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OF LIBEREC — FLIPPED CLASSROOM APPROACH REVISITED

Sarka Hastrdlova

Technical University of Liberec, Faculty of Economics, Department of Foreign Languages,
Studentska 1402/2, 461 17 Liberec 1, Czech Republic

e-mail: sarka.hastrdlova@tul.cz

Abstract

This article gives brief feedback on the application of a flipped classroom approach to the
Czech language course for foreigners within the summer semester 2022/2023 at the Technical
University of Liberec. It is generally known that the flipped classroom approach is an
instructional strategy that involves reversing the traditional roles of in-class lectures and
homework. It can offer many potential benefits, such as an active way of learning, enhanced
student engagement, and immediate feedback. However, not all subjects or topics may be
suitable for the flipped approach, and it may not be the best fit for every teacher or student.
Additionally, access to technology and resources outside the classroom can be a potential
challenge for some students. In the article, the author first briefly describes the flipped
classroom method and then shows its advantages and disadvantages. Finally, the example of
the implementation of the flipped classroom method in the Czech language course for
foreigners is given and analyzed together with a brief survey of opinions on the flipped
classroom method.

Keywords

Technical University of Liberec; Czech language course; Flipped classroom; Challenge;
Advantages; Disadvantages.

Introduction

Within the framework of the CroBoLearn project [1], Czech and German university teachers
were trained in a relatively innovative and modern method of teaching a foreign language, the
so-called flipped classroom approach, as well as utilizing various applications for online
teaching. This brief article attempts to contemplate its meaning and its use for teaching Czech
to ERASMUS students at the Technical University of Liberec (further TUL). Moreover, it
shows one specific example of a flipped classroom method used in teaching Czech to
foreigners within the academic year of 2022/2023.

1 Flipped Classroom Approach

The flipped classroom approach can be traced back to various educators and researchers over
the years. However, the term “flipped classroom”, as we know and use it today, was
popularized by two chemistry teachers, Jonathan Bergmann and Aaron Sams in 2007 [2]. It
involves reversing the traditional roles of in-class lectures and homework. In a flipped
classroom, students engage with instructional content, such as watching pre-recorded video
lectures or reading materials, outside of the classroom before attending class sessions. They

© 2023 Author(s). This work is distributed under the Creative Commons Attribution-4.0 license
(https://creativecommons.org/licenses/by-nc-nd/4.0/).
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also have to prepare a set of questions or comments related to the topic of the lesson. Thus, a
teacher is not a primary source of information in the class but serves more as a facilitator,
guide, and mentor in the learning process. With this method, there is more space for group or
pair work or discussion where students can apply their pre-taught knowledge in the class. The
development of new technologies has significantly influenced the effectiveness of this
method, such as creating digital content, online access, real-time tracking of students’
progress, and others.

1.1 Flipped Classroom Approach — Role of a Teacher

As mentioned above, the role of a teacher in the learning process is redefined as that of a
facilitator and guide rather than a sole provider of information [2]. It must be emphasized that
teachers in a flipped classroom become active coordinators of engagement and interaction.
They curate and create content that students deal with before class, allowing in-class time to
be dedicated to questions, interactive activities, discussions, and deeper explorations of
concepts. This shift enables teachers to focus on individual student needs, provide timely
feedback, foster critical thinking, and promote collaborative learning. Thus, a more dynamic
and student-centred learning environment is established. As Bergmann and Sams claim [2],
this model teaches students to take responsibility for their own learning, however, at the same
time strengthening the teacher-student relationship. A teacher knows their students better as a
result of spending more time with them individually, so, even the failing student can have the
support they need. The key points elaborating on the role of a teacher in the flipped classroom
may be, for example, creating quality learning materials for students to engage in before the
class. This can include videos, readings, quizzes, or interactive exercises. To sum up, the role
of a teacher being the primary information provider shifts to becoming a facilitator of deeper
understanding, critical thinking, and active participation.

1.2 Flipped Classroom Approach — Role of a Student

The role of a student in a flipped classroom approach undergoes a transformation from
passive recipients of information to active participants and, therefore, co-creators of their
learning experience. It empowers students to engage with a course content in a more self-
directed and collaborative manner. Here are some roles students take on while learning via a
flipped classroom method. First, students have to take responsibility for their learning by
studying pre-class materials before attending the class. Students, then, are in the center of the
learning process. They have to prepare questions to which they do not know the answer [2],
and they look for additional resources to deepen their understanding of the topic discussed in
the class and also according to their interests. During in-class sessions, students actively
participate in group discussions and pair work that enables them to exchange ideas and learn
from each other. They may apply their theoretical knowledge to real scenarios. This also
bridges the gap between theory and real-world application. Students benefit from immediate
feedback provided by the teacher and their peers during the class activities. In a certain way,
they also can play the role of a teacher helping other classmates understand the topic. Finally,
students can reflect on their learning progress, and via using various online platforms, they
develop their technological literacy.

2 Advantages and Disadvantages of Flipped Classroom Approach — Brief Insight

The following part briefly summarizes the benefits and drawbacks of a flipped classroom
approach based on various studies and articles [3], [4], [5], [6], [7].

One of the most significant advantages is the promotion of active learning. Students deal with
pre-class materials at their own pace so that in the class, they devote time to discussions and



hands-on activities [3]. The scientists assert that this dynamic engagement enhances
comprehension and retaining of information [2]. They can access online materials anytime,
anywhere, reviewing the content repeatedly. Students can also focus on areas where they need
more help. Instead of memorizing, they adopt high-order thinking skills [4]. The flipped
classroom model optimizes class time. Routine content delivery is moved outside the
classroom. With the development of multimedia and new digital technologies, students have
more motivation to study, primarily if they can engage in polls or online forum discussions. In
conclusion, this approach places a student at the center of the learning process.

On the other hand, using a flipped classroom approach needs careful planning and
consideration. The following are the main challenges found. Access to technology is one of
the main drawbacks of this approach. Even if it may seem rather pointless, nowadays, not all
students may have equal access to technology and high-speed internet for the required out-of-
class online homework. Some students may struggle with time management, especially at
university, where they have competing commitments in other major subjects. Another
disadvantage may be a lack of self-discipline [5] and the freedom of choice when and how to
study. From the perspective of a teacher, preparing high-quality content for a flipped
classroom may be time-consuming and requires careful planning. If the quality of pre-class
materials is low or if students do not engage with them, the effectiveness of such an approach
may be compromised [6]. Finally, yet importantly, both students and teachers might resist
shifting from traditional teaching methods. Mainly students accustomed to passive learning
can find active engagement initially uncomfortable [7].

In conclusion, there are numerous benefits, including increased engagement, individualized
learning, and critical thinking development. However, other mentioned challenges, such as
initial resistance, time management, or reduced content coverage, should be considered.

3 Flipped Classroom Method in CREK Course at the Technical University
of Liberec

The following sub-sections first describe research objectives and methods that lead to the
further analysis of the flipped classroom approach in the Czech language course for foreigners
(further CREK course), organized by the Technical University of Liberec every semester.
Moreover, the CREK course is introduced together with the participants. Then, the
experimental use of the flipped classroom approach in the CREK course for one of the class
topics, Orientation in the city, is described and analyzed. Finally, a brief survey of students’
opinions on the flipped classroom method is introduced and evaluated. The research results
are discussed.

3.1 Research Objectives

The intended research was mainly based on the question of whether the flipped classroom
method functions for the CREK course, whether students are able to study Czech language
independently outside the classroom, and what possible obstacles/disadvantages or
advantages of this approach can be. The aim was to determine how students perceive the
flipped classroom approach described below and whether they find it beneficial for learning
the Czech language.

3.2 Research Methods

In order to carry out this research and verify the suitability of utilizing the flipped classroom
method in the classes of Czech language for foreigners, a brief questionnaire was given to
students at the end of the course in the summer semester 2022/23. There were 11 questions in



the survey. The full text can be provided upon request. A more thorough evaluation of the
questionnaire can be found below in Sub-section 3.6, together with the research results.

3.3 CREK Course Introduced

CREK course is organized as a one-semester language course for ERASMUS students who
come to study from different parts of the world at the Technical University of Liberec. The
time allocation is one lesson (i.e. 90 minutes) per week. At the end of the semester/course,
students may nearly reach the Al level of the Common European Reference Framework for
Languages. The teaching materials include the course book Cestina Expres 1 by Lida Hola
[8], which is a student book carefully selected after some years of testing various other
materials. The topics covered during the semester include Introducing myself, Orientation in
the city, and Food and Drink. It also gives a basic idea of pronunciation, numerals, and
grammar. The knowledge of conjugation of basic verbs to be, to do, and to have is required.
The lessons are mainly oriented at speaking activities in pairs or smaller groups, interactive
role-plays, listening, and reading on the beginner level with broad teacher support.

34 Participants and Context

The participants of the CREK course are international students coming under the auspices of
the ERASMUS program. Last semester, in the academic year 2022/2023, the students
attending the courses came from the following countries: Turkey, France, Poland, Spain,
Austria, Portugal, Germany and Taiwan. The number of students in one course is 15. There
are usually two courses, i.e. 30 students in total. The students who attend the course have no
or minimum knowledge of Czech. It is also important to mention that they are not all from
Slavonic language background, which may also cause difficulties in self-learning. Moreover,
the students study at different TUL faculties such as Architecture, Pedagogy, Textile,
Mechatronics, Mechanical Engineering or Economics.

3.5 Testing Flipped Classroom Method in CREK Course

The flipped classroom method has been applied for many years, however, mainly in the
classes of natural sciences when students had to watch short videos or read scientific articles
[2]. The following section discusses the advantages and disadvantages of using this method in
learning Czech as a foreign language. First, it describes the flipped classroom method for
teaching Orientation in the city of Liberec and the types of exercises utilized. In the
meantime, the suitability of using such a method is discussed, mainly referring to the above-
mentioned facts in Section 2. The flipped classroom was divided into three stages: Orientation
in the city: self-learning — preparation stage, in-class activities, and after-class activity.

3.5.1 Orientation in the City - Self-learning — Preparation Stage

The aim of the whole unit was to acquaint students with the places in the city in Czech, giving
directions and asking the way. In the self-learning stage as a home study, students were asked
to find five or seven Czech words they could see around and that were related to places in the
city. They were supposed to put them in a shared dictionary in e-learning. For example,
banka, kolej, ulice, zastavka, obchod, etc. The idea was to collect a set of words that students
may learn, refer to and then use in further lessons. In total, it was assumed that there would be
approximately 150 words. At first, it seemed a very good idea; however, later on, there
appeared to be a problem with technology, sharing, and connection. The majority of students
could not enter the dictionary at the same time, which caused delays and troubles. In the end,
there were collected only 50 words. The solution is to find another way, application, where
and how to collect and store vocabulary. Still, it must be emphasized that this activity was



quite successful; the students learned the words anyway and had fun looking for them. The
self-learning stage also included crosswords in LearningApp.com and HS5P in Moodle.
Students were asked to fill in the crosswords either with the help of definitions or with the
help of letters. Students later reported that the LearningApps.com crosswords was very useful.
However, they faced troubles with diacritics on their keyboard (¢, s, Z, 7) — Taiwanese and
even other nationalities. Without the correct diacritics, however, the application could not let
them continue the exercise. The H5P crosswords were not friendly for self-study either since
they changed their shape and words every time students opened them. It appeared to be
chaotic, and it was later used successfully as a whole class activity in the lesson.

3.5.2  Orientation in the City — In-class Activities

In this section, students were given several activities where they could work in pairs of
smaller groups, which they really enjoyed the most in the classes of Czech. The initial activity
was a quiz that counted on the student’s previous knowledge of basic vocabulary on the
places in the city. The quiz was created in Moodle; it was based on true/false questions about
Liberec. Individual teams or pairs of students competed and used their knowledge from
previous lessons or the self-study stage. They could have a map of Liberec. Some examples of
questions are as follows:

Example 1
Liberec neni mésto. ANO/NE
Jestéd je restaurace a hora. ANO/NE
V Liberci nejsou tramvaje. ANO/NE

Koleje Harcov jsou daleko od centra. ~ ANO/NE

Then, students had another task in pairs. They received a short text in Czech. It was an
instruction on how to get from one place to another in the city of Liberec. Some words were
underlined. Students had to find the underlined words in the map and had to answer the
questions inside the text. Furthermore, they were asked to determine the prepositions in the
text and role-play it.

Example 2

Uprostred namésti E. Benese je kasna. Naproti kasné je radnice. Kdo je Edvard
Benes? Vpravo od radnice, asi pét minut pésky, je divadlo. Je to historicka
budova. Posta je naproti divadlu. Musime jit 3 minuty pésky pres most a jsme
vedle knihovny. Potom musime jit ulici Rumjancevova a prvni ulici doprava. Jak
se jmenuje ulice? Kde jsme?

In both activities, the students co-operated and worked in pairs or smaller groups. Slavonic-
language students helped the non-Slavonic language students. Overall, the students
demonstrated remarkable performance in the class with high effectiveness.

3.5.3  Orientation in the City — After-class Activity

As an after-class activity, students were given listening from e-learning as homework. These
were three short dialogues in Czech on the topic of asking and giving the way in the city.
While listening, students had to answer various simple questions, such as Co hleda turistka?,
Kde je hotel Diplomat?. Below is an example of one of the dialogues that students were able
to comprehend.

Example of one of the short dialogues

Turistka:  Prosim Vas, kde je hotel Diplomat?



Pan: Diplomat? To je blizko. Vidite ten bily ditm? Tam vedle restaurace.
Turistka: Kde? Aha, vidim.
Pan: Hm, tak to je ten hotel.

Even though this after-class activity might have seemed rather easy, taking into account that
students have already gone through a lot of practice in vocab and speaking, in the end, they
had trouble answering correctly outside the class and catching up with the listening. They
preferred doing this exercise in the class with the teacher’s straight feedback. Similarly, they
favored a gap-fill exercise on Liberec, which was primarily intended as an after-class home-
study activity. Again, they rather cooperated in smaller groups or pairs, helping one another
and sharing the vocabulary. The most favored activity, however, remained an authentic walk
around the Liberec city center where students had to fulfil different tasks such as asking
random passers-by the way, writing numbers, drawing pictures of buildings, and other
activities. Afterwards, it was followed by the whole class feedback. In the questionnaire, this
was the most mentioned activity that students appreciated.

3.6 Qualitative and Quantitative Evaluation of Students’ Opinion on the Flipped
Classroom Method

As mentioned in Section 3.2 Research Methods, at the end of the semester, students were
given a brief questionnaire as feedback on the flipped classroom method. Among others, the
intention was to find out whether students were satisfied with the class layout of Slavonic and
non-Slavonic students. The further aim was to find out how students perceive the usage of the
flipped classroom approach and whether they find it useful for learning the Czech language.
There were 11 questions. The full text of the questionnaire can be provided upon request. The
following are selected questions asked:

Question 1: Can you see any advantages/disadvantages of having different
nationalities (Slavonic vs. non-Slavonic) in one class?

Question 2: Would you like to do more homework?

Question 3: Which tasks and what stages in “Orienting in the city” were the
most challenging for you and why?

Question 4:  What did you miss/like the most in the classes?
Question 5:  How often did you use the book Cestina Expres for home study?

In Table 1 we can see that both groups of students unanimously supported the idea of mixed
nationalities in the class, Slavonic or non-Slavonic. In their answers, especially the
Taiwanese, were grateful for the help from Polish students.

Tab. 1: Quantitative evaluation of Question 1 and Question 2

Turkey Taiwan Poland Other TOTAL
YES | NO | YES | NO | YES | NO | YES | NO | YES | NO
Question 1 11 0 6 0 7 0 6 0 30 0
Question 2 2 9 4 2 4 3 3 3 13 17

Source: Author’s own research

As far as Question 2 is concerned, 13 students would support more homework. However, the
other group of students would claim it was sufficient. In their own words, they learned a
majority of vocabulary in the class, where they could also talk in Czech. Outside, they were
unsure and afraid to talk that much.



Qualitative research directed at the flipped classroom method revealed that the most
challenging part of acquiring the topic of Orientation in the city was the primary self-learning
stage. As many as 82% of students had difficulties with technology, 56% with the crosswords
and filling in the letters — their keyboards were different. On the contrary, all students agreed
that in-class activities in groups or pairs with a teacher’s guidance were the most rewarding
for them, together with an after-class outdoor activity in the Liberec city center mentioned
above. This also gained 100% success. An interesting message arose from questions regarding
the use of the textbook as a supportive tool for home study. As many as 73% of students
admitted they did not use the book for home study at all. They worked with e-learning
instead, where they could find other alternative exercises.

Conclusions

Successful implementation of the flipped classroom approach requires thoughtful planning,
ongoing evaluation, and adaptation to address the specific needs of students in the subject
matter.

The experimentation with the flipped classroom approach within the context of the CREK
course at the TUL has gained diverse outcomes, highlighting both promising possibilities and
notable challenges. At its core, tailored to ERASMUS students, this course functions as a
slight immersion into the Czech language and culture. The diversity of students brings
richness, both linguistic and cultural. This heterogeneity poses a unique instructional
challenge, requiring an approach that ensures effective learning for all, regardless of their
native language or prior linguistic knowledge. Incorporating the flipped classroom
methodology into this environment implies students engaging with online resources
autonomously before class sessions. As it was found out, this pre-class stage of learning still
needs to be adjusted. However, the transition from digital resources to the teacher’s guidance
in the class is pivotal, as it appeared from the questionnaire.

Direct teacher feedback and real-time clarification hold an irreplaceable value, which cannot
be overlooked or underestimated. The flipped classroom model shows potential in this
multicultural and multilingual educational setting. However, it demands continual refinement,
technological integration, and pedagogical expertise. The ultimate goal is to achieve a synergy
between digital resources, students’ home study possibilities, and teachers’ support and
guidance in the class. This will make the entire learning process more efficient and coherent.
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KURZ CESTINY PRO CIZINCE NA TECHNICKE UNIVERZITE V LIBERCI —
PREZKOUMANI METODY OBRACENE TRIDY

Tento ¢lanek se zamysli nad aplikaci metody prevracené tiidy na kurz CeStiny pro cizince
(dale CREK kurz) v letnim semestru 2022/23 na Technické univerzité v Liberci. Je obecné
znamo, ze pristup prevracené tfidy je vyukovou strategii, kterd zahrnuje obraceni tradi¢nich
roli vyuky ve tfidé a domacich ukolt. Nabizi mnoho potencidlnich vyhod, jako je aktivni
zpusob uceni, vét§i zapojeni studentli, okamzita zpétnd vazba. Ne vSechny predméty nebo
témata se vSak pro prevraceny piistup hodi a nemusi byt také nejvhodnéjsi pro kazdého
ucitele nebo studenta. Navic pfistup k technologiim a zdrojim mimo tfidu muze byt pro
nekteré studenty potencialnim problémem. V ¢lanku autorka nejprve strucné popisuje metodu
prevracené tiidy, poté ukazuje jeji vyhody a nevyhody. Nakonec je uveden a analyzovan
piiklad implementace metody pfevracené tfidy v CREK kurzu spolu se stru¢nym
vyhodnocenim dotazniku nazort studentd kurzu ¢eStiny na metodu pfevracené tfidy i na kurz
samotny.

TSCHECHISCHKURS FUR AUSLANDER AN DER TECHNISCHEN UNIVERSITAT
LIBEREC — EINE UNTERSUCHUNG DER METHODE EINER UMGEKEHRTEN KLASSE

Dieser Artikel beschiftigt sich mit der Anwendung der Methode der umgedrehten Klasse im
Tschechischkurs flir Auslidnder (weiter CREK-Kurs) im Sommersemester 2022/23 an der
Technischen Universitit Liberec (weiter TUL). Es ist allgemein bekannt, dass es sich beim
Ansatz einer umgedrehten Klasse um eine Unterrichtsstrategie handelt, welche die
Umkehrung der traditionellen Rollen des Unterrichts in der Klasse und bei den Hausaufgaben
beinhaltet. Sie bietet viele potenzielle Vorteile wie z. B. eine aktive Lernweise, eine grof3ere
Einbindung der Studenten sowie eine sofortige Riickmeldung. Allerdings eignen sich nicht
alle Facher und Themen fiir den umgedrehten Ansatz, und auch nicht jeder Student oder
Lehrer muss sich davon angesprochen fiihlen. Zudem kann der Zugang zu den Technologien
und den Quellen auBerhalb der Klasse fiir so manchen Studenten ein potenzielles Problem
darstellen. In diesem Beitrag beschreibt die Autorin zundchst kurz die Methode der
umgekehrten Klasse und weist anschlieend deren Vor- und Nachteile auf. Am Schluss wird
ein Beispiel der Implementierung der Methode der umgekehrten Klasse im CREK-Kurs
angefiihrt und analysiert. Dazu dient eine kurze Auswertung eines Fragebogens iiber die
Meinungen der Studenten des Tschechischkurses zur Methode der umgekehrten Klasse sowie
zum Kurs selbst.

KURS JEZYKA CZESKIEGO DLA OBCOKRAJOWCOW NA UNIWERSYTECIE
TECHNICZNYM W LIBERCU — ANALIZA METODY ODWROCONEJ KLASY

Niniejszy artykul analizuje zastosowanie metody odwroconej klasy w kursie jezyka czeskiego dla
obcokrajowcoéw (kurs CREK) w semestrze letnim 2022/23 na Uniwersytecie Technicznym w Libercu
(TUL). Powszechnie wiadomo, ze odwrocona klasa to strategia nauczania, ktora polega na odwroceniu
tradycyjnych rol nauczania w klasie i pracy domowej. Oferuje wicle potencjalnych korzysci, takich jak
aktywny sposob nauczania, wigksze zaangazowanie studentdw, natychmiastowa informacja zwrotna.
Jednak nie wszystkie przedmioty lub tematy nadaja si¢ do odwroconego podejscia, ponadto nie musza
by¢ najlepszym rozwigzaniem dla kazdego nauczyciela lub studenta. Ponadto dostep do technologii
i zasobéw poza klasg moze stanowié¢ dla niektorych studentow potencjalny problem. W artykule
autorka najpierw krotko opisuje metode odwrdconej klasy, a nastepnie przedstawia jej zalety i wady.
Na koniec przedstawiono i przeanalizowano przyktad wdrozenia metody odwroconej klasy w kursie
CREK, wraz z krotka oceng ankiety badajacej opinie studentow kursu jezyka czeskiego na temat
metody odwrdconej klasy 1 kursu jako takiego.
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Abstrakt

Vyzkumna studie se zabyva konceptem vyuky pifevracené tiidy v online prostiedi. Nejdtive je
predstaven ramec Synchronous Online Flipped Learning Approach (SOFLA), ktery obsahuje
osm krokl uréenych pro asynchronni a synchronni ¢ast vyuky. Nésledujici ¢ast clanku
popisuje vysledky dotaznikového Setfeni, jehoz cilem bylo zjistit, jak studenti vysoké skoly
vnimaji ramec SOFLA ve vyuce anglického jazyka. Zékladni zji$téni ukazuji, ze studenti
velice kladn€ hodnoti ¢asti rdimce zamétené na skupinovou praci a doméci pfipravu. Rovnéz
byl zaznamenén pozitivni dopad na procvicovani nového obsahu v synchronni ¢asti vyuky
a komunikaci béhem vyuky. Clanek obohacuje empirické poznani v oblasti prevracené tiidy
v online prostiedi a popisuje ramec, ktery pedagogové mohou okamzité implementovat do
svych online jazykovych kurza.

Keywords
Flipped classroom; Flipped learning; Online learning; SOFLA; ELT; Higher education.

Uvod

Na jafe roku 2020 postihla cely svét pandemie Covid-19, jez zdsadné ovlivnila socialni
a kulturni aspekty spolecnosti. Témer kazda sféra naseho zivota byla néjakym zplsobem
ovlivnéna, vCetné oblasti vzdélavani [1]. Prezencni forma vyuky byla nahle preruSena
amnoho Skol muselo rychle adaptovat online metody vyuky. Tento prudky ptechod
predstavoval velkou vyzvu nejen pro ucitele, ale i1 pro studenty. ZajiSténi piistupu
k potfebnym technologiim a obavy o kvalitu vzdélani byly mezi hlavnimi problémy tohoto
obdobi. Mnoho pedagogli proto zacalo experimentovat s metodou pievracené tridy,
konceptem plivodné navrzenym pro tradi€ni vyuku [2]. Pfevracena tfida se stala pfedmétem
z4jmu odbornych studii, které byly zaméfené predevSim na to, jak tento format vyuky
ovliviiuje interakci a komunikaci [3] v synchronni ¢asti vyuky nebo studijni vysledky
studentll. Stale vSak chybi odborné studie, zaméfené na jednotlivé aktivity urcené jak pro
asynchronni, tak synchronni prostfedi. Cilem ¢lanku je seznamit pedagogy anglického jazyka
s ramcem pro pievracenou tfidu v online prostredi a rozsifit empirické poznani o klicoveé
aspekty tohoto ramce.

1 Prevracena tiida

Koncept "prevracené tfidy" predstavuje model vyuky, kde se tradicni potfadi uceni méni:
studenti se doma nejdfive seznami s novym obsahem [4], a az poté¢ v hodin¢ aplikuji

© 2023 Author(s). This work is distributed under the Creative Commons Attribution-4.0 license
(https://creativecommons.org/licenses/by-nc-nd/4.0/).
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a rozvijeji své pochopeni skrze diskuse a skupinovou praci [5]. Jak uvadéji Bergmann a Sams
[4], tento piistup umoziuje hlubsi zapojeni studentii v u¢ebnim procesu a podporuje metody
jako je projektové uceni [6]. V pievracené tiid¢ jsou personalizovana vyuka a zpétna vazba od
ucitele klicovymi aspekty [7]. Studenti maji vétsi zodpoveédnost za sviij vzdélavaci proces [8].
Tento model také piindsi i vyzvy, napi. potiebu adaptace na tento zptisob uceni nebo casovou
narocnost piipravy jak pro studenty, tak ucitele [9]. V souladu s principy Bloomovy
taxonomie, pievracend vyuka nabizi moznost zafadit mysSlenkové aktivity vysSiho fadu do
procesu uceni. Dle Bergmanna a Samse [4] je pievracena tfida rozdélena na dvé faze: domaéci
piipravu, kde je diraz kladen na zakladni pochopeni a zapamatovani [10], a prezencni vyuku,
kde se koncepty dale rozvijeji smérem k aplikaci, analyze a tvorbé. Prezen¢ni vyuka nabizi
prohloubeni znalosti a kritického mysleni, coz podporuje efektivni osvojeni materialu [11],
viz Obrazek 1 (Fig. 1).

HODNOTIT

TVORIT

APLIKOVAT

ve Skole

Zdroj: [12]
Fig. 1: Bloomova taxonomie cilii a prevracena trida

2 Pievracena tfida v online vyuce — Synchronous Online Flipped Learning
(SOFLA)

Synchronous Online Flipped Learning Approach (SOFLA), ktery byl vytvofen v roce 2017

pro vyuku anglického jazyka, pfedstavuje rdmec pro online realizaci pievracené tiidy [2].

Tento model se odviji od osmi vzdjemné propojenych casti ¢i kroki, které jsou rozdéleny do

asynchronni a synchronni ¢asti vyuky [13]. Kazd4 z téchto Casti je navrZzena v souladu

s principy prevracené tfidy, které maji kofeny v Bloomové taxonomii vzdélavacich cilt [2].

Konkrétné jde o nasledujici ¢asti [2]:

Asynchronni ¢ast vyuky

1. Domaci priprava: Studenti se samostatné, vlastnim tempem seznamuji s novym
obsahem.

Synchronni ¢ast vyuky

2. PrihlasSeni: Na zacatku synchronni ¢asti vyuky studenti odpovidaji na otazku tykajici se
domaéci ptipravy (napi. v aplikaci Padlet). Tato ¢ast vzdy navazuje na obsah z domaci
pfipravy.

3. Aktivita pro celou tfidu: Aktivita pro celou skupinu se zaméfuje na procviceni

a dovysvétleni problematickych ¢asti z domaci ptipravy. V tomto kroku studenti pracuji
spolecné (napft. v aplikaci Jamboard).

4. Prace ve skupinach: Studenti pracuji v malych skupinach, zpracovavaji zadany tkol dle
zadani.
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5. Sdileni a zpétna vazba: Studenti sdileji své vystupy ze skupinové prace. Ostatni studenti
jim poskytuji zpétnou vazbu v pisemné podobé& napt. v aplikaci Padlet).

6. Upoutavka: Ucitel piedstavuje obsah pro dalsi lekci, vysvétluje nové pojmy z nové
domaci ptipravy.

7. Zadani domaciho tkolu: Ucitel podrobn¢ vysvétluje formy vypracovani ukolit v domaci
pfipravé.

8. Zavérecna reflexe: Synchronni ¢ast vyuky uzaviré reflexe studentli, kteti hodnoti prib¢h
synchronni ¢asti vyuky a jejich porozuméni novému obsahu (napf. v aplikaci Padlet).

Ramec SOFLA predstavuje inovativni metodologicky piistup k online vyuce, ktery
syntetizuje aspekty distancniho vzd€lavani s principy pievracené tiidy, coz vede k vysoce
efektivnimu a adaptabilnimu modelu vyuky [13]. Diky své strukturovanosti tento model
posiluje interakci mezi vyucujicimi a studenty, coz ndsledné stimuluje vyS$i uroven
angazovanosti studentii béhem ucebniho procesu [2].

3 Cile a vyzkumné otazky

Cilem c¢lanku je sezndmit pedagogy anglického jazyka s ramcem SOFLA pro pifevracenou
tiidu v online prostiedi a také ptispét do odborné diskuze v této oblasti. Predkladany ¢lanek
prezentuje dil¢i ¢ast smiSeného sekvencniho vyzkumu disertacni prace autorky ¢lanku, kterym
jsou vysledky dotaznikového Setfeni. Cilem dotaznikového Setieni bylo zjistit, jak studenti z
experimentalni skupiny vnimaji vyuku v rezimu online pfevracené tiidy s vyuzitim rdmce
SOFLA ve srovnani s béznym pfistupem vyuky anglického jazyka. Autorka ¢lanku si polozila
nasledujici vyzkumnou otazku:

Ol: Jak student vysoké Skoly vnimaji vyuku anglického jazyka v reZimu online prevrdcené
tridy s vyuzitim ramce SOFLA v porovndni s béznou vyukou?

K vyzkumné otazce byly vytvoteny dve podotazky:
Ola: Jaké aspekty / casti SOFLA ramce vnimaji studenti jako klicové?

Ol1b: Jaké aspekty / casti online prevracené tridy vnimaji studenti jako diilezité v souvislosti
s rozvojem jejich jazykovych dovednosti?

4 Metodologie vyzkumu

4.1 Utastnici vyzkumu

Ugastnici vyzkumu byli studenti prvniho roé¢niku Ekonomické fakulty (FEK) Zapadodeské
univerzity v Plzni, ktefi si v letnim semestru 2020/2021 zapsali pfedmét Hospodaiska
anglictina 2. Tito studenti dle standardizovaného on-line Oxford Placement Testu dosahovali
jazykové urovné BIl. Celkem se do dotaznikového Setfeni zapojilo 103 studentl, z nichz
55 bylo vyucovano v online prostiedi béznym zptusobem a 48 bylo vyucovéno v rezimu
online pfevracené tiidy s vyuzitim ramce SOFLA. Béhem prvniho setkdni seminafe byli
studenti informovani o moZnosti Uasti v experimentu a byli vyzvani k vyplnéni
informovaného souhlasu prostfednictvim platformy Google Forms. VSichni studenti vyjadfili
svlij souhlas s ucasti, aniz by vyjadfili prani byt prefazeni do jiné skupiny.

4.2 Design seminari Hospodarska anglic¢tina

Béhem letniho semestru akademického roku 2020/2021 byly seminafe Hospodaiské
anglictiny 2 v experimentalni a kontrolni skupiné realizovany prostfednictvim synchronniho
online formatu po dobu 12 tydna. Tyto lekce probihaly dvakrat tydné, s celkovou délkou 180



minut tydné, coz predstavuje celkovy pocet 36 synchronnich lekci. Hlavnim cilem seminaie
bylo rozvijeni vSech ctyt jazykovych dovednosti — poslech, ¢teni, psani a mluveni. Jako
hlavni ucebni materidl byla zvolena kniha Business Benchmark Pre-Intermediate to
Intermediate (Cambridge University Press, 2013) diky jejimu komplexnimu pokryti vSech
jazykovych dovednosti v ramci lekci. V ramci tohoto seminaie bylo probrano celkem dvanact
lekci, konkrétné lekce 13 az 24.

4.3 Vyuka v kontrolni skupiné

V kontrolni skupiné se vyuka fidila tradicnim modelem cizojazy¢né vyuky, zndmym jako
Present, Practice, Produce. Vysoka priorita byla pfiklddana komunikativni metod¢é vyuky
jazykl, v anglictiné oznacované jako Communicative Language Teaching (CLT). V ramci
synchronni vyuky byli studenti zpocatku seznameni s novym ucivem, které bylo poté
prakticky procvi¢ovano. Pro hlubsi osvojeni materidlu méli studenti k dispozici domaci tkoly
a aktivity navazujici na synchronni lekce. Pro asynchronni interakci se studenty byla pouzita
platforma Google Classroom. Zde studentiim nebyly poskytnuty pouze domaci tkoly, ale také
fora pro diskusi o konkrétnich lekcich. Diky tomu mohli studenti feSit nejasnosti tykajici se
seminaie s vrstevniky ¢i lektory.

4.4 Vyuka v experimentalni skupiné

Vyuka v experimentalni skupiné probihala dle principt pievracené tiidy a ramce SOFLA.
Pted zac¢4tkem semestru lektorky seminate Hospodarska anglictina 2 vytvotily 24 vyukovych
videi. Pomoci aplikace EdPuzzle byla videa upravena: zkracena a doplnéna o kontrolni
otazky. Kazdé video obsahovalo minimalné 5 otdzek, které testovaly pochopeni a pamét’ dle
kritérii Bloomovy taxonomie [4].
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Fig. 2: Ukazka zpracovani videa v aplikaci EdPuzzle

Videomateriadly byly nahrany do aplikace EdPuzzle a studenti méli k videim pfistup pies
Google Classroom. Aplikace EdPuzzle automaticky opravila uzaviené otazky a poskytovala
tak studentim okamzitou zpétnou vazbu, viz Obrazek 2 (Fig. 2). Na zaklad¢ otevienych
otazek a dat z EdPuzzle lektorky seminaii ptipravovaly aktivity pro synchronni ¢ast vyuky.
Stejné jako v kontrolni skupin€, komunikace se studenty v asynchronni ¢asti vyuky probihala
ptes Google Classroom, kde studenti méli k dispozici videa a diskusni fora ke kazdé lekci. To
umoznilo vzijemnou interakci mezi studenty a lektorkami v asynchronnim prostiedi.
V synchronni ¢asti vyuky lektorky propojovaly obsah asynchronni vyuky s aktivitami pro
procvicovani a prohlubovani védomosti. Struktura lekci vychazela z modelu prevracené tiidy
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pro online vyuku SOFLA od autorek Marshall & Kostka [2]. Kazda synchronni lekce
obsahovala 7 ¢asti/krokt dle SOFLA ramce.

4.5 Metoda sbéru dat

Na konci letniho semestru 2020/2021 vyplnili studenti z obou skupin (experimentalni
a kontrolni) online dotaznik. Prvni ¢ast dotazniku obsahovala 47 polozek tykajici se prib¢hu
a realizace seminare, vyukovych materiald a rozvijeni jazykovych dovednosti. Tento dotaznik
vyplnilo celkem 103 studentt.

Druha cast dotazniku, kterd byla urena pouze pro studenty z experimentdlni skupiny, se
skladala z 11 otdzek. Tato Cast byla zaméiena na domadci pfipravu, synchronni vyuku
a zkusenosti s pfevracenou tiidou. Dotaznik byl vyplnén 55 studenty.

5 Vysledky vyzkumu a diskuze

5.1 Vysledky dotazniku pro experimentalni a kontrolni skupinu

V kvantitativni ¢asti dotazniku, kterd obsahovala 47 poloZek a byla urcena pro obé zkoumané
skupiny (experimentdlni i kontrolni), byly odpovédi nejdfive analyzovany podle cetnosti
vyskytu pro ob¢ skupiny zvlast'. Kvili objemu dat byl k odpovédim pfifazen hodnotici systém
ve form¢ znamek. Jako priklad, u otazky tykajici se jasnosti instrukei ucitele v online hoding,
byla odpoveéd ,,souhlasim* ohodnocena znamkou I, ,spise souhlasim* znamkou 2, ,ani
souhlasim ani nesouhlasim* znamkou 3, ,,spise nesouhlasim® zndmkou 4 a ,nesouhlasim
znamkou 5. Odpovédi, kde respondenti uvadéli, Ze ,,nedokdzou odpovédet™, byly ohodnoceny
znamkou 3, coz odpovidd neutralnimu hodnoceni. Analogicky bylo toto hodnotici schéma
uplatnéno 1 u odpovédi ,,velmi snadné* (1), ,,snadné (2), ,,ani snadné ani obtizné* (3),
,obtizné* (4) a ,,velmi obtizné* (5), viz Tabulka 1.

Tab. 1: Ukazka vyhodnoceni otazky (udéleni znamek)

Jaké aktivity Vas nejvice zaujaly? [Domaci ukoly] | E | K| Znamka
Ani nesouhlasim / souhlasim 8 [13 3
Nesouhlasim 313 5
Souhlasim 16 | 8 1
Spise nesouhlasim 6 |10 4
Spise souhlasim 22 |14 2
Celkovy soucet 55 148

Zdroj: [12]

Poté byla realizovana analyza vazenych primért obou soubord dat (experimentdlniho
a kontrolniho). Vahou pro danou analyzu se stala frekvence respondenttl, ktefi se ptiklonili
k urcité variant¢ odpovédi, napt. ,,souhlasim®. Tento postup byl aplikovan pfi interpretaci
vSech dotaznikovych polozek. Pro analyzu byl vyuZzit soubor odpovédi pievedeny do
hodnotového znamkovani (jak bylo detailn€ji popsano v predchazejicim textu). Statisticka
relevantnost  identifikovanych rozdild byla podrobena verifikaci prostiednictvim
dvouvybérového t-testu s presupozici ekvivalence rozptylt, viz Tabulka 2, kde

t Stat oznacuje testovou statistiku,

t Krit (1) ptedstavuje kritickou hodnotu pro jednostrannou alternativni hypotézu,

P (T <=1 (1) je p-hodnota testu pro jednostrannou alternativni hypotézu,

t Krit (2) ptedstavuje kritickou hodnotu pro oboustrannou alternativni hypotézu,

P (T <=1) (2) je p-hodnota testu pro oboustrannou alternativni hypotézu.



Tab. 2: Vyhodnoceni otazky dvouvybérovym t-testem s rovnosti rozptylii

Soubor 1| Soubor 2
Stiedni hodnota 2,236364 |2,708333
Rozptyl 1,331987 |1,359929
Pocet pozorovani 55 48
Spolecny rozptyl 1,344989
Hyp. rozdil sti'. hodnot 0
Rozdil 101
t Stat -2,060340
P(T<=0)(1) 0,020969
t Krit (1) 1,660081
P(T<=9(2) 0,041937
t Krit (2) 1,983731

Zdroj: [12]

Z vysledku t-testu bylo ziejmé, ze hodnota rozdilu 0,5 je na zvolené hranici vyznamnosti s p-
hodnotou 0,04. To znamend, Ze vysledky s rozdilem minimalng 0,5 byly statisticky
vyznamné. V Tabulce 3 jsou zobrazeny otazky, které doséhly tohoto signifikantniho rozdilu.

Tab. 3: Seznam otazek se statisticky signifikantnim rozdilem

Otazka Experimentalni | Kontrolni | Rozdil
Na otdzky vyucujiciho pri online hodiné jsem
odpovidal(a) snadno, protoze jsem se na vyuku predem 2,1 2,6 0,6
pripravoval(a).
Jaké aktivity Vas nejvice zaujaly? [Domaci ptiprava] 2,2 2,7 0,58
Vyhovuje mi moznost sezndmit se s novym ucivem pred

f 1,3 2,1 0,8
vyukou.
Jak se zlepsily Vase jazykové dovednosti po
absolvovani kurzu AC6B? [Nevykladam takové usili pii 20 25 0.5
psani textu, dopisu nebo zpravy tykajici se obchodni ’ ’ ’
korespondence. |

Zdroj: [12]

Vysledky z dotaznikového prizkumu ukazuji, Ze studenti z experimentalni skupiny, kteti méli
moznost sezndmit se s novym vyukovym materidlem pted online lekci, vykazovali vétsi
aktivitu pfi reakcich na otazky ucitele. Ocenili také ptileZitost seznadmit se pfedem s obsahem
nadchdazejici lekce.

