje v rozloženı́ tahů a kroků
i v celkové organizaci textu. Açam (2015) naopak zdůrazňuje kulturně podmı́něné
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rozdı́ly v projevu autorovy jistoty a mı́ry závaznosti tvrzenı́ – tedy v oblasti moda-
lity a postoje pisatele, které jsou úzce spjaty s očekávánı́mi dané akademické ko-
munity. Naopak Jamalzadeh (2017) ukazuje, že se některé formálnı́ jazykové pro-
středky (např. spojky) mohou v různých kulturnı́ch kontextech lišit jen minimálně.
Společným jmenovatelem všech třı́ studiı́ je zjištěnı́, že akademický diskurz nenı́
univerzálnı́, ale kontextově a komunitně speciϐický. Různé vědnı́ disciplı́ny a jazy-
kové kultury rozvı́jejı́ odlišné způsoby, jak prezentovat poznánı́, vyjadřovat jistotu
či organizovat text. Tyto poznatky majı́ zásadnı́ význam pro výuku akademického
psanı́ i pro mezikulturnı́ komunikaci ve vědě, protože ukazujı́, že efektivnı́ vědecký
text vyžaduje nejen jazykovou zdatnost, ale i porozuměnı́ diskurznı́m pravidlům
konkrétnı́ vědecké komunity.

4.2.3 Specializovaný odborný jazyk

Korpusy umožňujı́ identiϐikovat frekventované odborné výrazy a kolokace, které
jsou klı́čem nejen k porozuměnı́, ale také k produkci odborného jazyka. Tato oblast
se sice umı́stila na třetı́m mı́stě podle počtu článků extrahovaných ze zkoumaných
časopisů, avšak s počtem 22 článků je srovnatelná s oblastı́ popsanou v předchozı́
sekci, tedy s výzkumem akademického jazyka. Studie publikované ve zkoumaných
časopisech se zaměřujı́ předevšı́m na lékařskou a právnickou terminologii, jazyk
turismu a médiı́ či leteckou angličtinu. Přı́kladem mohou být články Grabowské-
ho (2015), Breeze (2015) nebo Marušiće (2023). Korpusy ovšem nesloužı́ pouze
k analýze slovnı́ zásoby, ale také k výzkumu gramatických struktur (tzv. koligacı́),
které se opakovaně vyskytujı́ v různých typech textů. Osvojenı́ těchto struktur
může být přı́nosné pro všechny, kteřı́ se ve své praxi zabývajı́ tvorbou odborných
textů v cizı́m jazyce. Přı́klady studiı́, které využıv́ajı́ korpusovou analýzu grama-
tických struktur a jejich aplikaci ve výuce jazyků, představujı́ práce Lan, Zhang,
Lucas, Sun a Gao (2022), Wang a Hu (2022) a Jamalzadeha (2017). Podrobněji se
zaměřı́me na článek Grabowského (2015), který zkoumá kolokace ve farmaceutic-
kém diskurzu. Tento článek byl vybrán předevšı́m proto, že má podle dostupných
údajů relativně vysoký počet citacı́ (34) ve srovnánı́ s jinými studiemi, u nichž
bylo možné počet citacı́ volně dohledat.

Cƽ lánek „Keywords and lexical bundles within English pharmaceutical discour-
se: A corpus-driven description“ od Grabowského (2015) se zaměřuje na iden-
tiϐikaci klı́čových slov, slovnı́ch spojenı́ a kolokacı́ v anglickém farmaceutickém
diskurzu. Pomocı́ korpusových nástrojů autor analyzuje čtyři typy textů: přı́balové
letáky, souhrny údajů o přı́pravku, protokoly klinických studiı́ a učebnicové tex-
ty. Jeho cı́lem je identiϐikovat klı́čová slova a vı́ceslovné výrazy, které se v těch-
to textech nejčastěji vyskytujı́. Výzkum ukázal výrazné rozdı́ly v užitı́ jazykových
prostředků mezi jednotlivými typy textů, které souvisejı́ s jejich účelem, cı́lovým
publikem a kontextem.
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Korpus nemusı́ jen obsahovat pı́semný a/nebo mluvený projev, ale může je také
kombinovat s obrazem a zvukem. Jelikož se ale jedná o poměrně nový typ kor-
pusu, článků zabývajı́cı́ch se jeho využitı́m ve výuce jazyků nenı́ mnoho. V analy-
zovaných publikacı́ch se na toto téma objevil jeden článek, na který se podıv́áme
blı́že.

