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Abstract

The present study investigated how the washback of different language exams and
various other factors shape the classroom practice of language teachers at the secondary level
of public education in Hungary. To find answers to our research question, mixed methods
were applied: a semi structured interview, questionnaires including both the Likert type and
open-ended items revealed how the various washback factors, the ID variables of teachers and
the types of language exams influence the language teaching approach of teachers. The study
also showed how the different types of language exams — school leaving and externally
accredited ones — affect teachers. Furthermore, the questionnaire administered to both
teachers and students made it possible to compare and contrast the views of teachers and
students with respect to the same variable: classroom practice.

The results showed that there is a difference in the way the two major types of
language exams exert their influence on both teachers and students. It has also been revealed
that the ID variables of teachers have a stronger effect on teachers than the washback factors.
By comparing the responses teachers and students gave to the same statements, evidence was
found for how the introduction of the new school leaving exam in 2005 affected teaching
practice.

The findings of the study bear significance to both practicing teachers, teacher
educators and decision makers. The results of the study revealed the importance of providing

teachers with appropriate knowledge regarding the exams they prepare their students for.
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PART I

COMPLEX SYSTEMS, INNOVATION AND CHANGE,

WASHBACK



Introduction

When | prepared my first class for the school leaving exam in History as a novice
teacher, their performance at the exam was disappointing. They achieved an
average that was lower than that of their grades at the end of the 4™ year.
However, they achieved excellent grades in Biology, a subject only a few of them
were really interested in. | was shattered and wanted to know what | had done
wrong. Having asked them what happened, they told me they had not done
anything else during Biology lessons but preparing for the exam. All throughout

their year four. Every single lesson.

y interest in how exams influence classroom practice stems from this, rather

bitter, experience of mine. The phenomenon, however, is not

unprecedented. Throughout history exams have been used to select students
for placement in educational programs, to motivate the talented to learn, to improve the
performance of schools and to oppose favouritism (Cheng, Watanabe & Curtis, 2004). Tests
play a crucial role in educational policies and practices. As tests have proved to be powerful
tools, policymakers use them to shape educational systems: to control curricula, to introduce
new textbooks, or to promote new teaching methods. In their simple definition, ‘backwash’ or
‘washback’ refer to the influence of testing on teaching and learning (e.g., Alderson & Wall,
1993; Bailey, 1996; Cheng & Curtis, 2004; Hughes, 1989;). Washback is a rather complex
phenomenon which has direct and indirect influence on teaching and learning. However, it is
very difficult to precisely determine the real nature of this effect, because it is shaped by
several factors, of which the knowledge, beliefs and attitudes of teachers seem to be the most

important. Researchers including Alderson and Hamp-Lyons (1996), Green (2006), Li (1990)



Qi (2004, 2005), Turner (2006), Wang (2011) and Watanabe (1996) have all found that the
way and quality of test washback as it appears in teaching and learning strongly depends on
teachers. Besides teachers, the various models of washback (Bailey, 1996; Burrows, 2004,
Saif, 1999; Tsagari, 2009; Vigh, 2007) speak about the involvement of other
stakeholders/agents: decision makers in the field of education, researchers, test-developers,
students and parents. The influence of exams on classroom practice is mediated by teachers,
whose teaching practices are affected by their knowledge, beliefs, attitudes and motivation as
well as the micro and macro contexts where they work. Teachers’ knowledge is further
influenced by their early experiences as a learner, their schooling, the further training courses
they have taken and the experiences they gained when teaching. To sum it up, a complex set
of interrelated variables appears to exist that all contribute to the appearance of washback in
classroom teaching.

The Hungarian population perform rather poorly in the field of foreign language (FL)
proficiency. The most recent European barometer statistics (Europeans and their languages,
2006; Europeans and their languages, 2012) revealed that according to self-reports, Hungary
still has the lowest foreign language competence in the Union. However, adding up the
minimum required number of lessons spent on language teaching, we find that students
receive a minimum of 936 lessons to study their first foreign language, and 432 to learn a
second one until the end of grade 12. The country has also witnessed several major attempts
to improve the FL proficiency of students in the past 25 years, an era which has been
perceived as a “golden age” in foreign language education (Medgyes, 2011) and a
modernization “success story” (Vagd, 2000). As part of this modernization, in 2005, a
completely new two-level school leaving language exam was introduced at the secondary
level, with the explicit aim of driving language teachers towards using more communicative

methods. At the moment Hungarian students can only get their college degrees if they possess



a language certificate and from 2020 having such a certificate will be a necessary requirement
to enter higher education. The situation regarding the grave importance of language exams in
Hungary will be elaborated in chapter 4.

So why is it that despite the high number of FL lessons and the grave importance of
language exams, the FL proficiency of Hungarian students is still rather low? To what degree
have the all-important language exams affected teaching practice? What are the variables that
make teachers change their ways of teaching? The present dissertation was motivated by these
questions.

It seems obvious that the phenomenon in question, the washback effect of exams on
classroom practice, is complex, as it consists of a great number of components that are all
related to one another. Therefore, the focus of our investigation should be treated from this
perspective.

At the turn of the millennium researchers (de Bot, Verspoor, & Lowie, 2005; de Bot,
Lowie &Verspoor, 2007; Ellis & Larsen-Freeman, 2006; 2002; Herdina & Jessner, 2002;
Larsen-Freeman, 1997; Larsen-Freeman & Cameron, 2008) examining second language
acquisition (SLA) began to use nonlinear system dynamics as a theoretical framework in their
studies. This new paradigm offers a holistic approach that can model the interactions among
the many elements or factors that shape SLA. Since the washback effect of exams, especially
regarding its emergence in classroom teaching practice, is a rather complex process, involving
the operation of a great number of variables, nonlinear system dynamics offers an appropriate
framework for gaining a better understanding of how the various factors such as teachers,
teaching methods, test takers’ individual differences, tests, etc. interact with one another and
impact human behaviour. In my dissertation I intend to use the theory of dynamic nonlinear
systems as a framework to explore the mechanism of how exams interact with the teaching

practice of FL teachers in the Hungarian context.



Research questions and an overview of the dissertation

To discover this, I resorted to applying mixed methods (Creswell, 2003; Doérnyei, 2007,

Mackey & Gass, 2005). On the qualitative side, to get an emic perspective, | made a focus

group interview with teachers who worked prior to the new school leaving language exam

that was introduced and those who started teaching after that. From the quantitative tradition,

| had questionnaires given to teachers and students. In addition, there were open-ended

questions in the questionnaires whose content had the potential to reveal the lived experiences

of the respondents. For an overview of the main research questions see Table 1 below.

The aim of the research is to reveal how the various factors affecting classroom

practice (tests and exams, teachers, students, parents and contextual variables) interact with

one another.

Table 1

Overview of research questions

Research questions Participants Data sources  Methods of
analysis
Phase - How do the different types of language exams teachers focus group content
1 (school leaving and external) affect teachers and interview analysis using
students in the Hungarian context? general
inductive
approach
Phase TEACHERS
2 - What differences may be revealed with respect to  teachers, online descriptive
the washback effect of the different types of students questionnaire  statistics,
language exams (school leaving and external)? multiple
(questionnaire linear
- What possible connections may be revealed senttoover regression
between the appearance of washback and the 1000 schools analysis,
classroom practice of secondary school teachers? ggdog‘éer ANOVA,
. . students) One-Sample
- What possible connections may be revealed T test,
between the appearance of washback, teacher ID Paired-
variables and classroom practice of secondary Samples T
school teachers? test,
students conten_t
STUDENTS analysis

- What differences may be revealed with respect to
the washback effect of the different types of
language exams (school leaving and external)?




The dissertation is divided into two parts and six chapters. In Part 1, Chapters 1, 2 and
3 outline the theoretical background to the research studies. The first chapter discusses the
characteristics of complex, nonlinear and dynamic systems and the ideas of innovation and
change. The second chapter contains the critical review of the literature on washback and
impact detailing various models of washback. The third chapter discusses teacher cognition
and teacher motivation. Part 2 comprises three chapters. Chapters 4, 5 and 6 outline the
empirical studies: a qualitative focus group interview with 5 secondary school teachers and
two online questionnaires administered to teachers and students. Chapter 4 describes the
methodology applied in the course of the investigation, Chapter 5 contains the results while
Chapter 6 the discussion of the results. Finally, the conclusions of our investigation are drawn

in Chapter 7.



Chapter 1 Complex dynamic systems

1.1  System theories

The idea that the whole is greater than the sum of its parts can be traced back as far as the
great ancient philosopher Aristotle’s Metaphysics (384 BC - 322 BC). The aim of the ancient
thinkers was the same as that of today’s researchers: to construe theories that can describe,
model and explain the different phenomena we encounter. Both induction and deduction are
about gathering data, categorizing them and trying to find a system that explains interrelated
phenomena. These theories are heavily related to causality to offer explanations. As an
example, Sir Isaac Newton (1624-1727) published his book Philosophiae Naturalis Principia
Mathematica (“"Mathematical Principles of Natural Philosophy") in 1687 where he insisted
that the behaviour of the universe can be explained by his laws of motion and the theory of
gravity. Scientists suggested that on such basis we can understand and reveal the operation of
the universe making reality predictable. The claims that the various phenomena surrounding
us are entirely predictable were first questioned in the twentieth century by Heisenberg’s
uncertainty principle (1927) suggesting that there are “limits to which anything at the
quantum level could be known for certain” (cited in Larsen-Freeman, 1997, p. 1). The more
complex a phenomenon is, the more difficult, if not impossible, it is to give an explanation of
how it works purely on the basis of cause and effect. In complex systems a certain degree of
randomness is naturally inherent. The second development which undermined the idea that
the world can be understood on the basis of cause and effect came with the emergence of the
various systems theories. In what follows, | will give an overview of the various fields of
systems theories.

One of the founders of general systems theory is Karl Ludwig von Bertalanffy (1968)

who traced this idea back to the great ancient philosopher, Aristotle. This became the starting



point for the various systems theories. Bertalanffy (1968) thought that besides representing
reality, this theory may also function as an analytical framework:

It is necessary to study not only parts and processes in isolation,

but also to solve the decisive problems found in organization and

order unifying them, resulting from dynamic interaction of parts,

and making the behaviour of the parts different when studied in

isolation or within the whole. (Bertalanffy, 1968, p. 31)

At first, systems theory inspired many thinkers especially in the fields of physics,
mathematics and biology in the second part of the 20™ century. One of the first fields to apply
such thinking was cybernetics, a transdisciplinary approach that intends to explore regulatory
systems, their structure, including their constraints and possibilities. While “old” cybernetics
focuses on analysing dynamic systems, second-order, or “new” cybernetics investigates

sytems that also include the observer. According to Geyer (1994) the basic principles of

second order or “new” cybernetics are as follows:

a) systems are self-organising and self-steering;

b) systems contain self-referencing (a system has knowledge about itself and conducts self-
observation which influences its operation);

c) systems are autocatalytic (are able to develop themselves) and cross-catalytic (able to
impact other systems);

d) systems are autopoietic (the components in interaction generate the same network that

produced them).

The novelty of this more dynamic approach is that it revealed the existence and
importance of feedback (loops, self-referencing) which can lead to emergence in complex
systems (Suhajda, 2012). Feedback mechanisms are considered as a threshold concept for

understanding complex systems, as these are what make complex systems adaptive. We can



differentiate between two types of feedback loops according to what happens to a system as a
result of the operation of the loop. These kinds of feedback are generally referred to as
positive and negative, though these terms may be misleading due to their value-laden
character. It is better to say that a change in the system may either be reinforced (self-
reinforcing, runaway, snowballing) or dampened (self-sustaining, stabilising, and balancing)
(Suhajda, 2012).

Biologists Maturana and Varela (Leyland, 1988) distinguish self-referred and other-
referred systems. Other-referred systems (e.g., artificial objects) have permanent structures;
therefore, they can only react in a specific way. Self-referred systems, in contrast, have
dynamic structures, so they are able to recreate themselves and their internal structures.
Maturana calls this phenomenon autopoiesis. Niklas Luhmann (2006, 2009) integrated the
concept of Maturana’s autopoieses into his systems theory. He suggests that autopoietic
systems, characterized by self-referencing, are able to determine themselves by differentiating
themselves from their environment. Luhmann emphasised the importance of the connection
between the systems and their environment. The theory of complex adaptive systems has
integrated the theories described above. Such systems consist of a large number of
components that, interacting with one another, adapt themselves and learn (Holland, 2006).
These systems are dynamic and are able to adapt to and evolve with their changing
environment. Holland (2006) mentions three features that these systems have: aggregate
behaviour, anticipation and evolution. The aim of our investigation is to study a complex
phenomenon, washback and reveal how the various factors (tests, exams, teachers, students,
and contexts) influencing classroom practice interact with one another. To find answers to
these questions, we need to study “not only parts and processes in isolation”, as Bertalanffy
(1968, p. 31) put it, but also the interactions existing between, because these connections

make the behaviour of the parts different when studied within the whole.



1.2 The characteristics of complex, nonlinear systems

Chaos is an interdisciplinary theory, which focuses on the behaviour of dynamic systems and
states that despite the randomness of seemingly chaotic systems there are underlying patterns.
The science of chaos is about complex dynamic non-linear systems. This scientific approach
focuses on the study of the interactions among the various components of a particular system
that produce the synthesis of emergent wholes (Kellert, 1993). Systems form an integral part
of our life. There are economic systems, social systems, educational systems, computer
systems, etc. Talking about a human being we can think of our circulatory or cognitive
systems. Systems consist of parts that are in interaction with one another. They may have
subsystems and, at the same time, may also be part of a larger system. Owing to the fact that
there are constant interactions among the various parts forming them, such systems are also
called dynamic. Therefore, dynamic systems theory aims to study phenomena that do not
seem to follow predictable patterns of development. Such systems are complex, dynamic and
nonlinear (Waldrop, 1992).

They are complex as they consist of a great number of components or agents (Davies,
1988). The behaviour of these systems is more than the product of the behaviour of its
individual components, as the individual components exist in an environment created by their
interactions with the other components in the system. That is the reason why we can talk
about emergent behaviour as the operation of the system emerges on the basis of how their
components interact with one another (Waldrop, 1992). In dynamic systems all parts are
connected to all other parts. These systems comprise parts, components, agents or subsystems
and they are all related to one another; this means that changes in one of them may have an
impact on the other ones. This, however, does not mean that all connections are equally

strong. Some components may be loosely connected, while connections between other agents
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may be stronger. Complex systems also consist of many different layers (individual, group,
society, etc.) and time-scales (ontogenetic, historical) (van Geert & Steenbeek, 2008).

A qualitative aspect related to complex systems is their nonlinear feature. They are
considered nonlinear as an effect within them may be disproportionate to the cause. In other
words, the output of the system may not be directly proportional to the input. It may happen
that a simple trigger, which occurs frequently, brings about a major change (Larsen-Freeman,
1997). Nonlinearity is heavily connected to the interconnectedness of the system. The
behaviour of such systems cannot be reduced to a specific set of components that interact in a
simple and linear way. According to van Geert and Steenbeek (2008), the relationships
between these interacting components may be supportive, competitive or conditional. Such
relationships may be reciprocal but not always symmetrical. While the overall behaviour of a
nonlinear dynamic system is generated by the complex interactions of its micro-scale
components, through processes of circular causality this behaviour also influences both the
interactions between these micro-scale components and the components’ behaviour
(Richardson, Dale & Marsh, 2014). The greater the number of components (agents, parts) that
interact with one another, the more difficult it becomes to predict how the system will change.
This feature and the fact that there is a degree of randomness inherent in such systems make
their behaviour unpredictable. The most important reason for this unpredictability is that
complex dynamic systems are highly sensitive to initial conditions. Using his famous
metaphorical term, the butterfly effect, Edward Lorenz (1972) intended to show that a
minimal difference in the initial conditions may produce massive changes later on. We need a
great amount of information regarding these initial conditions. However, in most cases we are
not aware of the complete list of initial conditions.

The famous law in physics, the second law of thermodynamics, states that it is

unavoidable that systems reach equilibrium or move towards entropy. Since this famous law
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was formulated, however, scientists have realized that it applies only to closed systems and
not to open ones. Open dynamic systems are characterized by constant change, as they are in
permanent interaction with their environment and reorganise themselves as a result of internal
change. Using the term “self-organisation” we refer to behavioural patterns that emerge from
the interactions existing among the components of a particular system. Most examples of this
emergent behaviour are social examples, such as the coordinated activity of people walking
on a crowded sidewalk (Sumpter, 2010). According to de Boot and Larsen-Freeman (2011, p
13), there are “two forces at work constantly: interaction with the environment and internal
self-organisation.” This permanent interaction and reorganisation also means that such
systems are feedback sensitive (Larsen-Freeman, 1997). Research in social psychology
suggests that people are not always aware of the real reasons for their moves (Nisbett &
Wilson, 1977). Environmental and situational constraints can impact behaviour and intentions
of socially situated individuals who may not be aware of the existence of this influence. If we
want to understand the behaviour of an individual or a social system we need to consider both
the environmental factors that make up the behaviour of that particular system, the
interactions between the components and also between the components and their
environment. The behaviour of social systems is therefore heavily dependent on their context.
Systems that are characterized by this kind of context-dependent behaviour are called softly
assembled systems (Thelen, 2005). An important feature of such systems is that the dynamics
within them are rather interaction-dominant and not component-dominant. This means that
the lower level components influence the higher level order of the system and, at the same
time, are structured by it. As a result, it is very difficult to identify what roles the various
components play in causing the changes (Richardson et al., 2014). From time to time, these
systems tend to settle into a new form called “attractor state”. By definition it is the state the

system prefers to be in over other states at a particular point in time. It takes a great amount of
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energy to move the system out of such an attractor state. These systems are also characterized
by iteration, the repeated application of the same procedure again and again. Regarding the
concept of development, it means that the actual level of development depends heavily on the
previous level (van Gert, 1994).

Language is an open system, existing in a constant change and evolution. The same
can be stated about its teaching and learning. Having recognized this, beginning from the
second part of the 1990s, nonlinear system dynamics has been introduced into second
language acquisition research (de Boot & Larsen-Freeman, 2011; Ellis & Larsen-Freeman,
2006; Larsen-Freeman, 1997; Larsen-Freeman & Cameron, 2008). Many researchers
welcomed it as it offered a new perspective through which several ambiguous issues might be
explained. Although it had been known that the factors affecting FL teaching and learning are
interrelated, this new theoretical lens provided researchers with a primarily holistic
framework that took into consideration the interconnected operation of the various conditions,
elements, contexts related to language acquisition. In her seminal work Larsen-Freeman
(1997) suggests that such important applied linguistics questions as the mechanism of
acquisition, the definition of learning or the issue of individual differences should be
examined from this new angle. Concluding her article she indicates that chaos and complexity
theory offers an opportunity for researchers to get a more comprehensive picture about the
phenomena they study, because this lens can warn us “against settling for simple solutions” (p
158), may highlight “the importance of details” and “reminds us to hold the whole and to find
a unit of analysis that allows this” (p 159). de Boot and Larsen-Freeman state that the “social
situation of language use and development and the psycholinguistic processing that takes
place can only be artificially separated” (2011, p 18). They also talk about three features of
cognition that needs to be accounted for in this respect: (1) cognition has an associated

character as it is the result of the operation of various parts of the brain; (2) the cognitive
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system is shared and not restricted to the individual; and (3) the context where cognition takes
place is also part of cognition, hence its situated character (de Boot & Larsen-Freeman, 2011,
p. 17).

Dynamic systems emerge on the basis of the interconnected nature of their
components, subsystems or parts making componential explanations useless. Their behaviour
cannot be explained by studying the components separately. Take, for example, the issue of
how a teacher chooses what ways of assessment to apply. First of all, he is influenced by his
former experiences as a language learner, by his training and by the experiences he gained as
a practicing student teacher. To test reading comprehension, he decides to apply authentic
texts only. His students, however, have read only graded texts before, are not used to reading
“more difficult readings” and become demotivated by the low grades they get. As a result, he
resorts to using the texts found in the students’ course book. At the same time, a new type of
compulsory examination is introduced where reading comprehension is measured through
reading authentic texts. Furthermore, there is a strong expectation from both parents and
school administration to help students pass this test. In order to understand how (and if) the
classroom practice of the teacher in question changes we need to take into account the various
factors involved in this situation: the former experiences of the teacher in question, his
university training, the expectations of students, parents and school, the requirements of the
new exam, etc. It is impossible to anticipate every single factor that contributes to the
development of this situation, what is more, they would not even make a uniform
contribution. Therefore, it is not advisable to study such phenomena in the framework of
conventional science using, for example, an experimental design. Rather, van Geert and
Steenbek (2005) proposes retrodiction that is, “explaining after by before”. It implies that

after a change has taken place, we think back and interpret what happened.
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In conclusion, the following points are worth considering: on the basis of the above we
have reasons to believe that the theory of complex/dynamic systems has the potential to be
used as a theoretical framework to understand how the actual classroom practice of language
teachers is affected by, among others, language exams. This theory encourages a blurring of
boundaries and making it possible to see complementarity and inclusiveness, to see things in
the light of both/and rather than either/or (Larsen-Freeman, 1997, p. 157). One of the most
important features of complex dynamic systems is change. Change that can emerge, but also
change that can be initiated externally. Therefore, in the next chapter | discuss what

innovation and change may mean in the field of education.

1.3 Innovation and change in the field of education

Change is a complex phenomenon. It takes place in particular contexts and is perceived in
different ways by those affected by it. The great number of variables in a complex system
interacts in a great number of ways which makes change a potentially unpredictable
phenomenon. Change, nevertheless, appears to be a constant and consistent feature in
education. Changes may take different forms such as chaotic and random, but they can also be
controlled and orderly. We may think of ‘constructive change’ (Hyland & Wong, 2013, p. 2)
if there are carefully designed objectives attached to it which are intended to initiate and
manage change in several different areas. In his work, Kennedy (2013) differentiates between
three models of change: mechanistic, ecological and individual. He states that mechanistic
change applies a top-down approach where, with the help of rules and regulations, the
intended change is introduced from the outside. Such changes are large-scale, external and
typically take place on a national level involving central control and coercive measures. In
contrast, the owner of the individual change is the teacher who acts locally and internally.

This model includes small-scale changes that may remain inside the walls of the classroom
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but may also have an impact beyond that. The third type of change, ecological, contains
elements from both and is therefore referred to as a systemic ‘mix’.

Generally speaking, innovation means something new which aims to be an
improvement on what already exists. Markee (1993, p. 231) defines innovation in education
as a ‘qualitative change in pedagogical materials, approaches, and values that are perceived as
new by individuals who comprise a formal (language) education system’. According to
Rogers, innovation is ‘an idea, practice or object perceived as new” (2003, p. 21.) meaning
that those implementing the change should regard it as a novelty. Waters (2009) emphasizes
that innovation includes the intention to cause a change that is beneficial, as there is some sort
of dissatisfaction with the existing situation. Hyland and Wong (2013) refer to the process of
innovation as something “which implies some deliberations and consciousness” (p. 2).

Education is a field which has always been in constant change. Knowledge is not
static, consequently, the operation of the system facilitating the acquisition of knowledge
cannot be static either. New ideas emerge, new challenges appear all the time and education,
as a system, must accommodate these changes. The process of accommodation may take the
form of an innovation: the introduction of a new system of assessment for example. Whether
such an innovation produces a change, is another issue. The process of innovation is
embedded in social and cultural contexts situated in time and space (Kennedy, 2013). The
context is always different since schools are different, each having slightly distinct traditions
and teachers are also different: they possess different levels of motivation, professional
experiences, beliefs, etc. Murray (2013) emphasizes that innovation depends on the
‘characteristics of local context’ (p. 188), adding that an innovation is always adapted to and
revised by contextual factors. She mentions three local contexts that are relevant in this
respect: organizational structure, leadership and people’s perception. In the field of language

education teachers are key figures; therefore, their perception concerning any change or
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innovation is of vital importance. Local situations always vary providing educational change
with a ‘systemic and holistic nature’ where the different parts are ‘interdependent and
inseparable’ (Hyland & Wong, 2013, p. 3).

Stoller (2009) identifies six characteristics that contribute to the success of any
innovation. According to her, an innovation should: (1) be compatible with the existing
practice (of teachers); (2) neither be too complex nor too simple; (3) be clear enough on what
it means; (4) have room for variation in its implementation; (5) not be entirely new; and (6)
make the visibility of the organization better. Kelly (1980) also mentions three aspects that
can make innovation effective: whether (1) the innovation is feasible; whether (2) it is
accepted by the teachers; and whether (3) it is relevant to students’ needs.

Freeman (2013) and Fullan (2007) state that change has both objective and subjective
meanings. According to Fullan the objective meaning of change refers to the perspective of its
originators as made manifest in the form of regulations, documents or teaching materials,
whereas the subjective meaning of change is about how those affected by the change interpret
and perceive it. He also adds that typically, there are differences between the two
interpretations; therefore it is important to reconcile them. Freeman (2013) describes three
interrelated organizational concepts through which we can interpret educational change: the
locus (the focal area of change), the process (how change develops) and the unit (what is
changed). Regarding each concept he makes a difference between their objective (manifest)
and subjective (latent) elements. In the case of the locus of change the first set of elements
‘the manifest frame’ (the objective frame) describes the behaviour of teachers and students.
This is something that can be observed. The frame containing the subjective elements, the
‘latent frame’, refers to the thinking of those involved. He argues that ‘changes in behaviour
must also entail changes in thinking’ (p. 126) and we need to examine change from this

perspective, too. In a similar vein, regarding the process of change, the objective elements
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refer to implementing the new practice while the subjective elements are about the
professional learning or development of teachers. Finally, with respect to the unit of change
the objective frame is about the observable actions and interactions, about what teachers and
students actually do in the classroom. The subjective frame, on the other hand, describes how
the ‘participants take on new roles and become different people in the context of classroom’
(p. 129).

These ideas take us back to Kennedy’s model of individual change (2013), which is
related to the classroom with teachers and students as agents. Innovation, taking place in this
context, is therefore strongly related to the behaviour of the participants, including their
attitudes and beliefs. Ajzen’s theory of planned behaviour (Ajzen, 1991) has been adapted to
apply to education and ELT. This model explains that there are three sets of interacting beliefs
that contribute to the appearance of our intentions and actions. Beliefs about the outcomes,
about what others’ think and about our expertise and resources. The first set of beliefs shape
our attitudes towards the behaviour, the second produce our subjective norms (positive or
negative), while the third is about whether we think we have the expertise to carry out the
actions in question and if there are any external barriers or resources. Our intentions, based on
these three sets of beliefs, will then form our behaviour, the outcome of which we evaluate
and feed back into the model. This model calls our attention to the complexity of the factors
underlying any change and/or innovation. Besides what we, personally, think about the
outcome of the change, the model also takes into consideration the opinion of others,
including our colleagues, students, parents, etc. and the external factors such as obligatory
examinations or available resources. On the basis of this model it is possible to explain, for
example, why some teachers act against their professional beliefs (e.g., their preferred way of

teaching is not appreciated by the students and or parents).
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A change was called for in the field of language teaching in Hungary at the beginning of
the third millennium. In 2005, a new school leaving language exam was introduced into
public education with the explicit aim of shifting the teaching practice of language teachers
towards a more communicative method (Einhorn, 2009, 2015; Horvath and Lukacs, 2005).
On the basis of the works of Markee (1993), Rogers (2003), Waters (2009) and Hyland and
Wong (2013) this step may be regarded as innovation, because it was a qualitative change, it
was perceived as new, it originated in the dissatisfaction with the existing situation and it was
intended to cause (a beneficial) change.

My dissertation intends to identify those factors, both contextual and individual, that
shape the appearance of washback (the results of this innovation) and explore the interaction
between them. The questionnaire survey sent to over 1000 schools in Hungary makes it
possible to reveal the perceptions of teachers and students according to their backgrounds
(types of school, age, gender, experiences, etc.). The interviews | conducted with teachers and
students shed lights on how the stakeholders themselves experienced these changes.
Freeman’s framework (2013) is especially suitable to arrange the information I gathered
regarding the appearance of washback in the Hungarian language classroom, especially as
mixed methods are applied in the research. The questionnaires (those of teachers’ and
students’) are designed in a way that they are able to display both the manifest and the latent
frames. The manifest frame contains their (self-reported) behaviour with respect to
implementing the new practice required from them (observable actions) but, at the same time,
also provide information on the latent frame, what they think, in what ways they develop and
how different they become as a result. The statistical analysis of the questionnaire makes it
possible to reveal the relationship/interaction between the two frames. Furthermore, the
qualitative research tools (interviews) applied have the potential to provide us with an emic

perspective.
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Our investigation focuses on a complex phenomenon, washback and tries to expose
how the various factors (tests, exams, teachers, students, innovations and contexts)
influencing classroom practice interact with one another. To find answers to these questions,
we need to treat language teaching as a complex dynamic system so we can study its various
parts and processes as well as the interactions existing between within a single framework. On
the basis of the above discussion we assume that the theory of complex/dynamic systems and
the various models of innovation and change have the potential to be used as a theoretical
framework to understand how the actual classroom practice of language teachers is affected

by, among others, language exams.
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Chapter 2 Washback and impact: a theoretical background

2.1. Models and theories describing the process of washback

Thinking about washback goes back to the early 1990s when Alderson and Wall’s (1993)
seminal paper “Does washback exist” was published where the authors critically examined
the concept. They suggested fifteen feasible hypotheses that would either verify or refute the
existence of washback. Their intention was to prepare the field for empirical research. The
hypotheses they posited suggested that besides the test itself there might be other factors — e.g.

the attitude of teachers, the methods they use, the resources available, etc. — that affect how

washback operates.

1)
2)
3)
4)
5)
6)
7)
8)
9
10)
11)
12)
13)

14)

A test will influence teaching

A test will influence learning

A test will influence what teachers teach

A test will influence how teachers teach

A test will influence what learners learn

A test will influence how learners learn

A test will influence the rate and sequence of teaching

A test will influence the rate and sequence of learning

A test will influence the degree and depth of teaching

A test will influence the degree and depth of learning

A test will influence attitudes to content, method, etc. of teaching/learning
Tests that have important consequences will have washback

Tests that do not have important consequences will have no washback

Tests will have washback on all learners and teachers
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15) Tests will have washback effects for some teachers and some learners, but not
for others.

(pp. 120-121)

Elaborating on these hypotheses Alderson and Hamp-Lyons (1996) added that
washback depends on how important the test is, how different it is from current practice, what
teachers and textbook writers consider the appropriate method for test preparation and how
much teachers and textbook writer are willing and able to innovate (Alderson & Hamp-Lyons,
1996, p. 296).

It was Hughes (1993) who came up with the first basic model of washback showing the
fundamental mechanism of how washback works. He differentiated between washback on
three constituents: participants, processes and products (Table 2). Detailing his model,
Hughes explained that tests might first shape the perceptions of the participants which

influence what they do and their subsequent activities affect the learning outcomes.

Table 2

The Trichotomy Backwash Model of Hughes (1993)

@ Participants: students, classroom teachers, administrators, materials developers and
publishers, whose perceptions and attitudes toward their work may be affected by a
test,

(b) Processes: any actions taken by the participants which may contribute to the process
of learning,

(© Products: what is learned (facts, skills, etc.) and the quality of the learning.

Combining the works of Alderson and Wall (1993) and Hughes (1994) Bailey (1996)

developed a new model of washback (Figure 1) where she further specified the participants
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and the products including the researchers and their results. The model intends to reveal how
the various factors relate to one another, e.g., the results of research studies may affect
materials, which then influence the teaching and learning activities. Bailey also made a
distinction between two washback effects: washback to the learner and washback to the
programme. The first is the result of giving test-derived information to the learners. It is about
the effects of testing on different aspects of students’ learning. In the second case the test
results supply information to all the other participants in the education system. It concerns
different aspects of teaching and involves various stake-holders (e.g., administrators, course
designers, teachers, textbook writers) who are all affected by the test, which in turn has an
effect on the books, courses and programmes students use. She also categorized five of
Alderson and Wall’s hypotheses (2, 5, 6, 8 and 10) as “washback to the learners” and six of

them (1, 3, 4, 7,9 and 11) as “washback to the programme”.
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Figure 1. Bailey’s basic model of washback (Bailey, 1996, p. 264)
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Though this model is more detailed, it also has its deficiencies. Bailey did not specify
the processes the participants might be engaged in, as was pointed out by Tsagari (2007, p.
12) and their interaction with the products (Wall, 2005). Saif (1999, 2006) also criticized the
model for disregarding the needs and objectives in test development.

Saif (1999) extended these models to include the needs and objectives of test
development into the process of washback. This model (Figure 2) illustrates that the needs of
the stakeholders should be paid attention to and shows how the use of a test influences the
activities of those participating in the teaching-learning process (choice of textbooks, teaching
methods, learning strategies, etc.). It also draws our attention to the fact that test developers

should also consider the background knowledge and motivation of students.

Needs Means Consequences =
PHASEI PHASE 11 PHASE III

Material
Development/choice

'

Teachers/
Teaching Methodolo;

Background Knowledge |

Figure 2. The conceptual model of washback (Saif, 1999, p. 69)

On the basis of this model we can talk about positive washback if the way learners
prepare for the exam or the test corresponds to the way they will use the language in a real

situation. Whereas, if the construct of the test or exam is not in harmony with the teaching-
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learning process, teachers will teach to the test, concentrating only on the task types and
strategies necessary to pass the test (Prodromu, 1995). The reason for this is that in a context
where exams have high priority, language teachers tend to focus on practicing test tasks and
on teaching test taking strategies to their students (Krumm, 2006 cited in Vigh, 2007, p.147;
Prodromu, 1995). Saif’s model makes us wonder whether those tests have positive washback
that are developed on the basis of real needs in line with communicative language teaching.
Correspondingly, the question arises whether the application of communicative tests produce
a shift towards more communicative teaching in the Hungarian context.

Burrows (2004) interpreted the process of washback using three models: the
traditional stimulus-response model, the “black box” model from the 1990s and the
curriculum innovation model that she proposed (Figures 3 A, B, and C). The traditional
model, which predates Alderson and Wall’s (1993) famous paper, suggests that the
introduction of a new test or exam necessarily leads to a washback effect which can be either
positive or negative. The effect depends primarily on the qualities of the test and not on the
teachers. Criticising this model, Alderson and Wall (1993) and Messick (1996) proposed that
the positive or negative washback is independent from the quality of the test because its
direction is determined by the beliefs, attitudes and knowledge individual teachers have with
regards to the test. Burrows therefore suggests that teachers and their beliefs, attitudes and
knowledge play a mediating role between the test and the results achieved by students. This
means that the washback effect of a test is a complex process which is difficult to explore

because of the individual response patterns of teachers.
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New test —>  Teachers Simple response

Figure 3a. Traditional stimulus-response model

Beliefs, assumptions, knowledge
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New test —»  Teachers

v

Individual responses

Figure 3b. The “black box” model

Beliefs, assumptions, knowledge

!

New test —»  Teachers

v

Model of responses

Figure 3C. Burrows’ innovation model (2004, p. 126)

Research revealed that the thinking and practice of teachers are determined by the
beliefs, assumptions and knowledge they develop as a result of their former personal and
professional experiences (Alderson & Wall, 1993). The innovation model of Burrows (2004)
is based on Markee’s work (1993) which describes how change may be initiated in an
educational system. The model identifies the following factors: who (participants) adopts
(process) what (innovation), where (context), when (time), why (reason) and how (various
ways of innovation). Consequently, Burrows suggests that washback is a form of educational
change.

Another conceptual model, which takes into account the complex interaction among
stakeholders, test stakes, washback variability, intensity, direction and test construct is
Green’s model of washback (2007). Referring to the works of Hughes (1993), Brown (2000),
Davies (1985) and Smith (1991), Green points out (Figure 4 below) that stakeholders'
awareness and acceptance of the test demands and the resources available to meet the

demands may all affect the appearance of washback.
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Figure 4. Green’s (2007, p. 24) model of washback

As a result of her empirical study, Tsagari (2009) suggested a new model (Figure 5
below) to describe the complexity of washback. Her model illustrates washback as a
mechanism whose components (test-developers and exams, course books and their writers,
teachers, students and parents, the school’s atmosphere and its environment) are in constant
interaction with one another. Compared with the previous models she emphasizes two factors:

the effect of the preparation materials and that of the local environment.
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Figure 5. Model of washback proposed by Tsagari (2009)

Drawing on the previous theoretical models and the various factors describing the
features of washback Vigh (2007) developed a synthesizing model (Figure 6). This
synthesizing model integrates the essence of the previous models: the most important
conditions such as high prestige and usefulness (Gates, 1995; Watanabe, 2004); the needs and
objectives (Saif, 1999, 2006); the direct effects of the test on the participants and its indirect
effect on the processes (Bailey, 1996; Hughes, 1993) the beliefs, assumptions and knowledge
of teachers that shape the appearance of washback (Burrows, 2004). This model also
illustrates how teachers and learners, test results and the existing curriculum may have an
influence on test development. The greatness of this model lies in describing washback as a

complex system where the various elements are in constant interaction with one another. The
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deficiency of this model lies in not talking about the existence of beliefs, assumption and

knowledge in the case of the learners, and not mentioning the role of the contextual factors.
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Figure 6. Vigh’s synthesizing model of washback (2007, p. 151)

The theoretical models described above explain and interpret how washback works. They

all illustrate washback as a change in the teaching-learning process and the education system

(Cheng, 1998, 2005). In summary the following can be stated:

- exams/test exert an influence on the stakeholders (teachers, learners, parents), on the

teaching-learning process (teaching methods, assessment culture) and its products (results

of learning);
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- it is the beliefs, assumptions and knowledge of the participants (teachers, learners, and
material writers) that are influenced by exams/tests;

- the existing beliefs, assumptions and knowledge of the participants determine the
teaching and learning process, its content and quality;

- the content/quality of teaching/learning produce changes in the learners and account for
the test results;

- the results achieved at the test/exam, and the changes evolved in learners (in their
attitudes, assumptions and knowledge) provide feedback on the basis of which the needs
and objectives of test development might change;

- tests/exams have a pivotal role in determining the activities taking place in the classroom;

- there is a highly complex relationship existing among the various factors appearing in the

models.

To describe the interactions between the various components we suggest the following model

(Figure 7) aimed at revealing how washback works within the complex, dynamic system of

teaching and learning.
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Figure 7. A model of how test washback influences classroom practice

2.2. A critical overview of empirical studies on impact

2.2.1 Historical background

Tests and exams have long been used to exert an influence and initiate change. As early as in
Imperial China, (civil servant) examinations were used to select the highest officials of the
court (Hu, 1984). The primary aim of such exams was to select the most appropriate people
but, we have every reason to assume that its washback effect was to constitute and control the
education programme for the mandarins, ensuring they learn what the emperor required them
to study (Spolsky,1995). In each occasion, the washback effect of the exam was of great

importance. Linn (2000) summarizes what role tests and assessments played in the second
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half of the 20" century such as tracking and selecting, accounting for programmes and
schools or testing competency. Tests still play a crucial role in educational policies and
practices.

Three major purposes for assessment are suggested by researchers: (1) to improve
teaching and learning; (2) to make schools and teachers accountable; and (3) to make
students accountable for learning by giving them grades and certificates (Heaton, 1975;
Torrance & Pryor, 1998; Warren & Nisbet, 1999). The aim of the first type of assessment,
also known as formative assessment or assessment for learning, is to improve students’ own
learning and the quality of teaching (Black & William, 1998; Crooks, 1988). In the
framework of the second form of assessment, accountability, assessment results are applied to
demonstrate that schools are doing the job they are supposed to be doing, as expected and
financed by the society (Smith, Heinecke and Noble, 1999). The third type of assessment
refers to the fact that students should be held accountable for their learning. This type of
assessment is done in the form of giving students grades, comparing their performance against
a set of criteria and placing them into groups on the basis of their performance. Tests may be
regarded as practical tools with the help of which the various forms of assessment may be
carried out. Regarding the tests used in language assessment, four distinct types needs to be
mentioned: (1) placement test, where the aim is to help sort students into teaching groups of
approximately the same level; (2) diagnostic test, which provides information on how well
students have learnt specific course element; (3) achievement test, which aims to measure
what has been learnt over a longer period of time; and (4) proficiency test, where the purpose
is to provide a picture of the candidate’s ability to apply what he knows. (Alderson, Clapham
& Wall, 1995; Davies, Brown, Elder, Hill, Lumley & McNamara, 1999). This dissertation

focuses on the washback effect of the last types of tests, proficiency tests.

32



As tests have proved to be powerful tools, policymakers use them to shape their
educational systems (to control curricula, to introduce new textbooks, to promote new
teaching methods). Madaus (1985) calls testing “the darling of the policy-makers”, because
they think that through tests they can introduce and induce changes in the educational system
without altering other elements in the system such as teacher education. Shohamy, Donitsa-
Schmidt and Ferman (1996) state that tests can provide policy-makers with an effective tool
to control educational systems and influence the behaviour of those affected by their results.
As early as 1987 Petrie (1987) already considered testing and assessment as the engine for

implementing educational policy.

