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The current research examines interpreting students’ language anxiety (LA) and its negative effects on
their performance. The literature review includes a brief timeline of LA research from the early studies
until the present. These studies are categorized by Maclntyre (2017), within the framework of three
primary approaches: the Confounded, the Specialized, and the Dynamic Approaches. The latter, a
contemporary approach, employs the idiodynamic method (Macintyre & Ducker, 2022), a pioneering
technique in LA research, which is notably more sensitive and designed to yield deeper insights compared
to the LA measurement techniques used in the last decades. Its methodology and several relevant research
results are presented, including the author’s empirical study about LA, which employs the aforementioned
new method as the qualitative component of the research. The empirical study analyses interpreting
students’ foreign language anxiety (FLA) in a classroom context. Using both quantitative (Foreign
Language Classroom Anxiety Scale) and qualitative (idiodynamic method) measurement tools, the
research confirmed the need to integrate the results of a scale and a dynamic method. The results of the
scale provide a general foreign language classroom anxiety level but by itself; however, on their own,
they are overly general and insufficiently sensitive (Chiang, 2010). The results of the idiodynamic method
show individual LA outcomes, anxiety-provoking triggers and how students manage LA at a specific task
in a particular timescale.

Keywords: measuring language anxiety, interpreting students, language anxiety, language anxiety

research, idiodynamic method

1. Introduction

Historically, emotions such as anxiety and enjoyment were not given significant attention in the
field of second language acquisition (SLA) and were often undervalued. However,
contemporary researchers recognize the importance of these emotions and acknowledge that
their examination is crucial in the context of student learning (Botes et al., 2024; Derakhshan &
Yin, 2024; Derakhshan et al., 2024; Dewaele & Macintyre, 2024). English foreign language
(EFL) learners, whose first language (L1) is other than English, often experience difficulties
during learning English as a second (L2) or third language (L3), especially while performing an
oral task (Oya et al., 2004; Said & Weda, 2018; Woodrow, 2006). These challenges may include
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limited vocabulary and lack of fluency, difficulties with grammar and syntax, pronunciation and
accent, and struggles to understand spoken language, among others. Such difficulties can result
in mistakes, which may be face-threatening and may lead to embarrassment (Williams et al.,
2016). Such embarrassing situations can undermine a student’s self-confidence, and since self-
expression and identity are closely linked, this can ultimately contribute to language anxiety
(Téth, 2015; Arnaiz Castro & Pérez-Luzardo Diaz, 2016).

Interpreting is based on the knowledge of languages and the ability to perceive a certain
text in a certain language and almost at the same time perform orally the translation of it in a
different language without misinterpreting it. This task is extremely demanding and stressful
(Arnaiz Castro & Pérez-Luzardo Diaz, 2016). Since language anxiety (LA) appears especially in
the case of oral tasks, interpreting students can also experience it and anxiety during interpreting
can hinder the quality of their performance (Besznyak, 2020; Yu, 2023) and it can eventually
lead to failure (Ferdowsi & Razmi, 2024). Even the most prominent interpreting students can
feel burdened by the cognitive and attention load placed on them (Hansen & Shlesinger, 2007).

Although numerous studies have examined foreign language anxiety (FLA) in general
and within the context of language learning, relatively few investigations have focused on the
effects of FLA on interpreting students (Wei et al., 2020; Yan & Liang, 2022; Al-Sowaidi &
Mohammed, 2023; Yu, 2023). Further investigation is needed, employing not only guantitative
scales but also qualitative individual interviews. To address this research gap, the present study
examines FLA among interpreting students through a mixed-methods approach, using the
Foreign Language Classroom Anxiety Scale (FLCAS) (Horwitz et al.,, 1986) and the
idiodynamic method (Maclntyre & Ducker, 2022), which includes individual interviews.

2. Literature review

2.1. Language anxiety and LA research and approaches

Language anxiety has become a widely recognized emotion that can manifest in various forms
and intensities, including communication apprehension (CA), language anxiety (LA), foreign
language anxiety (FLA), and foreign language classroom anxiety (FLCA) (Dewaele, 2017).
Language anxiety is a type of worry and negative emotional reaction that arises during the
learning and use of a second language (L2), particularly in classroom settings where self-
expression takes place (Gregersen & Macintyre, 2014). This form of anxiety is a complex
emotion that has drawn the attention of researchers, teacher trainers, and educators worldwide
for over four decades. Today, it is the most extensively studied emotional aspect of SLA
(Gkonou et al., 2017).

LA is a relatively common but quite unwelcome emotion for language learners. The
reason why LA, especially in the classroom context is a popular linguistic topic is because it can
have numerous negative effects on students’ learning process. It can obstruct the acquisition of
the target language, undermine academic achievement, foster a negative outlook toward the
language, reduce motivation to engage in communication, generate unhelpful tension among
students, and plant self-doubt in learners, potentially driving them to discontinue their studies
altogether. The above-mentioned factors are a few of the reasons why LA continues to resonate
with researchers in the field of linguistics (Gkonou et al., 2017).
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This emotion has gained remarkable interest over the last 40 decades (Gkonou et al.,
2017). Research into language anxiety has evolved significantly over the years. Nowadays,
researchers view language anxiety differently, as part of linguistics, as opposed to the early
stages of research and use new methods to measure this emotion. One prominent researcher in
this field, MaclIntyre (2017), categorized theoretical and practical studies on LA into three
approaches. The first, referred to as the Confounded Approach, denotes studies where
researchers borrowed ideas about anxiety and its impact on language learning from various
theoretical backgrounds without thoroughly examining what anxiety means for language
learners. The next, called the Specialized Approach focused specifically on identifying,
defining, and studying language-related anxiety experiences. A third, relatively new research
direction is the contextualized Dynamic Approach, which examines anxiety in connection with
the complex network of linguistic experiences (Maclintyre, 2017; Piniel, 2024).

2.1.1. Confounded Approach in the research of LA

The vagueness and complexity of anxiety as a psychological process were emphasized in
Scovel's 1978 review of LA literature. He showed that studies of its connection with learning a
second language have yielded conflicting findings, leaving open the possibility that it may be
premature to determine if there is a direct connection between anxiety and the overall process of
language acquisition. Researchers at that time used physiological measures to asses LA that had
little to do with second language acquisition (Macintyre, 2017; Horwitz, 2010). Since these tests
were created to assess all types of anxiety, for example bug anxiety, which were not related to
language learning performance (Horwitz, 2017), these evaluations (psychologically in terms of
degree of arousal, behaviorally in terms of people’s activities when they are anxious, or through
self-report on standardized questionnaires) were not actually about language learning at all
(Gkonou et al., 2017).

Another issue was the misinterpretation of Alpert and Haber’s (1960) distinction of
facilitative (positive, energizing) and debilitative (negative, inhibiting) anxiety. Alpert and
Haber (1960) elaborated the facilitating/debilitating model that has had methodological and
conceptual implications for SLA and point out that these are distinct dimensions and not poles
of an extreme. When reviewing literature Scovel (1978) collected concepts that were previously
assumed to be linked to language learning and he found mixed and confusing study results.
These confusing results were mostly generated by Chastain (1975) and Kleinmann (1977).
Chastain (1975) found inconsistent test anxiety correlations across languages due to inaccurate
measures of anxiety which were not consistently connected to language and he did not make a
distinction between the facilitative and debilitative anxiety. Although Kleinmann (1977) used
various scales and replicated Alpert and Haber's methodology, his results were frequently
combined with Chastain's in subsequent studies, further confusing interpretations. In general,
these conceptual and methodological flaws underscore the risks of oversimplifying complex
constructs, such as anxiety, in SLA research.

Gardner's socio-educational model of second language acquisition established a move
towards accepting anxiety as an issue of a language-learning-specific nature. Gardner believed
that anxiety stifles motivation for language learning. Thus, he included anxiety and language-
specific issues in his more general Attitude Motivation Test Battery (AMTB) even though the
model itself was not primarily concerned with anxiety. Macintyre and Gardner (1991) analyzed
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twenty-three LA and other types of anxiety measures. Their results corroborate the contention of
Horwitz et al. (1986) that LA is safely separable from other types of anxiety. They also
concluded that LA has a negative impact on understanding since it interferes with production,
short-term memory loss, and overall second language ability. According to Maclntyre (2017)
and Piniel (2024), Gardner’s and Horwitz et al.’s work facilitated the shift from imprecise,
incoherent constructs of anxiety to specialized, language-based models.

2.1.2. Specialized Approach in LA

Horwitz et al. (1986) revolutionized the understanding of anxiety in SLA and gave rise to the
Specialized Approach by addressing discrepancies in previous research and emphasizing the
need for a language-specific conceptualization of anxiety. Inspired by Gardner's socio-
educational model, they identified foreign language classroom anxiety (FLCA) as a distinct
psychological construct affected by common stressors in language learning settings, such as
speaking in front of the class, taking tests frequently, and fearing lower grades from teachers or
peers. They argued that, rather than being a combination of test anxiety, communication
anxiety, or a general fear of being judged, FLCA is a unique factor intimately linked to the
language learning process. Horwitz et al. created the 33-item Foreign Language Classroom
Anxiety Scale (FLCAS) to implement this idea, which has since served as a key instrument for
studies in this field. Across studies, including those involving learners of diverse languages,
such as Spanish and Japanese, the FLCAS continuously showed high reliability and validity.
The actual test was translated from English into several other languages, such as Hungarian
(HFLCAS) (Toth, 2009), and it was utilized in a variety of settings, such as assessing the
language anxiety of interpreting students (ICFLA) (Yan & Liang, 2022). Separating language-
specific anxiety from more general personality traits (such as trait anxiety) and transient
emotional states (such as situational anxiety), has demonstrated significant associations between
FLCA and metrics such as test anxiety, course grades, and expected grades (Horwitz et al.,
1986).

In addition, Horwitz et al. (1986) also proposed the concept of situation-specific anxiety,
where students are consistently exposed to situations that trigger anxiety, such as presenting
before an audience or providing their answers in a language class. Students’ anxiety intensifies
over time as they start relating those particular situations to negative affect. This has a profound
effect on SLA research, as it brings to light the manner in which learners' attitudes towards
language lessons can be shaped by repeated negative experiences, which ultimately end up
stunting their growth. The FLCAS and underlying models have provided researchers with a firm
basis for comprehending and overcoming psychological barriers to language learning, which
guides many subsequent studies and encourages teachers to consider taking their students'
emotional paths into account. General anxiety is also differentiated from language-specific
anxiety, which is a strong predictor of language learning and performance, as indicated by initial
research by Horwitz et al. (1986) and Maclntyre and Gardner (1989). Language anxiety refers to
linguistic activities, because the factor analyses show that it forms a distinct dimension from
general or social-evaluative anxieties (Horwitz et al., 1986; Maclntyre & Gardner, 1989).

Later research examined the particular effects of LA on the input, processing, and output
phases of cognitive processing. Anxious learners, for instance, are hindered in time-constrained
output tasks or take longer to process information (Bailey et al., 2000; Onwuegbuzie et al.,
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1999; Maclintyre & Gardner, 1994). Scales to measure anxiety in each phase were created as a
result, recording the subtle manner in which anxiety hinders communication and language
learning (Maclntyre, 2017).

Skills-based language concerns, such as reading, speaking, and writing, were also
identified and measured. To address these particular concerns, researchers, including Saito et al.
(1999) and Cheng et al. (1999), created specialty scales, brushing aside the existing opinion that
the above skills of reading were least likely to be anxious-provoking. The construct of language
anxiety has also been extended further by research indicating that various language skills can
activate various forms of anxiety. New scripts and cultural allusions have been linked to reading
anxiety, whereas problems such as the fast-and-fiction nature of native speech can cause
listening anxiety. Listening anxiety is further aggravated by learners' perceptions, such as the
need to comprehend every word. They are driven by so much pressure because they believe that
how well they listen to spoken language reflects how well they communicate (Scarcella &
Oxford, 1992). Elkhafaifi (2005) discovered that anxiety impedes listening comprehension, and
Sellers (2000) reported that anxious readers have more distracting thoughts, which interfere
with comprehension (Elkhafaifi, 2005; Sellers, 2000). Furthermore, Gregersen and Horwitz
(2002) illustrated how variation in language capability, such as excellent reading but anxious
speaking, can enhance anxiety.

In the specialized approach era, after LA and SLA were related, much experimental
research was carried out to determine the relationship between various factors and LA. Besides
the ones listed above, perfectionism and hesitation (Gregersen & Horwitz, 2002; Maclntyre &
Doucette, 2010), emotional intelligence (Dewaele, 2013), and performance (Steinberg &
Horwitz, 1986; Macintyre & Gardner, 1994) were also linked to anxiety. To conclude this
approach, researchers established that all levels of cognitive processing are equally important
during the learning process and that LA can be positively correlated with some language
abilities, though this also depends on whether the language being studied is an L2 or L3.
Overall, performance is at risk of being undermined by LA. The anxiety-performance and
anxiety-emotions correlations and the pathways through which students become anxious while
performing in L2 are yet to be explored.

Researchers were concerned with the emotional and individual variations of FLL students
due to the dynamic and complex nature of anxiety and due to this a new approach had to be
introduced (Lowie & Verspoor, 2019; Talebzadeh et al., 2020; Elahi Shirvan & Talebzadeh,
2020; Yu, 2022).

2.1.3. Dynamic Approach in the research of LA

The third research direction examines language anxiety from a contextualized, Dynamic
Perspective. Gregersen (2020) argues that there are several reasons why LA has a dynamic
nature. First, LA fluctuates from moment-to-moment, therefore it can be measured at different
timescales. This leads to the fact that LA is not a matter of either/or, but rather a combination of
trait, state and situation-type anxiety that might occur in a classroom context (Gkonou et al.,
2017). Second, there are different variables such as emotional intelligence (EI), perfectionism
and enjoyment, which are interconnected with LA and in constant motion; therefore they
mutually affect each other. Third, some contradictory conditions coexist. This means that even
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students with high enjoyment of a language are not free from LA (Dewaele & Maclntyre, 2014;
Marton, 2024).

The dynamic approach to language anxiety uncovers the implicit, dynamic intricacy of
learners' experiences and their interactive mixture of cognitive, affective, and contextual forces.
In one of the early dynamic perspective studies, Gregersen et al. (2014) used pre-service
teachers' appearances in their L2 (Spanish) and had heart rate monitors to observe their
performances. With the application of the idiodynamic method (Maclintyre & Ducker, 2022)
tracking changes in perceived anxiety in real-time, the study identified significant anxiety spikes
resulting from word forgetting or presentation flow disruptions. High-anxiety individuals, who
memorized, experienced it as more difficult, underscoring how preparation strategies can
influence anxiety. Surprisingly, even one of the low-anxiety participants mentioned unexpected
spikes in anxiety resulting from compound situational stress (e.g., being observed and being
recorded). This is an example of how anxiety can arise in otherwise confident individuals when
different stressors converge.

Similarly to Gregersen et al.'s study, Maclntyre and Serroul (2015) also investigated
dynamic change, in this case, in motivation and introduced the "four horsemen” model,
explaining how breakdowns in communication lead to anxiety. When speakers have a
breakdown in vocabulary or grammar, an inhibition system sends a threat signal. This leads to
self-critical thoughts, bodily symptoms of anxiety (e.g., sweating, trembling), and cognitive
intrusions, creating a vicious circle that worsens communication problems. The research also
recognizes the intervention of motivation, showing how language learners compare themselves
to self-expectations and perfectionism, and thus increase anxiety when they feel that they should
be doing better.

Waninge (2015) explored “attractor states" of anxiety, interest, boredom, and neutral
attention, drawing on the dynamic systems theory. She conducted interviews with participants
who described what they thought when learning languages. Participants reported that anxiety
may be a transitory reaction or an automatic state, context- and person-variable. Waninge
(2015) emphasized how cognition, motivation, and affect are interconnected and how these
mutually interact dynamically, supporting or dismantling learner participation.

Piniel and Csizér (2015) employed a longitudinal analysis to trace anxiety and motivation
trajectories over a 14-week L2 writing course. The outcomes were stable trajectories for certain
learners (low anxiety and high motivation) and unstable trajectories for others (high anxiety and
high motivation). This heterogeneity points towards the non-linear, dynamic nature of learner
experience and the dynamic interplay between motivation and anxiety across time.

2.1.4. The methodology of the idiodynamic method (Maclintyre & Ducker, 2022)

Maclntyre introduced the idiodynamic method in LA in 2012, and together with Ducker, they
elaborated a practical guide in which they explained how the software works, developed to track
and record individual differences in LA (Maclntyre & Ducker, 2022). Thus, this method was
created to describe “the complex intraindividual emotional reactions and changes in self-
perception, not group averages that occur during brief episodes (typically 5-10 min) of L2
communication” (Maclintyre & Ducker, 2022, p. 1).

There are four steps of this method. The first step consists of a recorded event which is
relevant to the research field investigated. There is a software developed for this method called
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psychometric study, which is needed for the second step. This software is a video player in
which the previously recorded audio or video material has to be uploaded. Afterwards, the
subjects of the study rewatch the recordings and rate themselves second-by-second. They rated
the anxiety level that they observed and perceived to have experienced during the recorded
event in that particular second. The rating can be set on a scale of +10 to -10, depending on the
interval the researchers want to have. The subjects ought to press the up and down buttons to
rate their anxiety level. After the rating session the psychometric study generates a graph for
each participant in an Excel table (see Figure 1).
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Figure 1. Graph of the self-rating

On the horizontal x-axis of the graph there is the timescale by seconds and on the vertical y-axis
is the rating scale set by the researcher. On the very left side of the Excel table, more detailed
second-by-second results can be observed.

The third step is called stimulated recall, where the video has to be replayed and analyzed
together with the graph. The last step is to transcribe the results and analyze steps 1, 2 and 3
(Maclintyre & Ducker, 2022).

The participants of the present study are interpreting students. Their task is extremely
difficult and demanding, therefore it is not free from stress. Their task can be characterized as
dynamic because they are changing languages, topics and thoughts second by second, thus the
above-mentioned method is suitable to observe and analyze their LA.

2.2. Interpreting trainees

Interpreting students are required to possess a foreign language or languages at a high level in
order to fulfill their task and since at the time of their training they are still developing their
language skills, they can face anxiety (Yan et al., 2010; Yan & Liang, 2022).

The interpretation process has two main parts: understanding the spoken text in a foreign
language and producing its translation orally. Both listening (Elkhafaifi, 2005; Bekleyen, 2009)
and speaking skills (Sellers, 2000; Li et al., 2020) were found to provoke anxiety among L2
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students. Interpreters must conduct a series of complex mental and physical operations in a
public setting, or at least in front of an audience (Jiménez & Pinazo, 2001). Several factors
can affect the performance of the interpreter, such as technical jargon and foreign accents,
which can interfere with the listener's understanding (Munro, 2008).

Skrylnyk (2016) holds the view that the ideal situation for interpreting does not and never
will exist. He refers to the factors that affect the interpretation process as stumbling stones
(Skrylnyk, 2016: 148) and states that the greater the number of stumbling stones, the more
mental effort is needed on the part of the interpreter. He classifies the factors into two
categories: circumstantial and professional. Circumstantial are beyond control and
unpredictable, making it difficult to defeat and equip students to tackle them as well. They can
represent, for example, a faulty microphone or headphones. Both force the speakers to waste
energy, attempting to shout or speak low. He also adds to this list noise, fatigue, sickness and
stressful work schedule. Pofessional hurdles are predictable and trainable. This category
comprises the influencing factors such as "the speaker's accent”, "fast utterance rate",
"complicated speaker's syntax", "unfamiliar terms", "overabundance of precise information",
"necessity to use notes" (Skrylnyk, 2016, p. 149). The above-mentioned factors, whichever
category they belong to, distract the interpreters' attention in some way, thus affecting their
ability to concentrate (Skrylnyk, 2016).