V článku „Constructing persuasion in tourism promotion websites: a corpus-
assisted study of hyphenated adjectives in English“ analyzuje Soto-Almela
(2024) rétoriku v online prostředı́ a jejı́ využitı́ ve výuce ESP. Studie se zaměřuje
na diskurz propagace turismu, který se vyznačuje bohatým využitı́m přı́davných
jmen. Dosud však existuje nedostatek komplexnějšı́ch studiı́ zkoumajı́cı́ch použitı́
přı́davných jmen se spojovnı́kem. Cƽ lánek se proto soustředı́ předevšı́m na jejich
roli v procesu přesvědčovánı́ a zároveň na jejich funkci jako lexikálnı́ch jedno-
tek, které odrážejı́ autorův postoj. Studie sleduje dva hlavnı́ cı́le: (1) určit četnost
přı́davných jmen se spojovnı́kem ve zkoumaném korpusu PROMTOUR v porov-
nánı́ s jejich výskytem v referenčnı́m korpusu enTenTen20 a (2) analyzovat je-
jich roli v daném diskurzu – nejen z hlediska toho, jak výběr přı́davných jmen
odrážı́ postoj autora, ale také z hlediska jejich funkce při přesvědčovánı́ cı́lového
publika. Zjištěnı́ ukazujı́, že přı́davná jména se spojovnı́kem tvořı́ přibližně 30 %
všech přı́davných jmen v korpusu, což svědčı́ o jejich mimořádně častém výskytu
v turistickém diskurzu. Tato přı́davná jména lze tedy považovat za klı́čová pro
tvorbu turistických propagačnı́ch textů i jejich porozuměnı́. Kromě toho výzkum
prezentovaný v článku potvrzuje, že multimodálnı́ korpusy jsou velmi užitečné
při zkoumánı́ použitı́ různých lexikálnı́ch jednotek, neboť umožňujı́ přesněji určit
jejich roli v daném diskurzu.

Výzkum odborné slovnı́ zásoby a koligacı́ představuje cenný zdroj pro výuku od-
borné angličtiny. Zı́skané poznatky lze využı́t při tvorbě výukových materiálů, kte-
ré přesně odpovı́dajı́ konkrétnı́m potřebám studentů a zahrnujı́ slovnı́ zásobu klı́-
čovou pro daný obor. Zaměřenı́ na lexikálnı́ a gramatickou rovinu zároveň ukazuje,
že je nezbytné věnovat pozornost oběma úrovnı́m jazyka, jelikož mezi odborným
a obecným diskurzem existujı́ podstatné rozdı́ly – stejně jako mezi jednotlivými
typy odborných textů.

5 Závěr

Předložený přehledový článek analyzoval možnosti a konkrétnı́ způsoby využitı́
jazykových korpusů ve výuce odborného cizı́ho jazyka na vysoké škole, a to na
základě kvantitativnı́ a kvalitativnı́ analýzy článků publikovaných v poslednı́m de-
setiletı́ ve čtyřech klı́čových časopisech zaměřených na ESP). Z analýzy vyplývá, že
korpusová lingvistika se v těchto periodikách objevuje pravidelně a tvořı́ stabil-
nı́, byť menšı́, část publikované výzkumné produkce. Významný nárůst zájmu lze
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přitom pozorovat zejména po roce 2020, což dokládá rostoucı́ důraz na digitálnı́
a datově orientované přı́stupy ve výuce cizı́ch jazyků.

Kvalitativnı́ analýza ukázala, že korpusy jsou v kontextu ESP využıv́ány přede-
všı́m ve třech oblastech: při výuce akademické a odborné angličtiny, při výzkumu
a popisu akademického diskurzu a při analýze specializovaného odborného jazyka.
Největšı́ pozornost je věnována praktickému využitı́ korpusů ve výuce, zejména
v souvislosti s tvorbou výukových materiálů, analýzou potřeb a rozvojem jazyko-
vých dovednostı́ studentů v autentickém kontextu. Výzkumy zároveň ukazujı́, že
práce s korpusem podporuje rozvoj jazykové autonomie a motivace studentů, a to
i v přı́padech, kdy je metoda korpusového učenı́ zpočátku vnı́mána jako náročná.