Data dale odhaluji, Ze experimentalni skupina vnimala vétsi pokrok v oblasti psaného projevu.
Toto zjisténi koresponduje 1 s vysledky dalSich vyzkumt, kde byly aplikovany interaktivni
vyukové metody s vyuzitim videi a spolupracujicich metod [13]. Studie [14], do niZ bylo
zapojeno 60 vysokoSkolakti v Saudské Arabii, poukazuje na statisticky vyznamné rozdily
mezi vstupnim a vystupnim testem, pfiCemz jednim z moznych divodi je i schopnost
studentii pfipravit se na hodinu individualné.

5.2 Vysledky dotazniku pro experimentalni skupinu

Druha cast dotazniku byla uréena vyhradné pro studenty experimentalni skupiny. Celkem ji
vyplnilo 55 studentii. Cilem dotazniku bylo pochopit, jak studenti vnimaji format vyuky




pievracené tiidy v online prostfedi s vyuzitim rdmce SOFLA ve vyuce anglického jazyka.
Tabulka 4 shrnuje, jak studenti hodnotili jednotlivé ¢asti/kroky ramce SOFLA.

Tab. 4: Vyhodnoceni otdzek dotazniku pro experimentdlni skupinu — ramec SOFLA

Aktivity uZzite¢né pri vyuce aj. UZite¢né | Tak napil | NeuZitené | Bez odpovédi
Domaci ptiprava 49 5 1 0
Uvodni aktivita (Padlet) 34 15 2 4
Aktivity pro celou skupinu 52 2 1 0
(Jamboard, Quizlet, Kahoot)

Préace ve skupinach 40 10 4 1
Zpétné vazba od spoluzdki 30 15 10 0
Zaverecna reflexe (Padlet) 37 9 5 4

Zdroj: [12]

Vysledky v Tabulce 4 ukazuji, ze nejvice studentil vnimalo jako uZziteCnou cast pfevracené
tiidy v online prostiedi aktivitu pro celou skupinu a praci ve skupinach. V kontextu online
vyuky, konkrétné v ramci pfistupu pievracené tiidy dle modelu SOFLA, je diraz kladen na
interakci mezi studenty. To se projevuje v riznych fazich, od individualniho studia s vyuzitim
diskusnich for, ptes synchronni aktivity pro celou tfidu az ke skupinové praci, zpétné vazbé
areflexi [2]. Omezeni spojend s pandemii Covid-19 mohla také zesilit potiebu studenti po
socialnim kontaktu, coz z online vyuky udélalo nejen platformu pro vzdélavani, ale 1 pro
socidlni interakci [15] pii které si nejen prohlubuji znalosti, ale pfedevSim navazuji vztahy
s vrstevniky [16].

Dalsi casti, kterou vétSina studentd shledala jako uzite¢nou, byla domaci ptiprava, ktera byla
zaloZena na sledovani vyukovych videi. Vyukova videa se ukdzala byt efektivnim nastrojem
do vyuky jazykd, predevsim diky moznosti je kdykoli znovu zhlédnout a vzhledem k jejich
interaktivnimu charakteru [12]. Tento format doméci pfipravy je pro studenty nejen zajimavy,
ale muze prispét ke zlepSeni poslechovych dovednosti [17].

Jako za nejméné uZiteCnou ¢ast modelu SOFLA studenti zvolili zpétnou vazbu. Toto zjiSténi
se vyrazng€ lisi od aktualnich vyzkumi, které ukazuji, ze peer feedback je klicovym procesem
v oblasti vzdélavani [18]. Dale literatura popisuje ,,student feedback literacy*, coz podporuje
pochopeni ucelu hodnoceni a roli feedbacku v ucebnim procesu [19]. Toto rozporuplné
zji$téni mize vyvolavat otazky o efektivité zpiisobu davani zpétné vazby v online vyuce.

Dalsi cast se vénuje otazkam vénovanym dopadu prevracené tiidy na rozvijeni jazykovych
dovednosti, viz Tabulka 5.



Tab. 5: Vyhodnoceni otazek dotazniku pro experimentadlni skupinu — rozvijeni jazykovych

dovednosti
Souhlasim| Ani souhlasim |Nesouhlasim Bez
ani nesouhlasim odpovédi
V online vyuce bylo na procviceni
noveho uciva vice casu, protoze 41 9 5 0
ucitel nevykladal novy obsah pri
hodiné.
Tim, zZe ucitel nevykladal novou
latku, byl v hodiné veétsi prostor na 37 12 5 1

interakci se spoluzaky.

Tim, zZe ucitel nevykladal novou
latku, byl v hodiné veétsi prostor pro 43 9 2 0
interakci s ucitelem.

Casto jsem se zapojoval/a do aktivit

pro celou tridu (napr. Jamboardu). 43 6 ! 0

Zdroj: [12]

Dle vysledkit 78 % studentd citilo, Ze v modelu prevracené tfidy maji vice piileZitosti
komunikovat s ucitelem. 75 % respondentil uvedlo, ze maji vice Casu na procviceni latky,
zatimco 67 % studentil citilo, Ze v tomto modelu maji vice pfileZitosti ke komunikaci se
svymi spoluzaky. Rdmec SOFLA obsahuje tadu aktivit, od individudlniho zapojeni, jako jsou
diskusni féra, az po skupinovou spolupraci a zavérecnou reflexi [2], kde klicovou roli
predstavuje interakce. Respondenti dotaznikového uvedli, Ze ve vyuce v rezimu pievracené
ttidy zaznamenali vEtSi prostor pro komunikaci, spolupraci a vzijemnou interakci. Tyto
aspekty jsou klicové faktory pro Uspé$né osvojovani druhého ciziho jazyka, jak uvedeno
odborné literatuie [20], [21]. Lze tedy konstatovat, ze rdimec SOFLA muze vytvaret vhodné
prostfedi v u¢ebnim procesu, které ma pozitivni dopad na osvojovani anglického jazyka.
Zavér

Forma vyuky ptevracené tfidy je slibnym nastrojem ve vyuce anglického jazyka v online
prostiedi [22]. Tento inovativni pfistup zvySuje aktivni Gc€ast studentd v hodinach [23],
podporuje rozvoj jazykovych schopnosti [24], zvySuje motivaci k uceni [25], rozviji kritické
mysleni [26] a podporuje autonomii studentti [27]. Clanek shrnuje zavéry dotaznikového
Setfeni, jehoz cilem bylo zjistit, jak studenti vysoké Skoly vnimaji vyuku v reZimu pfevracené
tiidy s vyuzitim rdmce SOFLA ve vyuce anglického jazyka. Studenti jednotlivé kroky ¢i ¢asti
ramce hodnotili pozitivné. Za nejdilezitéjsi ¢ast ramce povazuji aktivitu pro celou skupinu
a praci ve skuping. Déle studenti kladné hodnoti domaci ptipravu. Dle jejich odpoveédi domaci
piiprava méla pozitivni dopad na zapojeni se do aktivit v synchronni ¢asti vyuky. Seznameni
a porozuméni novému obsahu v asynchronnim prostiedi také studentim umoznilo lépe
komunikovat jak s uciteli, tak spoluzdky. Naopak, Cast tykajici se zpétné vazby byla
interpretovana jako méné relevantni. V budoucich vyzkumnych studiich by bylo vhodné
prozkoumat podstatu tohoto fenoménu a diivody, pro¢ studenti vnimaji davani a piijimani
zpétné vazby jako sekundarni aspekt vyuky. Zavérem lze fici, Ze pfistup pievracené tiidy
vramci SOFLA mize byt efektivnim nastrojem pro vyuku anglického jazyka a muze
uciteliim poskytnout ucelenou strukturu a metodologii pro jeji realizaci.

Podékovani
Clanek vznikl v ramci projektu SGS-2022-044 ZCU v Plzni.
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SYNCHRONOUS ONLINE FLIPPED LEARNING APPROACH (SOFLA): THE FLIPPED
CLASSROOM IN ON-LINE TEACHING OF ENGLISH LANGUAGE IN COLLEGE

The research study deals with the concept of flipped classroom teaching in an online
environment. First, the Synchronous Online Flipped Learning Approach (SOFLA) framework
is presented. It consists of eight steps that apply to both synchronous and asynchronous parts
of the teaching process. The following part of the article reports the results of a questionnaire
survey, which aimed to find out how university students perceive the SOFLA framework in
English language teaching. The study found that students gave positive feedback for the parts
that focused on group work and homework. Additionally, the synchronous part of the lesson
was found to be effective in practicing new content and communication. The article adds to
the empirical knowledge in the area of the online flipped classroom and describes
a framework that educators can immediately implement in their online language courses.

SYNCHRONOUS ONLINE FLIPPED LEARNING APPROACH (SOFLA): UMGEKEHRTE
KLASSE IN ONLINE UNTERRICHT IN ENGLISCH AN DER HOCHSCHULE

Diese Forschungsstudie befasst sich mit dem Unterrichtskonzept der umgekehrten Klasse im
Online-Umfeld. Zuerst wird der Rahmen Synchronous Online Flipped Learning Approach
(SOFLA) vorgestellt, welcher die fiir den asynchronen und synchronen Teil bestimmten acht
Schritte beinhaltet. Der anschlieBende Teil des Artikels beschreibt die Ergebnisse der
Umfrageuntersuchung, deren Ziel es war, festzustellen, wie die Studenten den Rahmen
SOFRLA im Englischunterricht wahrnehmen. Die grundlegenden Feststellungen zeigen, dass
die Studenten diejenigen Teile des Rahmens sehr positiv bewerten, welche auf die
Gruppenarbeit und die hdusliche Vorbereitung ausgerichtet sind. Ebenso wurde eine positive
Auswirkung auf das Einiiben eines neuen Inhaltes im synchronen Teil des Unterrichts und in
der Kommunikation wéhrend des Unterrichts verzeichnet. Der Artikel bereichert das
empirische Erkennen auf dem Gebiet der umgekehrten Klasse im Online-Umfeld und
beschreibt den Rahmen, welchen die Pddagogen augenblicklich in ihre Online-Sprachkurse
implementieren konnen.

SYNCHRONOUS ONLINE FLIPPED LEARNING APPROACH (SOFLA): ODWROCONA
KLASA W NAUCZANIU JEZYKA ANGIELSKIEGO ONLINE NA UCZELNI WYZSZEJ

Opracowanie naukowe poswigcone jest koncepcji nauczania w odwroconej klasie
w §rodowisku online. W pierwszej kolejnosci przedstawiono ramy Synchronous Online
Flipped Learning Approach (SOFLA), ktory obejmuje osiem krokow przeznaczonych dla
asynchronicznej 1 synchronicznej czg¢sci nauczania. W dalszej cze$ci artykutlu opisano wyniki
badan ankietowych, ktorych celem bylo ustalenie, w jaki sposob studenci uczelni wyzszej
postrzegaja ramy SOFLA w nauczaniu jezyka angielskiego. Podstawowe wyniki pokazuja, ze
studenci bardzo pozytywnie oceniajg prace w grupach i przygotowanie w domu. Odnotowano
roOwniez pozytywny wplyw na ¢wiczenie nowego materiatu w synchronicznej czesci
nauczania 1 komunikacj¢ w trakcie zajec. Artykul wzbogaca wiedz¢ empiryczng w zakresie
odwroconej klasy w $rodowisku online 1 opisuje ramy, ktore nauczyciele moga od razu
wdrozy¢ w swoich online kursach jezykowych.
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Abstract

From a pedagogical-psychological point of view, communication in teaching occurs between
a teacher and a student or between students themselves. It contributes to the activation of
internal mental processes, not only in participating individuals, but it benefits the entire class
as a whole. Moreover, in the teaching of a foreign language, communication is not only the
means of communication, but it also becomes the content of the lesson. Students verify their
knowledge and improve their speaking skills through the meaningful use of the foreign
language. The willingness to communicate construct answers the question of why some
people are more inclined to share their thoughts, knowledge, and opinions verbally more than
others. In the presented research, I investigated students’ willingness to communicate in
English language courses on a sample of university students (n = 350) using a quantitative
questionnaire survey. The overall results indicate that students are generally willing to
communicate in English language classes, i.e. the overall reported level of willingness to
communicate among students was high, and the results of individual speech skills did not
indicate significant differences. However, a closer look at individual speaking skills shows
that students report a higher willingness to communicate for items that describe receptive
speaking skills.

Keywords

Willingness to communicate; University; Feedback; Language skills.

Introduction

Communication in teaching is an integral part of the teaching process and it has always been a
popular subject of pedagogical research. Communication in teaching affects many areas and
has a very significant influence on teaching processes, and at the same time, it is influenced
by countless factors. Communication in foreign language teaching differs from other subjects
in the context and purpose for which communication is used. Since we learn a foreign
language by using it, the means of communication becomes at the same time the content of
the lesson [1], [2]. Through the meaningful use of a foreign language, students test their
knowledge and improve their speaking skills. If the teacher provides immediate feedback to
the students and motivates them to produce the foreign language correctly, the so-called
pushed output occurs [3], albeit the teachers and their interaction style are among the
important factors influencing communication in teaching. The teacher is the one who is
responsible for the structure and the course of the lesson and is usually the initiator and
facilitator of communication in the classroom. Students are influenced by this situation, but

© 2023 Author(s). This work is distributed under the Creative Commons Attribution-4.0 license
(https://creativecommons.org/licenses/by-nc-nd/4.0/).
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they have also the opportunity to influence it. Therefore, I believe that it is beneficial to
describe the factors that motivate his/her involvement in communication. While in the foreign
literature research, a focus on university students is relatively broad, in the Czech Republic
research in this area is focused more on lower-secondary school students and the teaching of
humanities subjects (without foreign languages) in particular on the frequency and quality of
student statements [4]. Research on communication in teaching at universities in the Czech
Republic is not frequent. The construct of willingness to communicate in teaching focuses on
a student as an active participant in classroom communication. In addition to the context of
the school classroom, it is communication structures and communication rules that influence
communication in teaching. In the first half of the twenty-first century, the most frequently
described communication structure in teaching was communication initiated by a teacher
towards a student or the whole class followed by the teacher’s feedback [4] as it was reported
at the end of the twentieth century [5]. The classroom climate is influenced by both students
and the teacher, and in turn, it has an impact on them.

1 Research Objectives

The presented work deals with communication in English language teaching from the
student’s point of view. The construct of students’ willingness to communicate in foreign
language learning [6] depicts the variables influencing an individual’s decision to verbally
share their thoughts, knowledge, and opinions with others in a foreign language. Among these
factors, the authors included situational variables and individual characteristics of the
individual. In the Czech environment, the concept of student participation in teaching
communication [7] and student engagement in teaching communication [8] approach the
construct of students’ willingness to communicate. The research focused on lower-secondary
school students. The aim of this article is to describe the level of willingness to communicate
in an English class reported by university students and how it changes depending on
individual language skills.

2 Communication in the Classroom

Communication is an important part of the teaching process and therefore it has always been a
popular subject of pedagogical research. Communication in teaching affects many areas, e.g.
it significantly influences teaching processes, and at the same time, it is influenced by
countless factors. Communication in foreign language teaching differs from other subjects in
the context and the purpose for which it is used. Since we learn a foreign language through its
use, e.g. during lessons, the means of communication between the participants of the lesson
becomes at the same time the content of the lesson [2], [1]. Through the meaningful use of a
foreign language, students test their knowledge and acquire and/or improve their speaking
skills. If the teacher provides immediate feedback to the students and motivates them to
produce the foreign language correctly, the so-called pushed output occurs [3], albeit a teacher
and his or her interaction style are among the important factors influencing communication in
the classroom. A teacher is the one who is responsible for the structure and the course of the
lesson and is usually the initiator and facilitator of communication in the classroom. Students
are influenced by this situation; however, they also have the opportunity to influence it
themselves. Therefore, I believe it is beneficial to describe factors that motivate their
involvement in communication during teaching and learning. While the research focusing on
university students is relatively broad abroad, the research into classroom communication in
the Czech Republic focuses more on lower-secondary students (ISCED level 2) and the
teaching of humanities subjects (without foreign languages). It is also focused for example on
the frequency and quality of student statements [4]. Research dealing with communication in
the classroom at a university in the Czech Republic is not frequent.



The construct of willingness to communicate in teaching focuses on the student as an active
participant in communication in the classroom. In addition to the context of the school
classroom, it is the set communication structures and communication rules that influence
communication in the classroom. In the first half of the twenty-first century, the most
frequently described communication structure in teaching was communication initiated by the
teacher towards the student or the whole class with feedback [4] as in the end of the twentieth
century [5]. The classroom climate is influenced by and it influences the students and the
teacher. The presented work deals with communication in English language teaching from the
student’s point of view. The construct of students’ willingness to communicate in foreign
language learning [6] depicts the variables influencing an individual’s decision to verbally
share their thoughts, knowledge, and opinions with others in a foreign language. Among these
factors, the authors included situational variables and individual characteristics of the
individual. In the Czech environment, the concept of student participation in communication
in the classroom [7] and student engagement in communication in the classroom [8] approach
the construct of students’ willingness to communicate. However, both researches focused on
pupils at a lower secondary level of education. The aim of this article is to describe the level
of willingness to communicate in the classroom reported by university students and their
willingness to communicate in relation to individual language skills.

3 Willingness to Communicate

The willingness to communicate construct answers the question of why some people are
willing to verbally share their thoughts, knowledge, and opinions, while others are not.
Maclntyre et al. [6] were inspired by the research on the construct of willingness to
communicate in the mother tongue [9] and adapted this model to their model of willingness to
communicate in a foreign language. Their model depicts variables that at a given moment
influence an individual's decision to verbally share their thoughts, knowledge, and opinions
with others in a foreign language [10]. Unlike the original model, which included four
communication situations and three types of communication partners, their model focused on
four language skills, i.e. speaking, writing, listening, and reading. Situational variables that
are positively correlated with the construct of willingness to communicate in a foreign
language are, for example, a positive classroom climate, the relationship between a teacher
and a student, or a study abroad stay [11], [12], [13]. The context of a specific teaching
situation i1s complemented by individual characteristics of students and their willingness to
communicate in the classroom [14]. Among the student's individual characteristics, we
include, for example, the level of self-assessment of one's own language or communication
competence [15], [16], motivation [17], [18], and foreign language anxiety [13], [18]. In the
context of the school classroom, the question is whether the student is motivated and wants to
participate in the conversation and whether there are insurmountable obstacles that would
prevent him/her from speaking.

In the Czech environment, the concept of pupils’ participation in teaching communication [7]
and pupils’ engagement in teaching communication is close to the construct of students'
willingness to communicate. The results of the studies show that the majority of respondents
consider themselves to be active during lessons with an emphasis on receptive engagement
(64%—83%) versus productive engagement (36%) [8]. Students were mostly involved in
communication after being addressed by their teacher (59%), in interaction with a classmate
(23%), by answering the teacher's question directed to the whole class (13%), and the least
frequent was speech initiated by a student (5%). Furthermore, the disproportion in
participation in communication among students with different school success rates occurs not
only in communication between a teacher and a student, but this disproportion was most
striking in interaction with classmates. The response to an addressed recall was the only more



significant reason why a less participative student was involved in the communication during
a lesson.

Interaction between a college teacher and a student is among the most significant factors in
predicting student engagement [19]. Students who are afraid of possible negative feedback
from their classmates are less involved in the lesson and often choose indirect ways to
communicate with a teacher, e.g. using affirming gestures and choosing a place near the
teacher during the lesson or establishing contact before or after the lesson. At the same time,
this way of student communication is considered an important prerequisite for student
communication in class. If students perceive the teacher as someone who positively evaluates
their performance, they are more willing to communicate with him/her in class [20]. The
established formal and informal rules that exist in the group significantly influence students'
self-confidence, and thus directly their involvement in class. The fact that students are not
willing to communicate in class is therefore not exclusively related to the fear of
communication, but also, for example, to the student's hesitation or the choice of a topic [21].

4 Methodology

The presented data were collected as part of a research project that focused on researching
university students’ willingness to communicate in English language courses in relation to
their possible concerns about communication in English and motives for communication in
teaching [22]. In this article, I will focus only on the description of the research regarding the
construct of students’ willingness to communicate. Although I am aware of the fact that the
process of communication in teaching is influenced by many factors, I focused primarily on a
student, who, like a teacher, co-creates the classroom climate and is influenced by it at the
same time. As a teacher with many years of experience teaching English, I was interested in
the level of students’ willingness to communicate in class.

The research was conducted on the basis of a quantitative research design. The data was
collected through the scale Students’ Willingness to Communicate in English Language
Teaching [23]. The research sample of the questionnaire survey consisted of full-time students
who completed compulsory English language courses (level A2 — B1/B2 according to
SERRIJ) of the Language Centre of the Faculty of Education at University Jan Evangelista
Purkyné in Usti nad Labem during 2019-2021. These were mainly students of the Faculty of
Education and The Faculty of Science and English language was not their main field of study.
Girls as students of the bachelor’s study program in the first and second year of study
predominated in the sample (Tab. 1).

Tab. 1: Research Sample: questionnaire

Gender Study program The year of study
female | male |undergraduate graduate 112345
273 77 286 64 21310125 | 7 | 4
Source: Own
5 Results

At the beginning of the research, I asked myself the question: “What is the declared level of
students’ willingness to communicate in English language courses at university?” to which I
sought an answer using the adapted Willingness to Communicate inside the Classroom scale
[24].



5.1 Questionnaire Survey: Language Skills

The Willingness to Communicate inside the Classroom scale [24] was adapted for Czech
socio-cultural conditions during the research, and its reliability and validity were tested on a
sample of university students. Students’ willingness to communicate in English language
teaching [23] contains 18 items and measures willingness to communicate in individual
language skills, i.e. speaking, writing, reading and listening on a scale from almost never
willing (1) to almost always willing (5). The data were tested for normality using the Shapiro—
Wilk normality test. In the case of the tested scale, the data distribution was statistically
significantly different from the normal distribution, and the hypothesis of data normality
could therefore be rejected (Tab. 2).

Tab. 2: Willingness to communicate scale

Factor SD |Shapiro-Wilk test| p n
Willingness to speak |1.13 0.89 <0.001|350
Willingness to read |1.01 0.77 <0.001350
Willingness to write |1.07 0.89 <0.001|350
Willingness to listen | 0.91 0.83 <0.001350

Source: Own

If we look at the overall results, the students expressed that they were more willing to
communicate in English language classes (Tab. 3). The overall reported level of willingness
among students was high and the results of individual speaking skills did not indicate
significant differences.

Tab. 3: Descriptive statistics of willingness to communicate for individual skills
Factor Median | Mean | SD | Variance| n
Willingness to speak 4 3.57 [1.14] 1.30 350
Willingness to read 5 4.18 |1.05| 1.09 [350
Willingness to write 4 3.82 |[1.11] 1.24 350
Willingness to listen 4 4.13 10.97] 0.95 [350

Source: Own

The process of data collection took place during 2019-2021, i.e. the part of the learning was
transferred to online learning. The respondents than were divided into two groups according
to which type of learning they completed (Tab. 4). Nevertheless, the results show little
difference.

Tab. 4: Descriptive statistics of willingness to communicate for individual skills in types of
teaching “classroom (1)” vs “on-line teaching (2)”
Factor Types of teaching | Median | Mean | SD | Variance| n

1 4 3.60 [1.12| 1.24 |163
3.54 |1.17| 136 |187
4.15 |1.03] 1.07 |163
420 [1.06] 1.12 |187
391 |1.11| 122 |163
3.75 |1.12| 1.25 |187
4.07 10.92] 0.85 |163
4.5 4.19 |1.02| 1.04 |187

Willingness to speak

Willingness to read

Willingness to write

N NN RV [ S S

Willingness to listen

N = (N[N =D

Source: Own



The relative frequencies table (Tab. 5) offers more detailed results. Overall students reported a
higher willingness to communicate in items that describe the use of receptive language skills,
i.e. reading and listening. About 90% of students were willing to read a simple text, on the
contrary, very few students were willing to talk individually with the teacher (53%).

Tab. 5: Frequency tables of willingness to communicate with the answers on the scale from
“I am never willing (1), “I am almost never willing (2)”, “I am willing half of the
time (3)”, “I am rather willing (4)”, “I am always willing (5)”, “The situation does
not apply to me (N/A)”

Nr. Item 1 2 3 4 5 |N/A

1| Speaking in a group about your summer vacation.| 6.29| 9.14(26.86(26.86|34.00(0.57

2 Spegking to your teacher about your homework 6.29114.29123.14124.57|129.1412 57
assignment.

3| A stranger enters the room you are in, how
willing would you be to have a conversation if he | 9.71]13.43|24.29|30.86(20.86|0.86

talked to you first?
4| You are confused about a task you must complete,
how willing are you to ask for 6.00|12.57(23.43]30.29(26.00(1.71
instructions/clarification?
5| Talking to a friend while waiting in line. 13.14]14.29]18.57(22.00|26.00|6.00
6| Read an article in a paper. 4.29112.86|14.29(28.57(39.14|0.86
7 Read‘ letters from a pen pal written in native 299 429! 914122.00159.4312 86
English.
8| Read personal letters or notes written to you in
which the writer has deliberately used simple 0.57| 2.00| 7.71|19.14/69.43|1.14

words and constructions.

9| Read an advertisement in the paper to find a

. 4.57| 9.14|15.14|23.43(45.71|2.00
good bicycle you can buy.

10| Read reviews for popular movies. 3.71| 8.00({11.14]26.29|50.00|0.86
11 Zl;;)i;fsa report on your favourite animal and its 114! 5.14114.29130.86148.29(0 29
12 | Write a story. 5.71] 9.43|16.86|29.71(37.71]0.57
13 | Write a letter to a friend. 4.86| 7.14|15.71|25.71|43.14|3.43
14| Write a newspaper article. 15.71/15.71]24.29|19.43|19.71 |5.14
15| Listen to instructions and complete a task. 3.14| 6.00|15.71]23.43]50.86|0.86
16 | Bake a cake if the instructions are not in English. | 6.57| 8.29/12.86(26.29(42.00|4.00
17| Take directions from an English speaker. 1.71] 5.71|11.43]32.86]46.57|1.71
18 | Understand a French movie. 5.14| 7.71|11.71]20.00|54.86|0.57

Source: Own

Boxplots for individual speaking skills show significant differences in student preferences
(plots were created based on the median). To illustrate the difference, we shall compare the
expressed willingness of students to chat with a friend (Fig. 1) and students’ willingness to
follow the advice of the speaker in English (Fig. 2). Although the median for both items does
not differ, the distribution of the answers is very significant, i.e. the respondents’ answers
were quite different. A large majority (80%) of students would willingly follow advice in the
English language. On the contrary, only less than half of the respondents (40%) would be
willing to chat with a friend in English, and more than a quarter (27%) of students would not
be willing to chat with a friend in English.
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Fig. 1: The chart of Item 5 in Table 5 “Talking to a friend while waiting in line” based on
the median value
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Fig. 2: The chart of Item 17 in Table 5 “Take directions from an English speaker” based on
the median value

Furthermore, the median differs by one grade for the reading and writing skills, however, the
variance of the responses for the two skills is also largely different. Most respondents (almost
70%) would be willing to read a letter or message from a friend, and only a very small
percentage would not be willing to read a letter (Fig. 3). Similarly, to the speaking language
skill, the answers to the writing language skill are more scattered. In contrast to the reading
language skill, less than half of the respondents (40%) were willing to write a newspaper
article in English, and moreover, almost a third of students (30%) expressed their
unwillingness (Fig. 4).
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Fig. 3: The chart of Item 7 in Table 5 “Read letters from a pen pal written in native
English” based on the median value
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Fig. 4: The chart of Item 14 in Table 5 “Write a newspaper article” based on the median
value

5.2 Gender Differences

The issue of gender was tested by Mann-Whitney U-test and supplemented with values of
Cohen’s d corresponding to the measures of substantive significance. From the point of view
of statistical significance, it is possible to claim that the null hypothesis cannot be rejected at
the five percent level of significance (p = 0.30). However, the conclusions are interesting
from the point of view of substantive significance (d = 0.53), as it is of a medium effect size.
Although the results cannot be generalized, it is at least interesting to mention some gender
differences in the presented research.

Similarly, to the distribution of individual skill results, there are no substantial differences
between genders (Tab. 6). Both male and female students declared their general willingness to
communicate in descending order from receptive skills reading and listening to productive
skills speaking and writing. However, the values of variance and Standard deviation suggest
higher measure of variability.

Tab. 6: Gender differences of language skills of willingness to communicate
Speaking Reading Writing Listening
male |female male |female male |female male |female
Median | 4.00 | 4.00 | 500 | 500 | 3.50 | 4.00 | 4.50 | 4.50
Mean 3,66 | 3.54 | 422 | 417 | 355 | 390 | 413 | 4.13

SD 1.10 | 1.15 | 098 | 1.07 | 1.16 | 1.09 | 098 | 0.98
Variance| 1.20 | 1.33 | 096 | 1.13 | 1.34 | 1.19 | 095 | 095
n 77 273 77 273 77 273 77 273

Source: Own

More than two-thirds of female students reported their willingness to speak in a group about a
personal topic such as summer vacation while which contrasts with what male students
reported (Fig. 5). The mean for male students suggested that they are less willing to discuss a
personal topic such as summer vacation only half of the time.
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Fig. 5: The chart of Item [ in Table 5 “Speaking in a group about your summer vacation”

based on the median value

Quite a different result was obtained for communication with a stranger. More than two-thirds
of male students would be willing to have a conversation with a stranger if he started talking
first contrary to female students (Fig. 6). The median for female students was 3, i.e. they
reported they would be willing to talk to a stranger if he entered the room and started to talk
first only half of the time.
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Fig. 6: The chart of Item 3 in Table 5 “A stranger enters the room you are in, how willing

would you be to have a conversation if he talked to you first?” based on the median
value

The difference between male and female respondents is also illustrated on item 11 referring to
a language skill of writing (Fig. 7). Female students reported higher level of willingness to
write a report on their favorite animal and its habits. Two-thirds of them expressed that they
were rather willing (4) and always willing (5) to write that kind of a report.
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Fig. 7: The chart of Item 11 in Table 5 “Write a report on your favourite animal and its
habits ” based on the median value

Although we could state that students are willing to communicate in English language
teaching at university, a more detailed look at individual language skills shows that students
report a higher willingness to communicate for items that describe receptive speaking skills.
At the same time, the language skills of speaking and listening show the highest degree of
variation around the mean value (median), i.e. significant differences between student
responses. Further, in terms of gender, no substantial statistical differences were found.
Nonetheless, the results for speaking and writing suggested a higher measure of variability,
which was illustrated on selected items of the questionnaire.

Conclusion

The subject of the presented research was students’ communication in English language
during English language courses at university. The research focused on students and their
willingness to participate in communication during lessons. The aim was to describe the level
of students’ willingness to communicate in English language courses at university with regard
to individual language skills, i.e. reading, writing, listening, and speaking. The research was
based on a questionnaire survey. Based on the data analysis we may conclude that students
reported high willingness to communicate during lessons for all four language skills [16]. The
comparison of individual language skills showed a slight preference for receptive language
skills, i.e. reading and listening in comparison to productive skills, i.e. writing and speaking.
Speaking reaches the lowest level of students’ willingness to communicate. Although I
expected to find a certain degree of difference between genders, there was no statistical
difference. However, the substantial differences reached a medium value and based on the
examination of individual items, interesting differences were found, particularly for speaking
and writing. Albeit, the difference was connected to a speaking partner [9] rather than a skill.

From the point of view of developmental psychology, the period university students are
experiencing may be referred to emerging adulthood [25]. During this life period, in
comparison to the previous one, their ability to self-control increases, and they are
emotionally stable. They are working on their self-efficacy towards their goals. Considering
the characteristics of university students, it can be assumed that they are oriented towards
performance and motivated by fulfilling course requirements as well as possible future
requirements, €.g. study abroad program requirements or requirements of employers. Besides
that, it can be assumed that there is inner motivation, e.g. personal satisfaction or enjoyment.

The limitation of the research is that it only relies on the questionnaire survey, which is based
on self-reports of the respondents and can be answered by the following studies.
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JSOU VYSOKOSKOLSTI STUDENTI OCHOTNI KOMUNIKOVAT V KURZECH
ANGLICKEHO JAZYKA?

Komunikace z pedagogicko-psychologického hlediska probiha ve vyuce mezi uclitelem
azakem nebo mezi zdky a pfispiva k aktivaci vnitinich psychickych procesii nejen
u zucastnénych jedincd, ale je pfinosem pro celou tfidu, nicméné€ ve vyuce ciziho jazyka stava
se 1 obsahem hodiny. Konstrukt Ochota komunikovat odpovida na otazku, pro¢ jsou nekteti
lidé ochotni verbalné sdilet své myslenky, znalosti, nazory a jini nikoli. Prezentovany
kvantitativni vyzkumu na zdklad¢ dotaznikového Setfeni zjiStoval ochotu studentl vysoké
Skoly komunikovat v kurzech anglického jazyka (n = 350). Celkové vysledky naznacuji, zZe
studenti jsou spiSe ochotni komunikovat v hodinach anglického jazyka, tj. celkova uvadéna
mira ochoty komunikovat mezi studenty byla vysokd a vysledky jednotlivych fecovych
dovednosti nenaznacovaly vyznamné rozdily. Blizs§i pohled na jednotlivé feCové dovednosti
naznacil, ze studenti uvadéji vyssi ochotu komunikovat u polozek, které popisuji receptivni
fecové dovednosti.

SIND STUDIERENDE BEREIT, IN DEN ENGLISCHKURSEN ZU KOMMUNIZIEREN?

Die Kommunikation verlduft im Unterricht aus padagogisch-psychologischer Sicht zwischen
Lehrer und Schiiler oder zwischen den Schiilern untereinander ab und trigt zur Aktivierung
innerer psychischer Prozesse nicht nur bei den beteiligten Individuen statt, sondern ist auch
ein Gewinn fiir die gesamte Klasse. Im Fremdsprachenunterricht wird es zum Inhalt der
Stunde. Das Konstrukt ,,.Bereitschaft zur Kommunikation* gibt Antwort auf die Frage, warum
einige Leute willens sind, ihre Gedanken, Kenntnisse und Meinungen mitzuteilen, und andere
nicht. Die hier vorgelegte quantitative Untersuchung hat auf der Grundlage -einer
Fragebogenumfrage die Bereitschaft zur Kommunikation in Englischkursen (n = 350) von
Hochschulstudenten ermittelt. Die Ergebnisse deuten an, dass die Studenten durchaus bereit
sind, in Englischkursen zu kommunizieren, d. h., das gesamte angefiihrte MaB} der
Bereitschaft zur Kommunikation innerhalb der Studenten war hoch und die Ergebnisse der
einzelnen Sprachfertigkeiten weisen keine nennenswerten Unterschiede auf. Ein ndherer Blick
auf die einzelnen Sprachfertigkeiten zeigt, dass die Studenten eine hdhere
Kommunikationsbereitschaft bei den Posten aufweisen, welche die die rezeptiven
Sprechfdhigkeiten beschreiben.

CzY STUDENCI UCZELNI WYZSZYCH CHETNIE KOMUNIKUJA SIE NA KURSACH
JEZYKA ANGIELSKIEGO?

Komunikacja z pedagogiczno-psychologicznego punktu widzenia odbywa si¢ w ramach nauczania
migdzy nauczycielem a uczniem lub migdzy uczniami i przyczynia si¢ do aktywacji wewnetrznych
procesow psychicznych nie tylko u uczestniczacych osob, ale jest korzyscig dla calej klasy, jednak
w nauczaniu jezykoéw obcych staje si¢ rowniez tre$cig zaje¢. Konstrukt checi komunikowania si¢
odpowiada na pytanie, dlaczego niektorzy ludzie sa sklonni do werbalnego dzielenia si¢ swoimi
przemysleniami, wiedzg i opiniami, a inni nie. W prezentowanym badaniu iloSciowym opartym na
badaniu ankietowym badano che¢ studentdw uczelni wyzszej do komunikowania si¢ na kursach
jezyka angielskiego (n = 350). Ogodlne wyniki wskazuja, ze studenci sg bardziej sktonni do
komunikowania si¢ na zajeciach z jezyka angielskiego, czyli ogodlny deklarowany poziom checi
komunikowania si¢ wsrod studentow byt wysoki, a wyniki poszczegolnych umiejetnosci mowienia nie
wykazaty istotnych roznic. Blizsze spojrzenie na poszczegoélne umiejetnosci mowienia pokazato, ze
studenci zglaszaja wickszg che¢ komunikowania si¢ w przypadku pozycji opisujgcych receptywne
umiejetnosci mowienia.
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Abstract

This article, originating from the Faculty of Education at the University of Hradec Kralové,
investigates auditory linguistic memory and attitudes toward foreign language learning among
Czech primary and lower-secondary school students. Utilizing a quasi-experimental design
featuring recordings of 10 different languages, the study aimed to measure the efficacy of
auditory memory in language recognition and gauge student attitudes. While a generally
positive disposition toward learning foreign languages was observed, the data did not support
the hypothesis that prior music education enhances language recognition abilities. The
findings suggest a nuanced relationship between musical training and language learning,
opening up new considerations for educational strategies in foreign language instruction.
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Introduction

Memory belongs to basic cognitive processes which make human beings able to store,
preserve and process structured information. Memory can be viewed from several possible
angles. Hort & Rusina [1], Patel [2], Turker & Reiterer et al. [3], Friederici [4], Besedova &
Vysata et al. [5] take the neurological point of view and claim that memory is an ability of
animate beings to store and recall information in their central nervous system. From the
psychological point of view, memory can be defined as a type of means by which we recall
our past experience in order to use this acquired information at the present time [6], [7]. From
the pedagogical point of view, memory is a set of mental processes enabling to store, preserve
and recall perceptions, knowledge, movements and experience [8], [9], [10]. Thus, memory is
a human tool associated with cognition, learning and re-calling. All these processes are
essential when foreign languages are acquired. The following principal memory mechanisms
are mentioned in all memory definitions: coding, storage (retention) and recalling.

There are very diverse approaches to the classification of memory types. The authors of
various classifications usually approach memory from the perspective of their specialization.
For example, memory can be subdivided into the following types: visual, auditory, tactile,
gustatory and olfactory. Furthermore, depending on the expected retention time of the
memory record, there are three types - short-term, medium-term and long-term memory.
Neurologists distinguish declarative and non-declarative memory, or explicit and implicit
memory, or direct and indirect memory. The neurological point of view and the time point of

© 2023 Author(s). This work is distributed under the Creative Commons Attribution-4.0 license
(https://creativecommons.org/licenses/by-nc-nd/4.0/).
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view were those mainly considered in our research into memory. According to Koukolik [11],
who mentions Baddeley [12] and who views memory neuropsychologically, a model of
working memory consists of three components: the phonological loop, the visuo-spatial
sketch pad and the central executive. The first component, i.e. the phonological loop, was
essential for our research. It is a system in which audio information of the non-speech and
speech characters is stored. According to Koukolik [11], Steinbeis & Koelsch [13], Jancke
[14], Habibi et al. [15], and others, this information is lost within two or three seconds if it is
not repeated. Thus, the phonological loop working with phonological and audio information is
essential for both the mother tongue and foreign languages. That is why this component of
memory plays an important role in foreign language learning. According to Baddeley [12] or
Skarnitzl et al. [16], the existence of the phonological loop is evidently proved by phenomena
such as the effects of phonological similarity, those of the word length and of articulatory
suppression, the transfer of information between systems, and the existence of other numerous
neuropsychological phenomena. Audio items included in the phonological loop are much
more difficult to remember. In this case, it is appropriate to demand loud irrelevant speech
production, which is essential for teaching foreign languages. This speech production should
be active when learning new words or phrases since that the newly acquired information is
stored in the short-term and later in the long-term memory.

The time aspect is another factor related to memory. Sternberg [6] lists the following types of
memory - sensory memory, short-term memory and long-term memory. This memory model
was designed in the 1960s by R. Atkinson and R. Shiffrin [17] and can be illustrated in
Figure 1.

