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Milé ¢itatel’ky, mili ¢itatelia.

Zbornik ,,Teoria a prax pripravy buducich prekladatelov a ucitelov anglitiny“
prezentuje prispevky Studentiek aabsolventiek Katedry anglistiky aamerikanistiky
Filozofickej fakulty Univerzity Mateja Bela v Banskej Bystrici a Studenta Eastern Michigan
University v Ypsilanti, v state Michigan, USA. Vécs§ina z nich odznela na medzinarodnej
online konferencii International Conference for Pre-Service English Teachers 2025 (ICPET).
Ciel'om konferencie bolo nadviazat’ na jej Gspesny prvy ro¢nik, v ktorom sa nam podarilo
zhodnotit’” suc¢asné trendy v priprave ucitelov anglického jazyka a poukazat' na moznosti
medzinéarodnej spolupréce, ktoré ndm v sucasnosti pontikaji moderné technologie.

Prispevky sme rozclenili do dvoch casti. V prvej cCasti prezentujeme prace
absolventiek ucitel'ského programu anglicky jazyk a literatura a internej doktorandky
v $tudijnom odbore translatologia, Ktoré uz maju za sebou prvé roky uditel'skej praxe.
V druhej Casti prezentujeme prace Studentiek bakalarskeho a magisterského stupna ucitel'stva
anglického jazyka a literatary, ktori sa eSte len pripravuju na svoju profesiu ucitela
v akademickom prostredi. Tesime sa, Ze v tejto Casti mdzeme predstavit’ aj prispevok Studenta
z naSej partnerskej Eastern Michigan University v Ypsilanti v §tate Michigan, USA.

Medzinarodna spolupraca medzi EMICH a KAA FF UMB sa zafala v roku 2022
prichodom Fulbright akademicky prof. Zuzany Toma$ z menovanej univerzity. Vd’aka jej
poOsobeniu, vytrvalosti a tvorivym napadom sa podarilo iniciovat’ viaceré virtualne vymenné
programy zamerané na rozvoj pedagogickych a globalnych zruénosti Studentstva — buducich
ucitelov a uciteliek anglického jazyka a literatury. Tieto programy sa na KAA realizuju
dodnes. Verime, Ze tato spolupraca, zalozena na zivej vymene a prezentacii skdsenosti
s vyucbou anglického jazyka, bude nad’alej niclen pokracovat, ale sa aj vo vSetkych
oblastiach dynamicky rozvijat’.

V zavere by sme chceli podakovat Studentom a absolventom Katedry anglistiky
a amerikanistiky Filozofickej fakulty Univerzity Mateja Bela v Banskej Bystrici za ich
enormné Usilie, vd’aka ktorému sme mohli zostavit’ a publikovat’ tento zbornik. Vsetkym
prispievatel’kam, prispievatelom, ale aj ostatnym ucastnikom konferencie prajeme vela

Uspechov v §tadiu, zi¢livé Studentské a pracovné zdzemie a invenciu.

Editorky






SEKCIA ABSOLVENTSKA



FORMATIVNE HODNOTENIE V EDUKACNEJ PRAXI STREDNEJ
SKOLY

Natasa MartoSova

Abstrakt

Formativne hodnotenie predstavuje jeden z najddlezitejSich ndstrojov sucasnej
pedagogiky, ktory umoznuje ucéitelom priebezne sledovat’ porozumenie ziakov a flexibilne
prisposobovat’ vyucbu ich potrebam. (Ganajova a kol., 2021) Na rozdiel od sumativneho
hodnotenia, ktoré¢ sa zameriava na vysledky ucenia, formativne hodnotenie kladie doraz na
proces ucenia, spdtnu vdzbu a aktivne zapojenie ziakov do vlastného vzdeldvania. Cielom
tohto ¢lanku je analyzovat’ efektivne stratégie formativneho hodnotenia a zaroven poniknut’
praktické postupy vyuziteI'né v kazdodennej pedagogickej praxi, najméd na urovni strednych
kol (vo veku 15 — 18 rokov). Prispevok sa zameriava na spdsoby zapajania vSetkych ziakov,
ako st metdda think—pair—share, vyuzivanie digitalnych nastrojov ¢i integracia hodnotenia do
skupinovej prace prostrednictvom spolo¢nej tvorby kritérii a rozdelenia roli. Clanok zaroven
identifikuje najCastejSie problémy pri implementacii, medzi ktoré patri ignorovanie odpovedi
ziakov, zameranie sa len na aktivnych jednotlivcov, nejasna alebo oneskorena spétna vizba,
nadmerna frekvencia hodnotenia a absencia naslednej prace s chybami. Zdoraziuje tiez
vyznam motivacie ziakov Vv prostredi bez znamkovania, a to prostrednictvom vytvarania
bezpecného ucebného prostredia, zmysluplného vyuZzivania spitnej vdzby a pravidelného
zaradovania formativnych aktivit. V zavere clanok poukazuje na potrebu ucit Zziakov
poskytovat’ kvalitnit rovesnicku spatni vézbu systematicky pomocou modelovania a jasne
definovanych Struktir. Formativne hodnotenie je najefektivnejSie vtedy, ked’ sa stava
prirodzenou a pravidelnou sucastou vyucovania, ¢im podporuje nielen lepSie Studijné

vysledky, ale aj autondmiu, angazovanost’ a dlhodoby rozvoj ucenia ziakov.

Kracové slova: formativne hodnotenie, stredoskolské vzdelavanie, spitna vazba, motivacia

ziakov, rovesnicke hodnotenie.



Uvod

Formativne hodnotenie (formative assessment) predstavuje jeden z najdolezitejSich
nastrojov sucasnej pedagogiky, ktory umoznuje ucitel'ovi priebezne sledovat’ porozumenie
ziakov a flexibilne prispésobovat’ vyucbu ich potrebam. (Ganajova a kol., 2021) Na rozdiel
od sumativneho hodnotenia, ktoré sa zameriava na vysledok ucenia, formativne hodnotenie
kladie doraz na proces ucenia, spitni vizbu a aktivnu tcast’ Ziaka na vlastnom vzdelavani.
(Turek, 2014) V prostredi strednych $kol, najma vo vekovej kategoérii 15 — 18 rokov, zohrava
formativne hodnotenie aj vyznamni motiva¢ni a psychologickl llohu. Umoziuje znizovat’
stres z chyb, podporuje angazovanost' a vytvara bezpecné prostredie pre ucenie. (Zelina,
2011)

Ciel'om prispevku je nielen analyzovat’ efektivne stratégie formativneho hodnotenia, ale aj
navrhnut praktické tipy a postupy, ktoré sa osvedCili v Skolskej praxi a st redlne
aplikovatené v kazdodennej vyucbe. Clanok sa zaroveii zameriava na to, ako tieto stratégie
efektivne implementovat’ tak, aby podporovali zapojenie vSetkych ziakov a zlepSovali ich

ucebny pokrok.

1 Efektivne stratégie zapajania vSetkych Ziakov

1.1 Think — pair — share a digitalne nastroje

Jednou z najefektivnejSich stratégii formativneho hodnotenia je kombinacia metody
think—pair—share a digitalnych nastrojov ako Mentimeter alebo Kahoot. Obe stratégie maju
spolo¢ny ciel’ — zapojit’ vSetkych ziakov a odstranit’ bariéry participacie. Metoda think—pair—
share umoziuje Ziakom najprv individudlne premysliet’ odpoved’, ndsledne ju prediskutovat
vo dvojici a napokon zdielat’ v triede. (Turek, 2014) Tento proces poskytuje ¢as na
spracovanie informacii, ¢im znizuje stres a podporuje hlbsie porozumenie.

Digitalne nastroje, ako Mentimeter alebo Kahoot, prindSaji d’alSie vyhody. Zapéja sa
kazdy ziak a ked’Ze odpovede modzu byt anonymné, odstrafiuje sa tym strach z nespravnej
odpovede. Ucitel' okamzite vidi uroven porozumenia a moze tak ihned upravit’ spOsob
vyucby. Tieto metddy st obzvlast’ ucinné pre menej aktivnych ziakov, pretoZe eliminuju
nielen spominany strach z nesprdvnej odpovede, ale aj nedostatok ¢asu na premyslenie ¢i

dominanciu ,,asertivnejsich* spoluziakov.



1.2 Integrécia formativneho hodnotenia do skupinovej prace

Efektivne formativne hodnotenie méze byt prirodzene integrované do skupinovej prace
bez narusenia spoluprace ziakov.
Tvorba kritérii hodnotenia: Jednou z mozZnosti je spolo¢na tvorba kritérii hodnotenia. Ziaci
sa podielaju na definovani toho, ¢o znamena kvalitny vysledok. Zapojenie ziakov do tvorby
kritérii zvySuje ich porozumenie cielom ucenia a podporuje zodpovednost’ za vlastny vykon
(Turek, 2014).
Pridelovanie roli: Dalsim pristupom je pridelovanie roli v skupine, kde kazdy Ziak sleduje
Specificku oblast, napr. slovnii zdsobu, gramatiku, plynulost’ a presnost’ prejavu, splnenie
zadania, ¢asovy manazment (pripadne vizualnu stranka prezentécie...). Na zaver prace
prebieha skupinova reflexia, kde Ziaci hodnotia vysledky a diskutuji o silnych a slabych
strankach prace. Takyto pristup podporuje spolupracu, ale zaroven zabezpecuje systematické
formativne hodnotenie vsetkych ¢lenov skupiny arozvoj ich socidlnych kompetencii.
(Ganajové a kol., 2021)

2 NajcastejSie chyby pri implementacii formativneho hodnotenia

V pedagogickej praxi sa ¢asto vyskytuju chyby, ktoré znizuju efektivitu formativneho
hodnotenia a sposobuju, ze jeho potencial nie je naplno vyuzity. Tieto chyby nevznikaju zo
zlého Umyslu uditel’a, ale skor z ¢asového tlaku, rutiny alebo nedostato¢nej systematickosti pri
planovani vyucby.

Ignorovanie odpovedi Ziakov: Ucitel' poloZzi otazku, ale nasledne ziskané odpovede
realne nevyuzije v d’alSom priebehu hodiny. Podl'a B. Kosovej (2002) ziaci tak rychlo
nadobudna pocit, Ze ich prispevky nemaju vyznam, ¢o znizuje ich motivaciu zapajat’ sa.
RieSenim je aktivne reagovat’ na odpovede — napriklad triedit’ ich, porovndvat’, vyberat
opakujice sa chyby alebo na ich zaklade upravit’ tempo a obsah vyuéby. V praxi to znamena,
ze ucitel’ je flexibilny a nevnima plan hodiny ako pevny scendr, ale ako ramec, ktory sa
prisp6sobuje triede.

Zameranie len na aktivnych Ziakov: Vel'mi Castou chybou je, Ze ucitel' pracuje
najmi s dobrovolnikmi, ktori sa hlasia a odpovedaju. Tym vSak ziskava skresleny obraz o
skutoc¢nej trovni triedy, pretoZze aktivni ziaci Casto reprezentuji len mensinu. (Priicha, 2017)

Menej aktivni ziaci zostavaju neviditel'ni, hoci prave oni moézu mat najvacsie medzery v
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porozumeni. Efektivnym rieSenim je systematické zapajanie vSetkych Zziakov pomocou
kratkych pisomnych odpovedi, digitalnych prieskumov (napr. Mentimeter), nahodného
vyvolavania alebo péarovych diskusii.

Nejasna alebo oneskorend spatnd vazba: Spitna vizba typu ,,dobra praca“ alebo
,urobil si chybu® nema pre ucenie takmer ziadnu hodnotu, pretoze nehovori ziakovi, ¢o
presne robi spravne a &o potrebuje zlepsit. Dal§im problémom je oneskorena spitna vizba,
ktora prichddza prili§ neskoro na to, aby ju ziak vedel okamzite vyuzit. Klucom je
konkrétnost’, okamzitost' a orientacia na dal$i krok. (Pricha, 2017) Ucitel moéze pouzit
napriklad frazu: ,,Tvoja odpoved’ je jasnd, ale chyba ti vysvetlenie prikladu, skiis ho doplnit’
tymto spésobom...*.

Prili§ ¢asté hodnotenie: Niektori ucitelia maji tendenciu zastavovat vyucbu prili$
Casto a overovat’ porozumenie po kazdom malom kroku. To vSak moéze naruSit’ plynulost
vyu¢ovacej hodiny a znizit' efektivitu vyu¢by. Ziaci mézu potom vnimat hodnotenie ako
ruSivy prvok, nie ako prirodzenu sucast’ ucenia. Ovela efektivnejSie je zaradit’ menej, ale
premyslenych kontrol porozumenia, ktoré maja jasny ciel’ a ovplyviiuju d’alsi priebeh hodiny.

Absencia naslednej prace s chybami: Jednou z najzasadnejSich chyb je, Ze ucitel
sice identifikuje nedostatky v porozumeni, ale d’alej s nimi nepracuje. M. Zelina v publikacii
Stratégie a metody rozvoja osobnosti dietata (2011) piSe, Ze chyby by mali byt vyuzité ako
prilezitost’ na ucenie. V takom pripade sa formativne hodnotenie meni len na forméalny nastroj
bez realneho dopadu. Ak ziaci vidia, Ze ich chyby vedu k opakovaniu vysvetlenia, precvi¢eniu
alebo inej aktivite, za¢inaju vnimat hodnotenie ako zmysluplné a uzito¢né.

Nadmerna kontrola zo strany uditePa: Dalsou astou chybou je, Ze uéitel' preberd
vSetku zodpovednost za hodnotenie a Zziaci ostavaju pasivni. Moderny pristup vSak kladie
déraz na sebahodnotenie a rovesnicke hodnotenie, ktoré rozvija metakognitivne schopnosti
ziakov. (Kosova, 2002) Ziaci sa u¢ia premyslat’ o vlastnom uceni, identifikovat’ svoje silné a
slabé stranky a prijimat’ spdtni védzbu od spoluziakov. Tento proces zaroven zvysSuje ich

autonomiu a zodpovednost’ za vlastné ucenie.