Praktický přı́nos korpusů pak spočıv́á v tom, že studentům zprostředkovávajı́ au-
tentická jazyková data odpovı́dajı́cı́ reálným komunikačnı́m situacı́m v daném obo-
ru. Umožňujı́ přesnějšı́ identiϐikaci odborné slovnı́ zásoby, kolokacı́ a diskurznı́ch
strategiı́, což vede k efektivnějšı́ tvorbě výukových materiálů a individualizaci vý-
uky. Učitelům zároveň poskytujı́ nástroj pro analýzu jazykových potřeb a evaluaci
výuky na základě empirických dat.
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Filozoϐická fakulta.

SęĆĕđĊĘ, S. (2015). The discourse of nurse–patient interactions: A corpus-based study. English for
Speciϔic Purposes, 37, 122–136. https://doi.org/10.1016/j.esp.2015.03.001

SęĆĕđĊĘ, S. (2019). Using corpus-based discourse analysis for curriculum development: Creating and
evaluating a pronunciation course for internationally educated nurses. English for Speciϔic Purposes,
53, 27–44. https://doi.org/10.1016/j.esp.2018.09.002

TĞēĊ, H. (2012). Corpus work with ordinary teachers: Data-driven learning activities. In A. BĔĚđęĔē ƭ
J. TčĔĒĆĘ (Eds.), Teaching and language corpora: Input, process and product (pp. 114–129). Brno:
Masaryk University Press.

112 Studie
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Studie 113



a a

b

caca c
dadaeded

fcfcg
hehei
didhihj

kaka ck cl cl cklk ck cl ck c
m

o

pepe
lplrfrf s

x
ycycztftf

umumvkvkuvu
smsmvsv

ujuj
Inovativní praxe

Innovative Practice



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

Martina Vránová

Abstract: Interpersonal communication skills have been in demand by employers across aca-
demic ϐields and industrial sectors. Successfulmanagers in engineering are expected tomaster
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, whichmeans 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 listeningwith theprospect of avoiding twoparallelmonologueswith no responseswhen
sharing an experiential speaking task, learning to ask questions for clariϐication and further
details, building conϐidence in less skillful students by learning to rephrase their partners’
ideas, and reducing the talking time of more proϐicient 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 ϐinal
examination assessment. Active listening strategies proved tobe awayof 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, 21st-century skills, life skills – all these labels are terminological
variations of skills identiϐied 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 AI 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 inϐluence, 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 proϐile 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, I 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 proϐiles as illustrative examples. Chuck was an
overzealous ϐirst-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 signiϐicant gaps. Additionally, her shyness and lack of conϐidence 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 ϐirst-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 proϐile,” 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 proϐi-
cient speakers. The assumption was that the above-mentioned conϐidence in
combination with the atmosphere of curiosity should lead to actual dialogues
without shy students being quiet and more ϐluent 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 conϐidence 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 reϐlec-
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 ϐind 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 ϐirmly set views and opinions will
be contradicted. “All of us have experiences which ϐit the way we need to think
about ourselves. These we accept. But it is much harder to accept experiences
which don’t ϐit” (Rogers and Farson, 1957/2015, p. 5). These theoretical insights
were reϐlected 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 beneϐit 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 signiϐicant impact on
knowledge- and skill-based outcomes, though not on self-efϐicacy. Such a result
stands in contrast to Levitt (2002) who found that teaching active listening to
his students, future psychotherapists, increased their conϐidence 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 proϐiciency, 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 modiϐications:
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• 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,
• 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 reϐlection 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-reϐlection of their own progress (as captured
in the paired questionnaires). As the teacher is also an essential part of the re-
ϐlective 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 reϐlections of the process of intervention and changes induced in
the participants are also valid. Additionally, such critical reϐlections may balance
the students’ self-reϐlections 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 ϐirst
class asking them to assess their general listening skills. They were asked to
mark their questionnaires with a personal pictogram to enable identiϐication 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 ϐind 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
ϐirst 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-reϐlection. The pre-course one examined self-perceived listening behaviors,
conversational habits and challenges, while the post-course questionnaire mea-
sured a reϐlected change, i.e., self-perceived learning progress and skill acquisi-
tion. Although the instruments differed in structure, their items were conceptually
aligned (e.g., difϐiculty 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-
ϐined research aims, with the following rubrics guiding the process:

