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1. GENERATIVE ARTIFICIAL 
INTELLIGENCE, A PHENOMENON 
OF TODAY

Generative artifi cial intelligence (Gen-
AI) is a  type of artifi cial intelligence 
(Bandi et al., 2023; Martineau, 2023) 
that can create new content (text, graph-
ics, music), analyse it, and also commu-
nicate with users through “natural hu-
man language”. Th anks to this, anyone 
can use it. Th e GenAI tools are intuitive 
and easy to use, and a  signifi cant part 
of these tools is available free of charge. 
Generative AI tools are trained on a large 
amount of human-generated data, so 
they also have a  large (not unlimited) 
knowledge base – in practice, this means 
that they can answer a  wide range of 
questions, but their answers are not al-
ways error-free, and errors (called halluci-
nations) can occur. GenAI can do much 
more, however – it can explain and adapt 
to the age of the user, for example, and it 

can be personalised and adapted to spe-
cifi c needs or gamifi ed.

Among the most popular genera-
tive AI tools are those that use so-called 
large language models (LLM) (European 
Commission, 2023; Microsoft, 2023) – 
such as ChatGPT, Gemini, Copilot, and 
others. Th ese are specifi cally trained on 
human-generated textual materials (data-
bases, websites, articles, books, etc.), but 
more recently also on materials created by 
the AI itself. Th e models are constantly 
being improved and becoming capable 
of, for example, advanced reasoning, in-
depth research, etc.

1.1 Opportunities and Risks 
of Using GenAI in School

In primary and secondary schools, 
generative AI can be used to create per-
sonalised learning materials and interac-
tive tasks that can be tailored to the age 
and individual needs of students. With 
the ability to analyse data on individu-
al student performance, AI can make it 
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easier for teachers to adapt the content 
and pace of instruction. Teachers can 
use these tools to prepare teaching ma-
terials, create tests, and automate routine 
tasks, saving time that can then be used 
for things such as guided discussions and 
supporting individual students.

Another benefi t of AI in schools is the 
automation of feedback and assessment of 
student work, allowing teachers to spend 
more time interacting directly with chil-
dren. Th is is because tools based on gen-
erative AI can quickly analyse and correct 
assignments, helping to identify weak-
nesses in pupils’ knowledge and then de-
sign exercises tailored to their needs on the 
basis of these. However, AI should only be 
considered as a support tool; the content it 
generates must be controlled or corrected 
by teachers (Galindo-Domínguez et al., 
2024).

In secondary schools, the use of gen-
erative AI is expanding to support more 
complex tasks and projects. Students can 
use it to write reports, create more complex 
texts, or even generate visual content, al-
lowing them to understand and apply the-
oretical knowledge in practice better. Such 
an approach also helps to develop creative 
thinking, as students are encouraged to 
experiment with new ideas and concepts, 
as AI can provide students with such ideas 
and thus inspire them. Research suggests 
that the use of generative tools, for exam-
ple in homework, contributes to greater 
student engagement and more eff ective 
learning (Kopecký et al., 2024).

Howe ver, integrating generative AI 
into education requires the establish-

ment not only of ethical standards, but 
also thoughtful pedagogical practices. 
When planning tasks and assignments, 
teachers should take into account that 
students may use AI; thus it is important 
to formulate assignments in such a way 
that the use of these tools either supports 
the learning objectives or clearly defi nes 
when and how their use is permissible. 
It is also necessary to think through the 
tasks so that they are truly function-
al and support student activities rather 
than replacing them (Kopecký, 2024). 
While these technologies can greatly en-
hance the eff ectiveness and personalisa-
tion of learning, it is essential that they 
are not seen as a replacement for the hu-
man teacher, but rather as a support for 
them. Th us, educators must be prepared 
to interpret and use AI outputs correctly 
while teaching students how to evalu-
ate information critically. Th e results of 
studies (Jauhiainen & Guerra, 2023; Vil-
lan & Santos, 2023; Chen & Hou, 2024) 
confi rm that appropriately used AI can 
contribute signifi cantly to the quality of 
the educational process while helping to 
reduce teachers’ workload.

Research conducted in the Czech en-
vironment (Kopecký et al., 2024) shows 
that generative AI tools are actually used 
by approximately half of Czech pupils 
(43.67% of primary school pupils and 
67.5% of secondary school pupils, espe-
cially ChatGPT – 53.99%). Various AI 
tools are used by pupils in both positive 
and ethical ways (e.g. for inspiration or 
self-study) and unethical ways – e.g. to 
generate entire homework assignments 
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(28.04%), to solve examples and equa-
tions (20.78%), and to cheat on tests 
(6.33%). At the same time, however, pu-
pils reported that only in a quarter of cas-
es is AI regularly used in their school.