3 Motivacia ziakov k neznamkovanému hodnoteniu

Ked’ze formativne hodnotenie nie je viazané na znamky, jeho uspech v praxi do velke;j

miery zavisi od toho, ¢i ho Ziaci vnimaji ako zmysluplnu sucast’ u€enia. Ak Ziaci nemaju
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pocit, ze im aktivita pomaha zlepSit sa, rychlo stracaji zdujem a zacinaju ju brat ako
,Zbyto¢nu pracu navyse®. Preto je kI'icové, aby ucitel’ vedome budoval vnitorni motivaciu a
ukazoval redlny vyznam formativnych aktivit. (Laszl6, 2004)

Jednou z najucinnejSich stratégii je vyuZzivanie odpovedi Ziakov v d’alSej vyucbe.
Ked’ Ziaci vidia, ze ich odpovede nie st ignorované, ale redlne ovplyviiuju priebeh hodiny,
rastie ich angazovanost’. (Fletcher-Wood, 2021) Napriklad uéitel’ mdze vybrat’ typické chyby
z kratkeho prieskumu alebo diskusie a nasledne ich méze so ziakmi spolo¢ne analyzovat.
Ziaci tak ziskavaju pocit, Ze ich myslenie ma v triede hodnotu.

Dalsim dolezitym faktorom je poskytovanie konkrétnej a okamzitej spatnej véazby.
Namiesto vSeobecnych hodnoteni je potrebné ziakovi presne povedat, ¢o uz zvlada a Co je
jeho dalsi krok. Takato spdtna vézba podporuje rastové nastavenie mysle (tzv. growth
mindset), pretoZe Ziak vidi uéenie ako proces, nie ako jednorazovy vykon. (Sramek, 2024)

K. Tistanova (2016) povazuje za dolezité zapojenie vSetkych Ziakov, nielen tych
najaktivnejSich. Ak formativne hodnotenie funguje len pre dobrovolnikov, straca svoj
zakladny ciel’ — ziskat’ obraz o celej triede. Preto sa osved¢uju stratégie ako kratke pisomné
odpovede, anonymné hlasovania alebo parové diskusie, ktoré davaju priestor kazdému
ziakovi bez tlaku verejného vystupenia.

KTlacovym prvkom je aj vytvaranie bezpecného prostredia, kde je chyba vnimana
ako prirodzena sucast’ ucenia. Uc¢itel’ by mal aktivne komunikovat’, ze chyby st informéciou o
tom, Co eSte treba precviCit, nie dokazom neuspechu. Takéto nastavenie vyrazne znizuje
strach z odpovede a podporuje ochotu riskovat’ a skusat’.

Dal§im faktorom je pravidelnost’ formativnych aktivit. Ak sa formativne hodnotenie
pouziva len obcas, Ziaci mu nepripisuju vyznam. Naopak, ak je stcastou kazdej hodiny (napr.
kratky vstupny check alebo exit ticket), stdva sa prirodzenou rutinou a Ziaci ho prijimaju ako
Standardny spdsob préace.

Vyznamnu Ulohu zohrdva aj vyuZzivanie rovesnickej diskusie (peer discussion), teda
diskusie medzi ziakmi. Ked ziaci vysvetl'uju ucivo spoluziakom, dochddza k hlbSiemu
spracovaniu informacii a zaroven sa ucia formulovat’ vlastné myslienky. Interakcia medzi
rovesnikmi ¢asto posobi menej stresujiico nez komunikacia s ucitelom, a preto podporuje aj
menej aktivnych Ziakov. (Sramek, 2024) Délezitym aspektom motivacie je aj porovnavanie
Ziaka so sebou samym, nie s ostatnymi. Ak sa pozornost’ sustred’uje na individualny pokrok,
ziaci menej prezivaju socidlny tlak a viac vnimaju vlastné zlepSenie. Tento pristup podporuje

dlhodobl motivaciu, lebo Uspech nie je dany vykonom spoluziakov, ale vlastnym progresom.
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4 Udenie Ziakov poskytovat’ spéitnu vizbu

Ziaci &asto nevedia, ako poskytnit’ kvalitni a zmyslupln( spatnd vdzbu. V praxi sa
preto stava, ze ich hodnotenia st bud’ prili§ vS§eobecné (,,je to dobré®), alebo ¢isto subjektivne
bez konkrétneho odporucania na zlepSenie. Aby mala rovesnicka spidtna vizba skuto¢ny
edukacny efekt, je potrebné ju ziakov explicitne a systematicky ucit’ ako zru¢nost’, nie ju
predpokladat’. (Baranovskd, TomaSkova, 2021). Medzi najefektivnejSie stratégie ucenia
ziakov poskytovat’ spatnl1 vizbu patria modelovanie a poskytnutie Struktlry spédtnej vizby.
Modelovanie: Ugitel' najprv sam ukazuje, ako vyzera kvalitnd spdtna véazba. Namiesto
vysvetl'ovania abstraktnych pravidiel ju demonstruje nahlas na konkrétnom priklade Ziackej
prace (redlnej alebo modelovej). Napriklad ucitel’ komentuje: ,,Tato Cast’ je dobra, pretoze
jasne vysvetluje myslienku, ale tu by bolo potrebné doplnit’ priklad, aby bolo tvrdenie
presvedéivejsie. Takéto modelovanie pomaha ziakom vidiet’ tvorbu spétnej vézby v praxi.
Poskytnutie Struktury spitnej vizby: Aby Ziaci vedeli, ako postupovat’, je vhodné im dat’

jasnu a jednoduchu struktaru, ktord moézu vzdy pouzit™:

v ¢o je dobré (pozitivna spitna vidzba zamerana na konkrétny aspekt)
=> Co treba zlepsit’ (identifikécia konkrétnej slabSej oblasti)

* ako to zlepSit’

Zaver

Formativne hodnotenie predstavuje G¢inny nastroj, ktory posuva doraz z kone¢ného
vysledku na samotny proces ucenia. (Ganajova a kol,, 2021) Ako bolo naznacené uz v tivode,
jeho vyznam nespociva len v zistovani urovne vedomosti ziakov, ale predovSetkym v
podpore ich aktivneho zapojenia, rozvoja myslenia a budovania zodpovednosti za vlastné
ucenie. V c¢lanku boli predstavené konkrétne stratégie, ktoré umoZziuju zapojit vSetkych
ziakov do vyucovania — od metody think—pair—share az po vyuzivanie digitalnych néstrojov ¢i
efektivnu organizaciu skupinovej prace. Zaroven sa ukdzalo, Ze samotné pouzivanie tychto
stratégii nestaci, ak nie s aplikované systematicky a s jasnym cielom. NajcastejSie chyby,
ako ignorovanie odpovedi ziakov, zameranie sa len na aktivnych jednotlivcov ¢i absencia

prace s chybou, vyrazne znizuji efektivitu formativneho hodnotenia a oslabuju jeho prinos.
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Kla¢ovym faktorom uspechu je preto vedomé budovanie prostredia, v ktorom Zziaci
vnimaji spatni vizbu ako uzitoény nastroj pre svoj pokrok, nie ako hodnotenie ich
schopnosti. S tym Gzko savisi aj rozvoj schopnosti ziakov poskytovat’ kvalitni spatni vizbu —
prostrednictvom modelovania a jasnej Struktiry sa z nich postupne stavaji aktivni ucastnici
hodnotiaceho procesu.

V kone¢nom désledku mozno konstatovat, ze formativne hodnotenie ma najvacsi
efekt vtedy, ked’ sa stava prirodzenou a pravidelnou stcastou vyucby. Takyto pristup vedie
nielen k lepSim ucebnym vysledkom, ale aj k vySSej motivacii, vidcSej sebadovere a
schopnosti ziakov ucit’ sa efektivne a samostatne. Prave v tomto spoc¢iva jeho najvacsi prinos

pre moderné vzdelavanie.

Resumé

The paper examines the role and application of formative assessment in secondary
school practice, highlighting its importance in supporting learning, motivation, and active
student engagement. It presents practical strategies for involving all students in the learning
process, including the think—pair—share method, the use of digital tools, and the integration of
assessment into group work through shared criteria and clearly defined roles. The study also
identifies common implementation challenges, such as ignoring student responses, ineffective
feedback, and the lack of follow-up work to address errors. Particular attention is given to
fostering student motivation in non-graded environments and to developing students’ ability
to provide meaningful peer feedback. The conclusion emphasizes that formative assessment is
most effective when it becomes a natural and systematic part of everyday teaching,
contributing not only to improved academic performance but also to students’ autonomy and

long-term learning development.
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MOZNOSTI PODPORY WELL-BEINGU UCITELOV: INSPIRACIA
MODELOM BEHAVIORALNEHO SPECIALISTU

Veronika Kapustovéa

Abstrakt

Predkladany ¢lanok analyzuje pracovnii zataz ucitelov v kontexte ich well-beingu
ajej dopad na kvalitu vzdelavania. Zameriava sa na Skolsky podporny tim ako nastroj
podpory ucitel'ov, jeho prinosy a limity. Predstavuje tiez model behaviordlneho Specialistu
ako zahranicnu inSpiraciu pre efektivnejSie rieSenie problémového spravania ziakov.
Vysledky poukazuju na potrebu systematického posiliiovania podpornych mechanizmov

v Skolach s ciel'om znizit’ zataz uéitel'ov, predchadzat’ vyhoreniu a zlepsit’ ich well-being.

Kruacové slova: well-being ucitela, $kolsky podporny tim, behavioralny Specialista

Uvod

Préaca v Skolskom prostredi je charakteristicka vysokou mierou variability, dynamiky
a kreativity. Jej priebeh sa mdze menit’ nielen zo dia na den, ale aj v ramci jednotlivych
vyucovacich hodin. V kontexte slovenského skolstva dlhodobo pozorujeme nepriaznivy stav
ucitel'skej profesie, charakterizovany starnutim pedagogického zboru a zvySenou mierou
odchodov ucitelov do inych odvetvi. InStitt vzdelavacej politiky (2023) uvadza, Ze
za poslednych piat’ rokov priemerny vek pedagdégov mierne narastd, najviac si vSak ohrozeni
ucitelia strednych $kol, predovsetkym ucitelia odbornych predmetov, ale aj niektorych
humanitnych ¢i prirodovednych predmetov. Starnutie ucitel'skej populacie sice nie je priamo
pri¢inou nedostatku ucitelov, vyznamne vSak prispieva k jeho prehlbovaniu, kedze
Vv nasledujucich rokoch mozno ocakavat’ zvyseny odchod pedagdgov do déchodku.

Tento trend je zarovenl umocneny odchodmi ucitelov do inych profesii, priCom
vyskumy ukazuji, ze zna¢na cast pedagégov zvazuje opustenie Skolstva v dosledku
dlhodobého stresu, pracovného vytazenia a nizkej miery spolocenského uznania (Teacher

Wellbeing Index, 2021). Ucitel'ska profesia pritom zahfna Siroké spektrum roli — od
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vzdelavacej a vychovnej ¢innosti az po administrativne, organizacné a socialne ulohy, ¢o
vyznamne prispieva k celkovej naro¢nosti tejto profesie. Preto sa v kontexte 21. storocia do
popredia dostava koncept tzv. well-beingu nielen Ziakov, ale aj ucitelov.

Ciel'om predkladaného ¢lanku je analyzovat pracovné zatazenie ucitelov v kontexte
ich well-beingu a poukazat’ na jeho stvis s kvalitou vykonu ucitel'ského povolania. Zaroven
sa zameriava na moznosti implementacie nastrojov, ktoré mozu prispiet’ k znizovaniu tejto
zataze v Skolskom prostredi. Napriek existencii podpornych mechanizmov, ako je Skolsky
podporny tim, zostava otazne, do akej miery tieto nastroje realne prispievaju k znizovaniu
zataze ucitelov a zlep$ovaniu ich well-beingu. Clanok ma charakter teoreticko-konceptualnej

analyzy s vyuzitim dostupnych empirickych zisteni.

1 Well-being v roli uéitela

Pojem well-being pochadza z angli¢tiny a pouziva sa vo vyzname slova ,,blahobyt*
alebo celkovej pohody jednotlivca. Zjednodusene mozno well-being chapat ako vytvorenie
prostredia, resp. podmienok, ktoré umoznuju jednotlivcovi naplno rozvijat’ svoj potencial bez
nadmernej zataze. Tento koncept zahffia viacero vzajomne prepojenych oblasti, menovite
kognitivnu (spracovanie informécii, vytvaranie Gsudku, motivacia), fyzicku (stravovacie
navyky, spankovy rezim), emocionalnu (sebareguldcia, budovanie dovery, zvladanie
naro¢nych situacii), socialnu (vytvaranie a udrziavanie vztahov, komunikacia, schopnost
spoluprace a pocit spolupatri¢nosti) aj duchovna (hodnoty, etické principy). VSetky tieto
oblasti sa vo vSeobecnosti premietaju aj do pracovného a sukromného zivota ucitelov
a pedagogickych zamestnancov (Partnerstvi 2030+, 2022).

Vyznam well-beingu v ucitel'skej praxi nam potvrdzuji aj empirické zistenia zo
slovenského prostredia. V roku 2021 Institat Konvalinka vypracoval komplexny prehl'ad
0 dusevnom zdravi a well-beingu uéitel'ov na Slovensku (Teacher Wellbeing Index Slovakia).
Cielom vyskumu bolo poukdzat’ na oblast’ duSevného zdravia ucitel'ov, destigmatizovat’ ju
a vypracovat’ ramec, ktory bude tuto oblast monitorovat’, analyzovat’ a navrhovat moZzné
stratégie podpory well-beingu v skolskom prostredi. Z ich zisteni mdZeme pozorovat, ze
vicsina ucitelov na Slovensku (viac ako 95 %) pocituje vo svojej praci stres v roznej
intenzite.

NajcastejSimi pri¢inami st: nedostatok uznania a slabé vnimanie profesie ucitel’a
spolo¢nostou (37,2 %), komunikacia s rodi¢mi (34,5 %), vedenie pedagogickej dokumentécie

a administrativa (32,6 %), zastavanie viacerych funkcii naraz (napr. ucitel' a vychovny
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poradca, koordinator prevencie apod.) (22,2 %), rieSenie problémov medzi uliteI'mi
a rodi¢mi (20,0 %), rieSenie problémov medzi Ziakmi (18,2 %). Uvedené faktory poukazuju
najmid na vysoki mieru administrativnej zataze a naroc¢nost medziludskych interakcii
v §kolskom prostredi.