Concentration is also a key in the process of interpretation. An interpreter should be able
to concentrate very intensely for a long time. Only because of this, students should
be ready to concentrate, or in case they accidentally lose concentration, to regain their
concentration. Skrylnyk (2016) argues that there are four levels of concentration:
concentration gain, concentration loss, concentration shift, and concentration regain.
He defines themas the process by which humans react to different stressful
situations, work and the aforementioned stumbling stones during the interpretation process. In
the case of concentration loss the concentration shift should be as short as possible for a
smooth concentration regain.

Concentration loss can also happen due to memory loss. Memory is another essential
factor in the training of interpreter students. According to Skrylnyk (2016), focus relates
directly to working memory (WM), as they both relate to information processing and use in
the interpretation process. Memory, although still not fully researched, is a major aspect of
cognition. Loftus and Loftus (1988) discusses memory in terms of three stages: sensory
register, short-term memory (STM), and long-term memory (LTM). Sensory memory is very
brief, lasting seconds, whereas information is passed on to STM, which holds information for
15-20 seconds. LTM, the largest component of the memory system, is technically boundless
and holds information for a lifetime. Retrieval can only be achieved in data that are held
within the LTM. Working memory (WM), often confused with STM, is larger; it holds but
also processes information. While STM holds information passively, WM actively handles
and processes it. WM is especially crucial in interpretation, particularly simultaneous
interpreting, as it plays a central role in processing information in real time (Nour et al.,
2020).

Simultaneous interpreting (SI) is a common type of interpreting practice in addition to
consecutive interpreting (Cl). The SI, asits name indicates, is a simultaneous translation
of an oral text, usually done in an interpreting cabin with technical help, such as a microphone
and special headsets. The Cl is an interpreting exercise of the kind that kind that mostly occurs
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on a stage before an audience. In this case, the interpreting student is permitted to take notes and
has to interpret after some time, depending on the speaker. There are several training
methods that can result in a successful interpreter, including activities such as note-taking,
listening and memory exercises, shadowing, dual-task training, paraphrasing, abstracting,
closing, sight translation, digit processing, as well as lag and anticipation exercises (Al-Zahran,
2007). Possessing skills such as anticipation, shadowing, or making one's own note-taking
dictionary can ease anxiety to some degree and give confidence to the interpreter. Both Sl and
Cl are highly stressful and although the acquisition of certain skills will lead to successful
interpretation, it does not guarantee an anxiety-free experience.

3. The study: Measuring foreign language anxiety with the idiodynamic method

3.1. Pilot study

In the academic year 2022-23, the author carried out a pilot study on FLA in the case of
translating and interpreting students (Marton, 2024). This study involved interpreting students
(N=26) from Sapientia Hungarian University of Translylvania from Miercurea Ciuc and Targu
Mures. Participants in Miercurea Ciuc were MA students (N=12), while in Targu Mures (N=14)
BA students. In Miercurea Ciuc there is no BA interpreting study program, therefore the BA
and MA students were on a similar level when it comes to interpreting experience and training.
Participating students were of Hungarian mother tongue, learning to interpret from Hungarian to
English and Romanian and vice versa. The students were asked to complete an online survey
using Google Forms. This form of information gathering was found to be extremely helpful
when there was a lockdown due to the COVID-19 pandemic. The questionnaire included
demographic questions, interpreting-experience-related questions, the Cambridge Placement
Test, and the FLCAS (Horwitz et al., 1986).

The hypothesis of the study that interpreting students whose strength is languages can still
experience anxiety was confirmed. All of the participants reported that they had experienced LA
in the process of interpreting; at the majority, it manifested as a mental block (N=14) but they
also mentioned memory loss (N=4), sweating (N=4) and stuttering (N=3) while three
participants had experienced all the options above since this question was a multiple-answer
question. In an open-ended question, several respondents (N=10) reported breathing technique
as an anxiety-coping mechanism. The results of the English test revealed that most of the
respondents (N=20) were at the B2 English level or above. There was a negative relationship
between language level and fear of negative judgment and a negative correlation between
language proficiency and LA since all participants felt LA. After examining the results of the
FLCAS, a negative correlation was found between fear of negative judgment, communication
apprehension and LA, but a positive correlation between test anxiety and LA. Therefore, the
pilot study confirmed the need for further study in this field with more participants and
qualitative part.
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3.2. Research aim and research questions

The current research (in the academic year 2023-24) is a continuation of the pilot study. This
study aimed to gain deeper insight into the LA of interpreting students. The target group was
also the students of Sapientia Hungarian University from Transylvania from Miercurea Ciuc and
Targu Mures. This study was conducted a year later, therefore the groups had changed. Each
year there are 15-20 interpreting MA students in Miercurea Ciuc and about 60 undergraduate
students in the BA program. However, students in the latter program only practice interpreting
in the second and third years of their studies, which means that there were about 40 students in
Téargu Mures who could participate in this study. Therefore, the total population of the target
group was approximately 60 students, of whom 57 participated in this study.

The present study aims to examine the following:

a) Do interpreting students experience language anxiety during their interpreting practice, and if
so, how is it manifested?

b) What methods do the participating students use to deal with language anxiety?

¢) What types of anxiety can be traced among these students: communication anxiety, test
anxiety or fear of negative judgement?

d) How do the qualitative data obtained using the idiodynamic method contribute to the general
picture provided by the questionnaire results?

3.3. Research methodology

This study involved a combination of quantitative and qualitative research methods. First,
participants (N=57) completed the same structured questionnaire as in the pilot study. This
survey, as earlier, was distributed online, through Google Forms.

The questionnaire was completed by 57 respondents, starting with three demographic
questions regarding sex, age, and residence. Of the participants, 33 were female and 24 male.
The majority (87.7%) were aged 18-25, with five participants aged 26-30 and two aged 31-40.
Most participants were from Mures (N=22) and Harghita (N=19) counties, with others from
Covasna (N=12), Brasov (N=2), and Satu Mare (N=2).

The next six questions focused on the participants' interpreting experiences, including
whether they had experienced anxiety during interpreting tasks, the symptoms they faced, and
whether they had interpreted outside university settings. They were also asked about the
strategies used to manage their anxiety. They had both open- and closed-ended questions.

The questionnaire included the Cambridge Placement Test, a 25-item multiple-choice
English proficiency test. Scoring 17-19 points indicates a B1 level, 20-21 points a B2 level, 22-
23 points a C1 level, and 24-25 points a C2 level.

Next, participants completed the Foreign Language Classroom Anxiety Scale (Horwitz et
al., 1986), modified by the author for interpreting tasks. It included 33 statements on
communication anxiety, test anxiety, and fear of negative evaluation. The participants needed to
rate these statements on a 5-point Likert scale where 1 meant strongly disagree, 2 disagree, 3
neither agree nor disagree, 4 agree and 5 strongly agree. For example, one of the statements
was: | don't worry about making mistakes during interpreting practices and it refers to the
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individual’s fear of negative judgment. This statement then needed to be rated by the
participants according to how much they agreed with it. The responses collected through the
Google Form were exported to an Excel spreadsheet, and general descriptive statistical analyses
were performed, to determine the subjects’ anxiety level from the mean value of the responses
given, and to explore how the group rated the different statements (calculating the mean value
of each statement). Averages ranging from 1 to 1.8 indicated complete disagreement among
respondents. Responses falling between 1.81 and 2.60 signified disagreement, while neutral
stances were observed within the range of 2.61 to 3.40. The agreement was reflected in the
responses ranging from 3.41 to 4.20. Finally, answers scoring between 4.21 and 5 indicated
strong agreement among respondents. Nine statements were reverse-coded (2, 5, 8, 11, 14, 18,
22, 28 and 31). For example, statement number 18, which sounds like | feel confident when |
speak in my English classes, needed to be reverse coded because if someone answered agree to
this, then the high score does not reflect a high anxiety level. This was needed so that a high
score would always mean a high anxiety level, in all cases. Thus, all answers given to the
above-mentioned nine statements were reverse-coded in an Excel sheet, where all data were
already introduced and coded. As mentioned earlier the numbers stand for: 1 strongly disagree,
2 disagree, 3 neither agree nor disagree, 4 agree and 5 strongly agree. So reverse coding meant
changing 1to5,2to4,4to2and 5 to 1. The 3, neutral answer, stood the same (T6th, 2009).

The qualitative phase of the study involved 12 volunteers out of the 57 participants. From
these 12 students six students from Targu Mures and 6 from Miercurea Ciuc participated in this
part using the idiodynamic method (Macintyre & Ducker, 2022). The six MA students were not
the bravest of the program but were willing to help the research. The six BA students were
chosen randomly from the classroom. The task started with interpreting an 8-minute, 17-second
speech in Hungarian titled "Cenzlrazott egészség" ("Censored Health")2, from the European
Commission’s Speech Repository, focusing on health, food, and consumers. The participants
had never heard the tape before. The task was conducted and recorded using Zoom with the
author present in the room with the necessary technical equipment. The recording was then
saved and uploaded in the above-presented psychometric study, which was downloaded and
prepared. After the interpreting task, students followed with the self-rating phase. The saved
video was uploaded to the system, and the rating was set on a scale from 0-3 where 0 meant no
anxiety and 3 meant the highest anxiety level. After demonstrating the task to the participants
they were offered headphones, and they could rate their anxiety level from second to second.
After the rating, the software automatically generated an Excel table with the participant’s own
graph. This graph, together with the participant’s experience and opinions were discussed in the
form of individual interviews. These interviews were semi-structured, since there were
questions prepared, but just as help. The author allowed the participants to express themselves.
The interviews were then recorded and transcribed. These video and voice recordings were used
only for the purpose of the research and were anonymous.

After transcribing, collecting and analyzing the interviews, the least and most anxious
participants from both groups underwent an in-depth analysis going through the above presented
steps 1 (questionnaire), 2 (interpreting and self-rating), and 3 (interviews). They were chosen
based on their FLCAS averages since that score shows the participants’ general anxiety level.

2https://speech-repository.webcloud.ec.europa.eu/speech/cenz%C3%BAr%C3%Alzott-
eg%C3%A9525%C3%A9qg
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3.4, Results and discussion

There were in total 57 interpreter students who completed the questionnaire. Of these 57
participants, 38 were BA students from Sapientia Hungarian University of Transylvania from
Téargu Mures and 19 were MA students of Sapientia Hungarian University of Transylvania from
Miercurea Ciuc. Eleven students claimed that they had already interpreted in a real-life
situation, at an event (e.g. for family, intercultural events, library, crafting activities for German
children), the rest of them only experienced interpretation in academic setting during classes.
The next question asked participants whether they had ever felt language anxiety or not. Among
the participants, 91.2% (N=52) experienced language anxiety. Using a multiple-choice item, the
participants were also asked about their symptoms of language anxiety. Mental block was
chosen by 36 students, memory problems by 21, stuttering by 14, and sweating by 12. The most
commonly mentioned anxiety-coping technique was breathing control, taking a deep breath
(N=25): | try to take a deep breath, focus on a single point or close my eyes and just
concentrate on the text.

From the results of the English test, it turns out that from the participants 17 students
were at B1 level or below and 40 were at B2 level or above. According to the Common
European Framework of Reference for Languages (CEFR)3 level B2 is already considered a
confident, independent user of English and is officially at the upper-intermediate level. Thus,
according to the present test, participants on B2 level or above have a good command of the
English language; therefore, it can be assumed that their anxiety is not due to language barriers.

The FLCAS results shed light on the types of anxiety participants faced. At the FLCAS
there were 33 statements related to three types of anxiety, namely communication apprehension,
fear of negative judgement and text anxiety that had to be rated on a 5-point Likert scale.
Analyzing the results we found 23 statements out of the total 33 where participants provided
neutral mean value answers (2.61 to 3.40) that although valid, were not examined at this part, as
they meant “neither agree or disagree” thus could not be interpreted as either positive or
negative in terms of participants’ type of anxiety. Looking at the statements, there were also no
mean values representing the two extremes, “strongly agree” or “strongly disagree” answer
options. Therefore, the remaining statements examined were quite limited in number but they
helped creating a general overview of participants’ type of anxiety. The results of the FLCAS
showed no communication apprehension or fear of negative judgment but the group of
participants can be characterized as having test anxiety. The drawback of this somewhat limited
methodological and largely quantitative test (Stromqvist, 1991) is that it is not sensitive enough
(Chiang, 2010). This is why a dynamic approach was needed.

Viewing LA through a dynamic lens (Gregersen, 2020, p. 70) provided a second-by-
second anxiety rating and individual results. Except for one student, all the participants felt
anxiety during the interpreting task, even those who did not consider themselves anxious in
general. Half of the participants claimed that they had a basic level of anxiety (they had no 0
chosen) the whole time which they explained by having trait anxiety. Some had state anxiety
which was triggered by different factors such as being recorded, domain-specific vocabulary,
failed translation and the speaker’s accent. There were some unexpected triggers as well, for

3https://www.coe.int/en/web/common-european-framework-reference-languages/table-1-cefr-3.3-
common-reference-levels-global-scale
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example the room’s temperature. These triggering factors caused energy and concentration loss
for the participants. These findings suggest the earlier mentioned dynamic nature of LA
(Gregersen, 2020) since trait, state and situation-type anxiety (classroom context) were also
present while using a foreign language. Using a scale, researchers could never find these
individual dynamic triggering factors or the way participants dealt with them.

After transcribing, collecting and analyzing the interviews as presented above, the least
and most anxious participants’ results from both groups underwent a side-by-side, in-depth
analysis of steps 1 (questionnaire), 2 (interpreting and self-rating) and 3 (interviews). They were
chosen based on their FLCAS averages since that score shows the participants’ general anxiety
level. The least anxious student from the MA group had a mean value of 2.45, while the most
anxious student from the MA group had a mean value of 4.18. The least anxious student from
the BA group had a mean value of 1.63 and the most anxious student from the BA group had a
mean value of 2.84. Their graphs generated by the psychometric study tool (Maclntyre &
Ducker, 2022) reflect these students’ self-rating of their interpreting performance. The graphs
show each fluctuation and all the ups and downs experienced and perceived by participants
throughout the process. No two graphs are identical. Figures 2 and 3 below show that even the
two least or most anxious students’ anxiety levels differ at the individual level.

Figure 2 presents the graphs of the least anxious students from each group. The left graph
shows the least anxious student from the MA group and the right one shows the least anxious
student from the BA group. They were both at C1 English level and both had experience in
interpreting besides the classes. None of them chose number three, which is the peak of anxiety.
Their perceived anxiety ranged between zero and two but we can see that the student on the
right had less anxiety fluctuation and, therefore, was in a more stable emotional state while
interpreting. Their individual state anxiety experienced during the simultaneous interpreting task
was triggered by professional stumbling stones, such as retrieving specific terminology, the fact
that they were recorded, recalling and pronouncing percentages and dates. The coping
mechanisms these participants used to handle such situations were generalizing, rephrasing,
explaining, describing, or even omitting some phrases or information. They claimed that they
enjoyed the process of interpreting.

3 3
2 2
1 1
0 0

Figure 2. Graphs of the least anxious students from MA and BA groups

Figure 3 shows the most anxious MA student on the left and the most anxious BA student on
the right. Their perceived anxiety levels ranged from 0 to 3, but the participant on the left only
chose zero at the beginning of the task; therefore, the movement on the first graph was between
1 and 3. This means that this student had a constant feeling of anxiety. The most anxious
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students were at A2 and B1 levels and they had never had interpreting experience before besides
the classroom context. The BA student on the left enjoyed this task despite her anxiety. The MA
student on the right failed in the middle of the recording and wanted to give up. After a short
break, she finished the task, but it was not a pleasant experience for her since her anxiety was
peeking.

0

Figure 3. Graphs of the most anxious students from MA and BA groups

4. Conclusion

The main aim of this study was to explore interpreting students’ anxiety using mixed methods,
introducing the dynamic approach as part of the qualitative research. Moreover, this study also
suggests that the dynamic approach to studying language anxiety can provide in-depth,
individual-level results that can complete the general results of the scale. The idiodynamic
method used in this study is a person-centered system that offers a microscopic view of changes
in state (Lu, 2022). It is essential to highlight that although existing measures are not sensitive
enough (Chiang, 2010) to tackle individual differences in LA, general data and its measures are
also needed for a more holistic image because the idiodynamic method only provides anxiety
rates on a certain time scale in a specific situation. Therefore, the idiodynamic method offers an
individual anxiety rate and allows a deeper insight into the way learners are triggered and
respond to these stumbling stones (Skrylnyk, 2016, p. 148).

The study confirmed the hypothesis that interpreting students do have LA, since 91.2%
(N=52) of the participants reported that. It mostly manifested in the form of mental block
(N=36), memory problems (N=21), stuttering (N=14) and sweating (N=12). Terminology and
specific words were the most common anxiety-provoking triggers. They dealt with these
unpleasant situations most commonly with breathing control (N=25) but fidgeting and self-
motivational talk were also mentioned. A negative correlation was found between language
proficiency, communication apprehension, fear of negative judgment and LA but a positive
relationship between test anxiety and LA.

Although the results were based on a small-scale study involving 12 volunteer
interpreting students in the individual-level analysis using the idiodynamic method, they reflect
individual-level differences and fluctuations in their anxiety over time. Thus, performing such
analyses might provide a deeper understanding of perceived individual anxiety that might help
researchers and interpreting teachers in supporting and assisting students to overcome such
negative emotions. The results showed a positive relationship between LA and interpreting
students’ performance and experience in the domain of interpreting. Further investigation using
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the idiodynamic method for interpreting students is needed. Moreover, assessing longitudinal
changes and observing differences in LA among interpreting trainees and professionals are also
options for further investigation in this field.
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Similar to global trends in the internationalization of higher education, doctoral programs in Hungary
have also seen an increased enrollment of international students with diverse levels of readiness. This
study aimed to explore Hungarian doctoral supervisors' perceptions of student preparedness, their
suggestions for improving screening, feedback mechanisms, and parallel development of language and
subject knowledge. Through semi-structured interviews with 30 supervisors, the study found that students
show a surprising diversity in their skills and academic background; some are excellent, while others lag
behind. Many participants expressed concerns about their international students' lack of necessary
research skills, academic reading and writing fluency, and cultural understanding in performing doctoral-
level work. This may manifest as difficulties in allocating sources, reading assignments, and conducting
critical analyses, and on overreliance on Al tools. They discussed in-class and out-of-class options to
enhance students' linguistic and academic skills, and subject knowledge. Supervisors also found the
screening process inadequate due to technical difficulties, pressure to accept students, and academic
dishonesty. To balance these shortcomings and ensure transparency, some programs engage in
preliminary discussions with candidates or request additional written work. However, as they reported,
the extra care put into screening and providing individual support requires significant time and effort from
the instructors.
Keywords: doctoral education, international students, preparedness, screening, supervisors

1. Introduction

The internationalization of higher education is growing worldwide. It has a longer history in
English-speaking countries, but a visible spur has also been discussed for doctoral programs
elsewhere, including in Europe and Asia (Liu et al., 2024; Wu et al., 2025). A general increase
in higher education enrollment with the expansion and changing nature of doctoral education
has been well documented (Cardoso, 2024; Sarrico, 2022). A number of factors play a crucial
role in this, including financial, political, and educational policy decisions and a race for better
educational and publication indicators.

Studying abroad is a valuable opportunity for students. They gain access to an equivalent
or a higher standard education system than home, acquire a global perspective, improve their
language proficiency, and become immersed in a new culture and, more importantly, an
international milieu formed by other foreign peers and professors. Employers typically value
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studying abroad, which means better job opportunities and higher salaries for students returning
home. However, the combination of study abroad and doctoral student status can make pursuing
a PhD problematic for both the students and faculty. Although this student population has a
higher level of maturity than undergraduate students, research has shown that managing the
international PhD experience is highly challenging (Boutiuc-Kaiser & Symeonidis, 2025).