Th e STEM agency conducted a  sur-
vey of 11–19-year-olds. Data was collected 
through an online questionnaire. Th e aim 
of the research was to fi nd out about Gen-
eration Z’s learning habits, preferences, 
and use of AI tools in education. Th e re-
search suggests that only 25% of students 
frequently use various online resourc-
es and materials for learning. A  total of 
45% of students have used AI tools, with 
ChatGPT being the most popular with 
89%. AI tools are mainly used in teach-
ing in the subjects English language, for-
eign language, and mathematics. A  total 
of 34% of students reported that teachers 
discouraged or prohibited them from us-
ing AI tools. Only 24% of the respondents 
had solved tasks that required the use of 
AI tools (STEM, 2024).

A  more recent survey was conducted 
by the IPSOS company with over 800 
Czech pupils aged 12 to 17. Th e research 
shows that a total of 87% of the respon-
dents use AI. Th ree-quarters of the re-
spondents consider it important that their 
teachers are profi cient in GenAI tools and 
are able to connect teaching with the pos-
sibilities that AI presents. What is also 
interesting is the fi nding that more than 
half of the respondents believe that grad-
ing with AI can be more fair. Th is view 
is more likely to be held by pupils whose 
school has anchored the use of AI tools in 
its standards (IPSOS, 2025).

Th e phenomenon of generative artifi -
cial intelligence aff ects not only primary 
and secondary school teachers, but also 
academics and university lecturers. Th e 
authors of Th e manifesto for teaching and 
learning in a time of Generative AI: A crit-
ical collective stance to better navigate the 
future (Bozkurt et al., 2024) point to the 
advent of these technologies as a  major 
turning point in the understanding of 
education. Th e manifesto was developed 
as a result of collective writing and expert 
consensus using the Delphi method, re-
fl ecting a wide range of views from diff er-
ent cultural and academic backgrounds.

Although GenAI promises personal-
ised learning and greater effi  ciency and 
accessibility of education, the authors 
stress that these tools are not ideological-
ly or culturally neutral. Algorithms shape 
interactions, communication, and content 
creation, raising fundamental questions 
about how GenAI aff ects people’s ability 
to act on their own initiative.

2. SUPPORT FOR MOTHER 
TONGUE EDUCATION

In order to be able to use generative AI 
tools eff ectively (especially in the form of 
LLM), it is necessary to be able correctly 
to formulate the tasks (so-called prompts) 
that we feed into these tools (Korzynski 
et al., 2023; Peck, 2023; Willey et al., 
2023; Walter, 2024). Th e prompts should 
be as specifi c, precise, clear, and with as 
much contextualisation as possible – this 
will reduce the chances of the AI produc-
ing unwanted outputs. It is then always 
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necessary to check the result; even if the 
prompts are entered correctly, the AI may 
make a mistake.

One of the areas where generative AI 
tools can be used is teaching the native 
language. In this section, we focus on sev-
eral activities that can be implemented us-
ing a common LLM (ChatGPT, Gemini, 
Copilot, Grok, etc.). Th e activities can be 
adapted to the specifi c age of the learners 
and their knowledge/skills (the prompts 
can be modifi ed, for example, in the fol-
lowing way: create an activity for learners 
aged 13). Th e fi eld of the mother tongue 
normally comprises three components: 
communication and style education, lan-
guage education, and literary education 
(Rámcový vzdělávací program pro základní 
vzdělávání, 2021), and it is necessary to 
emphasise not only that the educational 
content of the individual components is 
intertwined in the teaching, but also that 
these three components cover the educa-
tional content of the non-specifi ed mother 
tongue in a relatively comprehensive way, 
however the content is structured. On 
the basis of the examples that are creat-
ed, it can be concluded that, for example, 
within the language issues, the vocabulary 
plane can be described as the most acces-
sible for working with AI: in it, one can 
count on relatively isolated and well-de-
fi ned units that can either be added to the 
proposed type of chain (e.g. Word Foot-
ball) or interchanged according to the 
proposed formula (e.g. working with syn-
onyms or antonyms). As the complexity of 
phenomena on the syntactic level increas-
es, one can expect to see diffi  culties in 

formulating the task appropriately so that 
the result matches the expected output. 
Th e activities below are based on direct 
interaction with the AI and can be imple-
mented both in school and, for example, 
in home training. Th e idea is, above all, 
to involve all pupils and to have the AI act 
as an assistant – not replacing the pupil’s 
activities, but guiding them.