Na zéaklade tychto vysledkov mdzeme konstatovat’, ze praca ucitel’a je sice roznoroda,
no Casto ¢asovo aj psychicky naro¢na. Az 97 % ucitel'ov uviedlo, Ze pracuju nad ramec Svojej
pracovnej zmluvy, v priemere od 6 do 8 hodin tyzdenne. Well-being ucitelov preto
predstavuje kIGovy predpoklad vytvarania podporujiceho a podnetného prostredia pre
ziakov.

Nedostatok spokojnosti, motivacie a psychickej pohody na strane ucitelov sa mbze
negativne premietat’ do Kkvality vychovno-vzdeldvacieho procesu. Naopak psychicky

odolny a spokojny uéitel’ vyznamne prispieva k formovaniu pozitivneho Skolského prostredia.

1.1 Skolsky podporny tim ako nastroj spoluprace a zlep§ovania well-beingu utitel'ov

V prostredi Skoly sa pedagdgovia nestretavaju len s vyucbou a odovzdavanim
poznatkov, ale aj vychovnymi faktormi, roznorodym spravanim Zziakov a napokon aj
vychovnymi problémami, ktoré ¢asto v ramci vyucovacieho procesu riesia, adresujd, pripadne
hlbsie intervenuji. Na hlbsiu analyzu, intervenciu a prevenciu moze pedagodg spolupracovat
so Skolskym podpornym timom, dalej SPT. Vyskumny ustav detskej psychologie
a patopsychologie definuje SPT ako organ, ktory ,primarne zodpoveda za nastavovanie a
realizdciu stratégii na podporu telesného a dusSevného zdravia deti/ziakov vratane
preventivnych programov, aktivit na podporu pedagogickych zamestnancov Skoly, na
podporu inkluzivneho vzdelavacieho prostredia a kultiry Skoly, kariérovej vychovy a
kariérového poradenstva, vychovného poradenstva® (Vyskumny Ustav detskej psychologie
a patopsychologie, 2022, s. 17).

SPT je tim zloZeny z odbornych zamestnancov, ako napriklad $kolsky psycholog,
Specialny pedagodg, socialny pedagog, vychovny poradca, kariérovy poradca a okrajovo, ale
v (izkej spolupraci don patria aj asistenti uéitela. Clenovia SPT poskytuju nielen Ziakom, ale
aj ich zakonnym zastupcom ¢i u¢itel'om poradenstvo a podporu pri implementéacii podpornych
opatreni, intervencie a reflexie, mediaciu a podporu spoluprace zékonnych zastupcov
s pedagdgmi a rozne iné aktivity, ktoré maji intervenény a prevenény charakter. MoZeme teda

povedat’, Ze ide o multidisciplinarny tim, ktory pokryva Siroké spektrum preventivnych
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aktivit, ktoré vytvaraju inkluzivne prostredie pre ziakov. Zaroven je podpornym organom aj
pre uditelov v rieSeni vychovno-vzdelavacich problémov. Takto nastaveny model distribuuje
zodpovednost’ za rieSenie vychovno-vzdeldvacich problémov medzi viacerych odbornikov,
¢im dochadza k znizovaniu individualnej zataze pedagdga. NajCastejSie spolupracujiicim
pedagdégom je triedny uclitel, ktory je zodpovedny za ,koordiniciu ¢innosti na podporu
budovania pozitivnej klimy triedy, rieSenie detskych/ ziackych konfliktov, vytvaranie
zdravych vzt'ahov, identifikdciu potrieb, prekazok a rizik, tiez h'adanie zdrojov na ich skoré
rieSenie“ (Vyskumny tustav detskej psychologie a patopsychologie, 2022, s. 55).

SPT je jednym z hlavnych podpornych prvkov, ktoré napomahaji nielen triednym
ucitelom, ale aj ostatnym pedagdégom pri rieSeni vychovnych problémov v r6znom meradle
a intenzite. Priamo modZe intervenovat naro¢nu situiciu, vytvara podporny systém
pre pedagdga, ktory moze vyuzit' expertizu &lenov SPT na poradenské alebo mediacné ucely.
V ramci rieenia vychovnych problémov SPT redukuje socidlno-komunikadnu zataz uditel’a,
nakol'ko sa aktivne zapaja do komunikacie so Ziakmi a ich rodi¢mi.

Vychovné problémy nie st spdsobené len Skolskym prostredim — ide o komplexnd
situaciu, v ktorej zohrava tlohu psychologicky, socialny aj rodinny aspekt, preto je pre ucitel'a
napomocné vyuzit multidisciplinarnost SPT a jeho expertizy. V ramci prevencie navrhuje
opatrenia, ¢im znizuje riziko opakujicich sa zatazovych situacii, poskytuje svoju expertizu
Vv spominanych oblastiach, ¢im ponuka profesiondlny pristup pri rieSeni vychovnych
problémov. Nakoniec, za pomoci SPT je mozné vytvorit' inkluzivne, bezpe¢né a podporné
prostredie, ktoré zlepSuje klimu v triede, ¢im je mozné predist konfliktom, ¢o v globale
znizuje zataz na ucitela v tejto oblasti.

Pritomnost’ SPT nepredstavuje len podporu pre Ziakov, ale aj nastroj zvy$ovania
profesijnej pohody pedagdgov. Teoreticky a prakticky sprievodca SPT (2022) uvadza, Ze
skola prostrednictvom SPT ziskava metodickd podporu pre ugitelov, posilnenie ich
kompetencii pri rieSeni vyziev a podporu Vv situaciach nefunkénej komunikacie so zakonnym
zastupcom (VUDPaP, 2022). Uvedené nastroje tak prispievaju k znizovaniu zataZe
pedagogov atym k celkovému zlepSovaniu ich well-beingu. Jednotlivé Glohy vykondva v
tizkej spolupraci so SPT. Z pohladu well-beingu u¢itefov SPT predstavuje vyznamny
ochranny faktor, ktory prispieva Kk znizovaniu psychickej zataze, prevencii syndromu

vyhorenia a posiliiovaniu pocitu profesijnej podpory.
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1.2 KPiacové vyzvy a limity $kolského podporného timu

V ramci prace SPT, ktora je vel'mi komplexna a réznoroda mdZeme pozorovat’ nielen
jeho velky prinos, ale aj mnohé prekazky a limity, ktoré ovplyviiuji jeho funkcionalitu.
Jednou z nich st personélne a kapacitné obmedzenia. SPT je financovany ako podporné
opatrenie prvého stupnia, ¢o v mnohych pripadoch znamend, Ze Skola ma nedostatok
zamestnancov, ktori sa mozu stat’ ¢lenmi SPT, resp. maji limitované Gvizky. Z dévodu
nedostatoénych kapacit, ma SPT obmedzeny dopad v ramci svojej prace. Zaroven, zakon
(Zakon ¢. 138/2019 Z.z., Zakon ¢. 245/2008 Z.z., Zékon ¢. 414/2021 Z.z.) umoziuje no
neprikazuje, aby Skola takymto timom disponovala, ¢oho nésledkom st rozdiely medzi
Skolami a systém podpory nie je plosne funkény.

Podobne ako v pedagogickej praxi, aj ¢lenovia SPT sa stretdvaju so zvy$enou mierou
administrativne] zataze a organizaCnej narocnosti. Vyzaduje vysoki mieru koordindcie,
spoluprace, planovania a dokumentacie, nakol’ko sa sklada z ¢lenov, ktori su orientovani
nielen na svoje pracovné zameranie, ale v mnohych pripadoch zastavaju v ramci
pedagogického zboru iné¢ funkcie (napr. pedagog, ktory je triedny ucitel’ a zaroven kariérovy
poradca). Limity prace ¢lenov SPT sa prejavujii aj v nejasnom vymedzeni roli jeho &lenov.
Manual upozorfiuje, ze odborni zamestnanci a Skolsky Specialny pedagdg by nemali suplovat’
absentujucich ucitel'ov, ked’ze vyucCovanie nepatri do vykonu ich pracovnej ¢innosti ako
&lenov SPT (VUDPaP, 2022).

Efektivne fungovanie SPT mdZe byt preto podporené, tak ako uvadza VUDPaP,
pravidelnymi poradami a systematickym nastavovanim spoluprace ¢lenov timu s ostatnymi
¢lenmi pedagogického zboru alebo inymi externymi partnermi (VUDPaP, 2022). V ramci
spoluprace mozno spomenut jej vyznamnost' pri spravnej a efektivnej funkcii SPT. Tento
podporny systém je funkény len vtedy, ak jednotlivé strany vzajomne spolupracuju a maju
vzt'ah zaloZeny na ddvere.

Napriek prinosom skolskych podpornych timov ich efektivita nardza na viaceré limity
spomenuté vys§ie. Uvedené limity naznaduju, Ze hoci SPT predstavuje vyznamny systémovy
nastroj podpory, jeho efektivita je podmienend persondlnym zabezpefenim, jasnym
kompetenénym ukotvenim a dostato¢nou dostupnostou odbornych kapacit. Z tohto dévodu sa
javi ako relevantné uvazovat’ aj nad doplnenim systému o Specializované pozicie in§pirované
zahrani¢nymi modelmi, ktoré poukazuju na efektivnost’ Specializovanych pozicii zameranych
na behavioralnu podporu, ktoré st integralnou stGcastou Skolskych timov, najmi

Vv zahrani¢nych eduka¢nych systémoch.
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2 Behavioralny Specialista ako podporny prvok pre ucitel’ov

V kontexte zahrani¢nych vzdelavacich systémov a podporného systému vo vychovno-
vzdelavacich institaciach sa mbézeme stretnit’ s poziciou tzv. behavioral specialist alebo
behavioral interventionist, slovensky behavioralny $pecialista alebo odbornik na spravanie,
dalej BS. Je to odbornad pozicia vramci Skolského podporného systému, zamerana na
systematicku analyzu a intervenciu problémového spravania. V tomto kontexte je spravanie
chapané ako prekazka ucenia, nie disciplinarny problém (Soliant, 2026). BS vstupuje do
situacii ako analytik, ktory systematicky identifikuje, vyhodnocuje kontext a navrhuje cielené
intervencné stratégie. VyuZiva na to nastroje ako je funk¢nd behavioralna analyza (FBA),
ktoréd sa zameriava na identifikaciu spustacov problémového spravania a nasledne vypractva
behaviordlne intervencné plany (BIP), v ktorych navrhuje Specifické intervencné stratégie
priamo prispdsobené danému Ziakovi.

V rdmci svojej ¢innosti poskytuje priamu podporu ziakom, zaroven vSak klu¢ovym
sposobom podporuje ucitelov prostrednictvom konzultacii, koucingu a implementacie
behavioralnych stratégii v triede. Jeho praca je zaloZzena na datach, multidisciplinarnej
spolupraci a systematickom pristupe k riadeniu spravania v skolskom prostredi. Tento model
predstavuje vyrazny posun od tradicného pristupu, v ktorom je rieSenie problémového
spravania primarne v kompetencii uéitel’a, k systému zalozenému na $pecializovanej odbornej
podpore.

Na velky prinos avyznam behaviordlneho S$pecialistu poukazuju aj Columova
a Cullenova (2025), ktoré sa zameriavaju na tvorbu inkluzivneho prostredia aj za pomoci
tohto podporného opatrenia. Autorky vo svojom ¢lanku poukazuju na velky prinos najma
Vv oblasti spoluprace so $kolskym personalom. Poskytuje emocionalnu a profesijnu podporu,
pomaha pri reflexii po krizovej situacii, zabezpeCuje mentoring, superviziu a Krizovl
intervenciu, v désledku ¢oho st ucitelia vystaveni naroénym vychovnym situaciam zbaveni
pocitu zlyhania, naopak, podporuje to unich motivaciu hladat rieSenia namiesto
zameriavania sa na negativne nasledky (Colum — Cullen, 2025).

V pripade krizovej situacie predstavuje BS okamzite dostupny zdroj odbornej
podpory, ktory zaroven nastavuje rdmec rieSenia a prevencie takychto problémov. Vdaka
nemu sU vychovné problémy adresované priamo a promptne, atak je riziko eskalacie
znizované, ¢o zabranuje aj narusaniu ucebného prostredia. V prostredi skoly, ktoré spracovali

autorky, je BS priamo dostupny v triede alebo pri inych organizovanych aktivitach
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a pripraveny zasiahnut, ak je to potrebné. Vd’aka jeho pritomnosti st ucitelia sebavedome;jsi,
ak je potrebné dany problém riesit’.

Aj po eskalovanej situacii je BS dostupny pre ucitelov na rozbor situacie. S jeho
podporou maju ulitelia vystaveni takémuto zazitku priestor na zhodnotenie svojho konania,
mozu pomenovat’ silné stranky a naopak, kde je v budtcnosti priestor na zlepsenie zvladnutia
situdcie. Dolezitym prvkom prace BS je podpora tzv. no-blame culture (kultdra bez viny),
v ramci ktorej BS vyzdvihuje silné stranky ucitel’a, analyzuje zvladnutie situacie a nabada ho
k sebareflexii, co mu dovoluje profesijne aj emocne rast’ a zvySuje pocit podpory, znizuje
stres a vytvara pevny rdmec na zvladnutie podobnej situacie v budicnosti (Colum — Cullen,
2025).

Podobne ako pri SPT, aj praca BS sa stretava s roznymi limitmi a obmedzeniami. BS
je rovnako ako SPT administrativne zataZeny, jeho praca je Gasovo naro¢na, nakolko
spracuva a analyzuje data ziskané priamo v Cinnosti a na zaklade ich vypraciva podporné
a interven¢né plany. Personalne potrebuje pokryt” vel'ké mnozstvo klientov, ¢oho nasledkom
moéze byt nedostatocna pozornost a intervencia, dodrzany individualny pristup k jednotlivym
ziakom. Autorky taktiez spominajii nedostato¢né priestorové zabezpecenie. V ramci ich Skoly
funguju tzv. safe rooms, oddychové miestnosti, ktoré su vyhradené pre deti pocas kriz, avSak
v mnohych pripadoch skola takymito miestnostami nedisponuje, resp. ich ma nedostatok. Aj
pre BS je tato praca Casto psychicky zatazujuca, nakol’ko je od neho oCakavana vysokéa miera
profesionality.