Student preparedness is a key component of the transition to universities. A wide range of
attributes influences this transition, including academic aptitude, prior educational experience,
subject knowledge, familiarity with the study program, language proficiency, self-confidence,
willingness to engage, social and financial background, study and life skills (Soares et al., 2024;
Trice, 2003). From these factors, subject knowledge, language proficiency, prior educational
experience, and study skills will have a direct impact on the daily work of students with
instructors and peers. They are fundamental to coursework, interacting with others, and
engaging in reading and research. A lack of these often leads to failure, anxiety, early dropout,
and extra work for instructors.

While the motivation and experiences of international doctoral students, especially in
Asian and English-speaking contexts, have been well-researched (e.g., Li et al., 2022; Sun &
Wu, 2024; Wu et al., 2025), very few studies have explored the experiences of international
doctoral students in Hungary. Moreover, instructors’ and supervisors’ experience is clearly
lacking in the literature. Using interviews, this study aimed to document how Hungarian
supervisors view students’ preparedness upon their entry into a doctoral program, what concerns
they voice regarding a lack of common grounds for work, how they think screening could be
improved, and how language and subject knowledge could develop in parallel.

2. Theoretical background

2. 1 Internationalization trends

Owing to the substantial economic advantages offered by mobile students, countries worldwide
actively seek to recruit international students. These students usually pay higher tuition fees than
domestic students do, which results in an important amount of money for universities.
International students also continue to make financial contributions by paying taxes and
promoting innovation if they remain in their host country after graduation. International doctoral
students in Hungary, however, tend to return home or move to another country, seek new
teaching opportunities in higher education or find a research position. Very few international
students remain in Hungary, although there is no formal alumni follow-up at all doctoral schools
in Hungary, so representative data are not available on this. A special group of students is made
up of Hungarian speakers born outside Hungary who move for better education opportunities
and/or mother tongue education at the secondary or tertiary level. While many of the adjustment
challenges apply to them as well, especially if they move only for doctoral studies and not
secondary education, they fit into the doctoral programs very quickly, are eligible for Hungarian
grants, share the same or very similar educational background, linguistic skills, and subject
knowledge than all other Hungarian students, and not labeled as international. For their
background and motivation to choose Hungarian doctoral education, see, for example, Papp
(2017).
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A factor boosting Hungarian higher education internationalization has been the
Stipendium Hungaricum Scholarship Program, founded by the Hungarian government in 2013.
Its primary goal is to enhance international student enrollment and encourage Hungarian
universities to attract outstanding foreign students (Kasza & Hangyal, 2018). The program,
managed by the Ministry of Foreign Affairs and Trade and administered by the Tempus Public
Foundation, is based on bilateral educational cooperation agreements between Hungary and the
educational ministries of the sending countries. Currently, more than 90 Sending Partners from
five continents are involved, and the program is growing year after year. It received over 66
thousand applications for the academic year 2024/25 to 30 Hungarian higher education
institutions (Stipendium Hungaricum homepage). The program provides full degrees and partial
study possibilities in bachelor's, master's, and doctoral programs, mostly in English. Awardees
receiving full scholarships, have their tuition fees covered, and get a monthly stipend, housing
and medical insurance.

The goal is to admit students who are most likely to succeed. This will reduce attrition
and failure rates and save time and energy that could be dedicated to other students (Owen et al.
2014). However, when admitting students, doctoral programs rely on a limited pool of
indicators. Admission documents for Hungarian doctoral schools typically include study
certificates, grades, motivation letters, short research proposals, curricula vitae, and letters of
recommendation. Some doctoral schools require international applicants to request a
preliminary letter of acceptance from potential supervisors during the application procedure.
This ensures that the doctoral program, upon successful admission, supervises the student’s
doctoral education and research activities within the framework of the doctoral program chosen
by the applicant. This is normally accomplished through direct e-mail requests from candidates
who send their CVs and proposals. The most promising applicants go through an online
interview in the spring, during which prior studies and research experiences are discussed, and
directed questions concerning the submitted research plans are asked.

Doctoral programs in Hungary last eight semesters, divided into two stages. The first four
semesters focus on the academic courses of the given discipline, research methodology, and
refinement of the research proposal. This first stage ends with a comprehensive exam, including
the evaluation of academic performance and discussion of the students’ research plans. The
second stage, also four semesters long, emphasizes research and dissertation work. This
normally includes less in-class work, more research activities, and more individual consultations
with supervisors. The successful completion of the complex exam is a prerequisite for passing
to the second, dissertation phase. Students can request an additional year for research and have
altogether five years to complete their studies. During the COVID-19 pandemic, they received
an additional state-funded year. Prior to 2016, the doctoral program included a 6-semester study
period ending with a similar comprehensive exam, after which doctoral candidates had two
years to submit and defend their dissertations. This program gave more time and flexibility to
students, as they could choose to take the comprehensive exam even years after receiving all
study and publication credits. A general tendency, however, is that international students strive
to complete all requirements and receive a degree before returning home or continue to work
online with their supervisor on the final dissertation writing.

In sum, the Stipendium Hungaricum scholarship, along with other direct admission
procedures, has contributed to a changing landscape of doctoral education. Some programs now
have more international than domestic students and are dependent on the revenue received after
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them. Internationalization has resulted in added values such as wider perspectives in class
discussions, international cooperation, and more openness, but also often means a large time and
energy burden on faculty if international students do not easily fit the curriculum or do not have
the expected level of preparedness. Kliminka (2024) also voiced the concern that certain
governmental regulations would go against equity and openness when making family reunions
difficult or temporarily impossible for admitted students.

2.2 Challenges of doctoral education: international and Hungarian perspectives

Research on doctoral education has had a particular focus on understanding the difficulties and
processes involved in pursuing an international doctorate. According to Herman and Kombe
(2019), overseas candidates face triple challenges in adjusting to their new country, university,
and academic identity as doctorate students in their chosen fields. Research indicates that being
an international PhD student can lead to feelings of academic and cultural alienation, inefficient
communication regarding needs and expectations with supervisors, and an inadequate level of
academic community integration (Anuar et al., 2025; Cena et al., 2021; Zhang et al., 2022).

Doctoral students face significant challenges in terms of publishing requirements. This
may change between disciplines and doctoral schools, but students are either expected to
publish a few studies in leading journals or produce more papers in less prestigious journals or
other forms of publication. The high expectation from doctoral students to publish during their
studies has become a global phenomenon that affects students across various disciplines and
countries (Horta & Li, 2023; Lei & Hu, 2019). This pressure is especially relevant for those
carrying out research in a foreign academic environment and publishing mainly in a language
that is not their native tongue, and are therefore viewed as bi-literate academic writers (Langum
& Sullivan, 2017).

The lack of preparedness for research and publication among international doctoral
students is a critical issue. Many students struggle with the linguistic demands of publishing in
local and international journals (Kwan, 2009). Publishing internationally is a pressure for
academics, let alone for students simultaneously engaged in the demanding tasks of research
and dissertation writing (Kwan, 2009). Those who pair up with their supervisors, form research
circles with other peers, or are part of their home or host universities' research teams can meet
publication demands more easily than those who do research and publish alone. However, in
many cases, these practices may raise ethical concerns if supervisors request their names to
appear on the paper or when doctoral students are listed among the authors when, in fact, no real
contribution was made to the research or the writing of the manuscript.

Interestingly, while the pressure to publish is often viewed negatively, some studies
suggest that it can also facilitate professional development if perceived positively. For example,
Pappa and colleagues found that international doctoral students in Finland saw stress as a
motivator to overcome anxiety caused by a lack of social networks, founding, career plans, and
research practices (Pappa et al., 2020). A prerequisite for this positive view on publishing is
adequate training in research, publication, and access to research tools.

Many doctoral students lack adequate general English language and academic writing
skills. A recent large-scale study among international doctoral students in Hungary found that
the participants felt that they had insufficient skills to start doctoral-level writing upon entry, but
they developed in their skills and confidence with time (Phyo et al., 2023). The same authors



Edullingua 1011 (2024)

conducted small-scale interview studies to investigate the academic writing socialization of
these students and found that source reading, a reading-to-write approach, writing practice,
learning from poor drafts, feedback from peers, instructors, and reviewers, and formal writing
instruction were key elements in their academic writing development in English (Phyo et al.,
20244a). However, only a minimal number of students expressed the opinion that native speakers
or writing tools could improve their writing skills (Phyo et al., 2024b). About half of the
participants in this third study expressed some form of autonomy or willingness to take
responsibility for their academic writing improvement. This shows that, while they are aware of
their shortcomings, pro-activeness is not always paired with it.

Paul and her colleagues (2024) pointed out that a lack in information literacy is another
factor that often hinder doctoral students’ academic writing performance. Information access,
information retrieval, reference management, and information analysis were the four large areas
that the research scrutinized. It was revealed that many Polish doctoral students would need to
develop basic skills, such as finding sources, evaluating the reliability of information, managing
citations and referencing styles, and using online research tools. The authors promoted ongoing
training and education programs, especially concerning online sources and tools.

The pressure to publish, especially when combined with a lack of preparedness in
linguistic and research skills, creates an often-unmanageable burden for international doctoral
students. Research has suggested that universities need to implement more comprehensive
support systems, better communication about expectations, and a greater balance between
coursework, dissertation writing, and publication requirements (Kwan, 2009). Additionally, it
has been documented that excessive publication pressure may increase academic misconduct
and researcher burnout (Haven et al., 2019; Suart et al., 2022).

3. Methodology

3.1 Research design

Research and my own experience working with doctoral students in linguistics indicate that the
level of preparedness with which students enroll in a doctoral program is crucial for a smooth
start or in their studies, and the level of engagement they can have in coursework and research
activities from the very beginning. It also influences their social and study-related interactions
with peers and instructors. It is also important to learn more about instructors’ points of view
about the international doctoral academic journey of their students since they are the ones who
support students, give feedback, design syllabi, and make informed decisions about program
changes. Therefore, this study explores the following research questions:

1) How do supervisors see the level of linguistic and professional preparedness of
international doctoral students for their PhD programs?

2) What are supervisors’ primary concerns regarding potential lack of preparedness among
international doctoral students?

3) What are supervisors’ perspectives on entrance screening processes for international
doctoral students?
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4) What types of language and professional development support do supervisors consider
most effective for international doctoral students and what feedback mechanisms do
they find the most appropriate?

3.2 Participants

Purposeful sampling was used to recruit the participants. Altogether, 30 doctoral supervisors (25
female and five male) representing six Hungarian universities and ten doctoral schools,
responded to the call. Balanced proportions were not considered regarding doctoral school or
specific study programs. The main inclusion criteria were being a supervisor of at least one
international doctoral student in the field of humanities (linguistics, literature and culture, and
education) and having had additional experience with domestic and international students
through class teaching, supervision, doctoral conferences, or examinations. Some participants
were affiliated with two doctoral schools which also gave them a wider perspective to the issues
discussed.

3.2 Data collection instrument and procedure

Data were collected between January 2022 and September 2024, using semi-structured
interviews. Ten interviews were recorded in each of the three calendar years. Interviews lasted
between 25 and 47 minutes and were conducted in Hungarian, the participants' native language,
either in person (12) or online, via Zoom (18), focusing on their reflections on international
students’ preparedness for doctoral studies, ways to assist them in linguistic, academic and
research skills development, and the role of the supervisor. The present study focuses on the
first part of the interviews (typically lasting between 15 and 20 minutes) on student
preparedness, screening process, language feedback, and skills development (see related
interview questions in the appendix). Interviews were recorded and then fully transcribed using
TurboScribe. Additional manual corrections were made to the transcripts, and full names were
removed. Informed consent was obtained to ensure voluntary participation and anonymity. The
names of specific doctoral schools and universities were omitted, and participant numbers (P1-
P30) were used to protect their identities.

3.4 Data analysis

The dataset was analyzed using Saldana’s (2009) multi-stage process to identify distinct themes.
Both deductive and inductive coding were used to search for themes in the literature along with
emergent themes in the dataset. A circular approach involved iterative initial coding, focused
coding, and constant comparisons within and across the data, identifying 24 categories. These
were refined through focused coding and clustering, which resulted in six overarching themes:
level of linguistic and academic preparation of students, reasons for students’ mixed abilities,
domains in which language skills are hindering students' academic progress the most, measures
to improve the language and academic skills of PhD students, feedback mechanisms on student
work, and adequacy of the screening process. The QDA Miner lite software facilitated coding.
English translations of authentic verbatim excerpts are included in the Results and discussion
section in block quotations.
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4. Results and discussion

4. 1 Level of linguistic and academic preparation foreign students bring to the PhD program

All participants agreed that students enter the doctoral programs with a very mixed level of
preparation. Seven of them voiced mostly positive experiences and highlighted examples of
outstanding students (see Excerpts 1 and 2). The common reference point in their cases is that
these students were well selected, with an excellent language and academic background, a
strong motivation to do well and gain recognition at their sending institution where they had a
teaching position. They often had conducted research at home on a similar topic, beyond thesis
writing and had experience with publishing.

Excerpt 1: They have very mixed levels. Some students are excellent and even start
with better conditions than our Hungarian students. They have publications, they
teach academic or English language courses at their home university. They write
well, they argue well orally, they present well. So they come with the ideal
foundation on which to build. (P17)

Excerpt 2: My experience so far has been positive. The students | have worked with
have the language skills to read resources and write articles. They also have a
professional basis, with a BA and/or MA thesis written on a similar subject. Of
course, they improve after getting in, but they have a good basis. (P22)

The rest of the participants talked about their surprise and negative experiences with students’
low level of preparedness at entry, and often even later in their studies (Excerpts 3 and 4).

Excerpt 3: Some are surprisingly weak. When | read their seminar papers, | did not
understand how they got into the doctoral studies. (P29)

Excerpt 4: We have a lot of students and they are very diverse. Some drop out in
the 2nd year comprehensive exam, because it turns out that they cannot do well
either linguistically or professionally. (P6)

The participants named the possible reasons for this mixed ability that are discussed in detail in
the upcoming subsections. When the question whether there is a difference between the level of
preparedness between Hungarian and international students was asked, the interviewees
provided a mixed picture. Some specifically stated that based on their experience with teaching
local PhD students for years, they had a preconception what constitute common grounds for
doctoral studies, which many had to reconsider. However, doctoral programs and instructors are
doing their best to accommodate for the mixed ability groups and give additional support for
those in need, as voiced, for example, by Participant 5 in Excerpt 5.

Excerpt 5: Previously in the PhD program, it was simply not an issue that we had
to develop students linguistically, but we were faced with the problem that we had
to, and after all, our system is quite flexible, and we had a Dissertation writing
course specifically for PhD students. (P5)

Some supervisors noted that they had had students who were similar to a BA student at entry
level. This proved to be such a wide gap between the desired level of English academic
proficiency that students struggled or even dropped out of the course regardless of the additional
support received.
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4. 2 Reasons for students’ mixed abilities

The most obvious reason was the inadequacy of the screening system (see more details below).
Some supervisors also talk about a certain pressure to admit students, as some of them come
with a direct bilateral agreement between countries or universities, bring incentives to the
university, or simply mean the survival of the doctoral programs if not enough local students

apply.
4. 2. 1 Different educational backgrounds impacting students’ performance

The degree of linguistic/academic preparation of students depends critically not only on
students' general backgrounds, but also on their previous studies (see Excerpts 6 and 7).

Excerpt 6: We have seen differences: students who have previously participated in
the Erasmus or Stipendium programs and have experienced another Hungarian
university seem somewhat better prepared. (P2)

Excerpt 7: It is very mixed, depending on which part of the world or university they
come from. But even more determinative is the type of academic background they
have. (P14)

Some participants explained that students who come from Europe or had taken part in Erasmus
or other Hungarian study programs are better adapted to the requirements of the Hungarian
education system because they have already gained experience with European or local academic
norms, which gives them an advantage in doctoral studies compared to those who come from
outside Europe. Other students bring their international perspective from having done their BA
or MA studies elsewhere which also equips them with more readiness for the multilingual and
multicultural doctoral environment. Some supervisors interviewed for this study indicated that
they are more prepared for this diversity if they taught about or had had training in intercultural
communication, had international undergraduate students from the same regions or if they
themselves had had extensive study or teaching experience abroad.

4. 2. 2 Cultural differences impacting students' academic performance

Cultural differences often merge with educational perspectives and beliefs. This means that
students can have very different understandings of what constitutes studying, research or
dissertation writing (see Excerpts 8-10).

Excerpt 8: Cultural differences are enormous in terms of what is considered
research and learning in Europe, compared to other regions. (P2)

Excerpt 9: The other problem is that sometimes when they are admitted, it turns
out that there are huge cultural differences in terms of what we consider research
in Europe, what we consider learning, what we consider independent work. (P3)

Excerpt 10: Many come from a university background where they did not have to
work independently, the thesis or article writing was a mash-up of previous papers.
(P1)
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Over half of the participants mentioned that at least occasionally they felt that they needed to
pay extra attention to manage students’ fluctuating level of tolerance for their peers’ diversity in
ethnicity, level of preparedness, involvement in class work or respect for the teachers. Cross-
cultural communicative differences being key challenges in international higher education
contexts have been thoroughly discussed in the literature. It can be an important issue especially
when it comes to disagreement with the instructors (see, e.g., Cai et al., 2024). While some of
these challenges are expected and are overcome with time, five participants noted that they felt
or observed male students’ unacceptance of female instructors’ feedback or work at a level that
they were not prepared for. As one instructor noted, “there was such a confrontation that you
were physically afraid, you were intimidated”.

In the literature and cultural studies, a basic understanding of European cultural artifacts
constitutes common knowledge that is often missing from foreign students. This makes class
discussion challenging. Although multicultural groups may make idea exchanges more vivid, as
some participants voiced, this requires extra preparation from the instructors and may prove to
be unproductive if foreign students are unwilling to share their cultural understanding or
consider some topics to be culturally sensitive.

4. 3 The domains in which language skills are hindering students' academic progress the most

Two thirds of the participants voiced the concern that it is often difficult to pinpoint the source
of difficulty because multiple factors may interact. A lack of academic vocabulary, technical
terms, and reading skills often means that students are unable to read the assigned literature.
Lack of language skills and understanding of academic English hinders students' ability to
effectively process and synthesize academic literature. Students may complain about the amount
of assigned reading, do not read enough in English, instead use a translator to get the gist of an
article or an Al tool to summarize the main ideas in writing. This limitation also affects their
ability to use discipline-specific discourse and argumentation, develop solid research questions
and methodologies and admitting them and keeping them in the program for some university
policy is unfair (see Excerpt 11).

Excerpt 11: And then it's hard to decide whether they really don't understand the
language, or the jargon, or whether they haven't mastered this way of thinking at
all. And if it's the latter, | think we're deceiving them if we admit them to the
program. Or if we keep them in. Well, yes, now that's another education policy
issue. (P5)

Some mentioned that students may have good oral skills; therefore, they are able to participate
in class discussions, but turning these ideas into written academic prose is a real challenge.
Students may sometimes have the false image, especially if they compare themselves to their
less talkative peers, that their English is fine, and do not need to develop their academic English
or engage in critical thinking, as expressed in Excerpt 12).

Excerpt 12: There is such a false message that here it's enough to just produce the
language and it's taken for granted, but there's no critical thinking, there's no
content behind it. (P10)

On the contrary, some are able to produce good written work at home or prepare for
presentations, but they are unable to contribute meaningfully to class discussions or respond to
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feedback at conferences. Overall, based on supervisors’ reports, students show a variety of areas
in which low language proficiency and lack of Academic English hiders their progress. In
Trice’s study American faculty members also found language problems to be the leading source
of difficulty for foreign students, including oral communication and academic writing (Trice,
2003).

4. 4 Measures to simultaneously improve the language, subject knowledge and academic skills
of PhD students

Participants were asked how students’ language and content knowledge could be simultaneously
improved. For most, this was a difficult question to answer in short, as language, subject
knowledge, and academic skill development go hand in hand. Focusing on one often influences
or depends on the others. Many interviewees suggested that integrating English for academic
purposes (EAP) courses such as reading, writing, or research skills into their doctoral programs
could enhance students' academic and language skills (see Excerpt 13).