• interaction balance (Aim 1),
• disruptions from technology (Aim 1),
• observable participation and engagement, including body language (Aims 2
and 3),

• frequency of questioning and manifested curiosity (Aim 2),
• changes in conϐidence of expression (Aim 3),
• use of paraphrasing and summarizing (Aim 4).
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Fig. 1: Paired quesƟonnaire

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 I 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 reϐlections on assumptions I formed in the ϐirst 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 reϐlections 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.
• Student backs them up with evidence/examples.
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• Student takes turns in a discussion without interrupting.
• Student asks for details and clariϐication.
• Student rephrases the partner’s ideas.
• Student expresses agreement and disagreement.
• 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 ϐirst class, thus not
responding in the ϐirst questionnaire, keeping attendance records enabled discard-
ing the examination notes for these students, arriving at those 18 who had ϐilled
in the paired questionnaires.

Results and discussion
The ϐirst 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 artiϐicial due to the examination situation.
The in-class observations also conϐirm 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 ϐirst glance, this may appear to contradict
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the students’ reported improvement in attentional focus. However, the ϐinding
arguably reϐlects 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, AI-assisted inquiries – constitutes
a signiϐicant 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 difϐicult 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 clariϐication and
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to recognize the value of curiosity and showing interest in their partners’ ideas.
The in-class observations conϐirmed 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.1 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 conϐidence in shy students and reducing the
talking time of proϐicient and previously dominant students.

Aim 3, which sought to determine whether active listening strategies can help
balance dialogues between more and less proϐicient 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 clariϐica-
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 conϐirmed 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 conϐidently.

During the examination, all students expressed their thoughts, with a slight ex-
ception of Susan who twice did not ϐinish 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 ϐinal 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 ϐindings 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 signiϐicantly boosted conϐidence 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 ϐifty 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 ϐluency. It,
therefore, remains essential for instructors to maintain balance between ϐluency-
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 efϐicient 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?
Thepicture accompanying the video task (Craven&Sherman, 2020, p. 163) showed thebothers in 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.
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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. […]
The way in which the speaker hesitates in his speech can tell us much about his feelings, so can inϔlection
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 ϔirst 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 difϔicult 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 reϐlection: 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 ϐinal 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 inϐluenced 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 AI-generated translates
is slowly ϐinding 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-speciϐic 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 uniϐies 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
(Dı́az 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).1

In this paper I aim to consolidate the recent expansion of the deϐinition 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 I aim to present a method for curriculum
design that on one hand offers a comprehensive introduction to translation work
in the classical ϐields of subtitling and dubbing but also meets the demands of the
newest challenges for the transfer of digital audiovisual content.

Ever-Expanding Deϐinition

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 deϐinition of interlingual subtitling by
Jorge Dı́az Cintas and Aline Remael, who describe it as:

a translation practice that consists in presenting awritten 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
other verbal information that is transmitted visually (letters, inserts, grafϐiti, textmessages, inscriptions,
placards, and the like) and aurally (songs, voices off, voiceover narration). (Dı́az 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 ϐilms in some settings (Dı́az Cintas
& Remael 2020, p. 10). These titles are usually created beforehand with the script
and (if possible) modiϐied 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 ϐilm 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.2 Arguments undermining the
use of dubbing focus mainly on groups that cannot proϐit from good readable
subtitles, for instance children. It is therefore crucial to design a curriculum for
AVT training that spans from classical media (ϐilm, 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 difϐicult parts orally).

I 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 deϐinition 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 AI tools have been rapidly advancing, the AVT landscape
has also been introduced to a new paradigm, where efϐicacy 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 ϐields 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 AI-powered workϐlows, 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 Netϐlix. Human translators are
tasked to correct and reϐine machine-generated output and meet the criteria set
by the given platform. To meet this demand, the industry has embraced AI 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
(Bolaños-Garcı́a-Escribano et al. 2021). These tools are no longer niche technolo-
gies but are integral components of modern AVT workϐlows, particularly through
the practice of post-editing, where human translators are tasked with correcting
and reϐining machine-generated output. This workϐlow 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 workϐlows in general. Another crucial part of AVT training is therefore
including cloud-based technology into the simulated workϐlow 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, I 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-afϐiliated 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 signiϐi-
cant criteria. With the raising tendency of using AI-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 ϐirst 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 speciϐic 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 ϐirst 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 ϐirst 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.3 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, deϐine 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
ϐirst interlingual translations with manuscripts of the given video:
Tab. 1: Excerpt from the exercise dedicated to syntagmaƟc units, typography and subƟtle grouping

1) Correct the structure and typography of the given subƟtles:
Du,

ich liebe Dich.
Uznala, že nedělní
oběd se povedl.