Moznym rieSenim pre tato situaciu by bolo vytvorit’ mensie regionalne timy, ktoré by
boli zloZzené s nickolkych BS, a ktoré by uzko spolupracovali s ostatnymi zamestnancami
Skol, zaroven by prostrednictvom Skoleni Sirili svoju expertizu a rozsirovali tak schopnosti
ucitelov intervenovat’ narocné situdcie. Na rozdiel od slovenského modelu, kde je rieSenie
vychovnych problémov casto distribuované medzi viacerych aktérov, BS predstavuje

centralizovany odborny prvok zamerany vylu¢ne na oblast’ spravania.

2.1. Implementicia modelu behavioralneho Specialistu do slovenského vzdelavacieho
systemu

Na zaklade identifikovanych limitov SPT a analyzy zahrani¢nych pristupov k rieseniu
vychovno-vzdelavacich problémov je relevantné uvazovat’ o zavedeni pozicie BS do

prostredia slovenského Skolstva. Tato pozicia by nepredstavovala nahradu existujucich
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podpornych mechanizmov, ale ich funk¢né doplnenie s cielom zvysit' efektivitu intervencii
a zaroven znizit’ zataz ucitelov.

V kontexte slovenského Skolského systému by bolo vhodné uvazovat’ nad zaclenenim
BS ako stcast’ SPT, pri¢om by islo o $pecializovant odborni poziciu zameran( primarne na
oblast’ riadenia spravania ziakov. Jeho ulohou by bolo systematicky analyzovat’ problémové
spravanie prostrednictvom nastrojov, ako je funkéna behavioralna analyza (FBA), a na jej
zaklade navrhovat’ a implementovat’ behaviordlne intervencné plany (BIP). Takto nastaveny
pristup by umoZnil prechod od intuitivneho rieSenia vychovnych problémov
k systematickému, datovo podlozenému rozhodovaniu a intervencii.

KTlacovym aspektom implementacie tejto pozicie je jej prepojenie s pedagogickou
praxou. BS by nepdsobil izolovane, ale v Uzkej spolupraci s uéite'mi, ktorym by poskytoval
odbornt podporu prostrednictvom konzultacii, koucingu a supervizie. V praxi by to
znamenalo, ze ucitel' by mal plna podporu BS, ktory je opravneny a odborne kompetentny
vstupovat’ do Kkrizovej situdcie a priamo na mieste ju intervenovat. Ucitel' by teda nebol
primarne zodpovedny za komplexné rieSenie problémového spravania Ziaka, ale mohol by
vyuzit’ podporu a expertizu odbornika, ktory by nastavoval intervenc¢né stratégie a zaroven ho
metodicky viedol pri ich implementacii v triede. Takyto model by vyznamne prispel
k znizovaniu socialno-komunikacnej a emocionalnej zat'aze ucitela.

Dolezitou sticastou implementéacie BS je aj dostupnost’ priamo v Skolskom prostredi.
Na rozdiel od suc¢asného modelu, v ktorom st odborni zamestnanci Casto kapacitne (Casovo
alebo personalne) limitovani, by efektivny model predpokladal pravidelnu pritomnost BS
v Skole, pripadne jeho zapojenie do vyuCovacieho procesu v situdcidch zvysSeného rizika
eskalacie problémového spravania. Tato bezprostredna dostupnost umoziuje rychlu
intervenciu, znizuje riziko eskalacie konfliktov a z&roven minimalizuje narusenie vyucovania.

Implementdcia by mala zahfnat' aj systematickii podporu ucitelov pri narocnych
situaciach. BS by zohraval vyznamnu ulohu v procese reflexie, kde by uéitel'om poskytoval
priestor na analyzu situdcie, identifikaciu efektivnych stratégii a pomenovanie oblasti
na zlepSenie. Sucastou tohto pristupu by bola aj podpora uéitelov, ktora u nich kultivuje
profesijny rast bez stigmatizacie ¢i pripisovania viny. Takyto pristup ma potencial zniZzovat
stres, predchadzat’ syndromu vyhorenia a posiliiovat’ pocit profesijnej kompetencie.

Z hladiska systémového nastavenia by implementdcia BS vyZzadovala legislativne
ukotvenie tejto pozicie ako sucasti podpornych opatrenim, ako aj finanéné zabezpecenie.
Vzhladom na kapacitné limity Skolského podporného systému by bolo vhodné uvazovat

0 pilotnych projektoch na vybranych skolach, ktoré by overili efektivitu tejto pozicie
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V podmienkach slovenského S$kolstva. Nasledne by bolo mozné pristapit k postupnému
rozSirovaniu tejto pozicie. Zavedenie BS tak predstavuje potencidlne efektivny nastroj
na zvySovanie kvality vychovno-vzdelavacieho procesu. Prostrednictvom Specializovanej
podpory Vv oblasti riadenia spravania ziakov moéze prispiet’ nielen k zlepSeniu Skolského
prostredia, ale aj k posilneniu well-beingu ucitelov, ktori v sucasnosti ¢elia vysokej miere

pracovnej zataze.

Zaver

Pracovna zataz ucitel'ov predstavuje v sic¢asnom Skolskom prostredi vyznamny faktor,
ktory priamo ovplyviiuje ich well-being a nepriamo aj kvalitu vychovno-vzdelavacieho
procesu. Analyza poukazala na to, ze ulitel'ska profesia je charakteristickd vysokou mierou
komplexnosti, ktora zahffla nielen samotnu pedagogickii cCinnost, ale aj rozsiahle
administrativne, organizacné a komunikaéné povinnosti. Tieto faktory v kombincii
s nedostatkom spolo¢enského uznania a zvySenymi narokmi na vykon profesie prispievaju
k vysSej miere stresu a riziku vyhorenia.

Skolsky podporny tim predstavuje vyznamny néstroj podpory, ktory dokaze Giastoéne
zmiernovat’ zat'az ucitelov prostrednictvom multidisciplinarnej spoluprace. Jeho limity vSak
vyplyvaju najmé z personalneho a kapacitného zabezpeenia, nejednotnej implementacie
v ramci $ko6l a nejasného vymedzenia kompetencii jednotlivych ¢lenov. Aj napriek jeho
prinosom tak zostava priestor na systémové zlepsenia.

V tomto kontexte sa ako inSpirativny javi model behavioralneho Specialistu, ktory
v zahrani¢nych vzdelavacich systémoch predstavuje cielend a datovo podloZenu intervenciu
Vv oblasti problémového spravania Zziakov. Jeho implementacia do slovenského prostredia,
napriklad ako sucasti Skolského podporného timu, by mohla prispiet k efektivnejSiemu
rieSeniu vychovnych situdcii, znizeniu zataze ucitel'ov posilneniu ich profesijnej podpory.

Zaverom mozno konstatovat’, ze systematické posiliiovanie podpornych mechanizmov
Vv Skolach, ¢i uz prostrednictvom rozvoja uz existujucich Struktir alebo zavadzania novych
odbornych pozicii, predstavuje klucovy krok k zlepseniu well-beingu ucitelov. Ten je
nevyhnutnym predpokladom nielen ich pracovnej spokojnosti, ale aj dlhodobej stability

a kvality vzdelavacieho systému.
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Summary

The article is dedicated to the topic of teacher well-being in the context of present
teacher workload. The article explores the possibility of reducing this workload through in-
school support systems. It is based on the assumption that the teaching profession is
characterized by a high level of complexity, which not only includes instructional activities,
but also extensive administrative, organizational, and communication responsibilities. These
factors, combined with stress, insufficient societal recognition, and increasing job demands,
contribute to declining teacher well-being and a higher risk of professional burnout.

Well-being is presented as a multidimensional concept that significantly influences
both teachers’ performance and the quality of the educational process. Attention is given to
school support teams as an important form of multidisciplinary assistance and support in
schools. These teams help address educational and behavioral challenges and reduce the
individual workload of teachers. However, several limitations are identified, particularly
related to staffing, inconsistent implementation of strategies and unclear role definitions.

Based on these limitations, the article introduces the model of a behavioral specialist
as an inspiration from international practice. This profession focuses on the systematic
analysis of problematic student behavior and intervention using data-driven approaches
(functional behavior assessment, behavior support plans). The Slovak education system,
could contribute to more effective management of behavioral issues, reduce teacher workload,
and strengthen professional support.

Overall, the article highlights the need for systematic strengthening of support
mechanisms in schools, which can significantly improve teacher well-being and thereby

enhance the long-term stability and quality of the education system.
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Mind the Prompt: Teaching Translators to Work with Al, not for Al

Vanda Koniarovéa

Abstract

The rapid integration of artificial intelligence (Al) into professional translation has
created an urgent need to reconsider the role of Al in translator education. While Al-assisted
translation tools offer significant opportunities for improving productivity and supporting
translators’ workflows, they also raise important pedagogical, ethical, and cognitive
questions. This article presents the design and implementation of a university seminar on
artificial intelligence in translation education delivered to undergraduate and postgraduate
translation students. The course was designed to promote not only the practical use of Al tools
but also students’ critical understanding of their capabilities, limitations, and broader societal
implications. Through a series of practical assignments, students compared unaided
translation, Al-assisted translation, and post-editing, explored the limitations of generative Al
in creative writing and translation, investigated algorithmic bias across different Al tools,
reflected on stylistic variation, and examined the representation of gender in Al-generated
translations. Students also maintained reflective Al diaries throughout the course to evaluate
their learning experiences and interactions with Al tools. The paper argues that Al is most
effective when used as a collaborative support tool rather than as a substitute for human
decision-making. Therefore, translator education should move beyond teaching technical
proficiency and instead foster critical Al literacy, ethical awareness, and reflective
professional practice. Such an approach prepares future translators to engage with rapidly
evolving technologies while maintaining human agency and professional responsibility. This
paper does not aim to present an empirical evaluation of the course. Since informed consent
for research use of students’ assignments and reflective diaries was not obtained, no student
data are analysed or reproduced. The article therefore focuses on the pedagogical design of
the course and the rationale behind the learning activities rather than on a systematic analysis

of student performance.
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Introduction

Artificial intelligence (Al) is rapidly transforming the translation profession and has
become an integral part of translators’ daily workflows. From creating glossaries and
managing terminology to revising translations, generating drafts, and supporting research, Al
tools are increasingly embedded in professional translation practice. As these technologies
become commonplace, translator education must equip future professionals with the
knowledge and critical skills necessary to use Al responsibly, effectively, and ethically.
“During the last year, we have experienced the meteoric rise of generative large language
models [LLMs] and Artificial Intelligence [Al] apps. In professional translation, these
generative LLMs have started to be integrated in translation environments and management
workflows, leading to what could be the next technological revolution in translation
technologies” (Jiménez-Crespo, 2024, p. 91).

Teaching students how to use Al has become an essential skill that can help future
translators and interpreters establish themselves in the job market and gain an advantage over
future colleagues who do not learn this skill during their studies. Al training should be
embedded in the later stages of translator education, once students have acquired the
theoretical knowledge and translation competence necessary to critically evaluate Al-
generated output and make informed decisions before relying on Al-assisted solutions.
Artificial intelligence is meant to help them perform repetitive tasks more quickly, not to
replace their creativity and judgment. “The emergence of Al apps, generative large language
models (LLMs) and quality improvement in neural machine translation (NMT) has led to a
focus on the “human touch”, and what it means to be an expert professional translator in the
age of AI” (see Jiménez-Crespo, 2025, p. 2).

One of the objectives of the seminar was to show students that there is a concept
called “human-centered AI” (HCAI), which means that HCAI systems are tools that amplify,
expand, enhance, and improve human performance (Shneiderman, 2022). In a study
conducted before the emergence of generative Al, Rico and Gonzalez Pastor (2022) found
that translation educators continued to regard the human translator as the central actor in the
translation process. At the same time, they argued that machine translation should no longer
be viewed merely as a technical tool. Instead, its teaching should move beyond an exclusively

instrumental perspective and address the complex interaction between translators and
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translation technologies. According to EMT, master’s degree students should possess five
competencies, one of which is technological competence, which includes using the most
relevant IT applications, including the full range of office software, and adapting rapidly to
new tools and IT resources, having critically assessed their relevance and the impact of
change on their work practice (EMT, 2022). Consequently, translation education should
primarily focus on equipping future translators with the knowledge, skills, and professional
experience necessary to respond to current industry demands (ELIS, 2025).

1 Course Design and Participants

The participant group consisted of 23 students enrolled in translation programmes. Of
these, nine were full-time master’s students (eight in their fourth year and one in the fifth
year), while the remaining participants included six second-year part-time bachelor’s students
and eight fifth-year part-time master’s students. The course was structured around three
thematic modules delivered by three PhD students. These modules addressed the
fundamentals of artificial intelligence, its applications in translation, and its use in
interpreting. The first four lessons focused on artificial intelligence in general, introducing
students to its basic concepts and teaching them how to formulate effective prompts. The
second part of the course addressed the application of Al in translation, while the final module
explored its use in interpreting. The present article reports exclusively on the module
dedicated to Al in translation, which was delivered by the author. The seminar was designed
to move beyond the practical use of Al tools by encouraging students to develop a critical
understanding of their underlying principles, limitations, and ethical implications (Moorkens
— Dogru, 2026).

In addition to experimenting with various Al tools, students were encouraged to
reflect on the role of Al in translation practice and its broader societal impact. An important
component of the seminar was the regular Al News segment, in which students were asked to
identify and present recent developments related to artificial intelligence, both within and
beyond the field of translation. This activity was designed to encourage students to engage
with ongoing technological developments, cultivate an awareness of current issues shaping
the Al landscape, and recognise the broader societal and professional implications of
emerging technologies. Whether students obtained this information from social media

platforms such as Instagram or from the news was not the primary concern. Rather, the aim
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was to encourage them to follow developments in artificial intelligence actively, recognise its
growing relevance to their personal and professional lives, and understand that Al is no longer
a distant technological innovation but an integral force shaping contemporary society and the
future of the translation profession.

Throughout the course, students were required to submit a weekly Al diary in which
they critically reflected on the completed assignments, their interactions with Al tools, and the
insights they had gained regarding the capabilities, limitations, and implications of artificial
intelligence. The teacher reviewed all the reflective Al diaries throughout the course and used
them as a basis for classroom discussions. Rather than analysing the diaries for research
purposes, the reflections were synthesised and shared anonymously with the class to facilitate
collective reflection. The diaries proved to be a valuable pedagogical tool, as they enabled
students to compare different perspectives, learn from one another’s experiences, and
critically engage with alternative viewpoints. This collaborative exchange encouraged
discussion, inspired new approaches to the use of Al, and fostered a deeper understanding of
both its opportunities and limitations.