Excerpt 13: Providing specialized language courses, like academic writing or
reading, could help address the language deficiencies. (P17)

This shows the recognition of the need for additional support mechanisms for non-native
students that the doctoral programs were not prepared for based on the expected preparation
level of Hungarian students. While some programs make it mandatory, others believe that they
should be offered on demand and mention concrete examples of these implementations. The
language courses offered by language centers appear to be marginal tools because students tend
to avoid them (see Excerpt 14), unless they are built into their credits. The lack of pro-
activeness in their own language development described by some participants resonates with the
findings of Phoy and colleagues (2024a). However, alongside the dilemma of adequacy,
instructors’ free capacity is another key factor in launching a similar course. If students needed
individual tutoring that the programs were not developed for, additional courses or consultations
meant a substantial amount of extra work for staff.

Excerpt 14: Our program lacks a dedicated intensive language training course for
incoming PhD students, which could address the gaps in academic writing and
linguistic skills. Instead, we direct them to take courses at the university's language
center...However, they rarely do so. (P6)

Some participants were uncertain what measures would help mixed-ability students groups the
most, but discussed their own classroom practices, such as discussing student writing samples in
groups to improve self-reflection, integrating presentations into weekly schedules, integrating
source searches with written summaries and oral discussions. The majority of the involved
doctoral programs have some form of research seminars or student conferences when students
present their projects in front of their peers and instructors, which seems to be a catalyst for
improvement in a friendly environment.

Although there were no direct questions regarding students’ strategies to overcome their
language- and subject knowledge-related difficulties, a large portion of the participants
interviewed in 2023 and 2024 mentioned the use of Al tools. While some forms of Al use, such
as the translation or summarization of sources into students’ L1, can promote linguistic equity
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and speed up the learning process, a growing dependence on them may mask students’ genuine
language and content knowledge and may lead to misleading classwork and an unfair advantage
(see Excerpts 15 and 16). As Participant 25 expressed, universities may lack clear policies
concerning the use of Al, an idea that has been thoroughly discussed in the literature (see, e.g.,
Jin et al., 2025; Rajki et al., 2024).

Excerpt 15: You should not pass off Al'’s work as your own. This is this simple. It is
giving some students an unfair advantage. (P19)

Excerpt 16: Unfortunately, there have been times when the reflective essay or
summary to be submitted in class was written by a student using artificial
intelligence. | have consulted with colleagues about this, and we have come to the
conclusion that it would be good to have a uniform university policy on this, so that
it is not just individual lecturers who have to come up with steps to deal with it.
(P25)

Participant 30, together with other colleagues, also added that university policies trying to
completely ban the use of Al are not practical or clear (see Excerptl7 below).

Excerpt 17: | do not think that a total ban would be a solution. Lecturers also use a
number of tools that are useful for finding resources, proofreading, or organizing
data. It would be important for students to know what is allowed, and what goes
beyond. You cannot submit an article or dissertation in such a way that its major
units are generated text. They need to be taught to use Al mindfully, to indicate its
use in their submissions, to learn the difference between meaningful and
unthoughtful adoption. But there is not always time for this in classes or
consultations. (P30)

Detection difficulties are paired with the fact that Al tools are growing in number and accuracy,
and can also aid research and learning in a meaningful way. Students need to be taught how to
use them appropriately and learn their pitfalls through examples, and training is needed on its
use for both instructors and students. Recent research has pointed out this need for the
continuous learning about and the critical evaluation of the role of Al in higher education and
research (Abbas et al., 2024; Butson et al., 2024; Parker et al., 2024)

4. 5 Feedback mechanisms on students’ written and oral work

The majority of the instructors highlighted in their answers that providing feedback from early
on concerning their oral or written work gives students a clear message concerning at what level
they are, and how much their skills and knowledge fit the prerequisites for the successful
completion of a doctoral program. Many believe it is not their job to proofread and correct
student assignments or dissertation drafts. However, they usually correct the first set of typical
language or content problems so that the authors can see what needs to be worked on and expect
students to do the rest of the corrections. Some participants voiced the concern that some of
their students lacked basic computer skills, as they did not set the automatic language check in
their documents or did not know how to open the feedback messages given by the instructors in
a word file. This would require instructors to teach basic skills that they thought would be taken
for granted at doctoral level (see Excerpt 18).
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Excerpt 18: So, there are some skills that you would think are self-evident, and
they're not, so you have to teach them a lot. Okay, we'll learn what proofreading is,
and then I'll mark them in there with, for example, serious grammatical error, and
then | don't necessarily write what it is, they should look it up. (P1)

The interviews show a large spectrum of how much and in what form instructors give feedback
to students. In the case of written work, they tend to indicate recurring problems so that students
learn what they have problems with, send them to language development courses, and suggest
the use of proofreaders or Al-based language checkers such as Grammarly. Some universities
offer free proofreading services to students through their libraries that check manuscripts or
dissertations before submission.

As for feedback on oral work, they pointed out presentation technique issues that are
helpful for later conference presentations or exams. A few participants pointed out that lingua
franca varieties may make oral communication difficult but should be treated differently from
basic language errors or the erroneous pronunciation of certain keywords.

6. Screening

6. 1 General adequacy of the screening process

When giving a short answer, none of the interviewees described the entrance examination
process as particularly adequate. In terms of language screening, several participants, who also
teach English majors at the undergraduate and graduate levels, mention that the difference
between their doctoral program in linguistics and other doctoral programs they are involved in is
that they are able to preselect students with strong English from among the candidates. They
also noted that the level of language ability requirements can be significantly different across
different programs. All participants agreed that the screening system, with a short research
proposal and oral interview, is often unable to provide a sufficient predictor of how well the
candidates are prepared or will fit the doctoral program. Some programs have decided to get
into a preliminary discussion on the research topics with the candidates, but this may be in vain,
as some of the best candidates will not be nominated by their country or will choose another
university.

6. 2 Technical issues and academic integrity

Some pointed out that due to the online nature of the interview, technical difficulties may arise
(time zone differences, unreliable internet connection, bad sound), often resulting in less time
for the interview or even a positive bias to balance these difficulties. Some talked about the
experience of interviewing and admitting candidates with excellent skills, and then someone
else started the program (Excerpt 19). This form of cheating is very difficult to eliminate
completely if there are no controlled interview centers in the sending countries. The majority of
the participants voiced the concern that even weaker candidates can prepare for a short
interview and read out or deliver very convincing answers (Excerpt 20).

Excerpt 19: So, what can you do when we interviewed an excellent candidate, we
were very hopeful to have a good student, an excellent research topic? And then in
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September someone completely different arrived who had low language and
academic skills and we had serious problems with them. (P30)

Excerpt 20: You cannot accurately measure the performance in front of a
camera...We know that there are some people from cultures that are very prone to
drilling because it's part of their learning culturally, and they will nail it and they
will dazzle us with how good they are. Now we try to distract them slightly, and
then we realize that it's not so smooth right there, but then we always think good-
naturedly that they must have been nervous, or that the poor thing didn't think of it,
but how much he wanted to do it. I sense this kind of bias on our part. (P8)

Excerpt 21:... so it's not really possible to make sure that the candidate is really
the one who is being interviewed, and very, very often the internet connection is
bad, these are always online interviews, it's always interrupted, so we can't be
100% sure of the fairness of the interview, there are students with many different
names, and then the same name is not on different documents, so it's obviously not
the job of the admission committee to check this, but sometimes this is the case at
the end of the line. (P5)

From Participant 8 we learn about an important aspect of the screening process, namely positive
biases and from Participant 5 in Excerpt 21 the possible cheating cases and the extra burden put
on the examination committee to ensure transparency. In addition, the submitted research
proposal could be only partly students’ own work. In the 2022 interviews, supervisors’ help and
plagiarism issues were mentioned; while starting from 2023, a growing concern was visible for
the use of generative Al in the submitted research proposals that constitute a major part of the
candidates’ assessment.

6. 3 Improvement of the screening process

When it comes to the improvement of the screening process, a few participants pointed out that
even with a limited number of submitted documents at hand, time and attention dedicated to
their review can make a substantial difference. For example, Participant 10 noted in Excerpt 22
below to have spotted documents that did not belong to the candidate, some found a substantial
amount of plagiarism in the thesis submitted as sample writing or in the proposal itself.

Excerpt 22: Time must be spent on it. But obviously one person cannot filter them
all out. So I usually go through everything that comes to me very carefully, but
sometimes | have to spend an hour and a half with a student. So, for example, there
was more than one student whose thesis, MA thesis, 40 percent of it was
plagiarism. So | do not think that those students should be admitted. Because that
is a very serious problem. (P10)

The interviewees noted an improvement in the universities’ ability to assess candidates'
professional preparedness over time, including pre-screening, more transparent evaluation
criteria, and the assignment of a potential supervisor prior to the oral interview (see Excerpts 23-
25). However, they also believed that some students still entered the program without being
fully prepared, as voiced by Participant 3 below. A lack of linguistic and academic readiness,
together with differences in learning expectations and social isolation is a major concern in
other universities worldwide as discussed in the literature (see, e.g., Hawari et a., 2022; Ma,
2021). However, it is important to note that this is not simple a discourse of deficit model
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discussed by Zeegers and Baron (2008) that would assign automatically lack of skills to non-
western students and participants discussed their general openness towards international
students, but when certain basic linguistic and content knowledge is missing, it is very hard to
build on it.

Excerpt 23: I think ... as time goes on, we are getting better at screening
candidates. (P3)

Excerpt 24: We read the research proposals and ask those we think are good to

submit a more detailed or revised version based on our comments. This way we

can also see whether they are serious about applying to us. It is easier to see the
level at which the applicant is and whether they have really written the research
plan themselves. So a preliminary consultation takes place. (P28)

Excerpt 25: Concerning the proposal, we have already put the criteria on our
website, so that they should write [their proposal] according to that, and they can
contact us earlier, and then we have these preliminary discussions, so we can get a
lot of impressions about them”. (P5)

Those who mentioned the concern with the over-reliance on Al-based writing tools for proposal
writing stated that they try to screen the proposals for Al use, but if the instructors do not have
access to a reliable Al detector or there is a lack of clear institutional policies suspected Al use
cannot be the reason to turn candidates down. However, Al-generated or refined texts often lack
clarity, cohesion, and detailed, feasible research plans. When asked to refine these proposals, the
candidates may resubmit a very similar text or come up with a new topic in a short time, using
similar writing techniques. This constitutes a red flag for instructors. While Al tools have
revolutionalized the way academic research and writing are done, it has serious concerns if
students use it as a shortcut, skip stages of deep learning, only superficially engage in their
research topics and lack a depth of analysis. Supervisors’ concerns regarding Al-based writing
substituting for reading and critical thinking resonates with international literature (see, e.g.,
Liu, 2025; Sullivan et al., 2023).

7. Conclusions

This study aimed to explore Hungarian doctoral supervisors' perceptions of international
students’ preparedness, their suggestions for improving the screening process, feedback
mechanisms, and the parallel development of language and subject knowledge. It was found that
the majority of the participants perceived significant differences between international and
Hungarian students in terms of academic preparation or performance. The results indicated that
supervisors are frequently concerned that many international students do not have the necessary
research skills, academic writing fluency, and cultural understanding to perform doctoral-level
work, while others are excellent and on par with local students. This lack of preparedness can be
seen in a variety of ways, including difficulties in allocating sources, reading assignments,
formulating research questions, and doing critical analyses. Furthermore, they may struggle with
academic writing, which can make it difficult to properly communicate their ideas and research
findings. Factors that may contribute to this apparent lack of preparedness may also include
differences in academic expectations, such as the level of independence required, issues with
academic honesty, and overreliance on Al tools. Participants also voiced their concerns
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regarding the inadequacy of the screening process. To get a better picture of the candidates,
some programs have decided to enter into a preliminary discussion with the candidates
concerning their planned research or ask for additional written work. With extra care concerning
screening and preparedness issues, instructors often find themselves dedicating much time and
effort in selecting the best candidates and assuring that they develop their language and content
knowledge. This can only be done to a certain degree in class, but additional academic writing
or research skills courses may not always prove to be adequate for all or simply do not fit the
instructors’ work capacity.

A major shortcoming of this research lies in the limited number of participants, although
interview data may reveal experience and believes that quantitative data cannot. Data
interpretation was limited because the researcher is also involved in doctoral supervision, which
could have resulted in biases in data coding. As it is believed that the interview format can result
in rich data, future qualitative research with supervisors from other fields of study and
supervisors with non-Hungarian languages and cultural backgrounds would add to the
discussion on international doctoral students. Students’ own experiences should be explored
further, as they may have a substantially different understanding of their study experience and
doctoral work.

A key implication of this study is the need for a careful screening of candidates and early
and systematic feedback on their progress in the doctoral program. This may include additional
steps taken such as asking for clarifications or rewriting of the research plan during the
application process, and giving more direct feedback to weaker students so that they can better
evaluate their own progress. If needed, low achievers need to be selected out so that they are not
undermining work with other students or taking instructors’ energy in vain. Al-based writing
assistance tools are spreding and academic honesty issues are expected to prevail in the future,
so clear guidelines on what constitutes accepted academic work and how technology can be
integrated in research should be systematically reviewed with students and instructors.
Supervisors need more support from universities in working with linguistically and culturally
such diverse groups of students, as best efforts and growing experience are often not enough to
close the gap.
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Appendix

The semi-structured interview questions (English transition of the original Hungarian):

1) What is the level of language and professional preparedness that international doctoral
students enter the PhD program?

2) To what extent do you think admissions can screen or predict language or professional
preparedness, and how could it be screened more effectively?

3) As an opponent or a member of an examination board, do you have any experience of
other doctoral programs in terms of the language skills of foreign students?

4) Do you see any difference between Hungarian and foreign students, either in terms of
language or professional preparation or development?

5) Do students, whether Hungarian or foreign, have a general or academic professional
background that limits their professional development? In which area is this limitation
most obvious (working with the literature, critical analysis, presentation, writing a
paper, writing a dissertation, etc.)?

6) How do you think students' language skills and professional knowledge could be
developed together?

7) Do you think it is the instructor's job to develop language or to give feedback on the
language level in a doctoral course? For example, teaching the expectations of academic
writing, or the presentation, or improving the language of the submission?

8) How do you, as an instructor in a course, respond to language problems? Do you
consider it your job to correct them yourself, or do you just point out the language
problems?

9) Do students ask for a language evaluation/review?

10) Is language development or language assessment content built into the doctoral
program?

11) Are regulations clear concerning language use? Does your university offer
proofreading services?
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A szaktargyi miveltség (disciplinary literacies) egyre novekvé figyelmet kap az oktatdshoz kapcsolodo
kutatasokban. Az eredmények szerint a tanulok iskolai sikerében a kétnyelvii szaktargyi miiveltségnek
kiemelked6 a szerepe, a hozza kapcsolodd nyelvi elemeket azonban nagyon ritkan fejlesztik explicit
moddon. A jelen tanulmany célja kettds. Egyrészt célunk bemutatni a CLIL NetLE COST Akciohoz
kapcsolddo tantervelemzési eszkozt és annak hasznalatat a torténelem tantargy példajan. Masodsorban
magyar Osszefoglalot kozliink két, a hazai tanarok korében talan kevéssé ismert jelentésr6l, amelyek a
torténelem tantargy altalanos és kozépiskolai, idegen nyelven torténd tanitdsdhoz kapcsolddo, Kozos
Eurdpai Referenciakeret szerinti, iraskészségekre vonatkozo deskriptorokat mutatnak be. Ezek ismerete
segithet a kétnyelvil szaktargyi miiveltség tudatosabb kialakitdsdban a torténelem tantargy angol nyelven
torténd oktatasaban az altalanos iskola 5—8. évfolyaman.

Kulcsszavak: CLIL, két- és tobbnyelvii szaktargyi miiveltség, KER-deskriptorok, szaktargyi

miiveltség

1. Bevezetés

A szaktargyi tartalom idegen nyelven torténd oktatasa egy régi-uj megkozelités az oktatasban,
mar az Okorban is hasznalatos volt (Mehisto et al., 2008). A CLIL (Content and Language
Integrated Learning, magyarul tartalom és nyelv integralasa) kifejezés 1994 o6ta hasznalatos erre
a modszertani megkozelitésre. A CLIL egy kettds fokuszii megkozelités; az idegen nyelven
tartott tandran a nyelv és a tartalom is hangstlyt kap. El6zményének tekinthetjiik példaul a
tartalomalapu nyelvoktatast (Bognar, 2005). A CLIL-el kapcsolatban megkiilonbdztethetjiik a
hard és soft CLIL-t: az els6 azt jelenti, hogy a szaktargyi 6raba integraljuk az idegen nyelvet,
mig a masodikban a nyelvoraba integraljuk a szaktargyi tartalmat. A CLIL-megkdzelités és az
idegennyelvi nyelvorak kozotti kiilonbségeket gyakran hangsulyozzak a CLIL eldnyeinek
felsorolasakor. Az idegen nyelven tartott szaktargyi 6ran az idegen nyelv olyan eszkoz, amelyet
a tanulok valos iskolai, tanulasi kornyezetben hasznalnak, mig a nyelvorakon az idegen nyelv
tanuldsa a cél, és a tanulok az idegen nyelvet tobbnyire elképzelt helyzetekben hasznaljak. A
nyelvorai nyelvhasznalat soran a hangsuly legtobbszor a nyelvtani pontossagon van, ezzel
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szemben az idegen nyelven tartott szaktargyi oran az idegen nyelvi kommunikacio
folyamatossaga kap nagyobb hangsulyt (EduCluster Finland, 2020).

Tanulméanyunkban attekintjilk a CLIL leggyakoribb hazai megvalosulasi formdjat, a két
tanitasi nyelvii oktatast, ennek szabalyozasat és a kapcsoldodo hazai kutatasokat. Ezutan a CLIL
megkdzelités egy ) komponensét, a szaktargyi miiveltséget mutatjuk be. A tanulmany {6 célja
két olyan, a szaktargyi miiveltséghez kapcsolodo eszkdz és dokumentum bemutatasa, amelyek
még kevéssé ismertek a hazai két tanitdsi nyelvii iskoldkban tanitd tandrok kozott. A
tantervelemzési eszkoz a CLIL NetLE COST Akcidhoz kapcsolddik, segitségével pontosabban
meghatarozhatok a szaktargyi miiveltség nyelvi elemei. Két tovabbi dokumentum
Osszehasonlitdsa alapjan pedig bemutatjuk a torténelem tantdrgy idegen nyelven torténd
tanitasahoz kapcsolodo, K6zos Eurdpai Referenciakeret szerinti deskriptorokat. Ezek ismerete
és tudatos hasznalata segithet a torténelem tantargy idegen nyelven valo oktatasaban.

2. A két tanitasi nyelvii oktatas Magyarorszagon

A CLIL mara erny6fogalomként hasznalatos, és szamos megjelenési formaja ismert (Mehisto et
al., 2008). Europaban a legelterjedtebb formaja a kétnyelvii oktatas (BE — bilingual education),
amelynek keretében a tanulok tobb (altalaban harom és hat kozotti) tantargyat idegen nyelven
tanulnak (Giille & Nikula, 2024). De a CLIL-spektrum részét képezik a projektek, az iskolai
cserék, az idegen nyelven tartott szakkorok, vagy a total immersion programok is (Mehisto et
al., 2008).