– Myslíš, že to bude stačit?
– Rozhodně 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 subƟtle condensaƟon exercise

1) Condensate the following phrases:
dneska−→ strašně velký hlad−→ nápoj, který jste si zvolili−→
häufig−→ zweiundzwanzig Mäuse−→ ein sehr großes Gebäude−→

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
offersmost features that can used in anAVT 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 ϐield 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 ϐilm Pelíšky 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 ϐive 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 Göhte or Känguru-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 proϐiciency. 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 deϐinitive toolkit for media localization processes usually simulated
in an AVT classroom.4 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 ϐilm
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 I 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 Ooona can be used in a free trial version in multiple solutions ranging from a training and localization
platform to QAmanagement option. Depending on the given course structure, other software can be used
as well, such as CaptionHub, SyncWords or WiiMedia.

Innovative Practice 137



assignment of creating subtitles to a one-man-show Der große Diktator by Steϐko
Hanushevsky based on the script provided by a ϐictitious 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.5 The instructor
can in this way simulate the real situation and discuss remedies with the students
in real-time.

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 identiϐication, synopsis or phonological
transcription of foreign words and others. One of the ϐirst 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 AI. In-class discussion then focuses on the comparison of the raw
outputs versus the students’ post-edited ϐinal versions mainly with respect to
the ϐlow 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 difϐicult
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 ϐluency 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 speciϐic
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 AI 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.6 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.

Fig. 2: Reverse-prompƟng 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 AI not
only as source for post-editing workϐlows 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 CƽSOB where there are several puns and language-speciϐic 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) ϐilm 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 reϐine their skills and self-evaluation competence before ϐi-
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 ϐilm 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 difϐiculty.
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 scientiϐic 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 modiϐied 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 AI into
translation and localization workϐlows in order to reduce costs and accelerate
the process, translators in AVT are more frequently asked to reϐine or post-edit
machine-generated text. Implications from this are to be reϐlected 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 AI-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 modiϐications. 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 proϐit from it as well.
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Čeština pro cizince C1

[BĔĈĈĔĚ KĊĘęė̌Ć́ēĐĔěĆ́, MĆėĎĊ; VĔĉĎĈ̌ĐĔěĆ́, KĆęĊė̌ĎēĆ Ć LĚĉĜĎĈĐĎ, AēęĔēĎ. Čeština
pro cizince – učebnice: úroveň C1. Brno: Edika, 2025. ISBN 978-80-266-1997-0.]

Učebnice Čeština pro cizince C1 završuje ucelenou sadu učebnic pro nerodilé mluvčı́
češtiny, čı́mž vytvářı́ jednu z mála řad učebnic s pokrytı́m všech úrovnı́ češtiny
jako cizı́ho jazyka podle SERRJ. Učebnice je napsána týmem autorů pod vedenı́m
Marie Boccou Kestřánkové a svou úrovnı́ C1 je jedna ze dvou existujı́cı́ch učebnic
určených pro zkušené uživatele jazyka. Učebnice je, jak autoři pı́šı́, vhodná pro
studenty s jakýmkoliv prvnı́m jazykem a obsahuje autentické texty, a to ve formě
psaných textů a audionahrávek.