Inputs
Sensoric
Memary

U

Short-term Repetion
Memory Outputs

Long-term
Memary

Source: Own adaptation of [17]
Fig. 1: Memory model by R. Atkinson and R. Shiffrin [17]

Sensory memory, also known as immediate or iconic memory, mainly uses auditory and
visual code; the memory trace is stored for about two seconds. Sensory memory refers to the
amount of information that we are able to retain in our consciousness without active learning.
It can have a large capacity and it is adapted to the perception of different sensory modalities,
e.g. visual memory and acoustic memory, movement memory and others.

There are some terminological ambiguities related to short-term memory (which is also called
recent memory or working memory). It is the active part of memory and is used to store
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information for a few seconds, occasionally for a few minutes. Short-term memory is
temporary, and it and stores the information which is not stored in long-term memory. In our
research, short-term memory was essential in the listening test — the respondents were
supposed to retain audio information (the melody of an unknown language) for several
minutes. Cognitive psychologists subdivide this type of memory into immediate memory and
working memory. In immediate memory, storing of information is impacted by our current
attention and current flow of thoughts. The capacity of immediate memory is quite limited,
but dependent on the type of the stored information. G. A. Miller in his article “The magical
number seven, plus or minus two: Some limits on our capacity for processing information”
[18] which was published in 1956 in Psychological Review, characterizes this immediate
memory with the number £7. We were inspired by Miller’s law when choosing the number of
foreign language recordings to be included in our listening test, see the methodology chapter
1.2.

The third type of memory is long-term memory (reference memory), which is the most
complex type of memory. Its main function is to store and organize long-known information
into complex networks, to connect new knowledge with that which has been already acquired.
According to Mares§ [19], this type of memory represents a sophisticated archive from which
information is quickly retrieved when needed. Mares also claims that a single universal long-
term memory does not seem to exist. The ability to keep any information in the memory for a
longer period of time and then to recall it is essentially important in case of school children.
As Végnerova in [20] mentions, memory functions, which are a prerequisite for learning,
develop very intensively between 6—12 years of age. This development depends not only on
the maturation process, but also on specific stimulations and requirements imposed by school.
The development of children's memory is manifested by an increase in its capacity, the speed
of information processing, the acquisition and more effective use of memory strategies, and
the development of general knowledge about how memory works. This fact was also essential
for our research, the participants in which were individuals aged 9-12, i.e. children of
younger school age. This age is also very important for the development of language and
foreign language skills. In this phase of the child’s development, the first systematic learning
of a foreign language occurs (our attention is focused only on teaching foreign languages, thus
no other systematic types of leaning are mentioned). In the initial phase of foreign language
teaching, the suprasegmental level of language plays an important role, so the perception of
melody, rhythm and intonation are essential in this phase of the teaching and learning
processes.

When a foreign language utterance is perceived, memory plays a fundamental role. This
relationship between memory and a foreign language acquisition can be characterized as
inseparable. At this point, it is important to mention the issue of interconnectedness between
the (foreign) language and music, and the fact that individuals systematically trained in music
learn foreign languages more easily due to their increased sensitivity for speech intonation
and its metric characteristics. A number of research studies have been already carried out in
this field [5], [10], [21], [22], [23], [24]. They have proved the existing similarity of
memorizing in the process of acquiring a foreign language and in the process of practicing
music. A close connection between music and languages can be seen from several points of
view; these points of view interact with and complete each other. The following aspects are
similarly perceived by Sedlédk and Vainova [25]:

1. The ontogenetic aspect — both music and speech are human beings’ ways of
communicating through sounds.

2. The neurological aspect — the cooperation of the cognitive structures required
for music and language is evident. Intonation, rhythm and other kinetic



components of music create a connection between the processing of music in
the right hemisphere of the brain and the processing of verbal information in
the left hemisphere. This means that the brain engages both hemispheres
simultaneously, blurring the distinctions mentioned in the traditional
dichotomous view of the brain functions.

The phonetic aspect — sounds are essential both in music and in languages.

4. The pedagogical aspect — the similarity between music and language can be
used in both directions, for example new kinds of music-linguistic techniques
can come into being.

1 Research Focus

The mutual influence of music and language was one of our researched issues since we
believe that memory training given to individuals being trained in music is beneficial for the
sphere of teaching and learning of foreign languages. This relates mainly to the melody and
intonation which are specific for the target foreign language. This assumption of ours was to
be confirmed or disproved when verifying our hypotheses.

Memory is involved in all mental abilities and it is the key factor in the learning process, in
which the human brain transfers current experience into a code (there is as an information
transfer into a code of the memory system). Thus, memory is ability absolutely essential for
formation of any foreign language experience. The role of memory in learning of foreign
languages includes a wide range of interdisciplinary issues from the spheres of linguistics,
music, education, medicine, technology and others. At this point we can mention long-term
memory involved in long-term storing and remembering of a foreign language text; and we
can also mention short-term memory involved in short-term remembering of vocabulary or
phrases. The development of foreign language memory is also associated with experience and
practice — an intensive contact with a foreign language and constant repetition of foreign
language structures are definitely helpful. The degree of effectiveness of recalling foreign
language information is therefore directly proportional to the degree of repetition of the given
information and its practical use.

1.1 Research Objectives and Research Questions

The main objectives of our research were to reveal the success rate of the passive auditory
language memory in learners attending educational institutions of the primary and lower
secondary levels, and to map these learners’ attitude to foreign language learning. The
following research questions were asked:

1. Which attitude to foreign language learning is taken by the 4" / 5" grade pupils and which
attitude to foreign language learning is taken by the 7 grade pupils?

2. What is the success rate in the language memory test reached by the 4™ / 5™ grade pupils
and the 7™ grade pupils?

3. Are pupils who have been trained in music (in music schools) more successful in
recognition of foreign languages than pupils who have not been trained in music?

4. Does the gender difference play a significant role in remembering foreign languages?

Based on the objectives of our research, we formulated a set of following hypotheses to be
confirmed or disproved.

H1: The 7" grade pupils have a more positive attitude to learning of foreign languages than
the 4" / 5™ grade pupils.



H2: The 7™ grade pupils are more successful in the language memory test than the 4™ / 5%
grade pupils.

H3: The 7" grade pupils having been trained in music are more successful in the language
memory test than the 7 grade pupils not having been trained in music.

H4: The 4" / 5" grade pupils having been trained in music are more successful in the
language memory test than the 4™ / 5™ grade pupils not having been trained in music.

H5: The 7% grade pupils having attended music school are more successful in the language
memory test than the 4™ / 5% grade pupils having attended music school.

H6: The 7" grade pupils not having attended music school are more successful in the
language memory test than the 4™ / 5™ grade pupils not having attended music school.

H7: There is no significant difference in the results reached in the language memory test by
the 4" / 5™ and 7™ grade males and by the 4% / 5" and 7' grade females.

1.2 Research Methodology

1.2.1  General Background

The research was carried out in the Czech Republic, at the Faculty of Education of the
University of Hradec Kralové. Its main objective was to reveal how successful the
respondents are in the language memory test. A combined research method was chosen,
consisting of a quasi-experiment (a listening test) and a questionnaire survey.

1.2.2  Respondents

The research sample consisted of the total number of 274 respondents. All of them had been
taught English since their first school year. 145 respondents were of the age 9—10 (the 4™ and
5" graders of a primary school in Hradec Kralové); 42 respondents out of this number had
been attending music school, see Table 1.

Tab. 1: Respondents from the fourth and fifth year

Respondents |4t year | 5™ year | Attendees of (primary) art school
Girls 43 43 35
Boys 28 31 7
Total 71 74 42

Source: Own

129 respondents were of the age of 12 (students of lower secondary schools in the region of
Hradec Kralové and that of Vyso¢ina; in this text they are referred to as the 7 grade pupils /
the 7™ graders); 44 respondents out of this number had been attending music school, see Table
2.

Tab. 2: Respondents from the seventh year

Respondents | 7" year | Attendees of (primary) art school
Girls 73 31
Boys 56 13
Total 129 44

Source: Own

The research and data processing were carried out in accordance with the basic ethical
principles. The research was approved by Ethical Commission of the Faculty of Education of
University Hradec Kralové on 22" January 2019. The respondents were provided with



detailed information about the research. The respondents’ legal representatives’ informed
consent was provided after they were informed about the research contents, objectives and
process, and after they were assured of maintaining anonymity and confidentiality. The
respondents themselves were also provided with detailed information about the research.

1.2.3 Tools and Procedures

In the preparatory phase of our quasi-experiment, a language-friendly text was prepared in the
form of an audio recording. The listening text consisted of merely simple sentences related to
a common social situation (one person is introducing their friend Vanda). The name “Vanda”
was intentionally used since its pronunciation is universal, and this name is typical of none of
the presented languages. It was decided that the text should be approximately 30 seconds long
and that it would include neutral sentences and only basic grammar phenomena. The
following text was translated into the languages to be tested; native speakers were being
recorded when reading the appropriate language versions:

Good morning. How are you? Could I introduce my friend Vanda to you? She is
twenty-two, and at the time being she is studying psychology at our university.
Vanda is a very nice, pretty, witty and intelligent girl and is interested in a lot of
things. She is fond of and very good at sports. Vanda, can you come to us, please?

The so-called raw recordings of the languages were made with different recording devices in
different formats and in most cases in acoustically unsuitable conditions. Thus, the first task
was to unify all recordings into a single format for subsequent processing by editing
programs. All the formatting operations were carried out at an editing workstation equipped
with professional Steinberg Cubase and Acoustica programs, with an external Lexicon
Lambda sound card, a SoundCraft GB2R—-12/2 mixing desk, a professional Zoom F8 eight-
track recording and with RCF NX10-SMA coaxial listening monitors for listening in the so-
called close field. The listening to the final recordings was done through headphones because
classrooms are usually not equipped with adequate spatial acoustics or adequate reproduction
devices. All recordings were transformed to a monophonic version and normalized to —18
dBFS level for subsequent editing. All the recordings were sub-grouped according to the
language families and language groups they belonged to. Since all the recordings were
separate files, any listening and/or test sequences could be created.

A listening test consisting of selected language sequences was a key tool in the quasi-
experiment. It was applied to detect the respondents’ passive language memory (recognition).
The 7" graders (aged 12) were played thirty-second-long audio sequences of individual
languages. The 4" / 5™ graders (aged from 9 to 10) were played shortened audio sequences
(fifteen-second-long) since they are not able to concentrate so long. Referring to their
previous experience, the respondents were assigned to recognize / identify the foreign
languages played to them. The respondents first listened to examples of ten foreign languages.
During this listening process, they were being informed about which language was being
played at that particular time. This first listening process was followed by listening to one of
the two selected sequences of five languages (see Table 3). Each respondent expressed their
personal view related to five selected foreign languages. The respondents’ tasks were to
recognize (identify) the type of the recorded foreign language and enter the answer into the
answer sheets. Six Indo-European (Swedish, Danish, Spanish, Portuguese, Russian and
Slovenian), one Altaic language (Turkish), one Uralic (Finnish), one Sino-Tibetan (Chinese)
and one Austro-Asian language (Vietnamese) were included in the test given to the 4th and
Sth graders. The results of our pilot research [26], [27] showed that Indo-European languages
are perceived by young learners more positively than languages outside this language group.
Therefore, Indo-European languages were represented at a larger extent in the test given to the



younger group. A wider scope of languages was included in the test for the 7" graders. Apart
from Indo-European languages, also an Austronesian language (Malay language) and
Japanese was included.

Tab. 3: Overview of listening language tests

Number of Overview of used language sequence in Listening / memory
language pupils of 4h/5t year, sequence length 15 detection
sequences seconds

Listening of ten | Swedish, Danish, Spanish, Portuguese, Respondents had been
samples Russian, Slovenian, Turkish, Finnish, informed about the
Chinese, Vietnamese language types
Sequence of five | Turkish, Russian, Danish, Turkish, Respondents had not been
samples in two Swedish, Portuguese, informed about the
variants Vietnamese, Vietnamese, language types
Spanish Slovenian
Number of Overview of used language sequence in Listening/memory
language pupils of 7th year, sequence length 30 detection
sequences seconds
Listening of ten | Kazakh, Turkish, Malay, Vietnamese, Respondents had been
samples Danish, Greek, Swedish, Japanese, Chinese, | informed about the
Finnish language types
Sequence of five | Greek, Turkish, Danish, Japanese, Respondents had not been
samples in two Chinese, Finnish, Kazakh, Swedish, informed about the
variants Vietnamese Malay languages

Source: Own

The next phase of the research applied a non-standardized questionnaire to detect the
respondents’ attitude to music and foreign languages. The questionnaire contained
polytomous multiple-choice items with Likert-type scales and the respondents completed it
before the listening test itself.

1.2.4  Data Analysis

The data were pre-processed, cleaned and checked in the MS Excel program. Then they were
exported into the statistical NCSS program. First of all, the detection of duplications was
performed, the metric variables were verified in terms of range, i.e. it was verified whether the
minimum and maximum correspond to the theoretically possible range of the monitored
scales. Due to the fact that the data distribution was not of the fully standard character (the
normality was tested by the Skewness test, Kurtosis test and Omnibus test), the non-
parametric Mann-Whitney test was used for testing of the hypotheses.

2 Research Results

The main objective of the research was to reveal the success rate reached in the listening test
by respondents attending primary and lower secondary schools, and to make findings about
these respondents’ attitude to foreign language learning. A sub-objective of the research was
to investigate whether there is a significant difference in the passive language memory of the
respondents who have been and who have not been systematically trained in music (i.e. who
have and who have not attended music schools). The research also focused on the extent in
which the gender difference impacts the monitored indicators.




2.1 Attitude to Foreign Languages

Before focusing on the respondents’ language memory, the research team analyzed those
answers in the questionnaire which were related to the respondents’ attitude to foreign
languages. The aim was to compare the results reached by the 4" / 5 graders with the results
reached by the 7" graders. It had been assumed that the 7% graders (the lower secondary
school students) have a more positive attitude towards learning foreign languages than the 4"
/ 5™ graders (the primary school pupils). The rationale for this assumption can be found in the
current position of foreign languages which is declared in documents related to the primary
and secondary levels of education in the Czech Republic. The document essential for Czech
schools is Development of Education [28]. Its ideas are further developed in Framework
Educational Programme for Basic Education [29], which was published in 2007. Currently,
English has the status of the first foreign language in Czech schools. English classes are
compulsory from the third grade of primary schools; however, numerous schools offer
English classes already in the first and second grades.

Doing research into the respondents’ attitude to foreign languages, we used a seven-point
scale; the scale of possible answers was from 1 to 7 (I like it — I don’t like it). The semantic
differential method was used for the data processing. Table 4 illustrates the results revealed in
4%/ 5t graders (if there is no slash, the results of both these groups were identical).

Tab. 4: Relationship to foreign languages of pupils in 4th/5th year of Primary schools

Relationship to foreign |Average| Determinant |Min.|Max.|Range|Median|Modus
languages deviation
Relationship to learning | 2.5/2.7 1.24/1.89 1 (4/7]| 3/6 2 -/2
of foreign language
Hours of foreign 2.7/4.7 1.49/1.27 1/216/7|5/5| 3/5 1/5
language
Relationship in total 52/74 2.27/2.50 2/319/1317/10| 5/6.5 | -/6

Source: Own

Table 5 illustrates the results revealed in the 7" graders.

Tab. 5: Respondents from the seventh year

Relationship to foreign |Average| Determinant |Min. Max.| Range|Median| Modus
languages deviation
Relationship to learning 2.7 1.32 1 7 6 3 2
of foreign language
Hours of foreign 5.1 1.62 1 7 6 5 6
language
Relationship in total 7.8 2.30 2 14 12 8 8

Source: Own

In Czech schools (and similarly in schools in other countries), English is taught as the first
foreign language. A positive attitude to English learning was revealed in all the respondents.
We also wanted to find out whether there are any participants in our research who use a
foreign language on the everyday life basis. In the 4™ and 5™ grade pupils’ group there were
10 respondents using a foreign language in their everyday communication. These 10
respondents are bilingual. They are either of a different nationality (i.e. they are not Czech) or
one of their parents is not Czech. Since bilingualism was not focused on in our research, there
were no other questions or comments related to this issue.




48

Student's T-Test was used for testing. Due to the data characteristics (the data normality was
not fully confirmed), the non-parametric Mann-Whitney test was used for testing the mean
values. On the basis of the test results (7-Test: p = 0.006194; ¢ = 3.7807; Mann-Whitney test:
a = 0.05; p = 0.39719; Z = —2.7373), our H1 hypothesis was confirmed (the group of 7%
graders has a more positive attitude towards learning foreign languages than the 4" and 5%
graders, see Figure 2.
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Source: Own

Fig. 2: Relationship to learning of foreign language

The average results of the respondents rating their attitude to learning foreign languages were
more or less identical; the values ranged from 2.5 to 2.7 (i.e. they were within the positive
range on the seven-point rating scale). However, a more significant difference was noticed in
the answers to the question asking about memorizing of song lyrics and about singing English
songs in English classes. We had believed that songs are used more frequently in foreign
language classes given to younger pupils since singing can increase learners’ motivation for
learning foreign languages. On the contrary, the results show that foreign language songs are
implemented more frequently in foreign language classes given to the 7th graders than in
classes given to the younger respondents (the value of 5.1). This result can be explained by
the fact that the older respondents’ knowledge of the foreign language is of a higher level, and
so the listening comprehension skill is more trained in them than in the younger respondents.
Our H1 Hypothesis was not confirmed.

2.2 Language Memory

One of the main objectives of our research was to reveal the respondents’ level of passive
language memory. The respondents’ task was to identify 5 recordings made in different
languages (Tables 6 and 7), see the methodology chapter 1.2.

Tab. 6: Language memory of pupils in 4th / 5th year

Average | Determinant deviation | Min. | Max. | Range | Median | Modus
Success rate| 0,38 0,21 0 1 1 0,4 0,4

Source: Own

Tab. 7: Language memory of pupils in 7th year
Average | Determinant deviation | Min. | Max. | Range | Median | Modus
Success rate| 0,22 0,21 0 0,8 0,8 0,2 0,2

Source: Own

The presented results show that the success rate in the younger respondents was 38% and the
success rate in the older respondents was only 22%. The standard deviation showed a wide
range for both groups of the respondents as well. Therefore, our H2 Hypothesis was not
confirmed.



23 Language Memory in Pupils Being Trained in Music and Pupils not Being
Trained in Music

Our next research issue was to find out whether the 4" / 5" graders having / not having been
trained in music are or are not more successful in foreign language recognition than the 7%
graders having / not having been trained in music.

Within the framework of previous research carried out at the Faculty of Education of the
University of Hradec Kréalové, the success rate of the respondents aged 11-18 and attending
music schools had been tested. It was revealed that the respondents having been
systematically trained in music are more successful in recognizing foreign languages [30].

Our intention was to confirm / disprove the above-mentioned results through testing and
comparing our respondents (the 4" / 5" graders and 7" graders). Student’s 7-Test was used
for testing, and due to the nature of the data (the normality of the data was not fully
confirmed), the non-parametric Mann-Whitney test was used for testing the mean values.

First, the differences between the respondents educated and non-educated in music were
investigated within the same age category. Formulating our hypotheses, we drew upon the
previous research results [30], which confirmed that individuals systematically trained in
music have a higher memory capacity in the field of foreign languages than individuals not
having been educated in music.

However, based on the results in the percentual success rate in the language memory test,
there was not a statistically significant difference between the 7" graders having been trained
in music and the 7" graders not having been trained in music (the 7-Test: p = 0.334452; ¢t =
1.3917; Mann-Whitney test: o = 0.05; Z = 0.9652). In our research sample, out of 129 of the
7" graders, 44 have been systematically trained in music. The same result was detected also in
4% / 5™ graders. Based on the results of the T-Test (p = 0.942137; ¢ = test 0.3700) and Mann-
Whitney test (o = 0.05; Z = 0.0726), a statistically significant difference was not confirmed in
the percentual success rate in the memory language test reached by the 4™ and 5™ graders in
dependence on them being / not being trained in music. The average results of both the groups
are comparable (32.8% in the respondents trained in music and 31.4% in the respondents not
trained in music). The declared H3 and H4 Hypotheses cannot be confirmed. Thus, it cannot
be claimed that individuals educated in music show a higher success rate in memory language
tests in comparison with individuals not educated in music.

Similarly, H5 Hypothesis (the 7 graders having attended music school are more successful in
the language memory test (the average was 24.1%) than the 4™ / 5™ graders having attended
music school (the average was 32.9%)) was also not confirmed. 7-Test results were: p =
0.06426; ¢ = test 1.6804; Mann-Whitney test results were: o = 0.05; Z = 1.8504.

On the contrary, there was a statistically significant difference in the results of the same tests,
i.e. the 7-Test (p = 0.000004; ¢t = 4.6200), Mann-Whitney test (o = 0.05; Z = —4.6316),
reached by the 4™ / 5™ graders not having been trained in music (their success rate was 31.5%
on average) and the results reached by the 7™ graders also not having been trained in music
education (18.8% on average), see Figure 3.



50

nnnnnnnnnnnnnnnnn

VVVVVVVVV

Source: Own
Fig. 3: Memory test of respondents who do not attend primary art school

Our H6 Hypothesis was not confirmed. However, this non-confirmation is not in conflict with
the fact that the 4™ and 5™ graders were more successful than the 7™ graders. As it was
mentioned above, this outcome can be impacted by more factors, and these factors will be a
subject of our further investigations.

24 Gender Differences Occurring in the Language Memory Test

An integral part of the research was to compare the gender differences related to the success
rate in the language memory test. It was assumed that there is no significant difference in the
results reached by the 4" / 5% and 7" grade boys and by the 4™ / 5" and 7™ grade girls (H7).

The success rate reached in the memory language test by the 7" grade boys and by the 4" / 5
grade boys was statistically analyzed, see Figure 4. A statistically significant difference was
revealed by the 7-Test (p = 0.004261; t = —-2.6231) and by Mann-Whitney test (a = 0.05; Z =
—2.8582) in the success rate reached in the memory test by the 7 grade boys and the 4" / 5%
grade boys. The 4" / 5" grade boys were more successful (the average of 32.2%, 59
respondents) than the 7" grade boys (the average of 22.1%, 56 respondents).

Source: Own
Fig. 4: Comparison of boys in 7" year and boys in 4™ / 5" year in the memory test

The same indicator (the success rate reached in the memory language test) was monitored in
the girls, see Figure 5. There was a statistically significant difference between the results
reached by the 7™ grade girls and the results reached by the 4™ and 5" grade girls. The T-Test:
p =0.000196; t = —3.5919; Mann-Whitney test: a = 0.05; Z = —3.7241). The 4™ and 5™ grade
girls were more successful (the average of 31.9%, 86 respondents) than the 7™ grade girls (the
average of 19.5%, 73 respondents).
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Source: Own
Fig. 5: Comparison of girls in 7" year and 4™ /5" year in the memory test

The comparison of the results reached by different age groups within the same gender was
considered to be interesting mainly from the psychological point of view. We had assumed
that the observed differences would not be large, but we expected the older respondents to be
more successful in the memory language tests due to their expected increased attentiveness
and increased ability to concentrate [31]. However, this assumption was not confirmed.

Our research also focused on the issue whether gender is reflected in the test results. It was
assumed that there is no significant difference in the results reached in the language memory
test by the 7" grade boys and girls and by the 4™ / 5" grade and 7" grade girls (H7). The
formulation of this hypothesis was based on the results of the research in 165 pupils aged
from 12 to 14 [30], which revealed that the gender aspect does not play any important role in
language memory tests. Our assumption was confirmed. There was no statistically significant
difference between the female and male 7" graders in the percentual success rate in the
language memory test (7-Test: p = 0.486292; t = —0.7393; Mann-Whitney test: a = 0.05; Z =
0.6962), see Figure 6. The average results reached by both the groups of the respondents are
balanced (19.5% in case of 73 female respondents; 22.1% in case of 56 male respondents).

Source: Own
Fig. 6: Comparison of girls in 7" year and boys in 7" year in the language memory test

The identical results were reached also by the female and male 4" / 5% graders and no
statistically significant difference between the girls and boys was confirmed in their
percentual success rate in the language memory test (7-Test: p = 0.966142; t = —0.0846;
Mann-Whitney test: a = 0.05; Z = 0.0424), see Figure 7.
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Source: Own
Fig. 7: Comparison of girls in the 4th/5th year and boys in the 4th/5th year of primary
school in the memory

The average results reached by both the groups of the respondents are comparable (31.9% in
case of 86 female respondents; 32.2% in case of 59 male respondents). Thus, it cannot be
claimed that girls are more successful in language memory tests, and neither can be claimed
that boys are more successful in language memory tests.

Apart from H1 Hypothesis, which primarily dealt with the attitude to learning of foreign
languages, all the other hypotheses are related to the process of recognition / identification of
an unknown language. As it was mentioned earlier, a vast variety of psychological factors
(interest, motivation, intelligence, subjective settings etc.) were involved in the process of
doing the listening test and the subsequent identification of the languages, which brought an
impact on the results of the research. It was not confirmed that pupils who have been
systematically trained in music are more successful in the language memory test. However,
the results obtained cannot be considered as generally valid due to a narrow scope of the
research (only the factors of the passive language memory were monitored) and due to a
lower number of the respondents.

Since a number of other factors enter into the auditory perception process and since these
factors are not a subject of our research (we only monitored the foreign language recognition
factor), at this stage of the investigation it is not possible to trustworthily answer the question
why the established hypotheses were not confirmed.

3 Discussion

The presented research results are interesting, informative and beneficial, especially from the
point of the methodology of foreign language teaching. Memory is currently one of the most
frequently studied fields of cognitive processes. It is the key ability associated with all music
and foreign language activities and associated with the continuity of music and foreign
language awareness.

The research results partially confirmed our original assumption — respondents systematically
trained in music are more successful in identification of unknown foreign languages than
individuals not systematically trained in music. This can be explained by the fact that
systematic practicing of melodies and rhythm in the sphere of the target music is beneficial
also in the sphere of language learning. Referring to the methodology of foreign languages,
this result calls for the implementation of music (in any form) into foreign language teaching
at a greater extent because music increases the learners’ sensitivity to the melody of the target
language. However, the fact, that the 7™ graders had worse results in the test than the 4™ and
5" graders, is definitely an issue worth further investigating. In case of the 7™ graders, their
higher concentration on the given task was expected and it was also expected that they would
profit from their longer practice in foreign languages. The fact that these older respondents



have reached their puberty age should be taken into consideration since this could impact their
results in the test and their motivation to be successful in the test. On the contrary, the
younger respondents got very involved in the tasks; they enjoyed working with headphones
during the listening process and they were highly motivated to achieve good results.

The differences in the results achieved in the recognition of unknown languages by the girls
and by the boys were negligible. In this respect, the gender of individual beings does not in
any way disadvantage them in the process of recognizing of unknown foreign languages. It
can be believed that the memory prerequisites for perceiving and learning foreign languages
are the same for both the genders. Koukolik [32], Wan and Schlaug [33] or Trainor et al. [34]
claim that neurobiological and gender differences between females and males are manifested
in their brain’s structural and functional connectivity during all life stages from childhood to
the old age, especially in the sphere of memory, language, emotionality, etc. However, this
opinion was not related to learning foreign languages. We agree with Koukolik [32] — females
are better at speech production than males, and women’s verbal memory is better than men’s
verbal memory. But this fact has no direct connection with our research into memory since
our research focused on recognition, i.e. on passive memory. When establishing our
hypotheses, we therefore assumed that gender differences in the language memory test which
focused on the recognition of unknown foreign languages would not be statistically
significant. And this assumption was confirmed. Thus, we believe that memory processes
related to foreign languages do not disqualify either gender.

Our research was limited by a low number and insufficient diversity of the respondents. The
selection of the schools from the region of Hradec Kralové and that of Vysocina which got
involved in the research depended on their willingness to participate in the research. There
were other limiting factors in our research — a diversity of the research sample related to the
number of years the students have been learning a foreign language (from 4 to 7 years), and
the imbalance in the sample of the respondents associated with the number of those
respondents who are educated in music schools. Other limits of the research can be seen in
external impacts that could also affect the research itself. We were provided with sufficient
space for our research in most school facilities, yet the research conditions were not identical.
The obtained data could also be affected by the internal impacts - the respondents’ conditions
(i.e. their current mood, fatigue, etc.). We are fully aware of these issues, but they have not
been sufficiently sorted out so far. Despite all the limitations of the research mentioned above,
our research can be considered as highly stimulating and the resulting ideas and conclusion
which are based on methodology and a system of classified knowledge can be considered
beneficial.

Conclusion

The short-term auditory memory is limited in its capacity, and its duration is limited to merely
several minutes. Auditory memory plays a significant role in the process of learning foreign
languages and in the process of music learning. Thus, certain parallels can be found in these
two learning processes, and these parallels are pointed out in our article.

The article presents the key results of the research whose main objectives were to reveal the
level of the passive auditory language memory in learners attending educational institutions of
the primary and secondary levels, and to map these learners’ attitude to music and foreign
language learning. The research also focused on the issue whether learners already educated
in music are more successful in recognition / identification of foreign languages than learners
not previously trained in music.



The research revealed that a positive attitude to learning foreign languages prevails in the
majority of the respondents. The hypothesis claiming that the 7™ graders’ attitude to learning
foreign languages is more positive than the 4th and 5" graders” attitude was confirmed, even
though the younger group also declared their positive attitude to learning foreign languages.
These findings can be considered to be gratifying. Then the following question arises: What
was this result caused by or what was the major role played by? Numerous factors obviously
enter into the learning processes — intelligence, memory, motivation, interest [28], [29]. This
means that factors from the physical and social and cognitive spheres enter the cognitive
processes. Experience and experiences are an active factor in the cognitive process. They play
an important role in school learning processes — learners create a relationship with their
teachers and with specific school subjects on the basis of their life experiences and emotions
[35], [36], [37], [38]. We can therefore assume that the observed positive attitude towards
learning foreign languages results not only from the awareness of the necessity to actively use
languages for making oneself understood all over the world, but also from a positive attitude
towards the subject, which is influenced by the teacher’s personality, by the implemented
teaching style, by the learner’s motivation and by the learner’s experiences and feelings
gained during language classes and during the course of their school life.

A higher success in the language memory test was confirmed neither in the 7" grade pupils
being compared with the 4™ and 5™ grade pupils, nor in pupils systematically trained in music
being compared with those not being trained in music. As it has been already mentioned, a
number of variables enter the process of auditory perception. These variables were not a
subject of our research. However, they could be researched in a near future. Nevertheless, the
results of our similar research cases [27], [30] suggest that an intensive contact with music
makes learning languages easier, and that it should be used in our educational practice since it
can increase the effectivity of the learning process.

The main implication of our research can be seen for the sphere of the foreign language
methodology, in which the number of practical proposals and ideas on how to work with
music in foreign language teaching has been increasing. In foreign language teaching, music
has the informative function (information about the culture of the target language is
provided). Music can also have the productive function (when learners actively work with
music or musical texts). Another function of music is the receptive one (the learners listen to
and actively work with pieces of music with the foreign language lyrics, and their cognitive
potential is enriched). The main benefit of the reproductive use of music can be seen in the
mutual relationship between musical and linguistic structures (singing together, rhythmic
repetition of individual sections of songs, rhythmic accompaniments, etc.). A great potential
of implementing music into the process of foreign language teaching can be seen in the
process of practicing the correct pronunciation of foreign language. The opportunities
associated with implementation of music into teaching and learning of foreign languages are
almost unlimited.
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USPESNOST CESKYCH ZAKU V JAZYKOVEM PAMETOVEM TESTU

Odborny c¢lanek, ktery vznikl na Pedagogické fakult¢ Univerzity Hradec Kralové, zkouma
auditivni jazykovou pamét’ a postoj k u€eni cizich jazyki u Ceskych zaki zakladnich skol.
S vyuzitim kvazi-experimentu, ktery zahrnoval nahravky 10 riznych jazykl, méla studie za
cil zméftit efektivitu auditivni paméti v rozpoznavani cizich jazykt. Ackoli byl obecné
pozorovan pozitivni postoj kuceni se cizim jazyklim, data nepodpofila hypotézu, Zze
piedchozi hudebni vzdélani zlepsuje schopnosti rozpoznavani cizich jazyki. Zavéry naznacuji
nuancovany vztah mezi hudebnim vzdélanim a ucenim jazykd, coz otevira nové moznosti pro
vzdélavaci strategie ve vyuce cizich jazykd.

ERFOLGSQUOTE DER LEISTUNGEN TSCHECHISCHER SCHULER IM
SPRACHGEDACHTNISTEST

Dieser Artikel, der von der Fakultit fiir Bildungswissenschaften der Universitit Hradec
Kralové stammt, untersucht das auditive Sprachgedédchtnis und die Einstellungen zum
Fremdsprachenlernen bei tschechischen Grund- und Sekundarschiilern. Das Ziel der Studie
war es, die Wirksamkeit des auditiven Gedéchtnisses bei der Spracherkennung zu messen und
die Einstellungen der Schiiler zu beurteilen, indem ein quasi-experimentelles Design mit
Aufzeichnungen von zehn verschiedenen Sprachen verwendet wurde. Wihrend eine
allgemein positive Einstellung gegeniiber dem Erlernen von Fremdsprachen beobachtet
wurde, stiitzten die Daten nicht die Hypothese, dass vorherige Musikausbildung die
Spracherkennungsfihigkeiten verbessert. Die Ergebnisse deuten auf einen differenzierten
Zusammenhang zwischen musikalischer Ausbildung und Sprachenlernen hin und erdffnen
neue Uberlegungen fiir Bildungsstrategien im Fremdsprachenunterricht.

WYNIKI CZESKICH UCZNIOW W TESCIE PAMIECI JEZYKOWEJ

Artykut naukowy opracowany na Wydziale Pedagogicznym Uniwersytetu Hradec Kralové
poswiecony jest badaniu stuchowej pamigci jezykowej czeskich ucznidéw  szkot
podstawowych 1 ich nastawienia do nauki jezykdéw obcych. Wykorzystujac quasi-
eksperyment obejmujacy nagrania 10 roznych jezykow, badanie miato na celu zmierzenie
efektywnosci pamigci stuchowej w rozpoznawaniu jezykoéw obcych. Chociaz ogolnie
zaobserwowano pozytywne nastawienie do nauki jezykow obcych, dane nie potwierdzity
hipotezy, ze wczesniejsza edukacja muzyczna poprawia umiejetnosci rozpoznawania jezykow
obcych. Wnioski wskazuja na zniuansowany zwigzek miedzy wyksztalceniem muzycznym
anauka jezykow obcych, co otwiera nowe mozliwosci dla strategii edukacyjnych
W nauczaniu jezykoéw obcych.
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Résumé

Lors d'un séminaire de formation des enseignants, Catherine David a présenté la notion
d'hétérogénéitée comme une situation trés problématique pour l'enseignant. Elle le pousse a
organiser un cours unique pour des apprenants maitrisant la langue cible a des niveaux
différents. En prenant en considération les besoins spécifiques des apprenants autant que leur
comportements, décrits comme des stratégies ou des style d'apprentissage, la notion
d'hétérogénéite trouve des justifications empiriques pour s'imposer a la didactique comme une
donnée incontournable. Elle s'impose aussi comme une inférence tirée des bouleversements
scientifiques du début du Xxéme siécle. Dans le cadre logique trés particulier de
l'interprétation orthodoxe de 1'école de Copenhague, repris par I'épistémologie de Christian
Puren, la notion d'hétérogénéité devient autant indissociable de celle de complémentarité que
celle de complexite. Pour faire face a ce défi de l'enseignement que représente une classe
hétérogene, Catherine David préconise la mise en place d’une pédagogie différenciée qui sera
présentée comme conclusion de cet article.

Keywords

Epistemology of teaching foreign languages; History of sciences; Heterogeneity;
Differentiated instruction.

Introduction

Le premier juin 2023, la section de frangais du centre de préparation aux langues étrangeres
de la faculté des sciences sociales de 1'Université Charles a Prague, a organisé un séminaire,
dirigé par Madame Catherine David de I'université d’Aix-Marseille, et intitulé : « Pour un
enseignement/apprentissage créatif au sein d'une classe de FLE/S multilingue et multi-
niveaux. » Ce séminaire était destiné aux enseignants de francais langue étrangere (F.L.E.) ou
francais langue seconde (F.L.S.) en milieu universitaire et se donnait comme objectif de
familiariser les participants a la problématique de I'hétérogénéite.

Catherine David a d’abord fait référence a la notion d'hétérogénéité comme une situation tres
problématique pour l'enseignant, le poussant a organiser un cours unique pour des apprenants
maitrisant la langue cible a des niveaux différents. Ces « classes de langues étrangéres
multilingues et multi-niveaux sont des situations didactiques complexes et fréquentes au sein
de certains centres universitaires. » [1] Ces situations sont fréquentes car 1’organisation de
I’enseignement des langues étrangeres en milieu universitaire fait souvent face a des
problémes d’effectifs, entrainant des stratégies d'économies budgétaires. Mais en pointant le
probléme du multilinguisme au sein de la classe, en ne se contentant pas de circonscrire le

© 2023 Author(s). This work is distributed under the Creative Commons Attribution-4.0 license
(https://creativecommons.org/licenses/by-nc-nd/4.0/).
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concept d’héterogeénéité a une problématique « multi-niveaux » des apprenants, Catherine
David renvoie vers une hétérogénéité congue comme l'agrégation, dans un seul groupe, d'un
ensemble d'individus radicalement différents les uns des autres. C’est dans ce sens que va
s’imposer, dans une certaine épistémologie de la didactique des langues, la notion de
complexité comme la cause essentielle expliquant 1’existence nécessaire de I’ hétérogénéite.

Certes, la seconde partie de ce court article pourra constater que la notion d’Aétérogénéité
résulte de 1’observation empirique de la composition des classes. Cette notion trouve non
seulement sa confirmation a chaque fois qu’il faut décrire la variété dans le niveau de maitrise
de la langue étrangere des apprenants, mais elle s’impose tout autant, quand il s’agit d’aborder
la variété des besoins langagiers des apprenants ou des styles et des stratégies
d’apprentissage, qui sont mis en ceuvre lors de I’apprentissage.

Cependant, en présentant d'abord 1’arriere-fond logico-théorique sur lequel se déploie la
notion d’hétérogenéite, il sera possible de montrer qu’une nécessité logique pourrait suffire a
elle seule pour justifier sa prise en compte. La premiére partie de cet article montrera en effet
que, sous l'impulsion des travaux de Christian Puren, une certaine épistémologie de la
didactique des langues <étrangéres accorde une place prépondérante a la notion
d'hétérogéncéite. Elle la relie a celle de complexité, définie par l'interprétation de 1’école de
Copenhague du principe d’incertitude de Werner Heisenberg (1927.) Cet article montrera que
cette notion de complexité peut également se justifier par le nouveau dualisme onde-particule
mis a jour par les travaux d’Albert Einstein (1909) et généralisé par Louis de Broglie (1924).

L’objectif principal du séminaire passionnant mené par Catherine David, était de donner aux
participants, les outils et les moyens de mettre en ceuvre toute la créativité nécessaire pour les
aider a faire face a cette situation problématique de 1’hétérogénéité en classe, « souvent
pergue par les enseignants comme un défi insurmontable. » [1]

1 Le concept logique d’hétérogénéité
1.1 Le réductionnisme classique et son inapplicabilité au vivant

1.1.1  Le réductionnisme de la mécanique classique

Au niveau théorique, il faut sans doute rappeler que la notion d'hétérogénéité n'a pu apparaitre
que tardivement dans l'histoire moderne des sciences. En effet, pour échapper au chaos
empirique du réel et créer un objet simple qui puisse €tre étudié, il a d'abord fallu épurer les
contenus transmis par l'appareil cognitivo-perceptif. Au niveau de l'approximation par lequel
débute I'¢tude du monde macroscopique, les ¢léments composant un ensemble défini, ne sont
identiques qu'une fois passés par le prisme de la réduction. Autrement dit, l'identité des
différents objets est le résultat d'un processus d'identification mettant en jeu une
simplification de leur description a un nombre réduit de parametres.

Cette conception physique est inspirée par l'astronomie et I'observation du mouvements des
objets célestes. Elle a d'abord été inaugurée par les travaux de Galilée, Descartes et Newton,
puis finalement mise en systeme philosophique par Emmanuel Kant. Elle réduit tous les
objets étudiés a leur masse et a leur position dans I'espace. Comme 1'objet est dynamique, sa
position dans l'espace est variable et il convient de la définir comme une force. Ainsi Gilles
Cohen-Tannoudji pourra définir la science classique en mettant l'accent sur « la conception
mécaniste du monde [...] essentiellement dualiste : ses deux concepts fondamentaux sont celui
de point matériel et celui de force.» [2] On appelle cette premiere approximation le
« dualisme classique » car elle met en jeu deux qualités inséparables, nécessaires et
irréductibles l'une a 1'autre, pour décrire son objet d'étude.