2.1 A hazai két tanitasi nyelvii oktatas

A hazai két tanitasi nyelvii iskolak kiilonb6z6 tipusairol Kapusi (2024) ad atfogd attekintést.
Felmérése szerint kdzépiskolai szinten 120 kdzépfokl oktatasi intézményben van lehetdség
tantargyak idegen nyelven torténd tanulasara, 0sszesen 11 idegen nyelvbdl lehet valasztani
(Kapusi, 2024). Az iskolak harom nagy csoportra oszthatok. Az elsé csoportba tartoznak az
1987-ben, feliilrdl jovo kezdeményezésre 1étrehozott két tanitasi nyelvii kozépiskolak, amelyben
a tanulok altalaban 3-6 tantargyat tanulnak idegen nyelven. A célnyelven tanitott tantargyakat a
két tanitasi nyelvii oktatast szabalyozo rendeletbdl valaszthatjak ki az iskolak, a rendelet
évfolyamokra lebontva tartalmazza a valaszthatd tantargyakat (20/2012. EMMI rendelet). A
tannyelvek ezekben az iskolakban az angol, francia, német, olasz, orosz, spanyol vagy a kinai.
Az iskolakban a 2020-as Nemzeti Alaptanterv alapjan zajlik az oktatds. A masodik csoportba a
nemzetiségi gimndziumok tartoznak, ezekben az iskoldkban a tantargyak 50%-at tanitjadk a
nemzetiségi nyelven, amely a kdvetkez6 nyelvek egyike lehet: horvat, német, roman, szerb vagy
szlovak. Ezekre a gimnaziumokra is a NAT alapelvei vonatkoznak. A harmadik csoportot a
nemzetkdzi tanrendit képzések alkotjak, ahol a tanuldok a tantargyak dontd tobbségét vagy a
targyak teljes egészét az adott idegen nyelven (angol, német, francia, vagy orosz) tanuljak, a
magyartol eltérd, nemzetkdzi tanrend vagy program szerint. Ezek az iskoldk nem hazai
fenntartasuak, és a gimnaziumok mellett altalanos iskolai programok is 1éteznek (Kapusi, 2024).

1989-ben, alulrdl jovo, sziildi kezdeményezésre indultak a hazai altalanos iskolai két
tanitasi nyelvii programok (Szabo, 2012). Az altalanos iskolai két tanitasi nyelvii tagozatokon a
didkok 80%-a angol-magyar két tanitasi nyelvii programra jar (Bakti, 2020). A két tanitasi
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nyelvii altalanos iskolakban az iskola az alabbi tantargyak koziil valaszthatja ki a célnyelven
tanitott tantargyakat:

1-2. évfolyam: ének-zene, vizualis kultura, testnevelés, technika és tervezés, etika
vagy hit-¢és erkolcstan,

3-4. évfolyam: ének-zene, vizualis kultura, testnevelés, kdrnyezetismeret, technika
és tervezés, digitalis kultara, etika vagy hit-€s erkdlcstan,

5-6. évfolyam: ének-zene, vizudlis kultira, testnevelés, természettudomany,
célnyelvi civilizdci6, matematika, technika é&s tervezés, digitalis kultara,
torténelem, etika vagy hit-és erkolcstan, drama és szinhaz

7-8. évfolyamon: ének-zene, vizualis kultura, testnevelés, technika és tervezés,
biologia, foldrajz, fizika, kémia, természettudomany, célnyelvi civilizacio,
matematika, digitalis kultara, torténelem, etika vagy hit-és erkdlcstan, allampolgari
ismeretek, drama és szinhaz (20/2012. EMMI rendelet).

A miniszteri rendelet szerint a két tanitasi nyelvii altalanos iskolai oktatas célja, hogy a hatodik
évfolyam végére a tanulok hatvan szazaléka elérje a KER szerinti A2-es szintet, a nyolcadik
évfolyam végére pedig a B1-es szintet.

2.2 Szabdlyozas, jogi keretek *

A hazai két tanitdsi nyelvil altalanos és kozépiskolai oktatast elsdsorban az emberi eréforrasok
minisztere 4/2013-as rendelete szabalyozza, ez tartalmazza tobbek kozott az egyes
évfolyamokon elérendd nyelvi szinteket, az idegen tannyelven oktathatd tantargyak listajat,
valamint a célnyelvre és a célnyelvi civilizaci6 tantargyra vonatkozo kerettanterveket.

A 401/2023. kormanyrendelet 2. mellékletének 25. pontja részletezi, hogy milyen nyelvi
végzettség vagy célnyelvi nyelvi szint sziikséges a két tanitasi nyelvi iskolakban oktatd tanarok
és tanitok szamara. A rendelet szerint azok a tanarok és tanitok, akik a célnyelven tanitjak a
tantargyukat, az alabbi képzettségek egyikével kell, hogy rendelkezzenek:

az iskolai nevelés-oktatas nyelvének tanitisara jogositd tanitd, tanar, nyelvtanar-
szakképzettség vagy az adott tantargy nem magyar nyelven torténd oktatasahoz
szilkséges nyelvi ismeretek alapképzésben, mesterképzésben, szakiranyu
tovabbképzésben torténd elsajatitasanak igazolasa vagy a Kozds Eurdpai
Referenciakeret szerinti legalabb C1 szintl (felséfoka) nyelvtudas igazoldsa az
adott idegen nyelvbol, Magyarorszagon elismert oklevél alapjan az adott
évfolyamon az adott tantargy tanitdsahoz eldirt, a tanitds nyelvének megfeleld
pedagdgus végzettség és szakképzettség”. (401/2023. kormanyrendelet 2.
mellékletének 25. pontja).

A torténelem tantargy szempontjabol kiilonosen fontosak az érettségire vonatkozo szabalyok,
mivel a magyar torténelmet magyar, az egyetemes torténelmet pedig a célnyelven tanuljak a
didkok a két tanitasi nyelvii iskolakban. A 100/1997. kormanyrendelet (az érettségirél) 53. és

3 A szerz6k koszonetiiket fejezik ki a makéi Szignum Kéttannyelvii Egyhazi Altalinos Iskola
vezetdségének a 2.2 alfejezet megirasdhoz nyujtott segitségiikért.
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54. paragrafusai tartalmazzak a két tanitasi nyelvii érettségire vonatkozo kiilon rendelkezéseket.
Ezek szerint az érettségi vizsgan a kotelezd idegen nyelvi vizsgatirgy a célnyelv, és a
célnyelven tanult érettségi vizsgatargyak koziil legaldbb kettdbdl, (a vizsgatargy minden
tételébdl) a célnyelven kell vizsgazni. Ez a torténelem tantargyra vonatkozoan azt jelenti, hogy
mind a magyar, mind az egyetemes torténelemre vonatkozé tételekbdl a célnyelven vizsgaznak
a diakok. A célnyelven foly6 irasbeli vizsga idejét, igy a torténelem tantargybol idegen nyelven
tett vizsga idejét is, 25%-kal meg kell novelni. A tanuldk a célnyelven folyo érettségi vizsgan
kétnyelvli szotart hasznalhatnak. Ezen feliil, ha a tanulok a torténelem vizsgatirgybol az
érettségit a célnyelven teszik le, a forrasszovegeket magyar nyelven is megkapjak.

Az érettségire vonatkoz6 szabdlyozas szerint a két tanitasi nyelvii kozépiskoldban
érettségizd tanulok érettségi bizonyitvanya abban az esetben mindsiil felséfoku (C1) komplex
tipusu, allamilag elismert nyelvvizsga-bizonyitvannyal egyenértékii okiratnak, ha emelt szintl
célnyelvi érettségi szobeli ¢és irasbeli vizsgarészeinek teljesitése sikeres (min. 60%-0S
eredmény) valamint masik két vizsgatargybol is sikeres érettségi vizsgat tesznek a didkok a
célnyelven.

2.3 Kutatasok a hazai két tanitasi nyelvii oktatassal kapcsolatban

A hazai két tanitasi nyelvii oktatassal kapcsolatos kutatasok kozéppontjaban az angol-magyar
két tanitasi nyelvii oktatés all, mivel az angol a legnépszeriibb tannyelv, az altaldnos iskolai két
tanitasi nyelvli programok kozel 80%-a, mig a kdzépiskolai programok 60%-a angol tannyelvii
(Bakti, 2020).

A CLIL nyelvi és kognitiv elényeit tobb kutatas is vizsgalta, az eredmények szerint az
angol-magyar két tanitasi nyelvii programokra jar6 gimnaziumi tanulok szokincse nagyobb
(Varkuti, 2010), és a nyelvi elonyok mellett a két tanitasi nyelvli programokban részt vevo
tanulok a programok kognitiv elényeit is megtapasztalhatjak (Santha-Malomsoki, 2024). A két
tanitasi nyelvii altalanos iskolakhoz kapcsolodo felmérések vizsgaltak a diakok nyelvtanulasrol
alkotott nézeteit a nyelvorai IKT-eszkozintegracio tiikrében (Santha-Malomsoki, 2020), illetve
az angol nyelvli kornyezet- és természetismeret tananyagokra vonatkozé tanari és tanuldi
véleményeket (Bakti & Szabd, 2016). Szintén az altalanos iskolai két tanitasi nyelvii iskolai
tananyagokhoz kapcsolddik a kornyezetismeret, természetismeret és foldrajz tantargyakhoz
kapcsolodo szaktargyi kommunikacios kompetencidkat bemutatd tanulmany (Bakti, 2023a). A
CLIL, a motivacié és az identitds kapcsolatat vizsgalja altalanos iskolas, angol-magyar két
tanitasi nyelvii tagozatra jar6 tanulok korében Bakti (2023b). A CLIL és a német nyelv
vonatkozasaban ad attekintést Sarvari (2024), mig a német tannyelvii foldrajzoktatashoz
kapcsolodo scaffolding példait mutatja be Karpati (2024). A kozépiskolai két tanitasi nyelvii
foldrajzoktatast vizsgalta Kapusi (Kapusi, 2024). Az olasz-magyar tannyelvii oktatasrol készitett
interjukutatast a tandrok korében Huszthy (2024), mig a szegedi francia-magyar két tanitasi
nyelvii oktatasban mérte fel az iskolavalasztas és a nyelvhasznalat kérdéseit Doro (2005).

2.4 Kihivasok a két tanitasi nyelvii altalanos iskolakban

A hazai két tanitasi nyelvii iskolakban szdmos problémaval szembesiilnek a tanitok €s a tanarok.
Ide tartozik a megfelel6 tankonyvek hianya (Bakti & Szabo, 2016), illetve a Sherwin altal
felsorolt altalanos problémak (Sherwin, 2022). Sherwin kérdéives kutatasaban 38, angol-magyar
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két tanitasi nyelvii altalanos iskolaban oktatd tanar és tanitd vett részt. A kérddiv kérdéseire
adott valaszok alapjan a két tanitdsi nyelvii dltaldnos iskolakban oktatok szerint a legnagyobb
probléma az id6: tébb iddbe és energiaba telik a felkésziilés a két tanitasi nyelvii programokban,
mivel nem mindig allnak rendelkezésre megfeleld tananyagok, tankdonyvek. A masodik
leggyakrabban emlitett kihivas a tananyagokhoz kapcsolodik. A tandrok szerint a tananyagok
(tankonyvek, munkafiizetek) csak korlatozottan allnak rendelkezésre, gyenge mindségiick, nem
kovetik a hazai tanmenetet, és nem a tanulok életkoranak megfeleléek. A harmadik
leggyakrabban meghatarozott nehézség a szaktdrgyat idegen nyelven oktaté tanarok
nyelvtudasa, kiilonos tekintettel a szakszokincsre. A negyedik megemlitett probléma a CLIL-
mobdszertanhoz kapcsolddik, mivel, a valaszok alapjan, a tandrok és tanitok nem mindig ismerik
a tartalom és nyelv integralasanak modszertanat, j6 gyakorlatait. A valaszadok megemlitették,
hogy sokszor nehéznek talaljak a nyelvi fejlesztés és a tantargyi tartalom atadasa kozotti
egyensuly megtalalasat. Az 6todik, a tanarok é€s tanitok altal emlitett kihivas a tanulok nyelvi
szintjéhez kapcsolodik, a viszonylag alacsony célnyelvi szint azt eredményezi, hogy a tanulok
nehezen értik meg a tananyagot az idegen nyelven, ezért a tanarok szamara nehezebb
megtanitani a tananyagot a 45 perces tanoran.

A jelenlegi szabalyozas szerint a hazai két tanitasi nyelvli altalanos iskoldkban a
tanuloknak a CLIL-nyelven az A2-es nyelvi szintet 6. osztalyra, a Bl-es nyelvi szintet 8.
osztalyra kell elérniiik. A korabban emlitett kihivasok koziil talan a leglényegesebb a tanulok
CLIL-nyelvi szintje, mely kiilondsen nagy kihivas elé allitja azokat a torténelmet vagy mas
szaktargyat idegen nyelven tanitd szaktanarokat, akiknek a szaktargyi tartalmat A2 vagy Bl
nyelvi szinten all6 tanuloknak kell megtanitaniuk (EMMI, 2013).

3. A torténelem tantirgy tanitisa idegen nyelven

A torténelem az egyik legnépszeriibb idegen nyelven tanitott tantargy a hazai két tanitasi nyelvii
altalanos és kozépiskoldkban. A torténelem tantargy idegen nyelven torténd tanulasa joval
talmutat a nyelv elsajatitasan, hiszen az idegen nyelv nem célként, hanem eszkdzként szolgal a
tartalom megértéséhez. Ugyanakkor természetesen a nyelvtanulds is parhuzamosan zajlik,
kiilonos tekintettel a torténelmi szakkifejezésekre. Az idegen nyelvii, a diakok szintjére adaptalt
torténelmi szovegek olvasasa és megértése fejleszti a diakok olvasasi és szovegértési készségét,
a tartalmak megértése és szobeli elemzése pedig azon tul, hogy gazdagitja szobeli
kifejezOkészségiiket, hozzajarul a logikai 6sszefliggések megértéséhez. Ezek a készségek mas
tantargyakra és a mindennapi élet kiilonbozo teriileteire is transzferalhatok, segitve a didkok
egyéni fejlodését is. A torténelem idegen nyelven torténd tanulasanak egyik legnagyobb elonye,
hogy segiti a mérlegeld gondolkodas és az idegen nyelvii vitakészség kialakulasat, amelyek a
21. szazadi oktatds fontos elemei. Otodik osztilyban ez tdrténhet példaul idSvonalak
eseményekkel vald parositasan keresztiil, illetve valaszok keresésével az alapveté ok-okozati
Osszefliggésekrol (a Miért? kérdésre adott valaszok segitségével). Hatodik osztalyban az 6todik
osztalyban alkalmazott technikédk mellett belép a forraselemzés, valamint a tanar altal feltett
kérdésekre adott csoportos, vagy egyéni valaszok Osszehasonlitasa. Hetedik osztalyban a
térténelmi eseményekrél, adott szempontok alapjan valo vitaknak van egyre nagyobb szerepe,
illetve a tanulok csoportos vagy egyéni feladatként okok és kdvetkezmények elemzését végzik.
Nyolcadik osztalyban beléphet az esszéiras torténelmi események értékelésére, tovabba a
szerepjatékok vagy szimulaciok. Ezek a feladatok arra 0sztonzik a didkokat, hogy komplexebb
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gondolkodasmoddot alakitsanak ki, és életkori sajatossagaiknak megfeleld szinten tanuljanak
meg arnyaltan érvelni és vitatkozni (Kormanyrendelet, 2020).

Lorenzo (2013) a torténelem tantdrgyhoz kapcsolédva szaktargyi mifajokra alapozott
tanmenetet, a tartalom és nyelv integralasanak lehetdségeit mutatja be szovegszinten a két
tanitdsi nyelvii oktatasban. Ennek megvaldsitasa sziikségessé teszi azt, hogy figyelmet
forditsunk a szaktargyi diskurzus szévegjellemzdire, tovabba azt is, hogy megértsiik, hogy az
egyes diskurzuskézosségek (pl. a torténészek vagy tdrténelemtanarok) hogyan épitik fel a
szovegeiket, vagy milyen felépitési szovegekkel dolgoznak. Lorenzo célja egy olyan
mifajtérkép létrehozasa, amely elGsegitheti a tobbnyelvii szaktargyi kommunikacios
kompetenciak fejlodését és fejlesztését a két tanitasi nyelvii oktatdsban. Lorenzo (2013) tobb
tantargyra is felvazol ilyen mifajtérképet, tovabba bemutat egy kétnyelvii, mifajalapu
torténelem-tanmenetet is.

Lackner (2012) a torténelem tantargy idegen nyelven torténd oktatasat a kognitiv
diskurzusfunkciok segitségével vizsgalta osztrak kdzépiskolai kornyezetben. Arra a kérdésre
kereste a valaszt, hogy milyen gyakran és milyen feladatokhoz kapcsolédva fordulnak elé a
kognitiv diskurzusfunkciok a torténelemoran, illetve hogy kapcsolodik-e hozzajuk explicit
nyelvi fejlesztés. Vizsgalataban 18 torténelemdra megfigyelésén keresztiil mind a tanuloi, mind
a tanari CLIL-nyelvi beszédprodukciot vizsgalta, kiilonos tekintettel a definidlashoz, a leirashoz,
a magyarazathoz és az osztalyozashoz kapcsolodo kognitiv diskurzusfunkciok eléfordulasanak
gyakorisagara.

Lackner (2012) eredményei szerint a definialashoz, leirashoz, magyarazathoz és
osztalyozashoz kapcsolodoé diskurzusfunkciok mind a tanari, mind a tanul6i nyelvhasznalatban
meglehetdsen ritkdk voltak a kozépiskolai torténelemordkon; egyik sem fordult eld két
alkalomnal tobbszor a vizsgalt tanorakon. A didkok nyelvhasznalatanak elemzése azt mutatta,
hogy a tanuldk szinte soha nem fejeztek ki onalléan a definidlashoz, magyarazathoz, leirashoz
és az osztalyozashoz kapcsolédd diskurzuselemeket. Tovabba a diakok altal hasznalt
diskurzusfunkciok elemzése azt is vilagossa tette, hogy a didkok a legtobb esetben nincsenek
tudatdban annak, hogy milyen elfogadott szokincs- és nyelvtani elemek sziikségesek a vizsgalt
négy kognitiv diskurzusfunkcié megvaldsitasahoz. Ezzel ellentétben a torténelemtanarok joval
gyakrabban valésitottak meg a négy elemzett diskurzusfunkciot, ami arra enged kovetkeztetni,
hogy a tanarok birtokdban vannak a diskurzusfunkciok megvalositasahoz sziikséges
proceduralis tudasnak. Az eredmények azt mutatjak, hogy Osszességében nem volt jellemz6 az
idegen nyelven tartott torténelemorakra a kognitiv diskurzusfunkcidkhoz kapcsolodo explicit
nyelvi fejlesztés (Lackner, 2012, pp. 103—104).

Hazai kontextusban vizsgalja az angol nyelvli torténelemtanitas lehetGségeit Torok
(2017), aki szintén hangsulyozza a CLIL kettds fokuszat: ,,igy a feladat kettds: torténelmi
ismereteket €s idegen nyelvet tanitunk egyszerre” (Torok, 2017). Azt is megjegyzi, hogy ennek
ellenére nincs kiilonbség az érettségi kovetelményekben az anyanyelven és az idegen nyelven
tanult tantargyak esetében, azonban az idegen nyelven érettségizOk az irasbeli vizsgarész
teljesitésére 25% tobbletidét kapnak (Torok, 2017). Torok kitér a nehezité tényezdre, vagyis a
torténelem tantargy idegen nyelven vald tanitdsanak kihivasaira is. Ide tartozik els6 sorban a
tanulasi segédeszkozok teljes hianya. A kiilfoldi kiadasu tankonyvek sem jelentenek feltétleniil
segitséget, mivel azokban a magyar torténelem nem jelenik meg, illetve az egyetemes
torténelem tagolasa sem koveti a magyar tanterv tagolasat. Tovabba a kiilfoldi kiadasu
tankonyvek lényegesen dragabbak, mint a hazai tankdnyvek, igy ezek a tanuldk szamara szinte
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megfizethetetlenek. Vannak olyan iskolak, ahol a tanarok belsé jegyzeteket, tananyagokat
dolgoztak ki, amelyeket megosztottak mas iskolak tanaraival is. Jo példa erre a History sorozat
(https://history.valnet.hu).