2.1 Activities for the Develop-
ment of Linguistic and Meta-
linguistic Competence

2.1.1 Vocabulary Development
Vocabulary development can be 

trained with the help of didactic games, 
which language models can also help 
with. A typical example is the game Word 
Football. Th e principle of the game is 
very simple – the artifi cial intelligence of-
fers a word and the task is to create a new 
word from the last letter of the previous 
word. For example, it can be specifi ed 
how many syllables a  word must have, 
which letters it must or must not contain, 
etc. Word football with AI can be played 
across languages – both in text and spo-
ken forms – AI can synthesise the human 
voice without any problems. 

Th e prompt for this game could be: 
“Play with me in Czech. I  will start with 
the fi rst word and you answer with a word 
that starts with the last letter of my word. 
We play with common nouns. If I get the an-
swer wrong, give me a hint or explain why 
the answer is wrong. If I don’t know, suggest 
three possibilities. Adjust the level of diffi  -
culty according to how well I’m playing. If 
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I repeat myself, give me a warning and off er 
a new word.”

Another game can be, for example, 
a search for synonyms or antonyms – the 
AI off ers the player a word and their goal is 
to fi nd a synonym (a word with the same or 
a similar meaning) or an antonym (a word 
with the opposite meaning). Th e AI then 
evaluates whether the solution was correct 
and the game can continue. Th e task can 
also be made more diffi  cult, for example, 
in the case of antonyms, by restricting what 
the words with an opposite meaning that are 
created should look like: use only the Czech 
prefi x -ne, or some prefi x of Latin origin (de, 
anti, re, etc.), or distinguish between word 
formation and form of two lexical units (safe 
– dangerous vs. big – small), etc. 

Th e student can play this game by us-
ing the prompt: “Play the Czech synonyms 
game with me. Give me a word and I will 
come up with a synonym for it. If I get the 
answer wrong, explain why and give me 
the correct answer. If I don’t know, give me 
three options and help me understand them. 
Adjust the diffi  culty according to my level.”

2.1.2 Activities to Build Syntactic 
Competence
Artifi cial intelligence can be used to 

train the formation of hypotactic sen-
tences in which various subordinate claus-
es are attached to the main clause. Th is is 
useful in situations where we need to ex-
press, for example, the local or temporal 
circumstances of an event, but also, for ex-
ample, a cause, a condition, etc. A prompt 
for this interactive activity might look like 
as follows, for example:

“You are an AI that helps students prac-
tise forming sentences with subordinate 
clauses. Students are given a  simple sen-
tence (main clause) and a  type of subordi-
nate clause to add. Th e pupil can modify the 
main clause (words or order) but the mean-
ing must remain the same. Your task is to:
• Come up with an initial main clause and 

choose an appropriate type of subordinate 
clause for the student to create.  

• Check that the pupil has correctly created 
the desired type of subordinate clause.  

• Assess whether the meaning of the main 
clause has been preserved.  

• Provide immediate feedback as to whether 
the answer is correct.  

• In the event of error, explain everything 
and off er the correct solution.  

• Encourage the pupil to continue practising.  
• Repeat the procedure (i.e. create a new as-

signment).”
Th e next activity may be slightly dif-

ferent. Although it has a similar focus to 
the previous activity, it requires more cre-
ativity:

“You are an AI that helps students prac-
tise forming sentences with subordinate 
clauses. Th e pupil is given a simple sentence 
in which one of the expressions is underlined 
(highlighted). Th e pupil should try to use the 
expression in a separate subordinate clause, 
and the subordinate clause should better 
show the meaning of the underlined expres-
sion in the simple sentence present in the as-
signment. Your task is to:  
• Make the initial sentence simple and choose

an appropriate expression to be underlined
so that it can be expressed in a  separate 
subordinate clause.  

Using Generative Artifi cial Intelligence to Support Learning 
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• Check that the pupil has correctly formed 
a  subordinate clause that independently 
develops the underlined expression present 
in the initial simple sentence.  

• Assess whether the meaning of the main 
clause has been preserved.  

• Provide immediate feedback as to whether 
the answer is correct.  

• In the event of an error, explain every-
thing and off er the correct solution.  

• Encourage the pupil to continue practising.  
• Repeat the procedure (i.e. create a new as-

signment).”

2.2 Activities for Developing 
Stylistic, Communication, 
and Creative Writing Skills

Th e following activities should serve 
to develop communication competences. 
Th e assignment in this area can be quite 
specifi c and can be based on the tradi-
tional model of stylistic units with a  fo-
cus on production according to a pattern/
text model. However, it can also have 
a  more complex character and develop 
communication competences more (1) in 
the area of traditional stylistic techniques 
(e.g. narration, argumentation, etc.) or (2) 
in broader contexts linked to everyday 
life situations (e.g. lunch in a  restaurant, 
a visit to the doctor, shopping), for which 
the terms schema, scenario, framework, or 
script (Müllerová et al., 1992) are used in 
cognitive linguistics or cognitively-orient-
ed pragmatics (D’hondt et al., 2009).