Učebnice vyšla společně se samostatnou cvičebnicı́, odpovı́dajı́cı́ struktuře učebni-
ce, pro dostatečné procvičovánı́ nového i již známého obsahu. Učebnice obsahuje
7 lekcı́, které jsou dále rozděleny na mluvnickou část, část zopakujte si, čtení a po-
slech. Cƽ ást mluvnice zabı́rá největšı́ počet stránek a objevuje se v nı́ kolem pěti
různých gramatických témat, často morfologických a slovotvorných. Témata jsou
představena různými způsoby, napřı́klad krátkým přı́kladovým textem, tabulkou
či větným vysvětlenı́m. Vždy následuje dostatečné množstvı́ úkolů na procvičenı́,
které jsou doplněny také cvičebnicı́. Cƽ ást zopakujte si obsahuje primárně mluvnic-
kou tematiku, se kterou byli studenti seznámeni v předchozı́ řadě učebnice B2,
a mohou si ji procvičit napřı́klad v doplňovacı́ch cvičenı́ch. Na konci stran se také
vyskytujı́ poznámky s informacı́, kde student může danou látku najı́t v předcho-
zı́ch učebnicı́ch této řady společně s vysvětlenı́m, či dalšı́mi úkoly k procvičenı́.
V části čtení se objevujı́ autentické texty s tematikou českých reáliı́. Studenti si
mohou přečı́st napřı́klad o českých spolcı́ch či o výsledcı́ch vzdělávánı́ žáků zá-
kladnı́ch škol. Texty jsou různorodého typu, čı́mž je student připravován nejen na
čtenı́ těžšı́ch textů, ale i na úlohy vyskytujı́cı́ se v certiϐikované zkoušce úrovně C1.
Před hlavnı́m textem jsou vždy v učebnici přı́pravné aktivity k navozenı́ tématu
a předučenı́ vybrané slovnı́ zásoby, i když je kladen většı́ důraz na samostatnost
studentů při zjišťovánı́ pro ně nových a neznámých slov. Po hlavnı́ aktivitě si
student ověřı́ porozuměnı́ následnými aktivitami a úkoly spojenými s tématem
textu. Objevuje se diskuze, uvědoměnı́ si českých reáliı́, mediačnı́ úlohy či výstup
ve formě psanı́, nebo prezentace. V poslednı́ části poslech se nacházejı́ autentické
poslechy, včetně šumu na pozadı́, řečových vad mluvčı́ch či překrývánı́ promluv
přes sebe. Opět se zde vyskytujı́ přı́pravné aktivity s elicitacı́ nejnutnějšı́ slovnı́
zásoby a také následné aktivity pro upevněnı́ tématu. Na konci knihy studenti
naleznou transkripty poslechových textů, klı́č k jednotlivým cvičenı́m, autorské
okénko a seznam zdrojů použitých textů a poslechů. Lze si všimnout, že struktura
lekcı́ je ve srovnánı́ s předchozı́mi publikacemi stejné sady změněna. Do všech
čtyř zmı́něných částı́ jsou zařazeny texty k porozuměnı́, cvičenı́ podporujı́cı́ ústnı́
i pı́semnou interakci a české reálie. Toto rozloženı́ umožňuje úměrné procviče-
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nı́ všech čtyř jazykových kompetencı́ a podporuje výběrové užitı́ učebnice podle
kurzu a podle potřeb studujı́cı́ch.

Novinkou v rámci učebnic češtiny pro cizince je explicitnı́ zařazenı́ mediačnı́ch
úloh. Ty jsou vždy označeny ikonou pro mediaci (trojúhelnı́kem, ve kterém je
mı́sto spodnı́ strany napsané slovo mediace), která napomáhá učitelům zamyslet
se nad mediačnı́m přesahem dané úlohy. Nejčastěji se objevujı́ úlohy s překladem
do jiného jazyka pro speciϐické publikum, či shrnutı́ textu v češtině s konkrétnı́m
cı́lem. Tı́mto studenti mohou využı́t znalosti dalšı́ch jazyků přı́mo ve výuce a si-
mulovat tı́m svůj každodennı́ život.

UƵ roveň C1 odpovı́dá již zkušeným uživatelům jazyka, a tı́m se řı́dı́ i tato publikace.
Studujı́cı́ v učebnici naleznou klı́čovou slovnı́ zásobu k poslechovým i psaným tex-
tům, ale také je zde kladen důraz na jejich schopnost najı́t si informace a slova,
která potřebujı́. Jsou vyzýváni napřı́klad k použitı́ umělé inteligence a následné
práce s jejı́m vygenerovaným obsahem či k hledánı́ informacı́ na webových strán-
kách psaných nejen českým jazykem.