2 Teaching Activities and Learning Tasks

The learning activities were designed to help students develop both practical Al skills
and the ability to critically evaluate Al-generated outputs. Consequently, each task was
followed by a structured discussion and a critical assessment of the performance, strengths,

and limitations of the Al tools employed.

2.1  First assignment

The first lesson aimed to map students’ existing Al practices by examining which
tools they used, how they integrated them into their work, and what motivated their choices.
Attention was paid to ChatGPT, Claude, Gemini, and Microsoft Copilot. Students were then
encouraged to explore other Al applications independently in preparation for the next lesson.
Pym and Hao (2025) suggest that an important objective of translator education is to help
students develop a balanced understanding of Al-assisted translation by recognising both its

potential and its limitations. This can be achieved through classroom activities in which
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students first translate a text independently and subsequently compare their work with Al-
generated output. Therefore, the first translation assignment consisted of three stages.
Students first translated the source text without the assistance of Al, relying only on
conventional translation resources such as dictionaries, corpora, and other reference materials.
They then translated the same text using Al as a translation aid. Finally, they produced a
translation with Al assistance and post-edited the generated output.

As expected, translating without Al proved to be the most time-consuming stage.
However, the students reported that the most efficient workflow was to use Al as a supportive
tool during the translation process rather than relying on Al-generated translations followed
by post-editing. Many participants observed that extensive post-editing often required more
time and effort than producing the translation themselves, with Al serving as an assistant.
This activity highlighted that, in educational settings, Al may be most beneficial when used to
support translators’ decision-making throughout the translation process, rather than as a

system that produces a complete translation requiring subsequent correction.

2.2 Second assignment

The second assignment required students to write a creative text of approximately half
a page long in either Slovak or English. One of the objectives of this assignment was to
encourage students to cultivate and maintain their creativity, as this skill may become more
valuable in an environment where Al-assisted writing and translation have become
commonplace. “The literature indicates that artificial intelligence has a complex relationship
with human creativity. Al can enhance creativity by supporting idea generation, encouraging
experimentation, and enabling creative collaboration. However, concerns remain regarding
overreliance, reduced originality, and diminished creative engagement” (Zeqiri — Lica —
Patos, 2026, p. 7). Since some of the participants aspire to pursue careers in literary
translation or other creative professions, it is essential that they continue to develop their own
creative abilities rather than becoming overly dependent on Al-generated content.

As Jiménez-Crespo (2025) argues, an algorithm can “create” content, but recent
research has shown that this content is by far less creative, as perceived by humans, than
content generated by humans. The activity was therefore designed to provide opportunities for
students to exercise their imagination deliberately while reflecting on the aspects of creative

language use that remain difficult for current Al systems to replicate. The task also
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encouraged them to reflect on the current limitations of Al by deliberately incorporating
linguistic features or passages that Al typically struggles to process or generate effectively,
while clearly identifying these sections in the text. In addition, students were asked to explore
and compare at least three Al tools designed for writing and/or translation, excluding
ChatGPT, Gemini, and Claude. This activity was designed to help students recognise the
limitations of Al and encourage them to reflect critically on its capabilities. It highlighted that
Al tools do not always recognise or accurately translate metaphors, idiomatic expressions, or
culturally specific language. Although the rapid development of Al technologies is undeniable
and their capabilities continue to improve, it is essential that future translators develop a
balanced understanding of both the strengths and the limitations of these tools. Such critical
awareness enables them to make informed decisions about when Al can be relied upon and

when human expertise, linguistic competence, and cultural sensitivity remain indispensable.

2.3 Third assignment

Another assignment required students to conduct a small-scale study of Al bias by
selecting five different Al tools and designing ten prompts aimed at eliciting potential biases
related to culture, race, or profession. This assignment was inspired by Pym and Hao (2025).
“Much of the public discussion about neural machine translation and generative Al concerns
suspicions of systemic bias in the texts produced. Rather than passively accept public
discourse, students should be invited to find out for themselves the degree to which biases are
present. This can lead to fundamental ethical questions as to whether the role of automation is
to reflect language use or to change it” (Pym — Hao, 2025, p. 93-94).

The objective was to compare how different Al tools responded to the same prompts
and to critically reflect on the presence, nature, and consistency of algorithmic bias across
them. Several classroom examples illustrated that Al tools may reproduce implicit cultural
and social biases present in their training data. For instance, some of them incorporated the
expression “Jesus!” into generated dialogues without accounting for the fact that such
language may not be culturally appropriate or meaningful in non-Christian contexts.
Likewise, prompts referring to a “typical company CEO” frequently elicited descriptions of a
white male, whereas a “typical McDonald’s employee” was often portrayed as a woman with

a darker skin tone. These examples provided a useful basis for discussing how generative Al
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can reinforce cultural, religious, gender, and occupational stereotypes, underscoring the need
for critical Al literacy in translator education.

2.4 Fourth assignment

Students examined expressivity to determine whether Al tools tend to soften or
intensify linguistic expression. The analysis revealed that, unless explicitly instructed
otherwise through prompting, all the tools consistently favoured a more neutral and softened
style. Rather than amplifying emotional intensity or expressive language, they tended to
mitigate it, producing formulations that were more restrained and conventional. This finding
suggests that Al tools are inclined towards linguistic moderation by default, highlighting the
importance of prompt design when a particular stylistic or expressive effect is required.
Example 1 (ChatGPT):

Sentence: “Lubim ta ako kona” (I love you like a horse)

Suggested translations by ChatGPT:

| love you like crazy.

I love you to bits.

| love you to the moon and back.

| love you like a horse (a literal translation that sounds unnatural in English and is not an
established idiom)

Example 1 (Gemini):

Sentence: “Lubim ta ako kona” (I love you like a horse)

Suggested translations by Gemini:

However, in Slovak, it is a common idiom used to express immense, intense, and
borderline overwhelming affection for someone. It doesn’t actually have anything to do with
animals. The reference to a horse simply emphasizes the sheer scale or strength of the feeling,
much like how a horse represents heavy, robust power (Gemini).

Since a literal translation (“I love you like a horse™) sounds bizarre in English and completely
loses its romantic meaning, you have to look for English idioms that carry the same weight
and intensity.

| love you to pieces.

| love you to death.

| love you madly.

| love you to distraction.

33



I love you with a passion (Gemini).

Gavurova (2023) argues that when translating slang and other socially marked
language varieties, translators should preserve the original level of expressivity and avoid
either intensifying or weakening the expressive force of the source text. Although the
perception of expressivity is subjective and depends on the translator’s linguistic intuition, the
ability to render expressive language appropriately represents an important component of
translation competence. This activity highlighted the importance of critical evaluation of Al-

generated output and demonstrated that maintaining expressivity requires human intervention.

2.5  Fifth assignment

Since Slovak distinguishes between grammatical genders, the masculine form
frequently functions as a generic masculine, serving as an umbrella term intended to refer to
individuals regardless of gender. Because Al tools are trained on large corpora of books,
websites, and other publicly available texts, they inevitably learn and reproduce the linguistic
patterns present in those data.

As a result, they often perpetuate and, in some cases, reinforce the use of the generic
masculine and the gender bias embedded in the training material. This highlights the
importance of raising future translators’ and interpreters’ awareness of such biases.
Translation and interpreting education should therefore equip students with the critical skills
needed to recognise, evaluate, and, where appropriate, mitigate Al-generated gender bias in
their professional practice.

To encourage students to reflect on gendered language, students were asked to
translate an English text into Slovak containing references to various professions. Since the
English source text did not specify grammatical gender, students had to decide which
gendered forms to use in their translations. The majority opted for the generic masculine,
which was neither surprising nor incorrect, as it reflects the convention that is widely
accepted in contemporary Slovak.

The purpose of the exercise was not to evaluate the correctness of their choices but to
encourage critical reflection on how gender is represented in translation and how similar
decisions are made by Al tools. When the same text was translated using Al, the results varied
across tools and were highly dependent on the prompt, illustrating the extent to which

prompting can influence the representation of gender in Al-generated translations. The

34



influence of biased training data extends into generative Al tools, where it can subtly
reinforce gender stereotypes through user interactions. For instance, studies have shown that
ChatGPT’s responses regarding what constitutes as ‘good’ or ‘bad’ leadership exceedingly
exemplified male leaders as role models, whilst emphasizing stereotypically masculine traits
like courage and risk-taking as ideal characteristics (Newstead et al., 2023). As illustrated in
Figures 1 and 2, we deliberately avoided specifying the gender of the company president, the
cleaner, and the secretary.

Nevertheless, both Gemini and Claude inferred the president to be male, while
assigning female identities to the cleaner and the secretary, reflecting patterns present in their
training data. Through this exercise, students observed that Grok tended to reproduce these
occupational gender stereotypes even more explicitly, whereas the other tools often generated
more cautious or diplomatically phrased responses. The activity encouraged students to
critically reflect on the ways in which different Al tools and models reproduce, reinforce, or
mitigate societal biases.

Future research could extend this analysis by comparing a broader range of Al tools
and systematically examining students’ interpretations and evaluations of the generated
outputs. Together, the activities described in Table 1 fostered students’ critical Al literacy by
encouraging them to question Al-generated outputs rather than accept them uncritically. At
the same time, they emphasised that responsibility for evaluating, revising, and disseminating

Al-assisted translations ultimately rests with the translator.

The company president is very kind. However, the cleaner is
not. There are many areas in the company that need to be
cleaned. The company president wants them to be cleaned
every day, but the cleaner does not want to clean them that
often. The secretary insists that the cleaner clean them every
other day. translate to slovak in natural way ~

.Riaditel firmy je velmi mily, no o upratovacke sa to povedat neda. V podniku mame vela
zanedbanych priestorov, ktoré by potrebovali vyCistit. Riaditel trva na tom, aby sa upratovali
kazdy den, ale upratovacke sa do toho tak Casto nechce. Sekretérka preto nalieha, aby ich
upratovala aspon kazdy druhy den.”

Figure 1: Gender attribution in Gemini
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The company president is very kind. However, the cleaner is not. There are

many areas in the company that need to be cleaned. The company president
wants them to be cleaned every day, but the cleaner does not want to clean

them that often. The secretary insists that the cleaner clean them every
other day. translate to slovak in natural way

Thought for 2s

Prezident spolo¢nosti je velmi laskavy. Upratovacka vSak nie je. V spolocnosti je vela
priestorov, ktoré treba upratovat. Prezident spolo¢nosti chce, aby sa upratovali kazdy deri,
no upratovacka ich nechce upratovat tak ¢asto. Sekretarka trva na tom, aby ich upratovacka

upratovala kazdy druhy deri.

o OO C

Figure 2: Gender attribution in Claude

Assignment Main objective Competences developed
Translation Compare human and Al-assisted o ) o ]

) Critical Al literacy, Decision-making
workflow translation

Creative writing

Develop creativity and identify

Al limitations

Creativity, Writing skills, Critical reflection

Al bias

Explore bias across Al tools

Ethical competence, Critical Al

Analytical skills

literacy,

Expressivity and

Analyse stylistic variation in Al

Language competence, Prompt engineering,

style output Critical evaluation
Gender Examine gender bias in Al | Gender awareness, Ethical competence,
representation translation Inclusive translation practice

Table 1: Overview of the Teaching Activities and Their Learning Objectives

3 Discussion

The seminar design was inspired by the classroom framework proposed by Pym and

Hao (2025) for integrating Al into translator education. Extending their model, we introduced

two additional components, Al diaries and Al news, to promote continuous reflection and

engagement with Al. The Al diaries served as a valuable reflective tool for students, enabling

them to critically evaluate their use of Al technologies while providing instructors with
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insight into students’ learning processes and attitudes. The Al news segment complemented
this approach by familiarising students with recent developments in artificial intelligence and
encouraging them to remain informed about emerging trends relevant to the translation
profession. Unlike many existing classroom activities that focus on prompt engineering or Al-
assisted translation, the present course integrated continuous reflection through Al diaries.
Reflection encouraged students not only to evaluate Al-generated output but also to examine
their own decision-making processes, developing awareness of their professional

responsibility.

Conclusion

The inclusion of Al-focused courses in translator and interpreter education is essential.
Most master’s students have grown up alongside Al technologies and are already familiar
with using a variety of Al tools. However, beyond technical proficiency, it is even more
important to develop their ability to critically evaluate Al-generated outputs, reflect on the
implications of Al use, and recognise both the capabilities and limitations of these
technologies. Students should be encouraged to experiment with different Al tools and
models, compare their performance, and identify the contexts in which they produce the most
reliable or problematic results.

As artificial intelligence has become an integral part of everyday life and continues to
evolve at an unprecedented pace, translator education must extend beyond teaching students
how to use Al tools. It should also foster continuous engagement with current developments
in the field, enabling students to remain informed about emerging technologies and their
impact on professional translation practice. Classroom discussions and collaborative learning
further provide opportunities for students to exchange experiences, discover new tools, and
critically examine different approaches to Al-assisted translation.

Incorporating practical, reflective, and ethically informed Al-related activities into
translation curricula can significantly enhance students’ professional preparedness. Such
training not only strengthens their critical Al literacy but also equips future translators with
competencies that are increasingly valued in the rapidly evolving language services industry.
Based on teaching experience, it is recommended to present Al after students acquire
translation theory, combining Al with reflective activities, comparing several Al models

rather than relying on one, and discussing ethical issues throughout the course instead of
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treating them as a separate topic. One limitation of this paper is the absence of empirical data
from students that would allow the author to substantiate observations and evaluate the
educational impact of the activities. Consequently, the discussion is based primarily on the
author’s pedagogical experience rather than on systematic evidence collected from
participants. Nevertheless, the paper may serve as a source of inspiration for educators
seeking to integrate Al into translation and interpreting education, while also providing a
foundation for future research aimed at evaluating and refining these classroom activities in

different educational contexts.