1.1.2  Le déterminisme philosophique face a l'irréductibilité du vivant

Emporté par la force de l'habitude et fasciné par les applications techniques de ses
découvertes, l'esprit scientifique finit par confondre ces réductions fonctionnelles, avec
I'immense variété, inhérente a leur description détaillée, des objets individuels. Ainsi, au
début du 19¢éme siecle, Simon Laplace imagina un déterminisme idéal et extrapolé a partir de
la causalit¢ mécanique : « nous devons donc envisager 1’état présent de I’'univers comme
I’effet de son état antérieur, et comme la cause de celui qui va suivre. Une intelligence qui
pour un instant donné connaitrait toutes les forces dont la nature est animée et la situation
respective des étres qui la composent, si d’ailleurs elle €tait assez vaste pour soumettre ses
données a 1’analyse, embrasserait dans la méme formule les mouvements des plus grands
corps de I’Univers et ceux du plus léger atome : rien ne serait incertain pour elle, et I’avenir
comme le passé serait présent a ses yeux. » [3] Le savant mathématicien supposait que tout
dans l'univers pouvait aussi bien é&tre saisi, et prévu mécaniquement, que les objets de
l'astronomie newtonienne.

Mais si 1'¢légante simplicité des mouvements célestes permet a Laplace d’envisager des
prédictions idéalement et parfaitement justes, elle ne fournit pas un instrument trés adapté
pour circonscrire I'exubérance du vivant. Ce constat du foisonnement naturel, fera désespérer
Emmanuel Kant qui prédit qu'il n'y aura jamais de « Newton du brin d’herbe »! [4] En
multipliant les parameétres observables et quantifiables qui le composent, chaque individu
biologique, pris individuellement et décrit dans sa totalité, reste irréductible a tous les autres.
Méme les jumeaux homozygotes ne sont pas absolument identiques.

Ainsi, la notion d'hétérogénéité dérive logiquement de la notion plus générale d'idiosyncrasie.
Les objets macroscopiques individuels sont précisément considérés comme « des €tres ayant
une identité unique » [1]. Ce constat de l'irréductibilité individuelle s'avére particuliérement
incontournable, non seulement dans les domaines de la biologie et de la médecine, mais aussi
dans des domaines afférents comme la psychologie et la pédagogie. Une approche
linguistique mettra également l'accent sur l'aspect individuel de la production langagiere, qui
devient l'expression d'une identité¢ individuelle (le style, l'idiolecte) : « il s'agit de ne plus
considérer 1'expression linguistique comme le reflet, la réalisation d'un systéme de pensée,
mais de voir l'activité¢ de langage comme l'une des composantes de la vie de I'individu qui est
donc sans cesse modifiée. » [5]

Dans I’histoire moderne des sciences, le domaine du vivant, siége des incessantes mutations,
s’est érigé comme le premier obstacle a une réduction a I’identique des objets étudiés.

1.2 Les révolutions scientifiques et le principe d'incertitude de Heisenberg

1.2.1  Le principe d'incertitude de Werner Heisenberg

Dans une conférence tenue en 2017, Christian Puren présente la notion 1'hétérogénéité comme
une composante de la notion plus générale de complexité. 1l se référe a la notion clé au cceur
des analyses développées tout au long de I'cuvre du sociologue Edgar Morin: «la
complexité, ce n'est pas seulement penser l'un et le multiple, c'est aussi penser ensemble
l'incertain et le certain, le logique et le contradictoire, et c'est I'inclusion de l'observateur dans
'observation. »[6]

On reconnait dans la derniere partie de la citation du sociologue francais (« l'inclusion de
l'observateur dans l'observation ») une référence a la problématique soulevée par Werner
Heisenberg et son principe d'incertitude interprété par I’Ecole de Copenhague. Dans le monde
microscopique et quantique tel qu'il apparait a partir de 1900 avec les travaux de Max Planck,
quand on cherche a observer un corpuscule, il faut bien siir I'éclairer. Or le photon du rayon



de lumiére (« le quanta d'énergie lumineuse » [7]), qui vient éclairer le corpuscule, crée une
interaction avec ce dernier. En utilisant le langage commun de l'approximation
macroscopique, on dit que le photon heurte et déplace le corpuscule. En partant de ce constat,
Heisenberg formule en 1927 le principe d'incertitude qui établit qu’« en observant on trouble
toujours un peu ce que 1’on veut observer. » [8] Il s'en suit qu’« une observation ne peut pas,
par suite d’une loi fondamentale de la Nature, nous permettre de déterminer a la fois, avec une
précision parfaite, la position et I’état de mouvement d’un corpuscule. » [8]

Le principe d'incertitude, issu de la nouvelle mécanique, constitue une critique trés puissante
contre le déterminisme laplacien. Cette critique pése d'autant plus dans le débat logique,
qu'elle est issue du propre domaine de la mécanique, dans lequel avait été forgé le concept de
déterminisme. En effet, puisqu'on la change a chaque fois qu'on tente de la mesurer, il devient
impossible de prédire avec certitude la trajectoire que suivra le corpuscule.

1.2.2  La complexité essentielle de I’objet

D'autre part, cette interférence systématique de l'observation de la particule étudiée, se congoit
aussi comme une impossibilité d'isoler 1'un de l'autre les deux parametres de vitesse et de
localisation (les parameétres énergie-temps sont eux aussi corrélés). Si on décide de mesurer la
position exacte de la particule, on perd alors toute information sur sa vitesse. Et inversement,
la détermination exacte de sa vitesse entraine 1'impossibilité totale de sa localisation. La
complexite déduite du principe d'incertitude ne doit pas se comprendre comme une
complexité de la pensée commune. Cette complexité ne s'assimile pas a une accumulation de
parameétres décrivant un objet trées compliqué, qui exigerait énormément de temps et d'effort
pour étre décrit complétement. Cette notion de complexité essentielle désigne cette
impossibilité de mesurer simultanément toutes les grandeurs descriptives de 'objet.

Cette étrangeté de 1'objet quantique pousse I'esprit a abandonner toute tentative de description
concrete. Il devient impossible de recourir a des catégories du langage commun pour se
représenter 1'objet et son évolution. Heisenberg adopte alors le point de vue purement
mathématique des probabilités pour décrire « 1'état » essentiel de la particule : « on voit sur-le-
champ que cet emploi du terme « €tat », particulierement du terme « état coexistant », est si
différent de l'ontologie matérialiste habituelle qu'on peut douter que l'emploi d'une telle
terminologie soit commode. D'autre part, si on considere le terme « état » comme décrivant
quelque potentialité plutdt qu'une réalité - on peut méme remplacer le terme « état' par le
terme « potentialité » - la conception de « potentialités co-existates » est tout a fait
raisonnable, puisqu'une potentialité peut contenir ou recouper d'autres potentialités. » [9]. La
nouvelle ontologie abordée par Heisenberg est née de cette nouvelle science apparue avec la
fusion des mathématiques et de la physique.! Au sein de cette métaphysique non classique,
une meéme réalité porte en elle d'autres réalités physiques potentielles.

Le principe d'incertitude de Werner Heisenberg renvoie aussi a deux aspects distincts du
nouvel objet microscopique. Ces deux aspects permettent de se référer a un « nouveau
dualisme » venant remplacer le « dualisme classique. » En cherchant a localiser précisément
dans l'espace le corpuscule, on le considére comme un objet séparé. Mais si on cherche a
déterminer sa quantit¢ de mouvement, on prend alors en compte son aspect ondulatoire. En
1909, suivant les premieres découvertes de Max Planck, Albert Einstein fut le premier a
recourir a ce nouveau dualisme pour décrire le comportement des photons : « die beiden
Struktureingschaften (Undulationstruktur und Quantenstruktur), welche gemiss der

! La Relativité einsteinienne permet aussi d'aborder la problématique de la complexité essentielle : « D'une
maniere générale, il semble que plus I’objet soit petit, mieux il réalise le complexe d'espace-temps, qui est
l'essence méme du phénomene. » [10]



Planckschen Formel beide Strahlung zukommen sollen, nicht als miteinander unvereinbar
anzusehen sind. »*> [7] En 1924, Louis de Broglie démontra qu'il fallait appliquer cette
nouvelle conception a toutes les particules. Il confirma ainsi la validit¢ d'une nouvelle
mécanique ondulatoire, dans laquelle « on ne congoit plus le point matériel comme une entité
statique n'intéressant qu'une région infime de 1'espace, mais comme le centre d'un phénomene
périodique répandu tout autour de lui. » [10]

Ainsi la complexité essentielle de 1'objet peut se comprendre de plus d'une manicre. Elle est
d'abord apparue avec la nécessité de recourir a deux approximations complémentaires,
ondulatoire et corpusculaire, pour décrire le comportement de I'objet. Les scientifiques se sont
ensuite apercus, que la réalité actualisée de 1'objet, n'excluait pas du champ de I'existence
certaines potentialités mathématiques. Ainsi le céleébre chat de Schrédinger est a la fois mort
et vivant tant que l'observateur n'a pas ouvert la boite pour vérifier 1'état du chat. Enfin, le
principe de Heisenberg démontre que des parameétres descriptifs de 1'objet ne peuvent étre
déterminés séparément, la détermination précise de I'un entrainant I'ignorance totale de 'autre.

C'est dans le but de résoudre ces contradictions apparentes, que Niels Bohr proposa le concept
de complémentarite.

1.2.3  La complémentarité de Niels Bohr

La premicre partie de la citation d'Edgar Morin mise en exergue par Christian Puren (« penser
I'un et le multiple ») se référe donc aux événements physiques, qui laissent observer des
aspects distincts, et habituellement incompatibles, de la méme réalité. Pour expliquer les
divers phénomenes, interpretes par la logique classique comme des anomalies, Niels Bohr a
proposé de recourir a la notion de complémentarité.

Puisque le comportement d'une particule peut parfois se décrire en utilisant un formalisme
corpusculaire, et parfois étre décrit a l'aide d'un formalisme ondulatoire, Niels Bohr imagina
une stratégie discursive pour rendre compte de ces deux formes alternatives de description des
événements physiques : « ce qui pousse a utiliser la complémentarité, c'est de ne pas arriver a
rendre compte de la totalité phénoménale de la réalité étudiée a 1'aide d'une seule théorie, mais
qu'il faille recourir a deux points de vue incompatibles I'un avec l'autre. » [11]

Cette nouvelle approche s'avere tout a fait intolérable pour les habitudes de pensée basses sur
la logique du principe de non contradiction. Cette notion de complémentarité permet d'
« exprimer une approche radicalement nouvelle de la réalité¢ physique au moyen d'un langage
construit en ordonnant ensemble des €léments appartenant a la tradition scientifique mais
auparavant séparés car contradictoire. » [11]

Le nouveau dualisme quantique, autant que le principe d'incertitude, considéré comme « la
réunion de la réalité, de 'instrument d'observation et de leur interprétation » [11], pourraient
avoir une vertu épistémologique. Interprétés dans le cadre de la théorie de la complémentarité,
ils permettent a I'école de Copenhague de construire un ensemble théorique, que Niels Bohr
suppose applicable a d'autres domaines que son domaine d'origine. Cette nouvelle approche
théorique devrait se montrer susceptible de donner une orientation a la recherche :
« finalement, la notion de complémentarité [...] réussit & montrer comment une recherche doit
étre guidée. » [11]

2 Les deux propriétés structurelles (structure ondulatoire et structure quantique) qui, selon la formule de Planck,
sont supposées étre dues aux deux rayonnements, ne doivent pas étre considérées comme incompatibles entre
elles.



1.3 L'interprétation orthodoxe et 1'épistémologie des langues étrangéres

1.3.1 La complémentarité

Reprenant la voie inaugurée par 1'école de Copenhague pour interpréter la profonde étrangeté
des événements physiques se déroulant au niveau quantique, Christian Puren élabore une
épistémologie de la didactique des langues étrangeres, ou la complémentarité s'érige en notion
cardinale.

Dans son essai sur 1'éclectisme, il écrit : « L autre cas de reconnaissance de I’incertitude qui a
marqué I’histoire récente des sciences exactes a été la théorie dite “de la complémentarité” de
Niels Bohr, par laquelle il propose de mettre fin a la discussion concernant la nature
ondulatoire ou corpusculaire de la particule, et de concevoir, contre le principe de non-
contradiction de la logique classique, qu’elle est tantot une onde, tantot un corpuscule. Tirant
les conséquences épistémologiques de sa théorie, ce physicien distinguait deux types de
vérité, la vérité triviale, dont le contraire est évidemment absurde, et la vérité profonde, qui se
reconnait & ce que son contraire est aussi une vérité profonde. » [12]

En suivant ce principe de mise en corrélation de deux « vérités contraires », Christian Puren
pourra décrire les différentes stratégies d'enseignement mises en ceuvre par la méthodologie
adoptée par le manuel et le professeur lors des activités en classe. En dressant un tableau
récapitulatif, Christian Puren regroupe ces différentes stratégies didactiques de l'enseignant en
« couples de méthodes opposées. » [6] On trouvera ainsi les paires inductive-déductive,
analytique-synthétique, directe-indirecte... Christian Puren expose en tout neuf couples de ces
méthodes de travail. Il croit déceler dans ces corrélations une nécessité logique : « ce n'est pas
par hasard si le seul mode possible de classement de toutes ces méthodes, c'est par paires
opposées : pour gérer la complexité des relations entre les processus d'enseignement et
d'apprentissage, il est indispensable en effet de disposer de maniéres de faire contraires, parce
qu'elles pourront étre de ce fait complémentaires »* [6]

Christian Puren cherche aussi a démontrer davantage la fécondit¢é de la notion de
complémentarité dans la description des stratégies d'enseignement dans l'histoire de la
discipline. En abordant l'usage des innovations technologiques dans les cours de langues,
Christian Puren utilise la notion de complémentarité comme une catégorie permettant de
classifier et décrire 1'usage des innovations technologiques quand celles-ci « sont mobilisées
séparément et occasionnellement par les enseignants. » [18]

Dans I’épistémologie proposée par Cristian Puren, la complémentarité devient un principe
d'organisation des phénoménes du processus d'enseignement. Elle offre une possibilité

3 La confiance immodérée dans les capacités explicatives de cette obscure notion de complémentarité peut
surprendre. Supposer un « seul mode possible de classement », laisse imaginer un principe immanent imposer
par 1'é¢tude empirique, et reléve d’une conception de 1’unicité ontologique bien éloignée de la nouvelle
ontologie inférée de 1’observation des « potentialités coexistites » décrite par Heisenberg. C'est la tradition
rationaliste, inaugurée par E. Kant : « nous ne connaissons a priori des choses que ce que nous y mettons nous-
mémes » [13], qui a prévalu dans les travaux philosophiques de Planck, Einstein, Schrédinger et toutes les
critiques envers l'interprétation orthodoxe de Niels Bohr, surnommé « le Rembrandt de la physique » par Louis
de Broglie [14]. « Dans un livre court et percutant, le philosophe Frangois Dagognet [15] s’emploie a
démontrer minutieusement la subjectivité de nos catégories d’appréhension du monde. En citant Dubuffet [16],
il rappelle également que d’un trait poétique, « I’hirondelle poignarde le ciel ». Dans ce cas « hirondelle » est
un ¢élément de la catégorie des objets pointus et perforant. « Le role de 1’artiste et du pocte est de brouiller les
catégories communes » qui associent par habitude « hirondelle » a « cigogne ». Bref, la catégorie (linguistique
ou pas) loin d’étre une objectivité passive et résiduelle, porte dynamiquement le sceau d’une catégorisation, le
fruit de I’imagination du sujet en action. » [17].



systématique de créer des catégories dont on attend, que chacune d'entre elle, posséde une
catégorie complémentaire.

1.3.2  La complexité

Du point de vue de 1'organisation discursive et logique, la notion de complémentarité permet
aussi d'introduire, dans un premier temps, la notion de complexité. La notion d'hétérogénéité
en découlera dans un deuxiéme temps.

Cette notion de méthodes complémentaires, méne Christian Puren a développer la notion
générale d'éclectisme dans 1'enseignement, ancrant ainsi la notion d'hétérogénéité au sein des
méthodologies encadrant les pratiques de l'enseignant : « on voit que la forte augmentation de
complexité au niveau de la problématique de 1’enseignement des langues s’est traduite
aussitot, au niveau de I’¢laboration méthodologique, par I’apparition de la pluralité, de
I’hétérogénéité, de la juxtaposition, de I’'imprécision et de I’incertitude, caractéristiques qui,
au niveau de la conception des matériels et des pratiques de classe, ne peuvent que produire
mécaniquement des effets d’éclectisme » [12]

Sans pour autant reprendre a leur compte 1'ensemble des aspects de l'interprétation de Niels
Bohr, d'autres auteurs partagent l'analyse, développée par Christian Puren, sur l'importance
fondamentale d'une phénoménologie de l'irréductibilité individuelle en classe. Castellotti et
Moore plaident aussi pour la nécessité¢ « d'imaginer et de réinventer une didactique de la
diversité et de I'hétérogénéité, du mouvement et du composite, du paradoxe et de la
différence. » [19]

Ainsi, en didactique des langues, la notion d'hétérogénéité, apparait aussi comme une
conclusion déduite d’un cadre théorique. Elle s'impose comme une nécessité logique
découlant de I'extension de concepts issus dune interprétation trés spécifique des
bouleversements scientifiques et logiques du début du XXeéme siécle. Une fois constituée en
catégorie autonomisée, elle permet d'informer les observations empiriques. Ainsi,
I'hétérogeénéité finit par s'imposer comme un ¢lément incontournable pour décrire les
comportements des apprenants en classe.

La plus grande partie du séminaire de Catherine David a justement présenté, aux participants
du séminaire, une hétérogénéité centrée sur l'apprentissage.

2 Le concept d'hétérogénéité

2.1 Constat général d'hétérogenéité

En observant en classe les comportements révélateurs des compétences des apprenants, on
s'apercoit que l'hétérogénéité ne reléve pas uniquement de considérations théoriques et
logiques, mais qu'elle est avant tout une réalité empirique. A elle seule, elle justifie une prise
en compte de la complexité de la situation en classe, puisqu'on ne peut réduire les
performances des apprenants a un modele unique.

Au début des années 1980, René Richterich décrivait une impossibilité technique d’atteindre
I’idéal laplacien : « Enseigner et apprendre quelque chose sont des processus qui dépendent
de tant de facteurs, dont certains incontrdlables, qu'il est illusoire de prétendre en prévoir tous
les mécanismes. » [19] Se situant au niveau de la perception, René Richterich décrit une
complexité, non pas du point de vue logique, mais congue comme une nécessité factuelle,
découlant de la multitude de « facteurs, dont certains incontrolables. » A partir d'un constat
empirique, René Richterich rejoint les conclusions du principe d'incertitude de Werner

Heisenberg qui anéantissait toute prétention a une prédiction absolue de I'évolution des
é¢vénements. La didactique des langues partage alors avec la mécanique quantique



I'impossibilité d'atteindre un déterminisme absolu. Cette impossibilité résulte non seulement
d'insuffisances théoriques ou pratiques de la science didactique ne pouvant controler
techniquement 1’ensemble des parameétres, elle est aussi l'affirmation positive de la
conséquence logique d'une hétérogenéiteé par principe.

Mais l'hétérogénéite, qui s'impose comme un principe général pour décrire les apprenants, ne
s'observe pas seulement au niveau de leur connaissance et de leur maitrise différentes de la
langue cible, méme si cette derniére reste la plus intuitive et la plus simple a saisir pour la
pensée commune. Pour montrer que cette notion est treés efficace pour décrire I'ensemble des
comportements d'apprentissage, Catherine David rappelle que Huver et Belondo [21] ont
identifié trois grandes catégories décrivant I'hétérogenéite :

e sociale (entre autres, les cultures d'apprentissage liées au modele éducatif suivi),

e cognitive (la maniére d'apprendre de chacun, le profil d'apprentissage, les représentations
mentales),

o linguistique (le capital linguistique et les nationalités). [22]

L'hétérogeénéité apparait inévitablement quand I'observateur cherche a brosser le portrait des
apprenants en décrivant les pratiques ou les « expériences langagiéres » [23] qu’on peut
définir comme « les manifestations résultantes dans les activités de langage de l'interaction
des différents facteurs linguistiques, psychologiques, sociologiques, culturels, éducatifs,
affectifs... qui sont constitutifs des caractéristiques individuelles et de groupe. » [5]

Ainsi, la variabilité des profils des apprenants s'observe quelque soit le paramétre descriptif
choisi. Plus encore, le nombre de ces parametres parait illimité. On ne voit aucune nécessité
rationnelle qui viendrait logiquement imposer une limite. Le didacticien pourra donc a loisir
les accumuler.

S'il est toujours possible d'imaginer des objectifs a atteindre partagés par l'ensemble des
apprenants, la tdche semble bien insurmontable quand on cherche a réduire ces mémes
apprenants a un hypothétique profil unique et idéal. La didactique des langues partage donc
un nouveau point commun avec la mécanique quantique. La facilité descriptive offerte par le
réductionnisme semble exclu dans tous les cas.

2.2 Hétérogeénéité des besoins langagiers

D'autre part, Catherine David explique également que la classe hétérogene se compose
d'apprenants dont les différences peuvent concerner 1'dge, le sexe, le parcours scolaire, le
talent, les dimensions sociales, socio-économique... Ces différences dans les contextes et les
histoires de vie, menant a des constructions individuelles variées, permettent d'accentuer une
variété parmi les besoins langagiers des apprenants.

A une époque de grandes migrations, un exemple remarquable d'hétérogénéité s'observera
certainement dans une classe de migrants issus d'horizons radicalement différents. Dans ce
cadre, « la question de I’identification des besoins langagiers des adultes migrants tend a
refaire surface dans le champ des formations linguistiques. » [24] Dans le cadre d'une
approche actionnelle de I'enseignement des langues, qui construit les unités didactiques autour
de la notion d'actes de langage [25], les besoins langagiers « sont définis aujourd’hui par
«les situations de communication (orale et écrite) que les migrants adultes concernés
souhaitent devenir capables de gérer ou que 1’on veut qu’ils soient capables de gérer. » [24]

Une des premiéres définitions du besoin langagier avait déja été donnée par René Richterich
des le siécle dernier : « le besoin est 1i¢ a 1’idée de nécessité. Peu importe que celle-ci soit
relative et variable selon les individus et leurs relations avec leur environnement, le besoin,



quel qu’il soit, fait toujours penser a ce qui est primordial a la vie de I’€tre humain, comme
par exemple, la nourriture, I’oxygéne, la sexualité. » [20]

Cette définition semble d'abord impliquer une variabilité irréductible des besoins langagiers
spécifiques a chaque apprenant. Et par la suite, elle renforce 1'idée de 1'impossibilité d'un
quelconque réductionnisme se heurtant a 1’incontournable hétérogénéité des profils des
apprenants. Cependant, il n'est certainement pas anodin de remarquer que la création de ce
concept, décrite par René Richterich, tend a montrer que l'esprit scientifique procede
effectivement par réduction. Quelque soit la diversité des apprenants, ils ont tous en commun
la capacit¢ d'étre réduit a leurs besoins. Une fois toutes les variables non pertinentes
abandonnées, il reste un caractére commun partagé par tous les individus de I'ensemble
¢tudié. Ce caractére commun, voire universel, constitue la base empirique sur laquelle se
construit un concept ou une catégorie.*

En adoptant le point de vue de l'enseignant et des programmes d'éducation, ces besoins
langagiers de l'apprenant apparaissent aussi comme les objectifs pédagogiques assimilés aux
actes de paroles [25]. René Richterich met I'accent sur I'importance de I'évaluation
quantifiable des objectifs dans l'histoire de la didactique des langues étrangeres : « cette
volonté de mieux gérer 'action éducative en définissant rigoureusement toutes ses démarches
est I'une des caractéristiques de la pédagogie de cette seconde moitié du vingtieéme siecle. »
[20]

La encore, il semble que la notion d'Ahétérogenéité finisse par s'imposer. En citant les travaux
d'Abou Fofana [26], Catherine David remarque qu'on peut des lors distinguer « 1'hétérogénéité
dans les programmes, au niveau des €léves et au niveau de la situation didactique. »[1] Le
travail de I’enseignement se transforme en défi: comment satisfaire simultanément
I’ensemble des besoins langagiers des apprenants ?

23 Hétérogeénéité des stratégies et des styles d'apprentissage

On peut aussi déceler 1'hétérogénéité en observant les variations dans les stratégies et les
styles individuels d'apprentissage. Dans ce domaine, on peut encore constater que « tout est
sujet a appropriation différenciée parce que tout mobilise la totalité de l'individu. » [5]

Ces stratégies individuelles d'apprentissage sont d'abord apparues implicitement dans les
mouvements d’éducation nationale s’opposant a I’hégémonie de 1’empire unilingue. Délaisser
les obscurités latines, et recourir a sa propre langue maternelle pour découvrir le monde, est
trés tot apparu comme un principe s’érigeant en pilier dans la pensée didactique du tcheque
Coménius (Divadlo veskerenstva véci (Théatre de l'universalité des choses), 1616.) Dans un
scope philosophique différent, cette stratégie du recours a la langue maternelle, pour la
construction et la diffusion des savoirs, était partagée par Descartes (Le discours de la
méthode, 1637) ou Galilée (Dialogo sopra i due massimi sistemi del mondo (Le dialogue sur
les deux grands systémes du monde), 1632.)

A une époque plus proche, la multitudes de ces stratégies d’apprentissage fut répertoriée et
décrite en détail par Rebecca Oxford. Elle les a définies comme « des actions spécifiques
prises par l'apprenant afin de rendre I'apprentissage plus facile, plus rapide, plus agréable,
mieux dirigé, plus efficace, et mieux transposable a d'autres situations. »° [27]

4 En prenant comme exemple la classique grille de Quintilien, j'ai essayé de montrer que les méthodes actives de
lecture sont aussi le résultat d'une réduction des textes a des catégories essentielles [17]

> Specific actions taken by the learner to make learning easier, faster, more enjoyable, more self-directed, more
effective, and more transferrable to new situations.



O'Malley et Chamot proposérent de classer ces stratégies dans une typologie comportant trois
grandes catégories :

a. métacognitives, engageant une réflexion sur le processus d'apprentissage, sa planification,
surveillance et son auto-évaluation,;

b. cognitives, qui consistent en la manipulation mentale ou la transformation des matériaux
ou des taches, dans le but d'améliorer la compréhension, l'acquisition ou la rétention des
contenus de l'apprentissage;

c. affectives et sociales, comme recours aux interactions sociales pour aider a
I'apprentissage, ainsi que le controle mental sur l'affect personnel qui interférait avec
'apprentissage. [28]

Parmentier et Romainville précisent que « les stratégies sont des activités dans lesquelles
I’apprenant s’engage de manicre consciente. Elles sont au minimum accessibles a la
conscience, explicitables. Elles peuvent étre [’objet de verbalisations. » [29] L'aspect
« conscient » de la stratégie et la capacité de I'apprenant a les « verbaliser » sont primordiales
dans un processus qui lui permettra d'accéder au niveau métacognitif. C'est ainsi qu'il
construira une réflexion sur ses propres stratégies d'apprentissage et sera capables de les
améliorer.

Cette capacité de prendre conscience de la stratégie d'apprentissage méne immédiatement
I'apprenant a se pencher sur la finalité de la stratégie choisie. Parmentier et Romainville
mettent en avant qu'« elles sont par définition orientées vers un but. Les stratégies ne sont pas
accidentelles : 1’étudiant les met en ceuvre pour atteindre un but, un objectif défini en termes
de processus, de résultat ou de performance. » [29]

Rétrospectivement, 1'objectif défini permettra a I'apprenant d'envisager les étapes nécessaires
a sa réalisation : « une stratégie est plus une séquence d’actions qu’un événement isolé. La
notion de stratégie suppose que I’apprenant mette en ceuvre une suite ordonnée d’actions. »

[29]

La description détaillées des stratégies d'apprentissage, ainsi que leur mise en ceuvre par
l'apprenant, permet encore de saisir 1'étendue du phénomene, et a quel point il est soumis aux
variations individuelles. Dans ce cas précis, l'hétérogénéité nait de I'augmentation
exponentielle des possibilités offertes a I'apprenant de combiner différemment les objectifs,
les stratégies, et leurs étapes, pour les atteindre.

Non seulement, on constate que le nombre ¢€levé des parametres décrivant le processus
d'enseignement et d'apprentissage ne semble pas connaitre de limite, mais on peut encore
simplement le multiplier par deux. En effet, Christian Puren remarque que l'hétérogénéité
peut étre

e de degré : les apprenants sont plus ou moins motivés, ou
e de nature: les apprenants adoptent des comportements différents [6]. Ces derniers
comportements différents lors de I'apprentissage se laissent assimiler a des styles
d'apprentissage.
Méme s'il existe différentes manicres possibles de catégoriser les styles d'apprentissage,
Chevrier et alii rappellent que le travail de David Kolb a mis en lumiére des facteurs, les
expériences passées et les variations de I’environnement, orientant les individus vers des
styles d’apprentissage différents [30]. David Kolb précise que le cycle d’apprentissage
comporte quatre phases : I’expérience concréte, 1’observation réfléchie, la conceptualisation
abstraite et I’expérimentation active [30]. Chacune de ces phases implique que l'apprenant
adopte un certain mode de mise en ceuvre, qu'il juge adapté a la situation, et qui lui est propre
en intensité, ou en combinaison avec d'autres techniques. Un style d'apprentissage individuel



est donc la fagon dont I'apprenant privilégie certains modes d'expérience au détriment des
autres.

Ces définitions montrent a quel point les stratégies d'apprentissage, comme les styles
d'apprentissage, sont des comportements, conscients, relevant de la volition des individus,
soumis a de nombreuses variations et dépendants autant des objectifs, que des habitudes
cognitives de I'apprenant®. Encore une fois, de leur choix initial au mode de la mise en place
des procédures d'apprentissage, tout renvoie a l'irréductible idiosyncrasie de 1'apprenant.

Conclusion

Catherine David préconise la mise en place d'une pédagogie différenciée pour résoudre les
problémes posés par 1'hétérogenéiteé en classe.

Méme si la notion de pédagogie différenciée ne peut se réduire ou se se confondre avec celle
de pédagogie ouverte, elle ne reste pas moins I'héritiere de 1'idée d'une éducation pour tous
déja élaborée au XVIIéme siecle par Coménius.

Dans l'introduction de sa Grande didactique - Didactica Magna (1638), le grand pédagogue a
présenté un «trait¢ de 1’art universel d’enseigner tout a tous, ou le moyen sir et
soigneusement établi d’instituer dans toutes les communes, dans toutes les villes et dans tous
les villages de n’importe quel pays chrétien, des écoles telles que toute la jeunesse des deux
sexes, sans excepter personne nulle part, puisse €tre formée aux belles lettres et aux
sciences. »

Etienne Krotky rappelle que le « développement simultané [de tous les enfants, doués et
déficients] constitue 1'objet de 1'éducation. » [32] Pour préparer 'enseignant dans sa gestion
des différences individuelles, Comenius a « esquissé une véritable théorie des caractéres. »
[32]

Dans tous les cas, dans une optique contemporaine, 1'objectif de 1'enseignant est de trouver
pour chaque compétence de l'apprenant sa zone proximale de développement [33]. Pour
atteindre cet objectif, la premicre étape de la démarche de I'enseignant, face a une classé
hétérogene, consiste en 1'évaluation du niveau du groupe et des étudiants [18].

La différence de niveau peut résider entre les apprenants : dans un méme groupe, on trouve
réunis des apprenants de différents niveaux Al, A2... Cette évaluation reléve du niveau inter-
individuel.

Il est nécessaire de compléter cette premicre étape de l'analyse par une évaluation intra-
individuelle. En effet, un méme apprenant peut démontrer des niveaux différents entre dans
différentes compétences.

Cette évaluation des niveaux par compétences doit permettre 1'élaboration de contenus
différenciés, mais surtout de processus différenciés (des maniéres de travailler et d'acces au
sens différents), des structures des exercices, et le temps qui leur est consacré, des contextes
de production également différenciés et adaptés.

Les approches différenciées ne sont pas condamnées a se limiter a des approches
personnelles. Elles peuvent s'appliquer directement a un travail en groupe. La production d'un
document, ou la réalisation d'un projet commun, permet a chaque apprenant de réaliser une
tache adaptée a son niveau. Cette tdche individuelle viendra cependant compléter un travail
collectif.

¢ Dans une recherche de 2010, j'ai pu montrer que les stratégies mises en ceuvre par les apprenants varient
également entre générations. [31]



Ainsi, qu'elle soit issue de déductions purement logiques, ou qu'elle soit imposées par des
constatations empiriques, le probléme de 1'hétérogénéité peut trouver sa solution. Elle
implique la mise en place d'une pédagogie différenciée qui permettra, a chaque apprenant
d'emprunter des voies différentes pour réussir son apprentissage.
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BASIC LOGICAL AND EMPIRICAL PRINCIPLES OF THE CONCEPT OF HETEROGENEITY

Catherine David introduced the concept of heterogeneity during a seminar for teachers. This
problematic situation forces teachers to organize a unified course for students mastering the
target language at different levels. Taking into account the specific needs of students and their
behavior, referred to as learning strategy or style, the concept of heterogeneity finds empirical
justifications, which consider it an inevitable element of didactics. The conclusions of this
concept are derived from scientific changes at the beginning of the 21% century. In the very
specific interpretative logic of the Copenhagen orthodox school, adopted by Christian Puren’s
epistemology, the concept of heterogeneity becomes inextricably linked with the concepts of
complementarity and complexity. Catherine David proposes to take up this challenge of
teaching a heterogeneous class by introducing a differentiated pedagogy, which is presented
in the final part of the article.

Z AKLADNI LOGICKE A EMPIRICKE PRINCIPY KONCEPCE HETEROGENITY

Catherine David bchem seminafe pro ucitele predstavila koncept heterogenity. Tato
problematicka situace nuti ucitele uspotradat jednotny kurz pro studenty ovladajici cilovy
jazyk na riznych tGrovnich. S pfihlédnutim ke specifickym potiebam Zaki a jejich chovani,
oznaCovanému jako ucebni strategie ¢i styl, nachdzi koncept heterogenity empiricka
opodstatnéni, kterd jej povazuji za nevyhnutelny prvek didaktiky. Zavéry tohoto konceptu
jsou vyvozené z védeckych zmén na pocatku 21. stoleti. Ve velmi specifické interpretacni
logice kodanské ortodoxni Skoly, pfijaté epistemologii Christiana Purena, se pojem
heterogenity stava neodd¢litelné spojen s pojmy komplementarity a komplexnosti. Catherine
David navrhuje pfijmout tuto vyzvu vyuky heterogenni tfidy zavedenim diferencované
pedagogiky, ktera je prezentovana v zavérecné casti ¢lanku.

DIE LOGISCHEN UND EMPIRISCHEN GRUNDLAGEN DES BEGRIFFS HETEROGENITAT

Wihrend eines Lehrerfortbildungsseminars stellte Catherine David den Begriff der
Heterogenitét als eine dullerst problematische Situation flir den Lehrer vor. Dies zwingt ihn
dazu, einen einzigen Kurs fiir Lernende zu organisieren, die die Zielsprache auf
unterschiedlichen Niveaus beherrschen. Indem sie die spezifischen Bediirfnisse der
Lernenden genauso beriicksichtigt wie ihr Verhalten, das als Strategien oder Lernstile
beschrieben wird, findet die Vorstellung der Heterogenitidt empirische Rechtfertigungen, um
in der Didaktik als unverzichtbare Gegebenheit betrachtet zu werden. Sie wird auch als
Schlussfolgerung aus den wissenschaftlichen Umwélzungen zu Beginn des 21. Jahrhunderts
gezogen. Im sehr spezifischen Rahmen der orthodoxen Interpretation der Kopenhagener
Schule, iibernommen von der Epistemologie von Christian Puren, wird der Begriff der
Heterogenitéit genauso untrennbar von den Begriffen der Komplementaritit und der
Komplexitdt. Um dieser Herausforderung des Unterrichts in einer heterogenen Klasse zu
begegnen, empfiehlt Catherine David die Implementierung einer differenzierten Pddagogik,
die als Fazit dieses Artikels prasentiert wird.

PODSTAWY LOGICZNE I EMPIRY CZNE POJECIA HETEROGENICZNOSCI

Podczas seminarium dla nauczycieli Catherine David przedstawita koncepcje
heterogeniczno$ci. Ta problematyczna sytuacja zmusza nauczyciela do zorganizowania
jednolitego kursu dla studentdow znajacych jezyk docelowy na roéznych poziomach.
Uwzgledniajac specyficzne potrzeby ucznidow oraz ich zachowanie, okreslane jako strategia
lub styl nauczania, koncepcja heterogenicznosci znajduje empiryczne uzasadnienie, ktore



uznaje ja za nieunikniony element dydaktyki. Wnioski z tej koncepcji wynikajg ze zmian
naukowych, jakie zaszly na poczatku XXI wieku. W bardzo specyficznej logice
interpretacyjnej ortodoksyjnej szkoty w Kopenhadze, przyjetej przez epistemologi¢ Christiana
Purena, pojecie heterogenicznosci staje si¢ nierozlacznie zwigzane z pojeciami
komplementarnosci i kompleksowosci. Catherine David proponuje przyjecie tego wyzwania
nauczania klasy heterogenicznej poprzez wdrozenie pedagogiki zréznicowanej, ktora zostata
zaprezentowana w koncowej czesci artykutu.
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Abstrakt

Autorcina disertacni prace zkouma soucasny rusky a Cesky védecky styl v ptirodnich védach.
Vyzkumnym cilem je detailni popis gramatickych vyrazovych prostiedkii funkéné-
sémantickych kategorii (objektivity, abstraktnosti a obecnosti, logiky a pfesnosti, sevienosti).
Zdrojem dokladového materidlu jsou texty zoblasti pfirodnich véd, odborné stati
a monografie z oboru geologie a paleontologie. Metody disertacniho vyzkumu jsou kombinaci
popisné a komparativni metody, jsou doplnény o statistickou metodu. Provedend analyza
ukazuje, ze funkéné-sémantické kategorie vykazuji v textech obou jazykii vysokou miru
uplatnéni. Vyraznéjs$i kvantitativni a kvalitativni rozdily se tykaji objektivity, neosobnosti
a sevienosti vétné stavby.

Keywords

Style of exact science; Functional-semantic category; Abstract language; Logical syntax;
Syntactic compression.

Uvod

Autorka je studentkou doktorského programu Jazykovédnd a literd&rnévédna srovnavaci
slavistika na Filozofické fakulté Ostravské univerzity. Motivaci pro vybér tématu disertacni
prace byla ta skuteCnost, Ze samotny vznik odborného stylu, jakoz 1 jeho nésledna
rozriznénost (napf. na styl védecky) souvisi s rozvojem pfirodnich véd, a jsou tedy aktudlnim
objektem vyzkumu. Vybér materidlu pro stylisticky a gramaticky vyzkum je spojen se
zajmem o geologii a paleontologii. Propojeni stylistiky a pfirodnich v&€d se snoubi rovnéz
v autoréing praci odborné asistentky v Institutu jazyktt VSB-TU v Ostraveé.

1 Cil vyzkumu, predmét zkoumani

Pfedmétem badatelského vyzkumu je védecky styl v oblasti ptirodnich véd. Disertacni prace
si kladla za cil prozkoumat gramatické vyrazové prostiedky, kterymi se vyjadiuji funkéng-
sémantické kategorie védeckého stylu v soucasné rusStiné a cestin€, a timto zplisobem
soucCasny védecky styl charakterizovat. Termin funkéné-sémantickd kategorie patii k ruské
jazykovédné tradici. Stejné¢ tak se k ruské jazykovédé vazi terminy funkcéni gramatika
a gramatické vyrazové prostiedky.