An example could be an activity in-
volving a  (simple) description – students 
create a  description of a  specifi c object 

(a  room, something in their surround-
ings) and then formulate a prompt, using 
which they have an image of the given ob-
ject generated (for example, in Microsoft 
Copilot) and compare whether the result 
corresponds to their assignment and real-
ity. Th ey then try to modify the prompt 
so that the AI output is as accurate as pos-
sible. A  sample prompt could then look 
like this: “Create an image of a  table and 
a chair; on the table there is a mug of coff ee 
and a fl ower. Th e table is by the window; the 
sun is shining through the window.”

Advanced versions of artifi cial intelli-
gence can analyse real-world images from 
a phone, so it is possible, for example, to 
create a description of a specifi c room and 
compare it with the output of the artifi cial 
intelligence. It is also possible to ask the 
artifi cial intelligence (similarly to a teach-
er) to suggest a logical structure for the de-
scription: “I need advice on how to proceed 
when I want to describe a  room. Can you 
advise me on how to proceed (suggest a struc-
ture/outline)?”

A  similar approach can be used for 
other stylistic procedures; for example, 
when a  student does not know how to 
structure his or her text internally in a way 
that preserves the cohesion and coherence 
of the text, he or she can ask the AI for 
support. Examples of prompts might look 
like this: “I am writing a motivation letter 
that I  am attaching to an application for 
a teaching position. How should I proceed? 
How should the letter be structured?” Or, 
for example: “I am writing an essay on glob-
al climate change. Can you advise me what 
topics I should focus on?”

Kopecký, K., Kříž, M., Krejčí, V., Mašát, M., Voráč, D.
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2.2.1 Development of Communi-
cation Skills (Vocabulary, Sentence 
Formation, Stories, Creativity)
One way to develop children’s com-

munication skills is the interactive game 
“Chain of Stories”, controlled by artifi -
cial intelligence. Players, including AI, 
take turns adding sentences to the story, 
thereby actively practising vocabulary, 
grammar, and style and creating a coher-
ent text. Th e game develops the ability to 
express oneself coherently and organise 
thoughts logically and creativity.

Artifi cial intelligence can act as a team-
mate, corrector, or facilitator – providing 
feedback, suggesting alternative formu-
lations, or setting language challenges. 
Th anks to its adaptability, it is possible to 
adapt the game to the age and level of the 
students, for example by choosing a genre 
or specifi c language elements. Th e game 
supports not only writing, but also text 
comprehension and critical perception of 
language, and can be used individually or 
in a group. Th e prompt for this game could 
be: “Let’s play a game called Story Chain to 
help me develop my language skills. Start 
the story with one sentence and I’ ll contin-
ue. Th en we’ ll take turns and work together 
to create a coherent story. If my sentence is 
unclear, ungrammatical, or disjointed, cor-
rect it and explain why. Also, occasionally 
suggest new words or phrases I could use and 
give me feedback on my sentence structure. If 
you want, you can add challenges along the 
way, such as ‘Use the word mysterious in the 
next sentence’ or ‘Use a  simile’. Adjust the 
diffi  culty to my level and help me improve. 
Start with the fi rst sentence!”

Furthermore, it is possible to simulate 
a  real communication situation with the 
help of AI in which the student has to in-
teract with someone else (a salesperson, an 
offi  cial, a teacher...), and this can be both 
written interaction (for example, a request 
for something in writing, a reaction to an 
answer, etc.) and spoken communication 
(for example, a  common situation when 
shopping). Th e activity itself can look like 
this – artifi cial intelligence prepares a ran-
dom situation, chooses its role and the goal 
of communication, and starts “playing”. 
Th e student then communicates with AI 
and tries to achieve the communication 
goal; AI guides, evaluates, and motivates. 
Th e prompt can be as extensive as desired; 
in the following example we present one 
of the longer versions.

“You are an AI simulating a real com-
munication situation for a  student. Your 
task is to create a scenario in which the stu-
dent will have to interact with you as with 
a specifi c person (for example, a salesperson, 
an offi  cial, a  teacher, etc.) in a  real-life 
situation using spoken communication. 
Communicate like a  living person, react 
naturally, ask questions, create obstacles, or 
complicate the situation according to your 
role. At the end of the communication, give 
the student brief feedback on their commu-
nication skills.