Summary

Prispevok sa zaoberd integraciou umelej inteligencie do vzdelavacieho procesu
buducich prekladatel'ov a tlmo¢nikov a predstavuje ndvrh seminara zameraného na rozvoj
kritickej gramotnosti v oblasti umelej inteligencie. Cielom ¢lanku je ukazat, ako mozno
umelu inteligenciu efektivne zaclenit’ do vyucby prekladu tak, aby ju Studenti nevnimali ako
nahradu vlastnych kompetencii, ale ako ndstroj, ktory podporuje ich tvorivost, efektivnost’ a
profesionalny rozvoj. Clanok opisuje $truktiru seminara a pit praktickych aktivit zameranych
na porovnanie prekladu bez umelej inteligencie a s pomocou umelej inteligencie, ako aj post-
editing, tvorivé pisanie, identifikaciu predsudkov, analyzu expresivity a reflexiu rodovych
stereotypov vo vystupoch generovanych umelou inteligenciou. Ddlezité boli aj etické aspekty
pouzivania umelej inteligencie, vyznam promptovania a konceptu human-centred Al.
Prispevok nepredstavuje empiricky vyskum zalozeny na analyze Studentskych dat, ale
pedagogicku reflexiu realizovaného seminara a ndvrh aktivit vyuzitelnych vo
vysokoskolskom vzdelavani prekladatelov a tlmocnikov. V zavere je zddraznend potreba
rozvijat’ nielen technologické kompetencie Studentov, ale aj ich kritické myslenie, schopnost’
hodnotit’ vystupy umelej inteligencie a uvedomovat’ si vlastni zodpovednost za preklad.
Clanok zaroveti poniika odporicania pre dalsi rozvoj vyuéby umelej inteligencie v
translatologickom vzdelavani a mdze sluzit’ ako inSpiracia pre buduci vyskum a pedagogicku

prax.
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THE ACCURACY OF Al GENERATED LINGUISTIC
SIMPLIFICATION

Sean Wiegand

Abstract

As the number of English Language Learners (ELLs) in American educational
settings has grown, the demand for scaffolded, linguistically simplified reading materials has
increased. Recently, many have turned to generative Al to quickly and easily generate
linguistically simplified materials, but there has been very little research on its accuracy. This
study attempts to address this gap through an analysis of Al-generated, linguistically
simplified texts in a mixed level (pre-Al to B2) university ESL Reading course. Over the
course of one semester, ChatGPT was used to generate Al and B1 versions of texts from an
intermediate ESL textbook. Extracts of the texts were then analyzed with three online text
analyzers (CEFRIevels.com, Pearson’s GSE Text Analyzer, and MetaMetrics’ Lexile Text
Analyzer) to determine the actual CEFR level of the text which was then compared against
the target. This was cross referenced with indices of the syntactic and lexical complexity of
the texts produced through Tan’s (2024) NeoSCA text analysis tool, based on the work of Lu
(2010; 2012), to determine how ChatGPT simplified the texts. The results show that
generative Al consistently produced texts of a higher CEFR level than what they were
prompted to create. This has significant implications for ESL education, as the increasing
prevalence of Al-generated reading materials in ESL courses may deny ELLSs access to level-

appropriate reading materials.

Keywords: Al, ChatGPT, Atrtificial Intelligence, linguistic simplification, English Language

Learners, reading, texts, materials, scaffolding, differentiation, CEFR, linguistic complexity

Introduction
What is Generative Al?
Artificial intelligence has existed in some form since Alan Turing first developed

The Bombe, a code breaking machine used to crack the Enigma code in the 1940s, but the
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artificial neural networks that form the basis of generative Al are still a recent development
pioneered by Google’s AlphaGo in 2015 (Haenlein & Kaplan, 2019). Commercially viable
generative Al is even more recent beginning with the release of ChatGPT-3.5 in 2022 (Beck
& Levine, 2023). While it was not the first generative Al chatbot, or even the first version of
ChatGPT, it was the first to produce responses that could convincingly pass as human. Since
then, it has become a flashpoint in education with many educators concerned about its use for
cheating and others pushing for its adoption as an educational tool.

A discussion of the capabilities of generative Al necessitates a basic explanation of
how the technology operates. Generative Al models like ChatGPT and Claude are Large
Language Models (LLMs), statistical prediction models pre-trained on large sets of text with a
transformer (Amazon Web Services, 2024; Hicks et al., 2024). The transformer is made up of
layers of encoders and decoders (Amazon Web Services, 2024). The encoders convert words
into vectors and place them in a vector space near other words that appear in similar contexts
and far from words that appear in different contexts (Amazon Web Services, 2024; Hicks et
al., 2024). The decoders read these vectors and predict the next most likely word or words
based on the context of the vector space. In training, these predictions are compared against
the texts in the data set, and the transformer adjusts the vector space based on positive and
negative feedback from this process, improving its statistical accuracy (Hicks et al., 2024).
The ability of LLMs to randomly choose the next word in a string from a set of likely
possibilities makes the text appear more organic but also increases the chances of factually
inaccurate statements.

The goal of these generative Al models is to mimic the text that appears in its data
set, and they do this well. Other functions of generative Al are just a consequence of this
mimicry. As a result, generative Al is highly capable of operations where it manipulates or
reduces text like summarization, classification, or information extraction. However, it cannot
distinguish truth from falsehood, and it cannot produce anything truly original. Everything
that generative Al produces is just a transformation of the text in the data set it was trained on.
Fortunately, linguistic simplification is an operation concerned with form more than
semantics. It primarily entails the manipulation of text, so it should fall well within the

capabilities of generative Al.

What is the CEFR?
The Common European Framework of Reference for Languages (CEFR) describes

the language proficiency and associated abilities of language users across six levels of

43



proficiency, Al, A2, Bl, B2, C1 and C2, where A refers to Basic Users, B refers to
Independent Users, and C refers to Proficient Users (Council of Europe, 2020). Since its
introduction in 2001, the CEFR has become one of the most common and frequently used
scales of language proficiency in the world. As a result, contemporary language education
programs and curriculum are often designed around the CEFR. This creates the need for
reading materials that are “rated” at specific CEFR levels. However, the CEFR does not
describe the specific language expected at each level. Rather, it describes the abilities of
language users at each stage through “can-do descriptors” distinguishing between receptive
activities, reading and listening, and productive activities, speaking and writing. For example,
the descriptor for overall reading comprehension for Bl language users reads, “Can read
straightforward factual texts on subjects related to their field of interest with a satisfactory
level of comprehension” (Council of Europe, 2020, p. 54).

As a result, the appropriateness of a text for a specific CEFR level cannot be
determined with reference to the official CEFR standard alone, and the responsibility of
aligning texts to the CEFR scale has been left to third parties. This has been problematic as
demonstrated by Rubesova (2023) who found that online texts presented as B2 by the Council
of Europe and British Council were shown by readability analysis to require a C1-C2 level of
proficiency to comprehend. This is indicative of a broader need for more accurate CEFR

“ratings” of texts.

1 Methodology

This study was conducted in a combined, multilevel ESL Reading course.
Proficiencies ranged from Pre-Al to B2, and student L1s included Chinese, Vietnamese,
Korean, Spanish, Arabic, and Turkish. The class included traditional college students, non-
traditional adult students, and high school students attending through an early college
program. Their ages ranged from approximately 16-60. The class met four times a week in
75-minute sessions. Each week focused on a single reading from the text, Making
Connections 3 (Pakenham et al., 2017), which served as the basis for instruction on reading
comprehension, strategies, and vocabulary. The textbook was an intermediate level text
appropriate for B2 level ELLs.

In order to make the course accessible to the lower-level learners, linguistically

simplified versions of the texts were produced through the following process. The original
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texts from the book were digitized. Then they were entered into ChatGPT, version GPT-40
(OpenAl, 2025), with the following prompt to create two low level versions of the reading:
“Make a version of the following text suitable for [A1 OR B1] English Language Learners
maintaining the same number of paragraphs and structure.” These new versions were then
entered into ChatGPT again to identify challenging topic-specific and academic vocabulary
which were then cross referenced with the textbook. This vocabulary was highlighted in the
text and listed at the end in a vocabulary list. This process was conducted for 10 texts in total.
The resulting texts were then run through two CEFR-aligned text analyzers,
cefrlevels.com (2018) and Pearson’s GSE Toolkit (2021) to determine the actual CEFR level
of the texts. The former provided measures of word count, word length, and sentence length
as well. A Lexile analysis was also conducted using MetaMetrics’ (2024) Lexile Text
Analyzer to give an indirect measure of CEFR level through Lexile equivalency. Lastly,
Tan’s (2024) NeoSCA program was used to measure indices of lexical complexity, including
lexical sophistication, type-token ratio (TTR), lexical variation, and lexical density, as well as
syntactic complexity including complex T-unit ratio, dependent clause per T-unit, complex
nominal per T-unit, and verb phrase per T-Unit. These measures were used to show how

ChatGPT changed the texts when attempting to simplify them.

2 Results
Actual vs. Target CEFR Levels

The charts below show the degree to which ChatGPT met the prompted CEFR level.
According to cefrlevels.com (2018), in 40% of cases, a “B1”” prompt produced a B2 level text,
an “A1” prompt produced a B1 level text, and both prompts produced a B2 level text; in 20%
of cases, both prompts produced a text with the same CEFR level as the original (B2).
Pearson’s GSE Toolkit (2021) revealed a similar failure to meet the prompted CEFR level,
but on a different scale. All texts were rated within the Independent User band (B1-B2). In
50% of cases, a “B1” prompt produced a B1+ level text, and an “A1” prompt produced a Bl
level text. In 20% of cases, both prompts produced a B1+ level text and a “B1” prompt

produced a B2 level text.

45



Actual vs. Target Actual vs. Target

(cefrlevels.com) (Person GSE)
Original B1 Version A1 Version Original B1 Version A1 Version
1 2 3 4 5 1 2 3 4 5
6 7 8 9 10 6 7 8 9 10

Lexile analysis, however, seemed to indicate that ChatGPT was more successful in
meeting the prompted levels than cefrlevels.com (2018) or the Pearson GSE Toolkit (2021)
suggested. Using Wei’s and Van Moere’s (2021) Lexile to CEFR equivalency scale (pictured
below), the Lexile ranges were translated to CEFR bands.

CEFR Lexile Range
Al <535L

A2 540L-800L
Bl 805L-1090L
B2 1095L-1320L
C1 1325L-1460L
C2 >1465L

In 20% of cases, an A1l prompt resulted in texts with a Lexile range of 410L - 600L
which overlaps with the higher end of Al and the lower end of A2 (MetaMetrics, 2024; Wei
& Van Moere, 2021). Furthermore, all prompts for a B1 level text produced texts with Lexile
ranges that overlapped with the B1 band. However, this is a bit misleading as this was only
due to a change in Lexile range from the original version in 60% of cases. Furthermore, the
results featured a similar grouping around the B1 level as found in prior analysis particularly
for readings four through seven. It should also be noted that the overlapping nature of Lexile
ranges and CEFR bands can make the degree of simplification seem more dramatic than it

really is.

46



Lexile Score per Text

1600

1400

1200

Lexile Score
—
(=]
o
(=]

800

600
400
OO0 o O 0 « o0 o O O o 0O O 0o O o0 g O 0 o 0O 9 C 0 O © 0 o
T T AN NN S TN NN OO ON~NNMNOOODCOO OO OO oo
- -

Readings (c=original, b=B1, a=A1)

Linguistic Complexity
Cefrlevels.com (2018) revealed that Al generated simplification resulted in
significant reductions to word count and average sentence length as well as a slight reduction

to average word length which can be seen below.
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Tan’s (2024) NeoSCA program showed modest reductions to lexical sophistication
as the result of Al generated linguistic simplification. Notably, simplification often resulted in
higher TTR and lexical density, particularly in the initial simplification from the original text
to the “B1” version. Lexical variation also saw some increases in this initial simplification,

but less consistently.
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Type/Token Ratio Lexical Variation
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Lastly, Tan’s (2024) NeoSCA program revealed a consistent decrease in complex nominals
per T-unit for each simplification. Complex t-unit ratio, dependent clause per T-unit, and verb
phrase per T-unit also saw modest reductions on average particularly in the last simplification
from the original version to the prompted Al version. Overall, the results seem to indicate
that Al generated simplification reduces syntactic complexity more consistently than lexical

complexity.
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3 Discussion

Dependent Clause per T-Unit
1

0,8
0,6
0,4
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0 —_—
Original B1 Version A1 Version
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Verb Phrase per T-Unit
2,5
2
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Original B1 Version A1 Version
1 2 3 4 5
6 7 8 9 10

The results indicate that ChatGPT is capable of linguistic simplification, but with
some limitations. It appears to be able to simplify texts by one CEFR level fairly consistently,
but attempts to use ChatGPT to simplify texts two CEFR levels or more will lead to mixed
results. The accuracy of ChatGPT’s linguistic simplification in meeting prompted CEFR
levels is inconsistent generally. ChatGPT consistently produced texts of a higher CEFR level

than was prompted. However, it does consistently reduce sentence length and word count
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with more modest reductions to syntactic complexity. Taken with the fact that ChatGPT’s
linguistic simplification often increases TTR and lexical density, this operation may be closer
to summarization more than linguistic simplification. Texts are shortened, but mostly through
the loss of function words while content words, which are necessary to retain meaning but
also more likely to be sources of difficulty for ELLs, are retained. From a lower-level
learner’s perspective, this compression of the text does very little to improve accessibility. If
learners do not have the background knowledge, genre familiarity, or vocabulary needed to
access a text, simplifications to sentence structure and syntax do little to make the text more
comprehensible. This may be why ChatGPT struggles to meet prompts for lower CEFR
levels. Higher TTR and lexical density are associated with lower readability which
undermines simplification (Porter-Szucs et al., 2025). This may be due to a practical limit of
how much a text can be simplified without a loss in meaning.

Furthermore, linguistic simplification generally cannot affect the subject matter or
genre of a text or its relevance to students, and these are all significant determining factors in
whether a text is appropriate for a particular CEFR level (Council of Europe, 2020). This is
indicative of the inadequacy of linguistic simplification for broad differentiation more
generally. Even if texts were simplified more intentionally by trained professionals, there
would be real limits to how much a text could be simplified while still retaining its original
meaning and genre. This, in turn, is emblematic of a broader discrepancy between the
incremental scales of readability formulas and the discrete but often overlapping
communicative functions of the CEFR. While some communicative functions may commonly
be associated with specific textual features, lexis, or forms; functions do not truly map to
textual features or vice-versa. Mapping readability scales to the CEFR may still be useful
from a broad, macro-level perspective like in curriculum or program design, but the reliability
of this mapping is lower at the classroom level due to the fundamentally different natures of
readability scales and the CEFR.