Odborny styl je mozné ptedstavit slovy ruské lingvistky Margarity N. Kozinové jako funkcni
styl, ktery reprezentuje odbornou sféru komunikace a fecové Cinnosti, které jsou spojeny
s realizaci védy jako formy spoleCenského poznéni; odrazi teoretické mysleni, které vystupuje
v pojmové a logické formé [1]. Zminénou védu lze pak charakterizovat jako sféru lidského
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poznani a ¢innosti, v ramci které do popiedi vystupuje faktor nadindividudlni a typicky. Petr
Kaderka nedefinuje védecky styl nebo védecké texty, ale védeckou komunikaci. Na prvnim
misté¢ vidi kvalitu védeckych komunikati (ne kvantitu), zdiraziuje vysokou odbornost
a propracované komunikacni postupy. Veédeckd komunikace je podle autora interni
komunikace a jejim poslanim je seznamovat Cleny védecké obce s nejnovejSimi poznatky
v daném oboru [2]. Kontrola dodrzovani védeckych postupl je zajiSténa formalizovanymi
mechanismy hodnoceni, napi. recenznim fizenim. Jako zakladni P. Kaderka v této souvislosti
vidi psanost a vicejazyCnost. Zduvodnuje to pfitomnosti citaci v cizich jazycich,
cizojazy¢ného shrnuti, titulu, klicovych slov atd. Védecky styl je tedy soucast odborného stylu
a je zastoupen konkrétnimi zanry, jako jsou védecky c¢lanek, monografie a vysokoskolsky
ucebni text.

2 Material

Mezi prameny dokladového materidlu se fadi veédecké cElanky, odborné monografie
a vysokoskolské ucebni texty (ucebni monografie). Celkové je jazykovy materidl Cerpan
z devadesati stati v rustiné a devadesati v ceStin¢, z deseti monografii ruskych a deseti
ceskych (z kazdé monografie je pouzito Ctyficet pét stran textu).

Zdroji védeckych textl v rusting jsou védecké Clanky z Casopist a sbornikil, které vydava
Akademie véd Ruské federace a jeji oddéleni, a odborné monografie z konferenci, které tato
instituce pofadd. Déle jsou to vysokoSkolské ucebni texty, které se v rustiné oznacuji také
jako ucebni monografie.

Védecké texty v ceStiné predstavuji vybrané védecké cClanky z cCasopisi Zpravy
o geologickych vyzkumech, Geologické vyzkumy na Moravé a ve Slezsku, Acta Musei
Moraviae. Tato periodika jsou vydavana odbornymi institucemi, jako jsou Ceska geologicka
sluzba, Ustav geologickych véd Ptirodovédecké fakulty Masarykovy Univerzity v Brng,
Moravské zemské muzeum v Brn€. Monografie vznikaji jako vystup z konferenci, které
potadd Akademie véd CR. Vysokoskolské ucebni texty (skripta, privodce) vydavaji
univerzitni pracovistg, napt. Pfirodovédecka fakulta Univerzity Palackého v Olomouci, VSB-
TU Ostrava, Academia atd.

3 Metody

Ve fazi sbéru dat byly vyhledavany vybrané gramatické jevy z védeckych textl. Jak jiz bylo
naznaceno, celkem se jedna o sto védeckych textl ruskych a sto védeckych textl ¢eskych, a to
v poméru 50 % stati a 50 % monografii (odbornych a uc¢ebnich). Na zakladé zadanych kritérii
byla provedena excerpce dat obsahujicich pozadované jevy, které jsou pfiznacné pro védecké
vyjadfovani. Byly pouzity nasledujici metody.

3.1 Popisna metoda

Tato metoda spociva v deskripci a klasifikaci, ma popisny a vysvétlujici charakter. Podle
Vasilije P. Moskvina [3] jsou jejim zdkladem dva analytické pfistupy, a to pozorovani
a porovnani. Etapy tohoto procesu zahrnuji formulovani problému, hledani faktii a tvoieni
vybéru, pozorovani a porovnani vyznamnych vlastnosti a vztahll. Na zavér pfichazi
interpretace a formulovani vystupti a jejich ovéfovani.

Touto metodou jsou popsany zplsoby, kterymi je mozné vyjadfit urcité znaky védeckého
stylu (funk¢né-sémantické kategorie), tj. vybrané vyrazové gramatické prostredky a jejich
funkci. Pfi tomto popisu se postupuje smérem od gramatickych prostfedkii k funkéné-
sémantickym kategoriim. Gramatické prostfedky mohou byt polyfunkéni, proto byly uvadény
ptiklady z ruskych a ¢eskych pramenti v kontextu.



3.2 Srovnavaci metoda

Zakladem komparativni metody je podle nazoru V. P. Moskvina [3] porovnani objektd podle
urCitého parametru. I pii této metod¢ se pouzivaji dva pristupy: pozorovani a porovnani.
V této disertacni praci jde nejen o vymezeni védeckého stylu na pozadi stylti ostatnich, ale
také o mezijazykové srovnani rustiny a CeStiny. Analyza dat z dokladového materialu je
zpracovana formou komparacnich tabulek a vysecovych a sloupcovych grafii.

Ke srovnavaci metodd se vystizné vyjadiil Stanislav Zaza [4], kdyz uvedl, Ze i pfi
porovnavani piibuznych jazykl srovnavaci studium jejich soucasného stavu odhaluje fadu
systétmovych a jinych rozdili ve vSech planech, na vSech urovnich struktury jazyka.
Konkrétné analyzu vzajemnych vztahli komunikaénich funkei jazyka a odpovidajicich forem
vyjadieni téchto funkci S. ZaZa povazuje za perspektivni variantu srovnavaciho popisu
jazyki.

Predstavitel ruské stylistiky Andrej J. Alexejev uvadi v [5] pfimo termin ,kontrastivni
stylistika®, ktera srovnava jazykové systémy s cilem vyjasnéni jejich spoleénych nebo
rozdilnych stylistickych vlastnosti, strukturnich a funkénich vztaht mezi jazykovymi
prostfedky porovnavanych jazykt v riznych komunikacnich sférach. S tim je svazano i urceni
pravidel pro vybér a organizaci téchto prostiedkl v riznych stylech, v tomto piipadé€ ve stylu
veédeckém. Autor tvrdi, ze je pro analyzu dulezité pouzivat autenticky dokladovy material, ne
ptekladové texty, coz tato analyza spliuje.

Pii analyze se k materidlnu pfistupuje synchronné. Synchronni metoda se, jak znamo,
omezuje na popis jazyka v daném obdobi jeho vyvoje. [6] Vybér synchronni metody popisu je
v souladu s ndzvem a zaméfenim této prace. Dokladovy materidl pochazi z textl starych
maximalné tfi roky (z let 2019-2022).

3.3 Kvantitativni metoda

Jednou z pomérné novych metod je analyza dat za pouziti statistickych metod. Hlavni
predstavitelkou této metody v Ceské jazykovéde byla Marie T¢&Sitelova, autorka frekvencnich
slovniki. [7] V 90. letech 20. stoleti se stdva popularni korpusovéd lingvistika, jejimz
pedstavitelem je mj. Frantiek Cermak, spojovany s budovanim korpusti, konkrétné Ceského
narodniho korpusu.

Pomoci této kvantitativni metody je zkoumana Cetnost gramatickych jevli. Tato kvantitativni
metoda umozni doplnit vySe uvedené metody kvalitativni a zpracovat velky objem dat,
a podepfit tak vlastni vyzkum relevantnimi ¢iselnymi 0daji. Kvantitativné je zpracovana
desetina vyexcerpovaného dokladového materialu.

Z vyse uvedené¢ho vyplyva, ze pokud by byla zvolena pouze metoda popisnd, analyza
dokladového materidlu by nebyla komplexni. Proto je kompromisnim feSenim kombinace
popisné a komparativni metody a vhodné je 1 doplnéni analyzy o statistickou metodu (pro co
mozna nejucelenéjsi uchopeni zkoumanych problémil). Tento postup umozni analyzu
a interpretaci, ktera je obsahem praktické ¢asti disertacni prace.

Toto komplexni feSeni, které pomahd interpretovat ziskané vysledky kvantitativni analyzy,
potvrzuje 1 lingvista Jozef Mistrik, kdyz tika v [8], Ze pfi statistickém vyzkumu je potieba
dodrzet postup Cloveék — Cislo — ¢loveék. Susan Hunston v [9] zase zdiirazituje llohu kontextu
atvrdi, ze vyznam jedné jednotky zavisi na vyznamech mnoha dalSich jednotek. Stejnou
dillezitost kvalitativni a kvantitativni analyze veSkerych udaji a rovnéz analyze subjektivni
stejné jako objektivni priklada také Katie Wales v ptiru¢ce Cambridge Handbook of Stylistics

vvvvvv

povazuje za funk¢né relevantni a vyznamnou.



4 Vysledky

Analyza jazykového materidlu z pfirodnich véd geologie a paleontologie ukéazala, ze v obou
zkoumanych jazycich — rustin€ i ¢estiné, je jazykova realizace do zna¢né miry podobna, jde o
jazyky ptibuzné. Pfesto vSak 1ze mezi porovnavanymi jazyky v oblasti gramatickych kategorii
pozorovat nékteré kvalitativni a kvantitativni odliSnosti ve vyjadifovani jednotlivych funkcné-
sémantickych kategorii (objektivity, abstraktnosti a obecnosti, logiky a piesnosti a sevienosti).

Prakticka analyza potvrzuje obecné teze teoretické casti, tzn. ze objektivita se v ruském
a ceském védeckém stylu vyjadiuje pomoci slovesného c¢asu, pasivnich konstrukci,
neosobnich konstrukeci, konstrukci se vS§eobecnym podmétem, autorského pluralu.

Funkéné-sémantickd kategorie abstraktnosti a obecnosti se projevuje silnou tendenci k uziti
jmen, tzn. substantiv (namisto sloves ¢i odvozenych adjektiv), jmennych tvarG adjektiv
a verbalnich adjektiv.

Funk¢né-sémantickd kategorie logiky a ptesnosti zasahuje vSechny gramatické roviny:
morfologii, syntax i rovinu lexikalni (abstrakta, sekundarni ptedlozky) a kompozi¢ni (vsuvky,
zdjmenné vyrazy). Projevuje se na Urovni pomocnych slovnich druhti, vnitini stavbé véty a
souvéti, slovosledu, kohezi textu (jako explicitni odkaz na stavbu a organizaci textu).

Praktickd analyza potvrzuje, Zze funkéné-sémantickd kategorie sevienosti se v ruském
a ¢eském védeckém stylu realizuje pomoci vedlejSich vét a verbalnich substantiv, ale zde jsou
analyzovany pfedev§im polovétné vazby: konstrukce piechodnikové, ptivlastkové,
ptistavkové a konstrukce s infinitivem.

Po zobecnéni vysledkli provedeného vyzkumu je mozné konstatovat, ze pouzity aktudlni
rusky a Cesky vyexcerpovany dokladovy material oéekavani z formulované hypotézy plni.
Vyraznéjsi kvantitativni a kvalitativni rozdily se v rustiné tykaji objektivity a neosobnosti,
logiky a presnosti a sevienosti vétné stavby (konkrétné v kategoriich verbalniho
a deadjektivniho substantiva, jmenného tvaru adjektiva, demonstrativa, pasiva, véty
bezpodmétové, parenteze a interpozi¢niho slovosledu). Na zakladé celkovych vysledki
analyzy lze potvrdit vétsi nominalnost a explicitnost rustiny a také jeji analyticky charakter.

Zavér

Vysledky realizovaného diserta¢niho vyzkumu mohou byt podle ndzoru autorky piinosné pro
komparativni studium slovanskych jazyka. Dale mohou byt vysledky prace vyuzity
v pedagogické praxi, a to pfi vyuce akademického psani pro studenty magisterského
a doktorského studia prirodnich a technickych obort.
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COMPARATIVE ANALYSIS OF GRAMMATICAL ASPECTS OF CONTEMPORARY
RUSSIAN AND CZECH STYLE OF EXACT SCIENCE (IN THE FIELD OF GEOLOGY)

The author’s dissertation deals with the contemporary styles of Russian and Czech scientific
prose in natural sciences. The aim of the research is to provide a detailed description of the
language means of functional-semantic categories such as objectivity, abstractness and
generality, logic and accuracy, and compression. The research material includes texts from the
field of natural science, research articles, and monographs from geology and paleontology.
The methods of investigation are a combination of descriptive and comparative methods,
complemented by a statistical method. The conducted analysis shows that functional-semantic
categories are extensively applied in texts in both languages. The more distinctive differences
in quality and quantity are related to objectivity, impersonality, and syntactic compression.

VERGLEICHENDE ANALYSE DER GRAMMATIKALISCHEN ASPEKTE DES
ZEITGENOSSISCHEN RUSSISCHEN UND TSCHECHISCHEN STILS DER EXAKTEN
WISSENSCHAFT (IM BEREICH DER GEOLOGIE)

Die Dissertation des Autors untersucht den zeitgendssischen russischen und tschechischen
wissenschaftlichen Stil in den Naturwissenschaften. Das Forschungsziel ist eine detaillierte
Beschreibung der grammatikalischen Ausdrucksmittel der funktional-semantischen
Kategorien (Objektivitdt, Abstraktheit und Allgemeinheit, Logik und Prizision sowie
Prignanz). Die Quellen des dokumentarischen Materials sind naturwissenschaftliche Texte,
Fachartikel und Monographien aus dem Bereich der Geologie und Paldontologie. Die
Forschungsmethoden der Dissertation sind eine Kombination aus deskriptiven und
vergleichenden Methoden, die durch statistische Methoden ergédnzt werden. Die durchgefiihrte
Analyse zeigt, dass funktional-semantische Kategorien in den Texten beider Sprachen einen
hohen Anwendungsgrad aufweisen. Die bedeutenderen quantitativen und qualitativen
Unterschiede betreffen die Objektivitit, die Unpersonlichkeit und die Straffheit der
Satzstruktur.

ANALIZA POROWNAWCZA GRAMATYCZNYCH ASPEKTOW WSPOLCZESNEGO
ROSYJSKIEGO I CZESKIEGO STYLU NAUKOWEGO (NA BAZIE MATERIALOW
Z DZIEDZINY GEOLOGII)

Rozprawa doktorska autorki dotyczy wspotczesnego rosyjskiego i czeskiego stylu naukowego
w naukach przyrodniczych. Celem badawczym jest szczegdotowy opis gramatycznych
srodkow jezykowych kategorii funkcjonalno-semantycznych (obiektywno$¢, abstrakcyjnosé
i ogolnosé, logika i doktadnos$é, zwigzlosé). Zrédlem badanych materiatow sa teksty
z dziedziny nauk przyrodniczych, artykuty naukowe i monografie z dziedziny geologii
1 paleontologii. Zastosowane metody badan stanowig potaczenie metod opisowych
1 porownawczych uzupetnionych metodg statystyczng. Przeprowadzona analiza wykazata, Ze
kategorie funkcjonalno-semantyczne sg szeroko stosowane w tekstach w obu jezykach.
Bardziej wyrazne rdznice jakoSciowe 1 iloSciowe zwigzane sa z obiektywizmem,
bezosobowoscig 1 zwieztoscig w budowie zdania.
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Abstract

This article attempts to depict the development of the new English study material for
bachelor’s degree students of Biomedicine at the Technical University of Ostrava (VSB-
TUO). This material is being created in accordance with the new concept of teaching English
at the Institute of Languages VSB-TUO, which aims to reflect the needs of students of a given
field, i.e. above all to build and extend their knowledge in the field of specific professional
vocabulary and develop their listening and communication skills. Firstly, the article
introduces briefly the institutional conditions and barriers that have influenced the choice, use
and design of study materials used at the Institute of Languages of the VSB-TUO. Secondly,
the overall structure of the material is dealt with. Thirdly, the criteria set for the material to be
met including its technical features following from its electronic nature and interconnection
with Learning Management System (LMS) are presented.

Keywords

Learning materials design; LMS; Biomedicine; ESP; Learning process.

Introduction

Teaching English at a technical university is necessarily connected with the discussion on
what type of English students would benefit from most. The following lines introduce the
conditions and barriers influencing the choices of the material used in the English classes at
VSB-TUO.

The Institute of Languages (IL) at VSB-TUO provides language services for seven different
faculties. Besides translations and teaching the Czech language to foreign students, the core of
its activities is anchored in teaching four-semester English courses to bachelor’s degree
students of different faculties. The role of the IL is to follow the requirements given by the
management of the faculties and teach English with respect to them. The criteria involve e.g.
the number of students in groups, the level of English and the content. Nevertheless, the
requirements set by the faculties frequently seem to contradict the latest approaches applied in
foreign language teaching, the IL tries to meet them in an appropriate way. Thus, when the
focus on the development of students’ soft skills was emphasized in 2019 at VSB-TUO, the
IL started to teach a blend of general English and English for specific purposes (ESP) [1]. The
textbook International Express Upper-Intermediate [2] was implemented to develop students’
presentation and negotiation skills within company settings and at the same time, discussions
over technical texts focusing on the development of students’ professional vocabulary were
included in the lessons. However, this blend of general and ESP English has not been

© 2023 Author(s). This work is distributed under the Creative Commons Attribution-4.0 license
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evaluated by the most important participants of the learning process — the students themselves
— as positively as it had been expected.

The institutional barriers coming from different views of language teachers from IL and
individual faculties with respect to language education and continual student dissatisfaction
with the content of the lessons led a group of teachers at the IL to take a different look at the
whole situation and design pioneering tailor-made material for bachelor’s degree students of
biomedicine. The following chapters describe, illustrate, and explain the ideas behind the
design of the new material.

1 The New Study Material for the Bachelor’s Degree Students of Biomedicine

From what has been stated in the Introduction, it follows that students are often being omitted
from the discussion on their expectations from the subjects they are supposed to study. As this
approach might seem appropriate with respect to professional subjects, in the case of English
it seems inefficient, as all students enter university with some level of English i.e. they have
experience with learning it, and thus, logically, have certain expectations.

Therefore, as a course supervisor, | initiated discussions with the groups of biomedical
students on what type of English i.e. general or ESP, they would consider to be more
motivated to learn. They mostly agreed that studying English within the context of their own
subject field would be the most beneficial and motivating for them. Their opinions regarding
their motivation with respect to learning ESP also matches the citation by Milovanovic [3]

Students who learn a language for specific purposes are more motivated, because
the chosen foreign language is something that is closely connected with their
profession, employment and career development.

Therefore, a discussion with the management of IL was initiated and a new concept aiming to
enhance students’ motivation has led to the development and design of our own study
material capable of better satisfying our students’ needs. The following chapter presents the
structure of the new English study material.

2 The Structure of the Material

The material is being designed for a four-semester English course for bachelor’s degree
students of biomedicine. At the beginning, there were twenty biomedical areas of study
suggested by the students as possible topics of the prospective material, which were then
approved by the associate professors from the Department of Biomedicine at VSB-TUO, and
twelve of them were selected and elaborated in the new material.

The material is divided into four parts each containing three units that are supposed to be
covered in one semester. Currently, three parts are finished, and the fourth part is now being
worked on. Thus, the topics noted in Table 1 are those covered in the first nine units that have
been already created in the first three parts.

Tab. 1: Parts and topics

Part 1 | Ul Biomedical U2 The Human Body U3 Hospital Information
Engineering System
Part 2 | U4 Telemedicine US5 Robotic Surgery U6 Nanorobotics
Part 3 | U7 Biomaterials U8 ECG and the cardiovascular | U9 EEG and the nervous
system system

Source: New study material




Each unit begins with the definition of its study objectives that is usually followed by the text,
vocabulary, skills & functions, and grammar sections. The overall structure of a unit looks as
follows:

e study objectives
text 1

vocabulary

text 2

skills and functions
e grammar

However, the approach to this layout is not binding, as it is often the case that students get
quickly familiar with it and know what to expect, which in time gets dull. Therefore, the
material does not always present the individual sections in the same order as stated above nor
does it adhere to the necessity to have all the sections included in all the units. Thus, e.g. Unit
2 dealing with the human body starts with the pictures and indicates the human body parts and
organs, and then the human body systems are presented as short extracts. Moreover, taking
advantage of the fact that all the texts included in the material are provided with audio
recordings, some texts are presented in the form of listening exercises. This systematic, yet
not repetitive approach to the layout could keep students more alert and focused throughout
the semester.

Each unit of the material forms a unified whole, whose intention is on the one hand to connect
the topic of the unit with the knowledge students have already acquired either at a secondary
school or in their specialized subjects at university. This objective, on the other hand, extends
the original topic of the unit to create a logical whole that has an overlap with a specific
linguistic function and/or grammatical phenomenon.

Therefore, for example Unit 1 presents a text on the biomedical field and focuses on the
development of students’ vocabulary, not only in relation to their future career, but also in
relation to the names of subjects that students study at the university. This vocabulary section
is then followed by the skill & functions part developing their proficiency related to job
interviews. The grammar part, which follows, deals with the formation of questions related to
the job interviews and the revision of the general question formation principles can be found
in the online LMS course that is also part and parcel of this material. The individual features
of the material are described in more detail in the following chapter.

3 The Features of the Study Material

When compiling the material, the authors focused on finding out the preferences of a target
group of students who will use it in their language seminars. Specifically, it concerns how
students work with texts in seminars and which types of display they prefer when working
with the texts. During this observation period (1 year), it was found out that students could be
divided into two groups. The first group uses a tablet, laptop, smartphone, etc. to display
materials. The second group prefers to work with printed sheets, in which they make graphic
notes by hand.

Today, language textbooks of the classical format are not very popular among students. The
reason may be a certain predictability when working with them, governed by a traditional
methodological approach which is usually based on a grammar syllabus, as well as their
bulkiness (most are printed in an A4 format). Another reason may be the inapplicability of the
texts or their lack of connection with their field of study.



Therefore, the authors tried to adapt the final format of the material to both above-mentioned
groups. For the final placement of materials, a university digital repository in our case
“DSpace” was chosen. Downloading the material in electronic form will allow students to
choose their target textbook format according to their preferences or even combine them.

As authors, we also wanted to take advantage of accessible means at our disposal at the
university such as LMS Moodle and think about its interconnection with the new material.

The above-mentioned students’ preferences and drawbacks of the traditional textbooks gave
birth to the demands the authors want the new material to meet. The authors wanted to
elaborate those demands that are mostly omitted in the traditional textbooks as they are
published and set to be used in the English classes worldwide and thus cannot offer the unique
features tailor-made study material can be directly designed for. The outline of the basic
features of the new study material following from the authors’ demands is given below. Their
detailed description is elaborated in Chapters 3.1-3.3.

The material:

1. is based on the work with authentic texts provided with audio recordings,
2. 1is content and vocabulary-based,

3. looks upon grammar in terms of its function,

4. 1is interconnected with LMS Moodle at VSB-TUO and fully available.

3.1 Tailor-Made Material with Authentic Texts Provided with Audio Recordings

The material is based on the work with authentic texts or their extracts. All the texts used in
the material were adapted from the websites and copyright permission for non-commercial
use was granted to us.

The importance of the work with the relevant authentic texts is self-evident. Students
encounter the language as it is used within their subject field. The material advances from the
semi-professional texts of an intermediate level to professional texts of an upper-intermediate
level in terms of their content as well as the vocabulary used. The texts are usually divided
into two or three shorter parts each containing between 350 — 600 words, as from our
observation it follows that students find reading long texts discouraging.

All texts are accompanied with authentic recordings by a native speaker. This is a frequently
missed feature in traditional textbooks of higher-level English. However, for our purposes,
this feature seems to be crucial as we often teach students whose levels of English differ. Not
only do the recordings provide us with wider possibilities to work with the texts as listening
exercises, as mentioned in Chapter 2, they also meet students’ different learning styles and
help them by providing correct pronunciation.

While designing the material, special attention was also paid to the order of the topics chosen.
The authors wanted the order of the topics to match the biomedical study program offered at
the university as closely as possible. For instance, Unit 2 dealing with the human body is
taught during the first semester of English, since we know that during this semester students
also study anatomy. This tailor-made feature of the material can help students by reinforcing
their ability to remember the new vocabulary.

3.2 Content and Vocabulary-Based Material

The material is designed to build and extend students’ professional vocabulary and develop
their listening and communication skills. Following Webb & Nation [4] in their citation that



Part of a good vocabulary pedagogy involves making sure that activities include
plenty of repetitions of the target vocabulary...

the material places considerable emphasis on the practical acquisition of professional
vocabulary through a diverse range of communication and written activities that ensure the
vocabulary is being repeated. Most of the exercises and tasks were inspired by books by
Webb & Nation [4] and Hewings & Haines [5].

Vocabulary is also looked upon as the bricks that students learn to lay one next to each other
according to certain rules. The exercises are designed to practice the vocabulary within the
thematic context of the units and following the Lewis’s [6] lexical approach which stresses
the importance of

raising students’ awareness of and developing their ability to chunk language
successfully

focus on practicing whole phrases rather than individual terms.

From the very beginning, the students also get acquainted with the word formation (WF)
processes in English. The material emphasizes the importance of raising students’ awareness
of the word derivation and compounding, as these two types of WF processes are essential in
understanding how medical and technical vocabulary is built up. In addition, it is the
understanding of the basic principles of WF that can help students learn medical and technical
vocabulary in a more efficient way. Some exercises focusing on practicing the terminology
have also been recorded by native speakers to ensure that students know how to pronounce
the terms correctly.

Another focus in terms of vocabulary is related to the work with so-called confusing words
i.e. words close in meaning such as disease-illness-sickness. These words usually cause a lot
of trouble to students as they can sometimes be used interchangeably, but sometimes they
cannot as the context differs. Table 2 shows the overview of the topics covered by the
vocabulary sections.

Tab. 2: Topics of vocabulary sections

Unit 1 Word derivation — suffixes

Unit 2 | Word derivation — medical plurals

Unit 3 | Word derivation — medical prefixes, Confusing words — department-ward-unit-
stems and suffixes clinic

Unit4 | Confusing words — equipment-device- | Confusing words — disease-illness-
instrument-machine sickness-disorder

Unit 5 | Word derivation — suffixes for surgical | Mind maps — revision of the vocabulary
procedures (U1-U5)

Unit 6 | Word derivation — metric prefixes Confusing words — medicine-drug-

medicament-remedy-cure

Unit 7 | Chemical Elements

Unit 8 | Word formation — compound
adjectives

Unit9 | Word formation — compound nouns

Source: New study material

In addition to practicing the vocabulary covered in the texts and exercises of each lesson,
students can use the online set of phrases and terminology that are prepared for them in the
Quizlet application. This enables them to practice the vocabulary in a fun way.




Skills & functions sections that are inspired by those found in the textbook International
Express Upper Intermediate, serve as a kind of transition section between vocabulary and
grammar. These sections are approached in three different ways in the material. Firstly, they
serve as a natural development of the topic of the unit (Unit 1 Job interviews). Secondly, they
are gradually preparing students for the final presentations they are expected to give during
the fourth semester, so they build up students’ presentation skills by making them prepare
short presentations from the very beginning of their studies and getting them familiar with
different types of presentations. Thirdly, they aim to develop students’ professional
vocabulary in relation to the skills they will supposedly need. Table 3 gives the overview of
the topics covered in the Skills & functions sections in the nine units.

Tab. 3: Topics of skills & functions sections

Unit 1 | Job interviews

Unit 2 | Short presentations

Unit3 | -

Unit 4 | Recommendation emails

Unit 5 | Pecha Kucha presentations

Unit 7 | Agreeing / disagreeing

Unit 8 | Describing devices

Unit 9 | Following and giving instructions

Source: New study material

33 Material Working with Grammar in Terms of its Function

The functional approach to grammar is related to the names of Halliday & Matthiessen [7]
and views language as a tool for communication, where the primary function of language is to
convey meaning in different contexts. It emphasizes the interplay between language structure
and its communicative purposes.

Following this idea, the material is designed to cover only those grammatical structures that
are found in the texts or those that are somehow logically expected to be used in a certain
context. Thus, instead of working with preliminarily selected grammatical phenomena,
students deal with those grammar structures that are frequently found in the texts or those that
are intrinsically connected or follow from the context/topic of the unit. We consider this
approach very fruitful as working with grammar structures in this way, gives students a clear
picture of:

e how the grammar is used,
e in what context, and
e why i.e. what is achieved by using it.

Rather than explaining grammar rules, we want the students to see and experience within the
context of their subject field the way the grammar is naturally being used. Table 4 shows the
grammatical phenomena covered in the nine units that have already been created.



Tab. 4: Grammar topics covered in the material

Unit 1 | Questions

Unit 2 | Passive voice

Unit 3 | Have / get sth done

Unit 4 | Present perfect simple

Unit 5 | Relative clauses and their transformation to -ing clauses
Unit 6 | Noun combinations — English / Czech translation

Unit 7 | The use of articles in a medical context

Gerunds and infinitives

Unit 8 | Nouns used in the singular or plural only within the biomedical context
Unit 9 | Word order

Source: New study material

The only exception to the above-described approach to grammar structures in the material is
the grammar chapter on word order in Unit 9. This was included in the material intentionally
as any other sound grammar structure has not been found in the texts of this unit. Thus,
following our professional experience we decided to include a revision of the principles of
English word order as this grammar phenomenon seems to be problematic for the students.

All grammar exercises are based on the sentences taken from the texts or are created within a
biomedical context. This is a very important feature of the material. By presenting the
grammar within the biomedical context, it enables students to repeat the vocabulary and thus
reinforce how to remember it as well.

As mentioned in Chapter 3.1, we teach students whose level of English differs. Therefore, the
grammar section is further developed in the LMS Moodle course where students can find
grammar explanations, links to grammar websites, additional exercises, and a compulsory
grammar e-learning course that they must complete.

3.4 Fully Available Material Interconnected with the LMS Moodle

By observing our students, it was found out that they work with information in a bit different
way than preceding generations used to. They prefer absorbing information not through
extensive texts, but through visual perceptions. They watch videos with key notions that
capture their attention, making them want to quickly search for more details and verify the
information. They use communicators to share interesting things within their social group.
These are some of the reasons why they almost always carry headphones, a smartphone and
have enough data services available.

Bearing the above observations in mind, the material was linked with the course in LMS
Moodle, where audio and video recordings, e-learning modules, or signposts to websites or
recordings on other platforms are located. Each link was processed in the form of a direct link
for students using electronic devices so that they could view the required material by clicking
on it. For those who prefer material downloaded in a paper PDF format, the links in the form
of a QR code were made, so they could use their smartphone to view the desired material and
play the recordings. You can see the link and QR code in Figure 1.



: 2. Complete the following sentences with a suitable word from the text. Then
{ listen and check.

[ES,E
Listening 1.2

1) You should have the ability to and contrast your options.

2) Hospitals employ engineers to the deployment of high-tech
equipment.

3) You should be computer and possess the ability to easily learn
new software.

4) Entry level salaries within medical engineering from £24,907 to
£30,615.

5) High-tech equipment of all kinds may be used in GP and patients'

homes.
Source: New study material

Fig. 1: Exercise link and QR code

For this solution to be viable, several principles must be observed. The material must be
placed in the repository in an electronic form. In this case, updating it before the start of each
semester is very simple. To place practical e-learning activities, it is necessary to use one of
the LMS environments. A necessary condition for the storage of materials must be the
invariance of the identification code under which these materials are placed. If this condition
is met, then any correction provided according to the instructions of the course supervisor will
be simple and centralized, as well as the replacement of materials for newer versions and
updating texts and materials. It will also be possible to respond flexibly to any valuable
feedback from students, who can thus become co-creators of the materials intended for their
education.

Linking the material with the course in LMS Moodle extends its use considerably. Firstly, it
gives teachers and students more possibilities in terms of using and completing the exercises
and tasks as some of them are specially designed to be completed in the LMS course, see
Figure 2.

fen 1. Work in groups of three. Use the internet to find out about the working
M M M conditions and salary range of biomedical engineers in the Czech Republic. You

have 15 minutes to note down your findings in LMS.

Working conditions and the salary range of Biomedical Engineers jpzos

Source: Unit 1 of the new study material

Fig. 2: Task to be completed in an LMS course

Secondly, the electronic version with links as well as the PDF format with QR codes gives
students a unique opportunity to have all the materials discussed and used in the lessons
available at any time. This is one of the most important features of the material as there are
students for whom watching videos and completing the associated exercises may be very
demanding. Now, this material gives them a much greater opportunity to go through the
videos and exercises again in case they need to repeat it.

The accessibility and connection to LMS Moodle is also viewed as another feature that could
possibly enhance students’ motivation. Though the material is designed for them, we would
also like the LMS Moodle course to become a place for students that they can co-create in the
future. This idea of co-creation is inspired by the concept of self-regulated learning (SRL) [8].
Though its implementation into teaching practice should be solved on the scale of the
Institution, the authors consider the new study material to be a small stepping stone that can
implement at least one feature of the SRL concept into practice i.e. to use useful teaching
material in which students understand why they are learning the content they are.
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Conclusion

This article presents the new English study material for the bachelor’s degree students of
biomedicine. It describes, explains, and illustrates how the ideas behind the design and
development of the material manifest themselves in the material’s structure and features. It
was also stated that the material is not yet completed as its final 4th part is still being created.
The individual parts of the material are expected to be published one by one, as the first part
of the material is going to be implemented in the English seminar for biomedical students in
the summer term of the academic year 2023/2024. The individual parts themselves are going
to be made available on the DSpace of VSB-TUO.
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NOVY STUDIINI MATERIAL PRO VYUKU ANGLICTINY PRO STUDENTY
BAKALARSKEHO STUDIA BIOMEDICINY

Ptispévek se pokousi zachytit vyvoj nového anglického studijniho materidlu pro studenty
bakalaiského studia biomediciny na Technické univerzité v Ostravé (VSB-TUO). Tento
material vznika v souladu s novou koncepci vyuky angli¢tiny na Ustavu jazykt VSB-TUO,
ktera si klade za cil reflektovat potieby studentti dané¢ho oboru, tj. predev§im budovat a
rozSifovat jejich znalosti v oblasti specifické odborné slovni zasoby a rozvijet jejich
poslechové a komunika¢ni dovednosti. V piispévku jsou nejprve struéné piedstaveny
institucionalni podminky a ptekazky, které¢ ovlivnily vybér, vyuziti a podobu studijnich
materiald pouzivanych na Ustavu jazyktt VSB-TUO. Dale prezentuje strukturu a organizaci
celého materidlu. A nakonec jsou piedstavena kritéria, ktera ma dany material spliiovat,
vcetné jeho technickych vlastnosti vyplyvajicich z jeho elektronické povahy a propojeni se
systémem fizeni vyuky (LMS).

NEUES STUDIENMATERIAL FUR DEN ENGLISCHUNTERRICHT VON STUDIERENDEN
DER BIOMEDIZIN IM GRUNDSTUDIUM

Der Beitrag versucht, die Entwicklung des neuen englischen Studienmaterials fiir Bachelor-
Studenten der Biomedizin an der Technischen Universitit Ostrava (VSB-TUO) zu
reflektieren. Dieses Material wird in Ubereinstimmung mit dem neuen Konzept des
Englischunterrichts am Institut fiir Sprachen der VSB-TUO erstellt, das darauf abzielt, die
Bediirfnisse der Studenten eines bestimmten Fachgebiets zu reflektieren, d.h. vor allem ihre
Kenntnisse im Bereich des spezifischen Fachvokabulars aufzubauen und zu erweitern und
thre Hor- und Kommunikationsfahigkeiten zu entwickeln. Zunédchst wird kurz auf die
institutionellen Bedingungen und Hindernisse eingegangen, welche die Auswahl, den Einsatz
und die Gestaltung, der am Institut fiir Sprachen der VSB-TUO verwendeten Lernmaterialien
beeinflusst haben. Zweitens wird die Gesamtstruktur des Materials behandelt. Drittens werden
die Kriterien fiir das Material, einschlieflich seiner technischen Merkmale vorgestellt, die sich
aus seiner elektronischen Beschaffenheit und der Verkniipfung mit LMS ergeben.

NOWE MATERIALY DYDAKTYCZNE DO NAUKI JEZYKA ANGIELSKIEGO DLA
STUDENTOW STUDIOW LICENCJACKICH BIOMEDYCYNY

W artykule podjeto probg zaprezentowania rozwoju nowych materialow dydaktycznych do
nauki jezyka angielskiego dla studentow studiow licencjackich na kierunku biomedycyny na
Uniwersytecie Technicznym w Ostrawie. Materiaty te powstaja zgodnie z nowa koncepcja
nauczania jezyka angielskiego w Instytucie Jezykow Obcych Wyzszej Szkoly Gorniczo-
Hutniczej — Uniwersytetu Technicznego Ostrava (VSB-TUO), ktéra ma na celu
uwzglednienie potrzeb studentow danego kierunku, tj. przede wszystkim budowanie
i poszerzanie ich wiedzy w zakresie specyficznego stownictwa specjalistycznego oraz
rozwijanie ich umiejetnosci stuchania 1 komunikacji. W artykule najpierw krétko
przedstawiono warunki instytucjonalne i bariery, ktére wptynety na wybdr, wykorzystanie
i forme materiatow dydaktycznych stosowanych w Instytucie Jezykéw Obcych VSB-TUO.
Nastepnie omowiono strukture i organizacje¢ materiatow. W zakonczeniu przedstawiono
kryteria, jakie dane materialy majg spetnia¢, w tym ich cechy techniczne wynikajace z ich
elektronicznego charakteru i powigzania z systemem zarzadzania nauczaniem LMS.
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Abstract

This informative and educational article aims to provide helpful guidance for non-native
writers who wish to enhance their academic writing skills. One of the most common mistakes
in English writing is mixing British and American English. Consistency and accuracy are
crucial to successful and effective writing, whether a research paper or just a short text for a
PowerPoint presentation. Failure to address this issue often leaves a negative and
unprofessional impression and can lead to errors, misunderstanding, or even rejection by
editors of impacted journals. First, the article highlights the importance of English as a lingua
franca. Then, in the main sections, it lists the most common differences between British and
American English. The article also offers strategies for maintaining consistency in the use of
English and, along, reminds readers of some general rules to follow. It discusses the role of
English dictionaries, and lastly, yet importantly, it looks at the advantages and disadvantages
of using automatic spell-checkers and translators.

Keywords

Writing; Lingua Franca; British English; American English; Spelling; Punctuation;
Dictionaries; Spellcheckers.

Introduction

Drawing upon years of proofreading experience and frequent encounters with common
writing errors in scholarly articles, the author has addressed a recurring issue in English
writing: the blending of British and American English. Rather than aiming to provide a
scientific study based on extensive research or data collection, this article seeks to assist non-
native writers in addressing this challenging matter when composing texts in English, whether
it be an academic paper, an article to be submitted to a scholarly journal, or even bullet points
created for a PowerPoint presentation.

The purpose of this article is not to present a comprehensive and exhaustive overview of the
differences between British and American English. Instead, it offers practical guidance and
tips on maintaining consistency in academic writing. It illuminates common pitfalls writers
encounter when mixing the two predominant English styles in scholarly articles and provides
helpful advice to prevent significant errors, as well as outlining strategies for resolving them.

1 English as a Language of International Communication, “Lingua Franca”

English is a global language, lingua franca. With more than 350 million people worldwide
using it as a first language and more than 430 million speaking it as a second language,

© 2023 Author(s). This work is distributed under the Creative Commons Attribution-4.0 license
(https://creativecommons.org/licenses/by-nc-nd/4.0/).
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English is the fastest-spreading language in human history.

According to Statista [1], English is the most spoken language in the world, followed by
Chinese, Hindi, Spanish, French, Arabic, and Bengali.

Of 1,456 million speakers of English, 373 million are native speakers (those who speak
English as their first language), and 1,080 million are non-native speakers (those who speak
English as their second language) [2].

The English language is spoken in numerous variations across the globe, including British
English, American English, Canadian English, Australian English, New Zealand English,
Indian English, Singaporean English, South African English, Nigerian English, Jamaican
English, and more.

English is the international language of business (all multinational companies mandate
English as a corporate language). Technical and medical terminology is based on
English/anglicised words. English is essential in the travel and tourism industry; it is an
international language of aviation, pilots, and cabin crews worldwide.

The importance of English in the military is obvious: effective communication between the
armed forces of different countries worldwide is crucial.

Undoubtedly, English is the most frequently used language for web content (58.8% by share
of websites). [3]

2 Writing, Publishing, and Presenting in (One) English

“English has become the language of almost every leading journal across
sciences, whatever its country of origin.” Andrew Robinson [4]

English is the number one language of science opening the door to the academic world.
Attending international conferences and publishing in foreign/ international journals is
impossible without excellent English.

British English is spoken and written in the United Kingdom; it is the most commonly used
variant in most European countries, as well as English-speaking countries in Africa and South
Asia (i.e. Bangladesh, India, and Pakistan).

American English is spoken and written in the United States; it is also used as a primary or
secondary language in many other countries, including Canada, Mexico, the Philippines, and
most countries in Central and South America. It is the preferred variant in East Asia (i.e.
China or Japan).

The choice between the two varieties of (standard) English is purely personal.