Follow the structure below:
• Describe the situation: Briefl y and clearly 

explain to the student what is happening, 
where they are, and what their goal is 
(what they want to get or accomplish).

• Explain your role: State who you are (e.g. 
a  salesperson in a  shop, an offi  ce worker, 

Using Generative Artifi cial Intelligence to Support Learning 
with a Specifi c Focus on Language and Literature Education



478

 

a teacher at school) and how you will be-
have (e.g. helpful, dismissive, neutral).

• Invoke interaction: Invite the student to 
start talking to you and achieve the set 
goal (e.g. buy goods, fulfi l a request, apolo-
gise for being late).

• Interact naturally: Respond to the student’s
sentences, ask follow-up questions, or pro-
vide obstacles according to your role to 
make the communication realistic.

• Conclusion and feedback: When the stu-
dent achieves the goal or ends the commu-
nication, evaluate how well they did and 
give them specifi c feedback on their com-
munication skills (e.g. politeness, clarity of 
expression, ability to respond to unexpected 
questions, etc.).”

Th e use of AI for explanation is also very 
useful. Students can often fi nd themselves in 
a situation where a certain topic is not clear 
enough for them; they miss some connection 
or relationship and therefore do  not under-
stand the curriculum. AI can describe the 
topic again, explain it, add other suitable 
examples that make the issue more concrete, 
etc. Pupils must analyse what they see as the 
problem and reformulate it in the form of 
a prompt. Students can have AI to describe 
how they understand the topic and verify 
whether they are thinking correctly, or guide 
them. By creating these prompts, students 
also develop their communication skills.

2.3 Support for Education 
in the Field of Literary 
and Media Education

Supporting education using GenAI 
in the fi eld of literature education in-

volves a multifaceted approach that inte-
grates cognitive, emotional, and cultural 
dimensions to promote critical thinking, 
empathy, and cultural awareness among 
students. Hartman (2025) emphasises 
that GenAI can help students develop 
their literary literacy, for example, by 
mediating diff erent texts. He further 
emphasises that the use of GenAI can 
improve literature education by personal-
ising learning experiences and increasing 
engagement through tailored recommen-
dations.

Artifi cial intelligence can be used 
for reading comprehension training. 
For example, it can create a  sample text 
and tasks for the teacher, let the students 
read it, and then ask questions, which the 
students will answer. Everything will be 
evaluated immediately by the students. 
Th e prompt can be the following from 
the teacher’s (student’s) point of view: 
“Create a  short educational text in Czech 
suitable for 7th-grade elementary school 
students. Th e text should be on the topic 
‘Th e life of bees in a hive’ and should con-
tain basic information that is understanda-
ble for children of this age. Th e text should 
be approximately 150 words long. Th en ask 
me these questions directly as an artifi cial 
intelligence that interacts with them. Ask 
the questions in sequence – wait for my an-
swer, evaluate it, then ask the next ques-
tion. Th ere will be eight questions in total 
and they will be focused on checking read-
ing comprehension. Th e questions should 
be of diff erent types – for example, a ques-
tion to choose the correct answer from four, 
etc., true/false, an open question requiring 
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a short answer, and a question to assign the 
correct statement to a  certain paragraph 
of the text, etc. After each answer, pro-
vide the student with immediate feedback 
on whether they answered correctly, and 
if necessary, correct the error and explain 
everything. Motivate, activate. At the end, 
summarise and evaluate everything.”

Of course, it is possible to use a text 
prepared by a  teacher, for which the AI 
will come up with questions and suitable 
tasks oriented towards the development 
of language competence. For example, 
one can work with common informative 
texts, popular educational texts, but also 
artistic texts.

An interesting activity that can in-
crease children’s interest in poetry, for 
example, is setting poems to music ac-
cording to the students’ specifi c pref-
erences. Th at is, students do  not recite 
the poetry, or the teacher does not recite 
it, but they set it to music using AI (for 
example, the Suno tool), which allows 
them to choose diff erent musical styles 
and genres. Th e result is attractive to 
students – it activates their attention and 
motivates them.