2.2.2. The concept of washback

Educators consider it natural in their everyday teaching practice that a quiz or a test does have
an influence on students and possibly on the teaching process. “...what is assessed becomes
what is valued, which becomes what is taught” (McEwen, 1995, p. 42). This topic has a
considerable amount of literature in the field of educational assessment. The phenomenon in
question is known by different terms including “measurement-driven instruction” (Popham,
1987), “curricular alignment” (Madaus, 1988; Smith, 1991), “systemic validity”
(Frederiksen & Collins, 1989), “backwash” (Hughes, 1989), ‘“consequential validity”
(Messick, 1989, 1996), “test impact” (Baker, 1991), “washback” (Alderson & Wall, 1993)
and “impact” (Wall, 1997). In her summary, Bailey (1999) concludes that there are no
uniform definitions as different researchers interpret the same concept in various ways. The
terms backwash and washback frequently appear as synonyms and refer to the influence of
testing on: (1) teaching and learning (e.g. Alderson & Wall, 1993; Bailey, 1996; Hughes,
1989); (2) participants (Alderson & Wall, 1993; Messick, 1996); (3) curriculum and teaching

materials (Cheng, 2005); (4) attitude of students towards learning (Cheng 2005). Hamp-Lyons
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(1997) and Wall (1997) introduce a new term, impact, which, according to them, describe the
effect an exam might have on the education system and the society as a whole. Bachamn and
Palmer (1996), Hamp-Lyons (2000), McNamara (1996, 2000) and Shohamy (2001) all
believe that the phenomenon in question has two distinct aspects: exams and their results
affect their micro environment (the teaching-learning process and those participating in it),
and the macro environment (the society and the educational system). Shohamy (1999) also
talks about two aspects: education impact and social impact. If we compare the two terms,
impact and washback we can find that washback is frequently considered as a dimension of
impact (Wall, 1997). In conclusion when we talk about washback, what we have in mind is
the influence of the introduction of a new or existing exam on teaching and learning while
impact is about exploring the comprehensive influence of assessment that goes beyond the
actual practice of teaching and learning. There is, however a third term, consequences, used in
the field of educational assessment, which refers to the way the results of the test are

(mis)used (Cheng, Sun, & Ma, 2015).

impact
washback =
backwash
micro environment macro environment
education society

Figure 8. Interpretation of the concept of washback

34



2.2.3. The development of washback as a distinct field of language testing

Focus on and awareness of the significance of testing consequences has existed for a long
time; however, it has received greater attention in the past few decades. Alderson (1986)
recognizes washback as a distinct and emerging field of language testing. Pearson (1988)
believes that tests and exams affect the attitudes, behaviours and motivation of teachers,
learners and parents. Since exams are usually held at the end of a given course this influence
works backward. In his study Buck (1988) finds that teachers and students tend to adjust their
activities to the demands of the test and that “this washback effect can be cither beneficial or
harmful” (p. 17). Among the four key definitions of her study Shohamy (1993) states that
washback effect is the impact of tests on teaching and learning (p. 4). Washback can affect
various things such as teaching and learning (e.g. Buck, 1988, Alderson & Wall, 1993) as
well as teachers and learners (Alderson & Wall, 1993). Biggs (1995) spoke about backwash
meaning that testing does not only influence the curriculum but also the teaching methods and
the way students approach learning. According to Bachman and Palmer (1996), the concept of
impact refers to the way the application of the test and the interpretation of its results
influence both the micro level (teaching and learning) and the macro level (society, education
system). Messick (1996), using the words of Alderson and Wall (1993), defined washback as
the “extent to which a test influences language teachers and learners to do things they would
not necessarily otherwise do” that promote or inhibit language learning (p.4). He also noted
that such consequences could be the function of factors related to the test and also to the
context where the test is administered. Washback is regarded as a consequence of high-stakes
exams (e.g. Alderson & Wall, 1997; Hamp-Lyons, 1997). There is a concrete relationship
between the stake of a test and the strength of its washback: the higher the stake the stronger
the washback is (e.g. Alderson & Wall, 1993; Shohamy, Donitsa-Schmidt and Ferman, 1996).

Washback is also regarded as a link between testing, teaching and learning (e.g. Hamp-Lyons,
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1997). Its direction can be positive, negative or neutral (e.g. Bachman and Palmer, 1996;
Buck, 1988; Shohamy et al., 1996), and it can be intended and unintended (e.g. Andrews,
2004). Messick (1996) claims that in order to achieve positive washback the activities
involved in learning should not differ too much from the activities applied when preparing for
the test. According to Bailey (1996), a test can have a positive washback, if it helps
teachers/learners achieve their educational goals, and negative if it impedes the achievement
of those. Studies that explored assessment reforms in the field of language teaching found that
such (centrally administered) reforms may cause changes in some areas leaving other areas
unaffected (Cheng 1997, 1999, 2002, 2003). In this respect, assessment reforms and the
washback effect/impact they have can be interpreted in the framework of innovation and
change. According to Cheng, Andrews and Yu (2011) these reforms may affect some learners
and not others, while Qi (2007) found that they may also produce a number of unintended
consequences, such as narrowing the focus of language teaching to test preparation.

In summary, the following may be stated regarding the washback effect of tests and
exams: it has become a distinct field of language testing; it is mainly related to high-stakes
exams; it can be positive, negative or neutral; it can be interpreted as a link between testing,
teaching and learning; tests have an influence on the attitude, behaviour and the activities of
teachers and students; tests affect the content of teaching, the way teachers teach and the
approach students use for learning; tests exert an influence on micro and macro levels; the

influence of tests is shaped by contextual factors.

2.2.4. Washback and validity

According to Messick (1989, 1996), washback has a special relation to test validity. In his
article (1996) he interpreted washback in the wider context of construct validity and

considered washback an aspect of evidence that contributes to valid test interpretation.
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Messick considers the social consequences of testing as part of a broader concept of test
validity, as the consequential aspect of wvalidity “...includes evidence and rationale for
evaluating the intended and unintended consequences of score interpretation and use” (1996.
p. 251).

Others, including Ferman (2004) and Alderson and Wall (1993) doubt the existence of
such a direct connection between validity and washback. They think that besides the test itself
the washback effect of a certain test may depend on various other factors including the foreign
language proficiency, the qualification and the motivation of the teacher, the length of the
course, the number of participants in a group, etc. Regarding this argument, Messick (1996)
also believes that we should differentiate between washback effects and other effects.
Recognising that teaching is a complex activity, influenced by various factors, Messick insists
that washback may be regarded as part of test validity if the evidence of washback can be
linked directly to the test.

The most recent evolution in validation theory was articulated by Kane (2013). His
framework establishes a network of inferences and assumptions connecting test performance,
score interpretations and decisions made on the basis of these interpretations. Kane
differentiates between four inferences: scoring, that is translating observation into scores;
generalisation, that is using scores as a reflection of test performance; extrapolation, using
scores as a reflection of real-world performance; and implications, using scores to make
decisions. He argues that it is the final phase implications, which is concerned with the
consequences or impact of the assessment on the learner, other stakeholders and society at

large.
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2.2.5. Fields and dimensions of washback

Research has found that both concepts, impact and washback, relate to the influence of tests
regarding the following fields: teaching materials, curriculum and teaching methods (Cheng,
1997; 1999), the attitude of students towards learning (Biggs, 1995); the teaching and learning
process (Hughes, 1989); and the participants in the teaching-learning process (Alderson &
Wall, 1993; Messick, 1996). Summarizing the various concepts, Vigh (2007) states that
washback is a complex process which has two main types: in a restricted sense it refers to the
test’s influence on the so-called micro environment (Bachman & Palmer, 1996. p. 30.)
including particularly the teachers and students (Alderson & Wall, 1993; Messick, 1996),
whereas in a wider sense it means the test’s effects on its macro environment (Bachman &
Palmer, 1996. p. 31.) including the society as a whole and the education system operated by
the state (Shohamy, 1999; Wall, 1997).

Having identified the three fields where washback is effective: participants, processes
and products, Hughes (1993) insists that five conditions are necessary to achieve washback:
(1) teachers should want students to succeed, (2) students must consider the results of the test
important, (3) teachers and students should know the test well, (3) there are available
resources to prepare for the test, and (5) participants should have the competence demanded

by the test.
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Figure 9. The interconnectedness of the fields and dimensions of washback

Watanabe (2004a; 2004b) identifies five dimensions of washback: nature (general or
specific), intensity (strong or weak), length (long or short), intention (intended or unintended)
and value (positive or negative). He also mentions that five groups of factors affect washback:
(1) test factors (e.g. the method of assessment, skills assessed); (2) prestige; (3) personal
factors (e.g. teacher’s attitude); (4) factors of the micro environment (e.g. quality of school);
(5) and factors of the macro environment (social context). Gates (1995) found that the
intensity of washback effect is influenced by the following factors: transparency (the relation
between construct and real needs), utility (chances are increased), monopoly (the number of
competitors) and fear (how important it is for the test taker).
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Summarizing the connections and overlaps between the various fields and dimensions,
students and teachers appear to have a central place in the emergence of washback. First of
all, to achieve washback effect an exam should have high prestige and great importance,
attributes that may originate from the social context, e.g., the intention of the educational
authority to change existing practices. Both teachers and students should accept the
importance and usefulness of these exams, which may happen if they realize that there is a
relationship between the construct of the exam and real needs. In the framework of
communicative language teaching and testing it means that if an exam is built upon the
principles of communicative language testing teachers and students assume that it is able to
provide them with a valid feedback on how they can use the language in real life. Teachers
and students should also be aware of the content of the exam, what methods of assessment are
applied and what skills are tested. Teachers may decide to arrange their teaching around the
development of the skills to be tested and use the assessment criteria applied by the exam, so
that their students get a deeper insight into and knowledge about the content of the exam.
Possessing this knowledge may shape students’ attitude towards learning and teachers’
attitude towards teaching. However, the choices teachers make (every day) regarding teaching
methods are also determined by their personal beliefs and attitudes towards teaching, by the
expectations of students, by the curriculum, by parents and school as well as by the resources
available. These then have the potential to initiate changes in the ways teachers teach and
students learn. To sum up, we can find several points where the various elements in this

system are connected to and shaped by one another making it a complex dynamic system.
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2.2.6. Empirical studies exploring washback

Direction, intention and extent.

The direction of washback can be positive, negative or neutral (e.g. Bachman & Palmer,
1996; Bailey, 1996; Buck, 1988; Davies et al., 1999; Messick, 1996; Shohamy et al., 1996). It
is reasonable to assume that those who wish to use a test to initiate a change want to see
mainly positive developments. Davies (1985) claims that good tests have the potential to
change the syllabus. This thinking is related to the concept of “measurement-driven
instruction” in general education (Popham, 1987) meaning that a situation is created where
teachers and students develop a positive attitude towards the examination and are willing to
work towards its objectives. However, to what degree this can be achieved remains a debated
issue. Studies carried out in the United States and Canada demonstrate that testing
programmes may have a negative effect, as they narrow the modes of instruction and limit
teachers’ freedom to teach content (Smith, 1991; Widen, o’Shea & Pye, 1997). Pearson
(1998) believes that tests can be used in a beneficial way, saying that good tests can be used
as teaching and learning activities.

Washback can be intended and unintended, too (e.g. Andrews, 2004; Qi, 2005).
Cheng’s empirical study (1997), which she carried out in Hong Kong for example, reveal that
unintended and coincidental effects may also occur if a public examination is used as a
vehicle to change the curriculum. The stakes of a test is directly related to the strength of
washback: higher stakes produce a more notable washback (e.g. Alderson & Wall, 1993;
Alderson & Hamp-Lyons, 1996; Shohamy et al., 1996).

The issue of stakes takes us to discussing the extent of washback, the fields it may
affect. First of all, it can be a potential instrument in the hands of those wishing to initiate
change in education (e.g. Pearson, 1988; Shohamy, 1992). It can influence teaching and

learning as well as teachers and learners. (Buck, 1988; Alderson & Wall, 1993; Bailey, 1999;
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Prodromou, 1995). Consequently, washback appears to be a link connecting exams, teaching

and learning (e.g. Hamp-Lyons, 1997; Shohamy et al., 1996).

Washback on teaching and teachers.

A part of the empirical research regarding washback on teaching methods showed that exams
do have an effect on how teachers teach. Shohamy (1993) found such effect in the case of
high-stakes exam. The studies of Alderson and Hamp-Lyons (1996), Watanabe (1996) and
Burrows (2004) showed that tests affect teachers in different ways. Read and Hayes (2003),
Sturman (2003) and Saif (2006) found evidence of test washback on how teachers teach:
using practice tasks in class, explaining test taking strategies, adapting class activities to the
content and goals of the test and rehearsing specific item types. Cheng and Curtis (2004)
recall that as early as in 1956 Vernon already claimed that teachers tended to ignore subjects
and activities that did not relate directly to preparing for exams. A few years later, Davies
(1968) added that tests had become instruments in the hands of teachers whose teaching was
directed to examination papers and this narrowed the educational experience.

According to the studies of Alderson and Hamp-Lyons (1996), Wall (1999) and Wall
and Horak (2006), teachers stated that the expectations of students had an impact on the way
they chose to teach. Another segment of empirical research, however, including Alderson and
Wall (1993), Cheng (1997, 1998), Qi (2004) and Glover (2006) found no washback effect on
teaching methods. These studies have also pointed out that the lack of washback may be
attributed to other factors including resources, teachers’ beliefs and the quality of teacher
education, among others. On the basis of empirical evidence, it can be concluded that
washback on what teaching methods teachers apply is ambiguous and mixed. In a series of
studies Cheng (1998, 1999) explored the way the introduction of a high-stake examination

affects teaching and learning. She investigated classroom interactions, the attitude of teachers,
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the content of teaching and the perceptions of students. She found that certain aspects of the
teaching-learning process (some perceptions and instructional activities) did change as a result
of the new examination. However, her studies also showed that there were no significant
changes in the way teachers taught. Referring to Alderson and Wall’s study (1993), Cheng
and Curtis (2004) mention that sometimes teachers and learners teach and learn towards the
test even if they do not like or understand its rationale.

The empirical studies of Alderson and Hamp-Lyons (1996) and Watanabe (1996) dealt
with washback on teaching and explored the role of teacher factors in washback. Both studies
found that teachers are just as much responsible for causing washback as the existence of the
test itself. Alderson and Hamp-Lyons concluded that besides the exam itself, the
administrators, the material writers and the teachers are all responsible for the emergence of
washback. Watanabe considered the individual differences of teachers that have in important
role (e.g. educational background, beliefs and attitudes) in this respect.

Wall’s empirical study (2005) intended to explore washback within the context of
teaching. As a result of her investigation, Wall managed to reveal that both the factors in the
test and the features of the context (teachers and learners) had an impact on the intended
outcome. The study of Stoneman (2006) looked into the impact of the tests’ status on the test
preparation behaviour of students. She found that in the context of high-stakes examinations
students prefer test-specific coaching activities. She also revealed that the former test-taking
and learning experiences have an important effect on what test preparation activities they
prefer.

Through classroom observations, Green (2006) intended to find out whether different
teaching methods were used in an IELTS preparation class and a general EAP class in
academic writing. Similar to the result of Alderson and Hamp-Lyons’ (1996) study, he also

found that teacher variables may account for practices that cannot be traced back to test
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design features. He concluded that several of the differences he observed may be attributed to
teacher or institutional variables including teachers’ beliefs, levels of professional training
rather than to the influence of the test. In China, a new language exam (the National
Matriculation English test) was introduced with the deliberate purpose of pushing teaching
towards a more communicative form. At the same time, this high-stakes exam is also used for
university entry. Exploring the effects of this new exam, Qi (2004, 2005) found that because it
had a selective function, teachers and students tended to focus on trying to raise their scores
and the methods of teaching did not really change. Qi thought that the reason for this was that
the two functions of the test — promoting change and selecting students — contradicted one
another. These results confirmed the conclusions of Shohamy, Donitsa-Schmidt and Ferman
(1996) who stated that washback is strongly connected to context, that is, the stake and use of
the test. Cheng’s (2002) study pointed out, that due to the lack of professional development
opportunities, a test may not have an influence on how teachers teach. This can be achieved
through enhanced teacher training. The study of Wang (2011) also revealed that the teaching
practice of teachers can only be changed if their knowledge, beliefs, attitudes and thinking are
also altered. Turner’ study (2006), conducted with secondary school English as a second
language (ESL) teachers in Quebec, Canada, investigated how teachers perceive an
innovation introduced into the curriculum. She found that teachers reacted to the change
according to their own beliefs and professional stance.

Li (1990) investigated the reaction of teachers to the introduction of a new exam and
found that the original uncomfortable feelings of teachers towards the test were gradually
replaced by feeling of acceptance. The studies of Alderson and Wall (1993), Cheng (1998),
Herman and Golan (1993), Johnstone, Guice, Baker, Malone and Michelson (1995), Shohamy
(1993), Shohamy et al. (1996) and Smith (1991) all mention that teachers experienced strong

feelings (anxiety, pressure, insecurity, guilt, anger, embarrassment, shame) as a result of
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testing. The following patterns of behaviour were reported by teachers: feeling of being
forced to teach in a certain way; anxiety generated by the pressure they felt to teach
everything needed for the exam; shame and embarrassment because the results of the exam
are made public. Kiss-Gulyas (2001) explored the feelings of teachers towards the future
introduction of the new school leaving exam in Hungary and found that teachers were afraid
that fewer students would be able to pass the exam and were worried about the performance
of the lower-ability students. Hargreaves (1997) found that teachers used the prospect of
future examination to motivate students. They did this more often when they experienced

discipline problems.

Washback on curriculum and the content of teaching

Many empirical studies (e.g., Alderson & Wall, 1993, Cheng, 1998) found that exams
strongly influenced what language skills teachers focused on when preparing their students
for an exam. One of the first seminal empirical studies carried out in the field was that of Wall
and Alderson (1993) in Sri Lanka. Using classroom observations, they found that teachers
focused on practising the skills (reading and writing) tested in the exam. Using classroom
observations Alderson and Hamp-Lyons (1996) also found that TOEFL did have an influence
on the content of lessons. After observing 118 lessons Nikolov (1999) found evidence for
washback because the most frequent task types used in the lessons were typical language
examination techniques used in the school-leaving exams. Tsagari (2007) remarks that
research in this field has produced conflicting results: some studies have found washback on

the curriculum while others have not or found that this effect varied.
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Washback on materials

Research show that exams have a strong effect on the teaching materials teachers use. This
phenomenon, also known as “textbook washback™ (Lam, 1993), is mostly related to high-
stake exams. Having inspected the content of teaching materials used to prepare students for
university entrance exams Watanabe (1996) concluded that “washback did exist on materials”
(p. 326), because those contained tasks constructed by the teachers on the basis of past exam
papers. Investigating materials preparing language learners for the TOEFL, IELTS and CPE
exams Hamp-Lyons (1996, 1998), Hawkey (2004) and Wang (1997) all found that the tests
had an influence on the content of the preparation textbooks. The research of Andrews (1994),
Alderson and Hamp-Lyons (1996), Cheng (1997), Shohamy (1993), Read and Hayes (2003)
and Wall and Alderson (1993) all indicate that teachers tend to rely on exam textbooks and
exam preparation materials. This implies potential problems: if teachers rely on such materials
then it is the material writers who exert a strong influence on what teachers actually do or
teach; such textbooks may narrow the content of instruction to the field (skills, knowledge)
required by the exam; the role of a proficiency test is different from the role of a diagnostic
test as the purpose of the latter is skills development, while that of the former is assessing the
proficiency level achieved. It was found that testing materials and methods had become a part
of “normal” teaching. Writing about washback effect of exams on materials Tsagari (2007)
mentions that teachers’ reliance on exam materials is thought to be negative as it narrows the
focus of teaching and learning. As a result of her investigation in Hungary, Nikolov (1999)
found that even locally produced supplementary materials focused on grammar and exam

preparation. These studies show that tests impact teaching materials to varying degrees.
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Washback on assessment

In their Sri Lankan study Alderson and Wall (1993) noted that that the newly introduced exam
affected the way teachers designed their classroom tests. They placed higher emphasis on
exam skills (e.g., reading and writing). Perrone (2011) explored washback and assessment in
the context of FCE and found that the classroom assessment practices of teachers had a very
strong influence on the individual students’ learning and processing of the new target
language forms. Gosa (2004) states that the exam had a strong effect on students’ personal
environments adding that students’ expectations of assessment was the most important factor

shaping their learning.

Washback on learning and learners

Research into washback on learning tends to focus on international exams such as IELTS,
TOEIC or FCE. Hawkey’s (2006) IELTS context investigation showed how much the
expectations of students are able to constrain the activities of teachers. On the basis of her
results in another IELTS study conducted in the UK Green (2007) concluded that learning
outcomes were more heavily influenced by the individual learners’ goals and the way they
understood the demands of the test than by the particular course they chose. In her
questionnaire study conducted in Hong Kong Cheng (1998) found that the respondents had
mixed feelings about the exam, which, on the one hand, motivated them to study more, while,
on the other hand, they felt the results did not reflect their knowledge. Investigating the
washback effects of the EFL oral test Ferman (2004) found that students with average abilities
felt stronger anxiety and the possibility of failure affected them more. In his study carried out
in Romania, Gosa (2004) stated that the exam had a stronger effect on students’ personal
environment than on their school environment. She concluded that the students’ expectations,

attitudes, beliefs, learning styles and anxiety may all affect the washback of a test. This
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finding, again, points to the direction of viewing the operation of washback as a complex,
dynamic system where the various components are in constant interaction with one another.
In the case of Gosa’s study the different student variables (expectations, attitudes, beliefs,
learning styles and anxiety) are all likely to interact with one another and also with the test
and this is how washback is shaped. On the basis of interviews conducted with university
students, Watanabe (2001) deduced that the washback of university exams depended on their
importance and level of difficulty. The author pointed out that it is not only the test which
causes washback but also its face validity, that is, what students think about the difficulty of
the test. The studies of Li (1990) and Read and Hayes (2003) both reveal positive feelings
regarding the exam and motivation to study. Shohamy et al. (1996) found that the direction of
the feelings towards the exam depended on their stakes. Both teachers and learners displayed
negative feelings towards low-stakes and (consequently) not such important tests. Cheng’s
study (1998) showed that students may have mixed feelings regarding the exam. The students
she asked reported that the exam motivated them to work but also believed that it did not
adequately reflect their knowledge. The studies of Hahn, Stassen and Deschke (1989), Ferman
(2004) and Shohamy (1993) all show that there are individual differences among students in
the way they perceive and react to exams. Paris, Lawton, Turner and Roth (1991) found that
tests have a different effect on high achievers and low achievers but the members of both
group experience anxiety that can be connected to the test.

All in all, we can say that students’ individual factors — expectations, goals,
motivation, anxiety, attitudes, beliefs, learning styles, what they know and think about the
exam, and the stake of the exam - play a role in the appearance and quality of impact. These
studies all show that exams and tests have a potentially multi-directional impact and that their
possible positive or negative effects depend heavily on contextual factors. This means that if

we wish to understand how washback works we need to consider both the educational context
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where the test or exam is used and the characteristics of the participants (teachers and
students) and how these interact over time. A high stakes exam or test has the potential to
influence the behaviour of teachers and learners: they are required to change the way they
teach and study. In addition, a test may initiate several other changes whose influence and
consequences may be independent from the original intentions of those who introduced the
given test or exam owing to the complex relationship of the various factors that function

within a particular educational context.
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Chapter 3 Teacher cognition and motivation

3.1 Factors affecting the classroom practice of teachers

People understand the world through a highly complex cognitive process. First, we need to
perceive what surrounds us through our senses and process the incoming information. Then,
we categorise, label and compare this information to our existing knowledge and, on the basis
of that, develop beliefs and make assumptions. We interpret the phenomena surrounding us on
the basis of the knowledge and experiences we have accumulated in our life, a process which
makes reality different for each of us (Neiser, 1967). Similar to the above cognitive operation,
teachers also make sense of their world and within it, their professional activities, through
their beliefs and accumulated experiences and knowledge.

‘... in the mind of the teacher, components of knowledge, beliefs, conceptions, and
intuitions are inextricably intertwined’ (Verloop, Van Driel & Meijer, 2001, p. 446). Research
on teacher cognition, carried out in the past 40 years, has revealed that there is a complex set
of factors that interact in the field of teaching and learning (Borg, 2006). Teachers have
sophisticated structures of knowledge and beliefs and their work is influenced by their former
experiences, some of which are not even related to teaching and learning (Calderhead, 1996,
p.21). Teachers are part of a complex system, the education system of a given country, so
systems theory (Holland, 2006) has high relevance to this study. If we decide to analyse

teacher experiences through the lens of complex dynamic systems theory, our investigation

may reveal how the various factors, detailed below, interact with one another.

3.1.1. From linear to holistic

According to the dominant conceptual model in the 1960s, teaching was seen as the result of

the behaviours produced by teachers and students. The model of Dunkin and Biddle (1974),
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describing classroom teaching, consists of properties of teachers and learners. Using a linear
process-product approach, the authors posit a relationship between four variables: presage
variables (teachers’ personal characteristics and teacher-training experiences); context
variables (characteristics of learners, school, classroom); process variables (teachers and
learners behaviour and their interactions); and product variables (the outcome of learning).
The major deficiency of this model is that it does not consider the way teachers’ cognitive
processes may influence their teaching. This, rather mechanistic, view started to change with
the emergence of three factors: (1) emphasizing the way thinking influences behaviour
(developments in cognitive psychology); (2) recognizing the central role of teachers in the
education processes; and (3) understanding that teachers’ behaviours cannot be quantified
(Borg, 2006, p.6). The developments in cognitive psychology pointed out that there is a
relationship between what teachers think, know and believe in and what they actually do.
Applied to teachers, this concept entails that teachers’ mental lives (what they know, think
and believe) impact the way they work in the classroom. These developments gave way to
viewing and studying the work of teachers in a more holistic way. Research into teacher
thinking revealed the complexity of teaching and that teachers’ instructional choices

developed on the basis of their experiences.

3.1.2. Teacher beliefs

By the end of the 1970s it became clear that both the thinking and the behaviour of teachers
are affected by their, mainly unconscious, beliefs. In their review Clark and Yinger (1977)
mention that teachers tend to use their own instructional routines in order to guarantee the
smooth operation of their classroom and that these routines are difficult to change as, for

them, it might endanger the success of teaching.
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Nisbett and Ross (1980) suggested that people formed inferences about themselves
and their surroundings on the basis of experiences they encounter early in their life. These
inferences then affect the interpretation of any incoming piece of information; consequently,
such early experiences heavily influence our final judgments, which become our beliefs that
are then very difficult to change. As the authors put it, ‘perception is influenced by the
perceiver’s schema, constructs, existing beliefs and understanding’ (p. 206). Using the work
of Nisbett and Ross (1980) Munby (1982) also pointed out that established beliefs are very
difficult to change even against tangible and concrete evidence. As early as in 1971 Green
(1971) had already written about the idea of teachers’ belief systems. He suggested that
beliefs are not held in isolation from one another but are inter-related in complex ways. Some
beliefs may be primary, whereas others derivative (emerge on the basis of a certain primary
belief). For example, the primary belief of a teacher that student autonomy is important may
produce a derivative belief referring to the frequent use (or importance) of self-assessment.
Green also made a distinction between central and peripheral beliefs suggesting that as the
former are stronger, they are relatively difficult to alter.

Summarizing research on teachers’ beliefs, Pajares (1992) first deconstructed the
notion into the various aspects it refers to (e.g., teacher efficacy, motivation, anxiety) then,
drawing on the work of Nisbett and Ross (1980) and Abelson (1979), compiled a list of
assumptions regarding teachers’ educational beliefs. The most important assumptions are as
follows: (1) beliefs are formed early and tend to self-perpetuate even against contradiction
caused by reason, time, schooling or experience; (2) the belief system helps people define and
understand the world around themselves; (3) knowledge and beliefs are intertwined and form
a filter through which new phenomena are interpreted; (4) beliefs strongly influence

perception; and (5) beliefs heavily affect behaviour (Pajares, 1992, pp. 324-6).

52



In a review article, Thompson (1992) concluded that ‘belief systems are dynamic,
permeable mental structures, susceptible to change in the light of experience” (p. 104).
Richardson (1996) reviewed the role of attitudes and beliefs in learning to teach. According to
the constructivist theories of learning students studying to become teachers already possess
certain beliefs that affect what and how they learn. These beliefs she placed into three
categories: personal experience, experience of schooling and experience with formal

knowledge.

3.1.3. ‘Apprenticeship of observation’

The role of teachers in the education process came to the foreground in the 1980s with the
study of Elbaz (1981) who presented the notion of teachers’ practical knowledge. In her later
work Elbaz (1983) stated that such knowledge “encompasses first-hand experience of
students’ learning styles, interests, needs, strengths and difficulties, and a repertoire of
instructional techniques and classroom management skills” (p.5). The practical knowledge of
teachers is also influenced by different background factors including the way they were
taught, teaching experience, their knowledge on keeping discipline in class, their training,
their personality features and the context of the school (Borg, 2003; Grossman, 1990; Meijer,
Verloop, & Beijard, 1999). Borg (1998, 1999) found that the instructional decision-making of
teachers was affected by their knowledge of context as well as their educational and teaching
experience. Meijer, Verloop and Beijard (1999) also suggest that teachers’ prior experiences
as learners, what Lortie (1975) calls their ’apprenticeship of observation’, belong to those
background variables that have the potential to affect their practical knowledge. Golombek
(1998), Holt Reynolds (1992), Johnson (1994), Numrich (1996), Woods (1996) all mention
concrete examples of how early experiences as learners shape their cognitions as teachers and

their instructional practices. The study of Moran (1996) shed light on the way that experiences
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gained when teaching and reflected upon by teachers may lead to changes in classroom

instruction.

3.1.4. Teacher knowledge

There are various terms used in the literature describing the knowledge of teachers including
teacher knowledge (Shulman, 1987), teachers’ practical knowledge (Elbaz, 1983) and
teachers’ personal practical knowledge (Verloop et al., 2001). These forms of knowledge do
not only have their origin in the teachers’ experiences, but also in their initial teacher
education and continued professional training. It is, therefore, not the opposite of theoretical
knowledge, as the theories teachers acquire through their education and training can be
integrated into the personal practical knowledge of teachers (Verloop, Driel & Meijer, 2001).
Teachers’ personal practical knowledge forms the basis of their actions for practice, it guides
their instructional decisions, it lies in their past experiences, present thinking and future plans,
it is the result of their experiences as teachers and their reflections on these experiences
(Beijaard & Verloop, 1996; Clandinin, 1992; Connelly, Clandinin, & He, 1997,
Fenstermacher, 1994; Grossman & Shulman, 1994; Verloop et al., 2001). As Clandinin
(1992) put it:

It is knowledge that reflects the individual’s prior knowledge and acknowledge the

contextual nature of that teacher’s knowledge. It is a kind of knowledge carved out of,

and shaped by, situations; knowledge that is constructed and reconstructed as we live

out our stories and retell and relive them through processes of reflection. (1992, p. 125)

Regarding teachers’ personal practical knowledge, Golombek (1998) suggested that it works
like a filter or an interpretative framework that teachers apply to make sense of what is going

on in their classroom and that this knowledge is informed by the constant experiences
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teachers gain when teaching. According to Meijer et al. (1999), teachers’ practical knowledge
is personal, contextual, based on experiences, related to content and underlies teachers’
actions.

Clandinin and Conelly (1987) pointed out that the personal practical knowledge of
teachers should also be investigated to understand what teachers do. They define such
knowledge as ‘knowledge which is experiential, embodies, and reconstructed out of narratives
of a teacher’s life’ (p. 490).

Schulman (1987) suggested a different aspect to view what teachers know and defined
it as pedagogical content knowledge. He emphasized that there is an interaction between the
way teachers teach and their knowledge of the subject matter as they mutually influence one
another. Schulman and his colleagues investigated how novice teachers transform their
subject-matter knowledge into knowledge which they can teach to students. As a result of
their investigation, Schulman (1987) suggested a classification of teachers’ content
knowledge into the following categories; subject-matter content knowledge, pedagogical
content knowledge, curricular knowledge, general pedagogical knowledge, knowledge of
learners and their characteristics, knowledge of the educational context, and knowledge of
educational ends. Among the seven categories, pedagogical content knowledge seems to be
the most important as this refers to the ability of teachers to transform what they know about
their subject into a form which can be digested by the learners. To be able to achieve this,
teachers need to be aware of their students’ interests and abilities. In this sense it is different
from the general pedagogical knowledge of teachers. Carter (1990) investigated research into
what teachers know and how they acquire this knowledge. She suggested that throughout the
years teachers develop a complex body of knowledge on the basis of the experiences they

gain in the classroom (regarding the various situations, typical interactions and behaviours,
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etc.). They then utilize this knowledge to make their instructional decisions, analyse and

interpret what goes on in the classroom, and anticipate what might happen during a lesson.

3.1.5. Teacher education

The review of Kagan (1992) on the influence of teacher education on teacher cognition
implied that the connection is not significant. In her review article, Richardson (1996) also
discussed the relationship between teacher education and the possible changes in beliefs and
suggested that the intervention education may have seemed to be rather weak. However, the
picture revealed by further research carried out in the field (Cabaroglu & Roberts, 2000;
Freeman, 1993; MacDonald, Badger & White, 2001; Sendan & Roberts, 1998; Peacock,
2001) is not that clear. These studies show that individuals give diverging responses to the
same training. It has also been revealed that behavioural changes do not necessarily lead to
cognitive changes and changes in cognition do not ultimately lead to changes in behaviour. To
date, the issue of how teacher education is able to influence teachers’ prior cognitions is still

open for debate.

3.1.6. Classroom practice

On the basis of reviewing research in the field Shavelson and Stern (1981) pointed out that
there is a two-way interaction between thinking and classroom practice; teacher cognition
shapes classroom events, and what takes place in a classroom affects cognition subsequently.
They also mention the various factors that influence teachers’ decisions and judgement, such
as what teachers know about their students and their behaviour in class, as well as the context
and the educational environment of the school where they teach. Thus, the cognition of
teachers and their actual classroom practice form a ‘symbiotic relationship’ (Foss &

Kleinsasser, 1996, p. 441). In his review article, Borg (2003) insists that although the
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classroom practice of teachers is affected by several (interacting and sometimes conflicting)

factors, teacher cognition appears to exert a consistently strong influence.

3.1.7. Context

Teachers’ classroom practices are influenced by the ‘social, psychological and environmental
realities of the school and classroom’. ‘These factors include parents, principal’s
requirements, the school society, curriculum mandates, classroom and school layout, school
policies, colleagues, standardised tests, and the availability of resources’ (Borg, 2003, p. 94).
Johnson (1996), for example, found evidence regarding how contextual realities had a
(negative) influence on student teachers during their practicum. Richards and Pennington
(1998) compiled a list of contextual factors that made teachers deviate from their own
instructional beliefs in practice. Amongst these factors we can find class size, examination

pressure, pressure to conform to experienced teachers and heavy workload.

3.1.8. Experiences

As mentioned above, there is a two-way relationship between teacher cognition and classroom
practice/experiences. Cognition affects what teachers do and the experiences they accumulate
in turn shape their thinking. In their studies, Nunan (1992) and Richards (1998) both found
that more experienced teachers are able to concentrate more on the content of teaching

because they already possess the necessary skills and routines to manage the class.

3.1.9. Summary

On the basis of the above review the following points may be stated on teacher cognition:
o the work of teachers should be considered from a holistic perspective;

e Dboth the thinking and behaviour of teachers are affected by their established beliefs;
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e these beliefs are formed early, are very difficult to change, form a system, function as a
filter to understand the world and are shaped by experiences;

e teachers possess knowledge affected by their experiences, training and the contextual
realities of their work;

e the role of teacher education in shaping teacher cognition is ambiguous;

e teacher cognition is in interaction with classroom practice and school context.

3.2 Teacher motivation

In any classroom, teachers are key figures. They are the ones who organise and manage the
activities aimed at making students able to understand the world. They are the ones who take
care of their students intellectual (and emotional) needs. Teachers have ultimate influence on
their students. Consequently, the teachers’ own level of motivation is a vital factor when it
comes to motivating their students. As Dornyei and Ushioda (2011) have pointed out, “the
teacher’s level of enthusiasm and commitment is one of the most important factors that can
affect learners’ motivation to learn” (p. 158). Drawing on the works of Pennington (1995) and
Doyle and Kim (1999), Dornyei (2001) conceptualized and analysed teacher motivation.
Around the same time, other works (Jacques, 2001; Kassagby, Boraie, and Schmidt (2001)
also treated this issue giving more information about the topic. In the broadest sense, teaching
is a job that requires a certain type of human behaviour. Therefore, we can use the general
models of motivation to describe the essence of teacher motivation: the expectancy-value
theory (e.g. Wigfield & Cambria, 2010), the expectancy theory (e.g., Mowday & Nam, 1997),
the self-efficacy theory (e.g., Bandura, 1977), the goal-setting theory (Locke & Latham, 1990)
and the self-determination theory (e.g., Csikszentmihalyi, 1997).

Working as a teacher is a highly complex professional activity so there is reason to

believe that there must be certain aspects of motivation that have particular importance in
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relation to teaching. Dornyei (2001, p. 157) suggest that the following aspects have a stronger

relation to teacher motivation:

1. it has astrong intrinsic component,

2. it is heavily influenced by contextual factors (e.g., school, colleagues, students and
expectations of the society),

3. itseems to be quite fragile, as there are many negative influences affecting it.

The studies of Dinham and Scott (2000) and Dinham, Scott and Stone (2001) carried
out in the four largest English speaking countries clearly show that when asked to identify the
main satisfiers of their profession, teachers refer to intrinsic rewards such as the internal
desire to educate people and assist their personal development. Intrinsic motivation “implies
engaging in an activity for the pleasure and the satisfaction inherent in the activity” (Deci &
Ryan, 2002, p. 42). For teachers, this refers to their inner desire to educate people and to pass
on and establish values that can eventually make the world better. Csikszentmihalyi (1997)
makes a distinction between the two sources of such rewards: the “educational process itself”,
seeing the personal development of their students, and the “subject matter”, their interest in
the subject they teach. These two sources of rewards are closely connected as teachers who
have a strong desire to teach also do their best to acquire a broad and up to date knowledge in
the field. Deci and Ryan’s (1985) self-determination theory suggests that three basic human
needs can be connected to intrinsic motivation: (1) autonomy, (2) relatedness, and (3)
competence. Activities that satisfy these needs have the potential to strengthen intrinsic
motivation. Because in the classroom, teachers have a relatively large freedom to deal with
their students whom they develop constant relationship with, the first two needs, mentioned
above, are answered. Competence refers to their sense of efficacy, which, in turn is related to

their beliefs on how efficiently they are able to teach their students. With respect to this, goal-
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setting theory (Locke & Latham, 1990) suggests that teachers’ motivation may be increased
by setting clear and possible goals for them to achieve. Hackman (1985) states that work is
motivating if it is meaningful (i.e. important to others), if it bestows autonomy on the teacher
(i.e. is in control of what he does) and if he knows the actual results of his work (receives
feedback). Considering research on the nature of extrinsic motivation of teachers, the
washback effect of test/exams may have significance in this regard. An exam has the potential
to appear as a feasible goal, teachers are relatively free to achieve this goal and the results of
the exam can provide them with concrete feedback.

The positive picture originating in teachers being intrinsically motivated is shaded by
the fact that teachers are exposed to powerful external influences (Dérnyei & Ushioda, 2011).
As it is strongly related to contextual factors, teacher motivation is fragile, by nature, and may
easily be exposed to negative influences (Dornyei, 2011). Extrinsic influences constitute a
serious threat to teacher motivation. Dinham and Scott (2000) make a distinction between two
levels of contextual factors affecting teacher motivation: (1) micro-level: school-related
factors e.g., size of the workload, school atmosphere, available resources, students’ abilities
and behaviour, etc., and (2) macro-level: factors on the societal level e.g., teachers’ status in
society, the educational changes imposed upon them.

The fragility of teacher motivation may be traced back to the previous two concurrent
aspects: teaching is an activity carried out on the basis of mainly intrinsic motivation, but at
the same time, heavily constrained by contextual variables. Dornyei (2001) identifies the most
important factors affecting the commitment of teachers: (1) the stressful nature of teaching,
(2) restricted autonomy, (3) insufficient self-efficacy, (4) content repetitiveness, (5) and
inadequate career structure (p. 165).

The difficulty of teaching children entails a lot of stress: teachers are to teach children

or youth who may go through all sorts of (personal) problems and might not be interested in
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the subject, what is more, they need to maintain a certain level of control so they could make
their student achieve what is prescribed in the curriculum, or required by the exams. Teachers
can frequently experience the feeling that their work is strongly regulated.

Education, as an activity, has strong societal significance. Consequently, decision-
makers frequently impose normative constraints on schools trying to make teachers act in a
way they consider desirable. One way to regulate, or indirectly influence, the classroom
activity of teachers is the introduction of a national curriculum and standardized tests. These
measures tend to appear in the form of growing centralised control threatening teacher
autonomy and reducing teacher motivation.

As was mentioned above, competence (self-efficacy) is strongly related to intrinsic
motivation. Tschannen-Moran, Woolfolk Hoy and Hoy (1998) suggest that the majority of
what future teachers study during their teacher training programmes does not adequately
prepare them to handle the challenges they face in a real classroom.

Having started their career, many teachers find themselves in a situation when, year
after year, they are required to do the same work. The prescribed requirements imposed upon
them in the form of curriculum or standardised tests leaves them with little freedom to deviate
from their routine. These conditions may make the average teacher lose interest and
motivation (Doérnyei, 2001).