Torok a tantargyi terminologiaval kapcsolatos problémakat is megemliti. A magyar
kerettantervben megadott terminologia, elsajatitandd fogalmak egyértelmiiek, azonban idegen
nyelven ilyen egyértelmi lista nem létezik. Ennek az az oka, hogy a magyar tdrténelmi
fogalmaknak sincs minden esetben idegen nyelvi megfelel6je. Tovabbi problémat jelent az is,
hogy a két tanitdsi nyelvli programokban a tanulok a magyar torténelmet magyarul, az
egyetemes torténelmet idegen nyelven tanuljak, viszont a teljes érettségi vizsgat vagy magyar
vagy idegen nyelven kell letenniiik a tanuloknak. Torok azt a kovetkeztetést vonja le, hogy a
torténelem idegen nyelven vald tanitasa/tanulasa szamos elénnyel jar: a nyelvet a tanulok valodi
helyzetben és nem nyelvorai kdrnyezetben hasznaljak, és fejlédik az idegen nyelvi kritikus
szovegeértés, illetve a vizualis tartalom verbalis leirdsanak készsége is. Kiemeli még az idegen
nyelvii tovabbtanulas lehetdségét, tovabba azt, hogy a torténelem idegen nyelven valo oktatasa
»hozzajarulhatna az Onmagunkrol alkotott kép és a mdasok altal rolunk alkotott kép
kozelitéséhez” (Torok, 2017).

Illik (2022) gyakorlati példan, nevezetesen filmek bevonasan keresztiil mutatja be a CLIL
alkalmazasi lehet6ségét a torténelem oktatdsdban. A )V, mint vérbosszi” ciml film
elemzésének segitségével tekinti at a CLIL-ben is alkalmazott magasabb rendii gondolkodasi
miveletek hasznalatat.

4. Egy uj megkozelités a CLIL-hez kapcsolodé kutatasokban: a két-és tobbnyelvii
szaktargyi miiveltség

4.1 A szaktargyi miiveltség fogalma

A szaktargyi miveltség (disciplinary literacies, DL) a kozelmultban keriilt a CLIL-hez
kapcsolodo kutatdsok fokuszaba. Szaktargyi miiveltség alatt a szaktargyi tartalom és a
szaktargyi tartalom létrehozasanak ¢és kommunikalasanak modjai kozotti  kdlcsonos
Osszefiiggést, kapcsolodast értjiik (Nikula et al., 2024, p. 1). A szaktargyi miveltségnek 1étezik
tehat egy nagyon hangsulyos nyelvi aspektusa is, amely a szaktargyi tartalomhoz, a szaktargyi
tudas megszerzéséhez, az ehhez kapcsolodd kommunikaciohoz, illetve a szaktargyhoz
kapcsolodo tipikus gondolkodasmoddhoz, fogalomalkotashoz és kommunikacidhoz kapcsolodik.
Ez a nyelvi aspektus azt mutatja meg, hogy hogyan agyazddik be a kommunikacié a
szaktargyba (Nikula et al.,, 2024, p. 1). A szaktargyi miiveltség részletes angol nyelvii
definicidja €s a definicid magyar forditasa a fiiggelékben talalhato.

A szaktargyi miiveltségnek kiemelked6 szerepe van a tanulok iskolai sikerében, azonban
a szaktargyi miveltséghez kapcsoloddo kommunikaciés kompetenciakat a szaktargyak keretein
beliil nagyon ritkan fejlesztik explicit modon, legyen szo az anyanyelvrdl vagy a két tanitasi
nyelvii oktatasban az idegen- vagy CLIL-nyelvrol.
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4.2 A szaktargyi miiveltség egy tantermi megvalosulasi formdja: a kognitiv diskurzusfunkciok

Nikula és munkatarsai (Nikula et al., 2024) a szaktargyi miveltség definidlasa mellett
felsoroljak a szaktargyi miveltség tantervi megvalosulasi formadit is. Ide tartozik példaul a
tantargy szakszokincse, a szaktargyi mifajok, illetve a kognitiv diskurzusfunkciok. A kognitiv
diskurzusfunkciok azt mutatjak meg, hogy a tanulok hogyan ontik szavakba a szaktargyhoz
kapcsolodd tudasukat és kompetenciajukat. Dalton-Puffer (2013), és Dalton-Puffer és
munkatarsai (2018) szerint a kognitiv diskurzusfunkciok a kovetkezo két feltételen alapulnak:

a) a formalis oktatas keretein belill a vildgrol valod tudatos gondolkodds alapvetden
Osszefonodik a nyelvvel; azaz a vilaggal kapcsolatos 0j jelentések és ismeretek a nyelven
keresztiil jutnak el a tanuldkhoz,

b) a tanulok elsdsorban a nyelven keresztiil tudjak megosztani masokkal a vilagrol
alkotott képiiket és ismereteiket (Dalton-Puffer et al., 2018, p. 8). Mas szavakkal: a tanarok ¢és
diakok osztalytermi nyelvhasznalatat, a tanulok irdsbeli munkéjat, a tankonyveket é&s
vizsgakérdéseket alapvetden a tantervi célok elérésébdl fakado sziikségletek hatarozzak meg. A
mai tantervek ezeket a célokat a tanulasi eredményekhez kapcsolodd performativ igék
formajaban fogalmazzak meg.

Dalton-Puffer (2013) hét kognitiv diskurzusfunkciét hataroz meg iskolai kornyezetben,
amelyek a kovetkezOk: osztalyozas, definidléds, leirds, értékelés, magyarazat, felfedezés és
bemutatas. Bloom taxonémiajaval ellentétben, ezek kozott a diskurzusfunkciok kodzott nincs
hierarchikus viszony. Az alabbi, 1. tablazatban 6sszefoglaljuk a kognitiv diskurzusfunkcidkhoz
kapcsolodd kommunikacids szandékokat és performativ igéket.

1. tablazat: Kognitiv diskurzusfunkciok a hozzajuk tartozé kommunikacios szandék definidlasaval
és a kapcsolodo igékkel (Dalton-Puffer et al., 2018, p. 9)

ez . Kognitiv
Kommunikacios szandék diskurz%lsfunkci() Kapcesolodo igék

Elmondom, hogyan tudjuk Osztalyozas Osztalyoz, 6sszehasonit,

felosztani a vilagot bizonyos Osszekapcsol

szempontok alapjan

Elmondom, hogyan lehet Definialas Definial, jellemez

kiterjeszteni ezt a szaktargyi

fogalmat

Elmondom a részleteit annak, amit | Leiras Leir, azonosit, megnevez

latok

Elmondom, mi a véleményem Ertékelés Ertékel, igazol, érvel,

err6l a dologrol reflektal

Elmondom valaminek az okait Magyarazat Elmagyaraz, ok-okozati
kapcsolatot mutat be

Elmondok valamit, ami lehetséges | Felfedezés Felfedez, megbecsiil,
megjosol

Elmondok valamit, ami a Bemutatas Bemutat, elmond,

kozvetlen kontextuson kiviil esik, Osszefoglal

de ismerem
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5. Anyag és médszer

A jelen tanulmany célja kettds. Egyrészt a szdvegelemzés modszerével vizsgalja, hogy a
Nemzeti alaptantervben milyen, a torténelem szaktargyi miveltséghez kapcsolodo
kommunikaciés kompetencidk fordulnak elé. Masrészt tanulmanyunkban 0sszegy(jtottik a
torténelem tantargy idegen nyelven torténd tanitdsdban az irdskészséghez kapcsoloddo KER-
deskriptorokat a Lorenzo és munkatarsai (Lorenzo et al., 2024) és a Moe és munkatarsai (Moe
et al., 2015) altal sszeallitott jelentésekbol.

Az altalunk hasznalt kutatdsi eszkéz a CLIL NetLE COST Akcié* 2. és 3.
munkacsoportjai altal kifejlesztett tantervelemzési modszertan (Ting et al., 2024), amely
Dalton-Puffer (2013) kognitiv diskurzusfunkciéin (Cognitive Discourse Functions, CDF)
alapul. Ting és munkatarsai egy atfogd felmérést végeztek, melynek célja a szaktargyi
miveltséghez kapcsolédd tantervi elvarosok feltérképezése volt. Nyolc orszag (Albania,
Ausztria, Finnorszag, Olaszorszag, Litvania, Lengyelorszag, Spanyolorszag (Madrid) és
Hollandia) torténelem, matematika, természettudomany, anyanyelv és az angol mint idegen
nyelv tantervei keriiltek elemzésre. Az elemzés soran a kdvetkezd kategoridkat hasznaltak: 1)
kognitiv diskurzusfunkcidk, 2) szaktargyi miifajok, szovegtipusok, 3) egyéb produktiv
nyelvhasznalat, 4) digitalis miiveltség, 5) vizualis miveltség, 6) tantargyhoz kapcsolodo realiak,
7) egyéb.

Vizsgalatunk sordn szovegelemzést végeztink a Nemzeti alaptanterv torténelem
tantargyra vonatkozd fejezetében (2020). A szdvegelemzés soran egyrészt a szaktargyi
miveltséghez kapcsolodd kommunikacidos kompetencidkra vald explicit hivatkozasokat,
masrészt a kognitiv diskurzusfunkciokhoz kapcsolodo igéket kerestiink. Példaként az alabbi,
NAT-bol vett részletben kiemeltiik a kognitiv diskurzusfunkciokhoz kapcsolodo igéket:

1. képes ismereteket szerezni személyes beszélgetésekbOl, targyak, épiiletek
megfigyelésébdl, olvasott és hallott, valamint a kiilonbdz6 médiumok altal felkinalt
szoveges és képi anyagokbol,

2. kiemel lényeges informaciokat (kulcsszavakat, tételmondatokat) elbeszeld
vagy leiro, illetve rovidebb magyarazo irott és hallott szovegekbdl és az ezek
alapjan megfogalmazott kérdésekre egyszerii valaszokat adni (NAT 2020: 348)

Lorenzo és munkatarsai (2024) és Moe ¢és munkatarsai (2015) jelentéseik bevezetdjében
hangstlyozzak, hogy a torténelem szaktirgy nyelvezetében gyakran fordulnak el féneves
szerkezetek, ok-okozati kapcsolatok, leird és értékeld melléknevek és feltételes szerkezetek.
Moe és munkatarsai (2015) azért allitottak 6ssze a torténelem és a matematika tantargyakhoz az
A2, Bl1, és B2 szintli deskriptorokat, hogy segitsék a bevandorld és az olyan kisebbségekhez
tartozo tanulok iskolai beilleszkedését, akik nem beszélik az iskolai oktatasban hasznalt nyelvet.
Lorenzo és munkatarsai (2024) B1 és B2 nyelvi szintekhez allitottak &ssze deskriptorokat,
amelyeket kognitiv diskurzusfunkciok szerinti csoportositasban kézdlnek. Osszefoglaldjukban a
deskriptorokat a kdvetkezé szempontokkal egyiitt mutatjak be: kognitiv diskurzusfunkciok,

4 A CLIL NetLE COST Akciérol bévebb informacié taldlhaté a kovetketd tanulmanyban: Hiittner, Julia
és Bakti Maria: A CLIL és a szaktargyi miiveltség 0sszekapcsolasa: A CLIL Network for Languages in
Education: Towards bi- and multilingual disciplinary literacies (CLIL NetLE) COST Akcié bemutatasa
(Hiittner & Bakti, 2024)
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KER-deskriptorok, tanulasi helyzet, példak (meglévé korpuszokbol). Lorenzo et al. (2024) az
iraskészséghez kapcsolodd Bl és B2 szinti deskriptorokat gylijti Ossze, mig Moe és
munkatéarsai (2015) mind a négy készségre (irds, olvasas, beszéd, hallas utdni megértés)
ismertetik a nyelvi deskriptorokat. Moe és munkatarsai munkajabol is csak az A2 szinti,
iraskészséghez kapcsolddd deskriptorokat mutatjuk be, és ezeket is probaltuk a kognitiv
diskurzusfunkciok alapjan besorolni. Véleményiink szerint a torténelem tantargy idegen nyelven
torténé oktatasahoz tartozd KER-deskriptorok ismerete eldsegitheti a tantargyakon atnyuld
egylittmiikodést a szaktargyat oktatd tandrok és a nyelvtanarok kézott.

6. Eredmények

6.1 A tortéenelem szaktargyi miiveltséghez kapcsolodo kommunikdcios kompetenciak explicit
megjelenése a NAT torténelem tantargyra vonatkozo, Alapelvek, célok, specifikus jellemzok
cimii alfejezetében

A NAT torténelem tantargyra vonatkozd, Alapelvek, célok, specifikus jellemzok cimii
alfejezetében szamos explicit utalds talalhatd a szaktargyi miiveltséghez kapcsolddo
kommunikacids kompetenciakra. Altalanos elvaras minden évfolyam szamara, hogy a tanulok
képesek legyenek a torténelemrdl és a tarsadalmi kérdésekrdl vald arnyalt gondolkodasra és
kommunikaciéra. Az alfejezet kitér arra is, hogy a kiilonb6z6 vélemények sziikségszerien
vitakat eredményeznek, azaz hangsulyos a torténelem tantargyban a vita, a vitakészség. Emellett
emlitésre keriil az is, hogy a tanulék képesek legyenek arnyalt, megalapozott
véleményalkotasra.

A fels6 tagozaton a tantargyhoz kapcsolodo specifikus jellemzoket kiilon targyaljak az
5-6. és a 7-8. évfolyamokra. Az 5—6. évfolyamon jellemz0 az élethelyzetek, szokasok képszeri
bemutatasa, a torténetek elmesélése, azaz a torténettanitason alapuld torténelemtanitas, mig a
7-8. évfolyamokon a formalodo absztrakt gondolkodas az ok-okozati Osszefiiggések jobb
megértését is lehetdvé teszi.

Az 5—8. évfolyamokon a NAT szerint a torténetmesélés, a képszeriiség és a tevékenység-
kozponti megkozelités a témak kivalasztdsanak vezérelve, tovabba a torténetmesélésen
keresztiil fejlédik a tanulok elbeszéloképessége, narrativ kompetenciaja. A tartalmi és értelmezd
kulcsfogalmak hasznalata segiti a tanuldkat az 6sszefiiggések feltarasaban €s megismerésében.

Osszegezve tehat, a tantargyi jellemzoknél a kovetkezd kommunikacios kompetenciakra
talalunk explicit utalast:

1. kulcsfogalmak hasznélata,

. Osszefiliggések feltarasa / ok-okozati 0sszefiiggések megértése,

. torténelemrol és tarsadalmi kérdésekrol valdo kommunikacio,

. torténetmesélés — elbeszeéloképesség fejlodése,

. torténettanitas [torténetek elmesélése, ¢lethelyzetek, szokasok bemutatasa],
. vélemény alkotasa,

. vitak.

~N o Ok N
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6.2 A kognitiv diskurzusfunkciokhoz kapcsolodo igék megjelenése a Tanulasi eredmények
alfejezetben

A tanulasi eredmények alfejezet a kovetkezd részekbdl all: Altalanos kovetelmények,
Torténelmi ismeretek, Ismeretszerzés és forrashasznalat, Tajékozodas térben és idében,
Szaktargyi kommunikécio, Torténelmi gondolkodas.

A kognitiv diskurzusfunkciokhoz kapcsolodo igék az Ismeretszerzés és forrashasznalat
szekcidban a kovetkezok:

folyamatot, jelenséget sajat szavaival le tud irni, forraskritikat végez, ismereteket
szerez, kiemel lényeges informdciokat, kovetkeztetéseket von le, kiilonbséget tesz
forrasok kozott, Osszevet informdaciot ismereteivel, parhuzamot tud vonni,
torténelmi informdciokat értelmez és rendszerez, torténelmi informdciokat gyuijt
kiilonbozé médiumokbol, velemenyt tud alkotni.

A Tanulasi eredmények alfejezeten beliil az egyik legrelevansabb pont a Szaktargyi
kommunikacié cimii szakasz. Az ehhez kapcsolédd részben a kovetkezéd performativ igék
fordulnak el6:

a tanulo torténeteket tud elmondani, dllitasait alatamasztja, dramatikusan,
szerepjaték formajaban meg tud jeleniteni torténelmi eseményeket, jelenségeket,
személyiségeket, kiseloadadst és digitalis prezentdciot allit ossze és mutat be,
meghallgatja és megérti masok véleményét, onallo kérdéseket tud megfogalmazni,
rovid fogalmazasokat tud késziteni, révid tartalmi 6sszefoglalot tud késziteni, sajat
szavaival dssze tud foglalni szovegeket, sajdt véleményt tud megfogalmazni,
szakszertien haszndlja az értelmezé és tartalmi kulcsfogalmakat, targyilagos
véleményt tud megfogalmazni, torténelmi személyeket tud bemutatni, tud egyszerii
vizualis rendezdket késziteni.

Osszegezve, az 4ltalanos iskola 5—8. évfolyamain a NAT torténelem tantirgyhoz kapcsolodd
fejezetében a kovetkezo, kognitiv diskurzusfunkcidkhoz kapcsolodo igéket azonositottuk be:
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2. tablazat: Kognitiv diskurzusfunkciokhoz kapcsoldédéd performativ igék. NAT, torténelem tantargy, 5—S8.

évfolyamok
Kognitiv Kapcsolodé igék
diskurzusfunkciok
Osztalyozas felismeri a kiilonbségeket a kiilonb6z6 forrasok kozott
parhuzamot von
idérendbe allit
Osszehasonlit
rendszerez
Definiélés szakszerlien haszndlja a kulcsfogalmakat
Leiras felidéz
bemutat
Ertékelés 6nallo véleményt alkot

érvekkel tamaszt ala

érveket hoz fel mellette vagy ellene

példakat hoz

értékel

kérdéseket fogalmaz meg

viszonyok, folyamatok értelmezése
Magyarazat Osszefiiggések feltarasa

megmagyardz (kapcsolatot)

okok és kovetkezmények megkiilonboztetése
kovetkeztetéseket von le

Felfedezés feltételezést fogalmaz meg
Bemutatas felidéz

bemutat

eléad

biztonsaggal hasznalja az id6 bemutatasara szolgalo kifejezéseket
Osszefoglal hosszabb leird vagy narrativ szovegeket

rovid fogalmazast készit

szerepjaték formajaban megjelenit

6.3 A torténelem tantdrgy idegen nyelven torténd oktatasdhoz kapcesolodo KER-deskriptorok A2
és Bl szinten

A kognitiv  diskurzusfunkciokhoz  kapcsolédd  performativ  igék  segithetnek a
torténelemtanaroknak, akar a tanulok anyanyelvén, akar idegen nyelven tanitjdk a
szaktargyukat, hiszen transzparensen mutatjak meg a szaktargyi miiveltség nyelvi aspektusait. A
kognitiv diskurzusfunkciokhoz kapcsolodo igék azt jelzik, hogy mit kell tudniuk megvalositani
a fels6 tagozatos tanuloknak, a nyelvi szinthez kapcsolddd Kozos Eurdpai Keretrendszer szerinti
szintleirasok pedig segitenek abban, hogy lassuk, hogyan lehet ezt megvaldsitani, mit varhatunk
el a tanuloktol.

Az alabbiakban Lorenzo és munkatarsai (2024) valamint Moe és munkatarsai (2015)
eredményei alapjan foglaljuk Ossze a torténelem idegen nyelven torténd oktatasdhoz kapcsolodo
A2 és Bl-es szintl, iraskészségre vonatkozo KER-deskriptorokat, tovabba bemutatunk néhanyat
a forrasokban megadott példak koziil.
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Az osztalyozas kognitiv diskurzusfunkciohoz tartoz6 A2 szintli leiras szerint a tanulok a
torténelem tantargyhoz kapcsoldddan tudnak egyszerii leird nyelvi elemeket hasznalni arra,
hogy targyakat vagy lehetOségeket hasonlitsanak Ossze, vagy leirjak azokat, illetve egyszerii
informaciokat tablazat, abra vagy diagram formajaban is meg tudnak jeleniteni. B1 szinten a
tanulok egyszert kategdridkat tudnak azonositani, €s kiillonbozé torténelmi jelenségek (tények,
targyak, tarsadalmi szereplok, idészakok, folyamatok) kdzott hasonlosagokat és kiilonbségeket
tudnak meghatérozni. Valaszolni tudnak példaul a kovetkezé kérdésre: Allitsd megjelenésiik
sorrendjébe az eléember tipusait, majd késd 6ssze oket a tulajdonsdagaikkal!