Furthermore, AI can be used to 
strengthen students’ media literacy and 
develop their critical thinking. Th is can 
be done by using both authentic texts 
(which can be found on the internet, for 
example), and photographs or videos. 
Both contemporary language material 
and period texts (propaganda, but also 
election materials – posters, etc.) can be 
used. Generative artifi cial intelligence 
tools can be used to train students in rec-

ognising argumentative fouls or manipu-
lative techniques. For example, a student 
can generate a  manipulative text them-
selves and ask the artifi cial intelligence 
tool to guide them in recognising such 
problems. Th e prompt may look like this: 
“Generate a short text for me that contains 
manipulation techniques and argumen-
tative fouls, but don’t mark them. I  will 
analyse the text paragraph by paragraph. 
When I tell you which parts of the fi rst par-
agraph I consider manipulative, tell me if 
I am right. If so, ask me why I marked that 
part. Th en evaluate my answer and give me 
feedback on whether I explained it correct-
ly. If I missed something, help me uncover 
it. When we fi nish the fi rst paragraph, let’s 
continue in the same way with the next one. 
Do this in a way that will help me gradu-
ally master the recognition of manipulation 
and argumentative fouls.”

3. LIMITS AND RESTRICTIONS 
ON THE USE OF GENERATIVE 
ARTIFICIAL INTELLIGENCE 
IN EDUCATION

Although generative artifi cial intelli-
gence off ers many benefi ts in education, 
its use must be understood in the context 
of certain limitations – whether technical, 
age-related, linguistic, or pedagogical. 
Th e fi rst of these is age availability. Most 
tools using large language models, such as 
ChatGPT, Google Gemini, or Microsoft 
Copilot, have their own minimum age 
limit for use. For example, ChatGPT can 
be used from the age of 13 with parental 
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consent, but Google Gemini and Micro-
soft Copilot can be used from the age of 
18 (Kroupa & Vykoukal, 2023). Howev-
er, in practice, this can be circumvented 
– for example, ChatGPT or Microsoft 
Copilot can be used without logging in, 
which means that even younger children 
can access the tool, often without adult 
or teacher supervision. From a pedagog-
ical point of view, it is crucial to keep 
in mind that despite the seemingly high 
competence of these models, these are 
systems that can create factual errors, so-
called “hallucinations”. Th ese errors can 
manifest themselves both in the substan-
tive content and in linguistic analysis. 
For example, when practising parts of 
speech in Czech, ChatGPT has a  prob-
lem with recognising non-part-of-speech 
transferred expressions – for example, 
the word “kolem” is not always correctly 
classifi ed in the context of the sentence, 
just as words in indirect cases (“dědovi”) 
can be incorrectly classifi ed. Similarly, 
when given the prompt: “Give me sen-
tences with diff erent pronouns and I will 
tell you which part they belong to”, the 
model often evaluates refl exive pronouns 
as a separate group, which does not cor-
respond to the classifi cation common in 
school practice.

Diffi  culties also arise when practis-
ing adverbs and distinguishing them 
from particles. A task like “Come up with 
sentences with adverbs and I will look for 
them” can lead to confusion, because the 
AI itself sometimes identifi es the part 
of speech incorrectly. Similarly, with 
prompts such as “Give me a  comparison 

and I  will write adjectives with the same 
meaning”, the model is prone to errors in 
evaluating answers – it cannot work prop-
erly with context and diff erences in mor-
phology. Another important aspect is the 
cultural and linguistic bias of the models, 
which were primarily trained on texts in 
English. Although the quality of outputs 
in Czech has improved signifi cantly, lan-
guage models still have diffi  culties with 
some specifi cs of Czech grammar, stylis-
tics, or spelling. For example, in the task 
of listing the listed words after the am-
bivalent consonant B, ChatGPT writes 
these words: “to be, to live, bull, bright, 
apartment, inhabitant, furniture, residen-
tial, former, to arrive, cattle”, which is not 
a fully complete answer.

Th ese limitations can be circumvent-
ed by creating one’s own model that is 
specifi cally trained for the given issue. 
However, this requires some fi nancial re-
sources, as this feature is not yet included 
in the free versions of the tools.

4. CONCLUSION

Although the introduction of gen-
erative artificial intelligence into ed-
ucation has been met with criticism 
– both from opponents of technolog-
ical innovations and from those who 
point out legitimate risks – it cannot 
be overlooked that students and teach-
ers are already actively using it. The 
key question therefore remains how 
educational researchers and didactics 
experts will respond to this transfor-
mation so that their work corresponds 
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to current practice and the needs of 
schools.

A  professional understanding of 
this issue can help teachers integrate 
AI in a  meaningful way – in a  way 
that supports student engagement 
and learning but does not replace it. 
Discussions about how to adapt edu-
cational practices in response to these 
technologies are already underway. 
Teachers are rethinking the form of 
assignments to make them meaningful 
even in an era when they can be easily 
generated by AI, and universities are 
beginning to question the relevance of 
traditional assessment methods such 
as final papers.