Finally, the career possibilities appearing in front of teachers are limited. Unless
someone wants to go into management, there are very few advancement opportunities of
attainable further goals. Because teachers are highly qualified individuals with strong intrinsic
motivational patterns, this situation clearly endangers their commitment (D6rnyei, 2001).

In conclusion, the following may be stated: on the one hand, teaching is a profession

carried out by teachers whose major source of motivation is intrinsic in nature. However, their
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level of motivation is strongly influenced by contextual factors, several of which are capable
of influencing it in a negative way.

There are two aspects where the focus of our investigation, the washback effect of
exams, and the construct of teacher motivation intercept one another: regarding goal-setting
theory, in a positive way, and in the case of teacher autonomy, in a negative way. As we have
seen, there is a connection between teachers’ motivation, their sense of self-efficacy, goal-
setting (Locke & Latham, 1990) and receiving feedback (Hackman, 1985). Setting clear and
possible goals to achieve, then receiving feedback on it may increase the motivation of
teachers (and students). Foreign language proficiency exams can nicely be fit into this
picture. If teachers are aware of the exam requirements and are also able to communicate
these towards their students, such an exam may appear as a clear goal, while the results
provide both teachers and students with legitimate feedback. On the other hand, however, if
such exams or standardized tests are externally imposed, they have the power to appear as a
constraint in the eyes of teachers. This is all the more true if they contain a hidden agenda,
e.g., the intention of the educational authorities to move teachers towards the application of
certain teaching methods. One of the aims of our investigation is to find out what of the
above aspects (the positive or negative, or both) characterise the practice of Hungarian

language teachers.
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PART II

THE EMPIRICAL STUDY OF THE IMPACT OF LANGUAGE
EXAMS ON CLASSROOM PRACTICE
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Chapter 3 Research design

3.1 Rationale for research methodology

There are several factors that affect what exactly takes place in a language lesson. These
factors, in addition, are in constant interaction with one another. The objective of our
investigation is (1) to explore how the available language exams (school leaving examinations
and externally validated language exams) affect the teaching and learning process and
possibly the wider educational environment in Hungary and (2) how the various factors
interact with one another. To lay the foundations for our exploratory investigation, Part 1
provided an overview of the theoretical framework of the research focusing on five areas:
complex dynamic systems, innovation and change, washback (impact), teacher cognition and
teacher motivation.

The various factors that affect the classroom practice of teachers were also outlined:
attitudes and beliefs, behaviour, motivation, teacher knowledge, ways of teaching, ways of
assessing students’ performance, professional training, professional development
opportunities, the way teachers were taught, former personal experiences, knowledge about
the exam and context. The reviewed literature suggests that washback is a highly complex
phenomenon. The empirical studies carried out in the field and discussed above show that
there is a complex relationship among the various factors that all exert an influence on three
levels: on society, on the education system, and on classroom teaching and learning. To
investigate how they interact with one another, and to explore the nature of these interactions,
we resorted to using both quantitative and qualitative research methodology. For decades,
researchers were debating the priority of the qualitative and quantitative research methods
over one another (Creswell, 2003; Dornyei, 2007; Mackey & Gass, 2005). Mixed methods,
however, have emerged as a continuum of these two traditions and have gained an accepted

position in the field of research methodology (Ddrnyei, 2007). Our investigation follows an

64



approach in the mixed method research tradition (Creswell, 2003; Dornyei, 2007; Mackey &
Gass, 2005) applying both quantitative (questionnaire survey) and qualitative (interview,
open-ended questionnaire items) data collection instruments. It is the complexity of the topic
which requires the use of different methods so the findings can be corroborated, cross-
validated and confirmed. Therefore, the dissertation applies a concurrent triangulation
strategy (Creswell, 2003, p 217), which converges both quantitative and qualitative data
collected at the same time.

To construe theories that can describe, model and explain the different phenomena we
encounter, researchers apply both induction and deduction. In the field of natural sciences,
studies are traditionally carried out on the basis of objective measurement (standardized data
collection procedures) and gather quantifiable data to focus on deduction. A quantitative
design offers numeric description of trends, opinions or attitudes and as such, can be
generalized (Creswell, 2003, p.153). As we used questionnaire surveys with large samples it
was possible to detect the characteristics of the whole population — language learners and
language teachers — from a group of individuals with the help of statistical analysis (Creswell,
2003, p.154). Applying qualitative methods, on the other hand, we can focus on exploring the
world around us using non-standardized and naturalistic data (Creswell, 2003; Dérnyei, 2007,
Griffe, 2012; Mackey & Gass, 2005). Nesting open-ended questions in the questionnaire
provides an opportunity to get an emic perspective on the participants and on the situation,
making the topic of inquiry more understandable.

In the 1970s the idea of triangulation was introduced which led to the combination of
the two methods. Establishing validity is of utmost importance in any research. “Validity is an
essential criterion for evaluating the quality and acceptability of research” (Burns, 1999; p
160.). An investigation is considered valid if it is believable and true, and if it assesses what it

is supposed to be assessing. To this Frankel and Wallen (2003, p. 158) add, that the quality of
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data collection instruments is vital because “the conclusions researchers draw are based on the
information they obtain using these instruments”. The other main requirement for any
research process is establishing the reliability of the data and results. Reliability, first of all,
refers to the consistency, dependability and replicability of the results obtained. Getting
similar results through quantitative data collection is relatively simple, but achieving identical
results applying a qualitative approach is rather difficult, because here our data is mainly
subjective and may be presented in a narrative form. Consequently, as Lincoln and Guba
(1985, p. 288) suggest, instead of expecting similar results, we should consider the
dependability and consistency of data. The application of different methods and sources of
inquiry makes it possible to strengthen the validity of findings (Dornyei, 2007, p. 45). It has
been accepted that the validity, reliability, and credibility of research findings can be ensured
by the combination of these methods, as the strengths inherent in one method may
compensate for the weaknesses of the other (Creswell, 2003; Dornyei, 2007; Mackey & Gass,
2005).

Our study also utilizes the complementary function of mixed methods: data collection
follows a concurrent strategy as various forms of data are collected at the same time. For
exploratory purposes a qualitative method — focus group interview — was used, which was
followed by a quantitative method — a large scale study using a questionnaire. For an

overview of the research strands see Table 3 below.
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Table 3

Overview of research strands

Instrument and time of Paradigm Open and closed questions Participants
administration
Group interview qualitative 7 open questions 5 teachers
October 2016
Teachers ‘questionnaire guantitative and 67 closed statements 333 teachers
May 2017 qualitative 7 open questions
Students ‘questionnaire guantitative and 63 closed statements 1109 students
May 2017 qualitative 5 open questions

4.2  The context of the study

4.2.1. The foreign language knowledge of Hungarian students

According to the National Census, (Népszamlaldas, 2001, 2002) 19.2% of the population
claimed that they can speak at least one foreign language. Terestyéni (2000) found similar
proportions: 24.3% in 1997 and 30.5% in 2000. According to Szénay (2005), however, the
picture is better. She reported that 45% of the Hungarians between the age of 15 and 44 said
they did not speak any foreign languages (p. 49). She also discovered a positive trend with
respect to the language proficiency of the younger generation. Fifty-one % of her sample aged
15-19 achieved B1-C2 CEFR-level proficiency in their tests, in contrast with the sample of
the 40-44 age-groups, where this ratio was 22% (p. 58). The most recent European barometer
statistics (Europeans and their languages, 2006; Europeans and their languages, 2012)
revealed that according to self-reports, Hungary is one of those countries with the lowest self-
reported foreign language competence in the European Union. The situation is even worse
with respect to people being able to speak at least two foreign languages. It is safe to say that
the percentage of people who claim to be able to speak foreign languages in Hungary is still

low compared with other countries in Europe.
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4.2.2. The institutional framework of FL teaching

During the years following the political changes in 1990 when the world opened and it was
possible to travel, people realized they needed practical and useable language proficiency
(Enyedi & Medgyes, 1998; Medgyes & Miklosi, 2000). This tendency was intensified with
the accession of the country, in 2004, to European Union where the emerging ideal was the
trilingual citizen. However, at the turn of the millennium, the country still did not have an
overall policy regarding the development of foreign language proficiency. This was one of the
reasons accounting for the people’s low level of FL knowledge (Nikolov, 2007; Petneki,
2007). Owing to the political changes, and because Russian was no longer obligatory to learn,
a strong demand appeared to develop an efficient language policy. Language education
became a field where improvement, in the form of change and innovation, became a priority.
This marked the beginning of an era perceived as a “golden age” in foreign language
education (Medgyes, 2011) and a modernization “success story” (Vago, 2000). In 1999 the
Ministry of Education developed a brand new foreign language teaching strategy (Kapitantty,
2001), which determined the output requirements of FL teaching according to the CEFR
(Common European framework of reference for languages: Learning, teaching, assessment,
2001), as recommended by the European Union. Among the specific aims of the strategy we
can find the following: the secondary school-leaving exam will be revised on the basis of
modern approaches; the advanced-level FL school-leaving exam will be acknowledged as an
intermediate-level language proficiency exam; only qualified teachers will be allowed to teach
foreign languages; and higher emphasis will be placed on teacher training for both future and
in-service teachers. The implementation of this strategy took place in the framework of the
World - Language Programme, developed by the Ministry of Education and Culture and
launched in 2003. The aim of the programme was to provide added funding and more time for

foreign language teaching with strong support for related teacher training. One important
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element of the programme was the introduction of the new, two-level school leaving
examination whose content was also modernized as it built upon the communicative language
teaching approach and took into consideration the criteria for describing foreign language
proficiency developed by the CEFR (Balazs, 2007; Fisher & Oveges, 2008).

As far as the institutional framework is concerned, language teaching in primary and
secondary education is regulated by the National Core Curriculum (NCC). So far there have
been four versions (Government Decrees, 1995, 2003, 2007 and 2012). As a supplement to
the NCC, so called frame curricula, were introduced in 2000 and in 2012. Generally speaking
the first three versions, following the recommendations of the Council of Europe, adopted
“humanistic and communicative principles” (Medgyes & Nikolov, 2000, p. 271). The first
NCC (1995) underlined the importance of practical language skills and the necessity to know
about other cultures, while the second and the third versions (2003, 2007) focused on the
development of communicative language competence. It was the 2003 NCC which reconciled
the output proficiency levels with the levels of the CEFR. In the case of the first foreign
language, students are expected to reach B1 level by the end of grade 12 and A2 level in the
second foreign language. This regulation did not change in the 2007 version of the NCC.

At the moment, students start learning their first foreign language in grade 4 (age 9-
10), although primary schools are allowed to offer language classes before that time if they
have the appropriate conditions for it (qualified teachers, suitable infrastructure). According to
Morvai, Otté and Oveges (2009), 53% of primary schools use this opportunity, which is
mainly the result of the pressure on part of the parents (Nikolov, 2001, 2011). On the basis of
a questionnaire survey conducted by the Nyelvtudasért Egyesiilet in February 2016, Kuti
(2016) found that 48% of students began learning their first FL before grade 4. According to
the latest version of the National Core Curriculum (Government Decree, 2012) students may

start to learn a second foreign language in grade 7. However, other regulations in the NCC
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make it difficult to achieve this situation as the number of lessons that can be used for
language teaching is reduced, while the output requirement at the end of grade 8 is raised,
from Al to A2 level (NCC, 2012). As far as the number of lessons per week is concerned, in
grade 4 there should be minimum 2 classes/week, while from grade 5 through grade 12 a
minimum of 3 language lessons are to be held each week. Studies investigating language
education found the number of language classes per week was higher than the minimum.
Vagd (2007) found that the average number of language classes at grade 9 was 4.59 and
according to Morvai, Ott6 and Oveges (2009), one or two lessons were offered in the first
grades of primary school. If we add up the minimum required numbers we find that, at
present, students are offered at least 936 lessons to study their first foreign language and 432
to learn a second one until the end of grade 12. To put it in context, most European countries
require around 500-600 lessons for language teaching (Key Data, 2012).

Regarding the output requirements, students must reach CEFR A2 level by the end of
grade 8 and B1 by the end of grade 12 (NCC, 2012). Students attending bilingual schools
must reach CEFR level A2 by the end of grade 6 and level B1 by the end of grade 8.
Furthermore, at least 50% of these students must reach CEFR level B2 by the end of grade 10
and 90% of them have to reach the same level by the end of grade 12. In the framework of the
two-level school leaving exam, students may opt to take an advanced level exam too, which is
acknowledged as a B2 level proficiency exam. From 2020, only those students may enter
higher education that have a B2 language certificate (Government Decree 423/2012). The
year 2014 saw the introduction of proficiency exams in bilingual education. Students studying
in these schools are required to take such an exam every two years: A2 at the end of grade 6,
B1 at the end of grade 8, and B2 at the end of grade 10. Finally, obligatory proficiency exams
were also introduced in general education at the end of grade 6 (Al level) and grade 8 (A2

level) in 2015.
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4.2.3. Features of the Hungarian classroom

The Hungarian education system has undergone many changes in the past 25 years. However,
the influence of the old-fashioned, "Prussian” model, which became the norm in Hungary in
1869 when the first education law was drafted, can still be felt in the everyday practice of
public education. This model emphasizes factual learning and discipline. The classroom
observation study of Nikolov (1999) gathered data from 118 classes in 55 secondary schools
investigating the general teaching conditions in English lessons in secondary schools.
Although it did not include a representative sample, the findings are telling. She found that
most of the classes were teacher-fronted, that monotony and boredom characterized the
lessons in which the most frequent activity was answering questions. When asked to identify
students’ strengths and weaknesses, “... a few teachers simply left the questions unanswered
and most often them tended to identify more weaknesses than strengths” (p. 230). Many of the
teachers complained about their students’ aptitude, lack of motivation and willingness to
communicate adding that they “(...) did not put enough effort and interest into language
studies,” (p. 231). Csapd (1998), Jozsa and Fejes (2010) and Szenci (2008) all found when
investigating the work of teachers in general education that teachers’ expectations are crucial,
as they often work as self-fulfilling prophecies exerting a strong influence upon the self-image
and motivation of students.

Starting from 2001, the National Institute of Public Education has carried out several
field research studies regarding the various academic subjects taught in Hungarian primary
and secondary schools. On the teaching and assessment methods applied by Hungarian
teachers a comprehensive study was published in 2005 (Radnéti, 2005). Primary and
secondary school teachers of literature and mathematics (N=2000) were asked about the

techniques they use when teaching and assessing their students. By the term ‘teaching

71



technique’, they refer to those constant and iterative components of the teaching and learning
process that teachers apply in the form of pedagogy and management strategies in order to
achieve the various aims of instruction. Such techniques include: presentation, explanation,
discussion, debate, visualisation, projects, cooperative learning, simulation, role play and
homework. Regarding classroom teaching it was found that teachers prefer the more
traditional, teacher-centred, frontal teaching methods where the students’ role is reduced to be
passive participants (Radnoti, 2005). Teachers in general education, however, do use various
teaching methods, 80% of them apply at least eight different instructional methods. 90% of
teachers use explanation, illustration, discussion and individual work to a certain degree, but
the application of constructive methods, such as cooperative learning, projects, ICT,
multimedia, etc. is below 50% (Falus, 2001; Golnhofer & Szekszardi, 2003). In the field of
assessment, the application of summative assessment methods — in the form of quizzes and
oral and written tests — is predominant, while the use of formative assessment methods is
much less frequent (Radnéti, 2005). The qualitative study of Hild and Nikolov (2011)
intended to explore how teachers of young learners assess the four skills and what they think
about tests. They found that most tests assessed reading and writing.

The research of Antalné Szabo Agnes (2006) on teacher talk also underpins the
teacher-fronted nature of the Hungarian classroom. She analysed 50 video-recorded lessons,
60% of which were Hungarian as a native language lessons and the rest included lessons of
various academic subjects, and found that 94% of the time it was the teacher who initiated
communication, constantly reinforcing herself as the primary source of knowledge. On
average, students initiated communication only 6% of the time. Regarding the ongoing oral
interactions, teachers talked 78% of the time. These patterns confirm the hierarchical nature of
the Hungarian classroom in which it is the teacher who dominates and determines the flow of

communication.
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The exploratory study of Nikolov (2008) focused on early-start FL teaching
programmes. Having observed 60 English lessons and conducted interviews with 30 teachers,
she concluded that in most cases pupils could not profit from the programme because teachers
lacked some fundamental methodological knowledge. A similar picture was painted by
Sebestyénné Kereszthidi (2011) in the field of early-start German dual language education.
Her observation study also revealed serious problems regarding the professional knowledge of
language teachers.

Investigating the potential existence of various emotions related to classroom
atmosphere, Imre (2002) and Olah (1999, 2005) discovered that according to Hungarian
students, only 32% of their school activities create joy, occupy their attention and challenge
their abilities. Most of the boredom, apathy and anxiety students experience in their life is
directly connected to school. In her questionnaire study, Imre (2002) found that when classes
are not interesting to students, they tend to become less motivated which, in turn, makes
teachers resort to disciplinary measures more frequently.

Summarizing these results the following features are worth bearing in mind: (1) there
seems to be a strong hierarchy in the lessons where teachers have a dominant role; (2) most
classes appear to be held in a teacher-fronted way; (3) teachers seem have a low opinion on
their students; (4) two-thirds of the feelings students have towards school is negative
(boredom, apathy, anxiety); (5) in most cases students do not find school/lessons interesting;
(6) in such classes teachers tend to resort to using disciplinary measures more frequently.
There are, of course, great and committed teachers performing at a high professional level, but

the picture, as can be seen through research, looks rather gloomy.
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4.2.4. The school leaving exam and the external language exams

As mentioned earlier, the political changes of the 1990s brought several changes in the field
of language education and assessment. The importance of being able to speak a foreign
language came to the foreground, rendering high value to the possession of language
proficiency. The changes brought positive changes with respect to language learning
motivation. The attitude and motivation patterns of pupils were first surveyed in the 1993/94
school year then it was repeated in 1999 (Csizér, Dornyei, & Nyilasi, 1999; Dérnyei &
Clément, 2001). Both studies found that pupils showed positive attitude towards language
learning and were highly motivated to learn. The government decided that those students who
pass a successful language exam would no longer have to learn that language in school. One
of the reasons behind this decision was to relieve language teachers who worked under strong
pressure. A lower number of students meant an opportunity to teach them more efficiently.
Having a language certificate also meant an advantage when students applied for entry to a
higher education institution or took up a job. Csapd (2001) found that secondary school
students had a primarily instrumental motivation to learn a FL, that being, to pass a language
exam. This situation rendered the school leaving language exam useless as it was not a
proficiency exam. Prior to 2005, the “old” school leaving language exam was an achievement
test assessing the knowledge learned in primary and secondary schools in the form of planned
instruction. This exam was not standardized; it was not linked to the CEFR levels, and did not
have any legal or official documents which would have regulated the framework of its
administration (Einhorn, 2009, 2015). It could not be considered valid from the perspective of
communicative language testing as the translation tasks and grammar exercises were not
suitable to assess the communicative language competence of students. Neither can we regard

this exam reliable, because the content of the exam was compiled in a random fashion year
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after year and the results were never properly analysed. As a result of these features, the state
did not acknowledge it as an official document proving language proficiency.

During the 1990s, besides the most well-known international language exams, there was
only one language examination centre in Hungary where students could get a language
certificate. This (central) language exam was built on rather traditional principles of FL
knowledge and its specification was also not detailed enough. Therefore, in the lack of precise
information, teachers resorted to using the tasks/tests made public regarding this exam when
preparing their students for it (Einhorn, 2009, 2015). After observing 118 lessons, Nikolov
(1999) found evidence for a strong connection between this exam and the teaching of FL, as
the most frequent task types used in the lessons were typical language examination tasks used
in exams at that time. At the end of the 1990s, a new accreditation system was developed and
introduced with respect to language examination in Hungary. In 2000, the field of language
examination was liberalized and several new, Hungarian and foreign examination systems
started their operation in the country. The accreditation process built upon the developments
that had taken place in the field of language assessment from the 1980s and ‘90s: skills
assessment became a norm; exams had to have clear specifications; exam levels were to be
aligned with the relevant CEFR levels (Einhorn, 2009). During the same period a new, two-
level (intermediate and advanced) school leaving language exam was being developed on the
basis of similar principles. The advanced version of this matura exam was meant to be
acknowledged as an intermediate-level language proficiency exam. The intention was to raise
the prestige of the school-leaving exam and provide a cost-free opportunity for everyone to
get a language certificate. The output requirements of this new exam were also intended to
have a regulatory function in public education. It was introduced in 2005, following a ten-year
preparatory and development process. The conceptual framework of the exam included three

important principles (Einhorn, 2009; Horvath & Lukacs, 2005).
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It should
- be standardised: the same exam is taken in all types of secondary schools,
- be available on two levels, and
- have a modernized content.

It was clear from the very beginning that the future requirements of the exam would
fundamentally determine the curriculum of at least the last two years of secondary education.
The original concept brought a new genre into Hungarian public education with its “detailed
examination specifications” (Horvath & Lukacs, 2005). Similar to the external language
exams, the information on the requirements, content, assessment criteria and task types of the
matura exam has become available for both teachers, students and parents. Furthermore, its
content was also modernized because it built upon the communicative language teaching
approach and took into consideration the criteria for describing foreign language proficiency
developed by the CEFR. The proficiency levels to be reached by the exams were regulated by
the relevant version of Government Decree 100/1997 (VI. 13.) on the specifications of the
school leaving exam. The novelty of the new two-level school-leaving language exam lies in
the following; (1) it assesses the four language skills separately, (2) it is monolingual, (3) it
uses authentic materials, (4) it uses new task types, and (5) it has a new assessment system. In
the case of the receptive skills, teachers are to follow a key while for productive skills, the
performances of students are to be assessed according to detailed assessment criteria. As the
exam was built upon the principles of communicative language assessment, it provoked an
important change in the professional life of teachers. Before that time, they had been allowed
to follow the language teaching tradition of their choice; however, the communicative
requirements of the newly introduced exam made it imperative for them adapt their ways and
move towards a more communicative tradition (Einhorn, 2009). It was the culture of

assessment that represented the most important change brought by the exam. The aim now, is
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not to assess what students know about the language, but rather, how they are able to use it.
The emphasis is on skills and competence rather than on knowledge.

At the time when the survey of the dissertation was carried out (May 2017) possession
of a language certificate in Hungary is of ultimate importance for both language teachers and
learners. According to the existing regulations on the output requirements in language
education, (the latest version of the National Core Curriculum: Government Decree, 2012) all
students must reach CEFR level A2 by the end of grade 8 and B1 by the end of grade 12.
Since 2014, students in public education have been required to take proficiency exams at the
end of grade 6 (Al level) and grade 8 (A2 level). The purpose of this exam is to assess
whether the FL knowledge of pupils meets the requirements of the CEFR levels set by the
curriculum. This exam assesses two skills only: listening and reading comprehension. Those
pupils’ level of knowledge is deemed being in conformity with the given CEFR levels who
achieve a 60% average on the test. Students studying in bilingual schools are also required to
take a proficiency exam every two years: A2 at the end of grade 6, B1 at the end of grade 8,
and B2 at the end of grade 10. However, in their case the exam is different as here three skills
are tested: listening, reading comprehension and written communication. To get a degree in
higher education one must possess, with some exceptions, a B2 level language exam (Act
CCIV of 2011 on Higher Education). From 2020, only those students may enter higher
education who have a B2 language certificate (Government Decree 423/2012). Passing an
advanced level school-leaving exam successfully (achieving a 60% score) means that one gets
a language certificate acknowledged by the state as a B2 level proficiency exam. On the basis
of such data we are safe to say that the various language exams permeate the life of both
teachers and students in Hungary in 2017. Beginning with grade 6, every Hungarian student
needs to take a language exam at the end of every two school years. For those who intend to

enter higher education it is an absolute necessity to obtain a language certificate, preferably by
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the time they start their tertiary studies. The focus of our investigation is therefore relevant to

all students and teachers in the country.

4.3. Research questions

The literature on teacher cognition reveals that both the thinking and behaviour (classroom
practice) of teachers are influenced by their established beliefs they form on the basis of their
(early) experiences as learners and later on as teachers, by their training (teacher education
and further training courses) and by the contextual realities of their work. In addition, their
classroom practice is also affected by the various forms of their knowledge (teacher
knowledge, practical knowledge, personal practical knowledge, pedagogical content
knowledge), by the expectations displayed towards them and by the level and nature of their
motivational patterns (e.g. (pl. Borg, 2003; Clark & Yinger 1977; Dérnyei & Ushioda 2011;

Elbaz, 1983; Grossman, 1990; Meijer, Verloop, & Beijard, 1999; Nisbett & Ross 1980).

On the basis of the literature reviewed in Chapter 2 exams may also exert an influence
on teachers’ attitudes, beliefs, behaviour, motivation, their ways of teaching and assessment
and their feelings (anxiety, embarrassment, insecurity). It, therefore, seems logical to
concentrate on those variables that affect the teaching practice of teachers and, at the same
time, are affected by the exams. Table 4 below shows these variables. The teacher variables in
the middle column are the ones that are both affected by tests/exams and affecting classroom

practice at the same time.
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Table 4

Factors affecting teachers and their classroom practice

Teacher variables affected by Teacher variables affecting classroom
tests/exams practice
feelings: attitudes - teacher knowledge
anxiety beliefs - professional training
embarrassment behaviour - professional development
insecurity motivation opportunities
ways of teaching - the way they were taught
ways of assessing their students - former personal experiences
- knowledge about the test
- expectations

According to the literature review (Chapter 2), exams may influence students’
attitudes towards learning and also their motivation, behaviour and learning process. It has
been revealed that in addition to these factors, the language learning activities of students are
also influenced by the following factors: what they know and think about the test, their former
experiences and expectations, their learning style and goals, and also their feelings. Table 5
below shows those variables that affect the learning activities of students and, at the same
time, are affected by the exams. The variables in the middle column are the ones that are both

affected by tests/exams and affecting students’ language learning activities at the same time.

Table 5

Factors affecting students and their learning

Student variables affected by tests/exams Variables that affect the language learning
activities of students:
- behaviour attitudes towards learning | - what they know about the test
- |earning process motivation - what they think about the test
anxiety - learning styles

- former experiences

- expectations

- anxiety

- expectations of assessment
- goals
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The aim of our research is to reveal the complexity of the various factors affecting
classroom practice: exams, teachers, students, and contexts. It is the secondary level of the
Hungarian education system which is most strongly affected by the issue of language exams.
As a result, it is reasonable to focus our investigation on the secondary level. Consequently,

our research questions are as follows:

1. How do the different types of language exams (school leaving examinations and external
proficiency exams) affect teachers and students in the Hungarian context?

2. What differences may be revealed with respect to the washback effect of the different
types of language exams (school leaving and external)?

3. What possible connections may be revealed between the appearance of washback and the
classroom practice of secondary school teachers?

4. What possible connections may be revealed between the appearance of washback, teacher

ID variables and classroom practice of secondary school teachers?

4.4. Setting and participants

4.4.1. Setting

The washback effect of all the existing language exams (school-leaving and externally
validated exams) has not been systematically researched within one single framework in
Hungary. The dissertation of Vigh (2010) investigated the impact of the Hungarian FL
school-leaving exam (in English and German languages at both levels) on the beliefs and
attitudes of language teachers. The statistics of the Education Authority and the Accreditation
Centre for Foreign Language Examinations show, however, that the number of students
opting to take an advanced level school-leaving language exam is extremely low, while that of

those who choose to take an external language exam is much higher (see Table 6 below).
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Table 6

Number of candidates taking the different language exams in 2016

Type of examinations English German
School leaving language exam at intermediate level (level B1) 52 260 17 068
School leaving language exam at advanced level (recognized as | 11001 2551

B2 level external language exam)

External language exam, intermediate level (level B2) 79348 24132

These data show the ultimate significance of the language exams provided by the for-
profit examination centres. Consequently, if we want to reveal the true nature of the washback
effect of language exams, we need to take into account the influence that both the school
leaving and the external FL exams exert on the everyday practice of language teachers. The
views of the other stakeholders, the students, also need to be explored as their participation in
the teaching-learning process affects teaching also. Therefore, the research discussed in this
dissertation, focuses on two groups of stakeholders: teachers and students. In order to reveal
the complex nature of washback various research instruments are used: online questionnaires

with open-ended items and a focus group interview involving teachers.

4.4.2. Participants

The participants in the research study include teachers and students. As our
investigation is relevant to all teachers and students, we aimed at accessing the widest
possible group of respondents. We intended to reach teachers who work in general education

and in language schools, who are examiners at the advanced level school leaving exam and
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who work as examiners in the various for-profit examination systems. It was also important to
get answers from those teachers who are not examiners themselves, but are affected by the
present educational context. In a similar vein, it was also crucial to reach as many students as
possible. We needed the answers of those who have already taken a language exam and were

successful, of those who failed, and of those who have not yet attempted to take an exam.

4.4.3. Sampling

Teachers

To be able to generalize the results of the questionnaire surveys, an appropriate sample size
was needed, which includes people whose most essential general characteristics are very
similar to the target population (e.g. age, gender, educational background, qualifications,
workplace, languages taught) (Dornyei, 2007; p. 96). Considering the sampling strategies an
opportunity sampling procedure was applied. This procedure involves people from the target
population available at the time and willing to take part in a study. We have obtained the
sample by asking members of the population of interest if they would take part in your
research. A letter of invitation (Appendix A and C) containing the link to the questionnaire,
was sent to the principals of 1,028 schools asking them to forward it to their language
teachers. The directors of two major accredited language examination systems (ECL and
Euroexam) operating in Hungary were asked to forward the letter with the survey link to
teachers and examiners working for them. In the case of ECL examinations 198
teachers/examiners have received the link, while Euroexam provided the email address of 153
teachers/examiners. The sampling procedure was made random by the fact that the
opportunity was there for thousands of language teachers working at the primary and
secondary level to provide their responses. The procedure also included an element of

opportunity sampling, as in the case of the teachers who were interviewed, convenience or
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opportunity sampling was used (Babbie, 2001). Dornyei (2007) states that such samples are
frequently partly purposeful in that “besides the relative ease of accessibility, participants also
have to possess certain key characteristics that are related to the purpose of the investigation”
(p. 99). The five teachers who were interviewed therefore were more experienced and novice

teachers, as well as, teachers who teach English and German.

Students

The request letters containing the link to the questionnaire (Appendix B) have been sent to
two distinct groups of respondents: (1) over 20 000 students received an e-mail with the
request letter directly in it; (2) the letter sent to the teachers also included reference to the
students’ questionnaire and asked them to call the attention of their students to fill in the
questionnaire. As mentioned earlier, two accredited language examination systems assisted in
conducting the research. Both ECL and Euroexam offered the email-address of those students
who had taken a language exam at their centres in the previous six months. In the case of ECL
Examinations, the number of former test takers was just over 11,000, whereas for Euroexam it

was 11,742.

Respondents

Using an online questionnaire is very practical: one can fill it in easily and, thanks to modern
technology (e.g., smartphones), almost anywhere; anonymity is properly ensured; and there is
instant access to the data gathered. The biggest drawback is that the response rate may be
quite low. By the end of the set deadline (end of May 2017), 333 teachers completed the
questionnaire. It was completely voluntary to fill in the questionnaire, teachers did not receive

any remuneration for it. The number of students having completed the questionnaire is 1109.
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45. Data collection instruments

4.5.1. Design and development of data collection instruments

The term mixed methods research refers to collecting and analysing qualitative and
quantitative data within one single study (Tashakkori & Teddlie, 2003). According to Greene,
Caracelli and Graham (1989, p. 259), there are five rationales for conducting mixed method
research:

- Triangulation: to corroborate the results from the different methods and designs;

- Complementarity: to elaborate, clarify and illustrate the results from one method with

results from the other method;

- Initiation: to discover paradoxes and contradictions that lead to re-framing the

research question;

- Development: to use the findings from one method to help inform the other method;

- Expansion: to expand the depth and the range of research by using different methods

for different inquiry components.

Mixed methods research design, however, may take different forms according to the
following aspects: (a) the priority of the various forms of data over one another, (b) the
combination of the data collected from the different sources (time of collection and analysis),
(3) the timing of the qualitative/quantitative phases (concurrent or sequential), (4) and the
order of these phases (Creswell, 2003; Tashakkori & Teddlie, 2003). In their earlier work,
Tashakkori and Teddlie (1998) use the term “mixed model studies” to refer to the integration
of other aspects of qualitative and quantitative approaches (e.g. epistemological assumptions,
analysis and inference strategies). It is a transformative design which changes one form of
data into another so that they can be merged. The aim of my dissertation is to reveal the

complex relationships and interactions existing among the variables affecting the appearance
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of washback in the classroom practice of language teachers in Hungary. The complexity of
the issue under investigation requires the application of multiple angles of exploration, in
other words, the use and combination of different research methods. To find answers to our
research questions the strategy of inquiry in this dissertation applies the combination of
sequential and concurrent research design (Figure 10). Regarding the rationales of Greene et
al. (1989) this strategy offers an opportunity to corroborate and converge the results from the
different methods (triangulation), to illustrate the results from one method with results from
the other method (complementarity) and to use the findings from one method to help inform

the other method (development).

Time:
October Focus group
2016 interview with
five secondary
sc?tfﬁrs
November Developing
December questionnaires
2016 for teachers and
students
2017 Qualitative
February validation of
March the
questionnaires
2017 / Pretesting the \
April questionnaires
May Questionnaire Time of the Questionnaire
2017 for teachers Questionnaire for students
survey
June, July \ /
2017 MERGING
DATA

Figure 10 Research design
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First, a focus group interview was held with the participation of five language teachers
who work in a secondary school in Hungary’s fifth largest city (see Appendix D). Two of
them have been teaching for over 20 years while three started their career 2, 5 and 7 years
ago. To gain an understanding on what role language exams play in their professional life and
on how they influence their work, a semi-structured interview, consisting of six questions,
was conducted. The aim of the interview was to get an overall picture regarding the situation
of language exams and their role in public education so that ideas could be generated for the
questionnaire. The interview was conducted in Hungarian. The term “language exam” refers
to both the advanced level school leaving exam and the external language exams. The

questions are as follows:

1. How important are language exams regarding your work in the school?

2. What do you think about the conformity of the two-level school leaving language exams

and the externally validated language exams?
3. How do language exams influence your everyday work?
4. Do you motivate students by referring to the language exam?
5. What is the proportion of time you spent on developing the four skills?
6. Do you discuss the assessment criteria (of language exams) with your students?

7. What had the strongest impact on the way you teach now?

The aim of developing the questionnaires was to reveal and explore the relationships
and interactions existing and working between the factors which exert an influence on

teachers and students. Since teaching is an activity where both teachers and students are
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involved, it was decided to develop two questionnaires; one focusing on teachers and another
one scrutinizing students (Appendix E and F).

The development of the questionnaires included three stages: (1) reviewing the
literature to identify the various factors affecting the appearance of washback (from the points
of view of teachers and students); (2) writing questionnaire items addressing these very
factors (3); and piloting and validating the questionnaires. We began with reviewing the
relevant literature where, besides perusing the articles on washback, the literature on what
factors affect the teaching practice of teachers was also reviewed. Synthesizing the results,
the various factors exerting an influence on classroom practice were identified (see Tables 4
and 5). On the basis of the findings, two instruments were compiled consisting of 84
(teachers’ questionnaire) and 78 (students’ questionnaire) items. The novelty of this research
lies in the fact that two different kinds of language exams are investigated within a single
framework: the school leaving language exams (B1 and B2 levels) and the exams of the
various, externally validated language examination systems operating in Hungary (levels B1,
B2 and C1). The relevant items treat these two kinds of exams separately, that is, respondents
have the opportunity to make a distinction in their answers according to the type of exam. As
an example, the statement in item 13: ‘The following exams function as important motivating
sources for my students’ must be answered according to the five different exam types. This, in
the end, will make it possible to reveal the weight and importance of the different exams and

also the relationships between them.

4.5.2. Validating the questionnaires

Having composed the individual items, they were assessed by two experts in the field of
applied linguistics. They were asked to indicate, in the case of each item, whether they found

it suitable regarding the objectives of the research and whether the wording was clear. After
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modifying the items on the basis of the experts’ opinion, the reliability and validity of the
survey instruments needed to be established. This process includes the application of
predominantly statistical methods. These procedures are able to establish construct or internal
consistency within the instrument in question, using meticulous statistical methods to create
coefficients, such as Cronbach’s alpha, to prove that the instrument has achieved an
acceptable level of reliability and/or validity. These methods help us decide whether the
instrument systematically and properly measures the responses the participants give to the
various items, whether the items appropriately cover the relevant content, whether they are
scored or evaluated in a consistent way and whether they are answered consistently by the
participants (Salkind, 2006).

However, it is also necessary to consider the cognitive validity of a given instrument.
It may happen that participants respond to a particular item consistently, but fail to interpret
the question or statement in the way the designer of the survey had in mind. Ultimately, it is
the nature of the research instrument and the goals of the study that determine the most
appropriate techniques for validation. Since our questionnaires are to be completed by
hundreds of teachers and students, it is paramount that a case for its cognitive validity be
established. We needed to know whether the respondents interpret our questions and
statements the way we intended them to understand. To achieve this, we applied a technique
that falls under the scope of Verbal Report Methods (VRM, Willis, Royston, & Bercini, 1991;
Payne, 1994). We decided to apply a particular use of a VRM, the think-aloud session. In the
framework of this method, respondents are asked to voice their thoughts as they complete a
given task (Ericsson & Simon, 1993). This way we can find out why particular choices are
made by observing what is happening and asking questions as the respondent interacts with
the survey. Our think-aloud protocol was used between survey instrument development and

deployment. There is no established protocol on how to conduct think-aloud sessions but
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documentations on such cases provide us with some guidelines (Willis et al., 1991). On the
basis of this we designed our think-aloud protocol to include the following steps:
1. Told respondents to voice any confusion or trouble they have when taking the survey.
2. Made it clear that the aim of this investigation is to evaluate the survey.
3. When a respondent struggled with a question/statement, asked them questions to
clarify what they are thinking of.
4. Observed whether respondent re-read the question and whether they gave a complete
answer.
5. Asked respondent, at the end, to reflect upon the instrument to see if anything seems

confusing or if there was anything the respondent might add to it.

The relevant literature on the cognitive validation of a web-based survey instrument
indicates that four or five participants will detect 80% of the problems (Virzi, 1992). We
decided to apply a reiterative process: at first five respondents were involved in the think-
aloud protocol. The survey instrument was then revised on the basis of their feedback,
observations and suggestions they made during these sessions. After revising the
questionnaire, additional sessions were conducted (with three more participants). The purpose
of this reiteration was to make sure that 1) the changes have appropriately corrected the
controversial items that emerged during the sessions, 2) no other important issues were found
within the instrument. In case there were still issues identified by the respondents another
round was organised.

When think-aloud feedback did not indicate new issues the survey was pilot tested including a
sample of the target group that would eventually fill in the questionnaire. The purpose of pilot
testing is to verify that no major issues emerged as respondent completed the survey and to

justify that the items can provide us with useful data.
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4.5.3. Teachers’ questionnaire

The teachers’ questionnaire consists of six sections. Section 1 elicits information on the
background of the respondents. This part of the survey instrument provides us with an
opportunity to categorize our respondents according to age, gender, qualification, experience
as teachers and as examiners, place of work (location) and place of residence. It was
especially important to differentiate between those who are examiners in the state system only
and those who also work as examiners within an externally validated examination system.
Similarly, it was vital to see to what exam respondents prepare their students for.

Section 2 of the questionnaire contains statements on feachers’ beliefs and attitudes
regarding the exam (12, 13, 15, 21, 23, 24, 26, 27, 28), their knowledge about the test (11) and
their ways of assessment (17, 18, 19, 20). This part of our survey instrument also contains 5
open-ended questions, of which three relate to washback (16, 25, 29), one (30) is about the
selection of course books and one (31) is on beliefs.

The statements in Section 3 refer to the variables found in the context surrounding
teachers: expectations of students (32, 36, 37), expectations of parents (33, 38) expectations of
school (34, 39) and anxiety (35, 40, 41).

Section 4 is about the way teachers teach as interpreted through the interrelation
between exams and teachers’ autonomy.

The statements in Section 5 include items on the basis of which we can decide
whether it is rather the extrinsic or the intrinsic motivation that characterizes the responding
teacher.

In the final part, in Section 6, we adapted the items from the classroom observation
study of Nikolov (1999). The aim of this part is to shed light on the actual classroom practice
as self-reported by the teachers. The language exams — both the school leaving and the

externally validated ones — are built on the principles of communicative language teaching,
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therefore we are interested to what extent teachers see their practice moving towards this
direction. Some of the items in this section can be grouped into three language teaching
approaches. Naturally, we needed to define what we mean by language teaching approaches.
The works of various researchers, including Damiani (2003), Canale and Swain (1980),
Richards (2006), Tyler (2008) and White (1988) describe the main features of the two, most
distinct approaches: the traditional (grammar-translation) method and the communicative
language teaching approach. Items 63, 65 and 66 relate to the traditional approach (e.g.:
grammar-translation and drills); whereas items 64, 70, 71, 72 and 76 are related to the
communicative approach (e.g.: pair and group work). We decided to create a third group that
includes items (68, 78 and 80). that relate specifically to an exam-focused approach(e.g.:
practicing task types features by the exam)

Item 82 asks teachers to assess the strength of the various factors that affected the way
they actually teach. The answer options may be grouped according to the following factors:
early experience, teacher education, context, further training courses, students’ expectations,
teaching experience, resources/materials and exams.