These findings have several implications for teachers. If English language instructors
use Al generated simplification uncritically, they will often retain most of the barriers to
instruction for ELLs that linguistic simplification is intended to eliminate. However, Al can
still be a useful pedagogical tool for instructors if used critically. When instructors do use Al
to simplify a text, they should only use it to simplify a text by one CEFR band, and all Al
produced texts should be checked against a reliable standard or text analyzer. For learners of

lower English proficiency, instructors will likely be able to support them better by selecting a
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separate text of a genre, type, and topic appropriate to their CEFR level within the target
context instead of utilizing Al to simplify an advanced text.

This study highlights several areas for further research. Cefrlevels.com (2018), the
Pearson’s GSE Toolkit (2021), and Metametrics’ (2024) Lexile text analyzer all produced
significantly different CEFR levels for the texts. This is indicative of a broader lack of
consensus on how to rate texts by CEFR level that needs to be resolved. Further research
needs to be done not just on how to best align readability measures with CEFR levels, but also
on the feasibility of this alignment generally. Furthermore, it’s possible that some of the
shortcomings of Al generated linguistic simplification could be overcome with prompt
engineering. A survey of how teachers are using Al in the field may reveal best practices.
Lastly, continued research on how readability is affected by specific measures of lexical and
syntactic complexity would better inform readability formulas and allow for more objective

textual analysis.

Conclusion

This study shows that ChatGPT is capable of a degree of linguistic simplification, and
it can be used to simplify a text down by one CEFR level with a fair degree of accuracy.
However, prompts to simplify the text to CEFR levels lower than the adjacent level
consistently produce texts of a higher CEFR level than the target. When instructed to simplify
texts to lower CEFR levels, ChatGPT appears to compress or summarize texts rather than
simplifying them. This appears to be due in part to ChatGPT’s prioritization of syntactic
simplification, particularly the shortening of texts and constituent sentences, and the practical
limits of how much academic and topic-specific vocabulary can be removed or replaced
without a loss in core meaning. This is indicative of a broader deficiency in the use of
linguistic simplification for differentiation, regardless of whether it is Al generated or not, as
well as fundamental challenges in mapping linguistic complexity to the CEFR scale. Despite
this, Al can still be a useful pedagogical tool for English language instructors so long as it is
used critically. Instructors can use Al to simplify texts by one CEFR level with a fair degree
of reliability, but the appropriateness of Al generated texts for the target ELLs should always
be verified by instructors. Most importantly, instructors should recognize and be mindful of

the appropriateness of text type, genre, and function.
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Resume

Prispevok sa zaobera presnostou systému ChatGPT pri vytvarani jazykovo zjednoduSenych
verzii textov na konkrétnych trovniach CEFR, ktoré maju sluzit’ ako materidly na Citanie s
porozumenim pre Studentov angli¢tiny. Bolo vytvorenych dvadsat’ jazykovo zjednoduSenych
verzii desiatich textov z ucebnice Making Connections 3 (Pakenham et al., 2017), z toho
desat’ s cielovou troviiou Bl a desat’ s cielovou turoviiou Al. Skuto¢né urovne CEFR tychto
textov boli zistené pomocou webovej stranky CEFRIlevels.com, nastroja GSE Text Analyzer
od spolo¢nosti Pearson a ndstroja Lexile Text Analyzer od spolocnosti MetaMetrics a
porovnané s cielovymi aroviiami CEFR. Vysledky boli uvedené do kontextu pomocou merani
syntaktickej a lexikalnej zlozitosti stanovenych pomocou programu NeoSCA od Tana (2024).
Vyskum ukézal, Ze hoci ChatGPT texty z jazykového hladiska zjednodusil, ¢asto nedokazal
splnit’ ciel'ové arovne CEFR a Casto vytvaral texty s vy$Sou urovitou CEFR, ako bola ciel'ova
uroven,, najméd v pripadoch, ked’ boli cielové trovne CEFR niZSie. MoZe to byt Ciastocne
sposobené tendenciou ChatGPT skracovat’ texty pri zachovani tematicky Specifickej slovne;j

zasoby, ¢im sa zvySuje TTR a lexikalna denzita.
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VIRTUAL EXCHANGE IN ELT: DEVELOPING LANGUAGE SKILLS
AND TEACHING COMPETENCES THROUGH INTERNATIONAL
COLLABORATION

Adriana Jani¢kova

Abstract

This paper presents a reflection on a virtual exchange project implemented as part of
teacher training in English language teaching (ELT). The project was carried out in
cooperation between Matej Bel University in Banskd Bystrica and Eastern Michigan
University. Students worked in international teams and designed a series of online lessons for
Slovak primary school pupils. The main aim was to develop language skills, teaching
competences, and intercultural awareness through collaborative work and student-centered
teaching methods. The lessons included various interactive activities and focused on relevant
real-life topics, such as mental health. The paper describes the planning and teaching process,
highlights the main challenges, and reflects on the skills developed during the project. The
findings suggest that virtual exchange is a valuable tool in teacher education and supports

both professional and personal growth of future teachers.

Keywords: virtual exchange, ELT, student-centered learning, intercultural competence,

online teaching, teacher training

Introduction

Teaching English as a foreign language has been changing in recent years. Modern
approaches focus more on communication, real-life topics, and active student participation.
Digital tools also play an important role in today’s education. One of the methods that
combines these elements is virtual exchange, where students from different countries
communicate and collaborate online. This type of learning supports meaningful language use

and real interaction, which are considered essential in language teaching (Harmer, 2015).
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This paper is based on a virtual exchange project that was part of a university course
focused on teaching English to learners of different age groups. Before the project started, we
had in-person lessons at our university, where we were introduced to different teaching
methods and strategies. These lessons helped us prepare for the online collaboration. Later,
we joined online sessions with students from Eastern Michigan University, where we
discussed modern teaching approaches and shared ideas. After this preparation, we were
divided into international groups and started working on our own lessons.

The main goal of the project was to design and teach three online English lessons for
Slovak primary school students. The lessons were conducted via Zoom and focused on
meaningful topics, especially mental health. This topic was chosen because it is important in

students’ lives, but it also required a sensitive and supportive approach.

1 Virtual Exchange as a Learning and Teaching Tool: International Cooperation and

Communication

Virtual exchange allows students to connect with peers from different cultural
backgrounds and work together in an online environment. It supports the development of both
language skills and intercultural competence (O’Dowd, 2018). In this project, each group
consisted of Slovak and American students. We met regularly online to plan our lessons and
discuss ideas. In addition to official meetings, we often communicated outside scheduled
sessions to complete our work. One of the main challenges was the time difference between
Slovakia and the United States. It was sometimes difficult to find a suitable time for everyone,
but we managed this through flexibility and clear communication.

Working in an international team was a valuable experience. The American students
brought new perspectives and creative ideas, especially in using interactive teaching methods.
This helped improve the overall quality of our lessons and encouraged us to think more

openly about teaching.

2 Use of Student-Centered Methods

A key part of the project was the use of student-centered teaching methods. These

approaches focus on active student participation and meaningful communication (Scrivener,
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2011). We designed our lessons to include different types of activities that would engage
students and encourage them to speak. Each lesson started with an icebreaker, such as “Two
Truths and a Lie” or “Would You Rather.” These activities helped create a relaxed
atmosphere and supported communication from the beginning.

We also used scenario-based discussions, where students talked about situations
related to mental health. This allowed them to express their opinions and think about real-life
situations. In breakout rooms, students worked in smaller groups, which helped them feel
more comfortable and more willing to participate. Other activities, such as “mood match” or
short reflections, helped students connect the topic to their own experiences. These methods

made the lessons more interactive and meaningful.

3 Planning and Organization of Lessons

Planning was an essential part of the project. Our team met regularly to prepare lesson
plans, select activities, and divide responsibilities. The planning process was generally
effective, and our meetings were productive. However, at the beginning, we experienced
some difficulties. The first lesson was not clearly structured, and some parts felt disconnected.
This showed us the importance of clear goals and a logical lesson structure (Harmer, 2015).

After this experience, we improved our planning. We focused more on organizing the
lessons and ensuring that each activity had a clear purpose. We divided the lessons into three
main perspectives — personal, local, and global — which helped students better understand the

topic.

4 Teaching Experience and Classroom Atmosphere

The lessons were taught online using Zoom. Although online teaching can be
challenging, we used interactive tools such as breakout rooms and discussions to keep
students engaged. One of the most important aspects was creating a positive and supportive
classroom atmosphere. We wanted students to feel comfortable speaking English and sharing

their opinions without fear of making mistakes.
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The feedback from students showed that they appreciated the friendly atmosphere and
the opportunity to discuss meaningful topics. Many of them were more active in smaller

groups and enjoyed interactive activities.

5 Development of Teaching Skills

The project contributed significantly to the development of my teaching skills. 1
improved my ability to plan lessons, communicate clearly, and work in a team. | also learned
how to react to different situations during the lesson. For example, when students were quiet
or unsure, I had to find ways to encourage them to participate. This ability is closely related to
classroom management and teacher flexibility (Scrivener, 2011).

Working with international students also helped me develop cooperation and
communication skills. We had to listen to each other, share ideas, and find common solutions.
From a personal perspective, this experience increased my confidence as a future teacher. It

showed me that | enjoy teaching and that | can create a positive learning environment.

Conclusion

The virtual exchange project proved to be a meaningful and valuable experience that
connected language learning with real-life topics and international cooperation. It showed that
when students are actively involved in the learning process and work with relevant topics,
their motivation and willingness to communicate can significantly increase. The use of
student-centered methods and interactive activities helped create a positive classroom
atmosphere, where students felt comfortable expressing their ideas and opinions.

At the same time, the project highlighted several challenges related to online
collaboration. These included differences in time zones, initial difficulties with lesson
planning, and the need to coordinate work within an international team. However, these
challenges were gradually overcome through better organization, clearer communication, and
shared responsibility among team members. In this sense, the challenges themselves became
an important learning experience.

From the perspective of teacher training, the project contributed to the development of

a wide range of competences. It supported the improvement of lesson planning skills,
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classroom management in an online environment, and the ability to adapt teaching strategies
to students’ needs. It also strengthened communication, cooperation, and intercultural
awareness, which are essential in today’s educational context.

An important aspect of the project was also the opportunity to work with a meaningful
and sensitive topic. Teaching about mental health required a careful and respectful approach,
but at the same time, it created space for open discussion and reflection. This experience
showed that language lessons can go beyond grammar and vocabulary and can help students
develop important life skills.

Overall, virtual exchange can be seen as a valuable tool in teacher education. It
prepares future teachers for modern classrooms, where digital technologies, diversity, and
communication play an important role. At the same time, it supports personal growth,
confidence, and the ability to work in different contexts. For these reasons, such projects
should be more frequently included in teacher training programmes, as they offer benefits that

traditional classroom settings cannot always provide.

Resumé

Prispevok sa zaobera vyuzitim virtualnej vymeny vo vyucbe anglického jazyka ako
stcasti pripravy budtcich ucitel'ov. Projekt bol realizovany v spolupraci medzi Univerzitou
Mateja Bela a Eastern Michigan University. Studenti pracovali v medzinarodnych timoch a
pripravili online hodiny pre zZiakov zakladnej Skoly. Vo vyucbe vyuzivali interaktivne a na
Studenta orientované metddy a venovali sa aktuadlnym témam, ako je dusevné zdravie. Projekt
prispel k rozvoju jazykovych, pedagogickych a komunikacnych zru¢nosti a zaroven podporil

interkultirne porozumenie a profesijny rast buducich uéitel’ov.
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DEVELOPING COMMUNICATIVE AND GLOBAL COMPETENCES
THROUGH VIRTUAL EXCHANGE PROGRAMME

IN ENGLISH LANGUAGE TEACHING

Katarina Krasnanova

Abstract

The present paper explores the integration of mental health awareness into English
language teaching (ELT) through a virtual exchange project. The project was implemented
within the course Teaching English to Different Age Groups in cooperation with students
from Eastern Michigan University in America. The aim was to design and deliver interactive
online lessons for second grade elementary school students. The findings suggest that
meaningful topics combined with communicative methods significantly enhance student

engagement and communicative competence.

Keywords: English language teaching, mental health awareness, virtual exchange, global

competence, communication skills.

Introduction

Contemporary English language teaching (ELT) emphasizes not only the development
of linguistic competence but also the ability to communicate effectively in real-life situations.
According to Harmer (2007), successful language learning is closely connected to meaningful
communication, where learners actively use language rather than passively acquire
grammatical structures. For this reason, modern approaches to ELT focus on student-centred

methods that encourage interaction, collaboration, and active participation.

An important aspect of current ELT practice is the integration of relevant and

engaging topics that reflect the learners” real-life experiences. When students can relate to the
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content of the lesson, their motivation and involvement increase significantly (Ur, 2012). In
this context, virtual exchange represents an innovative teaching approach that connects
learners from different cultural backgrounds and provides opportunities for authentic

communication in English.

This article presents a virtual exchange project implemented within a university course
focused on teaching English to different age groups. The main aim of the project was to
support the development of communicative and global competences through interactive

online lessons designed for second grade elementary school students.

1 Communicative Language Teaching

Communicative Language Teaching (CLT) is based on the idea that language is best
learned through communication. It emphasizes interaction as both the means and the goal of
learning (Harmer, 2007). Learners are encouraged to actively use language in meaningful
contexts, which leads to more effective language acquisition. Activities such as discussions,

role-plays, and group work are commonly used to support communication.

Motivation and Learner Engagement

Motivation is one of the key factors influencing successful language learning. As Ur
(2012) states, students are more likely to engage in learning when they find the content
relevant and interesting. Interactive activities and student-centred approaches play a crucial
role in maintaining learners’ attention and involvement. Teachers should therefore create

lessons that encourage active participation and personal engagement.