From a  pedagogical perspective, it 
is essential to perceive the role of AI in 
the context of cognitive activities that 
pupils can perform at school. While 
generative models can provide eff ective 
support to lower cognitive levels such 
as memorisation and comprehension, 
their greatest potential lies in freeing up 
space for higher-order thinking opera-
tions – analysis, synthesis, evaluation, 
and creation. Th e challenge for teach-
ers remains to design learning activities 
that lead to deeper processing of infor-
mation and its critical evaluation and 
use in new contexts.

In this context, AI should never re-
place active student participation. The 
key is to formulate prompts that mo-

tivate students to think independent-
ly and develop their own skills. The 
goal of teaching should not be just to 
achieve superficial understanding, but 
to support higher levels of thinking, 
including creativity and critical eval-
uation of information.

At the same time, it is important to 
refl ect on the limits of generative AI – 
not only technical and linguistic (e.g. 
hallucinations), but also didactic and 
ethical. Educators should guide students 
to understand the principles of how AI 
functions, point out its possible errors, 
and support critical evaluation of its 
outputs. Only in this way will AI tools 
not become a mere trend, but a mean-
ingful way of developing students’ digi-
tal and cognitive competences.

Generative AI thus presents not 
only a challenge but also an opportu-
nity – to redefine educational goals, 
innovate teaching methods, and de-
velop digital literacy. However, it is 
crucial that its integration is thought-
ful and focused on developing critical 
thinking, creativity, and a responsible 
approach to technology. The future of 
education in the AI era will depend on 
the ability of teachers and institutions 
to adapt to new conditions while ac-
tively co-creating the direction which 
education will take – with an emphasis 
on higher cognitive levels remaining 
essential for its meaningful inclusion.

Acknowledgement: Th is work was supported by the project “Human-centred AI 
for a  sustainable and adaptable society”, reg. no.: CZ.02.01.01/00/23_025/0008691, 
co-funded by the European Union.

Using Generative Artifi cial Intelligence to Support Learning 
with a Specifi c Focus on Language and Literature Education



482

 

References
Bandi, A., Adapa, P.  V. S. R., & Kuchi, Y. E. V. P.  K. (2023). The power of generative 

AI: A  review of requirements, models, input-output formats, evaluation metrics, and 
challenges. Future Interne, 15(8), 260. 

Bozkurt, A., Xiao, J., Farrow, R. et al. (2024). The manifesto for teaching and learning in 
a  time of generative AI: A critical collective stance to better navigate the future. Open 
Praxis, 16(4), 487–513. 

Chen, Y.-C., & Hou, H.-T. (2024). Design and evaluation of the framework of ChatGPT-
based situational non-player character scaffolding for educational games. 2024 16th IIAI 
International Congress on Advanced Applied Informatics (IIAI-AAI), Takamatsu, Japan. 

D’hondt, S., Östman, J.-O., & Verschueren, J. (Eds.). (2009). The pragmatics of interaction. 
John Benjamins Publishing Company. 

European Commission. (2023, June 9). What is a large language model? https://knowledge-
centre-translation-interpretation.ec.europa.eu/en/news/what-large-language-model

Galindo-Domínguez, H., Delgado, N., Sainz de la Maza, M., & Expósito, E. (2024). 
An experimental analysis of the relationship between the evaluations of artificial 
intelligence and pre-service teachers. Edutec, Revista Electrónica de Tecnología Educativa, 
89, 84–104. 

Hartman, D. K. (2025). Improving the intellectual well-being of students using generative AI 
tools to customize texts for learning. Pedagogical Dialogue, 4(50), 10–31. 

IPSOS. (2025). Děti a  AI: Report z  dotazování mladých ve  věku 12–17 let. https://www.
vodafone.cz/_sys_/FileStorage/download/4/3021/ipsos-a-vodafone-deti-a-ai-report.pdf

Jauhiainen, J. S., & Guerra, A. G. (2023). Generative AI and ChatGPT in school children’s 
education: Evidence from a school lesson. Sustainability (Switzerland), 15(18), 14025. 

Kopecký, K. (2024, Dec. 1). S  generativní umělou inteligencí ve  škole opatrně, moc prosím
(3 příklady použití GenAI). Kamil Kopecký (blog), https://kopeckykamil.cz/index.php/
blog/405-s-generativni-umelou-inteligenci-ve-skole-opatrne-nekolik-prikladu

Kopecký, K., Voráč, D., & Szotkowski, R. (2024). Čeští žáci a umělá intelligence: Výzkumná 
zpráva. Pedagogická fakulta Univerzity Palackého v Olomouci. https://prevencekriminality.
cz/wp-content/uploads/2024/12/cesti-zaci-a-umela-inteligence-2024_final.pdf

Korzynski, P., Mazurek, G., Krzypkowska, P., & Kurasinski, A. (2023). Artificial intelligence 
prompt engineering as a new digital competence: Analysis of generative AI technologies 
such as ChatGPT. Entrepreneurial Business and Economics Review, 11(3), 25–37. 