Language teachers (N=22) from various secondary schools in Pécs filled in the pilot
version of the questionnaire. The aim of this pretesting was to identify those items, especially
within the group of items that are related to one factor, that, for some reasons, do not function
properly. The following factors, each containing at least three items, were placed under
analysis:

- attitude/beliefs;

- knowledge about the test;

- ways of assessment;

- expectations (of students, parents, school);

- teacher autonomy (way of teaching);
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- intrinsic motivation; and

- extrinsic motivation.

The items in the factor ‘ways of teaching” were not analysed as 4 out of the five items are
open-ended questions. The statistical analysis revealed that some of the items did not work
appropriately as in these cases the respondents’ answers showed great inconsistency.

With respect to the factors ‘ways of assessment’ and ‘expectations’ no outlying items
were detected.

Regarding the factor ‘attitude/beliefs’, item 14 (I keep account of my students who have
taken a successful language exam.) was found not fitting with the construct of the factor,
therefore it was deleted.

Concerning the factor ‘teachers’ autonomy’ (way of teaching) two items were found not
fitting: item 46: ‘I think the following exams extend my scope as a teacher’ and item 47: ‘I
think the available course books affect what and how I teach’. It was found the deleting these
two items raised the degree of reliability concerning this factor.

Item 51 ‘The following exam means a motivation to me by giving (useful) feedback on
my work.” was found inconsistent with the other items within the factor ‘intrinsic motivation’,
while item 58 ‘Besides the time I spent in the school my work as a teacher takes a lot of time.’
and item 62 ‘It is important the society acknowledge my work as a teacher’ were found not
fitting with the construct of ‘extrinsic motivation’.

Altogether 6 items were deleted due to malfunctioning and fit problems. Three items
were paraphrased into positive statements and it was decided that two additional items needed
to be written on the factor ‘knowledge about the test’. The analysis also showed that using
only four categories on the Likert scale, applied in the pilot version, is not able to provide the

respondents with the chance to give elaborate and weighted answers. One reason for the

92



malfunctioning of the items deleted might have been that the four-point scale forced
respondents to take sides. As a result, it was decided to use a 7-point scale. It gives
respondents the opportunity to indicate neutrality and also to give more weighted answers.
Table 7 shows the structure of the teachers’ questionnaire’s final version. Note that many
statements refer to the five different exam types (intermediate and advanced level school
leaving exams and B1, B2, C1 level external exams) and therefore generate five items (as
explained above on p 85.). For the individual items constituting the various factors in the

teachers’ questionnaire see Appendix E.

TABLE 7

Structure of variables in the final version of the teachers’ questionnaire

Section Variable investigated Item Number of
items

1 - background information 1-11 11

2 - attitude / beliefs 15, 16, 17, 23, 24, 25, 28, 29, 30 30
- knowledge about the test 12,13,14 15
- ways of assessment 19, 20, 21, 22 20
- open-ended items 18, 27, 31, 32, 33

3 - expectations of students 34, 38, 39 15
- expectations of parents 35, 40, 10
- expectations of school 36, 41, 10
- anxiety 37,42, 43, 11

4 - autonomy (ways of teaching) 44, 45, 46, 47, 48, 49 30
- open-ended item 50

5 - intrinsic motivation 51, 52, 53, 54, 55 5
- extrinsic motivation 56, 57, 58, 59 4

6 classroom practice (self-reported) 60-78 18
- more traditional approach 60, 62, 63 3
- more communicative approach 61, 67, 68, 69, 73, 5
- exam-focused approach 65, 75, 77 3

7 Teacher individual variables: 79
- early experience 79 1
- teacher education 79 2
- further training courses 79 1
- context 79 3
- teaching experience 79 1
- resources/materials 79 1
- exams 79 1
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4.5.4. Students’ questionnaire

The students’ questionnaire consists of five parts. Section 1 elicits information on the
background of the respondents: age, gender, foreign language proficiency, place of residence
and the foreign language proficiency of their parents.

Using the items in Section 2 of the questionnaire we intended to elicit information
concerning students’ motivation, the way they use the language and their self-confidence.

The items in Section 3 refer to extrinsic motivation and how students use the
information and the experiences they got as a result of having taken a language exam. This
part contains five open-ended questions in order to get as much information as possible on
how students utilize the information they gain.

The items found in Section 4 treat the following variables: what they know about the
test (33, 34, 38, 42), what they think about the test (37, 45, 46, 53, 56), their expectation
towards assessment (39, 54), their expectations (41, 45, 46, 47, 48, 49, 50, 51), anxiety (52,
55, 57) and learning (35, 36, 40, 43, 44).

The items of Section 5 refer to what students say about how they are taught. Items 57,
64, 65, 66 and 67 refer directly to washback. These items correspond to the items found in the
teachers’ questionnaire providing us the chance to compare the way teachers and students see
the same situation that is classroom practice

Students (N=33) from different secondary schools in Pécs filled in the pilot version of the
questionnaire. Similar to the teachers’ questionnaire, the aim was also to identify those items,
which, for some reasons, do not function properly. The following factors, each containing at
least three items, were placed under analysis:

- intrinsic motivation;

- use of language;

- self-confidence;
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- former exam experiences;

- what they know about the test;

- what they think about the test;

- expectations towards assessment;
- expectations towards the exam;

- anxiety;

- attitude towards learning;

- classroom practice.

The statistical analysis of the pilot questionnaire did not reveal any problems. For the
reasons described in the case of the teachers’ questionnaire the 4-point Likert scale items were
also changed into a seven-point scale The analysis also showed that using only four categories
on the Likert scale, applied in the pilot, is not able to provide the respondents with adequate
chance to give elaborate and weighted answers. One reason for the malfunctioning of the
items might have been that the four-point scale forced respondents to take sides. As a result, it
was decided to use a 7-point scale. It gives respondents the opportunity to indicate neutrality
and also to give more weighted answers. Table 8 shows the structure of the final version of
the students’ questionnaire. Note that many statements refer to the five different exam types
and therefore generate five items (as explained above on p 85.). For the individual items

constituting the various factors in the students’ questionnaire see Appendix F.
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TABLE 8

Structure of variables, students ‘questionnaire

Section variable investigated item number of
items
1 - background information 1-9 9
2 - intrinsic motivation 21,24, 25 3
- use of language 12, 13, 15, 17, 18, 7
19, 20
- self-confidence 14,16, 22, 23 4
3 - former exam experiences (open items) 26 - 35 10
4 - what students know about the test 36, 37,45 15
- what students think about the test 40, 48, 57, 60 16
- expectations towards assessment 41, 42, 58 15
- student related expectations 50, 51, 52, 53, 54 25
- anxiety 55, 56, 59, 61 16
- attitude towards learning 38, 39, 43, 44, 46, 22
49
5 classroom practice (self-reported) 16
- more traditional approach 62, 64, 65 3
- more communicative approach 63, 69, 70, 71, 73 4
- exam-focused approach 75,76, 77 3

4.6. Procedures of data collection

4.6.1. Participants

Teachers were the participants of the first phase of the study while both teachers and students
took part in the second phase. The relevance of the investigation made it necessary to access
the widest possible group of respondents, both teachers and students. The responses of all
those who teach in public schools and in private language schools, who are examiners at the
advanced level school leaving exam and who work as examiners in the various accredited
examination systems and who do not work as examiners were needed. In a similar vein, it was
also crucial to reach as many students as possible. The responses of those who have already
taken a language exam and were successful, of those who failed and also of those who have

not yet attempted to take an exam were needed.
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4.6.2. Qualitative data collection from teachers (Phase 1)

At the beginning of the survey, a focus group interview (for script see Appendix D) was held
with the participation of five language teachers who work in a secondary grammar school in
Pécs, a middle-sized Hungarian county town. Two of the participants were teachers of
German and three of them teachers of English.

The semi-structured interview administered to them included the following questions:

1. How important are language exams regarding your work in the school?

2.  What do you think about the conformity of the two-level school leaving language exams
and the externally validated language exams?

3. How do language exams influence your everyday work?

4. Do you motivate students by referring to the language exam?

5.  What is the proportion of time you spent on developing the four skills?

6. Do you discuss the assessment criteria (of language exams) with your students?

7. What had the strongest impact on the way you teach now?

4.6.3. Mixed methods data collection from teachers and students (Phase 2)

Teachers

Quantitative data were collected from Hungarian language teachers in the form of an online
questionnaire (Appendix G and H). At first, access to language teachers needed to be ensured.
All 59 Hungarian school districts were approached and permission was requested to access
the schools under their authority via e-mail. Having received permission, the addresses of the
primary and secondary schools were identified in each county with the help of the Internet.
The request letter (Appendix C) containing the link to the questionnaire, was sent to the

principals of 1,028 schools asking them to forward it to their language teachers. By the end of
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the set deadline (end of May, 2017) 333 language teachers completed the questionnaire. The
majority of them teach English, German, French, Spanish, Italian and Russian. The
completion of the questionnaire was voluntary; teachers did not receive any remuneration for
it.

Qualitative data was collected using seven open-ended questions. These questions
were answered by approximately one third of the respondents. In the course of the inductive
(qualitative) analysis of the interview data, the emergence of frequent and dominant themes

was searched for.

Students

Quantitative data was collected from Hungarian students in the form of an online
questionnaire (Appendix | and J). The request letters containing the link to the questionnaire
was sent to two distinct groups of respondents: (1) approximately 20,000 young people
received an e-mail with the request letter in it directly, with the help of two language
examination systems (Euroexam, ECL) that provided the e-mail addresses of those candidates
who took their language exams in 2016; (2) the letter sent to the teachers also included
reference to the student’s questionnaire and asked them to call the attention of their students
to fill in the questionnaire. By the end of the set deadline (end of May, 2017) 1109 students
completed the questionnaire.

Qualitative data was collected using five open-ended questions. In the course of the
inductive (qualitative) analysis of the interview data, the emergence of frequent and dominant
themes was searched for. Table 9 below shows the various data sources and their methods of

analysis
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Table 9

Data sources and methods of analysis

Data sources Participants Methods of analysis
Phase 1 3 EFL and
Focus group Interview 2 GFL teachers content analysis (general inductive approach)
Phase 2
Administration of the teachers’ 333 teachers descriptive statistics, multiple linear regression
questionnaire analysis, ANOVA, One-Sample T test, Paired —

Sample T test,

Open-ended questions in the content analysis (general inductive approach)

questionnaire

Administration of the students’ 1109 students descriptive statistics, multiple linear regression

questionnaire analysis, ANOVA, One-Sample T test, Paired —
Sample T test

Open-ended questions in the content analysis (general inductive approach)

questionnaire

4.7  Procedures of data analysis

The research behind our dissertation applied a mixed methods (MM) approach. A
combination of qualitative and quantitative methods was used in both the data collection and
data analysis phase of this study. According to Bogdan and Biken (1998), the purpose of data
analysis is to bring order, structure, and meaning to the accumulated data. This process is
about uncovering patterns, identifying themes, and establishing categories. The review of the
literature has made it clear that washback was a truly complex phenomenon which occurs at
the systemic level as well as within the school and classroom contexts. As a result, it was
decided that this methodology would be the best to capture the complexity of the phenomenon
under investigation.

To analyse qualitative data, we applied a strategy referred to as the general inductive
approach (Thomas, 2006). There was no hypothesis which would have preceded the
interpretation of the responses. Data analysis involved several iterative steps. First it needed to
be prepared for analysis, so the interviews were recorded and transcribed. This was followed
by a rigorous and systematic reading, rereading and coding of the transcript to allow major

themes and categories to emerge. The categories were then labelled and described. The
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purpose of the interview was to get an insight into the appearance of washback of language
exams in classroom practice of Hungarian language teachers. The emerging themes provided
part of the framework on the basis of which the content of the questionnaire was to be
developed. The same procedure was applied in the analysis of the responses given to the
open-ended questions of the questionnaire.

The statistical analysis of data helps researchers plan, analyse, and interpret the results
of their investigation. It can provide accurate information with respect to the issue under
exploration. In the present study, the data were analysed using computer software Statistical
Package for Social Sciences 23.0 for Windows. To analyse quantitative data, first it needed to
be transformed and coded in order to be suitable for statistical analysis. Quantitative analysis
in this study involved the following methods:

- multiple linear regression analysis was applied to reveal the connection between
washback related factors (e.g.: beliefs/attitudes, ways of assessment, etc.) and self-
reported classroom practice;

- multiple linear regression analysis was applied to reveal the connection between
washback related factors (e.g.: beliefs/attitudes, ways of assessment, etc.), teacher
ID variable (e.g.: experience, teacher education, context) and self-reported
classroom practice;

- Paired sample T-test was carried out to find out if there are significant differences
in the answers of teachers with respect to the exam types;

- Independent samples T test was applied to find out whether there are significant
differences between the responses of teachers and students for the same

statements;
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descriptive statistics (e.g., frequency counts, means, standard deviations, etc.) was

employed to reveal the strength of the washback-related factors as well as the 1D

variables in the case of both teachers and students;

ANOVA analysis was applied to analyse how the different exam types affect

teachers of different languages.

Finally, the different types of data sources were synthesized and integrated; qualitative

data (through the interview and the open-ended questions) was compared with the quantitative

data (through the questionnaires) to find any possible patterns of agreement or disagreement.

The aim of the synthesis was to reveal whether the results from the quantitative data analysis

were congruent with those from the qualitative data analysis. The details of the data analysis

procedure are reported in Table 10 below.

Table 10

Research questions, data sources and methods of their analysis

Research questions participants Datasources  Methods of
analysis
Phase  How do the different types of language exams 2 EFL and 3 focus group content analysis
1 (school leaving and external) affect teachers and GFL interview using general
students in the Hungarian context? teachers inductive
approach
Phase = TEACHERS
2 - What differences may be revealed with respect 173 teachers online descriptive
to the washback effect of the different types of questionnaires  statistics,
language exams (school leaving and external)?
) ) multiple liner
- What possible connections may be revealed regression
between the appearance of washback and the analysis,
classroom practice of secondary school
teachers? ANOVA,
- What possible connections may be revealed One-Sample T
between the appearance of washback, teacher test
ID variables and classroom practice of '
secondary school teachers? Paired —Sample
T test,
STUDENTS
- What differences may be revealed with respect 423 students content analysis

to the washback effect of the different types of
language exams (school leaving and external)?
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4.8 Summary

In this section the reasons for the decision to apply a mixed methods research design
was discussed and context and the participants of the present study along with the research
questions were presented. The design and development of data collection instruments,
together with the procedures of data collection and analysis employed in the research on the
washback effect of different Hungarian language exams were presented. Figure 11 illustrates

the procedures of data collection and the participants.

Focus Group interview

5 teachers

ICEIES) Students'
questionnaire guestionnaire

333 teachers 1109 students

Figure 11 Summary of the data collection procedures and their participants
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Chapter 5 Results

5.1 Introduction

The methods of data collection have been detailed in the previous chapter. This chapter
includes the results of our investigation with the aim of analysing the outcomes of the study
and drawing conclusions from the findings. The chapter provides the analysis of the data
collected in the framework of this research. It begins with the presentation and discussion of
the qualitative findings derived from the focus group interview. This analysis answers the first
research question. After that, the quantitative findings produced by the questionnaires are
presented. The chapter is divided into two main sections according to the respondents of the
questionnaires: teachers and students. After detailing the characteristics of the sample, the
first section provides the analysis of the teachers’ questionnaires according to the research
questions. Finally, qualitative data produced by the open-ended questions of the questionnaire
are presented. Section two — students’ questionnaire — follows the same order of data analysis
and presentation. Given the substantial amount of data generated by this study, the detailed
description of all the findings lies beyond the scope of this thesis. As a researcher, | was
obliged to limit the presentation of results to the findings that specifically addressed my

research questions.

5.2 Teachers’ views on the washback effect of language exams in Hungary

5.2.1 The interview

If we wish to understand how washback works, we need to consider both the educational
context where the test or exam is used, and the characteristics of the participants, teachers and
students. In order to get an overall picture regarding the situation of language exams and their
role in public education, a focus group interview (for the script see Appendix D) was held on

22 September 2016 in a secondary school in Pécs, Hungary’s fifth largest city. Five female
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teachers took part in the interview, three of them were teachers of English and two teach
German language. Two of the language teachers (Irén and Krisztina) have been teaching for
over 20 years while three (Kincsd, Flora and Piri) started their career 2, 5 and 7 years ago (all
names are pseudonyms). In their everyday life, they prepare their students for both school
leaving and accredited language exams. One of the more experienced teachers also works as
an examiner at the advanced level school leaving examinations. The aim of the interview was
to gain an insight into the importance language exams have in relation to the professional life
of language teachers in Hungary, so that ideas could be generated for the questionnaire. It was
decided to apply a semi-structured interview format to allow ideas to emerge. On the basis of
the literature on washback detailed in Chapter 2, the following topics were identified as
possible fields to explore in the framework of the interview: exams and everyday work;
exams and motivation; the conformity of the various types of exams; the knowledge of
teachers/students with respect to the exams. As the interview unfolded seven questions were

finally asked. These questions are as follows:

1.  How important are language exams regarding your work in the school?

2. What do you think about the conformity of the two-level school leaving language exams
and the externally validated language exams?

3. How do language exams influence your everyday work?

4. Do you motivate students by referring to the language exam?

5. What is the proportion of time you spend on developing the four skills?

6. Do you discuss the assessment criteria (of language exams) with your students?

7. What has the strongest impact on the way you teach now?
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To analyse the qualitative data this interview produced, a strategy, referred to
as general inductive approach (Thomas, 2006), was applied. The analysis was not preceded by
any hypothesis regarding the possible answers. The procedure of analysis consisted of
iterative steps. The transcribed text was analysed by rigorous and systematic reading,
rereading and coding in order to identify the major themes and categories embedded. The
categories were then labelled and described. In the following, the outcome of the analysis is

presented in the order the questions were asked.

1. How important are language exams regarding your work in the school?

As a response to this question most of the participants mentioned the theme of constraint as
related to passing a language exam. For students, a language exam appears to be an external
necessity, something they have to get because it is expected from them. As Piri said “...the
school forces them to do it...”, ... they are under the influence of their parents, and they need
the language certificate to get their degree”. Kincsd added that possessing a language
certificate is “suggested by the media” and its importance originates from the present situation
and current regulations. At the same time, the teachers also mentioned that for them language
knowledge, being able to communicate in a foreign language, is more important than the
certificate itself. The theme that emerged on the basis of what they said was that teachers

seem to think that language exams appear in the form of external pressure or necessity

affecting students’ life.

2. What do you think about the conformity of the two-level school leaving language
exams and the externally validated language exams?
All of the participants insisted that the school leaving exam was more difficult than the

accredited language exams. According to the existing regulation [Government Decree
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100/1997 (VI. 13.) regarding the specifications of the school leaving exam], the level of the
intermediate level school leaving exam is B1 and that of the advanced level is B2. The present
regulations regarding the proficiency levels of accredited language exams (Government
Decree 71/1998) stipulate that their levels should be aligned with the relevant CEFR levels of
A2, B1, B2 and C1. This means that, in theory, there should be no difference between the
levels of the school leaving and the accredited language exams, because their levels must be
aligned with the relevant CEFR levels. In spite of this, the teachers repeatedly reassured one
another that the advanced level school leaving exam (CEFR level B2) was more difficult than
any accredited B2 level language exam. Krisztina said: ,,...on the basis of long years of
experience... if they say the advanced level school leaving exam is on level B2, then the level
of the accredited exams is between Bl and B2.” They also believe that the reason why so
many students opt to take the costly language exam instead of the free advanced level school
leaving exam is that the former is easier to pass. Teachers believe that although in theory the
school leaving and the external language exams should have the same level of difficulty, in

reality the external exams are easier to pass.

3. How do language exams influence your everyday work?

The first thing the participants mentioned in regard to this question, was the choice of the
course books they use for teaching. In their experience, the exams strongly affect what course
books they use, because they tend to choose those that they believe are able to prepare their
students for the exam. By this, they mean that these books contain the task types featured in
these exams and develop the skills necessary to possess in order to pass them. As Kriszti
explained: “... when choosing a course book, the most important aspect is preparation.” With
respect to this, two of them (Kriszti and Irén) mentioned that by using these books, they are

able to help students get acquainted with the requirements of the exam. The more experienced
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teachers also added that they adjust their ways of assessment according to the exams’ ways of
assessment. Teachers believe that exams affect the choice of the course books they use and

the ways of assessment they apply in class.

4. Do you motivate your students by referring to the language exams?

Answering this question, the teachers mentioned that it depends on the individual student and
that it does not work with everyone. As Flora put it, “It is entirely up to the students, there are
classes where there is no motivation at all.” Kriszti repeatedly mentioned that they tend to
bring their motivation from home, from their parents. By saying this, she confirmed the idea
of strong expectation mentioned in connection with question 1. It seems that teachers do not

consider motivation as part of their activities.

5. What is the proportion of time you spend on developing the four skills?

Every respondent answered that they develop all four skills simultaneously, although the
proportion of time they spend on them is not equal. Here, again, the issue of course books
emerged: “...the course books are also built on this principle” (Kriszti). They mentioned that
since the introduction of the two-level school leaving exam the time spent on developing
listening skills has increased. Flora said that “Remembering back to my high school years, we
never practiced listening comprehension.” Teachers believe that (smultaneous) skills-

development is an important part of their job.

6. Do you discuss the assessment criteria (of language exams) with your students?
There was no agreement among the teachers on this issue. The younger teachers (Piri and
Flora) explained that they decided not to use them, because it makes the better students

overconfident and demotivates them. On the other hand, Kriszti, the most experienced teacher
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said she regularly used these criteria for peer assessment, when students were asked to assess
one another’s work. Irén mentioned that although she did discuss these criteria with her

students she only went into details with respect to written communication.

7. What had the strongest impact on the way you teach now?
Answering this question, the following were mentioned: negative early experiences as a
learner (Piri); colleagues (Flora); positive early experiences as a learner and the experiences

she gained through teaching (Kriszti); her mentor teacher and colleagues (Kincso).

5.2.2 Discussion

The focus group interview exposed several issues that may be connected to both washback
and teacher cognition. As we saw in Chapter 2, washback is related to teaching materials,
curriculum and teaching methods (Cheng, 1997; 1999), the attitude of students towards
learning (Biggs, 1995), the teaching and learning process (Hughes, 1989), and the participants
in the teaching-learning process (Alderson & Wall, 1993; Messick, 1996). In the interview,
reference has been made to the following areas: teaching materials (course books); the attitude
of students (external constraint on them and motivation); the teaching and learning process
(ways of assessment, skills development); and the participants (teachers, students, colleagues
and parents). If we take Hughes’ (1993) five conditions (see p. 38 in Chapter 2) that are
necessary for the appearance of washback, we find that three of them were referred to either
directly or indirectly in the interview. What teachers said revealed that students consider the
results of the test important (2), they know the tests well (3) and there are available resources
(4). Regarding Watanabee’s (2004a; 2004b) five factors that affect washback (see p. 38 in
Chapter 2) we can find reference to four of them: (1) with respect to test factors (e.g. the

method of assessment, skills assessed) teachers talked about simultaneous skills development
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and mentioned that their ways of assessment was affected by the assessment criteria of the
test; (2) regarding prestige, frequent reference was made to how important students (and their
parents) consider the exams; (3) regarding personal factors we saw how their opinion differed
on certain issues (e.g.: sharing the assessment criteria with their students); (4) factors of the
macro environment were mentioned when teachers talked about the constraints and the
necessity students feel to pass a language exam.

When asked about the conformity of the levels of the school leaving and the external
language exams, all teachers believed they were at different levels of difficulty, although in
theory, these levels should be the same. Two interesting studies have been carried out to
investigate the extent to which the various language exams are related to the CEFR levels.
Analysing the tasks of the school leaving language exam, David (2008) found that their level
of difficulty is not clearly adjusted to the relevant CEFR level. He found level adjustment
problems in the case of other language exams as well. In their small scale empirical study
Szabd and Kiszely (2010) also found differences regarding the difficulty level of the various
language exams. Although both studies have their limitations (e.g.: not enough data, small
scale) it seems clear that language teachers have some basis to interpret the difficulty level of
the various language exams in a subjective way. Another issue worth mentioning here, is that
while the accredited language examination systems are legally obliged to carry out and record
their standard setting procedures, similar regulations do not exist in the case of the school
leaving exam. As a result we have no information on whether standard setting, as a procedure,
is carried out in the case of the school leaving exams, or not and whether the test results
achieved by students on the tasks are analysed statistically or not. Pajares (1992) pointed out
that teachers’ beliefs strongly influence their perception and heavily affect their behaviour and
that is closely intertwined with knowledge (see p. 51. in Chapter 3). On the other hand,

teachers’ classroom practice is affected by their personal practical knowledge which, in turn,
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is the result of their experiences as teachers and their reflections on these experiences (e.g.,
Beijaard & Verloop, 1996; Fenstermacher, 1994; Grossman & Shulman, 1994). Shavelson
and Stern (1981) also suggest that there is a two-way interaction between thinking and
classroom practice. In spite of the fact that according to the regulations mentioned above,
there should be no difference in the difficulty level of the various exams, the interview
exposed that teachers hold highly subjective beliefs on this issue and these may have their
origin in their experiences as teachers.

In his article, Borg (2003) provide a list of contextual factors that influence classroom
practice mentioning the psychological and environmental realities that include parents’
requirements, colleagues, standardised tests and the availability of resources. Alderson and
Hamp-Lyons (1996), Wall (1999) and Wall and Horak (2006) also found that teachers stated
that the expectations of students had an impact on the way they chose to teach. Students’
expectations were also found to constrain the activities of teachers (Hawkey, 2006). The
elements of context, the current regulations that make it obligatory for students to pass a
language exam, were repeatedly mentioned by the teachers in the interview referred to it as
pressure, necessity, a must.

Research show that exams, especially high-stakes ones, have a strong effect on the
teaching materials teachers use, a phenomenon, known as “textbook washback™ (Lam, 1993).
Several researchers (e.g., Andrews, 1994; Alderson & Hamp-Lyons, 1996; Cheng, 1997)
indicate that teachers tend to rely on exam textbooks and exam preparation materials. During
the interview, teachers repeatedly mentioned that the (requirements of) exams strongly affect
the course book they chose to teach from. Another feature which is closely connected to their
course book choice is the task types contained by the given books. They said they tended to
choose course book that prepare their students for the exam by offering the same task types as

found at the exams. Three of the five teachers added that they compile their own quizzes and
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tests according to the given task types. With respect to this, the research of Read and Hayes
(2003), Sturman (2003) and Saif (2006) found that teachers tend to use practice tasks is class
and rehearse specific item types. Nikolov (1999) also observed that the most frequent task
types used in the lessons were typical language examination techniques used in the school-
leaving exams. In their Sri Lankan study Alderson and Wall (1993) noted that that the newly
introduced exam affected the way teachers designed their classroom tests by focusing on
exam skills (e.g., reading and writing). Finally, there were significant differences between the
opinions voiced by the teachers; one of them, for example, insisted the she did not discuss the
assessment criteria with her students because it makes the good students lazy. She claimed
that if a (good) student assumes that he/she has reached the level of proficiency described by
the assessment criteria relevant to the level they are at, he/she will not make any effort to be
diligent in class. Such differences may be traced back to the teacher ID variables mentioned
already above in connection with beliefs. Studies by Green (2006) and Alderson and Hamp-
Lyons (1996) both found that teacher variables can be accounted for practices that cannot be
traced back to test design features. Such differences may have their origins in teacher or
institutional variables including teachers’ beliefs and levels of professional training rather

than in the influence of the test.

5.3 Teachers’ questionnaire

5.3.1 Characteristics of the sample

As introduced in Chapter 4, a questionnaire survey was administered to teachers using an
opportunity sampling procedures. 333 teachers filled in the questionnaire by the prescribed
deadline (30 May 2017). In Hungary, it is the students and teachers at the secondary level of
education who are most affected by the necessity of obtaining a language certificate, therefore

we decided to narrow the number of respondents to those belonging to these two groups. As a
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result, we decided to analyse the responses of the secondary school teachers only. The most

important statistical characteristics of respondents are shown by Tables 11, 12, 13 and 14.

Table 11

Distribution of teachers according to gender and years of experience

N=172

male

female

4-9 10-20 | 20-30 30+

gender

5.8%

94.2%

years of experience

8.7% 39.5% 30.8% | 20.9%

Table 12

Distribution of teachers according to their place of work

N=172 place of work
%

town 419

county town 29,7

capital 28,5

Table 13

Distribution of teachers according to the languages they teach

N=172

Language English German Other (French, Italian, Spanish,
Russian)

Respondents (%) 59,9 16,9 23,3
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Table 14

Distribution of teachers according to the types of exams they prepare their students for and

whether they are examiners (in percentages)

N=172

school

leaving
exam

levels
of

proficiency

exams

yes
%

no
%

intermediate
level

advanced
level

do not work
as examiners

intermediate

advanced

elementary

intermediate

advanced

exam types
they prepare
their students
for (%)

83.2

64.6

27

89.2

56

examiners at
an accredited
language
examination
system (%)

62.8

37.2

level of
school leaving
exam they are
examiners at
(%)

48.8

49.4

1.7

5.3.2 What differences may be revealed with respect to the washback effect of

the different types of language exams?

The literature on teacher cognition and washback reveals the various factors that shape the

thinking and behaviour (classroom practice) of language teachers. In the questionnaire, we

divided these factors into two groups that we named washback factors and ID variables.

Washback is represented by eight factors: attitudes and beliefs towards and regarding the

exam; feelings (anxiety, embarrassment, insecurity); knowledge of the test/exam; ways of

teaching (through teacher autonomy); ways of assessment; and expectations (students, parents

and school). As mentioned above, we decided to analyse the responses of the 172 secondary

school teachers only. With respect to the teachers, we divided them into three groups: teachers

who teach English, German and other languages (Table 15).
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Table 15

Distribution of teacher respondents according to languages taught

Language N %
English 103 59.9
German 29 16.9
Other languages 40 23.3
Total 172 100.0

One of the aims of our investigation is to find out whether there is any difference
between the washback effects of the various types of language exams. Do the school leaving
language exams influence the classroom practice of teachers in a different way than the
external, for-profit language exams? The reason why we are able to compare them lies in the
fact that, as described in Chapter 4, the 2005 reform made the structure of the school-leaving
exams very similar to that of the external language exams: e.g. it assesses the four language
skills separately, it uses authentic materials and it has a new assessment system based on
clearly defined assessment criteria. Regarding receptive skills, teachers are to follow a key
while for productive skills, the performances of students are to be assessed according to
detailed assessment criteria. The statements of the questionnaire regarding the exams were
composed in a way that the answers had to be given according to each exam type. This made
it possible to compare the possibly distinct washback effects of the various exam types and
find out whether they work in a diverse way. The abbreviations of the exams types are shown

by Table 16.
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Table 16

The abbreviations used to refer to the various exam types

Type of Exam Abbreviation
Intermediate level school leaving exam (B1) ISLE
Advanced level school leaving exam (B2) ASLE
Elementary level language exam (B1) ELE
Intermediate level language exam (B2) ILE
Advanced level language exam (C1) ALE

To get a first glance of the situation, we applied descriptive statistics (Appendix K) and
compared the means generated on the basis of the respondents’ answers given to the eight
washback factors (attitude and beliefs regarding the exam, feelings, knowledge of test, teacher
autonomy, ways of assessment, and expectations of students, parents and school). We also
applied a paired sample T-test (Appendix L) to find out whether there are significant
differences in the answers with respect to the exam types. For secondary students the most
important three exam types are the two school leaving exams (ISLE and ASLE) and the
intermediate language exam (ILE). They either need to pass the intermediate level school
leaving exam, as it is part of the obligatory school leaving examination, or try to obtain a
language certificate, which can be achieved passing an ASLE or an ILE. As a result, we
focused on these three exam types. In the questionnaire we used different scales: for some
statements we wanted our respondents to take sides more decidedly so we used a four-point
Likert scale, while in the case of other statements, to allow them to take a neutral stance, we
used a seven-point Likert scale As a result of this, the scales needed to be harmonized,
therefore in the tables below the means are represented in percentages of agreement with the

statement.
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Attitudes and beliefs

The statements within this factor concerned if teachers consider the exam useful, motivating
and reliable, and whether they believe it is their job to prepare students for it. The analysis
shows that ISLE and ILE function in a similar way. The washback effect of these two exam
types is very similar which is also confirmed by the paired samples T-tests, which show that
there is no significant difference (p=0,053) between the means of these two exams types. The

same test shows significant differences when comparing the other exam types.

Table 17
Results of the descriptive statistics and Paired Samples T-test for the washback factor

attitudes and beliefs

EXAM TYPE ISLE ASLE ILE
MEAN 0.73 0.59 0.75
STD. DEVIATION 0.11196 0.13203 0.11054
DIFFERENCE ISLE

(level of ASLE p=1.000

significance) ILE p=0.053 p=1.000

Feelings (Level of anxiety)

The statements of this washback factor are related to the level of anxiety teachers might
experience as a result of the exam. The means shown here are represented in percentages of
agreement with the statements. First of all, it needs to be noted that the levels are not high.
Table 18 below shows that teachers experience the highest level of anxiety in relation to ILE.
Here we can find significant differences between the washback effects of the school leaving
and the external exam. The level of anxiety connected to both types of school leaving exams

is significantly different from that of related to the external language exam. This indicates that
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the requirement or expectations that their students should obtain an intermediate level

language certificate generates the highest level of anxiety.

Table 18

Results of the descriptive statistics and Paired Samples T-test for the washback factor

feelings

EXAM TYPE ISLE ASLE ILE
MEAN 0.37 0.38 0.40
STD. DEVIATION 0.22838 0.22664 0.24626
DIFFERENCE ISLE

(level of ASLE p=0.186

significance) ILE p<0.001 p=0.008

Test knowledge

The statements within this washback factor refer to how well teachers know the exam, its
parts, task types and assessment criteria. The data received show that the type of exam
teachers know the best is the ISLE. There is significant difference between the knowledge of
this exam types and the other two. It is also worth noting that the depth of knowledge
regarding the two exam types that provide a language certificate is on exactly the same level,

though lower than that connected to ISLE.
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Table 19

Results of the descriptive statistics and Paired Samples T-test for the washback factor test

knowledge

EXAM TYPE ISLE ASLE ILE
MEAN 0.98 0.93 0.93
STD. DEVIATION 0.05973 0.13531 0.12223
DIFFERENCE ISLE

(level of ASLE p<0.001

significance) ILE p<0.001 p=1.000

Ways of assessment

The statements of this washback factor are about the degree to which teachers discuss the
assessment criteria of the various exams with their students and whether they apply them in
their everyday work. Our data show that teachers tend to use the assessment criteria of the

ISLE most frequently. The differences between each exam types are significant

Table 20

Results of the descriptive statistics and Paired Samples T-test for the washback factor ways of

assessment

EXAM TYPE ISLE ASLE ILE
MEAN 0.93 0.80 0.86
STD. DEVIATION 0.12019 0.22803 0.16956
DIFFERENCE ISLE

(level of ASLE p<0.001

significance) ILE p<0.001 p=0.005
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Teacher autonomy (ways of teaching)

The statements within this factor refer to the degree to which teachers feel that the exams
affect what they teach, the way they teach and the materials they use for teaching. The results
show that it is the ISLE that has the strongest influence of teachers’ autonomy followed by

ILE and ASLE. All differences are significant.

Table 21

Results of the descriptive statistics and Paired Samples T-test for the washback factor teacher

autonomy

EXAM TYPE ISLE ASLE ILE
MEAN 0.75 0.66 0.71
STD. DEVIATION 0.12019 0.22803 0.16956
DIFFERENCE ISLE

(level of ASLE p<0.001

significance) ILE p<0.001 p<0.001

Students’ expectations

This factor refers to the degree students expect their teachers to prepare them for the language
exam as felt by teachers. Here, there is no difference between ISLE and ILE. Students would
like to finish their secondary studies with either passing the language part of the school
leaving exam or with having an external language certificate. There is no significant

difference between the washback effects of these two exames.
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Table 22
Results of the descriptive statistics and Paired Samples T-test for the washback factor

Students’ expectations

EXAM TYPE ISLE ASLE ILE
MEAN 0.85 0.77 0.85
STD. DEVIATION 0.16278 0.22582 0.17106
DIFFERENCE ISLE

(level of ASLE p<0.001

significance) ILE p=0.881 p<0.001

Parents’ expectations

This factor refers to the degree parents expect the teachers to prepare their children for the
language exam as felt by teachers. Here we can see that the expectations of parents greatly
differ regarding what exams they want teachers to prepare their children for. ISLE comes

first, followed by ILE and ASLE in importance. All differences are significant.

Table 23
Results of the descriptive statistics and Paired Samples T-test for the washback factor

parents’ expectations

EXAM TYPE ISLE ASLE ILE
MEAN 0.94 0.80 0.89
STD. DEVIATION 0.11741 0.20661 0.17635
DIFFERENCE ISLE

(level of ASLE p<0.001

significance) ILE p<0.001 p<0.001
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School expectations
This factor measures the degree schools expect their teachers to prepare their students for the
language exam as felt by teachers. Our data reveals that it is the ASLE which is the most

important for schools followed by ILE and ISLE.

Table 24
Results of the descriptive statistics and Paired Samples T-test for the washback factor school

expectations

EXAM TYPE ISLE ASLE ILE
MEAN 0.79 0.88 0.84
STD. DEVIATION 0.23611 0.15418 0.20886
DIFFERENCE ISLE

(level of ASLE p=0.006

significance) ILE p<0.001 p=0.006

Conclusions

Analysing the means of the respondents’ answers given to the eight washback factors, we
tried to reveal what teachers think about the washback effects of three different exam types,
ISLE, ASLE and ILE. Our data show that according to secondary school teachers, the
intermediate school leaving exam stands out as having the strongest effect on their work. This
is the type of exam they consider the most useful and reliable and this is what they have the
deepest knowledge about. They tend to discuss the assessment criteria of this exam with their
students and apply those in their everyday work the most frequently and this has the strongest
influences on their autonomy as teachers. The difference between how teachers view the two
different types of school leaving exams (ISLE and ASLE) is significant in every case except
the level of anxiety generated by these two exams. The overriding prominence of ISLE can be
explained by the fact that this is the exam type that every language teacher is involved with.
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Of the three, this is the exam type which is administered, carried out and assessed by the
teachers. At the same time however, it is the ILE which generates the highest level of anxiety
in teachers. In this respect, this external exam type works in a significantly different way than
the school leaving exams. This exam type (ILE) has the second strongest impact on teachers’
work. Teachers regard it just as useful and motivating as ISLE (no significant difference) and
the level of students’ expectations regarding these two exam types are exactly the same.
However, for the schools, it is the exam types that provide a certificate, ASLE and ILE, which
have the greatest importance. In summary, we have a colourful picture with respect to these
three exam types. ISLE has the strongest impact on teachers work though they are most
worried about (their students passing an) ILE. According to teachers for students, ISLE and
ILE are equally essential, for parents ISLE has priority while for the school ASLE occupies

first place.

Results according to languages taught

We also looked into how the above three exam types affect teachers of different languages.
To find this out, we applied ANOVA analysis (Appendix M). The results show that there are
no significant differences in the way the different washback factors affect teachers of different
languages. There was only one case where significant difference was detected: in the case of
school expectations concerning ILE. Here, teachers of English and German feel that their

schools express stronger expectations towards them, than teachers of other languages.
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Table 25

Results of ANOVA analysis for the connection between exam types and languages taught

Intermediate language exam (ILE)

Languages taught level school expectations towards teachers to prepare students to

take this exam (mean) (expressed in %)

English 12.04
German 11.96
Other languages 10.47
level of significance 0.012

Motivation, classroom practice and the ID variables

Regarding the level of their intrinsic and extrinsic motivation, our data (Table 26) shows that
the mean of teachers’ reported level of intrinsic motivation is higher (mean: 0.85; std.
deviation: 0.925 ) than that of the level of their extrinsic motivation (mean: 0.62; std.
deviation: 0.140).

In the final part of the questionnaire, teachers were asked to judge their classroom
practice. The statements regarding classroom practice can be grouped into three distinct
approaches: traditional (e.g.: grammar-translation, drills); communicative (e.g.: pair-work,
situations, etc.); and exam-focused (e.g.: practicing exam tasks). The respondents’ answers
indicating their type of classroom practice (Table 26) show the dominance of the
communicative language teaching practice (mean: 0.79; std. deviation: .117) followed by the
exam focused (mean: 0.77; std. deviation: 0.133) then the traditional grammar-translation
approach (mean: 0.60; std. deviation: 0.124). Owing to the nature of the questionnaire,
respondents had the opportunity to indicate their preferences with respect to more than one
approach. The factors below consist of different number of items (statements in the

questionnaire), therefore, in order to compare them, the scores have been transformed into
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percentages. The % above the numbers indicates to what extent these factors characterise the

responding teacher.