However, we should consider our audience: when applying for a job with a British company,
our cover letter and CV had better be in British English. On the other hand, when submitting
an article for an American journal, American English would obviously be preferable.

Standard English is

“the English that with respect to spelling, grammar, pronunciation, and
vocabulary is substantially uniform though not devoid of regional differences, that
is well established by usage in the formal and informal speech and writing of the
educated, and that is widely recognized as acceptable wherever English is spoken
and understood.” 5]



As far as writing texts in English is concerned, excellent English stands for adherence to
ONE of the two most commonly used Englishes: British or American, and the necessity to be
consistent, always and constantly, under all circumstances.

3 The Main Differences between British and American English Today

While the most notable difference between British and American English lies in their
pronunciation, this informative article, which aims to assist with academic writing,
highlights several other disparities: Spelling, Vocabulary, Use of Language, Punctuation,
Dates, Time, Titles, and Quotes.

3.1 The Main Spelling Differences between Modern British and American English

“The story of the English writing system is so intriguing, and the histories behind
individual words so fascinating, that anyone who dares to treat spelling as an
adventure will find the journey rewarding.” David Crystal [6, pp. 277-278]

The differences in spelling between British and American English emerged during the British
colonization of North America. English spelling was standardized in the 18th century after the
American Colonies had declared independence. Noah Webster, driven by strong nationalist
feelings, simplified English spellings in America. His 1828 An American Dictionary of the
English Language was enormously influential — many of his numerous spelling changes were
accepted, and survived up to day, such as dropping “u” from colour, honour, humour (color,
honor, humor), “-re” replacing “—ce”

(13 29

—er” (centre/center), or “—ce” changing into “—se

(defenceldefense). Others, such as “masheen” or “wimmen” were not accepted.

Since then, many attempts and suggestions have been made (many of them did not stick) to
differentiate American English from the British one. [7]

In Table 1, you will find a list of the most commonly occurring spelling differences between
modern British and American English.

Tab. 1: The main spelling differences between British and American English with common

examples
British English American English

ae e
anaesthesia anesthesia
gynaecology gynecology
paediatrics pediatrics
SINGLE CONSONANT DOUBLE CONSONANT
enrol enroll
fulfil fulfill
skilful skillful
DOUBLE CONSONANT SINGLE CONSONANT
counsellor counselor
dishevelled disheveled
—ence (nouns) —ense
defence defense
licence license
final —e (usually words of French origin) | 0
glycerine glycerin
programme (program: a computer one) program (all usages)




British English American English
-our —or
behaviour behavior
colour color
favour favor
flavour flavor
harbour harbor
honour honor
humour humor
labour labor
neighbour neighbor
-re —er
centre center
fibre fiber
litre litre
metre meter
—ise / yse —ize / yze
realise / analyse realize / analyze

Source: Own processing with regard to [8]

3.2 The Main Vocabulary Differences between British and American English

There are many differences between British and American English; vocabulary is the most
noticeable. The two dialects have hundreds of words that are different from each other. For
instance, in America, they call the season between summer and winter fall; in Britain, it is
known as autumn. Another example is the difference in sports terminology. Brits are
passionate about football, which is not the same as American football. On the other hand,

soccer 1s the term used in America for the game widely known as football in Europe.

Table 2 presents the most common differences in vocabulary between British and American

English. Some tricky words are highlighted with corresponding colours.

Tab. 2: The Main Vocabulary Differences between British and American English (70

selected examples)

British English American English British English American English
1. angry mad 36. motorway highway
2. aerial antenna 37. nappy diaper
3. American football | football! 38. number plate license plate
4. autumn fall 39. pants! underwear / panties
5. banknote bill 40. parcel package
6. barrister attorney 41. pavement! sidewalk
7. to book to make a 42. petrol gass / gassoline
reservation
8. boot trunk 43. pram baby carriage
9. biscuit cookie 44. polo neck turtle neck
10. chips! french fries 45. pub bar
11. cinema movie theatre 46. public school! private school
12. crisps potato chips! 47. queue line
13. crossroads intersection 48. pushchair stroller
14. cooker stove 49. road surface pavement!
15. curtains drapes 50. return ticket round trip ticket




16. film movie 51. rubbish garbage, trash
17. first floor second floor 52. rubbish bin garbage can
18. fortnight two weeks 53. solicitor lawyer
19. flat apartment 54. state school public school!
20. football! soccer 55. sweet shop candy store
21. foyer lobby 56. sweet candy
22. full stop (.) period 57. tap faucet
23. handbag purse 58. term semester
24. headmaster / principal 59. tin can

head teacher
25. high street main street 60. torch flashlight
26. holiday vacation 61. trainers sneakers
27. hoover vacuum cleaner 62. trousers pants!
28. ironmonger’s hardware store 63. tyre tire
29. larder pantry 64. underground subway
30. lift elevator 65. wardrobe closet
31. lorry truck 66. wellington boots | rubber boots
32. luggage baggage 67. whisky whiskey
33. mad crazy, insane 68. windscreen windshield
34. maize corn 69. zebra crossing crosswalk
35. maths math 70. zip zipper

Source: Own processing with regard to [8]

33 Use of English Common Differences

The differences in English grammar/use of English between British and American usage are
insignificant. However, to ensure consistency, it is important to choose one form of English
and adhere to it. Table 3 outlines the most common differences that writers should be aware
of.

Tab. 3: Examples of common grammar/use of English differences between British and

American English

British English

American English

Present Perfect Tense
We have obtained the data from...

Past Tense
We obtained the data from...

Possession, questions, and answers:
Have got

We have got a plan.

Have you got a plan? — Yes, we have.

Possession, questions, and answers:
Have

We have a plan.

Do you have a plan? — Yes, we do.

Phrases with have
Let us have a look at the differences.

Phrases with take
Let us take a look at the differences.

Verb agreement in collective nouns:

The research team is/are...

BOTH singular and plural are possible.

Verb agreement in collective nouns:
SINGULAR is always used.
The research team is...

Source: Own

34 The Main Punctuation Differences between British and American English

“Punctuation fills our writing with silent intonation. We pause, stop, emphasize,
or question using a comma, a period, an exclamation point, or a question mark.
Correct punctuation adds clarity and precision to writing; it allows the writer to
stop, pause, or give emphasis to certain parts of the sentence.” [9]




In writing, beyond a shadow of a doubt, wrong (or lack of) punctuation can cause
misunderstanding, change the meaning, and lead to unintentional, often humorous mistakes.

Correct punctuation is crucial for clarity and precision in academic writing; many common
mistakes occur when it does not follow standard conventions. The following paragraphs
examine the most important punctuation rules in general and the differences between British
and American English in particular.

34.1 The Comma: Basic Rules

It is imperative that English punctuation rules are adhered to in academic writing, as it carries
significant weight in professional settings. Deviations from these conventions often lead to
errors and may compromise the quality of the written work. Therefore, it is essential to ensure
that all written content is punctuated correctly to convey the intended meaning accurately and
effectively.

e There is no comma before a subordinate clause.
o Example: If you mix the wrong types of blood, the blood clots. vs. The blood clots if
you mix the wrong types of blood.
e If a subordinate clause is in the middle of a sentence, there must be a comma before and
after it.
o Example: This matter is, as described above, crucial to our research.
e Comma is used in non-defining relative clauses and not in defining ones.
o Example: My business partner, who is based in Prague, ... (= I have one partner) vs.
My business partner who is based in Prague ... (= one of my partners)
e Comma is used to separate introductory phrases from the main clause.
o Examples: Additionally, ... As a result, ... However, ... Therefore, ... etc.

3.4.2 Oxford Comma

Despite the name, the Oxford Comma (or Serial Comma) is used in American English more
often than in British English. It is mandatory to have the Oxford Comma in American
standard; in British English, on the other hand, it is required only when it is necessary for
clarity and to avoid confusion.

Examples:
e American English
o The basic steps in research are identifying the problem, evaluating the literature,
creating hypotheses, collecting data, and analyzing data.
e British English
o The basic steps in research are identifying the problem, evaluating the literature,
creating hypotheses, collecting data and analysing data.
e Both American and British English:
o I work on the project with my colleagues, a mathematician and a physicist. (This
means that one of your colleagues is a mathematician and the other is a physicist.) vs.
o I work on the project with my colleagues, a mathematician, and a physicist. (Besides
your colleagues, a mathematician and a physicist are involved in the project.)

343 E.G.,LE.and ETC

The abbreviations e.g. (= for example) and i.e. (= in other words / that is) are always preceded
by a comma.

Unlike in American English, in British English, e.g. and i.e. are not followed by a comma.



Examples:
e American English
o In diagnostic imaging, several devices are used, e.g., MRI scans, CT scans, X-rays. X-
rays (i.e., radiographs) are the most common diagnostic imaging devices.
e British English
o In diagnostic imaging, several devices are used, e.g. MRI scans, CT scans, X-rays. X-
rays (i.e. radiographs) are the most common diagnostic imaging devices.

As far as the comma before and after efc. is concerned, different grammars recommend
different usage.

Nevertheless, putting a comma before ezc. is advised most often — be it the last item in a
sentence or placed in the middle.

The period (full stop) after ezc must always be included.

This applies to the end of sentence usage when efc. is followed by another punctuation mark
(etc.! / etc.?). However, at the end of a sentence, the period — the part of etc. — is the final
punctuation mark.

Examples:
o Textile materials come from different sources: animal, mineral, synthetic, etc.
o We investigate animal, mineral, synthetic, etc., sources of materials in our research.

3.4.4 Decimal Comma vs. Decimal Point

Most European countries use the decimal comma, e.g. the Czech Republic, Denmark, France,
Germany, Norway, Spain, and others.

However, in English-speaking countries, the decimal point is usually used.

U.S.A. and Canada use the decimal point, although the comma is also used in the
Francophone areas of Canada.

Note the dramatic difference:

Number pi (m) /paV/ is an irrational number' that relates a circle’s circumference
to its diameter, or infinite decimal.

An approximate value of m is 3.141 (three point one four one).

But:
3,141 = three thousand (s!) one hundred (and, BrE) forty-one.

The comma is the thousands separator in English, which can or doesn’t have to be used.
Therefore, when writing a text in English, it is crucial to use a decimal point no matter what
source you use, cite, or take data from. Confusing a decimal point with a comma can cause
serious problems and misunderstandings. Let us think of a dose in medicine, monetary issues
(e.g. the interest rate), data in scientific research, etc.!

3.4.5 Date in American vs. British English: The Help of the Infinite Number Pi
In American usage, the month comes before the day.

As emphasised above, it is crucial not to confuse a decimal comma with a decimal point.

! https://www.livescience.com/irrational-numbers.html
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Bearing this in mind and remembering the number pi, it can alert us to be aware of different
usage of dates in American English since there are obviously 12 months in a year. Pi Day is
celebrated on 3/14 (the 14™ of March). Due to the fact that pi and pie are homophones and the
circular shape of pies and pizzas, some restaurants offer discounts and even free products on
this day. Many schools and universities compete to recite the most decimal places of 7.

In the UK and worldwide, the day is listed first, then the month, and finally the year.

Consider this important difference regarding deadlines and dates of important events in the
case of writing and communicating with the US sphere of influence/environment!

3.4.6 Time in British vs. American English

When denoting time, the British system uses periods whereas the American system uses
colons.

Example:

e British English
o 10.40

e American English
o 10:40

In addition, past is used in British English: 70.20 (twenty past ten) while in American English
after is commonly used (twenty after ten).

Similarly, to is preferred in the UK: 710.40 (twenty to eleven). In American English, it would
be twenty before eleven.

3.4.7 Titles

In American English, the period is used after Mr., Mrs., Ms., and Mx. (gender-neutral term of
address). On the other hand, in British English, the period is not used (Mr etc.).

3.4.8 Quotes

Quoting is very common in scholarly articles. In order to be consistent, it is important to be
aware of the opposite usage of quotation marks in American and British English.

British English uses single quotation marks for initial quotations, and double quotation marks
are used when there is a quotation inside the quotation.

It is the opposite in American English: single quotation marks are used inside double
quotation marks.

British English puts commas and periods (full stops) outside quotation marks
American English puts commas and periods inside quotation marks.

Examples:
e British English
o ‘Marketing’, the lecturer explained, ‘is an integral part of business, and, as Friedrich
Nietzsche said, “What does not kill us, makes us stronger.”’
e American English
o “Marketing,” the lecturer explained, “is an integral part of business, and, as
Friedrich Nietzsche said, ‘What does not kill us, makes us stronger.’”

Needless to say, quotation marks are always at the top of a line, never at the bottom!
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4 Dictionaries

When writing in English, it is always a good idea to consult a dictionary to choose the
appropriate English variety.

The most popular and prestigious English dictionaries where the main dialect is British
English are Collins English Dictionary, Concise Oxford Dictionary, and Oxford Dictionary.
The dictionaries using American English as a main dialect are represented by e.g. The
Merriam-Webster Dictionary and New Oxford American Dictionary [10].

Above, we referred to Webster and his dictionary. Nowadays, Merriam-Webster stands as the
most frequently utilized American English dictionary, offering accurate spellings,
pronunciations, and transcriptions of words in American English.

Let us examine a word frequently appearing in nanotechnology articles: AmE fiber, BrE fibre.

When you look up fiber in Merriam-Webster [11], the result is in Figure 1.

ﬁl)er noun

fi-ber ( fI-bar«

Source: [11]
Fig. 1: The result of query “fiber” in Merriam-Webster Dictionary

Though long and thorough, the entry does not instantly refer to the different British spelling,
which is time-consuming and a bit confusing.

When typing in fibre, you, only and solely, get the result in Figure 2.

fibre

fi-bre
chiefly British spelling of FIBER

Source: [12]
Fig. 2: The result of query “fibre” in Merriam-Webster Dictionary

On the other hand, when consulting the word fibre with the Cambridge Dictionary [13], you
get the result in Figure 3 showing both variants including pronunciation and examples.

fibre

noun UK (Us fiber)
UK ™) /farba’/ us«) /farbe/

Source [13]
Fig. 3: The result of query ‘‘fibre” in Cambridge Dictionary



5 Spell Checking

For consistent English writing, it is important to choose either British or American spelling
and stick with it. To ensure this, set your preferred language variant in your Office application
before typing. Select all> Revision> Language (> Spell Check).

5.1 (Free) Grammarly and Other Spell Checkers

Many free grammar checkers are readily available online. According to [14], Grammarly
Free ranks 4™, with a correction score of 11 out of 20.

Grammarly [15] has become a popular writing tool among students, academics, and internet
users worldwide. It can improve everyday writing and even turn a draft into a professional
scholarly article. Most users prefer a free version since the premium version is quite
expensive. The Premium Version costs $12.00 per month when paid annually, totalling
$144.00, $20.00 per month when paid quarterly, and $30.00 per month when paid monthly.
However, the free version has limitations in academic writing, although it is more powerful
than Word processors’ spell checkers [16].

To ensure consistency in writing, it is important to select language preferences. To do so,
open Grammarly and tap “Grammarly Settings”. Next, tap “Language Preference” and choose
your preferred setting — British or American English.

It is not uncommon for writers to fall into a trap when relying solely on the Word
spellchecker. After selecting a language and receiving a “Spelling and grammar check
complete” message, they may feel confident in their work. However, if they fail to choose the
same language preference when using Grammarly for a final check, the end result can be a
text that mixes British and American English. This can be both confusing and unprofessional.
To ensure maximum consistency, it is essential to maintain the same language preference
throughout the document, regardless of the correction tool being used.

5.2 Automatic Translation

Many non-native authors, including academics, often use automatic translation apps or seek
help to translate a text from their native language to English quickly. If you have been using
Google Translate for a while, you probably noticed that its quality has significantly improved
in recent years. A decade ago, the tool would produce a semi-translated output that was barely
usable for academic writing without further thorough corrections. Today, tools like Google
Translate or DeepL (launched in 2017 and considered more accurate) will produce better
outputs than in previous years. However, it is still highly likely that the output may not be
completely accurate.

Therefore, if you lack the courage or confidence to write in English, paste the machine
translation into Word and, as mentioned above, use tools such as Grammarly to correct
spelling, grammar, and punctuation errors.

Undeniably, Grammarly Premium is an incredibly helpful tool. It provides invaluable
assistance with grammar checks and spell checks.

It is important to remember that you do not have to accept all suggestions from spellcheckers.
Feel free to dismiss them.

Grammarly Premium deserves credit not only for providing multiple writing styles and
suggesting changes but also for emphasizing the importance of making one’s own decisions.
If you are unsure about a particular suggestion, it is advisable to research the sentence or
phrase by searching it on Google.
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Conclusion

“It is not true that British English is more traditional or that American English is
simplified. Even though both forms have been changing since the 16" century,
there is very little difference between them in formal registers (mostly in
pronunciation and a few grammar rules). Differences in informal registers are
more significant, but there are no objective reasons to consider any dialect
superior to another.” Jakub Marian [17]

English is a widely used language that serves as a “lingua franca” for international
communication. Although there are numerous differences between British and American
English, most British people can understand American English and vice versa.

However, it is important for non-native writers to choose a particular style of English and
stick with it to avoid confusion and misunderstanding.

Maintaining consistency is crucial when writing in English, especially in formal settings.
Mixing the two styles can create a bad impression, particularly in professional writing. Non-
native authors should be mindful of their choice when composing professional articles.

Despite the fact that this article is more of an informative and educational guide than a
scientific study, the author sincerely hopes it will assist writers in improving their academic
writing.
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JAK PSAT VEDECKE CLANKY V JEDNE ANGLICTINE A BYT VZDY KONZISTENTN{

Tento nau¢né-informativni ¢lanek, jehoz primarnim uUcelem je nabidnout pomoc autorim
(pisicim v anglictin€ jako cizim jazyce) zlepsit svoje akademické psani, se zaméiuje na jednu
z nejcastéjSich chyb, které se pii psani textl dopoustéji: sméSovani britské a americké
anglictiny. Duslednost a pfesnost jsou klicem k uspéSnému a efektivnimu psani, at’ uz se
jednd o védecky clanek nebo jen kratké texty urCené pro prezentaci v PowerPointu.
Nedodrzeni této zasady Casto zanechava negativni a neprofesiondlni dojem a muze vést
k chybam, nepochopeni nebo dokonce k odmitnuti ze strany redaktort impaktovanych
Casopisti. Clanek se nejprve zabyva vyznamem angliGtiny jako lingua franca. Poté, v hlavnich
castech, poskytuje vycCet nejzasadnéjSich rozdili mezi britskou a americkou anglic¢tinou.
Clanek také nabizi strategie pro zachovani konzistence pii psani v angli¢ting a zaroveii
piipomind nékterd obecna pravidla, ktera je tfeba dodrzovat. Rozebird ulohu anglickych
slovniki, a v neposledni fad¢ se vénuje také vyhodam a nevyhodam pouzivani automatickych
kontrol pravopisu a prekladact.

WIE MAN WISSENSCHAFTLICHE ARTIKEL IN EINEM ENGLISCH SCHREIBT UND DABEI
STETS KONSISTENT BLEIBT

Dieser informative Artikel, dessen Hauptzweck darin besteht, Schriftstellern (die auf Englisch
als Fremdsprache schreiben) Hilfestellung zu bieten, um ihr akademisches Schreiben zu
verbessern, konzentriert sich auf einen der hiufigsten Schreibfehler: die Vermischung von
britischem und amerikanischem Englisch. Konsistenz und Genauigkeit sind der Schliissel zu
erfolgreichem und effektivem Schreiben, egal ob es sich um einen wissenschaftlichen Artikel
oder nur um kurze Texte fiir eine PowerPoint-Présentation handelt. Die Nichtbeachtung
dieses Grundsatzes hinterlésst oft einen negativen und unprofessionellen Eindruck und kann
zu Fehlern, Missverstindnissen oder sogar zur Ablehnung durch die Herausgeber
renommierter Fachzeitschriften fithren. Der Artikel befasst sich zundchst mit der Bedeutung
des Englischen als Verkehrssprache. AnschlieBend fiihrt er in den Hauptabschnitten die
grundlegendsten Unterschiede zwischen britischem und amerikanischem Englisch auf. Der
Artikel bietet aulerdem Strategien zur Aufrechterhaltung der Konsistenz beim Schreiben auf
Englisch und erinnert Sie an einige allgemeine Regeln, die Sie befolgen sollten. Es wird die
Rolle englischer Worterbiicher und nicht zuletzt die Vor- und Nachteile der Verwendung
automatischer Rechtschreibpriifungen und Ubersetzer erortert.

JAK PISAC ARTYKULY NAUKOWE W JEDNYM JEZYKU ANGIELSKIM I ZAWSZE
ZACHOWAC SPOJINOSC

Celem tego artykulu informacyjnego jest dostarczenie przydatnych wskazoéwek obcokrajowcom,
ktorzy chcg udoskonali¢ swoje umiejetnosci pisania akademickiego. Jednym z najczgstszych btedow
w pisaniu po angielsku jest mieszanie brytyjskiego i amerykanskiego angielskiego. Spojnosé
i doktadnos¢ maja kluczowe znaczenie dla pomyslnego i skutecznego pisania, niezaleznie od tego, czy
jest to artykut naukowy, czy tylko krétki tekst do prezentacji w programie PowerPoint. Niezajecie si¢
ta kwestig czgsto pozostawia negatywne i nieprofesjonalne wrazenie i moze prowadzi¢ do btgdow,
nieporozumien, a nawet odrzucenia przez redaktoréw czasopism, ktorych dotyczy problem.
W artykule po pierwsze podkre§lono znaczenie jezyka angielskiego jako lingua franca. Nastepnie
w gtownych sekcjach wymieniono najczestsze roznice migdzy brytyjskim i amerykanskim angielskim.
Artykut przedstawia takze strategie zachowania spdjnosci w uzywaniu jezyka angielskiego
i przypomina czytelnikom o kilku ogoélnych zasadach, ktorych nalezy przestrzega¢. Omoéwiono w nim
role stownikow jezyka angielskiego i na koniec, co wazne, omdéwiono zalety i wady korzystania
z automatycznych modutdéw sprawdzania pisowni i thumaczy.
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Abstrakt

Einer der Hauptkriterien, durch welche sich Sprachen voneinander unterscheiden, ist der
Wortschatz. Bei Sprachen, welche nicht ndher oder gar nicht miteinander verwandt sind, ist
dies keine Besonderheit. Interessant wird es jedoch bei solchen Sprachen, welche so nah
miteinander verwandt sind, dass eine gegenseitige Verstindigung mehr oder weniger gegeben
ist. Aber auch innerhalb von Varianten und Dialekten einer und derselben Sprache lohnt es
sich, diesen Vergleich anzustellen. Viele Worter sind gleich und haben auch die gleiche
Bedeutung; aber es gibt Unterschiede in der Stilebene. Manche Vokabeln verfiigen in
Sprache/ Variante A iiber ein weiteres Bedeutungsspektrum als in Sprache/ Variante B oder
umgekehrt und es gibt ,falsche Freunde®, wie wir sie bereits aus dem schulischen
Fremdsprachenunterricht kennen. Ein ndherer Blick auf diese Thematik lohnt sich also.

Keywords

Related languages; Vocabulary; Variants; Phonetics; Level of language.

Einleitung

Die Kenntnis einer Fremdsprache, die zu einer umfangreichen Sprachfamilie gehort,
erleichtert die ErschlieBung der Schwestersprachen, wie auch schon der Schweizer
Sprachwissenschaftler Frederick Bodmer in seinem umfangreichen Buch ,,Die Sprachen der
Welt“ betont [1, S. 260 ff.]. Wer z. B. Spanisch lernt, hat es leichter, sich ins Italienische,
Portugiesische oder Franzosische hineinzudenken. Das Gleiche gilt in hohem Mafe auch fiir
die slawischen Sprachen: Wer Russisch, Tschechisch oder Slowakisch lernt, weil3, was fiir
eine Grammatik ihn erwartet und kann sich leicht auf die anderen slawischen Sprachen
einstimmen.

Wenn man sich darauf einldsst, muss man gleichwohl Hiirden {iberwinden, wenngleich bei
weitem nicht so hohe, als wenn wir eine vollig andersartige Sprache in Angriff nehmen. Aber
oft sind die feinen Unterschiede beschwerlicher zu meistern als die groBBen. Es gibt mehr oder
minder grole Abweichungen in der Flexion, in der Syntax und, was noch schwerer wiegen
diirfte, in der Semantik, so dass die Gefahr der Interferenz sehr groB ist.

Dazu sollen auch die Varianten einer und derselben Sprache erwdhnt werden, die ebenfalls
iber ihre Eigenheiten verfligen. Diese finden wir nicht allein in unterschiedlichem Vokabular,
sondern nicht zuletzt auch im Gebrauch der Wortbildungselemente.

Die Bereiche Flexion, Syntax und Lexik verdienen jede eine Studie fiir sich; aber hier wollen
wir uns gezielt mit dem Wortschatz und dessen Semantik befassen.

© 2023 Author(s). This work is distributed under the Creative Commons Attribution-4.0 license
(https://creativecommons.org/licenses/by-nc-nd/4.0/).
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1 Methodischer Ansatz

Diesen Beitrag kdnnte man als Ergéinzung des Buches von Frederick Bodmer ,,Die Sprachen
der Welt* betrachten. Bodmers Absicht besteht darin, den Leser durch Vorentlastung zum
Studium fremder Sprachen zu ermuntern, indem er auf die Gemeinsamkeiten verwandter
Sprachen hinweist [1, 10 ff]. Bodmer konzentriert sich indes auf die morphologischen und
historischen Gegebenheiten und ldsst die semantischen Unterschiede des gemeinsamen
Wortschatzes unberiicksichtigt, da dies den Rahmen seines Werkes zweifellos sprengen
wiirde. Gleichwohl muss man auch iiber die semantischen Unterschiede im Bilde sein. Dazu
soll dieser Beitrag ein Stiick weit ,,beitragen®.

Wer sich gezielt mit fremden Sprachen, insonderheit mit Sprachfamilien befasst, stofBt
automatisch auf das Problem des gemeinsamen Wortschatzes und der Frage, inwieweit dieser
in nahe verwandten Sprachen in puncto Inhaltsseite tibereinstimmt. Seit meinen Studientagen
beschiftige ich mich mit den romanischen und den germanischen Sprachen und im Zuge
meines Wirkens auf dem Gebiet der ehemaligen Tschechoslowakei auch mit den slawischen
Idiomen, d. h. hauptsidchlich mit den tschechischen und den slowakischen. Da meine
Sprachkontakte nicht allein auf Papier und Worterbiichern beruhen, sind mir schon recht bald
Diskrepanzen in der Wortwahl innerhalb der betrachteten Sprachen aufgefallen. Meine
Wortlisten wurden mit der Zeit immer lidnger. Natiirlich kann hier nur ein kleiner Teil
beleuchtet werden. Zur Bezeichnung der Sprachen verwende ich die géngigen internationalen
Kiirzel, wie man sie auf den Autos findet.

2 Wortlisten
Man kann den Wortschatz in folgende Kategorien unterteilen:'
2.1 Worter, welche in den verglichenen Sprachen gleich sind, die gleiche Bedeutung

haben und sich auf der gleichen Stilebene befinden

In diese Rubrik gehdren nicht nur Worter, welche im Erscheinungsbild ganz und gar identisch
sind, sondern auch solche, welche durch das System der jeweiligen Sprache, sei es nun im
Rahmen der Morphologie oder der Phonetik, leicht variiert sind.

2.1.1  Identisches Erscheinungsbild

Ein solches finden wir bei Sprachen, die sowohl auf phonetischem als auch auf
morphologischem Gebiet einander sehr nahestehen.

CZ+SK: vkus ‘Geschmack’, zrak ‘Sehkraft’, turista ‘Tourist’;
CZ+SK+PL: rok ,Jahr’, jeden ,eins’, ten/ ta/ to ,dieser/ diese/ dieses*;
N+S+DK: god ‘gut’, ga ‘gehen’, std ‘stehen’, se ‘sehen’;

I+E: solo ‘allein’;

I+E+P tanto ‘so viel’;

[+P quanto ‘wie viel’.

! Eine betrachtenswerte Ubersicht iiber die romanischen Sprachen bietet die Internetseite ,,Vergleichende
europdische Sprachgeschichte https://ves.unibas.ch/intro-d.html [2], ebenso das Werk von Frederick Bodmer,
welches sowohl eine germanische als auch eine romanische Wortliste bietet [1, S. 466 ff. + 527 ff.].


https://ves.unibas.ch/intro-d.html

2.1.2  Systembedingte Unterschiede in Schreibung und Lautung

Identische Worter mit der gleichen Bedeutung weisen system-, d. h. phonetisch und
orthografisch begriindete Unterschiede auf, welche gering, aber mitunter auch betridchtlich
ausfallen konnen, 1 figlio/ figlia versus E hijo/ hija, wo die gemeinsame Wurzel kaum noch zu
erkennen ist. Systembedingte Abweichungen sind hédufiger anzutreffen als gemeinsame
Worter, deren morphologisches Erscheinungsbild vollig identisch ist. Siehe hier auch [1, 260
ff.].

CZ vidét — SK vidiet’ — PL widie¢ ,sehen‘;

CZ kli¢ — SK kI"a¢ — PL klucz ,Schiissel’;

CZ prodat — SK predat’ — PL sprzeda¢ ,verkaufen;
CZ dlouhy — SK dlhy ,lang*;

CZ mlha — SK hmla ,Nebel‘;

N grunn — S+DK grund ‘Grund’;

N+DK bedre — S bittre ‘besser’;

N gi — DK give — S ge ,geben’;

N gate — DK gade — S gata ,Straf3e*;

N+DK elske — S dlska ,lieben‘;

N levne — S ldmna ‘(zuriick) lassen‘;

N leie — DK leje — S ldge ‘Lage’;

N+DK havn — S hamn ,Hafen‘;

N lese — S ldsa — DK laese ,lesen”.

¢) I amore — E+P amor ,Liebe‘;

I moglie — E mujer — P mulher ,Frau‘;

I lavare — E+P lavar ‘waschen’;

I+P quando — E cuéndo — F quand ‘wann’;

[+P quanto — E cuanto ‘wie viel’;

I eccezione — E excepcion — P excepgdo ,Ausnahme’;
I salvatore —E+P salvador ‘Retter’;

I filgio/ figlia — F fils/ fille — E hijo/ hija — P filho/ filha ‘Sohn/ Tochter’;

I fare — F faire — E hacer — P fazer ‘tun, machen°.

2.1.3  Unterschiede in der Wortbildung

Bemerkenswert ist, dass viele eng miteinander verwandte Sprachen nahezu iiber den gleichen
Vorrat an Wortbildungselementen verfligen, diese aber unterschiedlich einsetzen. Auch dies
ist eine grofle Quelle fiir Interferenzen, vor allem, wenn man in beiden Sprachen nicht ganz
sattelfest ist [3].

Substantive
CZ kovar — SK kovac ‘Schmied’;



N+DK erfaring — S erfarenhet ‘Erfahrung’;

N+DK betydning — S betydelse ‘Bedeutung’;

N sgknad — S ansdkning/ ans6kan — DK ansegning ‘Bewerbung’.
I insegnamento — E ensefianza — P ensino ‘Unterricht’;

I+P sorriso — E sonrisa ‘Licheln’;

I assicurazione —E+P seguro ‘Versicherung’;

CZ Italie — SK Taliansko ‘Italien’;

DP Unterbrechung — D! Unterbruch;

DP! das Entladen - D der Entlad [4].

In stark flektierenden Sprachen finden wir mitunter das betrachtete gemeinsame Wort in
unterschiedlichen Flexionsklassen.

CZ kavarna — SK kaviaren ‘Café’;

CZ rakev — SK rakva ,Sarg‘;

CZ husa — SK hus ,Gans‘.

Genus

Auf dem Gebiet der Substantive st6f3t man nicht selten auf Abweichungen im Genus:
Lil colore m. — E el color m. — P o color m. —F la couleur f. ‘Farbe’;
Lil fiore m. — E la flor f. — P a flor f. — F la fleur f. ‘Blume’;

Lil ponte m. — E el puente m. — P a ponte f. — F le pont m. ‘Briicke’;
S+DK grus-et n. — N grus-en m. ‘Kies, Schotter?;

S kafé-et n. — DK café-et n. — N café-en m. ‘Café’;

S krig-et n. — DK+N krig-en m. ‘Krieg’;

CZ zdmek m — SK zdmka .3 *Schloss’;

CZ provoz m. — SK prevadzka f. ‘Betrieb‘;

CZ rouska f. — SK rusko n. ,Gesichtsmaske*.

Auch in Varianten des Deutschen beobachten wir den einen oder anderen Unterschied im
Genus:

DP% der/ das Ar m. oder n. — D! die Are f. (FlichenmaB);
DP% das Etikett n. — D! die Etikette (Warenkennzeichen);
DP% der Spachtel m. — D* die Spachtel £.;

DP die SMS f. — D* das SMS n.

Umgangssprachlich hért man in Osterreich des Ofteren auch das Monat, was aber auch vom
Osterreichischen Wérterbuch nicht gutgeheifen wird.

2 Zu den Genusunterschieden zwischen Norwegisch und Schwedisch siehe [7, S. 57 + 8, S. 34].

3 Im Sinne von , Tiirschloss‘. Sonst auch zdmok m.



Adjektive

CZ vypocetni — SK vypoctovy ‘IT-;

CZ hypotec¢ni — SK hypotekatny/ hypotékovy ‘Hypotheken-.
Verben

DP% anzeigen — DM verzeigen*;

DPt einsammeln — D* absammeln.’

Gelegentlich finden wir dieselben Verben in den einzelnen Sprachen in verschiedenen
Konjugationsklassen:

CZ vyménovat — SK vymienat ‘austauschen (uvo.)’;

I riflettere —E reflexionar — P refletir ‘nachdenken’;

I interrompere, E interrumpir, P interromper ‘unterbrechen’.

Im Tschechischen und Slowakischen werden mitunter unterschiedliche Priafixe herangezogen:
CZ pomluvit — SK ohovorit’ ,verleumden®;

CZ omezit — SK obmedzit’ ‘beschrinken’.

Dies gilt auch fiir die Bildung der vollendeten Form:

CZ po/blahoprat — SK za/blahozelat’ ,begliickwiinschen®;

CZ (za)leknout se — SK zl'aknut sa‘ erschrecken (intransitiv).

2.2 Worter, die in den verglichenen Sprachen gleich sind, die gleiche Bedeutung

haben, aber in den verglichenen Sprachen unterschiedlichen Stil- und
Verwendungsebenen angehoren

Wenn man eine Philologie studiert, dann werden in der Regel auch Kenntnisse einer oder
mehrerer Schwestersprachen erwartet. Wenn man sich zum Beispiel mit der Literatur der
romanischen Sprachen beschiftigt, dann fillt einem der Ubergang zu einer anderen Sprache
insofern leichter, als in der Literatur sehr hdufig Worter auftauchen, die in der gesprochenen
Sprache keine Verwendung mehr finden, dafiir aber in einer Schwestersprache auch in der
Umgangssprache noch hoch aktuell sind. Je élter die Textquellen, desto grofere
Ubereinstimmungen gibt es im Vokabular.

2.2.1 Substantive

CZ+SK jesern — CZ5%4: podzim ,Herbst;

CZA+SK kréma — CZ53™%: hospoda , Wirtshaus®;

DP" modern Pferd — DM Ross;

DP% modern Kleidung — D*'® Gewand.

2.2.2 Adverbien

N dessverre — DK desverre — S desvérre, aktuell: tyvirr ,leider’;

4 Eine anschauliche Ubersicht iiber die Helvetismen gegeniiber den so genannten ,, Teutonismen® finden wir im
Duden-Band iiber das Schweizer Hochdeutsch [5]. Zur Wortbildung siehe [4, S. 459].

5 Siehe DUDEN: Wie sagt man in Osterreich? [6].



I veramente — F vraiment — E+P realmente ,wirklich, tatsdchlich®.

2.2.3 Verben
DStandard kjonfen, stoffen — DM pochen;
CZ divat se = SK divat sa — SKS*%d pozerat’ sa ,schauen;

S bruka, anvinda — N bruke, anvende ’ gebrauchen, anwenden’®;

2.24  Adjektive

I bello ,schon‘ — E bello (ugs. eher bonito, hermoso) — P belo (ugs. eher bonito).

23 Worter, die in den verglichenen Sprachen gleich sind, die in einer der Sprachen
oder Varianten auller der gleichen Bedeutung eine zusiitzliche Bedeutung haben

2.3.1  Substantive

N lage — S laga ,machen = herstellen®, S auch ,reparieren‘;

N+S mening ,Meinung*, S auch ,Satz‘;

N+DK ftilstand — S tilstand ,Zustand‘, S auch ,Erlaubnis‘;

Bufe: D! auch: ,Geldstrafe* [5];

E carro ,Wagen‘ — in Lat. Am. auch ,Auto*’;

E manejar ,(Maschine) bedienen, handhaben‘ — in Lat. Am. auch ,(Auto) fahren‘®,

232 Adjektive

CZ statecny ,tapfer* — SK statocny auch: ,anstindig’;

DStandard . DNorden

lecker: wohlschmeckend — auch: schon, angenehm.

2.3.3  Verben

CZ minout — SK minut’ ,vergehen‘, SK auch: ,verbrauchen‘;

CZ vybavit — SK vybavit' ,ausstatten‘, SK auch: ,erledigen®;

I appuntare ,aufschreiben, notieren® — E apuntar, P apontar auch: ,zielen‘;

stoflen: D! auch: ,schieben, driicken (Tiir)".

24 Worter, die in den verglichenen Sprachen gleich sind, aber verschiedene
Bedeutungen besitzen (,,falsche Freunde*)

Um dieses Phanomen kommt niemand herum, der fremde Sprachen lernt. Hiufig betrifft dies
auch Internationalismen, d. h. Worter meist lateinischer oder griechischer Herkunft, welche in
mehreren Sprachen Verwendung finden.

¢ Diese zwei in beiden sprachen existenten Verben haben die gleiche Bedeutung, werden aber in beiden
Sprachen ganz unterschiedlich ,,angewendet™ und ,,gebraucht”. Der Schwede gebraucht meist anvinda, der
Norweger meist bruke. Der Schwede ,,wendet” eine Feder, den Kopf oder ein Messer ,,an“, der Norweger
»gebraucht® diese. Siehe [7, S. 30 + 8, S. 71].

7 In Spanien heiit ,Auto* coche.

8 In Spanien sagt man eher conducir.



2.4.1  Substantive

semester: N+DK ,Semester — S ,Urlaub;

anledning: N ‘Moglichkeit, Gelegenheit’ — S ‘Grund, Ursache’’;
GB pregnant ‘schwanger’ # D prdgnant;

GB actual ‘eigentlich’ # D aktuell;

zrak: CZ+SK ,Sehkraft* # HR+SRB ,Luft‘;

otok: CZ ,Schwellung‘ # HR ,Insel‘.

242 Adjektive

CZ statecny ,tapfer — ‘PL stateczny ,stabil;

N blot, DK blod‘ weich, sanft —’S blot ,nass‘;
rolig: S ,lustig, unterhaltsam® — N+DK ,ruhig®;

2.43 Verben
CZ podobat se, SK podobat’ sa ,sich dhneln® — PL podobac si¢ ‘gefallen®;
le: N+DK ,lachen — S ,ldacheln‘;

I subire ,erleiden‘ — E+P subir ‘hinaufgehen’;

2.4.4 Innersprachliche ,falsche Freunde*

Selbst innerhalb einer und derselben Sprache konnen ,,falsche Freunde* erscheinen:

Deutsch: wischen: DP"  mit einem feuchten Tuch reinigen‘ — D kehren, fegen®.

Englisch: fo table: GB+CND+AUS ,auf die Tagesordnung bringen, einbringen‘, USA

,aufschieben, vertagen® [9].

2.5 Abweichender Wortschatz. In der einen Sprache ist das Wort giinzlich
ungebriuchlich geworden.

Auch darauf wollen wir einen kurzen Blick werfen. Dies ist neben der Sonderentwicklung auf
grammatischem Gebiet einer der gewichtigsten Kriterien von Sprachspaltung. Ich mdchte hier
ein paar interessante Beispiele aus dem Deutschen nennen.

e Ausgestorben ist ahd. mornén ,trauern‘, das im Englischen weiterlebt (to mourn). [10]

e Das in den skandinavischen Sprachen geldufige Wort barn ,Kind® war in dieser
Bedeutung auch noch im Mittelhochdeutschen vorhanden [11, S. 10].

e Die im Englischen so geldaufigen Komparativformen von bad ,schlecht® worse und worst
waren ebenfalls noch bis ins Mittelhochdeutsche hinein geldufig: wirse/wiirse, wers,
wirst/wiirst/werst [11, S. 324]. Vgl. hier auch die skandinavischen Sprachen.