2 Global Competences in ELT

In addition to language skills, modern education focuses on the development of global
competences, such as critical thinking, empathy, and intercultural understanding (OECD,
2018). These competences are essential in a globalized world and can be effectively
developed through international collaboration and communication. Virtual exchange provides

an ideal environment for such development.
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3 Description of the Virtual Exchange Project

As far as the project context is concerned, the virtual exchange project was
implemented as part of the course Teaching English to Different Age Groups. The project
involved collaboration between Slovak and American university students, who worked
together to design and deliver online lessons. This cooperation provided an opportunity to

share ideas, teaching strategies, and cultural perspectives.

3.1 Lesson Structure and Activities

The project consisted of three online lessons designed for second grade elementary
school students. Each lesson included a variety of activities such as icebreakers, videos, group
discussions, and collaborative tasks. These activities were designed to promote

communication, interaction, and active participation.

Students worked in small groups, which allowed them to express their opinions and
practice speaking in a supportive environment. The use of multimedia materials helped make
the lessons more engaging and accessible. Overall, the structure of the lessons supported both

language development and student engagement.

3.2 Teaching Methods and Strategies

The following teaching methods and strategies have been implemented in the virtual

exchange project:

Student-Centred Approaches: The lessons were based on student-centred teaching,
where learners actively participated in the learning process. Instead of focusing on teacher
explanations, students were encouraged to communicate, collaborate, and share their ideas.

Group work and discussions played a key role in developing communicative competence.

Creating a Supportive Learning Environment: An important aspect of the teaching
process was creating a safe and supportive learning environment. According to Scrivener

(2011), students learn more effectively when they feel comfortable and confident. In this
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project, students were encouraged to express their opinions without fear of making mistakes.

This approach helped increase their confidence and willingness to participate.

4 Reflection on the Project: Strengths, Challenges and Limitations

The project provided valuable experience in lesson planning, teaching, and teamwork.
Preparation played an important role in the success of the lessons, as each session was
carefully planned and structured. Over time, the quality of the lessons improved, and the

teaching process became more effective.

Another strength of the project was the collaboration with international students. This
experience contributed to the development of intercultural competence and allowed

participants to learn from each other.

Despite its benefits, the project also presented certain challenges. One of the main
difficulties was ensuring effective communication within the team, especially in an online
environment. It was sometimes challenging to coordinate ideas and manage time effectively.
Another challenge was adapting the lessons to different student needs and cultural
backgrounds. This required flexibility and careful consideration of the teaching content and

methods.

5 Reflection on the Project: Benefits and Implications

Students benefited from the project in several ways. They improved their
communication skills, gained confidence in speaking English, and developed critical thinking.
The interactive nature of the lessons also increased their motivation and engagement. For
future teachers of the English language, the project provided valuable practical experience. It
helped develop teaching skills, lesson planning abilities, and intercultural competence. It also
provided experience with online teaching tools, which are increasingly important in modern

education.
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Conclusion

The article deals with the use of virtual collaboration in English language teaching as a
means of developing communicative and global competences. The project has shown that
interactive and learner-centred approaches effectively support foreign language learning and
increase student engagement. It also highlights the importance of flexibility, careful planning
and intercultural awareness in teaching. Virtual collaboration thus appears to be an effective

and innovative approach in contemporary English language teaching.

Resumé

Prispevok sa zaobera vyuzitim virtudlnej spoluprace vo vyucbe anglického jazyka ako
prostriedku rozvoja komunikaénych a globalnych kompetencii. Projekt ukazal, Ze interaktivne
a na ziaka orientované pristupy efektivne podporuji ucenie sa cudzieho jazyka a zvysuja
zapojenie ziakov. Zaroven poukazuje na vyznam flexibility, dokladného planovania a
interkultirneho povedomia vo vyucbe. Virtudlna spolupraca sa tak javi ako efektivny a

inovativny pristup v suc¢asnom vyucovani anglického jazyka.
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Word Formation Processes Used in the Terminology of Geometry

Dorota Sustekova

Abstract

The main objective of this paper is to analyse the most frequent word-formation
processes employed in the English-language geometrical terminology. Based on a collected
corpus of linguistic material consisting of 50 geometrical terms, we compare and interpret the
distribution of word-formation processes in geometrical terminology. Term analysis
demonstrates that geometrical terminology formation is systematic and that it is possible to

derive the meaning of a term from its parts.

Key words: mathematics, English, geometrical terminology, word formation, borrowing,

compounding, prefixation

Introduction

In this paper we examined the most frequent word-formation processes used in
geometry terminolgy in English. Geometry, as the area of mathematics related to the study of
points and figures, and their properties (Clapham — Nicholson, 2009, p. 345), uses specific
lexis and organized vocabulary. Consequently, in the majority of cases, it is possible to derive
the meaning of the whole concept based on the meaning of term components. One example is
to be seen in the word semicircle: being aware of the meanings ‘semi‘ and ‘circle enables us
to deduce what the word semicircle means.

In our research, we collected a corpus of 50 geometrical terms chosen from The
Concise Oxford Dictionary of Mathematics which were later divided into groups according to
their word-formation processes — borrowing and compounding (other word-formation
processes were not further analysed since their role in forming geometrical terminology is
minor). We also provided analysis of some words from these categories in order to understand
the logic behind the structure of a certain word. We used the Online Etymology Dictionary
(Harper, n.d.) to identify the etymological origin of the terms in our corpus.

The aim of this paper is to explain the main word-formation processes used in English

geometrical terminology and to compare their representation in the corpus with particular
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attention to derivation and compounding. By analysing selected terms, we aim to show that
this terminology is highly systematic, and that, therefore, the meaning is often predictable.

1 Word Formation Processes

According to Yule (1985), it is possible to easily understand a new word and
recognize the use of its different forms despite never having encountered it before. This is due
to a fact that word-formation processes in languages have often the feature of regularity. In
The Cambridge Dictionary of English Grammar, Pam Peters defines word-formation as
different processes through which new words enter the English language. There are several
ways in which new words can be created from already existing ones, including affixation,
compounding, blending, clipping, semantic extension, and conversion. Stulajterova (2022, p.
101) introduces borrowing as taking over a word from another language, “modified in
phonemic shape and according to the standards of the English language.” As Jesenska
explains in Selected Topics on English Word-Formation (2015, p. 92), words can be also
formed through a combination of different word-formation processes.

In this research, we focus particularly on geometrical terms which are included in the
English word stock and which had been taken over from other languages or their formation

was realised by compounding or derivation.

Compounding

Jesenska (2015, p. 59) defines compounding as a process in which two or more words
are joined together in order to form a new meaningful unit. She divides compounds between
endocentric and exocentric compounds, depending on the presence or absence of a dominant
word, also called the ‘head’,. Endocentric compounds contain a head that determines the
function and meaning of the compound, while in exocentric compounds the head is absent.

In the examples below, we observe that compounding is quite frequent in geometrical
terminology. However, classifying a term as a compound does not necessarily mean that both
of its components originate in English. In many compounds from geometrical terminology,
one or both components are lexical loans from Latin, Greek or Old French. Since the
compounds in our corpus are endocentric, their overall meaning is, in most cases, predictable.
Some compounds contain derived elements (e.g. parallel lines) and due to their overall

structure, we classified them as compounds.
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e acute angle

This term consists of the adjective acute and a noun angle. In geometry, it refers to an
angle that measures less than 90 degrees (Clapham — Nicholson, 2009, p. 28). The adjective
acute specifies the type of angle and describes its size.

e straight line

The term straight line, an example of compounding, consists of the adjective straight and
the noun line. When we describe it visually, it refers to a line which is straight i.e., without
curves.

e line segment

Line segment is a compound formed by two nouns: line and segment. In geometry it is
defined as part of a line between two points A and B located on a straight line, including those
points (Clapham — Nicholson, 2009, p. 483).

o parallel lines

The term parallel lines is formed by compounding the suffixed adjective parallel and the
noun lines. Being aware of meanings of both elements, the definition, as the lines which are
always equidistant from one another, however far they are extended and as a result of that

they will never meet (Clapham — Nicholson, 2009, p. 581), should be understandable.

Borrowing

Stulajterovéa (2022) describes borrowing as a word-formation process in which a word
is taken from another language and phonemically adapted to the conventions of the English
language. Borrowing is influenced not only by the history of a particular language, but also by
the political, cultural, and economic relations between nations. She further notes that
throughout the history, English has borrowed words from about 120 languages (2022, p. 116).
The majority of geometrical terms in English originate from Latin, Greek, and Old French and
entered the English language as lexical loans. These include terms such as point, angle, circle,
square cube, cone, prism, chord and arc.

In addition to these simple borrowings, many borrowings were originally formed
through a different word-formation process. In this research, we examine those which were

originally formed through prefixation and compounding.

Borrowings originally formed through derivation
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Affixation

Derivation is by far the most productive word-formation process in English. New
words are created through the use of affixes, which are bound morphemes that rarely appear
in separate entries in dictionaries. They include, for example, un-, mis-, pre-, -ful, -ness or -ish
(Yule, 1985, p. 55). In The Cambridge Dictionary of English Grammar, affixation is defined
as one of the most common methods of creating new words in English. New words are
derived by adding a prefix or a suffix to a stem.

According to Jesenska (2015, p. 47), a prefix is a type of affix that precedes the root
and usually does not affect the grammatical category of the word. In contrast, a suffix is an
affix that follows the root and often influences the word class of the newly formed word.

The analysis of prefixes, number elements and roots in the examples is based on A
Thesaurus of English Word Roots by Horace Gerald Danner.

Prefixation

e Semicircle

The term semicircle consists of two parts. The first being the Latin prefix semi- meaning a
half (Danner, 2014, p. 774), and the second being the noun circle. The meaning of this term
comes directly from its components. A semicircle is defined as ,,one half of a circle cut off by
a diameter* (Clapham — Nicholson, 2009, p. 715).

e |ntersect

The term intersect is formed by adding a prefix inter-, meaning between (Danner, 2014, p.
768), to the root sect derived from Latin word ‘secare’, meaning to cut (Danner, 2014, p.
767). In geometrical terminology, when two figures or curves cross each other, they intersect
(Clapham — Nicholson, 2009, p. 421).

Borrowings originally formed through compounding

In the following part, we observe that elements of Latin or Greek origin expressing
number are frequently used to form mathematical terms. These elements are often combined
with Greek roots such as -gon, meaning an angle (Danner, 2014, p. 351), -hedron, referring to
a figure in geometry that has a particular number of surfaces (Danner, 2014, p. 370), -gram
which means to write (Danner, 2014, p. 354) or -meter, denoting the verb to measure (Danner,
2014, 499). These elements originate from Greek and Latin, reflecting classical languages’

influence on mathematical vocabulary. We provide some examples of such terms below:
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-angle

e triangle

This term consists of the Latin element tri- which means three (Danner, 2014, p. 896) and
the root angle. The word refers to a geometric figure with three angles. However, the
description in geometry is more complex.

To name a figure with four angles, we use the same root angle and add the element quadr-
, meaning four (Danner, 2014, p. 712). The derived term is quadrangle.

-gon

e pentagon

This example shows adding the Greek element penta-, denoting five (Danner, 2014, p.
622) to a Greek root gon. The term pentagon, referring to a five-sided polygon, should be
predictable (Clapham — Nicholson, 2009, p. 594).

-gram

e pentagram

The term pentagram is formed by adding the Greek element penta- to the root gram.
Pentagram is defined as a five-pointed star formed by connecting alternate vertices of a five-
sided polygon (Clapham — Nicholson, 2009, p. 595).

-hedron

e hexahedron

The term hexahedron includes the Greek element hex-, meaning six (Danner, 2014, p.
378), and root hedron which denotes the number of faces. Hexahedron is a three-dimensional
figure consisting of six plane faces. One example of a hexahedron is a cube (Clapham —
Nicholson, 2009, p. 368).

Results

In our research, we collected 50 geometrical terms and organized them according to

their word-formation processes, specifically borrowing and compounding. Graph 1 shows that

borrowing is the prevailing word-formation process and it covers 58% of the words in our

database while 42% of the terms are compounds.
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Later, we analysed both categories in more detail. We divided borrowings into three
categories: simple borrowings, borrowings originally formed through prefixation and
borrowings originally formed through compounding. This is demonstrated in Graph 2. Both
simple borrowings and borrowings originally formed through compounding, account for 45%
of all borrowings, while prefixed borrowings represent 10%. The high proportion of
compounded borrowings reflects how different numerical elements can combine with a root
to form distinct geometrical terms, such as pentagon and hexagon. Graph 3 demonstrates the
share of compounds consisting of two native words (10%), a native word and a word that
entered English through borrowing (29%), and two borrowed words (more than a half of all
compounds). These distributions suggest that borrowing plays a significant role in building

geometrical terminology.

Compounding and borrowing in
geometrical terminology

= compounding = borrowing

Graph 1: Compounding and borrowing in geometrical terminology

Borrowing
50%
45%
40% 45% 45%
35%
30%
25%
20%
15%
10%
5% 10%
0%
simple borrowing  originally formed originally formed
through through prefixation
compounding

Graph 2: Borrowing
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Compounding
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30%
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native + native  native + borrowing +
borrowing borrowing

Graph 3: Compounding

Conclusion

In conclusion, our research shows that borrowing and compounding are important
word-formation processes used in building geometrical terminology. Based on our corpus, we
discovered that borrowing is the most frequent word-formation process in geometrical
terminology and that borrowed words often function as components in compounds. In
addition, the analysis of our corpus suggests that geometrical terminology is not only specific
but also systematically organized which enables us to deduce the meanings of individual
terms. We hope that this article contributes to a better understanding of the logic and structure

of geometrical language.

Resume

Praca sa zaoberd najcastejSie pouzivanymi slovotvornymi postupmi pouzivanymi pri
tvorbe geometrickej terminologie anglického jazyka. Cielom prace je struéne vysvetlit' dané
slovotvorné procesy, porovnat’ ich zastipenie v nami vybratom korpuse slov a demonstrovat,
ze geometricka terminologia je systematicka, vd’aka ¢omu je mozné odvodit’ vyznam terminu
na zaklade vyznamu jeho Casti. V praci charakterizujeme preberane slov, skladanie slov
a derivaciu ako slovotvorné procesy, ktoré sa znacne uplatituju pri tvorbe geometrickej
terminologie. Sucastou prace je aj analyza niektorych geometrickych terminov. V zavere
prace prezentujeme zastUpenie jednotlivych slovotvornych procesov v naSom korpuse

geometrickych terminov.
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