A definialas kognitiv diskurzusfunkcidohoz kapcsolodd A2 szintli leiras szerint a tanulok
rovid és egyszerii modon tudjak reprodukalni térténelmi fogalmak definicidit. A B1 szintii leiras
lényegében azonos az A2 szintlivel: A tanulok egyszer(i definiciokat tudnak alkotni tdrténelmi
jelenségekrol (tények, targyak, tarsadalmi szereplok, idészakok, folyamatok). B1 szintli példa
lehet a kovetkezd instrukcio: Definidld, mi az onellatas!

A leiras kognitiv diskurzusfunkciéhoz kapcsoloddo A2 szintli leiras szerint a tanulok
események és tevékenységek nagyon rovid, alapvet6 leirasara képesek, mig B1 szinten a diakok
azonositani tudjak a konkrét torténelmi jelenségeket (tények, targyak, tarsadalmi szereplok,
idészakok, folyamatok) képek és abrak segitségével vagy anélkiil, illetve egyszertien leirjak a
jellemzodiket. B1 szintli feladat példaul: A Kolumbusz eldtti civilizaciok néhdany szokdsanak
leirdsa.

Az értékelés kognitiv diskurzusfunkciohoz kapcsolddd A2 szintii leiras szerint a tanulok
meg tudjak allapitani egyszerli mondatokban, hogy valami jo vagy rossz, pozitiv vagy negativ,
illetve egyszerti modon ki tudjak fejezni, hogy mit gondolnak valamirél, tovabba azt is, hogy
valami mellett vagy ellen foglalnak allast. B1 szinten a tanulok meg tudjak fogalmazni a
véleményiiket, vagy allast tudnak foglalni bizonyos torténelmi jelenségekkel (tények, targyak,
tarsadalmi szereplok, iddszakok, folyamatok) kapcsolatban. Ekdzben egyszerli és vilagos
moédon tudjak elmondani érveiket, vagy példakat hoznak. B1 szintli feladat lehet példaul a
kovetkez6: Mit jelentett az iras megjelenése a tarsadalmak fejlédése szempontjabol?

A magyardzat kognitiv diskurzusfunkcidohoz tartozdé A2 szinthi leiras szerint a tanulok
egyszerii moédon el tudjak magyarazni, hogy hogyan kell valamit csindlni, vagy mit csinaltak.
Ezen feliil rovid szoveget tudnak alkotni egy egyszerii minta masolasaval. B1 szinten a tanulok
el tudjak magyarazni az alapveto torténelmi jelenségeket (tények, targyak, tarsadalmi szereplok,
idészakok, folyamatok), ok-okozati kapcsolatokat tarnak fel vilagos moddon. Bl szintil
instrukci6 lehet példaul: Miért dontott ugy Kolumbusz, hogy nyugat felé hajozik?

A felfedezés kognitiv diskurzusfunkcidhoz kapcsolddd B1 szintii leiras szerint a tanuldk a
torténelmi jelenségekkel (tények, targyak, tarsadalmi szereplok, idészakok, folyamatok)
kapcsolatban hipotéziseket tudnak alkotni, konkrét informaciok vagy bizonyitékok alapjan,
példaul valaszként az alabbi instrukciora: Milyen nehézségekkel keriilnél szembe, ha Izabella
kiralynd tabornoka lennél, és Granada bevételét terveznéd?

A bemutatads kognitiv diskurzusfunkciohoz kapcsolodd A2 szintii leiras szerint a tanulok
a témahoz kapcsolodo rovid allitdsokat tudnak megfogalmazni, illetve egy rovid szdveg
kulcsszavait vagy rovid mondatait ki tudjak valasztani és reprodukalni tudjak. B1 szinten pedig
a tanulok mar képesek az események révid bemutatasara, tobb forras alapjan, a forrasokban
hasznalt szavakkal. Ossze tudjdk foglalni az eseményeket a hely és a résztvevék
megnevezeésével, 0ssze tudjak kapcsolni az eseményeket idorendi sorrendben. B1 szintii példa



Bakti — Orosz-Martins: A torténelem tantargyakhoz kapcsolodd kétnyelvi tantargyi miiveltség

lehet: Mutasd be az okori Egyiptom vallasdat és temetkezési szokdsait, annyi részlettel,
amennyivel csak tudod!

Az A2 és Bl-szintli, torténelem tantargyhoz kapcsolodd kognitiv diskurzusfunkcio-
szerinti KER-deskriptorok bemutatasa a kdvetkezokben Osszegezhetd. A nyelvi szintek kozotti
kiilonbség a legtobb esetben jol lathato: az A2 szint jellemzden az egyszerl leird nyelvi elemek
és egyszerti mondatok hasznalatat varja el a tanuloktol. Kiilonosen hangsulyos a kiilonbség a z
értékelés, magyarazat, és bemutatds kognitiv diskurzusfunkciok esetében, ahol a B1-szintii
deskriptorok 1ényegesen komplexebb elvardsokat tdmasztanak a tanulok felé.

7. Osszegzés

Tanulmanyunkban bemutattuk a szaktargyi miiveltséghez kapcsolodd kommunikacios
kompetencidk fogalmat és az elemzésiikben hasznalt kognitiv diskurzusfunkciokat. A kognitiv
diskurzusfunkciok segitségével végeztik el a NAT 5-8. évfolyam, torténelem tantargyra
vonatkozé fejezetének elemzését. Tovabba Osszefoglaltuk a torténelem tantargy idegen nyelven
val6 oktatasara meghatarozott, A2 és B1 nyelvi szintekhez kapcsoloddo KER-deskriptorokat az
iraskészségre két angol nyelvil jelentés alapjan (Lorenzo et al., 2024, Moe at al., 2015). Az
elemzésbol is lathaté, hogy a nyelvi szintek kozotti kiillonbségek nem minden esetben
hatarolhatok el pontosan.

Az elemzés eredményei tobb moddon is hasznosithatok. A szaktargyhoz kapcsolddd
anyanyelvi kommunikacidés kompetenciak tudatositdsa fontos lehet az anyanyelven tanitd
szaktanarok szamara, mivel a célzott fejlesztés hozzajarulhat a tanuldk jobb szaktargyi
teljesitményéhez. Masodsorban a torténelem idegen nyelven torténd tanitisara is a NAT-ban
megfogalmazott alapelvek, célok és tanulasi eredmények vonatkoznak, azonban a két tanitasi
nyelvli programokban tanulok CLIL-nyelvi szintje A2—B1 szintli. Ez azt jelenti, hogy a két
tanitasi nyelvii programokban tanuloknak alacsonyabb nyelvi szinten kell elsajatitaniuk
ugyanazt a tananyagot, amelyet a hagyomanyos programokba jaro didkok az anyanyelviikkon
tesznek meg. Ebben segithet a kognitiv diskurzusfunkcio-kézponti CLIL-nyelvi fejlesztés, akar
az idegen nyelvi orakon, akar a célnyelven tartott torténelemorakon. Ehhez kapcsolodva
er6sodhet az egyiittmiikddés a szaktargyukat idegen nyelven oktatd tanarok €s a nyelvtanarok
kozott. Ezen felil az eredmények kiindulasi pontként szolgalhatnak a tanarképzésben, a
tanitoképzésben, illetve a képzésfejlesztésben és a tananyagfejlesztésben is.
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Fiiggelék: A szaktargyi miiveltség részletes angol nyelvii definiciéja és a definici6 magyar
forditasa (Nikula et al., 2024)

“We see disciplinary literacy both as a goal and a dynamic process. It involves
deep reciprocal relationship between disciplinary content and ways of constructing
knowledge and communicating it.

Disciplinary literacy starts from knowledge building; it is about learning the typical
ways of thinking, meaning-making and communicating in different disciplinary
areas inside and outside the of school contexts.

Disciplinary literacy is thus not only about language nor about the technical skills
in reading and writing but about how these and other modes of communicating are
embedded in the fabric of the discipline.

This is why content and language are inseparable.

The relationship between disciplines and disciplinary literacy in school is not
straightforward, nor is it a matter of turning learners into disciplinary experts.
Classrooms are rather spaces for learners to enact ,,doing”, ,,being” and ,,thinking”
in ways that are relevant in different subjects, in age-appropriate ways.

DL has the following key dimensions: multisemiotic dimension, bi-, multi- and
translingual dimension, critical dimension, functional dimension and technological
dimension” (Nikula et al. 2024, p. 8).

A szaktargyi miiveltséget egyszerre tekintjiik célnak és dinamikus folyamatnak. Ez
magaban foglalja a szaktargyi tartalom ¢és a tudads megalkotdsanak ¢és
kozvetitésének modjai kozotti mély, kdlesdonds kapcesolatot.

A szaktargyi miveltség alapja a tudasépités; a kiilonboz6 szaktargyi teriiletek
gondolkoddsmodjanak, a szaktargyi teriiletekhez kapcsolodo jelentésalkotds és a
kommunikacié tipikus modjainak elsajatitasat jelenti iskolai kontextuson beliil és
kivill. A szaktargyi miveltség tehat nem csupan a nyelvrdl, és nem az olvasés és
irds technikai készségeir6l szol, hanem arrol, hogy a fentiek, illetve mas
kommunikaciés modok hogyan épiilnek be a szaktargy szovetébe.

Ezért a tartalom és a nyelv elvalaszthatatlanok egymastol.


https://www.clilnetle.eu/resources-and-outputs
https://ujkor.hu/content/tortenelem-angol-nyelven
https://ujkor.hu/content/tortenelem-angol-nyelven

Bakti — Orosz-Martins: A torténelem tantargyakhoz kapcsolodd kétnyelvi tantargyi miiveltség

A szaktargyak és a szaktargyi miiveltség kozotti kapcsolat az iskolaban sokszor
nem egyértelmil, és nem azt jelenti, hogy a tanulokbdl szaktargyi szakértOket
neveljiink. Az osztalytermek inkdbb olyan terek, ahol a tanulok a kiilénb6zd
tantargyakhoz kapcsolédoéan, az életkornak megfeleld modon "csinaljak" a
szaktargyat, "vannak" és "gondolkodnak" a szaktargyrol.

A szaktargyi miveltség a kovetkez6 kulcsfontossagu dimenziokkal rendelkezik:
multiszemiotikus dimenzid, két-, tobb- és transzlingvalis dimenzid, kritikai
dimenzid, funkcionalis dimenzio, technoldégiai dimenzié (Nikula et al., 2024, p. 8, a
szerzOk forditasa).

English title and summary

Disciplinary literacies related to History — in the light of the Hungarian National Core
Curriculum and CEFR descriptors for grades 5 to 8 of Hungarian primary schools

There has been increasing research interest in disciplinary literacies lately, and the results indicate that
they play an essential role in school success. However, the language and communication elements of
disciplinary literacies are rarely developed explicitly. The aim of this paper is twofold. Firstly, we wish to
introduce the curriculum analysis tool developed by COST Action 21114 CLIL NetLE, and its use
through the example of the analysis of the Hungarian National Core Curriculum for History. Secondly,
we provide a Hungarian summary of two reports, which introduce CEFR descriptors for writing skills
teaching History through a foreign language in primary and secondary education. These may contribute to
the conscious and explicit development of bilingual disciplinary literacies in history for grades 5-8 of
primary schools in Hungary.
Keywords: bi- and multilingual disciplinary literacies, CEFR descriptors, CLIL, disciplinary literacy
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Az Edulingua folydirat 10 éve: Publikalasi tapasztalatok és
trendek valtozasai
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EduLingua folyoiratunk a tizedik évfolyaméhoz ért. Ugy gondoljuk, érdemes ennek a kerek
szamnak az apropdjan attekinteni, hogy mi vezetett a folyoirat inditasahoz, mik voltak a kezdeti
tudomanyos és gyakorlati céljaink, milyen tapasztalatokat gyQjtottiink alapitd szerkesztoként,
hogyan valtozott az egyik f6 mozgatotémankkal, a tanarképzéssel kapcsolatos magyar
oktataspolitika és hogyan alakultak at a publikécios trendek az elmult iddszakban.

1. El6zmények

A Szegedi Tudomanyegyetem Bolcsészettudomanyi Karanak Angoltanar-képz6 és Alkalmazott
Nyelvészeti Tanszékén mindig is kiemelten kezeltiik az eszmecseréket, az oktatasi,
oktatasszervezési €s kutatasi tapasztalataink megosztasat. A tanszék Osszetett profiljabol
adodoan egyszerre vettek és vesznek részt a kollégdk angolos hallgatok nyelvoktatasaban,
nyelvi vizsgaztatasdban, az angoltanarképzésben ¢és alkalmazott nyelvészeti kurzusok
kidolgozasaban és oktatasaban. Ezen kooperativ kornyezetben fogalmaztuk meg azt a célt 2013
elején, hogy kutatdcsoportként még lathatobb modon nyissunk a tapasztalatcsere iranyaba a kar
egyéb szakjai és az orszdg mas egyetemei felé. Harmunk mellett tovabbi két kolléga
bevonasaval megalapitottuk LoGoS (Languages, goals, strategies, magyarul Nyelvek, célok,
stratégiak) kutatocsoportunkat. A kezdeti kutatdsi beszamolokbol 2013 juniusara kari szintii
kerekasztalla boviilt az eseménynaptarunk a nyelvszakok helyzetérdl és a nyelvi képzésrdl a
SZTE Bolcsészkaran. Nagy nyelvszakként kiemelten fontosnak tartottuk a parbeszédet, a kozos
gondolkodast mas nyelvszakos kollégakkal, ezzel hianypotld forumot biztositva a kérdések és a
jo gyakorlatok megosztasara. 2013 novemberében modszertani workshop-ot tartottunk
tanarszakosoknak ,,Milyen a j6 nyelvtanar?” cimmel, mely azota visszatérd kutatdsi témankka is
fejlodott. Ez az esemény egyben elinditott egy workshop sorozatot, melynek keretében 2015
oktoberében értékelés, mérés ¢€s tananyagfejlesztés témaban tartottunk kiilsd szakember
bevonasaval forumot, majd 2016 majusdban a tanitdsi gyakorlatrol beszéltiink
mentortanarokkal, angoltanar és némettanar szakos hallgatokkal. A workshopok mellett
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strukturalt kerekasztalokat is szerveztiink 2014 januarjaban és 2015 februarjaban. A 2014 eleji
kerekasztal gazdag anyagat attekintve fogalmazodott meg benniink, hogy szeretnénk a kialakult
parbeszédeket és tapasztalatcseréket egybe szerkesztve, irasban is kiadni. Konferenciakotetek
helyett azonban egy szélesebb korben terjeszthetd, tudomanyosan megalapozott és a leendo
szerkesztOknek mar akkor meglévd nemzetkdzi egylittmiikodési, publikacios és lektoralasi
tapasztalatainak a kiaknazasat és tovabbfejlesztését lehetévé tevd folyoiratalapitas mellett
dontottiink.

Bar kezdetekben a kutatocsoport altal szervezett forumok {6 témai a nyelvoktatas és a
tanarképzés voltak, felismertiilk, hogy egy altalanosabb nyelvpedagdgiai és alkalmazott
nyelvészeti profilt érdemes kidolgoznunk és identitasként megfogalmaznunk. Emellett egy
olyan cimet kellett talalnunk, mely jol tiikrozi ezt az Osszetett feladatkort, ugyanakkor rovid és
nemzetkozi térben is jol hangzik. Igy talaltunk rd egy kutatocsoporti megbeszélésen az
oktatas/tanulas (education) és a nyelv (language, lingua) keresztmetszetében az EduLingua-ra.
Néhany honapon beliil kidolgoztuk a sablont, cimlapot, regisztraltuk és ISSN szammal lattuk el
a folyoiratot. Azbta is lektoralt folyoiratként szerepel az MTMT-ben, minden cikk DOI szdmot
kap és a SZTE konyvtaranak segitségével nemzetkdzi adatbazisokba is bekeriilnek a
tanulmanyok. Sajnalatos, hogy mig mi sok energiat szantunk arra, hogy mar meglévé hazai €s
nemzetkdzi folydiratok cimével €s profiljaval ne iitkdzziink, 2016-ban egy indonéz egyetem
megegyez6 cimmel és célokkal inditott Utjara sajat folydiratot. Az egyezés valosziniileg nem
véletlen, és minden bizonnyal a nemzetk6zi publikalési térben nem egyedi eset. Szerencsére az
ISSN és DOI azonositok lehetévé teszik a folyodiratunk egyértelmii beazonositasat.

A, Nyelvek-célok-stratégiak: fokuszban a nyelvszakok" cimmel meghirdetett
konferenciankon, 2014 elején a BA szintli nyelvi képzéseket, az angol, német és olasz BA ¢és
MA tanarképzés tapasztalatait, valamint az abban az idGszakban kialakitasra és éppen
bevezetésre keriild osztatlan tanarképzésre vonatkozd eldzetes informaciokat tekintettiik at.
Ennek az irott anyaga képezte a 2015/1-es szamunkat, mely 2016 januarjaban késziilt el. E szam
megjelenése utan néhany héttel tartottuk a ,,Nyelvek-célok-stratégiak: fokuszban az osztatlan
tanarképzés" cimli szakmai kerekasztalt. Célunk olyan férum biztositdsa volt, ahol a
tanarképzésben tapasztalt, a nyelvpolitikai, szervezési, tartalmi valtozasokat kovetd kollégak
eszmét cserélhettek és egylittmiikodési Gtleteket gyiijthettek. Addigra a harmadik félévében jart
az (4jra) osztatlan tanarképzési program, €s ezen tapasztalat nyoman mar fontos szervezési €s
tartalmi dilemmak meriiltek fel. Példaul mennyire tudjak az alapozé targyak a felzarkoztatast
betolteni? Milyen az 11j hallgat6i generaciok felkésziiltsége és motivacidja? Hogyan épithetd be
a tanarsagra valo felkészités a képzés elejétdl? Mennyire hasznalhatoak a BA/BSc és MA
képzési tapasztalatok? Az orak az alapképzéses orakkal egyiitt vagy kiilon legyenek? Hogyan
befolyasoljak a hallgatoi 1étszamok a képzés megvalositasat? Hogyan illeszthetok Ossze a
szakparok? Roppant érdekes visszatekinteni, hiszen ezek a kérdések ma is ugyanolyan
relevansak, mint 10 évvel ezel6tt.

2. A folyoirat szamok és témak tiikrében

Tiz év alatt Osszesen 55 cikk és 7 szemle/recenzio jelent meg, ebbdl 37 angol nyelven.
Kezdetben magyar vagy angol szamokat publikaltunk, késébb vegyes nyelviieket is, ezzel a
magyar szerzéinknek szabadsagot biztositva a publikalas nyelvének megvalasztasaban. Lentebb
részletesebben kitériink a publikalas foruméanak és nyelvének kérdésére. A szerzdink 9 hazai és
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10 kiilfoldi felsdoktatasi intézményt képviseltek, ezaltal is segitve az alkalmazott nyelvészeti
kutatdsok és relevans témak tagabb korének bemutatdsat. Szerzdink roman, cseh, angol,
mongol, torok, francia, finn, és spanyol intézményekhez kotddtek. Mig a folyoirat kivalo
publikalasi lehetoséget biztosit SZTE-s kollégak és doktoranduszok, doktorjeldltek szamara,
minden szamndl figyeltiink arra, hogy a helyi kollégdk és doktorandusz hallgatok mellett
legalabb fele aranyban kiilsds (a tanszékiinkhoz, intézetiinkhoz és a hozza szorosan kotddo
Angol alkalmazott nyelvészeti doktori programhoz nem kapcsolddd) szerzdink is legyenek.