Resiimee

Ein interessanter wie sinnvoller Aspekt beim Studium fremder Sprachen ist die Ahnlichkeit
nahe verwandter Sprachen, und das nicht nur im Hinblick auf die Grammatik, sondern auch
auf den Wortschatz. Bei genetisch eng verwandten Sprachen rechnen wir mit zahlreichen

? Siehe hierzu [7, S. 30].
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Ubereinstimmungen auf beiden Gebieten, wobei man sich indes immer wieder ins Gedéichtnis
rufen muss, dass es sich bei aller Ahnlichkeit um verschiedene Sprachen handelt, welche nicht
ohne Grund als solche betrachtet werden.

Bei genauem Vergleich des Wortschatzes genetisch eng verwandter Sprachen stellen wir bei
den Vokabeln, welche vom Ursprung her identisch sind, im Hinblick auf die Semantik eine
Reihe subtiler Abstufungen fest. Diese gehen von volliger sowohl morphologischer als auch
bedeutungsmaiBiger Identitét bis hin zu den ,,falschen Freunden®, die es gesondert zu beachten
gilt.

Beim Vergleich des Vokabulars genetisch eng verwandter Sprachen stellen wir fest, dass es
sich auf der Ebene des Privatlebens beachtlich voneinander unterscheidet, wohingegen die
Fachsprachen fast keine Ubersetzung erfordern. Dies jedoch ist ein Thema fiir einen anderen
Artikel.
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BLIiZCE PRIBUZNE JAZYKY A VARIANTY A JEJICH SLOVNIi ZASOBY

Jazyky se v mnoha ohledech lisi a jednim z hlavnich kritérii je slovni zasoba. Neni divu, kdyz
jazyky, které nejsou blizce nebo vzdalen¢ ptibuzné, maji razné vyrazy. Hovoifime-li vSak
o jazycich, které spolu tzce souviseji, vzdjemna komunikace je do urcité miry mozna.
Zajimavé je také to, ze 1 v ramci jednoho jazyka nebo jazykové varianty mohou existovat
variace ve slovni zasobé. Ackoli mnoho slov miize mit stejny vyznam, pouZzivaji se na
ruznych stylistickych urovnich. Néktera slova v jednom jazyce nebo variant¢ mohou mit Sirsi
vyznam nez v jiném, coZ vytvari takzvané ,,falesné pratele”, se kterymi se Casto setkdvame
v jazykové skole. Proto stoji zato se na toto téma podivat blize.

CLOSELY RELATED LANGUAGES AND VARIANTS AND THEIR VOCABULARY

Languages differ in many ways, and one of the main criteria is vocabulary. It is not surprising
when languages that are not closely or distantly related have different vocabularies. However,
when we talk about languages that are closely related, mutual communication becomes
possible to a certain extent. It is also interesting to note that even within one language or
language variant, there can be variations in vocabulary. Although many words may have the
same meaning, they are used on different stylistic levels. Some words in one language or
variant may have a broader range of meanings than in another, creating what is known as
“false friends” which we often encounter in language schooling. Therefore, it is worth taking
a closer look at this topic.

BLISKO SPOKREWNIONE JEZYKI I WARIANTY ORAZ ICH SLOWNICTWO

Jezyki r6znig si¢ pod wieloma wzgledami, a jednym z gtéwnych kryteriow jest stownictwo.
Nie dziwi fakt, ze jezyki, ktére nie sg blisko lub daleko spokrewnione, majg rézne wyrazy.
Jesli jednak méwimy o jezykach, ktore sg blisko spokrewnione, wzajemna komunikacja jest
do pewnego stopnia mozliwa. Ciekawe jest tez to, ze nawet w obrgbie jednego jezyka lub
wariantu jezykowego moga wystgpowac roznice w stownictwie. Chociaz wiele stow moze
mie¢ to samo znaczenie, s3 one uzywane na roznych poziomach stylistycznych. Niektoére
stowa w jednym jezyku lub wariancie moga mie¢ szersze znaczenie niz w innym, tworzac tak
zwanych "falszywych przyjaciot”, z ktorymi czesto spotykamy sie w szkole jezykow obcych.
Warto zatem temu tematowi przyjrze¢ si¢ blizej.
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Abstract

Electronic testing offers many advantages over traditional paper-and-pencil testing, such as a
more natural testing environment for today's students, immediate feedback, more effortless
organization and logistics, and immediate data analysis. On the other hand, there is a higher
risk of students cheating on electronic tests. Electronic testing can improve the educational
process, but it is essential to be aware of the potential drawbacks and take steps to mitigate
them. Electronic testing of knowledge is a new trend in higher education. It is important to
remember, however, that didactic tests are only one of many ways to assess students, and they
should be combined with other forms of assessment to obtain a comprehensive picture of
student knowledge and skills.
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Introduction

Distance education is a valuable addition to traditional teaching. The positive experiences
gained during the pandemic with distance education should be considered in traditional
education. They should be implemented in legislation and standards for accreditation in
higher education. Electronic testing is a shining example of effective teaching, whether it is
done in person or remotely by external experts in academia, research, art, architecture, or
corporate practice. Additionally, the situation may arise when the academic responsible for
teaching is working but still be able to provide remote synchronous teaching. Last but not
least, the academic might be unwell but can nevertheless provide teaching in a remote
synchronous way.

1 Comparison of Electronic and Traditional Tests

Electronic tests are administered on computers or electronic devices, questions are displayed
on a screen, and answers are usually selected or typed electronically, evoking the natural
environment in which the current generation of learners commonly operate. Traditional tests,
where questions and answers are usually handwritten, are becoming an outdated testing
format. On the other hand, it is necessary to take into account the warnings of experts ([1],
[2], [3] and others) about the adverse effects of the use of electronic devices on cognitive
processes. Excessive use of electronic media can lead to a reduction in the ability to maintain
attention and concentration on a single task. Electronic communication is often asynchronous
and less dependent on nonverbal communication, which can result in a loss of ability to read

© 2023 Author(s). This work is distributed under the Creative Commons Attribution-4.0 license
(https://creativecommons.org/licenses/by-nc-nd/4.0/).
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and interpret emotional signals during face-to-face communication. An overabundance of
digital learning can reduce the need to remember information, leading to a decline in the
ability to recall information.

The recent pandemic has accelerated digitalization, a change often seen as a temporary
response to the pandemic. Many of these changes may have significant long-term implications
for how tertiary education is delivered and integrated with information technology. Some
authors [4] have highlighted that electronic tests offer more flexibility regarding the time and
place where they can be taken. Test takers can often choose the time and place that best suits
them. However, the distance form of electronic testing may be more prone to cheating and
unauthorized access if not properly secured. The measures often used, such as online
surveillance and secure browsers, are insufficient. Nevertheless, it is crucial for the other
attributes of e-testing, which will be discussed in later sections of this article, to incorporate e-
testing, especially in face-to-face form, into tertiary education.

Commonly used online testing systems provide instant feedback, allowing test takers to see
their results and correct answers immediately after completing the test. Instant feedback
allows immediate recognition of errors in a relevant context and increases learning efficiency.
Traditional tests typically require manual scoring, which means test takers must wait for their
results, and error awareness occurs in a time-weakened context. Most universities in the
Czech Republic [5] use two types of e-learning platforms for knowledge testing: MOODLE
(open-source) and INSIS (proprietary software). The choice of platform then determines the
assurance of authenticity of testing and avoidance of cheating; technical problems with the
equipment and software errors that can affect the testing process; data protection; automatic
assessment that saves time and facilitates the process of evaluating results; statistics and
analysis; and above all, different types of test questions.

Traditional testing, which requires the printing and distributing of physical test materials to
large numbers of test takers, often presents challenges in organization and logistics. Printing
and distributing printed tests can be not only resource-intensive but also time-consuming. This
can be problematic, especially when large-scale testing at the institutional level is involved. In
this context, electronic testing is an efficient and environmentally friendly alternative.
Electronic tests administered online eliminate the need for printing and physical distribution.
In addition, electronic tests save on printing materials and transportation costs, resulting in
economic savings. Electronic testing makes adjusting the number of test takers easier without
printing additional test materials.

Data from electronic tests can be easily stored and analyzed, providing information not only
about the performance of the test-takers but also about the test items themselves. Statistical
summaries allow for better item selection in subsequent use. Advanced testing systems can
incorporate adaptive methods [6] which means that the next question is chosen based on the
result of the previous question. This adaptive testing allows for a more comprehensive
assessment of knowledge. Statistical methods can be employed to evaluate the difficulty level
of each test item. Data from traditional tests take significant time to process. Electronic tests
provide a convenient way of collecting data, and built-in statistical methods allow for the
evaluation of the difficulty of each test item. This ensures that the test items are well-
balanced.. Electronic tests keep track of the time taken by test-takers to answer individual
questions. This data can be used to analyze whether the items are too easy or too difficult.

Available testing systems offer a wide variety of testing tasks [7], which can be classified into
the following categories:

a) Multiple-choice tasks
e Drag and drop into the text



e Drag and drop markers

e Drag and drop onto the image
e Drag-and-Drop Matching

e Embedded answers (Cloze)

e Calculated multichoice

e Matching
e Multiple choice
e Ordering
e Random short-answer matching
e Select missing words
e True/False
b) Open tasks
e Essay

e Short answer
e Formulas
c) Other types of test tasks
e Calculated
e Calculated simple
e Numerical

Standardized test tasks can be a limitation for some areas of natural and technical sciences,
such as geometry, trigonometry, differential geometry, constructive geometry, machine and
equipment design, and visualization in architecture and design. In general, the type of
knowledge and skills that require creative capture (drawing) can be considered problematic
for electronic testing. A solution is to use specialized software on a personal computer to
solve the task and then insert the results as an image into the testing system. Alternatively, use
a tablet that offers a variety of drawing tools and features. The tablet’s touch pen allows for
precise drawing and allows for creating different effects. A computer is better if we need
access to a broader range of tools and features and more precise control. A tablet is a good
choice if we are looking for a portable and easy-to-use device.

Tab. 1: Suitable test tasks for language skills and knowledge

Language skills: Categories of test tasks
Speaking (not included in the written exam)
Reading comprehension Multiple choice tasks, partially Open tasks (Short answers)
Writing Open tasks (Essay)
Listening. Multiple choice tasks, partially Open tasks (Short answers)
Commonly tested Categories of test tasks
language skills:
Grammar Multiple choice tasks, partially Open tasks (Short answers)
Vocabulary Multiple choice tasks, partially Open tasks (Short answers)
Pronunciation (not included in the written exam)
Spelling Multiple choice tasks, Open tasks (Short answers, Essay)
Phrases and idiomatic Multiple choice tasks, Open tasks (Short answers, Essay)
Multiple choice tasks (best suited Drag and drop into text,
Syntax. . .
Ordering, Select missing words)

Source: Own




Test tasks are perfectly suitable for the humanities and social sciences. Table 1 illustrates how
to choose test tasks for individual language skills and knowledge in foreign languages.
Foreign language didactics work with traditional language skills: speaking, reading
comprehension, writing, and listening. The language skills usually tested are grammar,
vocabulary, pronunciation, spelling, phrases and idiomatic expressions, and syntax. Table 1
also demonstrates that typologically testable tasks allow for the testing of language skills and
knowledge in the case of foreign languages.

2 Assessing the Authenticity and Security of Electronic Testing

The previous chapter outlined the reasons for including e-testing as an effective assessment
tool in tertiary education. However, with the growth of e-testing, entirely new issues have
emerged (e.g. [8]) which the author believes should be addressed:

e student identification and authentication,
prevention of cheating,

security of testing platforms,

data security,

development of anti-plagiarism mechanisms,
ethical and pedagogical aspects.

Education theorists, even in the case of traditional tests, have discussed some of the
mentioned topics. However, they have gained new attributes in the new era of electronic
testing. To illustrate, it is worth noting that instances of cheating occurred even in traditional
paper-based tests, where a different student could write the test instead of the genuine one.
One measure is to perform mandatory or random student identification in the teaching space.
We prefer the in-person form of electronic tests to make the best use of the advantages and
minimize the risks of electronic testing. Despite identifying students in the educational space,
it cannot be guaranteed that the person taking the test in the in-person format of electronic
tests is a genuine student. A student could provide their authentication information to another
person, who may complete the test despite the student's presence in the room.

Identifying and authenticating students during e-testing is critical to ensuring the
authenticity of testing and protecting against academic cheating. The choice of the appropriate
identification and authentication method depends on several factors, including the type of
exam, whether it is an entrance exam or a standard end-of-semester test, and the level of
security required. The available methods of identification and authentication in electronic
testing are [8]:

e username and password authentication,
e token authentication, and
e biometric authentication.

Authentication using a username and password is the most simple and commonly used
method for allowing access to an e-test. The student's username and password are stored in a
database and they are prompted to enter them during testing. However, this method is not very
secure as students may share their login credentials with others, which can lead to cheating.

A more reliable method is authentication using a unique token, which the student must enter
once during the e-test. This method provides better protection against cheating than login and
password authentication.



Another highly reliable method of identification is biometrics. It is based on an individual's
unique biological characteristics, such as fingerprint or retinal scans. Since it is challenging to
deceive, this method is considered highly secure.

Ways to prevent cheating on electronic tests, including using unauthorized materials or
collaborating with other students, include [9]:

e the use of randomly generated questions,
e the use of tracking and monitoring tools,
e the use of testing environments with limited features.

The use of randomly generated questions can make it more challenging for students to
collaborate during tests. However, tracking and monitoring tools can help to keep an eye on
students' activities during the test, such as their screen movements or use of unauthorized
electronic resources. Another method is to use test environments with limited features, which
can prevent students from quickly accessing unauthorized resources and limit opportunities
for collaboration. It is important to note, however, that no method is entirely foolproof in
preventing cheating. Nevertheless, the above mentioned approaches represent measures that
can significantly reduce the risk of academic cheating.

The security of test platforms is primarily the responsibility of the developers and test
platform operators. The e-testing (e-learning) system is susceptible to various forms of
attacks, including hacking and misuse. If hackers gain access to an e-learning platform, they
can damage or attack other critical information systems such as student administration
systems, financial and accounting systems, human resource management systems, project and
research management systems, document management, and archiving systems. It is important
to compare the security of test platforms for proprietary and open-source software [10].
Proprietary software is more secure because only a few people have access to the source code.
The publisher is responsible for the security of the software by providing updates and
repairing vulnerabilities. However, open-source software can be challenging to secure since
the source code is accessible to anyone. Preventive tools such as secure password
management, backup, and software updates are typically sufficient for regular users (test item
authors and administrators) to protect test data (data security), including questions and
answers, from loss or leakage. It is crucial to manage passwords securely to prevent
unauthorized access. All accounts that have access to the data must have strong and unique
passwords. Regular backups are essential for restoring lost data, including questions and
answers, in case of any disaster. Keeping computer software and web browsers up-to-date and
secure using antivirus programs is another important step towards ensuring data security.

Developing anti-plagiarism mechanisms must include developing both software tools for
plagiarism detection and software tools for content protection [11], which can monitor student
activity, detect text matches, and alert plagiarism. These advanced software modules of
testing platforms can track student activities during a test and thus help identify students'
moral failure. Testing software can assist in identifying text similarities among students'
exams and identifying students who have copied their texts from other sources. Content
protection tools must be able to safeguard electronic exams against copying.

The ethical and pedagogical aspects open an academic debate ([12], [13], [14], and others)
on how to maintain the delicate harmony between imposing strict rules and sanctions for
cheating and maintaining trust between students and teachers. On the one hand, ensuring that
tests are objective and that cheating is avoided is essential. However, it is also crucial that
students feel that they are trusted. The testing environment must be designed to minimize the
risk of cheating. In addition, it is crucial to educate students about ethical behavior in the



university environment. This can be achieved through various means, such as organizing
ethics seminars, workshops, disseminating the university's ethical principles outlined in the
code of ethics, and promotion of zero tolerance for plagiarism and cheating. Students should
be told with sufficient clarity what unethical behaviors involve and what the consequences of
such behavior are. The goal is to create a university culture where academic honesty becomes
the norm and trust between all stakeholders in education is upheld and protected.

Conclusion

Electronic tests are in line with modern trends in higher education pedagogy. Electronic
testing provides many benefits that can enhance the educational process through easier
tracking of student performance and more accessible data analysis to improve the process's
quality.

The article outlined aspects of electronic knowledge testing in the tertiary education
environment. As a new phenomenon of higher education pedagogy, it offers several other
topics for further research, such as the design of test tasks in electronic testing, prevention and
detection of cheating in electronic testing, the search for other types of tasks (for example,
open-book testing), and more.

It is essential to realize that didactic tests are only one of many ways to assess students.
Combining didactic tests with other forms of assessment, such as oral exams, seminar projects
and papers, and presentations, is essential to obtain a comprehensive picture of students'
knowledge and skills.
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VYHODY A USKALI ELEKTRONICKEHO TESTOVANI ZNALOSTI

Elektronické testovani ma fadu vyhod oproti tradi¢nim testim jako je ptirozenégjsi prostiedi
testovani pro soucasnou generaci studentl, okamzitd zpétna vazba, snazSi organizace a
logistiky testovani a bezprostfedni analyza dat. Na druhou stranu existuje také nebezpeci
vys§iho sklonu k podvadéni ze strany studenti pii psani elektronickych testti. Elektronické
testovani ma potencial zlepSit samotny proces vzdélavani, je vSak dulezité si uvédomit
potencialni nevyhody a hledat opatieni k jejich minimalizaci. Elektronické testovani znalosti
je novym trendem ve vysokoskolském vzdélavani. AvSak je dilezité mit na paméti, ze
didaktické testy jsou pouze jednim z mnoha zpisobi, jak hodnotit studenty, a je tieba je
kombinovat s jinymi formami hodnoceni, aby bylo mozné ziskat komplexni obraz o
znalostech a dovednostech studenti.

VORTEILE UND FALLSTRICKE ELEKTRONISCHER WISSENSTESTS

Elektronische Tests bieten eine Reihe von Vorteilen gegeniiber herkommlichen Papier- und
Bleistifttests, z. B. eine natiirlichere Testumgebung fiir die Studenten von heute, sofortiges
Feedback, einfachere Organisation und Logistik sowie sofortige Datenanalyse. Andererseits
besteht auch die Gefahr, dass Studenten bei elektronischem Testen eher zum Schummeln
neigen. Elektronisches Testen hat das Potenzial, den Bildungsprozess zu verbessern, aber es
ist wichtig, sich der potenziellen Nachteile bewusst zu sein und Maflnahmen zu ergreifen, um
diese abzumildern. Elektronische Wissenstests sind ein neuer Trend in der Hochschulbildung.
Es ist jedoch wichtig, daran zu denken, dass didaktische Tests nur eine von vielen
Moglichkeiten sind, Studierende zu bewerten, und dass sie mit anderen Formen der
Bewertung kombiniert werden sollten, um ein umfassendes Bild der Kenntnisse und
Fahigkeiten der Studierenden zu erhalten.

ZALETY I MANKAMENTY ELEKTRONICZNYCH TESTOW WIEDZY

Testy elektroniczne maja wiele zalet w poréwnaniu z tradycyjnymi testami, takich jak
bardziej naturalne $rodowisko testowe dla wspolczesnego pokolenia studentow,
natychmiastowa informacja zwrotna, fatwiejsza organizacja 1 logistyka przeprowadzania
testOw oraz bezposrednia analiza danych. Z drugiej strony, istnieje rdéwniez
niebezpieczenstwo wigkszej sktonnosci studentow do oszukiwania podczas rozwigzywania
testow elektronicznych. Testy elektroniczne moga potencjalnie usprawni¢ sam proces
ksztalcenia, ale wazne jest, aby zdawac sobie sprawg¢ z potencjalnych mankamentow i szuka¢
srodkow, aby je zminimalizowac. Elektroniczne testy wiedzy to nowy trend w edukacji
akademickiej. Nalezy jednak pamigtaé, ze testy dydaktyczne sa tylko jednym z wielu
sposobow oceny studentow 1 nalezy je taczy¢ z innymi formami oceny, aby mozna bylo
uzyska¢ kompleksowy obraz wiedzy i umiej¢tnosci studentow.
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Abstrakt

Die Integration von kiinstlicher Intelligenz (KI) in Bildungseinrichtungen hat das Potenzial,
den Lehrprozess zu optimieren und Lehrkréiften wertvolle Ressourcen und Zeit zu sparen. KI
kann in verschiedenen Bereichen der Unterrichtsvorbereitung eingesetzt werden, angefangen
bei der Erstellung von Lehrmaterialien bis hin zur Personalisierung des Lernens. In diesem
Beitrag werden sechs wichtige Bereiche vorgestellt, in denen KI im Fremdsprachenunterricht
eingesetzt werden kann. Er konzentriert sich auf die Vor- und Nachteile und mogliche
Tiicken.

Keywords

Automated assessment; Artificial intelligence; Al; Creation of teaching materials; Progress
tracking; Personalization of learning; Teacher training.

Einleitung

Kiinstliche Intelligenz (KI) kann im Fremdsprachenunterricht auf vielfdltige Weise genutzt
werden, um das Lernen und Lehren von Fremdsprachen effizienter und ansprechender zu
gestalten. Hier sind einige Bereiche, in denen Die KI im Fremdsprachenunterricht eingesetzt
werden kann:

e Personalisierte Lernprogramme: KI kann das Lernverhalten der Schiiler verfolgen und
personalisierte Lernpléne erstellen. Dies ermoglicht es, den Unterricht an die individuellen
Bediirfnisse und Fortschritte der Schiiler anzupassen.

e Automatisierte Sprachbewertung: KI kann schriftliche und miindliche Aufgaben
bewerten, indem sie die Grammatik, Aussprache und den Wortschatz analysiert. Dies
ermoglicht den Lehrern, schnelleres und préziseres Feedback zu geben.

e Chatbots und virtuelle Tutoren: Kl-gesteuerte Chatbots und virtuelle Tutoren kénnen
Schiilern beim Uben von Konversationen und beim Beantworten von Fragen in der
Zielsprache helfen.

e Ubersetzungs- und Wortschatzwerkzeuge: KI kann beim Ubersetzen von Texten,
Identifizieren von Wortschatz und Konjugieren von Verben in Echtzeit helfen, was
Lernenden den Zugang zu Fremdsprachenmaterialien erleichtert. Mit den Potenzialen der
maschinellen Ubersetzung befasst sich die Studie [4].

e Sprachanalyse und Ausspracheverbesserung: KI kann die Aussprache der Schiiler
analysieren und Feedback zur Verbesserung der Aussprache geben.

e Gamifizierung: KI kann dazu beitragen, den Unterricht spielerischer zu gestalten, indem

© 2023 Author(s). This work is distributed under the Creative Commons Attribution-4.0 license
(https://creativecommons.org/licenses/by-nc-nd/4.0/).
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sie Punktesysteme, Belohnungen und Herausforderungen erstellt.

e Automatisierte Ubersetzungsiibungen: Lehrer koénnen KI verwenden, um
Ubersetzungsiibungen zu erstellen, die den Schiilern helfen, die Struktur und den
Wortschatz der Zielsprache zu iiben. Bei Bedarf kann ChatGPT die Rolle des Ubersetzers
iibernehmen. Sie geben an einfach die Sprache ein, in die der Text libersetzt werden soll.
Neben Tschechisch und Englisch unterstiitzt der Dienst auch viele weitere Sprachen.
Stichprobenartige Uberpriifungen mit dem Deepl Al-Ubersetzer bestitigten die
Richtigkeit der Ubersetzungen [2].

e Textanalyse und Kulturerkundung: KI kann Schiilern helfen, Texte in der Zielsprache
zu analysieren und kulturelle Aspekte zu erforschen, indem sie relevante Informationen
extrahiert und erldutert.

o Kil-gestiitzte Lernmaterialien: Lehrer konnen KI verwenden, um Lernmaterialien zu
erstellen, die auf die Bediirfnisse der Schiiler zugeschnitten sind, wie z. B. interaktive
Apps, Videos und Quiz.

e Virtuelle Klassenraume: KI kann virtuelle Klassenrdume unterstiitzen, indem sie den
Zugriff auf Ressourcen und Materialien vereinfacht und die Interaktion zwischen Schiilern
und Lehrern fordert.

Es ist wichtig zu beachten, dass KI im Fremdsprachenunterricht eine Ergdnzung zum
traditionellen Unterricht sein sollte und nicht als Ersatz fiir den menschlichen Lehrer gedacht
ist. Der Einsatz von KI kann den Unterricht jedoch bereichern und die Lernerfahrung
verbessern. Einige Bereiche der KI-Nutzung werden in den néchsten Teilen des Beitrages
erliutert.

1 Bereiche der KI-Nutzung

1.1 Automatisierte Inhalten-Erstellung

Eine der grundlegenden Aufgaben bei der Unterrichtsvorbereitung ist die Erstellung von
Lehrmaterialien wie Arbeitsblittern, Prisentationen und Ubungsaufgaben. KI-Tools kénnen
Lehrkriften dabei helfen, diese Materialien schneller und effizienter zu erstellen. Zum
Beispiel konnen Textgeneratoren automatisch Texte und Aufgabenstellungen generieren, die
auf den Lehrplan und die Lernziele zugeschnitten sind. Dies spart Lehrern Zeit und
ermoglicht es ihnen, sich mehr auf die didaktische Gestaltung des Unterrichts zu
konzentrieren.

Allerdings gibt es auch einige potenzielle Tiicken, die beriicksichtigt werden sollten:

1. Kulturelle Sensibilitit: Automatisierte Tools konnten kulturell sensible oder
unangemessene Inhalte erstellen. Es ist wichtig, sicherzustellen, dass der generierte Inhalt
kulturell angemessen ist und keine Vorurteile oder Stereotypen enthélt.

2. Fehlende Kontextualisierung: Automatisch generierte Inhalte konnten den Kontext, in
dem sie verwendet werden, nicht beriicksichtigen. Dies kann zu Missverstdndnissen oder
Verwirrung fithren.

3. Mangelnde Individualisierung: Automatisierte Tools erstellen oft generische Inhalte, die
nicht auf die individuellen Bediirfnisse der Lernenden zugeschnitten sind. Der
Unterrichtserfolg kann davon abhingen, wie gut der generierte Inhalt auf die Fahigkeiten
und Bediirfnisse der Lernenden abgestimmt ist.



4. Fehler in der Sprachqualitit: Automatisierte Ubersetzungstools konnen gelegentlich
ungenaue oder unidiomatische Ubersetzungen liefern, was zu Verwirrung bei den
Lernenden fiihren kann.

5. Fehlende Interaktion: Der automatisierte Inhalt kann die Interaktion zwischen Lehrern
und Studenten einschranken, was ein wichtiger Bestandteil des Sprachlernprozesses ist. Es
ist wichtig sicherzustellen, dass automatisierte Inhalte als Ergéinzung zum interaktiven
Unterricht und nicht als Ersatz dienen.

6. Ethische Bedenken: Bei der Nutzung von automatisierten Tools im Bildungsbereich
konnen ethische Fragen im Zusammenhang mit Datenschutz, Privatsphire und
Algorithmen auftreten. Es ist wichtig, diese Aspekte sorgfiltig zu berlicksichtigen und
sicherzustellen, dass die Privatsphére der Lernenden geschiitzt ist.

7. Qualititskontrolle: Automatisierte Inhalte kénnen von unterschiedlicher Qualitét sein. Es
ist wichtig sicherzustellen, dass die erstellten Materialien korrekt und péddagogisch
wertvoll sind.

8. Technische Herausforderungen: Die Nutzung automatisierter Tools erfordert oft
technische Fahigkeiten und Zugang zu geeigneter Technologie. Nicht alle Lernenden und
Lehrer haben moglicherweise die erforderlichen Ressourcen.

9. Abhingigkeit von Technologie: Eine iiberméfige Abhdngigkeit von automatisierten
Tools kann dazu fithren, dass Lernenden und Lehrer ihre eigenen Sprachfihigkeiten
vernachléssigen oder den Wert des interaktiven Sprachlernens unterschitzen.

Es ist wichtig, diese Tiicken zu beriicksichtigen und sicherzustellen, dass automatisierte
Inhalterstellung im Fremdsprachenunterricht sorgfaltig geplant und iiberwacht wird, um die
bestmoglichen Lernerfolge zu erzielen.

1.2 Adaptive Lernplattformen

Die Nutzung kiinstlicher Intelligenz (KI) in adaptiven Lernplattformen im
Fremdsprachenunterricht bietet zweifellos viele Vorteile, darunter individualisiertes Lernen
und kontinuierliches Feedback. Allerdings gibt es auch einige Tiicken, die bei der
Implementierung und Nutzung von Kl-basierten Systemen im Bildungsbereich berticksichtigt
werden miissen.

Ein Hauptproblem ist die Datenschutzproblematik. Da adaptive Lernplattformen auf grof3e
Mengen von Schiilerdaten zugreifen und analysieren, besteht das Risiko, dass sensible
Informationen in falsche Hinde geraten. Die Verwaltung und Sicherheit dieser Daten miissen
gewihrleistet sein, um Datenschutzverletzungen zu vermeiden.

Eine weitere Tiicke betrifft die Personalisierung. Wihrend KI-Systeme dazu neigen, den
Lernprozess zu individualisieren, besteht die Gefahr, dass sie zu stark auf Algorithmen und
Daten  angewiesen sind und die  zwischenmenschliche = Komponente  des
Fremdsprachenunterrichts vernachldssigen. Lehrer sollten weiterhin eine aktive Rolle im
Lernprozess spielen, um die sozialen und kulturellen Aspekte des Sprachenlernens zu fordern.

Die Qualitdt der Kl-basierten Inhalte ist ein weiteres Problem. Nicht alle KI-generierten
Ubungen oder Materialien sind gleichwertig, und es besteht die Gefahr, dass minderwertige
Inhalte in den Unterricht einflieBen. Die Qualititskontrolle und die Uberpriifung von KI-
generierten Inhalten sind daher von entscheidender Bedeutung.

Ein weiteres Problem sind die begrenzten Lernziele. KI-Systeme koénnen dazu neigen, den
Studenten nur das beizubringen, was in den verfiigbaren Datenquellen enthalten ist. Dies kann



zu einer eingeschrinkten und einseitigen Bildung fiihren, da KI-Systeme nicht immer in der
Lage sind, die breite Vielfalt menschlicher Erfahrungen und Kulturen abzudecken.

SchlieBlich ist die Abhédngigkeit von Technologie ein potenzieller Nachteil. Wenn Schulen
und Lehrer zu stark auf Kl-basierte Lernplattformen setzen, konnten sie anfillig fiir
technische Probleme oder Ausfille werden, die den Lernprozess erheblich beeintrachtigen
konnten.

Insgesamt bietet die Integration von KI in den Fremdsprachenunterricht viele Moglichkeiten,
aber es ist wichtig, die genannten Nachteile zu beriicksichtigen und sicherzustellen, dass die
Vorteile der Technologie den Bildungsprozess verbessern, anstatt ihn zu beeintridchtigen. Ein
ausgewogener Ansatz, der die Stirken der KI mit den Féhigkeiten und Erfahrungen der
Lehrer kombiniert, kann dazu beitragen, die Qualitit des Fremdsprachenunterrichts zu
verbessern.

1.3 Automatisierte Bewertung von Aufgaben

Die Bewertung von Schiilerarbeiten kann sehr zeitaufwindig sein. KI-gesteuerte Systeme wie
automatische Aufgabengrader konnen Aufgaben wie Multiple-Choice-Tests, kurze Antworten
oder Programmieraufgaben automatisch bewerten. Dies spart Lehrern wertvolle Zeit und
ermoglicht es thnen, sich auf die Analyse der Ergebnisse und die Anpassung ihres Unterrichts
zu konzentrieren.

Die automatisierte Bewertung von grammatischen Aufgaben im Fremdsprachenunterricht
kann zwar viele Vorteile bieten, darunter Effizienz und Konsistenz; allerdings gibt es auch
einige Tiicken, die beachtet werden sollten:

1. Kontextsensitivitit: Die automatisierte Bewertung von Grammatikaufgaben kann
Schwierigkeiten bereiten, da sie oft den Kontext nicht vollstindig erfassen kann.
Grammatikfehler konnen in verschiedenen Kontexten unterschiedliche Auswirkungen
haben, und automatische Systeme konnten dies mdoglicherweise nicht richtig
berticksichtigen.

2. Fehlende Nuancen: Automatisierte Systeme sind moglicherweise nicht in der Lage,
subtile Nuancen in der Verwendung von Grammatik zu erkennen, wie etwa stilistische
Unterschiede oder rhetorische Absichten.

3. Fehlende Riickmeldung: Im Fremdsprachenunterricht ist die individuelle Riickmeldung
auf Fehler und Verbesserungsmoglichkeiten von grofler Bedeutung. Automatisierte
Systeme konnen nicht immer spezifische und hilfreiche Riickmeldungen geben, wie es ein
Lehrer oder eine Lehrerin konnte.

4. Adiquate Testgestaltung: Die Qualitit der Aufgaben und Tests, die fiir die
automatisierte Bewertung verwendet werden, ist entscheidend. Schlecht gestaltete
Aufgaben konnen zu ungenauen Bewertungen fiihren.

5. Betrug: Studenten kdnnten versuchen, das System zu tiuschen, indem sie Texte von
anderen Quellen kopieren oder Ubersetzungssoftware verwenden, um die Aufgaben zu
16sen. Dies erfordert MaBnahmen zur Verhinderung von Betrug.

6. Kaulturelle Unterschiede: Automatisierte Systeme konnten kulturelle Unterschiede in der
Sprachverwendung nicht angemessen beriicksichtigen, was zu Fehlbewertungen fiihren
kann.

7. Begrenzte Abdeckung: Die Genauigkeit und Zuverldssigkeit automatisierter Systeme
hiangt von der Qualitdt der verwendeten Daten und Algorithmen ab. Die Abdeckung von
Grammatikregeln und Sprachvarianten kann begrenzt sein.



8. Datenschutz und Ethik: Bei der Verwendung automatisierter Bewertungssysteme
missen Datenschutzbestimmungen und ethische Uberlegungen beriicksichtigt werden,
insbesondere dann, wenn Texte verarbeitet und gespeichert werden.

Es ist wichtig zu beachten, dass automatisierte Bewertungssysteme als unterstiitzendes Tool
fiir Lehrerinnen und Lehrer dienen konnen, aber nicht notwendigerweise alle Aspekte der
Grammatikbewertung abdecken konnen. Eine Kombination aus automatisierter Bewertung
und menschlicher Beurteilung kann oft die besten Ergebnisse liefern.

Insbesondere kann auch die automatisierte Bewertung von Essays aufgrund verschiedener
Tiicken eine Herausforderung darstellen. Einige hdufige Probleme, auf die man achten sollte,
sind:

1. Mangelnde Beriicksichtigung von Kontext: Automatisierte Systeme konnen
Schwierigkeiten haben, den Kontext und die Nuancen in einem Essay angemessen zu
erfassen. Dies fiihrt zu ungenauen Bewertungen, da sie nicht in der Lage sind, die
beabsichtigte Bedeutung des Verfassers zu verstehen.

2. Fehlende Beriicksichtigung von Kreativitit und Originalitit: Automatisierte
Bewertungssysteme neigen dazu, sich auf vordefinierte Muster und Standards zu stiitzen.
Sie konnen die kreative Herangehensweise eines Schiilers an ein Thema nicht vollstindig
wiirdigen, was zu ungerechten Bewertungen fiihren kann.

3. Schwierigkeiten bei der Erkennung von Fehlern: Obwohl maschinelle Lernmodelle
dazu neigen, Grammatik- und Rechtschreibfehler zu erkennen, konnen sie subtilere Fehler
im Stil, in der Struktur oder im Ausdruck iibersehen.

4. FEinseitige Betonung von Quantitit iiber Qualitit: Automatisierte Systeme kdnnen dazu
neigen, die Anzahl der Worter oder die Linge eines Essays iiberméBig zu betonen, anstatt
auf die Qualitdt der Argumentation oder die Tiefe des Verstindnisses zu achten.

5. Begrenzte Beriicksichtigung kultureller Unterschiede: Die kulturelle Vielfalt der
Schiiler kann zu unterschiedlichen Herangehensweisen an das Schreiben fiihren.
Automatisierte Systeme sind moglicherweise nicht in der Lage, kulturelle Unterschiede
angemessen zu wiirdigen und konnten ungerechte Bewertungen liefern.

6. Fehlende Fihigkeit zur Beurteilung von Inhalten: Automatisierte Systeme bewerten oft
die Formulierung und den sprachlichen Ausdruck, vernachlissigen jedoch die Richtigkeit
und den Gehalt der Informationen im Essay. Dies kann zu ungenauen Ergebnissen fiihren.

7. Schwierigkeiten bei der Erfassung von Stimmung und Tonfall: Die Interpretation des
emotionalen Tonfalls eines Essays ist fiir automatisierte Systeme schwierig. Sie konnen
Schwierigkeiten haben, Sarkasmus, Ironie oder andere subtile sprachliche Nuancen zu
erkennen.

8. Hohe Anfilligkeit fiir Manipulationen: Studenten konnten versuchen, automatisierte
Systeme durch die Verwendung von Schliisselwortern oder vordefinierten Sdtzen zu
tduschen, um eine hohere Punktzahl zu erzielen.

Um die automatisierte Bewertung von Aufgaben und Tests im Fremdsprachenunterricht zu
verbessern, ist es wichtig, diese Tiicken zu beriicksichtigen und menschliche Beurteiler in den
Prozess einzubeziehen, um eine faire und genaue Bewertung sicherzustellen. Automatisierte
Systeme konnen als Hilfsmittel zur Vorbereitung und Vorabpriifung dienen, sollten jedoch
nicht als alleinige Bewertungsmethode verwendet werden [1].



1.4 Empfehlungssysteme fiir Lehrmaterialien

KI kann auch dazu verwendet werden, Lehrern geeignete Lehrmaterialien und Ressourcen zu
empfehlen. Basierend auf den Lernzielen, dem Lehrplan und den individuellen Bediirfnissen
der Lernenden konnen Empfehlungssysteme Lehrkriften dabei helfen, hochwertige
Materialien auszuwéhlen, die den Unterricht bereichern. Dies fordert die Effektivitdt des
Unterrichts und tridgt dazu bei, dass die Lehrer immer auf dem neuesten Stand der
padagogischen Entwicklungen bleiben.

Die Nutzung von Empfehlungssystemen fiir Lehrmaterialien im Fremdsprachenunterricht
kann eine hilfreiche Unterstlitzung sein, aber es gibt auch einige potenzielle Nachteile, die
beachtet werden sollten. Hier sind einige wichtige Uberlegungen:

1. Mangelnde Individualisierung: Empfehlungssysteme basieren oft auf allgemeinen Daten
und Algorithmen, was bedeutet, dass sie moglicherweise nicht gut auf die spezifischen
Bediirfnisse und Fihigkeiten einzelner Lernender zugeschnitten sind. Dies kann dazu
fihren, dass Studenten Materialien erhalten, die entweder zu leicht oder zu schwer fiir sie
sind.

2. Beschrinkte Vielfalt der Materialien: Empfehlungssysteme tendieren dazu, auf bereits
vorhandene Daten und Ressourcen zuzugreifen, was zu einer begrenzten Vielfalt an
empfohlenen Materialien fithren kann. Dies kann dazu fiihren, dass Studenten nur auf eine
begrenzte Auswahl von Lehrbiichern oder Ressourcen zugreifen, was ihre Lernerfahrung
einschrénken kann.

3. Fehlende pidagogische Anpassung: Empfehlungssysteme beriicksichtigen oft nicht die
padagogischen Ziele oder Methoden des Lehrers. Sie konnen Materialien empfehlen, die
nicht gut zum Unterrichtsstil des Lehrers passen oder die nicht den spezifischen
Anforderungen des Lehrplans entsprechen.

4. Datenschutz und Sicherheit: Die Verwendung von Empfehlungssystemen erfordert oft
die Sammlung und Verarbeitung von Lernerdaten. Dies kann Datenschutz- und
Sicherheitsbedenken aufwerfen, insbesondere wenn die Daten nicht angemessen geschiitzt
werden oder fiir andere Zwecke missbraucht werden konnten.