Table 26

Results of the descriptive statistics regarding motivation and classroom approach

Variable Instrinsic Extrinsic Traditional Communicative Exam-focused
motivation motivation Approach Approach Approach
(%) (%) (%) (%) (%)
Mean 0.85 0.63 0.61 0.79 0.77

With respect to what had the strongest impact on the way they teach, teaching

experience occupies first place, followed by resources and materials and further training

courses (Table 27). In the case of this item, respondents were asked to indicate the strength of

each of the effects below on a four-point Likert scale. Respondents were not asked to place

these variables in order. They were asked to indicate the strength of their importance

individually.

Table 27

Results of the descriptive statistics regarding the individual differences between teachers

VARIABLE Teacher Context Early Further training | Teaching | Resources
education | (colleagues, | experience courses experience and
school, (as learner) materials
society) (%)
(%) (%) (%) (%) (%)
MEAN 0.60 0.65 0.67 0.79 0.97 0.85
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5.3.3 What possible connections may be revealed between the appearance of

washback and the classroom practice of secondary school teachers?

As we have seen, various factors shape the classroom practice of language teachers. One
group of such factors is related to the exams and called washback. In our questionnaire, nine
aspects of washback are represented: attitudes and beliefs towards and regarding the exam;
feelings (anxiety, embarrassment, insecurity and shame); knowledge of the test/exam; ways of
teaching (through teacher autonomy); ways of assessment; expectations (students, parents and
school); and the available resources and materials. To find out how these factors are related to
the classroom practice of language teachers, we needed to define what we mean by classroom
practice. In the last part of the questionnaire, teachers were asked to self-report the way they
think they tend to teach. Some of these statements can be connected to three different
language teaching approaches: the traditional grammar-translation approach; the
communicative approach; and a third one that we named exam-focused. In this last approach
the focus of instruction is on preparing students for the exam by practising typical exam tasks.
To find out what washback factors are related to a particular teaching practice, multiple linear
regression analysis (Appendix N) was applied. The purpose of this analysis is to learn about
the relationship between more than one independent or predictor variables and a dependent or
criterion variable. In other words, this analysis makes it possible to examine how multiple
independent variables are related to a dependent variable and helps answer the question “what
is the best predictor of...”. In our case, the predictor variables are the nine washback factors
while the dependent variable is one of the three classroom practices. Applying this analysis,
we can identify the best predictors, that is, the strongest washback factors that tell us why
teachers tend to teach in a certain way. As a result of the analysis we can learn to what degree,
presented in percentages, the independent variables are able to explain the variance of the

dependent variable and also how this explained variance is divided among the individual
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variables (Pratt index: Beta*r*100). As the statements regarding the washback factors were
asked according to each exam type, we were also able to identify the differences the various
exam types may produce. Table 28 shows the results of the regression analysis. Colours are
applied to indicate the same factors. The minus sign (-) in front of the variable shows that the

relation is reversed.

Table 28

Results of the multiple regression analysis between washback factors and type of classroom

practice
Exam traditional % communicative % exam-focused %
type approach approach approach
ISLE anxiety 11.9 (- ) anxiety 9.8 school expectations 8.2
resources_materials 3.4 resources_materials 4.6
(- ) anxiety 1.6
ASLE | (-) assessment 8.7 beliefs 5.4 beliefs 11.9
anxiety 4.7 (- ) anxiety 2.9 resources_materials 4.4
resources_materials 3.6 teacher autonomy 7.1
- _________________________________________________________________|
ELE anxiety 6.1 (-) anxiety 4.04 | (-) assessment 0.3
(-) assessment 5.3
test knowledge 1.4
ILE (-) test knowledge 8.3 assessment 3.05 | Students’ expectations 11.3
anxiety 4.7 (-) anxiety 4.00 | teacher autonomy 5.6
resources_materials 3.0 parents’ expectations 2.8 resources_materials 4.5
ALE (-) beliefs 8.7 test knowledge 5.4 | beliefs 9.2

(-) test knowledge 6.8

Results
Here again we would like to concentrate on the three exam types that are the most important
to secondary school students: the two school leaving exams (ISLE and ASLE) and the

intermediate language exam (ILE). If we differentiate between the effects produced by the
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school leaving exams and the intermediate language exam, regardless the type of teaching

practice, we find the following washback factors:

- there is a higher level of anxiety connected to the school leaving exams;
- there are certain washback factors that only appear in connection with either the school
leaving or the external language exams:
o the beliefs that the exam is useful and reliable and the expectations of the
school appear only in the case of the school leaving exams (ISLE and
ASLE;)
o the washback factors related to the expectations of students and parents

emerge only in the case of external exams.

If we analyse the functioning of the washback factors according to the three languages
teaching approaches ignoring the types of language exams an interesting pattern emerges.
(The statements constituting the individual washback factors in the teachers’ questionnaire
can be seen in Appendix E on p. 209). Experiencing a high level of anxiety, not knowing the
exam well, not considering it useful and reliable and not discussing and applying its
assessment criteria, as the minus sign in front of these variables indicates, are the best
predictors that a teacher applies a traditional language teaching approach. Among these
predictors anxiety has the dominant position. Having no anxiety (minus sign), regarding the
exam useful and reliable, discussing and applying its assessment criteria and paying attention
to the expectations of students and parents are predictors connected to the communicative way
of language teaching. Here the lack of anxiety and the beliefs regarding the exam are the most
dominant. Finally, paying attention to the expectations of students, parents and the school,

experiencing no anxiety, considering the exam useful and reliable, and thinking that exams
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have a strong influence on one’s autonomy are connected with the exam-focused approach.

With respect to this approach, the expectations have the highest value.

5.3.4 What possible connections may be revealed between the appearance of
washback, teacher ID variables and the classroom practice of secondary

school teachers?

The many factors that exert an influence on the classroom practice of language teachers also
include, besides the washback factors discussed in the previous section, variables that are
connected to the individual teacher. In our questionnaire survey we call them ID factors and
they refer to the following: age; gender; early experience (as learners); place of work; exam
experiences (whether one works as an examiner); teacher education; context (school
colleagues, society); further training courses; teaching experiences; and motivation (extrinsic
and intrinsic). To find an answer to the above research question, we also applied multiple
linear regression analysis, however, this time we included the ID variables into the predictor
variables (Appendix O). In this way we were able to measure that besides the washback
factors what 1D variables may emerge as predictors connected to a certain language teaching
approach, and how strong their values are. As a result of the analysis, we now can learn to
what degree, presented in percentages, the independent variables are able to explain the
variance of the dependent variable and also how this explained variance is divided among the
individual variables (Pratt index: Beta*r*100). Table 29 shows the results of the regression

analysis. The minus sign (-) in front of the variable shows that the relation is reversed.
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Table 29

Results of the multiple regression analysis between washback factors, teacher ID variables

and type of classroom practice

Exam traditional Pratt communicative Pratt exam-focused Pratt
type approach index approach index approach index
% % %
ISLE anxiety 9.5 intrinsic motivation 10.07 | school expectations 8.2
(- ) examiner 6.04 further training 7.1 resources_materials 4.5
resources_materials 2.9 (-) anxiety 6.2 (-) anxiety 15
early experience 3.1 (- ) extrinsic motivation 0.9
further training 2.4 teaching experience 35
gender 2.05 Budapest 3.9
ASLE (-) assessment 8.2 intrinsic motivation 11.1 beliefs 11.8
(-) examiner 55 further training 6.07 resources_materials 4.4
anxiety 2.8 ( - ) extrinsic motivation 1.07 teacher autonomy 7.1
resources_materials 3.06 teaching experience 3.6
early experience 3.02 Budapest 4.1
further training 2.6 beliefs 3.6
(-) county town 3.6
(- ) Budapest 3.03

ELE (-) examiner 6.5 intrinsic motivation 12.3 resources_materials 4.45
anxiety 4.6 further training 6.5
resources_materials 3.01 (- ) extrinsic motivation 1.1
early experience 3.5 (-) school exp. 2.99
further training 2.5 Budapest 3.7
gender 2.05 teaching experience 3.1

ILE ( -) test knowledge 8.2 intrinsic motivation 111 students’ expectations | 11.3
(- ) examiner 5.5 further training 6.7 resources_materials 4.4
extrinsic motivation 3.3 (- ) extrinsic motivation 1.05 teacher autonomy 5.6
(-) county town 3.9 teaching experience 3.4
(- ) Budapest 3.4 Budapest 4.3

assessment 3.5

ALE ( -) beliefs 10.06 | intrinsic motivation 11.2 beliefs 10.12
early experience 2.88 further training 6.4 resources_materials 5.2
further training 2.66 (-) extrinsic motivation 1.08
(- ) examiner 4.5 teaching experience 3.4
(-) county town 3.89 Budapest 3.89
(- ) Budapest 3.66 test knowledge 3.37
resources_materials 2.6

Results

Here again we would like to concentrate on the three exams that are the most important to

secondary school students: the two school leaving exams (ISLE and ASLE) and the

intermediate language exam (ILE). If we differentiate between the effects produced by the
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school leaving exams and the intermediate language exam, regardless the type of teaching

practice, we find the following washback factors and ID variables:

Some factors appear in relation to the school leaving exams only. These include
anxiety, considering the exam useful and reliable (beliefs), early experience (as a
learner), gender and the expectations of school. Amongst them anxiety is the
dominant factor (ISLE: 9.5%; ASLE: 2.8%) followed by school expectations and
beliefs.

Three factors emerge connected to the ILE only. These are assessment that is,
discussing the exams’ assessment criteria with the students and applying them,
students’ expectations, and lack of test knowledge with the expectations of
students (11.3%) being the strongest predictor.

The eight other factors that emerge in relation to all three exam types have
similarly strong effect on the classroom practice of teachers. These factors are the
following: teaching experience; resources and materials; Budapest; county town;
intrinsic motivation; extrinsic motivation; being an examiner; and ways of teaching

(autonomy).

Here we have also analysed how the washback factors and the ID variables function as

predictors with respect to what language teaching approaches teachers choose to follow. Our

data show marked differences regarding what factors may be connected to a particular

approach as predictors. (The statements constituting the individual washback factors in the

teachers’ questionnaire can be seen in Appendix E on p. 209). Experiencing anxiety, having

powerful early experiences (as a learner), not discussing and using the exams’ assessment

criteria, living is small towns, not being an examiner, having extrinsic motivation only and not
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knowing the exam emerge as those independent variables that explain why a teacher tends to
apply the traditional grammar-translation approach. Amongst the predictors, anxiety and not
being an examiner stand out as the most important ones. On the other hand, the predictors
suggesting that teachers use a more communicative language teaching approach are the
following: having no anxious feelings, possessing strong intrinsic motivation, improving
knowledge at further training courses, relying on their own teaching experiences, living in
big towns, knowing the exam, considering it useful and reliable and applying their assessment
criteria in their everyday work. Amongst these factors intrinsic motivation seems to be the
strongest followed by what they learn at further training courses. Finally, the variables that
explain why teachers teach a language focusing on the exam preparation include the
expectations of schools and students, considering the exams useful and reliable, believing that
the exam has a strong influence on their autonomy and relying heavily of the available

resources and materials.

5.4  Students’ questionnaire

5.4.1 Characteristics of the sample

As introduced in Chapter 4, a questionnaire survey was administered to students using an
opportunity sampling procedure. A total of 1,109 students filled in the questionnaire by the
prescribed deadline (30 May 2017). The most important statistical characteristics of
respondents are shown by Tables 30, 31, 32. As in Hungary, it is the students (and teachers) in
secondary schools who are most affected by the requirement of obtaining a language
certificate, we decided to narrow the number of respondents to those belonging to this group.

As a result, we analysed the responses of 423 secondary school students.
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Table 30

Distribution of students according gender and age and whether they passed an external

language exam

N =423 no
male | female | 14— 18 | 19-23 | 24+ | successful | unsuccessful | language
exam
gender 33% | 67%
age 31% | 41.1% | 27.9
language
exam 82.7% 12.5% 4.8%
Table 31
Distribution of students according to their being bilingual and place of living
N =423 yes no village town | county town | capital
bilingual (speaks  two 8.2% 91.8%
languages as a mother tongue. see
Appendix J)
place of living 17..9% | 33..9% 18..8% 29..3%
Table 32
Distribution of secondary school students according to year they attend
year year of intensive learning 9 10 11 12
% of 2..6 6..1 12..3 24..6 54..4
423 students
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5.4.2 What differences may be revealed with respect to the washback effect of

the different types of language exams

According to the literature review (Chapter 2), exams might have an influence on students’
attitudes towards learning, on their motivation, behaviour and the learning process. It has also
been revealed that in addition to these, the language learning activities of students are also
influenced by the following factors: what they know and think about the test; former
experiences and expectations; their learning style and goals; and their feelings. In our
questionnaire, similarly to the teachers’ survey, we divided these factors into two groups that
we named washback factors and individual differences. Washback is represented by six
factors: what students think about the exam; what students know about the exam; their
expectations of assessment; the expectations expressed towards them in relation to the exam;
anxiety; and attitude towards learning. The three categories of individual differences we have
formed include intrinsic motivation, use of the target language and self-confidence.

One of the aims of our investigation is to find out whether there is any difference
between the washback effects of the various types of language exams. The statements of the
questionnaire regarding the exams were composed in a way that the answers had to be given
according to each exam type which made it possible to compare the possibly distinct
washback effects of the various exam types and find out whether they work in a diverse way.
At first, we analysed the descriptive statistics and compared the means generated on the basis
of the respondents’ answers given to the six student-related washback factors mentioned
above (given the large size of the statistical tables please see them in Appendix P). Applying a
paired sample T-test we checked if there are significant differences in the answers with
respect to the exam types (Appendix Q). Similar to the analysis of the teachers’ answers, here
we also narrowed our investigation to the three most important exam types: the two school

leaving exams (ISLE and ASLE) and the intermediate language exam (ILE). In the
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questionnaire we used different scales: for some statements we wanted our respondents to
take sides more decidedly so we used a four-point Likert scale, while in the case of other
statements, to allow them to take a neutral stance, we applied a seven-point Likert scale As a
result of this the scales needed to be harmonized, therefore in the tables below the means are

represented in percentages of agreement with the statement.

What students think about the test

This factor is similar to the washback factor we use with the teachers called beliefs. The
statements within this factor are concerned if students consider the exam useful and fair. The
analysis shows that students consider ILE the most useful and fair followed by ASLE and

ISLE. There are significant differences with respect to the three exams types.

Table 33
Results of the descriptive statistics and Paired Samples T-test for the washback factor what

students think about the test

EXAM TYPE ISLE ASLE ILE
MEAN 0.69 0.71 0.73
STD. DEVIATION 0.20326 0.19890 0.18958
DIFFERENCE ISLE

(level of ASLE p<0.001

significance) ILE p<0.001 p=0.006

What students know about the test

The statements of this washback factor are related to how much students know the exams, the
task types they apply and their assessment criteria. The results show that student are most
familiar with the ILE followed by ISLE then ASLE. The differences are significant
everywhere.
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Table 34

Results of the descriptive statistics and Paired Samples T-test for the washback factor what

students know about the test

EXAM TYPE ISLE ASLE ILE
MEAN 0.82 0.70 0.88
STD. DEVIATION 0.23005 0.2679 0.1891
DIFFERENCE ISLE

(level of ASLE p<0.001

significance) ILE p<0.001 p<0.001

Students’ expectations of assessment

The statements within this washback factor refer to whether the teacher discusses the

assessment criteria with their students and if students expect this to happen. Our data show

that students expect their teachers to apply the assessment criteria of the ISLE most

frequently, followed by ILE and ASLE. All differences are significant.

Table 35

Results of the descriptive statistics and Paired Samples T-test for the washback factor

students’ expectations of assessment

EXAM TYPE ISLE ASLE ILE
MEAN 0.74 0.61 0.63
STD. DEVIATION 0.23728 0.25027 0.24485
DIFFERENCE ISLE

(level of ASLE p<0.001

significance) ILE p<0.001 p=0.012
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Student-related expectations

The statements of this washback factor are about the expectations expressed towards students
to pass the exam and obtain a language certificate, from their parents, teachers, the school and
their friends. Our survey shows that the strongest expectation is related to being able to pass
the intermediate language exam. Regarding this washback factor there is no significant

difference between ISLE and ILE. The other two differences are significant.

Table 36
Results of the descriptive statistics and Paired Samples T-test for the washback factor student

related expectations

EXAM TYPE ISLE ASLE ILE
MEAN 0.75 0.59 0.76
STD. DEVIATION 0.22146 0.23685 0.19795
DIFFERENCE ISLE

(level of ASLE p<0.001

significance) ILE p=0.054 p<0.001

Anxiety

The statements within this factor refer to the degree of anxiety students may experience
related to the exams. The results show that it is the ASLE which generates the highest level of

anxiety, though the values are closer to one another. All differences are significant.
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Table 37

Results of the descriptive statistics and Paired Samples T-test for the washback factor anxiety

EXAM TYPE ISLE ASLE ILE
MEAN 48 51 49
STD. DEVIATION 0.25431 0.25873 0.25418
DIFFERENCE ISLE

(level of ASLE p<0.001

significance) ILE p=0.022 p=0.011

Attitude towards learning

This factor includes statements regarding how students see the language teaching activities
connected to their exam preparation and whether they consider their preparation and the
materials used effective for that purpose. Our results tell us that these statements characterize

the ISLE the most significantly followed by ILE. All differences are significant.

Table 38
Results of the descriptive statistics and Paired Samples T-test for the washback factor

attitudes towards learning

EXAM TYPE ISLE ASLE ILE
MEAN 0.68 0.59 0.65
STD. DEVIATION 0.17607 0.17607 0.17607
DIFFERENCE ISLE

(level of ASLE p<0.001

significance) ILE p<0.001 p<0.001
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Conclusions

Our data regarding the means of the respondents’ answers given to the six washback factors
show how, according to secondary school students, the washback effects of three different
exam types (ISLE, ASLE and ILE) function. The results show that students consider ILE as
the exam which is able to assess their language knowledge in the most fair and effective way
providing them with useful feedback. Students also know this exam type the best. According
to our data students report a significantly higher level of knowledge with respect to ILE than
to ISLE. At the same time, however, they expect their teachers to use the assessment criteria
of the school leaving exams primarily. Regarding the expectations expressed towards
students, there is no difference between ISLE and ILE. Students are expected to pass either
ISLE, or ILE. Surprisingly, the exam type that generated the highest level of anxiety is ASLE.
Finally, students think that their teachers prepare them for the ISLE mainly.

To sum it up, there seems to be a marked difference regarding how the various aspects
of the washback effect of the school leaving and the external language exam function. The
external language exam seems to have a better face validity than the school leaving exams,
because students know and consider them better. But it is the school leaving exam types that
generate more anxiety in students who also expect their teachers to use the assessment criteria
of these exams in their everyday work and report that their teachers prepare them mainly for

these exams.

5.5 The classroom practice of language teaching as seen by secondary school

teachers and students

As we have seen in the previous chapters, the various types of language exams function in
different ways when it comes to exerting their washback effect on teachers and students. As

the focus of our investigation is how the classroom practice itself is affected, it is worth
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examining how teachers and students view the instructional activities related to language
teaching. The final part of both the students’ and the teachers’ questionnaire contained
statements regarding the classroom practice of language teachers that could be grouped into
three distinct approaches: the traditional grammar-translation, the communicative, and a third
one that we called exam-focused approaches. Teachers and student were asked to judge how
often the activities mentioned by the statements take place in the classroom. As we wanted
our respondents to take sides we decided to apply a four-point Likert-scale here. In the case of
the first such statement, for example, both students and teachers needed to assess how often
the teacher uses his mother tongue during an FL lesson (an approach associated with
communicative teaching). Although the number of statements is not the same in the two
survey instruments, there are sixteen statements whose content is exactly the same. This made
it possible to compare the frequencies provided by the two distinct groups of stakeholders
and, using an Independent sample T test (Appendix R), find out whether there are significant
differences between the answers [Sig. (2-tailed)]. Consequently, we can learn how differently

the two groups see the same situation. Table 39 shows the results of this analysis.
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Table 39

Comparison of classroom practice by teachers and students (1- never; 2 - rarely; 3 - often; 4

— very often)
Statement N Mean Std. Std. Sig. (2-
Deviation Error tailed)
During the lesson, how often Mean

does the teacher speak in Hungarian? teacher | 172 2.18 0..579 0..044

student | 423 2..69 0..870 0..042 p<0.001
do you work in pairs? teacher | 172 3.33 0..691 0..053

student | 423 2.95 0..854 0..042 p<0.001
do you practice grammar rules? teacher | 172 2.86 0..728 0..056

student | 423 3.13 0..762 0..037 p<0.001
do you translate sentences and texts? teacher | 172 2.25 0..710 0..054

student | 423 2.70 0..961 0..047 p<0.001
are there tasks that students find interesting? teacher | 172 3.37 0..552 0..042

student | 423 2.88 0..902 0..044 p<0.001
do you prepare especially for the exam? teacher | 172 2..63 0..879 0..067

student | 423 3.32 0..838 0..041 p<0.001
do you have a feeling of success? teacher | 172 3.39 0..524 0..040

student | 423 3.34 0..810 0..039 p=0..382
do you work in groups? teacher | 172 2..94 0..781 0..060

student | 423 2..68 0..998 0..049 p<0.001
do students speak in the target language? teacher | 172 3.45 0..605 0..046

student | 423 3.18 0..831 0..040 p<0.001
do you play games? teacher | 172 2.94 0..715 0..055

student | 423 2.22 0..953 0..046 p<0.001
do you read authentic texts? teacher | 172 2.94 0..750 0..057

student | 423 3..09 0..946 0..046 | p=0..034
do you role-play everyday situations? teacher | 172 3.16 0..670 0..051

student | 423 2.50 0..988 0..048 p<0.001
do you specifically practice listening | teacher | 172 3..36 0..656 0..050
comprehension tests?

student | 423 3.24 0..750 0..036 | p=0..055
does the teacher apply task types similar to | teacher | 172 3.47 0..616 0..047
those of the various language exams?

student | 423 3.33 0..837 0..041 | p=0..031
does the teacher motivate you by referring to | teacher | 172 3.19 0..728 0..056
the language exams?

student | 423 2.99 0..946 0..046 p=0..004
do the language exams generate anxiety in | teacher | 172 2.39 0..737 0..056
you?

student | 423 2..04 1..014 0..049 p<0.001

140




Table 40

The average value of statements belonging to a given instructional approach

Traditional Communicative Exam focused
approach approach approach
Teachers (mean) 2.43 3.16 3.09
Students (mean) 2.84 2.70 3.21

Our results show that when it comes to judging their classroom practice, teachers think
they teach in a less traditional and more communicative way, whereas students think it is the
other way round; the language teaching approach of their teachers is more traditional and less
communicative. Students also believe that teaching is more exam-focused than what teachers
think about the same issue. As in the case of the statements belonging to a given approach, the
differences between the opinions of the two groups are significant we can assume that
significant differences exist between how teachers and students view the classroom practice
of secondary school teachers on the whole. There are two exceptions, though, that of

experiencing success in class and practicing specifically listening comprehension tests.

In Chapter five we presented the results of our two questionnaire surveys (teacher and
student). The data gathered reveal the interactions between the influence of exams, teaching
practice and the opinions of students and teachers. It has been found that it is the intermediate
level school leaving exam which exerts the strongest influence on both students and teachers.
At the same time, however, the externally validated B2 level language exam also possesses a
strong influence which appears mainly in the form of students’ and parents’ expectations. In
Chapter 6 we are going to discuss the above results in the framework of the complex dynamic

systems theory.
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Chapter 6 Discussion

6.1 The washback effects of language exams within the complex, dynamic

system of language teaching

6.1.1 The complex dynamic systems framework

The teaching of a foreign language is a multifaceted activity. As mentioned in Chapter 1,
language is an open system existing in a state of constant change and evolution.
Consequently, the same feature characterizes the teaching and learning of language. This
makes it possible for us to apply the theoretical framework of system theories with the
purposes of analysing and interpreting the various phenomena in connection with language
teaching and learning. The most important characteristics of complex, dynamic systems
include the following features: they consist of a great number of components; these
components are all related to and in interaction with one another; they are nonlinear as an
effect within them may be disproportionate to a cause, therefore its behaviour cannot be
reduced to a set of components that interact in a simple and linear way; they are highly
sensitive to initial conditions; they are open meaning that they are in constant interaction with
their environment; they are feedback sensitive and able to reorganise themselves as a result;
and finally, sensitivity to feedback also makes these systems adaptive. One of the components
within the complex and dynamic system of language teaching is the language teacher himself
with his multifaceted individual disposition (Borg, 2003). Social psychology has revealed that
environmental and situational elements are able to influence the intentions of socially situated
individuals who, on the other hand, may not be aware of this impact. If we intend to

understand the behaviour of an individual or a system this individual is part of, we need to
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look into both the environmental factors that make up the behaviour of that particular system
and the interactions between these components and between the components and the
environment.

Using our questionnaire, we treated foreign language education at secondary level as a
complex and dynamic system and tried to find out what components, within this system, have
an influence on the classroom practice of Hungarian secondary school teachers. On the basis
of the literature on washback, teacher cognition and teacher motivation, we identified 20
components (factors) that are all in interaction with one another and shape teaching practice.
These factors can be divided into two groups: nine factors are related to washback; and eleven
factors are related to the individual teacher. In our investigation we named the first group
washback factors and the second group ID variables. The factors related to washback include
the following: (1) attitudes and beliefs towards and regarding the exam; (2) feelings in
connection with the exam (anxiety, embarrassment, insecurity and shame); (3) ways of
assessment; (4) knowledge of the test/exam; (5) ways of teaching (through teacher
autonomy); (6,7,8) expectations (students, parents and school); and (9) resources, materials
The teacher-related 1D variables are as follows: (1) age; (2) gender; (3) place of work; (4)
exam experience; (5) early experience; (6) teacher education; (7) context; (8) further training
courses; (9) teaching experience; (10) extrinsic motivation; (11) intrinsic motivation. In order
to find out how these components interact with one another and shape classroom practice we
applied a statistical method called multiple regression analysis. To be able to carry out this
analysis we needed to identify what we mean by classroom practice. The final section of the
questionnaire contained statements that could be connected to three different language
teaching approaches: the traditional grammar-translation approach; the communicative
approach; and a third one that we named exam-focused. Respondents were asked to judge

their own classroom practice on the basis of these statements.
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The method we applied, multiple linear regression analysis, is able to reveal what
relationships exist between the independent or predictor variables and the dependent or
criterion variable. With the help of this analysis we were able to identify the best predictors,
that is, the strongest and most influential factors — let them be washback factors or ID
variables - that suggest why teachers tend to teach in a certain way. We can also learn how
strongly an independent variable is able to explain the variance of the dependent variable, or
if we have more than one predictor, how this explained variance is divided among the
individual variables (Pratt index: Beta*r*100). The statements regarding the washback factors
were written in a way that respondents needed to answer them according to each exam type
(intermediate and advanced school leaving exams, and elementary, intermediate and advanced
level external language exams), so we were also able to identify the differences the various
exam types may produce. To sum it up, our model of foreign language teaching (at the
secondary level in Hungary) treated as a complex and dynamic system consisted of the
following components: nine washback factors; eleven ID variables; three approaches of

classroom practice; and five different types of language exams.

6.1.2 The divergent functioning of washback factors according to the type of

exam

In the first regression analysis model we included only the washback factors and left out the
ID variables, because the focus of our investigation at this stage was to learn how the exam-
generated washback factors function. When analysing the results, we decided to focus on the
three exams that secondary school students and teachers are most affected by: the two school
leaving exams (ISLE and ASLE) and the intermediate language exam (ILE). First, we

compared the behaviour of washback factors according to the school leaving and the external
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language exams and our results show that they work in a different way. Table 41 shows the

results of the analysis we build our discussion upon.

Table 41

Results of the multiple regression analysis of washback factors and classroom practice

restricted to ISLE, ASLE and ILE

Exam traditional Pratt communicative Pratt exam-focused Pratt
type index index index
% % %
ISLE | anxiety 11.9 | (-) anxiety 9.8 school expectation 8.2
resources_materials | 3.4 resources_materials 4.6
(-) anxiety 1.6
ASLE | (-) assessment 8.7 beliefs 5.4 beliefs 11.9
anxiety 4.7 (-) anxiety 2.9 resources_materials 4.4
resources_materials | 3.6 teacher autonomy 7.1
. _____________________________________________________________________________|
ILE (-) test knowledge | 8.3 assessment 3.05 | students’ expectations 11.3
anxiety 4.7 (-) anxiety 4.00 | teacher autonomy 5.6
resources_materials | 3.0 parents’ expectations 2.8 resources_materials 45

As we can see, the school leaving exams, especially ISLE, tend to generate a higher

level of anxiety than the external language exam. This is somehow surprising as the results of

the descriptive statistics (see paragraph 5.3.2, p 113.) show that teachers attach the highest

level of their anxiety to ILE. It is, however, the special Hungarian context which may shed

light on the contradiction of these findings. Table 42 below shows the number of students

who took the three exam types in question in the year 2016.
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Table 42
Number of students taking the school leaving and the intermediate language exams in English

and German in 2016

Type of exam English German
school leaving language exam, intermediate level (ISLE) 52 260 17 068
school leaving language exam advanced level (ASLE) (recognized as B2 level 11 001 2 551

language exam)

External language exam, intermediate level (ILE) (B2) 79 348 24 132

Here we can see that the overwhelming majority of students take either the ISLE or the ILE.
As ILE is external, teachers might feel they have less influence on shaping their students’
results and this uncertainty has the potential to generate anxiety, as is revealed by the
descriptive statistics. In addition, this is the exam type (together with ASLE) which has the
greatest importance with respect to entering into and getting a degree in higher education. On
the other hand, looking at the number of students who take the school leaving exams we can
see that a much higher number opt to take the ISLE, five times as many as the ASLE. This is
the exam that everyone, including those who do not even want to take an ILE, must pass,
which creates an enormous pressure on language teachers and students. These reasons might
explain why anxiety, as a predictor, is connected to the school leaving rather than to the
external exam.

With respect to anxiety, it is only the level which differs according to the exam types.
There are, however, certain washback factors which are connected exclusively to either one or
the other exam type. The washback factors of beliefs (considering the exam useful and
reliable) and of school expectations emerge in connection with the school leaving exams only.
This is in harmony with the results of our descriptive analysis which revealed that according

to teachers it is ISLE that they consider and know the best.
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The washback factors that emerge in connection with the external, intermediate
language exam only, are test knowledge (or the lack of it as the minus sign indicates),
expectations of students and parents, with students’ expectations being very strong and ways
of assessment. Owing to the Hungarian context, it seems that the externally validated
language exams, which provide students with a language certificate, have a higher value for
both students and parents than any of the school leaving exams. The fact that teachers also use
the assessment criteria of this exam with their students confirms its importance.

To sum up, the divergent functioning of the school leaving and the external language
exams the following can be stated: the school leaving exams affect the classroom practice of
teachers mainly through the anxiety they generate, through the beliefs teachers develop in
connection with them and through the expectations of the school, while the external language

exams influence teachers via the expectations of students and parents.

6.1.3 The divergent functioning of washback factors according to the three

instructional approaches

The results of our multiple regression analysis also tell us what predictors are associated with
the three different instructional approaches, the traditional, the communicative and the exam
focused. Here anxiety (and the lack of it as suggested by the minus signs) appears to be the
most important factor. As Table 41 indicates teachers who do experience a high level of
anxiety tend to teach in a traditional way, while the lack of this feeling is connected to those
teachers who use either a communicative or exam-focused practise. Since both the school
leaving and the external language exams follow a communicative language testing tradition,
we have good reason to believe that teachers who apply these approaches tend to teach in a
more communicative way and the only difference lies in the proportion of exam tasks they use

during the lesson. The results also show that if a teacher neither discusses the assessment

147



criteria with his students nor applies them in class, and does not know the exam well he tends
to teach in a more traditional way, too. The key issue here is the lack of knowledge about the
exam, since it can explain why they do not apply its assessment criteria. It seems that teachers
who have little knowledge of the exam(s) decide to teach in the traditional way.

On the other hand (see Table 41), experiencing no anxiety, regarding the exam useful
and reliable, using its assessment criteria and paying attention to the expectations of school,
parents and students are those washback factors which predict that a teacher’s classroom
practice is more communicative and exam-focused. There is one factor, teacher autonomy,
which is connected to only the exam-focused approach. This, however, is very logical: those
teachers focus on exam preparation, who believe that an exam has a strong influence on their
autonomy as teachers (on what they teach, how they teach, and what they teach from).

The above results confirm what cognitive psychology has already pointed out, that
there is a relationship between what we think, know and believe in and what we actually do.
In the case of teachers, their beliefs or belief systems have central significance. Amongst the
list of assumptions regarding teachers’ educational beliefs Pajares (1992) came up with (see
paragraph 3.1.2, p 51.), we can find that knowledge and beliefs are intertwined and form a
filter through which teachers make sense of the world including their work. Borg (2003)
mentions the important role of the environmental realities in affecting classroom practice. The
results of our regression analysis show that the washback effect of language exams becomes
apparent through the beliefs and feelings teachers develop, the knowledge (including
knowledge about the exam) they possess and the contextual realities (expectations of schools,

parents and students) that surround their work.
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6.1.4 The divergent functioning of the washback factors and teacher ID variable

according to the type of exam

Expanding our focus of investigation beyond the nine washback factors we also included the

eleven teacher ID variables into our second regression analysis model. Table 43 shows the

results of the analysis we build our discussion upon.

Table 43

Results of the multiple regression analysis of washback factors, teacher ID variables and

classroom practice restricted to ISLE, ASLE and ILE

Exam traditional Pratt communicative Pratt exam-focused Pratt
type index index index
% % %
ISLE anxiety 9.5 intrinsic motivation 10.07 | school expectations 8.2
(-) examiner 6.04 further training 7.1 resources_materials 4.5
resources_materials | 2.9 (-) anxiety 6.2 (-) anxiety 15
early experience 3.1 (-) extrinsic motivation | 0.9
further training 2.4 teaching experience 35
gender 2.05 Budapest 3.9
ASLE | (-) assessment 8.2 intrinsic motivation 11.1 beliefs 11.8
(- ) examiner 5.5 further training 6.07 resources_materials 4.4
anxiety 2.8 (-) extrinsic motivation | 1.07 teacher autonomy 7.1
resources_materials | 3.06 teaching experience 3.6
early experience 3.02 Budapest 4.1
further training 2.6 beliefs 3.6
(-) county town 3.6
(-) Budapest 3.03

ILE (-) test knowledge | 8.2 intrinsic motivation 11.1 students’ expectations | 11.3
(-) examiner 55 further training 6.7 resources_materials 4.4
extrinsic motivation | 3.3 (-) extrinsic motivation | 1.05 | teacher autonomy 5.6
(-) county town 3.9 teaching experience 34
(-) Budapest 34 Budapest 4.3
assessment 35

The first major difference we notice in comparison with our previous table is the

domination of ID variables. With the exception of the exam-focused approach in each case
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there are at least three times as many ID variables as washback factors among the predictors.
Their strength, presented in percentages, also surpasses that of the washback factors. This tells
us that washback has a secondary importance, it is one of the many factors, which affect
classroom practice. The ID variables appearing in this model, the experiences of teachers,
their place of work, training and motivational dispositions together with the contextual
elements (expectations and resources available) seem to exert a much heavier influence on the
way they teach than the washback effect of the language exams.

If we compare the washback factors and ID variables connected to the two major exam
types (school leaving and external), we can see that there are some predictors that emerge
only in connection with certain exam types. The washback factors of anxiety, beliefs and
school expectations and the ID variables of early experiences (as learners) and being an
examiner (exam experience) appear with respect to the school leaving exams only. The
washback factors of test knowledge (or the lack of it as the minus sign indicates) and
student’s expectations appear in connection with the external exam only. The picture we get
here is somewhat similar to the results we got on the basis of our previous table, where school
expectations and beliefs also belonged to the school leaving exams only. This confirms our
claim that the two school leaving exam types (ISLE and ASLE) exert their washback effect
primarily through the teachers’ beliefs and school expectations. The data in this second,
extended table shows that teachers consider these exams, especially the advanced level school
leaving exam, useful and reliable, they think they can motivate their students with them and
suggest that their students should take these exams. Schools also expect their teachers to make
their students able to pass these exams. The two ID variables, early experience and exam
experience, are connected to the school leaving exams only with respect to the traditional

approach.
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There are no teacher ID variables that are connected solely to the external
exams. The two washback factors that emerge in connection with this exam type only are the
same as in our first table: test knowledge (or the lack of it) and students’ expectations. This
also corroborates our claim that the external intermediate language exam exerts its washback
effect through these two washback factors: how well (or how little) teachers know this exam
and how strong the students’ expectations are towards them in this relation.

In addition to the above mentioned washback factors and teachers ID variables, the
following components in our regression model can be connected to both exam types: teacher
autonomy (washback factor); and intrinsic motivation, the lack of extrinsic motivation, further
training courses, and teaching experiences (ID variables). There is no significant difference
with respect to the degree these independent variables are able to explain the variance of the

two exam types.

6.1.5 The divergent functioning of the washback factors, teacher ID variables

according to the three instructional approaches

Similar to our previous table, anxiety has a central role in this table, too. High level of anxiety
appears only in connection with the traditional approach. Not knowing the exam well and
(consequently) not discussing and using its assessment criteria also predicts that a teacher
tends to apply the traditional, grammar-translation method. Considering the ID variables, not
being an examiner (exam experience), early experiences (as learners), and having extrinsic
motivation emerge only in relation to this approach, too. Participating in further training
courses and relying on the available resources and materials are connected to the approach
too, but the variance they can explain is smaller than in that of the other two approaches.

Teachers belonging to this group also tend to work in smaller settlements in the countryside.
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The predictors that are connected to communicative classroom teaching show a very
clear picture. Of the ID variables intrinsic motivation and teaching experience appear only in
connection with this approach, with intrinsic motivation as the strongest component.
Believing that the exam is useful and reliable and discussing and using its assessment criteria
are the two washback factors emerging here.

Expectations (school and students), the available resources and materials, (the
restriction of) teacher autonomy and believing that the exam is useful and reliable are those
factors that can be connected to the exam-focused approach. It is interesting to see that there

are no ID variables among the predictors explaining the variance of this approach.

6.1.6 Conclusions

The results of our two tables (Table 41 and 43), developed on the basis of multiple regression
analysis, show that of the 20 components influencing the classroom practice of Hungarian
language teachers at the secondary level 18 appear in either one or both of the two models.
All nine washback factors emerge, of which anxiety has the strongest influence followed by
beliefs, and the expectations of students and school. Regarding the teacher ID variables two of
the eleven variables, age and teacher education, never emerge, while among those that do
appear, intrinsic motivation seems the most important followed by further training courses
and exam experience. Tables 43 and 44 below summarize those washback factors and teacher

ID variables that are connected exclusively to a type of exam or to an instructional approach.
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Table 44

Washback factors and teacher ID variables connected exclusively to a type of exam

Washback factors

ID variables

School leaving
exams (ISLE, ASLE)

- high level of anxiety
- beliefs (exam is useful and reliable)
- school expectation

- early experience (as learner)
- exam experience (being an
examiner)

External, intermediate
language exam (ILE)

- test knowledge
- student expectation
- parent expectation

- no ID variable can be connected
exclusively to the external exam

Table 45

Washback factors and teacher ID variables connected exclusively to an instructional

approach.
Traditional approach Communicative approach | Exam-focused
approach
Washback factors - high level of anxiety - No anxiety - school expectations
- not knowing the exam - parents’ expectations - teacher autonomy
well
- not using its assessment
criteria

Teacher ID variables

- intrinsic motivation
- teaching experience

The aim of our investigation was to find what factors, components, predictors, or

variables have an influence on the classroom practice of language teachers at the secondary

level in Hungary. We developed a matrix with four angles: washback factors, ID variable,

language teaching approaches and language exam types. Treating our matrix as a complex
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dynamic system we intended to show how the various components interact with one another
and reveal those factors that belong exclusively to a particular exam type or teaching
approach. In conclusion, the following may be stated:

The two exam types (school leaving and external) affect teachers in a slightly different
way. On the one hand, both exam types influence teachers through their feelings, through the
way they discuss and use assessment criteria of the exams, and through restricting their
autonomy as teachers. On the other hand, however, there are certain washback factors that can
be connected only to one type of exam. The school leaving language exams (ISLE and ASLE)
exert their influence (washback effect) on the work of teachers through generating high level
of anxiety, through what teachers think about the exam and through the expectations of the
school. The washback effect of the external intermediate language exam influences the work
of teachers through the knowledge (or the lack of it) that they have about the exam and
through the expectations of students and parents.

As mentioned above, nine of the eleven ID variables emerge as predictors in the
regression analysis. Two of them, early experience and exam experience, emerge with respect
to the school leaving exams only, while there is no ID variable that we can connect to the
external exam only. On the basis of our data it seems that age and teacher education have no
effect on the classroom practice of teachers. This result is in harmony with the findings of
research studies in the field of teacher cognition (Cabaroglu & Roberts, 2000; Freeman1993;
Kagan, 1992; MacDonald, Badger & White, 2001; Richardson, 1996; Sendan & Roberts,
1998; Peacock, 2001) according to which the degree of influence teacher education has on
teacher cognition is still a debated issue.