2015-ben és 2017-ben két szamot jelentettiink meg, a t6bbi évben évi egyet. A 2018-as
szamunk tematikus szamként funkcionalt, ami még nemzetkdzibbé tette a folyodiratot. A
foszerkeszténk egy cseh és egy Japanban oktaté amerikai kolléga kozdsen szervezte és
elnokolte az ESSE (European Society of the Studies of English, magyarul Eurépai Anglisztikai
Tarsasag) ,,Current trends in teaching English as a foreign language” cimii szekcidjat Brnoban.
Az itt elhangzott 12 eldadas valogatott anyaga keriilt publikalasra a cseh kollégaval kozos
szerkesztésben a folyoiratban, mely munka fontos szakmai tapasztalatcserére és nemzetkozi
kitekintésre is lehet6séget adott. Ezzel parhuzamosan a szakért6i bizottsagunkat kibodvitettiik
hazai ¢és kiilfold kollégakkal, akik a kéziratok értékeldiként €s potencialis szerzok felkutatasaban
is komoly munkat végeztek.

Mar ha csak az els6 év témait vizsgaljuk meg, nagyon Osszetett képet kapunk. Eldzetes
céljainknak megfelelden kiillonds hangsulyt fektettiink a felsGoktatasi kontextusra. A tartalom
kiterjedt az angol és német nyelv oktatisara, valamint a kiejtés és intonacid szerepére a
nyelvelsajatitasban. A folydirat részletesen vizsgalta ezeket a teriileteket, beleértve a kiilonb6z6
nyelvtanitasi modszereket, a fonetika és fonologia szerepét, valamint a nyelvi készségek
fejlesztésének stratégiait. A hallgatdéi szempontok vizsgélata soran a motivacids tényezok
elemzése és a Bologna-rendszer hatasainak feltérképezése keriilt elétérbe. A Bologna-rendszer
hatasainak vizsgalata magaban foglalta a kreditrendszer, a mobilitasi lehetdségek ¢és a
nemzetkdzi Osszehasonlithatosag kérdéseit is. A kutatasok kiterjedtek a didkok tanulasi
szokasaira, preferenciaira és a nyelvtanulassal kapcsolatos attitidjeire is.

A nemzetkozi perspektivak bemutatisa mellett a folyodirat egyensulyt teremtett az
elméleti kutatasok és gyakorlati alkalmazasok kozott, mikozben aktualis nyelvoktatasi
modszereket és technikakat is ismertetett. Ez felolelte a legijabb nyelvtanitasi megkdzelitéseket,
mint példaul a kommunikativ nyelvoktatas, a feladatalapu tanulds és a tartalomalapti oktatés
részletes elemzését és értékelését. A magyar felsdoktatasi kontextus kiemelt figyelmet kapott,
beleértve a hazai nyelvoktatasi rendszer sajatossagainak és a magyar egyetemek, fOiskoldk
nyelvoktatasi gyakorlatainak elemzését. A folyodirat részletesen targyalta a magyar oktatasi
rendszer egyedi jellemzoit, a nyelvoktatas torténeti fejlodését az orszagban, valamint az akkori
kihivasokat €s lehetoségeket.

A nyelvszakos képzések strukturdja és a szaknyelvi oktatas kihivasai is ismertetésre
kertiltek. Ez magéaban foglalta a tanarképzés, a fordito- és tolmacsképzés, valamint a kiillonbozo
szakteriiletekhez kapcsolodo szaknyelvi kurzusok elemzését. A folydirat kitért a munkaerépiaci
igények ¢€s a felsdoktatasi nyelvoktatas dsszhangjanak kérdéseire is. A tanulmanyok reflektaltak
az aktualis trendekre és kihivasokra, mint példaul a digitélis technologiak szerepére, a tdvoktatas
és az online nyelvtanulas kérdéseire. Részletesen elemezték a szamitogéppel tamogatott
nyelvtanulds moddszereit, az online platformok hatékonysagat és a virtualis osztalytermek
lehetoségeit és korlatait. Ez évekkel megeldzte az akkor még nem lathatd, a Covid pandémia
miatti teljes korli tavoktatds okozta valtozasokat és dilemmakat. Az interdiszciplinaris
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megkdzelitések, az oktatdoi perspektivak és a nyelvpolitikai kérdések targyalasa tovabb
gazdagitotta a folyoirat tartalmat. Ez magdban foglalta a nyelvészet, a pszichologia, a
szociologia és a pedagogia teriileteinek integralasat a nyelvoktatds kutatdsdba. Az oktatoi
tapasztalatok és vélemények bemutatasa mellett a folyoirat kitért a nyelvpolitika nemzeti és
nemzetkozi szintli hatésaira is.

Ha a késébbi szdmokat vizsgaljuk meg, azt lathatjuk, hogy cikkeink a folydirat céljait
kovetve foként a nyelvtanulds, nyelvoktatds és alkalmazott nyelvészet teriileteire fokuszaltak,
kiilondsen az angol mint idegen nyelv tanitdsara és tanulasara. Tobb tanulmany foglalkozott a
tanarképzéssel, a tanarjeloltek nézeteivel, valamint azzal, hogyan latjak a hallgatok sajat
fejlodésiiket és szerepiiket a nyelvoktatasban. Gyakori téma volt a nyelvtanulasi stratégidk, az
0nallo tanuldas 0Osztonzése (pl. Duolingo hasznalata), valamint a tanuléi motivacio és
nyelvtanul6éi vagy nyelvtanari identitas vizsgalata. Szamos cikk elemezte a nyelvhasznalat
konkrét aspektusait, példaul a helyesirdsi szabalyok alkalmazasat, a kodvaltast, a szokincs
elsajatitasat vagy a retorikai szerkezeteket. A tobbnyelviiség és a nyelvi hatasok is visszatérd
témak, kiilondsen a gyermekek és fiatalok nyelvhasznalatdban. A technologia szerepe is
tanulasi formakat, valamint a digitalis eszk6zok hatasat a nyelvtanulasra. Emellett megjelentek
1j modszertani megkdzelitések, példaul a CLIL, az EMI vagy az idiodinamikus mérés.

A kutatasok foldrajzilag is valtozatosak, nemcsak magyar, hanem nemzetkozi
kontextusban is torténtek adatfelvételek, példaul francia, cseh, algériai vagy azsiai példakat
ismerhettiink meg. A doktori hallgatok, tanarjeldltek és egyetemi oktatok nézépontjai is kiemelt
figyelmet kaptak, kiilondsen a publikalas, értékelés és tanitasi gyakorlat témaiban.

Osszességében a folyoirat az elmult évtizedben széles korben vizsgalta a nyelvoktatas és
nyelvtanulas kérdéseit, kiilonds figyelmet forditva a tanuloi és tanari tapasztalatokra, a
tobbnyelviiségre, a technologia szerepére, valamint a nyelvi kompetencia kiilonb6z6
aspektusaira. Ekozben 6tvozte az elméleti megalapozottsagot a gyakorlati alkalmazhatosaggal,
és reflektalt a teriilet aktualis kihivasaira és jovobeli iranyaira.

3. Szerkesztoi feladatok és kihivasok

Kisebb, helyi folyodirat szerkesztdiként szamos feladattal és kihivassal szembesiiltiink az elmult
évek soran. A folydirat inditasakor néhany szkeptikus észrevételt is kaptunk arra vonatkozoéan,
hogy nehéz lesz relevans és mindségi tartalommal megtdlteni a szamokat. Valoban egyik {6
feladatunk a megfeleld mindségli és relevans tartalom biztositasa, amely magaban foglalja a
potencialis szerzokkel torténd elozetes levelezést, a beérkezd kéziratok eldzetes szerkesztoi
szlrését és alapos értékelését, a lektoralasi folyamat koordinalasat, valamint a szerzékkel és
birdlokkal valo folyamatos kommunikaciot. Ugyelniink kell a folyéirat fokuszanak és szakmai
szinvonalanak fenntartasara, a megjelenés iitemezésének betartdsara, mikozben igyeksziink uj,
izgalmas kutatasi eredményeket is bemutatni. Kiemelt feladatnak tekintjiik a kezdd kutatok
felkarolasat, kézirataik részletesebb értékelését, szerkesztéi megjegyzésekkel ellatasat, ami sok
esetben tobb koros atdolgozast jelent. Ezek olyan 1épések, melyek egy nagyobb folyoirat esetén
akar visszautasitast, akar kevésbé kidolgozott tanulmany megjelenését is eredményezhetik.
Sajnos e folyamat soran koriilbelill a kéziratok felét elveszitjiik, hiszen a mindséget €s kutatoi
fejlodést, mint 6 célokat mindig szem el6tt tartjuk.
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Kiilonos kihivast jelent az a tény, hogy teljesen tarsadalmi munkaban végezziik a
feladatokat, eréforrdsok és anyagi tamogatas nélkiil, egy kis 1étszamu, de lelkes szerkesztoi
csapattal, egyéb egyetemi oktatdi feladataink mellett. SzerkesztOként gyakran kell tobbféle
szerepkorben kell helytallnunk, a tartalmi dontéshozataltol egészen a technikai feladatok
ellatasaig. Emellett tovabbi kihivast jelent a folyoirat lathatdosdganak és olvasottsaganak
novelése egy egyre telitettebb tudomanyos publikacidos piacon. Mas hazai nyelvészeti €s
nyelvpedagogiai folyoiratokhoz hasonléan dilemmat jelent az OJS rendszerre torténd atallas és
a mindsitések javitdsa. A publikalasi trendek megvaltozasabol, a mesterséges intelligencia
hatasarol és a magyarorszagi publikalasi nyelvre és forumra vonatkozo altalanos kérdésekrdl a
kovetkezd fejezetben irunk.

4. A publikalasi trendek valtozasai

A publikalasi lehetdségek és szokasok komoly valtozason mentek keresztiil az utobbi 1-2
évtizedben, bar ez a valtozas egy hosszabb folyamat része (Zakaria & Aryadoust, 2024). A
korabban egyértelmiien elkiiloniilo folyoirat kategoridk, mint a nagy neves nemzetkozi kiadok
elofizetéses folydiratai (Q-s besorolassal), kisebb nemzetkozi kiadvanyok, orszagos folyoiratok
kiilonboz6 mindsitési kategoériakban (Magyarorszagon MTA listak szerint), egy sokkal
Osszetettebb képet mutatnak. Megjelent a nyilt hozzaférés (open access) értéke, melyet nagyobb
kiadok esetén komoly publikacios dij fejében kapnak meg a szerzék. Ezzel parhuzamosan
elozonlotték a publikacios teret a predator folyodiratok, melyek kevés vagy teljesen hianyzo
szakmai és szerkesztdi tobbletmunkat hozzdadva szinte barmit, nagyon gyorsan megjelentetnek,
komoly bevételre szert téve (Frandsen, 2022; Frandsen et al., 2024). Nem mindig konnyi
eligazodni abban, hogy kisebb, de komoly biralati folyamatot (kettds biralat, vak biralat)
hasznalo folyéiratok, mint amilyen az EduLingua is, milyen értéket képviselnek majd a szerzok
publikacios listajaban. Megjelent emellett az dnpublikalas (self publishing), mely kotetek és
konyvek kiadasat teszi lehetévé barki szamara, sokszor szintén kevesebb szakmai kontroll
mellett.

Mar a doktori képzés soran is elvaras, hogy a hallgatok kilfoldi, angol nyelvii
tanulmanyokat publikéljanak, lehetdleg lektoralt, mindsitett folydiratokban, mivel a publikalasi
kovetelmények, valamint az eldmenetel és mindsités mércéi ezt részesitik eldnyben. Ez
kreditekben, az oktatdi teljesitménymérési rendszerekben és palyazati anyagokban jelentds
pontkiilonbségeket eredményezhet, bar tudomanyteriiletenként és intézményenként szamottevod
kiilonbségeket latunk. Ennek tobbféle oka és hozadéka van. Az angol mint tudomanyos nyelv
térhoditasa természetesen egy évtizedekre visszanyuld nemzetkozi trend része. Lillis és
munkatarsai mar 2010-ben kimutattdk, hogy angol nyelvii nemzetkdzi cikkek mennyivel
magasabb idézettséget kapnak, mint egy helyi folyodiratban megjelent tanulmanyok (Lillis et al.,
2010). A szerzok kitérnek arra, hogy a tobb nyelven publikalé kutatok esetében komoly
fesziiltség lehet az ismeretépités (knowledge building) és ismeretértékelés (knowledge
measuring) kozott. Azaz, ha egy magyar szerz6 magyar kutatoknak, szakembereknek ir cikket,
azzal elérheti a helyi célk6zonségét, de az értékelési rendszerekben kevesebbet fog érni. Ma ez
még inkabb igaz, amikor keresémotorokon keresztiil keriilnek kivalasztasra az idézendé miivek,
sokszor anélkiil, hogy azokat a szerzo olvasta volna.

Az is igaz, hogy egy kisebb orszagban vagy tudomanyos kozegben mindig sziikebb a
potencialis olvasotabor és kisebb a citaciok esélye, mig az idézetek szama vagy a Hirsh index
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szintén teljesitménymérési mutatok. A nemzetkozi publikacids szintérben valo megjelenés
rdadasul nemcsak egyéni kutatdi érdek, hanem az egyetemek nemzetk6zi rangsoroldsanak egyik
fontos pillére. Az intézmények elvarjak a kiemelt értékkel bird publikaciokat és a nemzetkozi
publikacios torekvéseket kiemelten tamogatjak.

Ebbol addddan egyrészt egyre nehezebb megtolteni magyar nyelvii tartalommal egy
magyar folyodiratot, ha a szerzd munkaja tobbet ér akar egy hasonld volument kiadvanyban
angol nyelven. Tobb hazai nyelvészeti folyoirat (pl. Modern Nyelvoktatas, Porta Lingua) a
kozelmultban 4tallt az angol nyelvi cikkek befogadéasara is magyar szerzokt6l. Mi a kezdetektol
a szerzbinkre biztuk a nyelvvalasztast. Masrészt nemzetkozi téren egyre nagyobb a verseny a
mindségi folyodiratokba vald bekeriilésért, miutan dzsiai és mas feltdrekvo régiokbol ugyanazon
kevés helyekre palyaznak a szerzok. A nemzetkozi publikalasi domping minket szerkesztoként
kevésbé érintett, nem 6zonlenek szerencsére a kinai, indiai és mas szerzok, de latszik, hogy
inkabb kiilfoldon, angolul publikalnak a sajat kollégaink is.

Osszegezve, a disszeminacié angol nyelven a legtobb tudomanyteriilet esetében nagyobb
értékkel bir. Nemrég vita indult a magyar publikaciés nyelvrél az MTA-ban. Kontra (2025)
kimutatta, hogy mekkora kiilonbségek vannak az egyes tudomanyos osztalyok kozott a
nagydoktori disszertaciok angol-magyar nyelvi aranyaban. Felhivja a figyelmet nemcsak az
MTA-n beliili nyelvpolitikai szabdlyozas hidnyara, hanem az akadémia magyar nyelv
tamogatasanak torekvése és a valos helyzet kozotti disszonanciara is.

A publikdlds helyének és nyelvének dilemmaja mellett a publikéalas etikai kérdései és
szabalyozasa is kiemelt valtozasokon ment keresztiil, kiilonésen az utobbi 2-3 évben, a
mesterséges intelligencia-alapu alkalmazasok terjedésével (Butson et al., 2024; Foris, 2022;
Schlagwein & Willcocks, 2023). Mig korabban a plagium volt a f6 etikai kérdés, mara mar a
mesterséges intelligencidval tamogatott nagy nyelvi modellek (LLM) olyan mértékii valtozast
inditottak el a kutatdsok megtervezésében, kivitelezésében, az adatok elemzésében és a
tanulmanyok szovegezésében, hogy a szerzOség kérdése sokszor nehezen kovetheto.
Vilagszerte, igy Magyarorszagon is igyekeznek az egyetemek és a kiadok etikai szabalyokat
hozni arra vonatkozoan, hogy mi és hogyan megengedhetd, mennyire felismerhetd, bar mind a
szabalyok ¢és iranyelvek megszovegezése, mind azok gyakorlati értelmezése nehéz és
folyamatos feladat. Raadasul az tapasztalhat6, hogy ha sziiletnek is szabalyozasok, képtelenek
1épést tartani a napi gyakorlattal. Példaul az MTA tudomanyetikai kodexe 2010-ben jelent meg,
ezzel szemben az Eurdpai Tudomanyos Akadémiak Szovetsége (All European Academies,
ALLEA) 2023-ban frissitette a tudomanyos kutatas etikai szabalyait, mely mar az Ml-re is kitér
(ALLEA, 2023).

Mig szamos hasznat tapasztalhatjuk az MIl-alapu alkalmazasoknak a forditastol, a
forraskezeléstol, az otletelésen at a nyelvi és stilaris finomitasig, addig nagyon nehéz meghtizni
a hatart a rendszerek kiaknazasa és az etikatlan talhasznalat kozott. Kuteeva és Andresson
(2024) felhivjak a figyelmet arra, hogy az Ml-alapu rendszerekbdl hidnyzik tobbek kozott a
proaktivitas, a metakognicio, a helyi kontextus ismerete és a retorikai rugalmassag, melyet a
humén szerzdk tesznek hozza az anyagaik formaldsahoz. Sok tanulmény jelent meg az utdbbi
harom évben arrdl, hogy ChatGPT-vel vagy hasonld alkalmazassal létrehozott tudomanyos
szOveg mennyire hasonlit a human irdsokra. Ezek tobbnyire arra a konkltzidra jutottak, hogy jo
promptolassal lehetséges koherens, pontos szovegrészeket 1étrehozni, de azok fragmentaltak,.
¢lettelenek, kontextus nélkiiliek és tal altalanosak lesznek, kiilondsen, ha beldliik nagyobb
egységeket ollézunk 6ssze (Hill-Yardin et al., 2023) és gyakoriak a hibak, valamint a forrasok
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krealasa. A biraloknak és szerkesztOknek komoly feladatuk van abban, hogy egyértelmi
visszaélés esetén visszautasitsanak kéziratokat, és barmilyen kérdéses helyzetben felhivjak a
szerzok figyelmét a pontositasra vagy korrekciora.

Réadasul nemcsak egyéni szinten probléma a generativ MI tulzott hasznalata, hanem
Kuteeva és Andresson (2024) ramutattak arra is, hogy hamar elindultunk a tuddsépitésnek az
uniformizalodasa felé. Azaz mivel az MI mar meglévé szovegek alapjan tanul, foként
statisztikai Osszefiiggéseken keresztiil, ha ezek a szovegek tartalmilag sekélyesek és stilarisan
sokszor furcsadk, akkor ezek a hidnyossagok éplilnek be a keres6kbe vagy akar kiadott
tartalmakba is. Ennek kovetkeztében az MI modellek ezekre a mintakra épiilve finomodnak
tovabb, és az emberek egyre inkdbb ezt a felszinesebb irds- és gondolkodasformat és nyelvezetet
tanulhatjak meg. Azaz egyre nehezebb lesz szétvalasztani az 0sszefon6dd gépi és az emberi
szovegeket, szovegrészleteket.

5. Osszegzés

Osszegzésiil elmondhatjuk, hogy egy feladatokkal és tanuldssal teli tiz év all mogottiink
szerkesztOként. Az évek soran bemutatott témak nagy része olyan kérdéseket vizsgalt, melyek
ma is relevansak és sokszor egymasra épiiltek. A fent vazolt tudomanyos kutatasi
gyakorlatokban torténd valtozasok biztosan tovabbi fejlédést hoznak a folyodirat életében is,
melyre nyitott szemmel tekintiink. Végezetiil, szeretnénk ezt az alkalmat megragadni arra, hogy
itt is megkOszonjik szerzéinknek, szakmai tamogatoinknak és kiilondsen a lektorainknak a
sikeres kdzos munkat.
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