5. Abhingigkeit von Technologie: Empfehlungssysteme sind auf Technologie angewiesen,
und wenn diese Technologie ausfdllt oder nicht verfiigbar ist, kann der Unterricht
beeintrichtigt werden. Lehrer sollten in der Lage sein, alternative Materialien und
Methoden bereitzustellen, wenn die Technologie versagt.

6. Geringe Beriicksichtigung sozialer und kultureller Unterschiede:
Empfehlungssysteme basieren oft auf Daten von breiten Nutzergruppen und
beriicksichtigen moglicherweise nicht ausreichend die individuellen sozialen und
kulturellen Hintergriinde der Lernenden. Dies kann zu kulturellen Missverstdndnissen
oder Verzerrungen fiihren.

7. Feedback-Schleifen und Filterblasen: Empfehlungssysteme neigen dazu, Lernenden
Materialien zu empfehlen, die ihren bisherigen Vorlieben und Interessen entsprechen.
Dies kann dazu fiihren, dass Schiiler in sogenannten ,,Filterblasen* gefangen sind und
nicht ausreichend mit vielfdltigen Inhalten in Kontakt kommen.

Um diese Fallstricke zu minimieren, ist es wichtig, dass Lehrer die Empfehlungen der
Systeme kritisch priifen und ihre eigenen pddagogischen Einschdtzungen einbeziehen. Eine
ausgewogene Nutzung von Empfehlungssystemen zusammen mit traditionellen
Lehrmethoden und einer breiten Palette von Materialien kann dazu beitragen, die Qualitit des
Fremdsprachenunterrichts zu verbessern.



1.5 Datenanalyse und Fortschrittsverfolgung

KI kann Lehrern dabei helfen, umfangreiche Daten iiber den Fortschritt ihrer Schiiler zu
analysieren. Diese Daten umfassen Testergebnisse, Lernverhalten und soziodkonomische
Informationen. Durch die Analyse dieser Daten konnen Lehrer Muster erkennen, die ihnen
dabei helfen, Probleme zu identifizieren, Lernende zu unterstiitzen und den Unterricht zu
verbessern. KI-Tools konnen auch Warnungen generieren, wenn Lernende Anzeichen von
Schwierigkeiten oder Versagen zeigen. Allerdings gibt es auch hier einige Tiicken, die
vermieden werden sollten:

1. Einseitige Fokussierung auf quantitative Daten: Die ausschlieliche Verwendung von
quantitativen Daten, wie Testergebnissen oder Punktzahlen, kann den tatsdchlichen
Lernfortschritt der Lernenden nicht vollstdndig erfassen. Es ist wichtig, auch qualitative
Aspekte wie miindliche Kommunikation, schriftliche Ausdrucksfihigkeit und das
Verstidndnis von Konzepten zu beriicksichtigen.

2. Vernachlissigung individueller Unterschiede: Jeder Student lernt in seinem eigenen
Tempo und auf seine eigene Weise. Die Datenanalyse sollte die individuellen Bediirfnisse
und Stirken der Lernenden beriicksichtigen und nicht nur auf Durchschnittswerte
abzielen.

3. Mangelnde Flexibilitit im Unterricht: Die Fortschrittsverfolgung sollte nicht dazu
fiihren, dass der Lehrer zu starr an einem bestimmten Lehrplan festhédlt. Wenn Lernende
Schwierigkeiten haben oder schneller vorankommen, ist es wichtig, den Unterricht
flexibel anzupassen, um ihren Bediirfnissen gerecht zu werden.

4. UbermiBiger Druck und Stress: Eine zu intensive Datenanalyse kann dazu fiihren, dass
Lernende unter Druck gesetzt werden, stindig gute Leistungen zu erbringen. Dies kann zu
Stress und Angst fithren, die den Lernprozess negativ beeinflussen konnen.

5. Vernachlissigung der Lernmotivation: Die Fortschrittsverfolgung sollte nicht nur auf
externe Anreize wie Noten oder Belohnungen abzielen. Es ist wichtig, die intrinsische
Motivation der Lernenden zu fordern und ihr Interesse an der Sprache aufrechtzuerhalten.

6. Unklare Ziele und Kriterien: Die Fortschrittsverfolgung sollte klare Ziele und Kriterien
fiir die Bewertung des Lernfortschritts der Lernenden haben. Unklare oder willkiirliche
Bewertungskriterien konnen zu Verwirrung und Unzufriedenheit fiihren.

7. Mangelnde Kommunikation mit den Lernenden: Es ist wichtig, den Lernenden
regelmaBiges Feedback iiber ihren Fortschritt zu geben und mit ihnen zu kommunizieren,
um herauszufinden, wie sie sich im Unterricht fiihlen und ob sie zusitzliche Unterstiitzung
bendtigen.

Insgesamt ist eine ausgewogene Herangehensweise an die Datenanalyse und
Fortschrittsverfolgung im Fremdsprachenunterricht entscheidend. Sie sollte sowohl
quantitative als auch qualitative Aspekte beriicksichtigen, die individuellen Bediirfnisse der
Lernenden beachten und den Lernprozess unterstiitzen, anstatt ihn zu behindern.

1.6 Automatisierte Kommunikation und Feedback

Die Kommunikation zwischen Lehrern, Lernenden und bzw. auch Eltern ist ein wichtiger
Bestandteil des Bildungsumfelds. KI kann dazu verwendet werden, Kommunikationsprozesse
zu optimieren. Chatbots und automatisierte Nachrichtensysteme konnen héufig gestellte
Fragen beantworten und einfache Probleme 16sen. Dariiber hinaus kdnnen KI-gesteuerte
Systeme Feedback von Lernenden sammeln und aggregieren, um den Unterricht
kontinuierlich zu verbessern.



ChatGPT eignet sich besonders gut als Gesprachspartner, um beispielsweise Ihre
Fremdsprache aufzufrischen. Mit dem richtigen Anreiz chattet der Dienst jedoch nicht nur mit
den Studierenden, sondern macht sie auch auf etwaige Fehler aufmerksam.

Beim Fremdsprachenunterricht konnen verschiedene Tiicken im Zusammenhang mit
Kommunikation und Feedback auftreten. Hier sind einige hdufige Probleme und Tipps, wie
man ihnen begegnen kann:

1. Mangelnde Verstindlichkeit: Lehrer oder Student sprechen unverstindlich, was die
Kommunikation erschwert.

2. Fehlende Anpassung an das Sprachniveau: Der Lehrer verwendet zu fortgeschrittene
oder zu einfache Sprache, die nicht dem Kenntnisstand der Schiiler entspricht.

3. UbermiiBige Fehlerkorrektur: Zu viele Korrekturen kénnen Schiiler verunsichern und
die Kommunikation behindern.

4. Fehlendes konstruktives Feedback: Feedback konzentriert sich nur auf Fehler, ohne
positive Aspekte zu beriicksichtigen.

5. Mangelnde Interaktion: Lehrer dominieren die Kommunikation, und die Schiiler haben
wenig Gelegenheit zu sprechen.

6. Kulturelle Missverstindnisse: Missverstindnisse aufgrund kultureller Unterschiede
konnen die Kommunikation behindern.

7. Mangelnde Individualisierung: Der Unterricht beriicksichtigt nicht die individuellen
Bediirfnisse und Lernstile der Schiiler.

Die Kommunikation und das Feedback im Fremdsprachenunterricht sind entscheidend fiir den
Lernerfolg der Schiiler. Es ist wichtig, auf diese Fallstricke zu achten und Strategien zu
entwickeln, um sie zu bewiltigen und ein effektiveres Lernumfeld zu schaffen.

2 Lehrer-Umfragen zur Nutzung der KI an den Schulen in Deutschland und in
Tschechien

Es werden zwei Umfragen erwéhnt, die im gleichen Zeitraum an Gesamtschulen, Gymnasien,
Weiterbildungskollegs und anderen Schulformen in Deutschland (Nordrhein-Westfalen) und
an Grundschulen und weiterfithrenden Schulen in Tschechien durchgefiihrt wurden.

2.1 Umfrage des nordrhein-westfilischen Philologenverbandes (PhV NRW)

Zu diesem Zweck wurde ein Fragebogen mit neun Fragen zum praktischen Umgang und
offenen Fragen dazu zusammengestellt.

Diese Umfrage lief vom 20. bis 31. Mérz 2023. 755 Lehrkrifte haben sich daran beteiligt.
88 Prozent der Befragten sind an Gymnasien beschiftigt, weitere acht Prozent an
Gesamtschulen. Jeweils zwei Prozent arbeiten an Weiterbildungskollegs oder anderen
Schulformen. 88 Prozent der Befragten sind an Gymnasien beschiftigt, weitere acht Prozent
an Gesamtschulen. Jeweils zwei Prozent arbeiten an Weiterbildungskollegs oder anderen
Schulformen. 15 Prozent der Teilnehmenden sind jiinger als 35 Jahre; 35 Prozent sind bis
45 Jahre alt; bis 55 Jahre sind es 34 Prozent. Alter als 55 Jahre sind 16 Prozent der Befragten.

[9]



2.2 Umfrage der Palacky-Universitit Olomouc (UPOL) und der Bildungsabteilung
von Microsoft Tschechien

Fiir die Bediirfnisse der Forschungsuntersuchung wurde ein Online-Fragebogen in der
Microsoft Forms-Umgebung erstellt, der weiter an die Kontaktadressen von Grund- und
weiterfilhrenden Schulen in der Tschechischen Republik verteilt wurde. Das Recherchetool
war in sechs Teile gegliedert — der erste Teil konzentrierte sich auf die demografischen Daten
der Befragten, die anderen Teile widmeten sich bereits den Erfahrungen von Pddagogen mit
kiinstlicher Intelligenz auf verschiedenen Ebenen. Der Fragebogen umfasste insgesamt
39 Fragen. Die Datenerhebung selbst fand vom 25. April bis 30. Juni 2023 statt. Insgesamt
haben 2.175 Pddagogen aus der gesamten Tschechischen Republik den Fragebogen ausgefiillt
(73 % Frauen, 26 % Mainner). Das Durchschnittsalter der Gruppe betrug 46,68 Jahre, wobei
85 % Grundschullehrer waren. Die durchschnittliche Lehrerfahrung betrug 18,95 Jahre.

An der Untersuchung nahmen Lehrer aus allen Regionen der Tschechischen Republik teil.
Die meisten von ihnen kamen aus der Maihrisch-Schlesischen Region (14,3 %), der
Mittelbohmischen Region (11,45 %) und der Hauptstadt Prag (11,08 %).

77,29 % der Befragten gaben an, iiber eine Lehrbefdhigung durch ein regulires Studium zu
verfiigen, 15,59 % erlangten ihre Befdhigung durch ein erginzendes Lehramtsstudium.
Lediglich 6,48 % der Gruppe gaben an, iliber keine Lehrbefihigung zu verfliigen. Die
durchschnittliche Lehrerfahrung der Befragten betrug 18,95 Jahre.

Bei dieser umfangreicheren Umfrage wurden alle Grund- und weiterfithrenden Schulen in der
Tschechischen Republik angesprochen. Uber 85 % der Forschungsgruppe bestand aus
Grundschullehrern (50,99 % Lehrer der 2. Klasse der Grundschule, 34,76 % Lehrer der
1. Klasse der Grundschule). [8]

Die Ergebnisse wurden auf der Webseite des Vereins fiir KI verdffentlicht (Ceskéd asociace
umélé inteligence), gegriindet 2023, der sich zum Ziel gesetzt hat, eine einzigartige Plattform
fir Bildung, Vernetzung, Informationsverbreitung, Verstindnis und die Suche nach
Moglichkeiten zu schaffen, kiinstliche Intelligenz fiir eine bessere Zukunft einzusetzen [7].

Da diese Fragebogen einen unterschiedlichen Fragenumfang hatten, werden nur die
Ergebnisse verglichen, die auf die selben Fragen Antworten gegeben haben. (Falls einige
prozentuelle Angaben hier nicht angegeben sind, wurden sie auch nicht in der Umfrage
explizit angegeben.)

2.3 Ergebnisse der beiden Umfragen zu gleich gestellten Fragen

Frage 1: Gibt es an Ihrer Schule Vorgaben / Regeln zur Nutzung von ChatGPT / KI?
PhV NRW: Ja 17,00% Nein 83,00 %
UPOL.: Ja. 9,70 % Nein 70,00 % (keine weitere Angabe) Frage 2

Frage 2: Nutzen Sie ChatGPT im Unterricht?
PhV NRW: Ja 22,00% Nein 33,00 % Noch nicht. 45,00 %
UPOL.: Ja 15,82 %

Frage 3: Nutzen Sie ChatGPT zur Unterrichts-und/oder Klausurvorbereitung?
PhV NRW: Ja 11,00 % Nein 54,00 % Ich experimentiere. 34,00 %
UPOL.: Ja 27,77 %



Frage 4: Erlauben Sie Thren SuS die Nutzung von ChatGPT fiir Haus- und/oder

Facharbeiten?
PhV NRW: Ja 7,00% Nein 58,00 % Bei Kenntlichmachung 35,00 %
UPOL.: Ja 15,40 % im Unterricht der Rest benutzt die KI nicht

Ja 16,50 % bei Hausaufgaben
Frage 5: Glauben Sie, dass KI-Systeme den Beruf der Lehrers / der Lehrerin verdndern

werden?
PhV NRW: Ja 53,00% Nein 4,00 % Zu frih 43,00 %
UPOL: Ja 83,40 %

Frage 6: Halten Sie KI-Systeme grundsdtzlich fiir eine Gefahr oder fiir eine Bereicherung?
Gefahr

PhV NRW: Ja/eher ja 58,88 % Nein/eher nein 41,12 %

UPOL.: Ja 15,06 %

Bereicherung

PhV NRW: Ja/eherja 61,11 % Nein/eher nein 38,88 %

UPOL.: Ja 48,09 %

Von den Aussagen der Lehrer zeigt sich, dass die Unsicherheit und Skepsis im
schulpraktischen Umgang mit Kiinstlicher Intelligenz in beiden Landern immer noch groB ist.

Deutlicher wird diese Tendenz mit Blick auf die mogliche Nutzung durch Schiilerinnen und
Schiiler in Haus- oder Facharbeiten. Die Mehrheit der Lehrer in beiden Umfragen gestatten
die KI-Hilfe nicht. In der tschechischen Umfrage sind die Fragen noch umfangreicher gestellt
worden. 46,7 der Lehrer sind iiberzeugt, dass die KI in den Haus- und Facharbeiten zu Betrug
fiihren wird.

In der PhV-NRW-Umfrage wird behauptet, dass die Zuriickhaltung an fehlenden Vorgaben
oder zu wenig Unterstlitzung im Umgang mit der neuen Technologie liegt. Nur 22,5 % der
tschechischen Lehrer geben an, dass der Direktor die innovativen Prozesse an der
Bildungseinrichtung unterstiitzt, und nur 2,76 % der Lehrer geben an, dass es an der Schule
Vorgaben zur rechtskonformen Nutzung der KI gibt.

Die Vorbereitung von Lehrern auf die Nutzung von kiinstlicher Intelligenz (KI) im
Bildungsbereich ist entscheidend, da KI-Technologien das Potenzial haben, den Unterricht zu
verbessern und personalisierter zu gestalten. Die Schulen und Bildungseinrichtungen kdnnten
folgende Schritte ergreifen, um Lehrer auf die Nutzung von KI vorzubereiten. [6]

e gezielte Fortbildungsprogramme durchfiihren,

e Zugang zu Ressourcen ermodglichen, die ihnen bei der Integration von KI-Tools in ihren
Unterricht helfen,

e Kollaboration und Erfahrungsaustausch mit Kollegen einplanen, die bereits KI-
Technologien im Unterricht einsetzen,

e Anpassungsfahigkeit fordern (Lehrer sollten ermutigt werden, offen flir neue
Technologien und piddagogische Ansétze zu sein),

e Lehrer liber die ethischen und datenschutzbezogenen Aspekte der KI informieren,
Unterstiitzung von Schulverwaltungen leisten,

e die Moglichkeit bieten, KI-Technologien schrittweise in den Unterricht zu integrieren,
damit die Schiiler sich mit den neuen Werkzeugen vertraut machen koénnen, ohne
iberfordert zu sein.
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Die Vorbereitung von Lehrern erfordert Zeit und Ressourcen, ist jedoch entscheidend, um
sicherzustellen, dass sie die Vorteile dieser Technologien optimal nutzen kénnen, um den
Bildungsbereich zu verbessern. [6]

Schlussfolgerung

Die Integration von kiinstlicher Intelligenz in die Unterrichtsvorbereitung bietet viele
Moglichkeiten zur Effizienzsteigerung und Verbesserung der Bildung. Von der
automatisierten Inhalten-Erstellung bis zur personalisierten Lernerfahrung bietet KI Lehrern
die Werkzeuge, um den Unterricht auf ein neues Niveau zu heben. Es ist jedoch wichtig zu
betonen, dass KI-Systeme keine Lehrer ersetzen, sondern sie bei ihrer Arbeit unterstiitzen und
erginzen sollen. Es ist erforderlich, dass man sich mit der Rolle von kiinstlicher Intelligenz im
Unterricht befasst, mit den Vorteilen und Nachteilen, die diese Technologie mit sich bringt.
AnschlieBend sollten auch ethische Aspekte kiinstlicher Intelligenz diskutiert werden, und
momentane Richtlinien zum ethischen Handeln. Es gibt Forschungsbedarf, um einen sicheren
Einsatz von kiinstlicher Intelligenz im Unterricht zu ermoglichen [3].

Weiter stellt sich auch die Frage, wie Lehrkrifte, vor allem die bereits ldnger im Dienst
befindlichen, qualifiziert werden konnen. Dies steht im Fokus des europdischen Projekts
Taccle Al [10]. Ob ein solches niedrigschwelliges digitales Kursangebot eine geeignete
Fortbildungsmoglichkeit fiir Lehrkréfte ist, wird sich nach Ende der Projektlaufzeit zeigen [5].
(Infos zum Projekt sind abrufbar: https://mooc.taccleai.eu/course/taccle-ai-mooc-german)

Die richtige Integration von KI erfordert sorgfiltige Planung, Schulung und
Datenschutziiberlegungen, um sicherzustellen, dass die Bildung weiterhin von hochster
Qualitdt bleibt.
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VYUZITIi UMELE INTELIGENCE VE VYUCE CIZICH JAZYKU

Zavedeni umél¢é inteligence (AI) ve vzdé¢lavacich institucich ma potencial optimalizovat
proces vyuky a usetfit uCitelim cenny ¢as. Umélou inteligenci 1ze vyuzit v riznych oblastech
pfipravy vyuky, pocinaje tvorbou vyukovych materidll az po realizaci vyuky. Tento
piispévek predstavuje Sest dulezitych oblasti, kde Ize Al ve vyuce cizich jazykil pouzit,
zamétuje se na vyhody a nevyhody a ptipadna uskali.

THE USE OF ARTIFICIAL INTELLIGENCE IN TEACHING FOREIGN LANGUAGES

The introduction of Artificial Intelligence (AI) in educational institutions has the potential to
optimize the teaching process and save teachers valuable time. Artificial Intelligence can be
utilized in various areas of teaching preparation, ranging from creating teaching materials to
implementing teaching strategies. This article presents six important areas where Al can be
used in teaching foreign languages, highlighting the advantages and disadvantages as well as
potential pitfalls.

WYKORZYSTANIE SZTUCZNEJ INTELIGENCJI W NAUCZANIU JEZYKOW OBCYCH

Wprowadzenie sztucznej inteligencji (Al) w instytucjach edukacyjnych moze potencjalnie
zoptymalizowa¢ proces nauczania i zaoszczedzi¢ nauczycielom cenny czas. Sztuczna
inteligencja moze by¢ wykorzystywana w réznych obszarach przygotowania nauczania, od
tworzenia materialdow dydaktycznych po realizacj¢ zaje¢. Niniejszy artykut przedstawia szes¢
waznych obszaréow, w ktorych sztuczna inteligencja moze by¢ wykorzystywana w nauczaniu
jezykdéw obeych, koncentrujac si¢ na zaletach i wadach oraz potencjalnych mankamentach.
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Abstrakt

Der vorgelegte Rezensionsartikel stellt eine Publikation vor, die als Sammelband von 17
Beitrdgen mit Fokus auf Fachsprachenunterricht im Hochschulbereich 2021 beim Verlag
Frank & Timme erschienen ist: ,,Fachlich — Digital — Regional: Perspektiven auf das
Sprachenlehren und —lernen® (Hrsg: Ines-Andrea Busch Lauer / Julia Hartinger). Die Beitrige
beziehen sich auf eine digitale Fachtagung, wo die Ergebnisse eines grenziiberschreitenden
Projektes zweier Hochschulen vorstellt wurden, und zeigte mogliche Wege fiir die
methodisch-didaktische Auseinandersetzung mit dem (fach)sprachlichen Online-Unterricht
wihrend der Covid-Pandemie auf. Der Sammelband ist in drei Teile bzw. drei Kernbereiche
gegliedert: auf die Vermittlung der Fachsprache, die Analyse von Lehrmaterialien und die
Konzipierung der Priifungsformate (,,Fachlich), auf den Einsatz von digitalen Medien im
Fremdsprachenunterricht (,,Digital) und auf die Entwicklung der als Ergebnis eines
dreijahrigen Projektes entwickelten Lehr- und Lernmaterialien, die den Blick auf die
tschechisch-sdchsische Grenzregion richtet (,,Regional®).

Keywords

Business German; Digital media in teaching; Labor market; Border region.

Einleitung

Im Fokus dieses Artikels steht der Sammelband [2] welcher insgesamt siebzehn Artikel zum
Thema Fachsprachenunterricht im Hochschulbereich enthdlt. Wie schon der Titel des
Sammelbandes selbst andeutet, behandeln die Beitrdge verschiedene Themen und Aspekte der
Vermittlung der Fachsprache im Wirtschaftsbereich, die Nutzung der digitalen Werkzeuge
und Implementierung der regionalen und interkulturellen Aspekte in die Unterrichtsthemen.
Die Beitrdge entstanden in der Zeit, da der gesamte Unterricht sowie alle
grenziiberschreitenden Aktivitdten der globalen Welt durch die wiitende Pandemie Covid-19
stark beeintrachtigt oder sogar zum Stillstand gezwungen wurden; umso mehr war also
jegliche Nutzung der digitalen Lehr- und Lernszenarien durch die Erweiterung der Fach- und
berufsbezogenen Fremdsprachenausbildung gefragt.

Heutzutage wird die Covid-Pandemie auf der ganzen Welt unter einem anderen Blickwinkel
betrachtet, jedoch wird der Online- bzw. digitale Unterricht nach wie vor auch weiterhin stark
im Vordergrund stehen — als eine Herausforderung, die mit der stindigen Entwicklung der
Technik und neuer Medien zu bewdltigen ist [3], abgesehen davon, dass die Lernenden durch
Einsatz digitaler Medien zum Fremdsprachenerwerb besser motiviert werden. Vor dem
Fortschritt und dem FEinfluss neuer Technologien bleibt keiner verschont — nicht einmal

© 2023 Author(s). This work is distributed under the Creative Commons Attribution-4.0 license
(https://creativecommons.org/licenses/by-nc-nd/4.0/).
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der/die Lehrende/n sowie der/die Lernende/n im (Fremd)sprachenunterricht.

1 Fremdsprachenunterricht im regionalen Kontext

Im Buch wird hervorgehoben, dass der Fremdsprachenunterricht eine entscheidende Rolle in
der globalisierten Welt des 21. Jahrhunderts spielt. In einer Zeit, in der die Vernetzung von
Kulturen, Wirtschaft und Gesellschaft immer wichtiger wird, ist die Beherrschung von
Fremdsprachen von groBBer Bedeutung.

Der Abschnitt ,,Bedarf an fachsprachlichen Deutschkenntnissen fiir die Wirtschaft in der
Liberecer Grenzregion® von Helena Neumannova/Irena Vickova [2, S. 323] untersucht den
Fremdsprachenunterricht im regionalen Kontext, wobei der Schwerpunkt auf der Frage liegt,
wie der Unterricht an die spezifischen Bediirfnisse und Gegebenheiten einer Region angepasst
werden kann. Dabei werden die Vorteile, Herausforderungen und bewéhrte Praktiken des
regionalen Fremdsprachenunterrichts diskutiert.

1.1 Wirtschaftliche Beziehungen

In vielen Regionen spielen internationale Handelsbeziehungen eine entscheidende Rolle in
der regionalen Wirtschaft. Der Fremdsprachenunterricht kann dazu beitragen, die Féhigkeiten
der Einwohner zu stirken, Geschiftsbeziehungen mit auslandischen Partnern aufzubauen und
zu pflegen. Dies fordert die Wettbewerbsfdahigkeit der regionalen Wirtschaft und kann
Arbeitsplitze schaffen.

1.2 Kultureller Austausch

Die Forderung des kulturellen Austauschs ist ein weiterer wichtiger Aspekt des regionalen
Fremdsprachenunterrichts. Wenn die Einwohner einer Region die Sprache und Kultur ihrer
ausldndischen Nachbarn verstehen, trigt dies zur Forderung des interkulturellen
Verstidndnisses und zur Volkerverstindigung bei.

1.3 Soziale Integration

In einigen Regionen gibt es ethnische oder sprachliche Minderheiten, die aus anderen Lédndern
stammen. Der Fremdsprachenunterricht kann dazu beitragen, die Integration dieser
Minderheiten zu erleichtern und soziale Spannungen zu reduzieren.

Der regionale Fremdsprachenunterricht kann jedoch auch auf Herausforderungen stof3en, die
es zu bewiltigen gilt:

e Ressourcenmangel: In kleineren oder weniger wohlhabenden Regionen kann es an
Ressourcen wie qualifizierten Lehrern, Unterrichtsmaterialien und Technologie fehlen.
Dies kann die Qualitdt des Fremdsprachenunterrichts beeintrichtigen.

e Relevanz der Sprache: Die Auswahl der richtigen Fremdsprache ist entscheidend. In
einigen Regionen kann es schwierig sein, die am besten geeignete Sprache zu bestimmen,
die den Bediirfnissen der Region entspricht.

e Motivation der Lernenden: Die Motivation der Lernenden ist, wie Autorin Mikaela
Petkova-Kessanlis meint [2, S. 71], ein wichtiger Faktor im Fremdsprachenunterricht. In
einigen Regionen kann es schwierig sein, sie dazu zu motivieren, eine Fremdsprache zu
lernen, wenn sie die unmittelbare Notwendigkeit oder den Nutzen nicht erkennen.

e Interkulturelle Bildung: Der regionale Fremdsprachenunterricht sollte interkulturelle
Bildung fordern, um das Verstidndnis fiir andere Kulturen zu vertiefen. Dies kann den



Lernenden dabei helfen, bessere Beziehungen zu auslédndischen Partnern aufzubauen und
kulturelle Missverstidndnisse zu vermeiden.

e Praxisorientierung: Der Unterricht sollte praxisorientiert sein und sich auf die
Entwicklung von Fahigkeiten konzentrieren, die in der realen Welt bendtigt werden. Dies
kann beispielsweise die Forderung von Konversationsfahigkeiten und die Nutzung
authentischer Materialien umfassen [2, S. 112].

e Flexibilitit: Der regionale Fremdsprachenunterricht sollte flexibel sein und sich den sich
verdndernden Bedirfnissen der Region anpassen. Dies erfordert eine kontinuierliche
Uberpriifung und Aktualisierung des Lehrplans.

Der regionale Fremdsprachenunterricht spielt eine wichtige Rolle in der regionalen
Entwicklung und der Foérderung von kulturellem Verstdndnis. Um die Vorteile des regionalen
Fremdsprachenunterrichts voll auszuschopfen, miissen die Herausforderungen bewéltigt und
bewéhrte Praktiken implementiert werden. Die Anpassung des Fremdsprachenunterrichts an
die spezifischen Bediirfnisse einer Region ist entscheidend, um die Vorteile in Bezug auf
Wirtschaft, Kultur und soziale Integration zu maximieren.

Es ist wichtig, eine genaue Bedarfsanalyse durchzufiihren, um die relevantesten Sprachen und
Fahigkeiten fiir die Region zu identifizieren. Dies kann in Zusammenarbeit mit regionalen
Unternehmen, Bildungseinrichtungen und Gemeinschaften erfolgen.

2 Der Arbeitsmarkt und seine Bediirfnisse

Der Arbeitsmarkt und seine Bediirfnisse von vielen Faktoren abhingig, sie konnen jedoch von
Land zu Land sowie von Branche zu Branche variieren. Dennoch gibt es einige allgemeine
Bediirfnisse und Trends auf dem Arbeitsmarkt, die weltweit relevant sind. Im Beitrag
»Vermittlung von Sprachkompetenzen in Lehrwerken fiir DaF* von Gabriela Rykalova / Jana
Nalepova wird die Vermittlung der Fachsprache und die Rolle des berufsbezogenen
Fremdspracheunterrichts erldutert [2, S. 110].

¢ Qualifikationen und Bildung: Der Arbeitsmarkt benotigt hochqualifizierte Fachkrifte in
verschiedenen Branchen. Hochschulabschliisse und berufliche Qualifikationen sind oft
Voraussetzungen, um den steigenden Anforderungen des Arbeitsmarktes gerecht zu
werden.

e Technologische Kompetenz: Mit dem stindigen Fortschritt der Technologie sind digitale
Féhigkeiten in fast allen Berufen von groBler Bedeutung. Die Fihigkeit, mit digitalen
Werkzeugen und Technologien umzugehen, ist eine Schliisselqualifikation.

e Anpassungsfihigkeit: Der Arbeitsmarkt ist dynamisch, und die Fahigkeit, sich an neue
Arbeitsweisen, Technologien und sich dndernde Marktanforderungen anzupassen, wird
immer wichtiger.

e Kommunikation und interkulturelle Fihigkeiten: Die Féhigkeit zur effektiven
Kommunikation, sowohl schriftlich als auch miindlich, ist in fast jedem Beruf von
Bedeutung. Dariiber hinaus werden interkulturelle Féhigkeiten wichtiger, da die
Globalisierung die Zusammenarbeit mit Menschen aus verschiedenen Kulturen fordert.

e Nachhaltigkeit und Umweltbewusstsein: Mit der wachsenden Besorgnis iiber den
Klimawandel und die Umweltzerstorung steigt die Nachfrage nach Fachkriften in
umweltbezogenen Berufen und in Branchen, die sich fiir Nachhaltigkeit und
Umweltschutz engagieren.



e Sprachkenntnisse: Fremdsprachenkenntnisse, insbesondere Englisch, sind oft von
Vorteil, da die Globalisierung die Zusammenarbeit iiber Landergrenzen hinweg fordert.

e Soft Skills: Soft Skills wie Teamféhigkeit, Fiihrungsfahigkeiten,
Problemldsungsfahigkeiten und emotionale Intelligenz sind in fast allen Berufen gefragt.

Die Bediirfnisse des Arbeitsmarktes konnen sich, wie Autorin Eva Dammers hervorhebt [2, S.
87], im Laufe der Zeit dndern, und daher ist lebenslanges Lernen und die Anpassung an
neue Anforderungen oft notwendig, um auf dem Arbeitsmarkt wettbewerbsféhig zu bleiben.
Die gezielte Aus- und Weiterbildung, die Entwicklung von Schliisselqualifikationen und
die Aufrechterhaltung einer positiven Arbeitsmoral sind entscheidend, um den Bediirfnissen
des sich wandelnden Arbeitsmarktes gerecht zu werden. Im mittleren Management spielen die
Fremdsprachenkenntnisse und insbesondere Fachsprachenkenntnisse je nach der Branche eine
bedeutende Rolle.

3 Deutsch als Schliisselqualifikation der Hochschulabsolvent:innen

Es gibt es mehrere Griinde, warum Deutsch eine wichtige Qualifikation fiir
Hochschulabsolvent:innen sein kann [2, S. 323]. Auf dem Arbeitsmarkt 6ffnet die Kenntnis
der deutschen Fachsprache die Tiiren zu einer Vielzahl von beruflichen Moglichkeiten. Viele
Unternehmen, insbesondere multinationale Unternehmen und Organisationen, haben
Geschiftsbeziehungen in deutschsprachigen Landern. Die Fahigkeit, Deutsch zu sprechen und
zu verstehen, 6ffnet daher Tiiren zu einer Vielzahl von beruflichen Moglichkeiten.

Deutsch ist eine wichtige Sprache in der Wissenschaft und Forschung.
Hochschulabsolvent:innen, die Deutsch beherrschen, haben Zugang zu wissenschaftlichen
Publikationen, Konferenzen und Forschungskooperationen in deutscher Sprache. Dies kann
ihre berufliche Entwicklung in diesen Bereichen unterstiitzen. Die Kenntnis der deutschen
Sprache ermdglicht es, in einem internationalen Umfeld erfolgreich zu arbeiten und sich in
einem deutschsprachigen Kontext zurechtzufinden. Dies fordert interkulturelle Kompetenzen
und die Féhigkeit, in verschiedenen kulturellen Umgebungen zu arbeiten.

Die deutsche Sprache 1ist eine der meistgesprochenen Sprachen in Europa.
Hochschulabsolvent:innen, die Deutsch beherrschen, konnen leichter mit Menschen in
verschiedenen Teilen Europas kommunizieren und Geschéftsbeziehungen aufbauen. Das
Erlernen der deutschen Sprache ermoglicht es Hochschulabsolventen, die Kultur, Geschichte
und Literatur der deutschsprachigen Lander besser zu verstehen und zu schétzen. Dies kann
zu einer breiteren kulturellen Bildung und einem besseren Verstindnis der Welt beitragen.

Es ist jedoch wichtig zu beachten, dass die Bedeutung von Deutsch als Schliisselqualifikation
je nach Berufsfeld und Region variieren kann. In einigen Fillen kann Deutsch von
entscheidender Bedeutung sein, wihrend in anderen Fillen Englisch oder andere Sprachen
bevorzugt werden. Hochschulabsolvent:innen sollten ihre Sprachkenntnisse entsprechend
ithren beruflichen Zielen und Interessen auswéhlen und entwickeln.

Resiimee

Neben konkreten Beispielen fiir die Anwendung digitaler Instrumente und Vermittlung der
Fachsprache im hochschulischen Fachsprachenunterricht werden in einigen Beitrdgen dieses
Sammelbandes auch Ergebnisse der durchgefiihrten Analysen und Feedback von
Studierenden angefiihrt — als Best practice und als Empfehlungen zur weiteren Nutzung. Es
werden hier auch konkrete Erfahrungen mit der Online-Lehre reflektiert [2, S. 185].

Einige Beitridge behandeln die Problematik der fachlichen Sprachpriifungsformate [2, S. 127],
Ines Busch-Lauer behandelt z. B. das Priifungsformat fiir Wirtschaftsdeutsch [2, S. 363], das



Format fiir berufsbezogene Fachpriifung telc Deutsch B1/B2 Pflege wird im Abschnitt von
Thomas Edeling erwéhnt [2, S. 127]. Es werden hier zu diesem Zweck entwickelte Lehrwerke
und Handbiicher vorgestellt.

Im Sammelband zieht sich iibersichtlich und eindeutig ein roter Faden zwischen den drei
erwihnten Kapiteln; die Fachlichkeit, Digitalisierung und Interkulturalitit bzw. Regionalitét
sind ein Basisaspekt flir einen erfolgreichen, fachbezogenen Fachspracheunterricht an den
Hochschulen in einer Grenzregion. Im Sammelband wird ebenso die Sprachenpolitik der
Tschechischen Republik erwéhnt mit historischen Aspekten und einem Ausblick in die
Zukunft [2, S. 317]. In den Beitragen wird mehrmals betont, dass die Fachsprache als eine
zusétzliche, von Arbeitnehmer:innen gefragte Schliisselkompetenz fiir einen erfolgreichen
Einstieg in den Arbeitsmarkt zu betrachten ist [1].

Zusammenfassend ldsst sich sagen, dass es eine zahlreiche Anzahl von digitalisierten
Lehrmaterialien und e-Books als Begleitmaterial fiir Lehrende und Studierende gibt, deren
Entwicklung durch Corona-Pandemie beschleunigt wurde. Aber nur eine geringe Anzahl der
Lehrmaterialien spiegelt konkrete regionale, grenzregionsbezogene Umstdnde wider. Deshalb
wird im Sammelband der Entwicklung der digitalen Zusatzmaterialien fiir den
Wirtschaftsdeutschunterricht zum Einsatz in der séchsisch-tschechischen Grenzregion eine
besondere Rolle gewidmet [2, S. 151], als einem bedeutenden Beitrag zur Sensibilisierung der
Lernenden.
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ODBORNA HOSPODARSKA NEMCINA JAKO JEDNA Z KLICOVYCH KOMPETENCI
VYSOKOSKOLSKYCH ABSOLVENTU V PRIHRANICNIM REGIONU

Tento recenzni ¢lanek pifedstavuje publikaci, kterd byla vydana jako sbornik 17 ¢lankl se
zam¢eienim na odbornou jazykovou vyuku na vysokych skolach, byla vydana v roce 2021
nakladatelstvim Frank & Timme — konkrétné se jednd o knihu: ,Fachlich — Digital —
Regional: Perspektiven auf das Sprachenlehren und -lernen* (editoii Ines-Andrea Busch-
Lauer & Julia Hartinger). Piispévky se vztahuji k digitalni konferenci, kde byly prezentovany
vysledky pteshrani¢niho projektu dvou vysokych skol, a kde byla nastinéna mozna
metodicko-didakticka feSeni v online vyuce (odborného) jazyka béhem pandemie Covidu-19.
Sbornik je rozd€len do tii Casti resp. tii hlavnich oblasti — na vyuku odborného jazyka a
analyzu vzdélavacich materidli a formath pro koncepci zkouseni (,,Odborné®), na vyuziti
digitalnich médii ve vyuce cizich jazykl (,,Digitalné*), a na tvorbu vyukovych a ucebnich
materiali zamétenych na region Cesko-saského piihrani¢i — jako vysledku ttiletého projektu
(,,Regionalne®).

PROFESSIONAL BUSINESS GERMAN AS ONE OF THE KEY COMPETENCIES
OF UNIVERSITY GRADUATES IN THE CROSS-BORDER REGION

This review article presents a book published in 2021 by the publishing house Frank &
Timme called: “Fachlich — Digital — Regional: Perspektiven auf das Sprachenlehren und —
lernen” (editors Ines-Andrea Busch-Lauer & Julia Hartinger). The book is a collection of 17
articles focusing on professional language teaching at universities. The contributions relate to
the digital conference, where the results of the cross-border project of two universities were
presented, and where possible methodological-didactic solutions were outlined in the online
teaching of (professional) language during the COVID-19 pandemic. The collection is divided
into three parts, each covering a specific area. The first part is devoted to the teaching of
professional language and the analysis of educational materials and formats for the concept of
examination (Professional) The second part focuses on the use of digital media in teaching
foreign languages (Digitally). The third part — as a result of a three-year project (Regionally) —
concentrates on the creation of educational and teaching materials focused on the Czech-
Saxon border region.

SPECJALISTYCZNY BIZNESOWY JEZYK NIEMIECKI JAKO JEDNA Z KLUCZOWYCH
KOMPETENCJI ABSOLWENTOW SZKOL WYZSZYCH W REGIONIE PRZYGRANICZNYM

Niniejszy artykut recenzyjny przedstawia publikacj¢, ktéra zostata wydana w 2021 roku przez
wydawnictwo Frank & Timme — konkretnie dotyczy ksiazki ,,Fachlich — Digital — Regional:
Perspektiven auf das Sprachenlehren und —lernen” (wyd.: Ines-Andrea Busch-Lauer & Julia
Hartinger) zawierajacej 17 artykutow dotyczacych specjalistycznego nauczania jezykow
obcych na uczelniach wyzszych. Artykuly dotycza konferencji cyfrowej, na ktorej
zaprezentowano rezultaty transgranicznego projektu dwodch uczelni wyzszych oraz
przedstawiono mozliwe rozwigzania metodyczne 1 dydaktyczne w nauczaniu
(specjalistycznego) jezyka obcego online w czasie pandemii pandemii COVID-19.
Opracowanie podzielone jest na trzy czeSci czy tez trzy gldwne obszary — pierwsza cze$¢
poswiecona jest nauczaniu jezyka specjalistycznego oraz analizie materiatow dydaktycznych
iform przeprowadzania egzamindéw (Profesjonalnie), druga — wykorzystaniu mediéw
cyfrowych w nauczaniu jezykow obcych (Cyfrowo), a trzecia — tworzeniu materialow
dydaktycznych i edukacyjnych dotyczacych czesko-saksonskiego pogranicza — jako efekt
trzyletniego projektu (Regionalnie).
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