Regarding the relationship between washback factors, ID variables and the three
distinct language teaching practices the following have been noticed: the number of ID

variables connected to either of the approaches is higher than that of the washback factors,
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and the predictors belonging solely to each of them show a clear picture. Teachers who are
anxious, do not know the exam well and do not use its assessment criteria, who are influenced
by their early experiences and have no experience as examiners and live is smaller places tend
to teach in a traditional way. Teachers who have a high level of intrinsic motivation,
experience no anxiety, utilize their teaching experiences, pay attention to the expectations of
parents and live in bigger cities tend to use a communicative approach. Finally, teachers who
think that their autonomy is heavily restricted by the exam and who feel strong expectations

from their school are inclined to prioritize exam preparation when teaching the language.

6.2 The washback effect of different exam types on students as compared to
those of teachers
6.2.1 The different functioning of washback effects on students according to

exam types

According to the literature review (Chapter 2), exams might have an influence on students’
attitudes towards learning, on their motivation, behaviour and the learning process. It has also
been revealed that in addition to these, the language learning activities of students are
influenced by the following factors: what they know and think about the test; former
experiences and expectations; their learning style and goals; and their feelings. In our
questionnaire washback is represented by six factors: (1) what students think about the exam;
(2) what students know about the exam; (3) their expectations of assessment; (4) the
expectations expressed towards them in relation to the exam; (5) anxiety; and (6) attitude
towards learning. We restricted our analysis to those exam types that primarily affect
secondary students: the two school leaving exams and the external intermediate language
exam. We intended to find out whether these two exam types affect students in the same or in

different ways. In Hungary secondary school students have to study two languages at school
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— one in a higher number lessons per week than the other — and are required to take either an
ISLE or an ASLE as part of the matura examination. If they take an ASLE they get an
intermediate language certificate, however, they can also obtain such a certificate should they
pass an external language exam. The possession of a language certificate is of crucial
importance for Hungarian secondary school students, because they are not able to graduate
from higher education in the absence of that. The advantage of the external exam is that it is
not a one-time occasion and if they fail, they can repeat it.

This is the context in which we have to interpret our results, which can be summarized
as follows. Our data reveal a difference between how the washback effects of the above
mentioned two exam types function in the case of secondary school students. Our results
show that students consider ILE as the exam, which is able to assess their language
knowledge in the most fair and effective way providing them with useful feedback. Students
also know this exam type the best. The difference between ILE and the school leaving exams
is significant regarding these two washback factors (what students know and think about the
exam). It may be surprising that they know the external exam better than the assessment
requirements of one of their subjects, but as it is clear from the context, for them, being able
to get a language certificate during their secondary studies has priority. In addition, it is easier
to try to pass an exam which they can repeat if they fail, consequently it is important for them
to be fully informed about these exams. At the same time, however, they expect their teachers
to primarily use the assessment criteria of the school leaving exams. The apparent
contradiction we may find here can be explained by the fact that ISLE is the type of exam that
everyone must take. Regardless of whether they have a language certificate, or not. These
results suggest that students make a definite distinction between preparing for ISLE and ILE.
The former is part of their academic subjects in school, it is part of the school leaving matura

examination that everyone must take, so it is very important to get used to it. This explanation
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can also be supported by our data regarding the “attitude towards learning” washback factor
where students put ISLE into first place. ILE, on the other hand, is something that they need
to prepare for separate from school. This situation might explain why ASLE generates the
highest level of anxiety in students (though the levels are close to one another). On the basis
of the number of students taking the different exam types (see Table on p...), it seems that
ASLE is an exam that those students opt to take who were unable to pass an external language
exam during their secondary studies. They choose it as a last resort, knowing that they cannot
repeat it. Consequently, students may consider ASLE as a “dark horse”, something that they
do not know much about, as can be seen in our data regarding what students know about the
test, which shows that the knowledge of students regarding ASLE is significantly lower. With
respect to the expectations expressed towards students, there is no difference between ISLE
and ILE. Students are expected to pass either ISLE or ILE.

To sum it up, there seems to be a marked difference regarding how the various aspects
of the washback effect of the school leaving and the external language exams function. The
external language exam seems to have a better face validity than the school leaving exams,
because students know and regard them better. But it is the school leaving exam types that
generate more anxiety in students who also expect their teachers to use the assessment criteria
of these exams in their everyday work and report that their teachers prepare them mainly for

these exams.

6.2.2 Comparing the views of teachers and students regarding the different

functioning of washback effects

Our questionnaires were designed to elicit information from both teachers and students

regarding similar washback factors. This makes it possible for us to compare how teachers
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and students see the diverging functioning of the washback factors. The following aspects,

covering the same content, can be compared:

Table 46

Name of washback factors that have the same content for both teachers and students

no. of Teacher no. of Student

items items
9 beliefs and attitudes 4 what students think about the test
3 knowledge about the test 3 what students know about the test
7 expectations 5 student related expectations

(students/parents/school)

3 anxiety 4 anxiety
4 ways of assessment 3 expectations towards assessment

Attitudes and beliefs / what students think about the test

For teachers these statements are about whether they think the exam is useful, motivating and
reliable. For students the statements within this factor are concerned whether or not students
consider the exam useful and fair. For teachers ISLE and ILE function in a similar way, with
no significant difference (p=0.53) between them, while students put ILE the first place with

significant differences between the other two exam types.

Knowledge about the test / what students know about the test

The statements within this factor in the case of both teachers and students refer to how well
they know the exam, its parts, task types and assessment criteria. According to our results
teachers know ISLE, while students know ILE the best. There is significant difference

between the knowledge of this exam type and the other two.
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Feelings (Level of anxiety)
For both teachers and students these statements are related to the level of anxiety generated by
the exams. Teachers experience the highest level of anxiety in relation to ILE, while students

put ASLE in the first place.

Ways of assessment / expectations towards assessment

For teachers, these statements are about the degree to which they discuss the assessment
criteria of the various exams with their students and whether they apply them in the everyday
work. For students, these statements refer to whether their teacher discusses the assessment
criteria with them and if they expect this to happen. Here we have received the same results,

as for both teachers and students it is the ISLE, which is the most important.

Expectations of students, parents and teachers / student-related expectations

The statements for teachers refer to the degree students/parents and the school expect them to
prepare students for the language exam as felt by teachers. For students the statements are
related to the degree their parents/teachers/the school expect them to pass a certain exam. Our
data show that teachers feel the strongest expectations from students in relation to ISLE and
ILE. Students also report that the expectations towards them are the strongest regarding these

two exam types. For parents ISLE, and for the school ASLE is the most important.

6.2.3 Conclusions

On the basis of our results, it seems clear that the two major exam types — school leaving and
external — exert their washback effect on teachers and students in a different way. Table 47
summarizes the washback factors teachers and students regard as having the strongest

influence on them.
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Regarding the effects of two of the above mentioned washback factors, we can see a
clear contrast between the views of teachers and students. The first of these aspects is
knowledge about the test/exam. The exam type students are most familiar with is ILE, while
teachers report the deepest knowledge in connection with ISLE. The other aspect where
contrasting views exist is anxiety. For students it is ASLE which generates the highest level of
anxiety, while for teachers it is ILE. Considering another two aspects of washback, what
teachers/students think about the test and expectations, both students and teachers agree that
ISLE and ILE exert the strongest influence (for students it is only ILE). The third washback
factor where both stakeholders agree on is related to assessment. Teachers tend to discuss and
apply and students also tend to expect them to discuss and apply the assessment criteria of

ISLE.

Table 47

Summary of washback factors exerting the strongest influence on teachers and students

TEACHERS Exam type STUDENTS Exam type
beliefs and attitudes ISLE/ILE what students think about the test ILE
knowledge about the test ISLE what students know about the test ILE
expectations of ISLE/ILE student related expectations ISLE/ILE
students/parents/school
anxiety ILE anxiety ASLE
ways of assessment ISLE expectations towards assessment ISLE

On the basis of the picture we can form interpreting the results of our survey it can be

assumed that the washback effects of those exams tend to be more important for teachers and
students that they feel more associated with: for teachers it is ISLE, while for students it is
ILE. In the case of students, there seems to be a dichotomy with respect to the two exam

types. Our data suggest that students connect the concept of language exam or language
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certificate mainly to the external, intermediate level language exam, hence it is important for
them to get acquainted with it. This explains why students regard ILE/ISLE the best (most fair
and reliable) and know about ILE the most.

However, when it comes to learning the language in school, ISLE takes precedence. It
IS an academic subject they are to learn, being also one of the five compulsory subjects of the
school leaving examination. This phenomenon can be connected to the stake of the exam, as
students see it. According to the literature (e.g. Alderson & Wall, 1993; Shohamy, Donitsa-
Schmidt and Ferman, 1996; Watanabe, 2004a, 2004b) there is a concrete relationship between
the stake of a test and the strength of its washback: the higher the stake the stronger the
washback is. For students the stake of ILE is just as high as that of ISLE. While the first one
is needed to finish higher education, the second one is necessary to graduate from secondary
school.

Interpreting the teachers’ situation through the same framework, our data proposes that
ISLE might represent a higher stake for teachers. Taking the five conditions outlined by
Hughes (see Chapter 2, p. 38) that are necessary to achieve washback, the first states that
teachers should want their students to succeed. As a foreign language is one of the five
compulsory subjects of the school leaving exam, to make students able to pass (at least) this
exam is of crucial significance for teachers. Therefore, in their everyday work, they
concentrate on achieving this aim rather than preparing students for an external language
exam.

Finally, and it seems logical, both students and teachers attach the highest level of

anxiety to that exam type which they know the least.
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6.3 The classroom practice of secondary school language teachers in

an innovation and change framework

The last section of both the teachers’ and the students’ survey contained statements on the
classroom practice of teachers. Sixteen of them had the same content, therefore we were able
to compare how the two participants see the same situation. The results of our surveys
regarding the classroom practice of language teaching at the secondary level as viewed by
teachers and students showed significant differences in the ways the two groups see the
situation. Teachers think that their teaching approach is less traditional and more
communicative, whereas students think it is the other way around; their language teachers
teach in a more traditional and less communicative way. Students also believe that language
teaching is more exam-focused than what teachers think about the same issue. There are two
issues that both stakeholders agree on: students experience success in class and they practice
specifically listening comprehension tests. It is worth examining this situation from the
perspective of innovation and change (see Chapter 1, pp. 15-19).
Change is a complex and potentially unpredictable phenomenon. In our dissertation
we treat language teaching as a complex, dynamic system. The great number of variables in a
complex system interacts in a great number of ways; therefore, a change within such a system
may take different forms. It could be random, but it can also be orderly and controlled.
According to Hyland & Wong (2013, p. 2) we can talk about ‘constructive change’ if
there are carefully designed objectives attached to it which are intended to initiate and manage
change. The literature on innovation defines it as something new which aims to be an
improvement on what already exists. In Markee’s (1993, p. 231) definition, innovation in
education is a ‘qualitative change in pedagogical materials, approaches, and values that are
perceived as new by individuals who comprise a formal (language) education system’. Rogers
adds that, innovation is ‘an idea, practice or object perceived as new” (2003, p. 21.), and
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Waters (2009) emphasizes that innovation includes the intention to cause a change that is
beneficial, as there is some sort of dissatisfaction with the existing situation. Hyland and
Wong (2013) refer to the process of innovation as something “which implies some
deliberations and consciousness” (p. 2). As we saw in Chapter 4 (pp. 71-74) detailing the
context of our study, in 2005, following a ten-year preparatory and development process, a
new type of school leaving language exam was introduced into secondary education. The
output requirements of this new exam were also intended to have a regulatory function in
public education. The intention was to raise the prestige of the school-leaving exam, to
provide a cost-free opportunity for everyone to get a language certificate, and initiate, or
provoke changes in the language teaching approach of teachers. Before that time teachers had
been allowed to follow the language teaching tradition of their choice, but the communicative
requirements of the new exam were meant to push their practice towards a more
communicative stance (Einhorn, 2009). It was the culture of assessment that represented the
most important change brought by the exam. The aim now is not to assess what students know
about the language, but rather, how they are able to use it. The emphasis is on skills and
competence rather than on knowledge.

Using the framework of innovation and change we can interpret the 2005 reform as a
constructive change and innovation: there were carefully designed objectives attached to it
intending to initiate and manage change; it originated from dissatisfaction with the existing
situation; it aimed to be an improvement on what already existed; it presented a qualitative
change in pedagogical materials, approaches, and values; and it was perceived as new. The
intentions of the decision makers were clear, however, whether a change is implemented or
not depends on many different factors. Innovation always depends on the characteristics of
local context (Murray, 2013). As in education, teachers are key figures, the way they perceive

any change or innovation is of ultimate importance. Stoller’s (2009) six characteristics that
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contribute to the success of any innovation (see Chapter 1, p. 17) reveal how difficult it might
have been for some teachers to change their ways. Stoller writes that to be successful an
innovation should (1) be compatible with the existing practice (of teachers); (2) neither be too
complex nor too simple; (3) be clear enough on what it means; (4) have room for variation in
its implementation; (5) not be entirely new; and (6) make the visibility of the organization
better. If we disregard the last condition, the interpretation of the first five characteristics
depends entirely on the individual teacher. There might have been (and might be) teachers, for
example, for whom teaching in a communicative way is not compatible with their own
existing practice. A lot might have depended on the further training courses where teachers
were given information regarding the reform. Similar thoughts may be formed with respect to
Kelly’s (1980) three aspects that can make innovation effective(see Chapter 1, p. 17): whether
(1) the innovation is feasible; whether (2) it is accepted by the teachers; and whether (3) it is
relevant to students’ needs. Although the 2005 reform was relevant to students’ needs, it is
difficult to tell whether it was feasible or accepted by teachers.

Our data regarding the classroom practice of Hungarian language teachers in
secondary schools show the existence of all three approaches with the differences as seen by

the two groups of participants detailed above.

Table 48

Descriptive statistics on teachers’ preferred classroom approach

CP_traditional CP_Communicative CP_Exam focused

N Valid 172 172 172
Missing 0 0 0

Mean ..6076 ..7904 7737
Median ..5833 ..8000 ..7500
Mode .58 .75 .83
Standard Deviation 12414 11727 ..13322
Variance ..015 .014 ..018
Range .15 .50 .67
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However, we have reason to believe that the category we call ‘exam-focused’, is closer
to the communicative approach because the exams in question (the school leaving and the
external ones) are built on the principles of communicative testing. Therefore, it seems
possible that there has been a shift towards the communicative practice. We cannot, however,
state this with an acceptable level of certainty, because the data we have are based on self-
reporting, with no classroom observation. If we take the statements one by one (see pp 134-
135) there are significant differences regarding all of them. This implies that students and
teachers see the same situation very differently. There are however, two exceptions. The first,
experiencing success in the language classroom, is good news. It may refer to the nature of
learning languages, where results may soon appear in the form of being able say something in
a foreign language. The other statement where both students and teachers agree on is that they
both think they specifically practice listening comprehension tasks. The school leaving exam
in operation before the 2005 reform did not have a listening comprehension component,
although the external exams did and do have one. The fact that this is one of the two
statements that both groups of respondents agree on points to the working of washback in the
form of a concrete change in practice. A part of the empirical research regarding washback
found evidence of test washback on how teachers teach (Read & Hayes, 2003; Saif, 2006;

Shohamy, 1993; Sturman, 2003).

6.4 The insiders’ perspective. Teachers’ and students’ views on how

exams affect them

Our questionnaires also contained open-ended questions where respondents had the
opportunity to elaborate their answers. Approximately one-third of the respondents used this

possibility to share his or her views regarding the issues asked. Thus, we have qualitative data
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— text, in the form of separate answers placed one after another — which gives us the chance to
provide an emic perspective on the washback effect of language exams. To analyse qualitative
data, we applied a strategy referred to as the general inductive approach (Thomas, 2006). At
the beginning, no hypothesis was established before interpretation of the responses, which
involved several iterative steps. The written answers were subjected to rigorous and
systematic reading, rereading and coding. As a result of this process major themes emerged
which we transformed into categories. The frequency of appearance of the emerged categories

was also counted.

6.4.1 The influence of exams on the everyday work of teachers

The questionnaire for teachers contained seven open-ended items. Similar to the other
questionnaire items, these questions were asked in Hungarian, consequently, the answers were
also written in the same language. The three items which specifically refer to the influence of
exams are as follows: (Item 27) Please, briefly describe how the above mentioned exams
affect your work as a language teacher; (Iltem 50) The language exam, as such, affects my
everyday teaching practice in the following way... (please, write down what comes to your
mind first); and (Item 18) Please list three things you change if your student fails a language
exam. The responses we got for these three items are similar, though there are some
differences in emphasis. On the whole it can be said that exams seem to influence the
quantitative aspects of language teachers’ work. We shall discuss our results in the order
given above, moving from the more general to the specific.

The first question (Item 27) was asked about how the exams, in general, affect
teachers’ work. This text, compiled from the answers of the 101 respondents, consists of 1765
words. Following the iterative process of reading and re-reading the following categories were

formed (in the order of importance): (1) task and task type; (2) practice and preparation; (3)
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motivation; (4) requirements; (5) knowing; and (6) course book. The two categories
containing the most frequently appearing words are tasks and preparation. The noun ‘task’,
either on its own or as part of a compound word or expression like ‘task type’, appears 38
times. The verbs of ‘practice’ (18 times), ‘prepare for’ (14 times), ‘prepare someone’ (18
times) and ‘learn something’ (19 times) appear the most frequently. Motivation, or an idea
related to either the motivation of and to motivate students, comes up seventeen times. The
frequency of the appearance of words belonging to the categories of ‘requirements’,
‘knowing’ and ‘course book’ are about the same. The noun ‘requirement’ appears ten times,
the expressions related to ‘knowing something’ (to learn, get to know, make students know)
also appear 10 times, while ‘course book’ is mentioned eight times. It looks like for
Hungarian secondary school teachers, the washback effects of language exams appear in the
form of a given exam’s tasks or task types and the related activities of preparing their students
for it, as a source of motivation, in making students get acquainted with the requirements of
the exams and in selecting the type of course book to be used for teaching.

In the case of the second open-ended item (Iltem 50), respondents were to finish a
sentence: “The language exam, as such, affects my everyday teaching practice in.... The text
created on the basis of the 104 answers we got contains 812 words. Here, too, a pattern
similar to that of the first open item (see above) can be seen. The order of importance is,
however, somewhat different. The category with the most frequently appearing words is the
same: ‘task and task types’. The word ‘task’ appears 31 times. It is followed by the word
‘requirements’ (14 times), ‘prepare’ and ‘preparation’ (12 times) and ‘aim’ and ‘motivation’
(15 and 6 times).

The third open item (Item 18) was more specific in asking teachers to name three
things they change after their student fails a language exam. He we got 107 answers. The text,

this time, consisted of 886 words. The feature that teachers tend to mention the quantitative
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aspects of their work in relation to language exams is the most obvious here. The categories
we found are slightly different from the previous two cases. Here the categories are the
following: (1) frequency; (2) practice; (3) task; (4) skills; (5) develop; and (6) vocabulary. The
frequency of the words belonging to the first three categories is twice as high as that of the
words of the second three categories. The adverb ‘more’, the verb ‘practice’ and the noun
‘task’ appear 49, 48 and 36 times respectively. This suggests that the major reaction of
teachers to their students failing an exam is to practice the tasks more. The next two
categories (skill and develop), however, may indicate a change in their instructional approach,
which can also be interpreted as a concrete example for the washback effect. As mentioned
earlier, both the school leaving and the external language exams are built on the principles of
communicative language testing. Both exam types assess the communicative competence of
the candidates by assessing their four skills: listening, speaking, writing and reading. The fact
that the noun ‘skill’ and the verb ‘develop’ appears 14 and 13 times respectively, proposes
that exams do influence the approach teachers apply, or at least the emphasis on what aspects
of competence they develop. This result is even more telling if we compare the frequency of
appearance of the word ‘skill’ in the three open-ended items. The noun ‘skill’ does not appear
in the answers for Item 49 (The language exam, as such, affects my everyday teaching
practice in the following way...) and comes up only three times in Item 26 (Please, briefly

describe how the above-mentioned exams affect your work as a language teacher.).

6.4.2 The influence of exams on students’ preparation

The questionnaire for students contained five open-ended items. In one of these items they
were asked to report about how they change their study habits if they fail an exam (Item 35:
“Mention three things you changed regarding your preparation after you failed your exam.

The text containing the students’ answers consists of 882 words. The pattern we get here is
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similar to what teachers report about. It is also the quantitative aspects of preparation which
takes precedence. The adverb ‘more’, the noun ‘task’ and the verb practice’ appear 23, 20 and
16 items respectively. It is interesting to see that, similar to what teachers mentioned about the
three things they change, students’ answers also suggest a shift of emphasis. The verbs
belonging to the four skills: ‘read’, ‘listen’, ‘speak’ and ‘write” appear in 15, 15, 9 and 9 times
respectively. This may also imply that after failing a language exam based on communicative

principles, the emphasis of their preparation changes.
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Chapter 7 Conclusions

7.1  Summary of findings

What a teacher in a secondary school in Hungary actually does during a language lesson is the
result of a complex interaction of various components and factors. The first group of such
factors concern the exams themselves. This subject, foreign language, is one of the
compulsory subjects that every secondary student must pass as part of their school leaving
(matura) examination. Consequently, every one of the students is to take either an ISLE or an
ASLE. In addition, owing to the Hungarian context detailed in Chapter 4, secondary school
students are pushed to obtain a language certificate during their four years of secondary
school. This creates a situation where teachers are under pressure from two sides: they are
expected to teach their students in a way that they become able to pass at least one of the
school leaving exams, and, if possible, manage to pass an external language exam. This
pressure constitutes the first factors which have an impact on their work. These two exams do
exert strong influence.

Although both exam types (school leaving and external) are built on the principles of
communicative testing, there are differences that teachers are advised to be aware of.
Consequently, the types of exams, including their slightly different requirements, task types
and assessment criteria, form a second group of factors which affect their teaching.
Furthermore, teachers are individuals coming from various contexts. Their social background,
education, life and teaching experiences and motivational patterns are all different from one
another, similarly to the types of their personality. These components, being the third group of
influencing factors, also impact what they do, how they behave, what instructional
approach(es) they decide to apply. Being able to choose from different teaching methods
make up the last group of components that plays a part in what actually happens during a

foreign language lesson.
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The present dissertation investigated the complex system of language teaching and
testing at the secondary level in Hungary. The aim of the research was to explore the
complexity of the various factors affecting classroom practice. The model we used consisted
of four categories of components: washback factors, teacher ID variables, exam types and
teaching approaches. We also looked into how students see the same situation regarding both
the washback effect of exams and classroom practice. We used both qualitative and
quantitative methods of inquiry in the form of a focus group interview and open-ended
questions, and questionnaires for both teachers and students. Through our research questions
we managed to reveal how the two major exam types — the school leaving and the externally
accredited exams — as well as the ID variables of teachers (e.g. experience, motivation,
training, etc.) interact and influence teachers, students and teaching and learning.

It has been found that the washback effect of exams, in the Hungarian context at the
secondary level of education, in general and disregarding their type, appear mainly in the
form of the feelings and beliefs teachers attach to them. The first regression analysis showed
that all nine washback factors have an effect on the work of teachers in the following order of
importance: (1) anxiety; (2) beliefs; (3) ways of assessment; (4) test knowledge; (5) student
expectations; (6) school expectations; (7) teacher autonomy; (8) resources and materials; (9)
parent expectations. The washback factors that impact exclusively one or the other exam type
indicate that the two main exam types exert their influence in different forms.

Our results indicate that the washback effect of the school leaving exams appears in
the form of beliefs and school expectations, while that of the external exam emerges in the
form of knowledge about the test and expectations of students and parents. In our second
regression analysis, eight of the eleven ID variables appeared as having an influence on
classroom practice. These variables are the following, in the order of their importance: (1)

intrinsic motivation; (2) further training courses; (3) exam experience; (4) place of living; (5)
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teaching experience; (6) extrinsic motivation; (7) early experience; and (8) gender. Since this
model included the washback factors and the ID variables as predictors of the dependent
variable of classroom approach, we had the chance to compare the proportion of these two
groups of predictors. Our model showed that, on average, three times as many ID variables
appeared as washback factors, indicating that the actual teaching practice of language teachers
is more emphatically influenced by their individual variables than the washback effect of the
exams. There are two ID variables which appear to belong exclusively to the school leaving
exams: early experience and exam experience. No ID variables can be connected to the
external exams only.

The regression models were also able to show which washback factors and 1D
variables can be connected to the three different teaching approaches: traditional,
communicative and exam-focused. The results show that teachers who are not appropriately
aware of the exam, are influenced by their early experiences, have no experience as
examiners, do not use the assessment criteria of the exam, experience high levels of anxiety
and live is smaller places tend to teach in a traditional way; teachers characterized by strong
intrinsic motivation, experience no anxiety, use their teaching experiences as feedback,
respect the expectations of parents and live in bigger cities tend to use a more communicative
approach; and teachers who believe that their autonomy is reduced by the exam and teach in a
school which expresses strong expectations towards them are inclined to place higher
emphasis on exam preparation when teaching the language.

The student questionnaire made it possible for us to compare what the status the two
major types language exams is with teachers and students. The results showed that on the
whole, there is a difference in emphasis regarding the priorities of the two groups. While for
teachers the intermediate level school leaving exam bears the greatest importance, for students

the intermediate language exam has a priority.
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In 2005 an important reform took place in the field of language teaching in public
education. A new type of school leaving exam was introduced with the specific intention of
pushing teachers’ language teaching approach towards a more communicative method. As the
same statements were asked from both students and teachers regarding classroom practice, the
questionnaires had the potential to reveal whether a change has indeed taken place in the last
twelve years. The three instructional approaches we identified are the following: traditional,
communicative; and exam-focused. The responses of teachers show that the latter two
approaches are slightly more dominant. Since the language exams we investigated are all built
on the principles of communicative testing we have reasons to believe that there has been a
shift towards a more communicative practice. The data we received also indicate a concrete
change in the practice of teachers: one of the two statements that both students and teachers
agree on refers to the fact that teachers pay more attention to improving the listening skills of

their students.

7.2  Limitations of the research

We are aware that the present dissertation has weaknesses. First of all, it was impossible to
implement a random sampling procedure due to the lack of access to official databases. Hence
convenient sampling was applied. However, the relatively high number of responses and the
fact that the distribution of teachers in our sample is proportionate to the distribution of them
on the national level provide a sufficient basis to claim that the results can be generalized.
Secondly, some assumptions are based on self-reported data. Problems associated with
the use of such data include subject expectancy. However, when asking teachers to report
their preferences on classroom approaches, no exclusive categories were used in the
questionnaire. Teachers were not required to choose between one or the other approach and

this, we believe, may counter-balance the detrimental effects of subject expectancy.
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Thirdly, we are aware of the fact that being present at the interview might have had an
effect on what the participants mentioned. However, there is hardly any other method that a

researcher may apply in order to tap into teachers’ views.

7.3 Pedagogical implications

In spite of its limitations, the findings of the present study carry pedagogical implications for
both practicing teachers and teacher educators. The results shed light on the importance of
teachers having to be aware of the content of the various exams. The analyses showed that the
washback factor of anxiety appeared as having the strongest influence. However, the findings
also tell us that high level of anxiety is felt by those teachers who do not know the exams
well, have no experience as examiners and do not use their assessment criteria. This implies
that if teachers know the given exam well, they may consider it useful and reliable and use its
assessment criteria, consequently their anxiety level may be reduced. Furthermore, this
situation characterises teachers who tend to teach in a traditional way. Our analysis also
showed that those teachers who, besides being intrinsically motivated, are strongly influenced
by further training courses and exam experiences tend to teach more communicatively.
Therefore, our findings also suggest that by providing teachers with appropriate further
training courses and involving them in the process of examining students we may be able to
push them towards a more communicative language teaching approach.

Further research should be needed to tap into the reasons why teachers and students
view the same situation — classroom practice — in such different ways. To establish firm basis
for our findings regarding the relationships between the factors that influence classroom

practice and the practice itself classroom observations are needed.

174



References

Abelson, R. (1979). Differences between belief systems and knowledge systems. Cognitive
Science, 3, 355-366

Act CCIV of 2011 on Higher Education. Retrieved on 04 06 2017 from:
https://net.jogtar.hu/jr/gen/hjegy_doc.cgi?docid=A1100204.TV

Ajzen, 1. (1991). Attitudes, personality and behaviour. Milton Keynes: Open University Press.

Alderson, J. C., & Hamp-Lyons, L. (1996). TOEFL Preparation Courses: A Study of
washback. Language Testing 13(3), 280-297.

Alderson, J. C., & Wall, D. (1993). Does washback exist? Applied Linguistics, 14(2), 115 —
129.

Alderson, J. C., Clapham, C. & Wall, D. (1995). Language test construction and evaluation.
Cambridge: Cambridge University Press

Antalné, Sz. A. (2006). A tanérai kommunikacié jellemzéi. In Antalné, Sz. A.: A tandri
beszéd empirikus kutatasok tiikrében. A Magyar Nyelvtudomanyi Tarsasag Kiadvanyai
226. Magyar Nyelvtudomanyi Tarsasag. Budapest. (pp 21-32)

Babbie, E. (2001). The practice of social research (9th ed.). Belmont, CA: Wadsworth

Bailey, K. M. (1996). Working for Washback: A Review of the washback concept in
language testing. Language Testing 13, 257-279

Bandura, A. (1977). Self-efficacy: Toward a unifying theory of behavioural change.
Psychological Review, 84(2), 191-215.

Beijaard, D., & Verloop, N. (1996). Assessing teachers’ practical knowledge. Studies in
Educational Evaluation, 22 (3), 275-286.

Black, P. & Wiliam, D. (1998). Assessment and classroom learning. Educational Assessment

Principles, Policy and Practice, 5(1), 7-74.

175



Bogdan, R. & Biklen, S. K. (1998). Qualitative research for education: An Introduction to

theory and methods. London: Allyn & Bacon.

Borg, S. (1998). Teachers’ pedagogical systems and grammar teaching: A qualitative study.
TESOL Quarterly, 32(1), 9-35.

Borg, S. (1999). Studying teacher cognition in second language grammar teaching. System,
27,19-31.

Borg, S. (2003). Teacher cognition in language teaching: A review of research on what
language teachers think, know, believe, and do. Language Teaching, 36(2), 81-109.
Borg, S. (2006). Teacher cognition and language education: Research and practice. London:

Continuum.

Brown, J. (2000). University entrance examinations: strategies for creating positive washback
on English language teaching in Japan. Shiken JALT Testing and Evaluation SIG
Newsletter, 3(2), 7-3 0.

Burns, A. (1999). Collaborative action research for English language teachers. Cambridge:
Cambridge University Press.

Burrows, C. (2004). Washback in classroom-based assessment: A study of the washback
effect in the Australian adult migrant English program. In: L. Cheng, Y. Watanabe & A.
Curtis (Eds.), Washback in language testing: Research contexts and methods (pp 113—
128). Mahwah, NJ: Lawrence Erlbaum Associates.

Calderhead, J. (1996). Teachers: beliefs and knowledge. In D. C. Berliner & R. C. Calfee
(Eds.), Handbook of Educational Psychology, (pp 709-25). NewY ork: Macmillan.
Canale, M. & Swain, M. (1980). Theoretical bases of communicative approaches to second

language teaching and testing. Applied Linguistics, 1(1): 1-47
Caraboglu, N. & Roberts, J. (2000). Development in students teachers’ pre-existing beliefs

during a 1-Year PGCE programme. System, 28 (3), 387-402

176



Carter, K. (1990). Teachers' knowledge and learning to teach. In W. R. Houston (Ed.),
Handbook of research on teacher education (pp 291-310). New York: Macmillan.
Chang, K. (2007). Innovation in primary English language teaching and management of

change. Primary Innovations Regional Seminar. Hanoi: British Council: 61-66.

Cheng, L. (1998). Impact of a public English examination change on students’ perceptions
and attitudes toward their English learning. Studies in Educational Evaluation 24.3,
279-301.

Cheng, L. (2002). The washback effect on classroom teaching of changes in public
examinations. In S. J. Savignon (Ed.), Interpreting communicative language teaching:
Contexts and concerns in teacher education (pp. 91-111). New Haven, CT: Yale
University Press.

Cheng, L. (2005). Changing language teaching through language testing: A washback study.
Studies in language testing. 21. Cambridge University Press, Cambridge.

Cheng, L., & Curtis, A. (2004). Washback or Backwash: A Review of the Impact of Testing
on Teaching and Learning. In: Cheng, L., Watanabe, Y., and Curtis, A. (Eds.) (2004).
Washback in Language Testing (pp 37-52). Lawrence Erlbaum Associates, Publishers,
2004 Mahwah, New Jersey London

Cheng, L., Watanabe, Y., & Curtis, A. (Eds.) (2004). Washback in Language Testing.
Lawrence Erlbaum Associates, Publishers, 2004 Mahwah, New Jersey London

Clandinin, D. J. (1992). Narrative and story in teacher education. In T. Russell, & H. Munby
(Eds.), Teachers and teaching: from classroom to reflection (pp 124-137). London: The
Falmer Press.

Clandinin, D. J., & Connelly, F. M. (1987). Teachers’ personal knowledge: What counts as

personal in studies of the personal. Journal of Curriculum Studies, 19, 487-500

177



Clark, C. & Peterson P. (1986). "Teachers' thought processes™ In M. Wiltrock, ed. Handbook
of Research on Teaching (pp 255-296). 3rd Edition. New York: Macmillan.

Clark, C., & Yinger, R. (1977). Research on teacher thinking. Curriculum Inquiry, 7(4), 279-
304.

Common European framework of reference for languages: Learning, teaching, assessment.
(2001). Strasbourg: Council of Europe. Retrieved on 28 February 2017 from

http://www.coe.int/t/dg4/linquistic/source/framework en.pdf

Connelly, F. M., Clandinin, D. J.,, & He, M. F. (1997). Teachers’ personal practical
knowledge on the professional knowledge landscape. Teaching and Teacher Education,
13 (7), 665-674.

Creswell, J. W. (2003). Research, design: qualitative, quantitative, and mixed methods

approaches. Thousand Oaks, CA: Sage Publications

Crooks, T. (1988) The impact of classroom evaluation practices on students. Review of
Educational Research, 58(4), 438-481.

Csapd, B. (1998). Az iskolai tudas felszini rétegei: mi tiikroznek az osztalyzatok? In Csapo,
B. (szerk.): Az iskolai tudas (pp 39—72). Osiris Kiado, Budapest.

Csikszentmihalyi, M. (1997). Intrinsic motivation and effective teaching: A flow analysis. In
Bess, J. L. (ed), Teaching Well and Liking It: Motivating Faculty to Teach Effectively
(pp 72-89). Baltimore, MA: Johns Hopkins University Press

Damiani, A. J., (2003). The Grammar Translation Method of Language Teaching. London.
Longman.

Davies, A. (1985). Follow my leader: Is that what language tests do? In Y. P. Lee, C. Y. Y.
Fok, R. Lord, & G. Low (Eds.), New directions in language testing (pp 1-12). Oxford:

Pergamon Press.

178


http://www.coe.int/t/dg4/linguistic/source/framework_en.pdf

Davies, A., Brown, A., Elder, C., Hill, K., Lumley, T., & McNamara, T. (1999). Dictionary of
Language Testing. Cambridge: CUP/UCLES.

Davies, P. (1988). The Cosmic Blueprint. New York. Simon and Schuster.

de Bot, K., & Larsen-Freeman, D. (2011). Researching Second Language Development from
a Dynamic Systems Theory Perspective. In VVerspoor, M. H. and De Bot, K. and Lowie
(Eds.) A Dynamic Approach to Second Language Development, Methods and
Techniques (pp 5-24). Amsterdam, John Benjamins

de Bot, K., Lowie, M., & Verspoor, M., (2005). Second language acquisition.: An advanced
resource book. London: Routlege.

de Bot, K., Verspoor, M., & Lowie, M. (2007). A dynamic systems theory approach to second
language acquisition. Bilingualism, Language and Cogpnition, 10, 7-21.

Deci, E. L., & Ryan, R. M. (Eds.). (2002). Handbook of self-determination research.
Rochester, NY: University of Rochester Press.

Dinham, S., & Scott, C. (2000). Moving into the third, outer domain of teacher satisfaction.
Journal of Educational Administration, 38, 379-96.

Dérnyei, Z. (2001). Teaching and Researching Motivation. Harlow: Pearson Education Ltd.

Dornyei, Z. (2007). Research methods in applied linguistics. Oxford: Oxford University Press

Dornyei, Z., & Ushioda, E. (2011). Teaching and Researching Motivation (2nd ed.). Harlow,
UK: Longman.

Dornyey, Z. (1998). Motivation in second and foreign language learning. Language Teaching,
31.117-35

Doyle, T. and Kim, Y.M. (1999). Teacher motivation and satisfaction in the United States and
Korea. MEXTESOL Journal, 23, 1-17

Dunkin, M. J., & Biddle, B. J. (1974). The study of teaching. New York: Holt, Rinehart, &

Winston, Inc.

179



Einhorn, A., (2009). Az idegen nyelvi érettségi vizsga reformja. Retrieved on 05 May, 2016

from http://ofi.hu/einhorn-agnes-az-idegen-nyelvi-erettseqi-vizsga-reformja

Einhorn, A., (2015). A pedagégiai modernizicié és az idegennyelv-tanitds. Retrieved on 05

May, 2016 from: http://mek.oszk.hu/15500/15518/15518.pdf

Elbaz, F. (1981). The teacher's "practical knowledge™: A report of a case study. Curriculum
Inquiry, 11, 43-71.

Elbaz, F. (1983). Teacher thinking: A study of practical knowledge. London: Croom Helm.
Ellis, N.C. & Larsen-Freeman, D. (2006). Language emergence: Implications for aplied
linguistics — Introduction to the special issue. Applied Linguistics, 27 (4), 558-589)
Enyedi A. & Medgyes P. (1998). Angol nyelvoktatdas Kozép- és Kelet-Europaban a

rendszervaltozas 6ta. Modern Nyelvoktatas. 4. 2-3. Sz. 12-32.
Ericsson, K.A. & Simon, H.A. (1993). Thinking-Aloud Processes. Protocol Analysis: Verbal
Reports as Data. Cambridge, MA: MIT Press.
Europeans and their languages. (2006). European Commission. Brussels: Eurobarometer.
Retrieved on 28 February 2017 from

http://ec.europa.eu/public_opinion/archives/ebs/ebs 243 en.pdf

Europeans and their languages. (2012). European Commission. Brussels: Eurobarometer.
Retrieved on 28 February 2017 from

http://ec.europa.eu/public opinion/archives/ebs/ebs 386 en.pdf

Falus, 1. (2001). Az oktatasi modszerek kivalasztasara és alkalmazéasara vonatkozo
modszerek. In: Golnhofer E., & Nahalka 1. (szerk.): 4 pedagégusok pedagogidja.
Nemzeti Tankdnyvkiado, Budapest. 2001

Fenstermacher, G. D. (1994). The knower and known: The nature of knowledge in research

on teaching. Review of Research in Education, 20, 3-56.

180


http://ofi.hu/einhorn-agnes-az-idegen-nyelvi-erettsegi-vizsga-reformja
http://mek.oszk.hu/15500/15518/15518.pdf
http://ec.europa.eu/public_opinion/archives/ebs/ebs_243_en.pdf
http://ec.europa.eu/public_opinion/archives/ebs/ebs_386_en.pdf

Fischer, M. & E. Oveges (2008). AVilag —Nyelv palyazati csomag héttere ésmegvalosiitasa
(2003-2006):  attekinté tanulmany. Retrieved on 28 March 2017 from

www.okm.gov.hu/letolt/vilagnyelv/vny fischer oveges 090115.pdf

Foss, D. H.,, & Kleinsasser, R. C., (1996). Preservice elementary teachers’ views of
pedagogical and mathematical content knowledge. Teaching and Teacher Education,
12 (4), 429-42

Fraenkel, J. R. & Wallen, N. E. (2003). How to design and evaluate research in education.
Fifth ed. New York: McGraw-Hill.

Freeman, D. (1993). Renaming experiences/reconstructing practice: developing new
understandings of teaching. Teaching and Teacher Education, 9 (5/6), 458-97

Freeman, D. (2013). Teacher thinking, learning ad identity in the process of educatonal
change. In Hyland, K. & Wong, L. L. C. (Eds.) (2013). Innovation and change in
English language education (pp 123-36). London: Routledge.

Fullan, M. (2007). The New Meaning of Educational Change (4th edn). Abingdon, Oxon:
Routledge.

Geyer, F. (1994). The Challenge of Sociocybernetics. Paper prepared for Symposium VI:
"Challenges to Sociological Knowledge”, Session 04: "Challenges from Other
Disciplines", 13th World Congress of Sociology, Bielefeld, July 18-24, 1994.

Retrieved on 14 June, 2017 from:

ftp://ftp.vub.ac.be/pub/papers/Principia_Cybernetica/Papers Others/Geyer-SocioCybernetics.html

Geyer, F. & van der Zouwen, J. (1992): Sociocybernetics, in: Negoita, C.V. (ed.), Handbook
of Cybernetics (pp 95-124). Marcel Dekker, New York

Golnhofer, E. & Szekszardi J. (2003). Az iskolak belsé vilaga. Jelentés a magyar
kozoktatasrol 2003. 6. fejezet

Golombek, P. (1998). A study of language teachers’ personal practical knowledge. TESOL

Quarterly, 32(3), 447-464.