Kroupa, P., & Vykoukal, O. (2023). Využití generativní AI ve školách – právní pohled. https://
aidetem.cz/vyuziti-generativni-umele-inteligence-ve-skolach-pravni-pohled/

Martineau, K. (2023, April 20). Wh at is generative AI? https://research.ibm.com/blog/what-
is-generative-AI

Microsoft. (2023). What are large language models (LLMs)? https://azure.microsoft.com/en-us/
resources/cloud-computing-dictionary/what-are-large-language-models-llms

Kopecký, K., Kříž, M., Krejčí, V., Mašát, M., Voráč, D.



483

Müllerová, O., Hoffmannová, J., & Schneiderová, E. (1992). Mluvená čeština v autentických 
textech. H & H.

Peck, B. (2023). Data scientist? AI prompt engineer? Or both? Medical Marketing and Media, 
58(7).

Rámcový vzdělávací program pro základní vzdělávání. (2021). MŠMT.
STEM. (2024, Sept. 13). Nástroje umělé inteligence již vyzkoušelo 45 % zkoumaných žáků 

a  studentů, ukazuje výzkum “Jak se učíme my” pro Nekrachni. https://www.stem.cz/
nastroje-umele-inteligence-jiz-vyzkouselo-45-zkoumanych-zaku-a-studentu-ukazuje-
vyzkum-jak-se-ucime-pro-nekrachni/

Villan, F., & Santos, R. P. (2023). ChatGPT as co-advisor in scientific initiation: Action 
research with project-based learning in elementary education. Acta Scientiae, 25(6), 
60–117. 

Walter, Y. (2024). Embracing the future of Artificial Intelligence in the classroom: The 
relevance of AI literacy, prompt engineering, and critical thinking in modern education. 
International Journal of Educational Technology in Higher Education, 21(1). 

Willey, L., White, B. J., & Deale, C. S. (2023). Teaching AI in the college course: 
Introducing the AI prompt development life cycle (PDLC). Issues in Information Systems, 
24(2), 123–138. 

Kamil Kopecký,
Palacký University Olomouc, Faculty of Education

Michal Kříž
Palacký University Olomouc, Faculty of Education; 
email: michal.kriz@upol.cz

Veronika Krejčí
Palacký University Olomouc, Faculty of Education

Milan Mašát
Palacký University Olomouc, Faculty of Education

Dominik Voráč
Palacký University Olomouc, Faculty of Education

Using Generative Artifi cial Intelligence to Support Learning 
with a Specifi c Focus on Language and Literature Education



484

 

KOPECKÝ, K., KŘÍŽ, M., KREJČÍ, V., MAŠÁT, M., VORÁČ, D. Využití 
generativní umělé inteligence jako nástroje podpory učení se zvláštním 
zaměřením na jazykovou a literární výchovu

Text se zabývá fenoménem generativní umělé inteligence (GenAI) a  jejím začleněním 
do  vzdělávání se zaměřením na  jazykovou a  literární výchovu. GenAI je defi nována jako 
technologie schopná vytvářet nový obsah a  komunikovat přirozeným jazykem. Ačkoli nabízí 
významné příležitosti pro personalizaci výuky, automatizaci tvorby úloh a okamžitou zpětnou 
vazbu, přináší i  rizika v podobě faktických „halucinací“ a  etických výzev. Empirická zjištění 
z českého prostředí dokládají zájem o využívání různých nástrojů AI ve vzdělávání. Výzkumy 
potvrzují aktivní používání AI (zejména ChatGPT) přibližně u poloviny českých žáků základ-
ních a středních škol. Text předkládá praktickou metodiku pro rozvoj lingvistických kompetencí 
pomocí konkrétních promptů pro slovní hry, nácvik syntaxe a tvůrčí psaní. V literární a mediální 
výchově GenAI podporuje porozumění textu, kreativní práci s básnickými texty i rozpoznávání 
manipulačních technik a argumentačních faulů. Poukazuje však také na limity využívání AI, 
například na dostupnost různých nástrojů omezenou věkovými limity a na nepřesnost odpovědí 
v oblasti české gramatiky. Text prezentuje GenAI především jako podpůrný nástroj, který vytváří 
prostor pro vyšší kognitivní operace, jako jsou analýza, syntéza a tvorba.

Klíčová slova: GenAI, jazyková a literární výchova, AI prompt, digitální gramotnost, český 
jazyk
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