Graϐické zpracovánı́ je zachováno ve stylu předchozı́ch učebnic této řady. V učeb-
nici nalezneme známé stupně modré barvy, použıv́ané v hornı́m ohraničenı́ strán-
ky, nadpisech, ikonách, přı́kladových slovech, poznámkách, tabulkách a ve slovech
nutné k rozlišenı́ od ostatnı́ch. Fotograϐiı́ obsahuje méně, většinou jako součást
čtecı́ch a poslechových cvičenı́ pro navozenı́ diskuze k následujı́cı́mu tématu.

Celkově lze řı́ci, že učebnice zaměřená na úroveň C1 češtiny jako cizı́ho jazyka je
velmi přı́nosná, jak pro vyučujı́cı́ češtiny, kteřı́ ji mohou využıv́at ve svých lekcı́ch,
tak i pro samotné studujı́cı́, pro které je dobrou pomůckou při učenı́ se jazyka. Ja-
ko součást použıv́ané řady učebnic je pro své uživatele již známá svým graϐickým
provedenı́m, strukturou i typem cvičenı́. Dı́ky autentickým textovým a poslecho-
vým materiálům uživatele připravuje na různé komunikačnı́ situace, ve kterých se
již jako zkušenı́ uživatelé jazyka mohou pohybovat. Jak autoři v předmluvě zmi-
ňujı́, publikaci je doporučeno použıv́at výběrově s ohledem na cı́l kurzu a potřeby
studentů.

Autorka
Mgr. Nikola Popperová, e-mail: nikola.popperova@ujop.cuni.cz
Mgr. Nikola Popperová působı́ jako koordinátorka mezinárodnı́ch programů a letnı́ školy na UƵ stavu jazy-
kové a odborné přı́pravy Univerzity Karlovy. Kromě koordinovánı́ kurzů se také zabývá výukou češtiny
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Zajı́má se o mediaci a jejı́ použitı́ ve výuce češtiny jako cizı́ho jazyka.
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Challenges Faced by International Students and
Practical Strategies to Overcome Them

Ludmila Koláčková, Barbara Czapczyńska

Abstract: Studying abroad through the Erasmus+ programmepresents international students
with unique challenges, ranging from cultural adaptation and language barriers to academic
expectations and social integration. This article explores common difϐiculties 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 ofϐicers.

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 speciϐic institutions: the University of Defence in
Brno (Czech Republic) and the Polish Naval Academy in Gdynia (Poland). The sur-
vey covered ϐive 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 proϐiciency proved a key differentiator. In the Czech sample, 88.2% re-
ported no language problems, while 11.8% overcame initial difϐiculties 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 ϐindings 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 difϐiculties. 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 Proϐiciency Development

Given the pronounced linguistic challenges reported by Polish respondents, insti-
tutions should prioritise accessible language support through discipline-speciϐic
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 speciϐically 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 difϐiculties. 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 AI tools for proofreading.
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Language Instruction in Tertiary Education for the
Students of Natural Sciences

Markéta Dudová

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 speciϐics 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 Dudová presented a library game designed to help students become fa-
miliar with the university library and its resources. Using a library for the ϐirst
time can be stressful for many students and Markéta’s gamiϐied activity turns
this task into a fun and interactive learning experience. Zuzana Kolařı́ková and
Viktória Mária Slovenská introduced a variety of online tools designed to help
students strengthen their language skills in different scientiϐic disciplines. Zuzana
and Viktória 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 scientiϐic vocabulary and the ϐlexibil-
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 scientiϐic writing activities. Joe Lennon also addressed
academic writing, and his presentation showed how AI tools can be used to en-
hance students’ ability to identify weak spots in their ϐirst drafts. Joe’s talk was
inspiring in the way it combined established principles, such as the CARS model,
with new AI approaches. Importantly, he emphasized the need to remain criti-
cal in today’s AI-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
Bı́zková Doleželová and Jana Kubrická, 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-
entiϐic 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 ϐirst workshop, Barbara Kordı́ková and Tatiana
Slováková 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 reϐlect 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’ scientiϐic vocabulary and improve their communication
skills through engaging activities. The second workshop, led by Lenka Jeleňová
and Karin Rózsová Wolfová, also focused on the development of communicative
skills through scientiϐic 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 Kateřina Klementová, and the
ending could not have been more ϐitting. Kateřina 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, Kateřina 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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