181


http://www.okm.gov.hu/letolt/vilagnyelv/vny_fischer_oveges_090115.pdf
ftp://ftp.vub.ac.be/pub/papers/Principia_Cybernetica/Papers_Others/Geyer-SocioCybernetics.html

Government Decree 100/1997 (V1. 13.) on the specifications of the school leaving language
exam. Retrieved on 14 June, 2017 from:

https://net.jogtar.hu/jr/gen/hjegy doc.cqi?docid=99700100.KOR

Government decree No. 110/2012. (V1.14.) on the issuance, implementation and application
of the national core curriculum. (2012). Retrieved on 26 February 2017 from
http://www.ofi.hu/nat

Government decree No. 130/1995. (X. 21.) on the issuance of the national core curriculum.
(1995). Retrieved 26 February 2017 from
http://net.jogtar.hu/jr/gen/hjegy_doc.cgi?docid=99500130.KOR

Government decree No. 202/2007. (VII. 31.) on the amendment of the gov. decree no.
243/2003. (XI1.17.) on the issuance, implementation and application of the national core
curriculum. (2007). Retrieved on 26 February 2017 from

http://www.zipernowsky.hu/letoltes/kerettanterv/nat 070815.pdf

Government decree No. 243/2003. (XI11.17.) on the issuance, implementation and application
of the national core curriculum. (2003). Retrieved on 26 February 2017 from
http://www.nefmi.gov.hu/letolt/kozokt/Nat_070926.pdf

Green, A. (2006). Watching for Washback: Observing the Influence of the International
English Language Testing System Academic Writing Test in the Classroom. Language
Assessment Quarterly, 3(4), 333-368.

Green, A. (2007). Washback to learning outcomes: A comparative study of IELTS
preparation and university pre-sessional language courses. Assessment in Education 14,
75-97.

Green, T. F. (1971). The Activities of Teaching. New York: McGraw-Hill.

182


https://net.jogtar.hu/jr/gen/hjegy_doc.cgi?docid=99700100.KOR
http://www.zipernowsky.hu/letoltes/kerettanterv/nat_070815.pdf

Greene, J.C., Caracelli, V.J. & Graham, W.F. (1989). ,,Toward a conceptual framework for
mixed-method evaluation designs®, Educational Evaluation and Policy Analysis, 11, 255-
274.

Griffe, D.T. (2012). An introduction to second language research methods. Berkeley, CA:

TESL-EJ

Grossman, P. L. (1990). The making of a teacher: Teacher knowledge & Teacher education.
New York: Teachers College Press.

Grossman, P. L., & Shulman, L. S. (1994). Knowing, believing, and the teaching of English.
In T. Shanahan (Ed.), Teachers thinking, teachers knowing (pp 3-22). Illinois: NCRE.

Hackman, J. R. (1985). "Designing work for individuals and for groups.” in Hackman, J. R.,
Lawler E. E., & Porter, L. W. (eds), Perspectives on behavior in organizations (pp 242-
258). New York: McGraw-Hill Book Company.

Heaton, J. B. (1975). Writing English language tests. London: Longman

Herdina, P., & Jessner, U., (2002). A dynamic model of multilingualism: Perspectives of
change in psycholinguistics. Clevedon: Multilingual Matters.

Hild, G. & M. Nikolov (2011). Teachers’ views on tasks that work with primary school EFL
learners. In M. Lehmann, R. Lugossy & J. Horvath (eds.), UPRT 2010: Empirical
studies in English applied linguistics, 4762

Holland, J. H. (2006). Studying Complex Adaptive Systems. Journal of System Science and
Complexity, 2006 Vol. 19, 1-8

Holt Reynolds, D. (1992). Personal history-based beliefs as relevant prior knowledge in
course work. American Educational Research journal, 29 (2), 325-49

Horvéth. Zs. & Lukécs, J., (2005). A kétszinti érettségi vizsga. Uj Pedagdgiai Szemle, 2005,

aprilis, 53-70

183



Hughes, A. (1993). Backwash and TOEFL 2000. Unpublished manuscript. University of
Reading.

Hughes, A. (1989). Testing for language teachers. Cambridge and New York: Cambridge
University Press

Hyland, K. & Wong, L. L. C. (Eds.) (2013). Innovation and change in English language
education. London: Routledge.

Jacqoues, S.R. (2011). Preferences for instructional activities and motivation: A comparison
of student and teacher persoectives. In Z. Dérnyei & R. Schmidt (Eds.). Motivation and
second language acquisition (pp 187-214). Honolulu: University of Hawaii Second
Language Teaching and Curricuum Center

Johnson, K. (1994). The emerging beliefs and instructional practices of preservice English as
a second language teachers. Teaching and Teacher Education. 10 (4), 439-52

Johnson, K. (1996). The vision versus the reality: the tensions of the TESOL practicum. In. D
Freeman and J.C. Richards (eds.), Teacher Learning and Language Teaching (pp 30-
49). Cambridge: Cambridge University Press.

Johnson, R. B. & Onwuegbuzie A. J. (2004). Mixed Methods research: A Research Paradign

Whose Time Has Come. Educational Researcher 33(7): 14-26

Jozsa, K., & Fejes, J. B., (2010). A szocialis kornyezet szerepe a tanulasi motivacio
alakulasaban: a csalad, az iskola és a kulttira hatasa. In Zsolnai, A., & Kasik, L. (szerk.):
A szocidlis kompetencia fejlesztésének elméleti és gyakorlati alapjai (pp 134-162).
Budapest: Nemzeti Tankonyvkiado

Kagan, D. (1992). Professional growth among preservice and beginning teachers. Review of
Educational Research. 62, 129-69

Kane, M. T. (2013). Validating the interpretations and uses of test scores. Journal of

Education Measurement, 50, 1-73

184



Kapitanffy, J. (2001). Az idegen nyelvek oktatdsanak fejlesztése a kdzoktatasban. Az oktatdsi
Minisztérium fejlesztési stratégiaja. Iskolakultura 2001/8, 71-74.

Kassagby, O., Boraie D., & Schmidt R. (2001). Values, rewards, and job satisfaction in
ESL/EFL. In Z. Dornyei & R. Schmidt (Eds.), Motivation and second language
acquisition, (pp 215-240). Honolulu: University of Hawaii Second Language Teaching
and Curricuum Center

Kellert, S. H. (1993). In the Wake of Chaos: Unpredictable Order in Dynamical Systems.
University of Chicago Press

Kelly, P. (1980). From innovation to adaptability: The changing perspective of curriculum
development. In M. Galton (Ed.), Curriculum change (pp 65-80). Leicester: Leicester
University Press.

Kennedy, C. (2013). Models of change and innovation. In Hyland, K. & Wong, L. L. C.
(Eds.) (2013). Innovation and change in English language education (pp 13-27).
London: Routledge.

Key Data on Teaching Language at School in Europe, 2017:. Retrieved on 2017. 05.12. from:

https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/images/0/06/KDL 2017 internet.pd

Kiss-Gulyas, J. (2001). Experiencing the exam content and material. In: Glover, G. (szerk.)
English language teaching in Hungary (pp 40-58). Part Ill. The British Council,
Budapest.

Kuti, Zs. (2016). , Te mit gondolsz a nyelvoktatasrol?” Osszefoglalo a Nyelvtudasért
Egyesiilet nyelvtanulok és nyelvtanarok korében végzett felmérésének eredményeirdl.
In: Kuti, Zs., Oveges, E. (eds). MI A BAJ AZ ISKOLAI NYELVOKTATASSAL? A
Nyelvtudasért Egyesiilet 2016. marcius 5-i Konferenciajanak 6sszefoglaloja, 6-31.

Lam, H. P. (1993). Washback-Can It Be Quantified? A Study on the Impact of English

Examinations in Hong Kong. Unpublished MA dissertation. University of Leeds, UK.

185


https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/images/0/06/KDL_2017_internet.pd

Larsen-Freeman, D. & Cameron, L. (2006). Complex Systems and Applied Linguistics.
Oxford: Oxford University Press.

Larsen-Freeman, D., (1997). Chaos/Complexity Science in Second Language Acquisition.
Applied Linguistics, 18, 141-65.

Larsen-Freeman, D., (2002). Language acquisition and language use from a chaos/complexity
theory perspective. In C. Kramsch (Ed.), Language acquisition and language
socialization (pp 33-46). London: Continuum.

Leyland, M. L., (1988). An introduction to some of the ideas of Humberto Maturana. Journal
of Family Therapy, (10) 357-374

Li, X. (1990). How Powerful Can a Language Test Be? The MET in China. Journal of
Multilingual and Multicultural Development, 11(5), 393-404.

Lincoln, Y. S. & Guba, E. G. (1985). Naturalistic inquiry. Thousand Oaks, Calif.: Sage

Locke, E. A., & Latham, G. P. (1990). A theory of goal setting and task performance. Upper
Saddle River, NJ: Prentice Hall.

Lorenz, E. (1972). Predictability: Does the Flap of a Butterfly’s Wings in Brazil Set Off a
Tornado in Texas? Talk presented De. 29, AAS Section on Environmental Sciences,
New Approaches to Global Weather: GARP. Sheraton Park Plaza Hotel, Boston, Mass.
Retrieved on 4 May 2012 from:

http://eaps4.mit.edu/research/Lorenz/Butterfly 1972.pdf

Lortie, D. (1975). Schoolteacher: A Sociological Study. London: University of Chicago Press.

Luhmann, N. (2006). Bevezetés a rendszerelméletbe, Gondolat Kiad6, Budapest

Luhmann, N. (2009). Szocidlis rendszerek — Egy dltalanos elmélet alapvonalai, AKTI —
Gondolat Kiad6, Budapest

MacDonald, M., Badger, R. & White, G., (2001). Changing values: what use are theories of

language learning and teaching. Teaching and Teacher Education, 17 (8), 949-63

186


http://eaps4.mit.edu/research/Lorenz/Butterfly_1972.pdf

Mackey, A. & Gass, S (2005). Second language research: Methodology and design. Mahwah,
NJ: Lawrence Erlbaum

Madaus, G.F. (1985). Test Scores As Administrative Mechanisms in Educational Policy. Phil
Delta Kappa, 66, 611-17.

Madaus, G.F. (1988). The Influence of Testing on the Curriculum. In Tanner, L.N. (Ed)
Critical Issues in Curriculum (pp 83-117). Chicago: University of Chicago Press.

Markee, N. P. P. (1993). The diffusion of innovation in language teaching. Annual Review of
Applied Linguistics, 13, 229-243.

Medgyes P. & Miklosy K. (2000): The language situation in Hungary. Current Issues in
Language Planning. 1. 2. sz. 148-242.

Medgyes, P. & Nikolov, M. (2000). Curriculum development in foreign language education:
The interface between political and professional decisions. In Kaplan, R. B. (Ed.), The
Oxford Handbook of Applied Linguistics (pp 263-274). Oxford: Oxford University
Press.

Medgyes, P. (2011). Aranykor. Nyelvoktatisunk két évtizede, 1989-2009. Budapest: Nemzeti
Tankonyvkiado.

Meijer, P. C., Verloop, N., & Beijard, D. (1999). Exploring language teachers’ practical
knowledge about teaching reading comprehension. Teaching & Teacher Education, 15,
59-84.

Messick, S. (1996). Validity and washback in language testing. Language Testing, 13,

Moran. P.R. (1996). "I'm not typical": Stories of becoming a Spanish teacher: In Freeman
D.& Richards J. C. (Eds.). Teachier learning in language teaching (pp 125-153). New

York: Cambridge University Press

187



Morvai, E., Ott6, 1. & Oveges, E. (2009). Idegennyelv-oktatds az dltalanos iskolak 1-3.

évfolyaman. Retrieved on 3 May 2012 from http://www.nefmi.gov.hu/nemzetkozi-

kapcsolatok/aktualis/idegennyelv-oktatas

Mowday, R. T., & Nam, S. H. (1997). Expectancy approaches to faculty motivation. In J. L.
Bess (Ed.), Teaching well and liking it: Motivating faculty to teach effectively (pp 110-
124). Baltimore: Johns Hopkins University Press.

Munby, H. (1982). The place of teachers' beliefs in research on teacher thinking and decision
making, and an alternative methodology. Instructional Science, 11, 201-225.

Murray, D. E. (2013). Higher education constraints on innovation. In Hyland, K. & Wong, L.
L. C. (Eds.) (2013). Innovation and change in English language education (pp 186-
201). London: Routledge.

Neisser, U (1967). Cognitive psychology. Appleton-Century-Crofts: New York

Népszamlalas 2001. 6. Teriileti adatok. 6.21 Osszefoglalo adatok. I-II. kétet. (2002).
Budapest: Kézponti Statisztikai Hivatal.

Nikolov, M (2011). Az angol nyelvtanulas fejlesztésének és értékelésének keretei az altalanos
iskola els6 hat évfolyaman. [A framewrok for developing and assessing English
language proficiency in the first six grades of primary school.] Modern Nyelvoktatas,
17(1), 9-32

Nikolov, M. (1999). Osztalytermi megfigyelés atlagos és hatranyos helyzetli kdzépiskolai

angolos csoportokban. Modern Nyelvoktatas, 5 (4) sz. 9-31.
Nikolov, M. (2001). Mindségi nyelvoktatds — a nyelvek europai évében. Iskolakultura,

2001/8, 3-11. Retrieved on 01 March 2017 from http://www.iskolakultura.hu/ikultura-

folyoirat/documents/2001/8/tanulm2001-8.pdf

188


http://www.nefmi.gov.hu/nemzetkozi-kapcsolatok/aktualis/idegennyelv-oktatas
http://www.nefmi.gov.hu/nemzetkozi-kapcsolatok/aktualis/idegennyelv-oktatas
http://www.iskolakultura.hu/ikultura-folyoirat/documents/2001/8/tanulm2001-8.pdf
http://www.iskolakultura.hu/ikultura-folyoirat/documents/2001/8/tanulm2001-8.pdf

Nikolov, M. (2007). A magyarorszagi nyelvoktatatas-fejlesztési politika: nyelvoktatasunk a
nemzetkozi trendek tukrében. In 1. Vago (ed.), Fokuszban a nyelvtanulds . Budapest:
Oktataskutato és Fejleszto Intézet, 43—72.

Nisbett, R., & Ross, L. (1980). Human inference: Strategies and shortcomings of social
judgment. Englewood Cliffs, NJ: Prentice-Hall.

Nisbett, R. and Wilson, T. (1977). Telling more than we can know: Verbal reports on mental
processes. Psychological Review, 84, 231-259.

Numrich, C. (1996). On becoming a language teacher: Insights from diary studies. TESOL
Quarterly, 30 (1), 131-53

Nunan, D. (1992). The teacher as decision-maker. In. Flowderdew, J., Brock, M., & Hsia, S.
(eds.), Perspectives on Second Langiage Teacher Education (pp 135-66). Hong Kong:
City Polytechnic

Payne, J.W. (1994). Thinking aloud: insights into information processing. Psychological

Science, 5(5), 241-248.

Peacock, M., (2001). Pre-service ESL teachers’ beliefs about second language learning: a
longitudinal study. System, 29 , 177-95

Pearson, I. (1988). Tests as Levers for Change. In Chamberlain, D.& Baumgardner, R.J.
(Eds.), ESP in the Classroom: Practice and Evaluation. ELT Documents, Volume 128
(pp 98-107). London: Modern English Publications.

Pennington, M. C. (1995). Work satisfaction, motivation, and commitment in teaching English
as a second language. Unpublished manuscript, University of Luton, UK. (ERIC
Document Reproduction Service No. Ed 404 850)

Petneki, K. (2007). Az idegen nyelvek oktatisa Magyarorszdagon az ezredfordulon. Szeged:

JATE Press. Balazs, E . (2007). Stratégiatol a kistérségi egyiitmiikodésekig. In 1. Vago

189



(ed.), Fokuszban a nyelvtanulds (pp 9-42). . Budapest: Oktataskutatd és Fejlesztd
Intézet,

Prodromou, L. (1995). The backwash effect: from testing to teaching. ELT Journal, 49 (1)
13-25.

Qi, L. (2004). The Intended Washback Effect of the National Matriculation English Test in
China : Intentions and Reality. Beijing: Foreign Language Teaching and Research
Press.

Qi, L. (2005). Stakeholders’ conflicting aims undermine the washback function of a high-
stakes test. Language Testing 22, 142-173.

Radnoéti, K. (2005). Milyen oktatasi €s értékelési modszereket alkalmaznak a pedagogusok a
mai magyar iskolaban? In. Kerber Zoltan (Szerk.) Hidak a tantargyak kozott (pp 131-
167). Orszagos Kozoktatasi Intézet, Budapest.

Richards, J. C. and Pennington, M. (1998). The first year of teaching. In J. Richerds (ed,),
Beyond Training (pp 173-90). Cambridge, CUP

Richards, J. C. (2006). Communicative Language Learning Today. New York: Cambridge
University Press.

Richardson, M.J., Dale, R., & Marsh, K.L., (2014). Complex dynamical systems in social and
personality psychology theory: Theory, modelling and analysis. In: Reis, H.T. & Judd,
C.M.,: Handbook of research methods in social and personality psychology, Edition:
2nd, Chapter: Complex dynamical systems in social and personality psychology:
Theory, modeling and analysis (pp251-280). Cambridge: Cambridge University Press,

Richardson, V. (1996). The role of attitudes and beliefs in learning to teach. In J. Sikula
(Ed.), Handbook of research on teacher education (2nd ed.) pp 102-119). New York:

Macmillan.

190



Richards, J.C. (1998). What’s the use of lesson plans? In. J.C. Richards (ed.), Beyond
Training (pp 103-21). Cambridge: CUP

Rogers, E. M. (2003). Diffusion of innovations. New York: Free Press.

Saif, S. (1999): Theoretical and empirical considerations in investigating washback. A study
of ESL/EFL learners. Doctoral Dissertation. University of Victoria.

Saif, S. (2006). Aiming for positive washback: A case study of international teaching
assistants. Language Testing, 23(1), 1-34.

Salkind, N.J. (2006). Tests & Measurement for People Who (Think They) Hate Tests &

Measurement. Thousand Oaks, CA: Sage Publications.

Sebestyénné Kereszthidi, A. (2010). Also tagozatos németorakon szerzett tapasztalataimrol.
Modern Nyelvoktatas 16.2-3, 56—70.

Shavelson, R. J., & Stern, P. (1981). Research on teachers' pedagogical thoughts, judgements,
decisions, and behaviour. Review of Educational Research, 51, 455-498.
Shohamy, E. (1992). Beyond Proficiency Testing: A Diagnostic Feedback Testing Model for
Assessing Foreign Language Learning. Modern Language Journal, 76(4), 513-521
Shohamy, E., Donitsa-Schmidt, S., & Ferman, I. (1996). Test Impact Revisited: Washback
Effect over Time. Language Testing, 13(3), 298-317.

Shulman, L. S. (1987). Knowledge and teaching: Foundations of the new reform. Harvard
Educational Review, 57(1), 1-22.

Smith, M. L. (1991). Put to the test: The effects of external testing on teachers. Educational
Researcher, 20(5), 8-11.

Smith, M. L., Heinecke, W. & Noble, A. J. (1999). Assessment policy and political spectacle.

Teachers College Record, 101(2), 157-191.

191



Statistics of the Educational Authority, Accreditation Centre for Foreign Language
Examinations, 2017. (2017, June, 06). Retrieved from

http://www.nyak.hu/doc/statisztika.asp?strid= 21

Statistics on School leaving Exams, 2016. (2017, June, 06) Retrieved from:

(https://www.oktatas.hu/kozneveles/erettseqi/statisztikak vizsgaeredmenyek).

Stecher, B., Chun, T., & Barron, S. (2004). The Effects of Assessment-Driven Reform on the
Teaching of Writing in Washington State. In L. Cheng, Y. Watanabe & A. Curtis (Eds.),
Washback in Language Testing: Research Context and Methods (pp 53-72). Mahwah,
New Jersey: Lawrence Erlbaum Associates, Inc.

Stoller, F. L. (2009). Innovation and effective leadership. In M. A. Christison & D. E. Murray
(Eds.), Leadership in English language education: Theoretical foundations and
practical skills for changing times (pp 73-84). New York: Routledge.

Stoneman, B. W. H. (2006). The impact of an exit English test on Hong Kong
undergraduates: A study investigating the effects of test status on students' test
preparation behaviors. (Unpublished doctoral dissertation). Hong Kong Polytechnic
University, Hong Kong.

Suhajda E. V., (2012). A tanulas rendszerelméleti megkozelitése (doktori disszertacio)

Sumpter, D.J.T. (2010). Collective animal behavior. Princeton, NJ: Princeton University
Press.

Szénay, M. (2005). Az idegennyelv-ismeret. Jelentés az orszagos nyelvtudas-felmérés
kvantitativ szakaszarol. Budapest: Nemzeti FelnOttképzési Intézet. Retrieved on 28

February 2017 from http://konyvtar.nive.hu/files/19median.pdf

Szenczi, B. (2008). Enkép és tanulds: Nemzetkozi kutatdsi irdnyzatok és tendenciak.

Iskolakultira Online, 1. 2. 104-118.

192


http://www.nyak.hu/doc/statisztika.asp?strId=_21
https://www.oktatas.hu/kozneveles/erettsegi/statisztikak_vizsgaeredmenyek
http://konyvtar.nive.hu/files/19median.pdf

Tashakkori, A., & Teddlie, C. (1998). Handbook od Mixed Methods in Social Behavioural
Research. Thousand Oaks, CA: Sage Publications
Tashakkori, A., & Teddlie, C. (2003). Mixed Methodology: Combinign Qualitative annd
Quantitative Approaches. Thousand Oaks, CA: Sage Publications
Terestyéni, T. (2000). Az idegennyelv-tudas alakulasa Magyarorszagon a kilencvenes
években. Educatio, 2000/1V, 651-667.
Thelen, E. (2005). Dynamic systems theory and the complexity of change. Psychoanalytic

Dialogues, 15, 255-283. Retrieved on 15 February 2016 from:

https://psysc613.wikispaces.com/file/view/Dynamic+Systems+Theory+and+the+Complexity+of+Change.pdf

Thomas, R.D. (2006). A General Inductive Approach for Analyzing Qualitative Evaluation
Data. American Journal of Evaluation 27(2):237-246 - June 2006

Thompson, A. G. (1992). Teachers' beliefs and conceptions: A synthesis of the research. In D.
A. Grouws (Ed.), Handbook of research on mathematics teaching and learning (pp 127-
146). New York: Macmillan.

Torrance, H. & Pryor, J. (1998). Investigating fonnative assessment: teaching, leaming and
assessment in the classroom (Buckingham, Open University Press),

Torrance, H. & Pryor, J. (1998). Investigating fonnative assessment: teaching, leaming and
assessment in the classroom (Buckingham, Open University Press),

Tsagari, D. (2007). Review of washback in language testing:How has been done? What more
needs doing. Washington, DC: Center for Applied Linguistics (ERIC Document
Reproduction Services No. ED 497709).

Tsagari, D. (2009): Revisiting the concept of washback: investigating FCE in Greek language
schools. Cambridge ESOL.: Research Notes, 35. 5-10.

Tschannen-Moran, M., Woolfolk Hoy, A., & Hoy, W. K. (1998). Teacher efficacy: its

meaning and measure. Review of Educational Research, 68(2), 202—248.

193


https://psysc613.wikispaces.com/file/view/Dynamic+Systems+Theory+and+the+Complexity+of+Change.pdf

Turner, C. (2006). Professionalism and high-stakes tests: Teachers’ perspectives when dealing
with educational change introduced through provincial exams. TESL Canada Journal
23, 54-76.

Tyler, R. W. (2008). The Nature of Learning Activities. Review of Educational Research. 1
(1), 22-29

Vago, 1. (2000). Az idegennyelv-oktatas fo tendenciai a 80-as és 90-es években. Educatio,
2000/1V., 668-690.

Vago, 1. (2000). Az idegennyelv-oktatas f6 tendenciai a 80-as és 90-es években. Educatio,
2000/1V., 668-690.

Vago, 1. (Ed.) (2007). Fokuszban a nyelvtanulads. Budapest: Oktataskutato és Fejlesztd Intézet.

Van Geert, (1994). Dynamic systems of development: Change between complexity and chaos.
New York, NY: Harvester

Van Geert, P., & Steenbeek, H. (2005). Explaining ‘after’ by ‘before’: Basic aspect of a
dynamic systems approach to the study of development. Developmental Review, 25.
408-442.

Van Geert, P., and Steenbeek, H. (2008). A complexity and dynamic systems approach to
developmental assessment, modeling and research. In: Battro A. M., Fischer KW. &
Léna, P. (Eds.), The educated brain: essays in neuro-education (pp 71-94). Cambridge
U.K.: Cambridge University Press.

Verloop N., Van Driel J and Meijer P.C., (2001). Teacher knoweldde and the knowledge base
of teaching. International Journal of Educational Research. 35, 441-461

Vigh, T. (2007). A vizsgédk tanitasi-tanuldsi folyamatra gyakorolt hatdsdnak elméleti and
empirikus kutatasa. Magyar Pedagogia, 107: 141-161

Virzi, R.A. (1992). Refining the test phase of usability evaluation: how many subjects is

enough? Human Factors, 34(4), 457-468.

194



von Bertalanffy, K. L. (1968). General System theory: Foundations, Development,
Applications, New York: George Braziller.

Waldrop, M., (1992). Complexity. The Emerging Science at the Edge of Order and Chaos.
New York, Simon and Schuster

Wall, D. (2005). The impact of high-stakes examinations on classroom teaching. Cambridge,
UK: Cambridge University Press.

Wang, J. (2011). 4 study of role of the ‘teacher factor’ in washback (Unpublished doctoral
Dissertation). University of McGill, Montreal, Canada.

Warren, E. & Nisbet, S. (1999). The relationship between the purported use of assessment
techniques and beliefs about the uses of assessment, in: J. M. Truran & K. M. Truran
(Eds) 22rd Annutal Conference of the Mathematics Education and Research Group of
Australasia (pp 515-521). Adelaide, SA, MERGA

Watanabe, Y. (1996). Does Grammar-Translation Come from the Entrance Examination?
Preliminary Findings from Classroom-Based Research. Language Testing, 13(3), 318-
333.

Watanabe, Y. (1997). The Washback Effects of the Japanese University Entrance
Examinations of English-Classroom-Based Research. Unpublished PhD thesis,
Department of Linguistics and Modern English Language, Lancaster University,
Lancaster, England.

Waters, A. (2009). Managing innovation in English language education. Language Teaching
2009/42:4, 421-458.

White, R. V. (1988). The ELT Curriculum. Oxford: Blackwell Publishers Ltd.

Wigfield, A., & Cambria, J. (2010). Expectancy-value theory: Retrospective and prospective.

In T. C. Urdan & S. A. Karabenick (Eds.), The decade ahead: Theoretical perspectives

195



on motivation and achievement (Advances in motivation and achievement, Vol. 16, pp
35-70). Bingley, UK: Emerald Group Publishing Limited.
Willis, G.B., Royston, P., & Bercini, D. (1991). The use of verbal report methods in the
development and testing of survey questions. Applied Cognitive Psychology, 5, 251-267.
Woods, D. (1996). Teacher cognition in language teaching. Cambridge: Cambridge
University Press.

423/2012. (XIL 29.) Korm. rendelet a felsdoktatasi felvételi eljarasrol

196



Appendix A Letter of Invitation to teachers

Kedves Kollé¢ga!

A Pécsi Tudomanyegyetem Idegen Nyelvi Kozpontjaban miikddé Ars Linguae kutatdcsoport
arra szeretne valaszt kapni, hogy a nyelvvizsgak (beleértve az emelt szintli érettségit) milyen
hatassal vannak a tanari gyakorlatra. A tudomanyos modellek azt mutatjak, hogy e hatés
elsOsorban a tanarok tanitasi gyakorlatan keresztiil érvényesiil.

Tisztelettel kérjiik, vegyen részt az altalunk kidolgozott online kérddiv kitdltésében, hogy a
teszthatds folyamatat pontosabban megismerhessiik és ez alapjan javaslatokat tehessiink a
dontéshozok felé a vizsgak fejlesztésével kapcsolatban. Szamitunk az On véleményére. Az
adatok feldolgozasat kovetden rovid Osszegzést kiildiink a kutatds eredményeirél. Az online
kérdodiv teljesen titkos, nevet nem kell feltiintetni, kitoltése onkéntes €s a kiprobalas alapjan
atlagosan 25 percet vesz igénybe. Azok kozott, akik majus 30-ig, kitoltik a kérdbivet egy
tabletet sorsolunk ki. Amennyiben szeretne részt venni a sorsolason, a kérddiv végén adjon
meg tetszéleges e-mail cimet.

https://goo.gl/forms/SLrKjOHL49f1L.un73

A kutatés részét képezi egy, a didkok szamara készitett online kérdoiv is.

Szeretném megkérni arra, feltéve, ha ez nem jelent til sok munkat, hogy ezt juttassa el
diakjaihoz:

https://goo.gl/forms/IZfEX5EEL Cdx4uRWG3

¢s mondja el nekik, hogy 6k is nyerhetnek egy tabletet, ha kitoltik. Csatolom a neki sz616

felkéro levelet.

Koszonjiik a részvételét és egylittmitkddését a kérddiv kitoltésében! A kutatassal kapcsolatban
felmertild kérdéseit az alabbi e-mail cimre kiildje.

Udvézlettel:

Marcz Robert,

kozépiskolai angol-torténelem tanar

PTE, Idegen Nyelvi Kézpont

Postacim: 6733, Pécs, Szantd Kovacs J. u. 1/b.

E-mail cim: mercrobi@inyk.pte.hu
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Appendix B Letter of Invitation to students

Kedves volt, vagy leendé vizsgazo!

A Pécs Tudomanyegyetem Idegen nyelvi Kozpontjaban miikodé Ars Linguae kutatocsoport
azt kutatja, hogy a nyelvvizsgak milyen hatassal vannak ratok, didkokra.

Tisztelettel kérjiik, vegyél részt a kérddiv kitdltésében, mert igy Te is hozzajarulhatsz ahhoz,
hogy e jelenséget megismerhessiik és ez alapjan javaslatokat tehessiink a vizsgak
fejlesztésével kapcsolatban. Szamitunk a véleményedre. Online kérddiviink teljesen titkos, a
nevedet nem kell feltlintetni, kitdltése onkéntes €és a kiprobalas alapjan atlagosan 25 percet
vesz igénybe. Azok kozott, akik majus 30-ig kitoltik a kérdéivet egy tabletet sorsolunk ki.
Amennyiben szeretnél részt venni a sorsolason, a kérd6éiv végén adj meg tetszdleges e-mail

cimet.

https://goo.gl/forms/Izf X5EELCdx4uRWG3

Koszonjiik a részvételed és egyiittmiikodésed a kérddiv kitdltésében! A  kutatdssal
kapcsolatban felmertiilé kérdéseidet az alabbi e-mail cimre kiildd.

Udvézlettel:

Maircz Robert,

kozépiskolai angol-torténelem tanar

PTE, Idegen Nyelvi Kézpont

Postacim: 6733, Pécs, Szantdo Kovacs J. u. 1/b.

E-mail cim: mercrobi@inyk.pte.hu
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Appendix C Letter of Invitation to principals
Tisztelt Holgyem/Uram!

Mircz Robert vagyok, volt kozépiskolai nyelvtanar, a Pécsi Tudomanyegyetem kutatoja. Az
egyetem Idegen Nyelvi Kozpontjaban mitkod6 Ars Linguae kutatocsoport a nyelvvizsgak és a
nyelvi érettségi tanari gyakorlatra kifejtett hatdsat kutatja, a tudomdnyos modellek ugyanis
azt mutatjak, hogy e hatds elsdsorban a tanarok tanitasi gyakorlatan keresztiil érvényesiil.
Kutatasunk ez egész orszagra kiterjed, ezért tisztelettel kérjiik, hogy az alabbi levelet, amelyet
csatolunk is, kiildje tovabb az On ltal vezetett intézmény nyelvtanarainak.

Segitségét halasan kdszonjiik.

Tisztelt Kolléga!

A Pécsi Tudomanyegyetem Idegen Nyelvi Kozpontjaban miikoddé Ars Linguae kutatocsoport
arra szeretne valaszt kapni, hogy a nyelvvizsgak (beleértve az emelt szintli érettségit) milyen
hatassal vannak a tanari gyakorlatra. A tudomanyos modellek azt mutatjak, hogy e hatas
elsdsorban a tanarok tanitasi gyakorlatan keresztiil érvényesiil.

Tisztelettel kérjiik, vegyen részt az altalunk kidolgozott online kérddiv kitdltésében, hogy a
teszthatas folyamatat pontosabban megismerhessiik és ez alapjan javaslatokat tehessiink a
dontéshozok felé a vizsgak fejlesztésével kapcsolatban. Szamitunk az On véleményére. Az
adatok feldolgozasat kovetden rovid Osszegzést killdiink a kutatas eredményeirdl. Az online
kérddiv teljesen titkos, nevet nem kell feltiintetni, kitoltése onkéntes és a kiprobalas alapjan
atlagosan 25 percet vesz igénybe. Azok kozott, akik majus 30-ig, kitoltik a kérddivet egy
tabletet sorsolunk ki. Amennyiben szeretne részt venni a sorsolason, a kérddiv végeén adjon
meg tetszéleges e-mail cimet.

https://goo.gl/forms/SLrKjOHL49f1Lun73

Ko6szonjlik a részvételét és egyiittmitkodését a kérddiv kitdltésében! A kutatassal kapcsolatban
felmeriil6 kérdéseit az alabbi e-mail cimre kiildje.

Udvézlettel:

Mdrcz Robert,

kozépiskolai angol-torténelem tanar

PTE, Idegen Nyelvi Koézpont

Postacim: 6733, Pécs, Szanté Kovacs J. u. 1/b.

E-mail cim: mercrobi@inyk.pte.hu
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Appendix D — Script of the original interview with teachers

22 09 2016

QUESTIONS

1.

How important are language exams regarding your work in the school?

2. What do you think about the conformity of the two-level school leaving
language exams and the externally validated language exams?

3. How do language exams influence your everyday work?

4. Do you motivate students by referring to the language exam?

5. What is the proportion of time you spent on developing the four skills?

6. Do you discuss the assessment criteria (of language exams) with your students?

7. What had the strongest impact on the way you teach now?

Mircz Szeretettel kdszontelek benneteket, koszondm, hogy vallaltatok az interjut. Elsé
kérdésem az, hogy mennyire fontosak a nyelvvizsgak (emelt szintii érettségi, kiilsd
vizsgék) ma az iskoldban szdmotokra, mint tanarokra nézve.

1. How important are language exams regarding your work in the school?

Piri En nem tartottam soha fontosnak a nyelvvizsgat, mert én Németorszagban jartam
iskoldba és ott nincsen ilyen, ott vagy besz¢él az ember egy nyelvet vagy nem. En 17
évesen tapasztaltam azt meg, hogy nem volt az a nyomas rajtuk hogy
nyelvvizsgazniuk kell, ezért szabadon és kotetleniil tudtak beszélni a tanult idegen
nyelven. Biztos vagyok benne, hogy ez azért van, mert nem volt ott a kényszer.
Szoval szerintem nem fontos a nyelvvizsga, mert vagy beszélek egy nyelvet vagy
nem.

M Ertem én, de a kérdés arra vonatkozik, hogy a mindennapi munkéban fontos-e a
nyelvvizsga.

Piri En nem tartom fontosnak a nyelvvizsgat, hanem magat a nyelvtudast tartom

fontosnak.
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Piri

Piri

Kincso

Piri

Tehat akkor azt lehet mondani, hogy te a mindennapi munkadban nem tartod

fontosnak a nyelvvizsgat.

Nem, ¢n azt tartom fontosnak, hogy megtanuljanak beszélni és alkalmazni a nyelvet.
Magantanari tapasztalataim azt mutatjak, hogy a gyerekek olyan nyomas alatt vannak
emiatt, hogy nem mernek megszolalni. Es én ezt ugyanugy végigesinaltam, nagyon
sokat kiizdottem a némettel egész addig, amig ki nem mentem és mindig ez a nyomas

volt bennem, mert hogy ez a nyelvvizsga kell...

De most két dologrol beszéliink, mert te azt mondod, hogy szerinted nem fontos, de

ugyanakkor azt is mondod, hogy a gyereknek nagyon fontos.

Persze, mert az iskola kényszeriti dket erre. Szerintem a gyerek nem tudja, hogy ez
még kell neki vagy sem, 6k egyszeriien a sziilok hatdsa alatt vannak, diplomahoz
nyelvvizsga kell, mert itt Magyarorszagon ez divat, kint nem az. Voltam én is
allasinterjin, beirtam, hogy van harom nyelvvizsgdm, aztdn nem tudtam megszolalni,
mert hiaba volt meg a vizsga, X éve nem hasznaltam a nyelvet. En nem azt mondom,
hogy a gyereknek fontos, hanem a kiilsé koriilmények miatt gondoljak fontosnak a

nyelvvizsgat.

En is azt tapasztaltam meg hogy nem a nyelvvizsga megszerzése volt az a pont,
amikor én ugy érezzem, hogy most mar tudok beszélni, hanem amikor kint voltam és
ott toltdttem 1d6t, de azt is mondom, hogy a mai vildgban kell a nyelvvizsga, mert
szlikséges, az emelt szintli érettségi is. Ez nagyon sok gyereket inspiral is arra, hogy
lehetdleg az emelt szintlit szerezze meg és minél eldbb, és meg is tesznek érte sokan
mindent, kiilondérara is jarnak, tudjak, hogy az egyetemi felvételihez is sziikséges,
illetve a diploméhoz is kell ez. A médiabol €s mindenhonnan is azt sugalljak nekik,
hogy ezt minél el6bb és minél gyorsabban, mert sokan pérul jartak és nem kaptak

diplomat.

De ettdl fliggetleniil nem biztos, hogy elérik ezt a vart eredményt. Nekem sok
tanitvanyom azért jott hozzam, mert nem lett meg a diplomdja és a minimalisra
torekedett, hogy csak meglegyen a nyelvvizsga, nem torekszik arra, hogy beszéljen,

csak a diplomahoz kell, ez a fontos.
Tehat akkor a gyerek szdmara fontos, mert plusz pontot kap, a diplomahoz kell...

Kiils6 kényszer.
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Kriszti

Irén:

Nagyon fontos, hat hogyne lenne fontos

Nalunk nagyon, a Nyek-es osztaly miatt, mert ott a kimenet vagy az emelt szinti
vagy a nyelvvizsga. A nem nyekeseknél viszont inkabb a nyelvvizsga az, ami szdmit.
Nekiink az a benyomasunk, hogy a gyerekek nem szeretik az emelt szinti
érettséginek a nyelvhelyesség részét, az egy elég nehéz rész és a nyelvvizsgan
nincsen nyelvhelyesség. Meg ugye ez nem egy angolszasz kultira, és az hogy emelt
szinten nekik vitdzniuk kell, az nagyon nehéz, sokkal egyszeriibb a nyelvvizsgan az,
hogy egymast kiegészitve kifejtik a véleményiik egy témardl. Mivel az emelten a
vizsgaztatoval kell vitaznia ¢és nagyon nehéz tételmondatok vannak, olyan
témakorok, amik egy 18 éves gyereknek a fejében nem fordul meg. Példaul multkor
egy 17 éves srac kihuzta azt hogy az anyaknak a gyermek fejlédése szempontjabol
fontos, hogy az els6 harom évben otthon legyenek, vagy kell-e vagy nem a
halalbiintetés. Es ugye a vizsgaztatonak van, egy kidolgozott listaja az érvekrdl a
didknak pedig van elvileg 30 masodperce arra hogy felkésziiljon. Ez a gyerekek
szamdra félelmetes szerintem. Nincs benne a kultirankban ez a vitazés. Hidba

gyakoroltatjuk veliik.

Zarjuk le ezt a részt azzal, hogy tehat a nyelvvizsga — akar emelt érettségi akar kiilso,
fontos a gyerek életében. masodik kérdés, mennyire van a kettd szintje, az érettségi

¢és a nyelvvizsga, 6sszhangban?

What do you think about the conformity of the two-level school leaving language exams

and the externally validated language exams?

Kriszti:

Piri:

Kriszti:

Nincs. Szintjét tekintve sincs. Kiilonb6z6 nyelvvizsgék kiilonbozd szinten vannak,
hidba van ez a B2 keret, az emelt szintli érettségi jéval magasabb szintet kdvetel meg

mint egy kdzépfokl nyelvvizsga. Sokkal tobbet kovetel a gyerekektol.
A gyerekek szerint is ez a helyzet.

Ha most szintezni kellene, akkor én ugy tudnam felallitani, hosszl évek tapasztalata
alapjan, ugye 2005-t61 csinaljuk ezt, hogy a Bl-es a kozépszintli érettségi, az rendben

van, ¢és hogyha azt mondjak, hogy B2-es az emelt szintii érettségi akkor a
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Flora:

M:
Tobben:

Piri:

Piri:

Piri:

Kriszti:

Kriszti:

M:

Kriszti:

Piri:

nyelvvizsga valahol a B1-B2 kozo6tt van. Szamunkra, nyelvtanarok szamara a
nyelvvizsga az valahol ott van a kdzépszintli és emelt szinti érettségi kozott.

En mashonnan, és a nyelvvizsgak felél jovok és én is Ggy latom, hogy a kozszintli
érettségi is feljebb van, mint a BI, tehat ha lehet neveket mondani egy ... .... B2
szobeli az béven az érettségi szintje alatt van, és ha egy atlagot vesziink B1-nek,
akkor a kozépszintii érettségi az a B1-B2 felé¢ van egyharmad uton, az emelt szint

pedig a B2 és C1 kozott.
Tehat akkor nincs 6sszhang?
Nincs

Fontos és markans kiilonbség az, hogy az emelt szintli érettségin nekik nem elég a
60%. Ott nekik 95% kell, a tovabbtanulasnal ugyanis a szazalék szamit. Es ilyen
szempontbol lehet, hogy egyensuly van a szintek k6zott, de az érettségin nekik nem

elég a 60, ott 90-re kell torekedniiik.

Viszont, ha a 60-at elérik, akkor kapnak egy kézépfoku nyelvvizsgat.

Igen de az nem boldogitja 6ket és ezért sokkal nehezebb nekik az érettségi.
Akkor viszont ez azt jelenti, hogy azonos a szint...

Nem tudjuk dsszehasonlitani azért mert a nyelvvizsganak oriil, ha megvan 60% az

érettségin meg sirva fakad egy ilyen eredménnyel, mert a pont szamit.

A gyerekek eredményei err6l tanuskodnak, ha egy gyerek megcsindl egy
nyelvvizsgat teszem azt 76%-ra, az nem biztos, hogy egy emelt szintli érettségit is

meg tud csindlni.

Nem gondoljatok, hogy akkor ez a helyzet a nyelvvizsga felé tereli a gyereket, tehat

jobban jar azzal?

Nem, nem minden esetben. Azért nem mert +50 pontot kap ha az emelt szintil

érettségit megesinalja, azt hiszem 40 vagy 45 %-t6l mar + 50 pontot kap.
Akkor miért van az, hogy mégis tobben valasztjak a nyelvvizsgat?
Azért, mert az konnyebb, mert 60% szazalékot szerezni konnyebb...

A gyerek egy ponton nem latja jol ezt a rendszert, mert hogy neki nem azért kell a
90% mert maskiilonben nem kapja meg érte a B2 nyelvvizsgat, hanem azért mert ha

emelt érettségit csinal, akkor az a pont szamit neki, amennyit az emelt szinten kapott.
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M:

Kriszti

Irén:

Tehat a pontszamitas modja miatt mas. Tehat ha oda megy tovabbtanulni.

Gyakorlatiasabb oldalarol megfogva a dolgot azt tessziik a gyerekkel, hogy csinél
egy kozépszintli nyelvi érettségit, és ha nem olyan egyetemre megy, ahol szamit neki
a plusz 50 pont, ezt meg kell nézni a 11-12-eseknél, akkor azt mondja, hogy csinal
egy kozépszintli érettségit €s hoz hozza egy kozépfoku B2 nyelvvizsgat. Akkor azt
lehet hogy kdnnyebben el tudja érni €s pontokban tobbet fog vinni, mint hogyha
csinalna egy emelt szintli nyelvi érettségit, ami joval nehezebb, mint egy kozépfoku
nyelvvizsga. Arrél nem is beszélve, hogy az emelt szintli szdzalékos pontjait vinné

akkor magaval a tovabbtanulasra, az meg nem jo neki. Ez egyénenként valtozik.

Az emelt szint az B2. En azt gondolom, hogy a nyelvvizsga gyakran konnyebb, mint
az emelt szint, mert az szadibb, tehat a feladattipusat tekintve nehezebb, mondom a
gyerekek elakadnak a vitan. A nyelvvizsga szerintem kiszamithatobb. A feladat
tipusa nehezebb. Kimondottan. Meg mondom ez a nyelvhelyesség, az is rémisztd a
gyerekeknek. Nekem az a tapasztalatom, hogy még az a gyerek is, aki nincs B2
szinten, némi szerencsével meg tudja csinalni a nyelvvizsgat, és aki B2-es szinten

van, annak siman megy.

A kovetkezd kérdésem az lenne, hogy a nyelvvizsga fontossaga miben jelenik meg
az oran? Ez az igény a szllok és gyerekek feldl, ez a nyelvvizsga kényszer miben

befolyasolja a munkatokat, hogyan jelenik meg az 6ran?

How do language exams influence your everyday work?

Kincso:

Kriszti:

Kriszti:

Elsésorban az érettségire kell Oket felkésziteni, de pl. nekem kezdd csoportom van és
van egy fiu, aki nagyon ligyes, vele kiilon kell foglalkozni, neki viszek be kiilon
direkt olyan feladatokat minden orara, ami egyeldre a kozépszintii érettségire késziti
fel. Mas csoportokban is van olyan, aki nem azon a szinten van, és akkor 6t

felhozom.

Van egy kimenet nekiink, a vizsgak. Attol fiigg, hogy hova jar, hogy példaul nyelvi

tagozatra jar-e.

Befolyasolja, persze a tankonyvet is megprobaltuk e szerint megvalasztani.
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Piri:

Kriszti:

Kincso:

Kincso:

Irén:

Nekem szempont volt, hogy van benne olyan kifejezetten az érettségi feladatokat
tartalmazd rész ¢és olyan jellegli feladatokat csindlunk, és nem mellesleg,

nyelvvizsgara is felkészit, mert hasonl6 feladatok vannak benne.

Tehat akkor benne van a fejtekben, hogy parhuzamosan az érettségire és a

nyelvvizsgara is készititek a didkokat.

Persze egy csom6 atfedés van a két vizsga kozott. Es a tankonyv kivalasztasanal
szempont a felkészités. Mindegyik szempont, kozépszintli érettségi, emelt szintl és

nyelvvizsga, mind a harom szempont, amikor mi kivéalasztunk valamit.

De azt hozzatehetjiik, hogy nagyon lesziikiilt ez a kor most, most nem lehet annyira

sokfélébol valasztani.

Tehat akkor a mindennapi munkat befolyasolja azt, hogy ilyen vizsgakra készititek

fel a gyerekeket...
A témazarokat is ugy allitjuk ossze...

Az érettségi az folyamatosan jelen van, azért is, mert olyan tankonyv csaladokat
hasznalunk, amik erre lettek kitalalva, egészen a kezdd szinttdl kezdve tele van pont
olyan feladatokkal, ami minden féle vizsgara felkészit, kozépszintlire és emelt
szintiire. fgy a gyerekek belenének ebbe, minden egyes konyvben és a
munkafiizetében vannak specialisan vizsgara felkészitd szekciok, feladatok. Es ez
annak is jO, aki nyelvvizsgazni akar. Rdadasul megismertetjiik 6ket a kiilonb6zd
nyelvvizsgakkal, hogy lassak, végigesinalunk egy-egy feladatsort a
legismertebbekbdl és akkor & valaszt. A nemzeti alaptanterv csak a kimenetet
hatarozza meg, az pedig az érettségi, azaz a Bl minimum Az, hogy mi nyelvvizsgara
1s készitlink, az az adott tanar szexepilje. Szerintem is tObbnyire parhuzamosan megy
a felkészités az érettségire és a nyelvvizsgara, ilyen szintli konyveket is hasznalunk.

A vizsgakra val6 felkészités mar a tankdnyvvalasztasnal elddl.

Motivaljatok-e a diakokat ezzel a nyelvvizsgaval, vagy ez mar benniik van.

Jelent-e ez plusz motivaciot

Kriszti:

Valakit lehet valakit nem. De egyébként otthonrdl is hozzak magukkal ezt a
motivaciot, a sziilok nagy része azért iratja nyelvi tagozatra, hogy mire befejezi a

kozépiskolat, legyen neki minimum egy vagy kettd nyelvvizsgéja.
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Flora:

Irén:

Teljesen diaktol fiigg, vannak olyan osztalyok, ahol nincs meg a motivacio.

Szerintem olyanok a gyerekek, hogy vagy van belsé motivaciojuk, vagy nincs,
persze mondogatjuk mi ezt, de azt érzékelem, hogy ez érettségi évében van motivalo

ereje.

Az érettségi és a nyelvvizsga is a 4 készségre épit, ennek a 4 készségnek a

fejlesztése, miként torténik, milyen aranyban?

Kriszti:

Kincso:

Flora:

Piri:

M:

Kriszti:

Flora:

Kriszti:

Parhuzamosan és egyenld aranyban. En probalok minél valtozatosabban fejleszteni,
aztan amikor latom, hogy mi megy nehezebben az adott csoportnak, akkor tobbet

gyakoroltatom azt, ami nehezebben megy. De parhuzamosan muszdaj fejleszteni és
kell is.

En is igy gondolom, és a tankonyv is igy épiil fel.

Néalam is ez a helyzet, és ha végeztink a tankonnyel, akkor kimondottan
vizsgafeladatokra koncentralunk a négy készség fejlesztésére.

Végeztek a tankonyvvel?

Igen ez egy bevett dolog, tavaly példaul egy jo csoportban igen hamar végeztem a

tankonyvvel és mi akkor tudtunk a vizsgakra késziilni.
Gyakran fordul ez el6?
Ez nagyon csoportfiiggd és a tankdnyvtdl is fligghet.

En nem hiszem hogy azonos mértékben kell fejleszteni a négy készségét, szerintem a
beszédkészség fejlesztésére kell koncentralni, mert azt nem tudja mashol, csak itt,
amikor van kivel beszélgetni. En ezt egy egymasra épiilésnek képzelem, hogy
els6ként egy passziv készséget fejleszt az ember, olvasast vagy halldst, ha megvan a
szokincs, akkor utana lehet nyelvtant tanitani, ha van mondat, akkor lehet szoveget

épiteni, véleményt kimondatni.

Ennek kapcsan hadd kérdezzem Andit, aki tanitott az érettségi reform el6tt is, amikor
még nem volt beszédértés a vizsgan. Szerinted megndtt ennek a gyakoroltatasa

azota?

Hogyne, ég ¢és fold, megvaltozott a tanitdsom a reform Ota, ezt magaval vonta az

érettségi valtozasa.
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Flora:

Irén:

En is ha visszaemlékszem a gimire, soha nem gyakoroltuk a beszédértést. S6t az

akkor késziilt tankonyvekben nem is volt hanganyag.

En Ggy latom, hogy a hallott szovegértés és az olvasott szovegértés az nagyon
dominans, mert minden feladat az egyben halott és olvasott szovegértés is... ezért
ezek fejlesztése folyamatos megy, igy kapja az infot és az irdskészség az pedig
inkdbb ugy koncentraltan, végigbeszéljiikk, gyakoroljuk, irunk, kitalaljuk,
megbeszEljiik és akkor meg kell alkotni és be kell adni és kijavitom. De
Osszességében nem tudom megitélni. A beszédkészség pedig attol fiigg szerintem,
hogy milyen a tdrsasadg, mert vannak olyan csoportok nyilvan, akikkel nagyon lehet
és van, ahol meg ugy kell keresztiilverni barmilyen beszélgetds feladatot. A
parhuzamos fejlesztést nem lehet dekara mérni, nem lehet patikamérlegen
szétvalasztani a készségek fejlesztését. Gyakorlatilag a tankonyvek feladatain
keresztiil torténik a négy készség fejlesztése, és ez nagy segitség, mert 25-26 drank
van. Ezért jol meg kell valasztani a konyvet. Az alsobb szinteken és tigy gondolom,
hogy a nyelvtan féleg egy nem nyekes osztalyban mindig az alapokt6l, nagyon
tiirelmesen meg nyolcszor visszatérve, azért az dominans, ahhoz hogy aztdn barmit
Ossze tudjon rakni a nyelvhelyesség ott még nagyobb szerepet kap, ahogy f6ljebb
mész ott mar szinte csak ismételni kell, ott mar a szokincs van., meg a vonzatos 1gék,
meg a nem tudom milyen szerkezetek, meg a szinvonal. Attol is fiigg, hogy melyik
dominal jobban, hogy milyen szinten van a tanuld. Ami a hallasértés fejlesztését
illeti, a tankonyvben, amit hasznalok, vannak feladatok péar percesek, szinttdl
fliggben €s mindig minimum két feladat tartozik hozzajuk, egy rovidebb, ami

globalisabb a masodik feladat pedig részletekbe mendbb.

Tehat a négy készség fejlesztése parhuzamosan torténik. Ennek kapcsan azt
kérdezem, hogy az vizsgak értékelési kritériumait megbeszélitek a diakjaitokkal?
Hogy mondjuk levélirasnal akkor kapsz ennyi meg ennyi pontot, ha igy tudod

kifejezni magad. Mivel ezek nyilvanos dokumentumok, a szobeli értékelésnél is.

Do you discuss the requirements and the assessment criteria (of language exams) with

your students?

Kriszti:

Piri:

Mindenképpen, ki szoktam osztatni az o6ran, megbesz€ljiilk a pontokat, latjak, akar

iras, akar szobeli és van olyan ora, amikor egymasét le kell értékelni a skala alapjan.

En ilyent még nem csinaltam.
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Flora:

Kriszti:

Piri:

Irén:

Irén:

En sem szoktam elmondani, azért nem mert aki iigyes, az akkor hatraddl és ezért
nem mondom el. Nekem megvan a fejemben, hogy mi kell ilyen B2-re és persze

szolok neki, hogy na ez példaul nem felel meg annak a szintnek.

Pedig nagyon fontos, hogy tudja, hogy ha erre nem figyel, akkor nem fog pontot
kapni.

Azok, akik nem haszndljdk, ez azért van, mert most kezdtétek a palyat, vagy mert

nem gondoljatok fontosnak?

En eddig mindig csak otthon készitettem fel, nem tudom, nekem az iskola még 1j,
ezért csak a fejemben vannak meg a dolgok, hogy mi az, ami elvart, mi az, ami jo,

sth.

Nem kimondottan, hogy csak a nyelvvizsga, mert azok kozott is vannak
kiilonbségek, tehat példaul a témakordket, azokat szerintem nagyon komolyan
vessziik és mindig hangstilyozzuk, hogy ezek az érettségi témakordk és akkor ezen
kiviil ilyenek vannak még a nyelvvizsgan, és akkor arra kiilon hozunk nekik anyagot.
Ami az értékelési kritériumok hasznalatat illeti, nagy mélységekbe nem megyek bele,
azt szoktam mondani nekik példaul az irasbelik kapcsén, hogy értsék meg, hogy
mikre kapnak pontot, hogy mennyire fontos, a szobeliknél pedig csak annyit, hogy ne
gorcsoljenek annyit a nyelvtanon, mert a nyelvtan ennyied része az egésznek, de ez
érettségin is, folyamatosan amig késziilink és folyamatosan nyomatom nekik a
levélirasnal... hogy de igy is javitom a levelet, ugyanazokkal a szempontokkal.

Ezeket a kritériumokat meg is beszélem veliik, 0k pontosan tudjék...
Miért csak az irasbelinél?

Nem tudom... merthogy ott annyira pontosan kijon, nekem is jo, tehat, hogy
allandéan képben vagyok, hogy mit kell nézni és nekik is felhivom a figyelmiiket
arra a néhany kritikus pontra, példaul a szovegalkotasnal, hogy mi az, amin totalisan

biztos, hogy veszitesz két pontot

What had the strongest impact on the way you teach now?

M:

Végezetiil azt kérdezem, hogy mi volt a legerdsebb befolyassal arra, ahogy most

tanitotok?

208




Piri:

Flora:

Kriszti:

Kincso:

Nalam példaul a mentorom, itt, akitél nagyon sokat tanultam, 6t kovetem mindenben,
tempoban. Es ahogy engem tanitottak az is, mert kriminalisan rossz tanaraim voltak,
mind az altaldnos, mind a kozépiskolaban. En akkor dontottem el, hogy szeretnék

tanitani és nem igy atadni azt a tudast.

Nem az, amit az egyetemen megtanultam €s nem a tanaraim, bar nekem jo német
tanarom volt az iskoldkban. Engem a nyelviskoldban 1évé kollégdk formaltak
leginkdbb, mert ott x orat kellett latogatnom ¢€s elemeznem ¢és az ott toltdtt harom év
markansan befolyasolta a tanitasom. Ott rdadasul az én 6rdimat is latogatjdk miutan

alaposan megbesz¢ljiik, hogy ott 1 tortént.

Sok minden, nagyon sok minden, egy nagyon jo altalanos iskolai tanarom 3-t6l 8-ig.
O nagymértékben meghatarozta az én pedagdgiai munkamat. A kozépiskola nem,
egyetem utdn pedig egy nagyon nehéz iskolaba keriiltem, bedobtak a mélyvizbe,
hogy usszal. Az ottani koriilmények, hogy miként lehet a gyerekeket motivélni, az
nagy iskola és kihivas volt. A hosszil évek soran persze sok minden alakitja az

embert, a kiils6 €s belso elvarasok, igy egyiitt.

Hasonldan a Krisztihez, ugyanahhoz az emberhez keriiltem a féléves gyakorlatra, sok
ordjat lattam, sokat konzultdltunk, nagyon sok jo tandcsot adott nekem. Aztin
befolyésolt az, amikor ide keriiltem sok évvel ezeldtt a kollégdk és az egyetemen

tanultak is.

209



Appendix E — Items constituting the various factors in the teachers’ questionnaire

Beliefs/attitude: (the exam is important, useful, reliable)

15

16

17

23.
24,
25.
28.

29.
30.

. Preparing students for the following language exams is part of my current work as a
language teacher.

. The following exam is a good source of motivation for my students. (You can indicate
more.)

. The following exam is able to assess the proficiency of my students in a reliable way.

| suggest that my students take the following exam.

The following exam provides both teachers and students with useful feedback.

The results of the following exam provide useful feedback on the work | do.

| believe a language lesson is for learning a foreign language and not for preparing for the

exam.

It is not the certificate which is important but language proficiency.

| believe it is a realistic requirement to make the possession of a language certificate an

obligatory requirement to enter higher education.

Feelings (anxiety)

37.
42.

43.

The expectation that my students must pass the following exam often makes me anxious.

The participation of my students at the following exam(s) makes me worry.

The chance that only a small number of my students will pass a language exam often
worries me.

Knowledge of the test/exam

12
13
14

. I know the composition and the various parts of the following exam well.
. I know the task types of the following exam well.

. I know the assessment criteria of the following exam well.

Ways of assessment

19
20
21

. I discuss the requirements of the following exam with my students.
. I discuss the assessment criteria of the following exam with my students.
. When assessing the written performance of my students | apply the assessment criteria of

the following exam.
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22. When assessing the spoken performance of my students | apply the assessment criteria of

the following exam

Independent item

26.

The level of difficulty of the following exams is compatible with one another.

Open items (FOR QUALITATIVE ANALYSIS)

18.
27.

31.

32.

33.

Please list three things you change if your student fail to pass a language exam....

Please, briefly describe how the above mentioned exams affect your work as a language
teacher......cccovvevvvieiiee e

Some state that if they finish the required course book before the end of the school year
they start preparing for the language exam only. Please, share your opinion regarding this
statement.

Please list the three most important aspects on the basis of which you select the course
book to use......

Please, finish the following sentence. The most important thing in language teaching is

that my students...

Expectations of students

34.
38.

39.

Students expect us to prepare them for the following exams in a targeted way.
Because of the extra credits they get in relation to entering higher education students
expect their teachers to make them able to pass the following exam(s).

Students are not interested in the following exam(s).

Expectations of parents

35.
40.

The parents expect my students to pass the following exam successfully.

Parents are not interested in the following exam(s).

Expectations of school

36.

41.

The management of the school expect my students to pass the following exam(s)
successfully.

The results my students achieve at the following exam(s) influences the way my
colleagues judge me.
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Teacher autonomy

44. 1 believe the following exam narrows my scope as a teacher.

45. The following exam influences WHAT 1 teach.

46. The following exam influences HOW | teach.

47. The following exam influences WHAT | teach FROM.

48. | believe | can do a lot to make my students successful at the following exam(s).

49. We use a greater part of language classes to prepare for the following exam(s).

Open item:
50. The language exam, as such, affects my everyday teaching practice in the following

way... (please, write down what comes to your mind first);

Motivation:

intrinsic

51. The best thing in teaching is that | can see the development of my students.
52. 1 make a lot of effort to make my classes interesting.

53. It is important to constantly improve my professionalism.

54. | often feel that my everyday work does not make sense.

55. When | teach | have a feeling that I can realize myself.

Extrinsic

56. My principals and superiors have (always) been satisfied with my work.

57. 1 believe teachers should be paid in proportion to the number of years they serve as
teachers.

58. My salary is in proportion to the work I do.

59. | am satisfied with my salary.

Classroom practice (self-reported)

1: never / 2: rarely / 3: often/ 4: very often
I — more traditional approach in the respondent’s practice
€ — more communicative approach in the respondent’s practice

W — the appearance of concrete washback effect — exam-focused teaching practice
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During language classes how often ...

59.
60.
61.
62.
63.
64.
65.
66.
67.
68.
69.

70.
71.
72.
73.
74.

75.
76.
77.
78.

do you speak Hungarian? i

do you make your students work in pairs? C

do you make your students practice grammar rules? [l

do your students translate sentences or texts? [i

are there tasks that are interesting for your students?

do you prepare especially for the school leaving/language exam? W

do your students have a feeling of success?

do you make your students work in groups? C

do your students speak in the target language? C

do your students play games? C

do your students read authentic texts in the target language (e.g. newspaper article,
brochure, novel)?

do your students listen to authentic recordings in the target language?

do your students watch films/videos in the target language?

do your students role-play everyday situation (e.g. shopping)? C

do your students specifically practice listening comprehension tasks?

do your students complete writing tasks similar to those of the school leaving/external
language exams? W

do you use ICT tools (smart board, projector, internet)?

do you motivate your students by referring to the school leaving/language exam? W
are your students worried because of the school leaving/language exam?

Please indicate to what extent the following factors influence the way you teach

Factors affecting teacher cognition

79. Please indicate to what extent the following factors influence the way you teach
strongly affected affected somewhat affected did not affect
- the way | was taught EARLY EXPERIENCE

- teaching methodology courses at the university TEACHER EDUCATION
- the way my colleagues teach.
- the atmosphere in the school CONTEXT
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- the expectations of society.
- further training courses.
- teaching practise of my mentor teacher

- my students’ expectations

- new technology (ICT, tablet, smart board, etc.)

- my teaching experience
- the available course books.

- language exams
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TEACHING EXPERIENCE
RESOURCES / MATERIALS
WASHBACK EFFECT



Appendix F - Items constituting the various factors in the students’ questionnaire

.

Intrinsic motivation

21. I like using this language.

24. 1 am interested in the culture of this language.

25. 1 like the sound of this language.

Use of language

12. 1 regularly read in this language.

13. I have not used the language since my language exam. (In case you have taken an exam.)
15. I understand the films in this language well.

17. 1 regularly watch films in this language

18. I regularly listen to music in this language.

19. I frequently talk in this language.

20. I almost never speak in this language.

Self-confidence

14. | am not afraid to use this language.

16. I worry when | have to speak in this language.
22. | feel confident when | have to use this language.
23. 1 do not like talking in a foreign language.

What students know about the test
36. I know the requirements of the following exams well.
37. 1 know the task types applied in the following exam.

45. | have enough knowledge about the following exams.

What students think about the test

40. | believe the following exams assess the language command of students appropriately.

48. 1 believe the school leaving language exam is able to assess my language proficiency
adequately.

57. As far as | know the assessment criteria of the following exams are fair.
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60. | believe the following exams provide me with useful feedback regarding my language

proficiency.

Expectations towards assessment

41. During the language classes in school we discuss the requirements of the following exam.

42. The language teachers in my school give his grades according to the assessment criteria
of the following exam.

58. Itis good if the teacher gives grades according to the assessment criteria of the following

exams.

Student related expectations

50. My parents expect me to pass a language exam at the following level.
51. My teachers expect me to pass a language exam at the following level.
52. My friends expect me to pass a language exam at the following level.
53. | expect myself to pass a language exam at the following level.

54. 1 do not make any effort to pass the following exams.

Anxiety

55. Preparing for the following exams makes me anxious.

56. The importance of the following exams makes me anxious.
59. I am not worried at all because of the following exams.

61. | often worry whether I can pass a language exam.

Attitude towards learning

38. When preparing for the following exam | complete many test tasks.

39. The language lessons in my school prepare us for the following exam effectively.

43. My language teacher in school effectively assists my preparation for the following exam.

44. 1 believe that we should learn a language and not prepare for an exam during the
language lessons in school

46. The course books we use in school are suitable for preparing us for the following exams.

49. | believe a language lesson is not for exam preparation.
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Independent item

47.

We are preparing for the external language exam and for the school leaving exam in the

same way.

In this section we are asking you to judge how often the following activities take place in
your language classes.

C—

1: never / 2: usually / 3: often / 4: very often
more traditional approach in the respondent’s experience

more communicative approach in the respondent’s experience

W — the appearance of concrete washback effect — exam-focused teaching practice

During language classes how often ...

62.
63.
64.
65.
66.
67.
68.
69.
70.
71.
72.
73.
74.
75.
76.
77.
78.

does your teacher speak in Hungarian? il

do you work in pairs? €

does you teacher make you practice grammar rules? [ii

do you translate sentences or texts?

are there tasks that are interesting for you?

do you prepare especially for the school leaving/language exam? W

do you have a feeling of success?

do you work in groups? C

do you speak in the target language? C

do you play games? C

do you read authentic texts in the target language?

do you role-play everyday situation (e.g. shopping)? C

do you specifically practice listening comprehension tasks?

does the teacher use written task types similar to those of the various language exams? W
does the teacher apply spoken task types similar to those of the various language exams?
does the teacher motivate you by referring to the language exams? W

does the reference to the language exams generate anxiety in you?
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Appendix G — Original questionnaire for teachers (in Hungarian)

Nyelvi vizsgak és nyelvtanitas
Kedves Kolléga! A kutatdsok szerint a nyelvvizsgak befolyasoljak azt, ahogy és amit a
tanarok tanitanak. Hogy a teszthatds valddi természetét pontosabban megértsiik, kérjiik,

valaszoljon az alabbi kérdésekre.

1. Neme: férfi  nd

2. Eletkora:  23-30 /31-40/ 40+ helyett 23 -27 / 27 — 40/ 41 —50/ 51+

3. Legmagasabb nyelvtanari végzettsége: egyszakos fOiskolai tanari / kétszakos foiskolai
tanari / egyszakos egyetemi, tanari diploma / kétszakos egyetemi tanari diploma /
nyelvtanari MA (egyszakos) / nyelvtandri MA (kétszakos)

4. Kérjlik, adja meg hol tanit idegen nyelvet! (tbbet is megjeldlhet)
altalanos iskola,/ szakiskola/szakkozépiskola/ szakgimnazium/
gimndzium/nyelviskola/tanoda/magantanar

5. Melyik idegen nyelvet tanitja? (tobbet is megjelolhet)
angol / német / magyar / olasz, francia, lengyel, szlovék, spanyol, szerb, roman, bolgar,
orosz, cseh, horvat, héber

6. Mire késziti fel didkjait az on 4ltal tanitott nyelv(ek)bdl.
kozépszintli érettségi/emelt érettségi/alapfoki/kozépfoki/felséfoka nyelvvizsga/kiilfoldi
munkavallalas

7. Hany éve tanit?
1-3/4-9/10-20/ 20-30 / 30+

8. Hol tanit? falu / vidéki varos / megyeszékhely / Budapest

9. Vizsgaztato-e valamelyik nyelvvizsgarendszeren beliil? Igen  nem

10. Amennyiben az el6z6 kérdésre igennel felet, kérjiik irja meg, hol.............ccoeeien

11. Milyen szinten érettségiztet? emelt kozép

I
Kérjiik, jelolje meg, hogy Onre nézve mennyire igazak az aldbbi dllitdsok! Figyelem: a

nyelvvizsga szo alatt az on dltal preferdlt nyelvvizsga(ka)t értjiik.

(4) teljesen igaz (3) dltalaban igaz  (2) dltaldiban nem igaz (1) egydltaldn nem igaz
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12.
13.
14.
15.
16.
17.
18.
19.
20.
21.

22.

23.
24,
25.
26.
27.

28.

29.

30.

31.

32.
33.

Jol ismerem az alabbi vizsgék Osszetételét, a vizsga részeit.
Jol ismerem az alabbi vizsgak feladattipusait.
Jol ismerem az alabbi vizsgak értékelési kritériumait.
Jelenleg nyelvtanari munkam részét képezi az alabbi vizsgakra valo felkészités.
Az alabbi vizsga fontos motivalo tényezo a didkjaim szamara. (tobbet is megjeldlhet)
Az alabbi vizsgak megbizhatéan mérik didkjaim nyelvtudasat.
Soroljon fel harom dolgot, amin valtoztat ha didkjai nyelvvizsgaja nem sikeril ............
Didkjaimmal megbeszélem az alabbi vizsgak kovetelményeit.
Didkjaimmal megbeszélem az alabbi vizsgdk értékelési kritériumait.
A diakok irasbeli teljesitményének mérésekor az alabbi vizsgak értékelési kritériumait
alkalmazom.
A didkok szobeli teljesitményének mérésekor a az alabbi vizsgak értékelési kritériumait
alkalmazom.
Azt javaslom didkjaimnak, hogy az alabbi vizsga(ka)t valasszak.
Az alabbi vizsgak hasznos visszajelzést adnak a tanarnak a diakok nyelvtudasarol.
Az alabbi vizsgdk eredménye hasznos visszajelzést ad az altalam végzett munkarol.
Az alabbi vizsgak nehézségi szintje megfeleltethetd egymasnak.
Kérjiik, roviden fejtse ki, hogy a fenti vizsgadk milyen hatassal vannak nyelvtanari
MUNKAJAra......ccooovevviiiiiee
Szerintem a tandra arra valo, hogy nyelvet tanuljunk nem pedig arra, hogy nyelvvizsgara
késziiljiink.
Nem a vizsgabizonyitvany megszerzése a fontos, hanem a nyelvtudas.
Szerintem reélis kdvetelmény a nyelvvizsga kotelezoveé tétele az egyetemi felvételihez.
Vannak, akik azt allitjak, hogy ha a tanév soran korabban fejezik be a tananyagot, akkor
kizarolag a nyelvvizsgara késziilnek. Kérjiik fejtse ki véleményét néhany sorban........
Sorolja fel a harom legfontosabb szempontot, amelyek alapjan tankonyvet valaszt......
Kérjiik fejezze be az alabbi mondatot. A nyelvtanitasban szerintem az a legfontosabb,

hogy didkjaim...

A kovetkezo részben az On munkajat koriilvevo kornyezetrol kérdezziik. Kérjiik, jelolje

meg, hogy Onre nézve mennyire igazak az alabbi allitasok! Figyelem: a nyelvvizsga szé

alatt az on altal preferalt nyelvvizsga(ka)t értjiik.

(4) teljesen igaz (3) daltalaban igaz  (2) dltalaban nem igaz (1) egydltaldn nem igaz
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34. A didkok elvarjak, hogy célzottan késziiljiink az alabbi vizsgékra.

35. A sziildk elvarjak, hogy didkjaim sikeresen teljesitsék az alabbi vizsgé(ka)t.

36. Az iskolavezetés elvarja, hogy diakjaim sikeresen teljesitsék az alabbi vizsga(ka)t.

37. Gyakran nyomaszt az az elvaras, hogy didkjaimnak az alabbi vizsgakat teljesiteniiik kell.
38. A didkok a felvételi pluszpontok miatt elvarjak, hogy iskolai tanaraik juttassak el ket az
alabbi vizsgék sikeres teljesitéséig.

39. A diakokat nem érdeklik az alabbi vizsgak.

40. A sziiloket nem foglalkoztatjak az alabbi vizsgak.

41. A diakjaim alabbi vizsgakon elért eredménye hatassal van szakmai (Szakos kollégaim
altali) megitélésemre.

42. Szorongassal tolt el, ha tanitvdnyaim az alabbi vizsgakon részt vesznek.

43. Gyakran aggaszt, hogy esetleg kevés didkomnak lesz nyelvvizsgéja.

A kovetkez6 részben nyelvvizsga és a tanari autonomia osszefiiggéseire vagyunk
kivancsiak. Kérjiik, jelolje meg, hogy Onre nézve mennyire igazak az alabbi allitasok!
Figyelem: a nyelvvizsga sz¢ alatt az on altal preferalt nyelvvizsga(ka)t értjiik.

(4) teljesen igaz (3) dltalaban igaz  (2) dltalaban nem igaz (1) egydltalin nem igaz

44. Ugy érzem az alabbi vizsgak sziikitik tanari mozgasteremet.

45. Az alabbi vizsgék hatassal vannak arra, AMIT tanitok..

46. Az alabbi vizsgak hatassal vannak arra AHOGY tanitok.

47. Az alébbi vizsgak hatéssal vannak arra, AMIBOL tanitok..

48. Ugy érzem sokat tehetek azért, hogy diakjaim sikeresek legyenek az alabbi vizsgakon.
49. A tanorak nagyobb részében az alabbi vizsgakra késziillink.

50. A nyelvvizsga, mint tényez6 tigy befolyasolja a mindennapi tanitasi gyakorlatom, hogy

...... , (kérjiik irja ide ami eldszdr eszébe jut)
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V.

Ez a rész a motivacioval foglalkozik. Kérjiik, jelolje meg, hogy Onre nézve mennyire
igazak az alabbi allitasok! Figyelem: a nyelvvizsga szo alatt az 6n altal preferalt
nyelvvizsga(ka)t értjiik.

(4) teljesen igaz (3) dltalaban igaz  (2) dltaldiban nem igaz (1) egydltaldn nem igaz
51. A tanitasban az a legjobb, hogy latom a didkjaim fejlodését.

52. Sok energiat forditok arra, hogy 6raim érdekesek legyenek.

53. Fontos, hogy szakmailag alland6an képezzem magam.

54. Gyakran érzem ugy, hogy értelmetlen a napi munkam.

55. Amikor tanitok, tigy érzem sikeriil megvaldsitani onmagam.

56. Az eddigi igazgat6im, mk-vezetdim (mindig)elégedettek voltak a munkammal.

57. Szerintem a tanaroknak az eltoltott évek aranyéaban kellene fizetést kapniuk.

58. Fizetésem aranyban 4ll az dltalam végzett munkaval.

59. Meg vagyok elégedve a fizetésemmel.

V. Tanitasi modszerekre vonatkozo informaciok

A kovetkezé részben arrol kérdeziink, hogy az On 6rain milyen gyakran fordulnak el6
az alabb felsorolt tevékenységek.
1: soha / 2: ritkan / 3: gyakran / 4: nagyon gyakran
A nyelvorakon milyen gyakran...
60. beszél On magyarul?
61. dolgoztatja a didkjait parban
62. gyakoroltatja a nyelvtani szabalyokat?
63. forditanak a diakjai mondatokat vagy szovegeket?
64. vannak a diakok szamara érdekes feladatok?
65. késziilnek kifejezetten az érettségire/nyelvvizsgara?
66. van a didkjainak sikerélménye?
67. dolgoztatja didkjait csoportmunkaban?
68. beszélnek a diakok az adott idegen nyelven?
69. végeznek jatékos feladatokat a didkjai?
70. olvasnak a diakok autentikus szdveget az adott nyelven (pl.: Gjsagcikk, brosura,
konyvrészlet)?

71. hallgatnak a diakok autentikus szoveget az adott nyelven?
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72. néznek a didkok filmeket/videdkat az adott nyelven?

73. jatszanak el didkjai mindennapi szituacidkat (pl. bevasarlas)?

74. gyakorolnak kifejezetten hallasértés teszteket?

75. oldanak meg a didkok az érettségi/nyelvvizsga feladatokhoz hasonl¢ irasbeli
feladattipusokat?

76. hasznalnak IKT eszkozoket (okostabla, projektor, internet)?

77. motivalja didkjait a nyelvvizsga/érettségi megemlitésével?

78. tolti el szorongassal a diakjait a nyelvvizsga/nyelvi érettségi?

79. Kérjiik itélje meg, hogy az alabbi tényezok milyen erés hatassal voltak arra, ahogy On
tanit. (1 —4)

(1) egyaltalan nem igaz / (2) éltaldban nem igaz / (3) altalaban igaz / (4) teljesen igaz

- ahogy annak idején engem tanitottak

- Az egyetemi tanitds-modszertan 6rdkon tanultak.

- Ahogy kollégaim tanitanak.

- Az iskola légkore.

- A tarsadalom elvéarasai.

- A modszertani tovabbképzésen hallottak.

- Mentor tanarom a tanitasi gyakorlat soran.

- Didkjaim elvarasai.

- Uj technolégiak (IKT, tablet, okostabla, interaktiv tabla).

- A tanitas soran szerzett tapasztalataim.

- A rendelkezésemre all6 tankonyvek.

- A nyelvtudast méro vizsgak.

80. On szerint milyen formaban lehet a jol felkésziilni egy nyelvvizsgara:

az iskolai 6rdkon / nyelviskolai kurzuson / magantanar / egyénileg / internet / kiilfoldi
tartozkodas? (tobbet is megjelolhet)

81. E kérddivet megprobaltuk a lehetd legalaposabb modon elkésziteni. Van-e még valami,

amit e témaval kapcsolatban megemlitene?
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Appendix H — Questionnaire for teachers (translated into English)

LANGUAGE EXAMS AND LANGUAGE TEACHING
Dear Colleague. According to research language exams have an influence on what and how
teachers teach. In order to understand the true nature of washback, please complete the

following questionnaire.

1. Your gender: “Imale 1 female

2. Age: 1 23-27 1 27-40 [141-50 [ 51+
3. Your qualification as a language teacher:

1 college degree, one major

1 college degree, two majors

1 University degree, one major

1 University degree, two majors

1 Language teacher MA (one major)

1 Language teacher MA (two majors)

4. Please indicate where you teach foreign language.
1 primary school
1 vocational school
" trade school
] grammar school
1 language school
"1 private school

"1 private teacher

5. What foreign languages(s) do you teach? (You can indicate more than one.)
1 English
1 German
"1 French

1 Spanish
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[ Italian
[] Russian

[] Other

6. What do you prepare your students for?
1 intermediate level school leaving exam
1advanced level school leaving exam
1 elementary language exam
1intermediate language exam
1advanced language exam

[1 Other...

7. How many years have you been teaching?
11-3 14-9 [110-20 120-30 130+

8. Where do you teach? “lvillage 1town in the country 1 county town/ (117
1 Budapest
9. Are you an examiner? Tlyes Ino

10. If you answered yes for the previous question, please give us the name of the examination

11. On what level are you and examiner at regarding the school leaving exams?

(1 advanced level (] intermediate level

l.
In this section we are asking you about the connection between language exams (school

leaning and external) and teaching. Please indicate to what extent the following statements
are true in your case. Please note: the term language exam refers to the external language
exam(s) you prefer.

(1) not true at all (7) completely true
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12.

| know the composition and the various parts of the following exam well.

1 2 3 4 5 6 | 7

Intermediate level school leaving exam (ISLE)

Advance level school leaving exam (ASLE)

Elementary language exam (ELE)

Intermediate language exam (ELE)

Advanced language exam (ALE)

13.
14.
15.

16.

17

22

23.
24,
25.
26.
27.

28.

29.
30.

| know the task types of the following exam well.

| know the assessment criteria of the following exam well.

Preparing students for the following language exams is part of my current work as a
language teacher.

The following exam is a good source of motivation for my students. (You can indicate

more.)

. The following exams are able to assess the proficiency of my students in a reliable way.
18.
19.
20.
21.

Please list three things you change if your student fail to pass a language exam....

I discuss the requirements of the following exam with my students.

| discuss the assessment criteria of the following exam with my students.

When assessing the written performance of my students | apply the assessment criteria of

the following exam.

. When assessing the spoken performance of my students | apply the assessment criteria of

the following exam

| suggest that my students take the following exam.

The following exam provides both teachers and students with useful feedback.

The results of the following exam provide useful feedback on the work | do.

The level of difficulty of the following exams is compatible with one another.

Please, briefly describe how the above mentioned exams affect your work as a language
teacher......ccovvviieiiece

| believe a language lesson is for learning a foreign language and not for preparing for the
exam.

It is not the certificate which is important but language proficiency.

| believe it is a realistic requirement to make the possession of a language certificate an

obligatory requirement to enter higher education.

225




31.

32.

33.

Some state that if they finish the required course book before the end of the school year
they start preparing for the language exam only. Please, share your opinion regarding this
statement.

Please list the three most important aspects on the basis of which you select the course
book to use......

Please, finish the following sentence. The most important thing in language teaching is
that my students...

In this section we are asking about the environment surrounding you. Please indicate to

what extent the following statements are true in your case. Please note: the term

language exam refers to the external language exam(s) you prefer.

(1) not true at all (7) completely true

NOTE: Wherever the expression ‘following exam(s)’ is used the table below Item 34 is

applied throughout the questionnaire.

34.

Students expect us to prepare them for the following exams in a targeted way.

1 2 3 4 5 6 | 7

Intermediate level school leaving exam (ISLE)

Advance level school leaving exam (ASLE)

Elementary language exam (ELE)

Intermediate language exam (ELE)

Advanced language exam (ALE)

35.
36.

37.
38.

39.
40.

41.

42.

The parents expect my students to pass the following exam successfully.

The management of the school expect my students to pass the following exam(s)
successfully.

The expectation that my students must pass the following exam often makes me anxious.
Because of the extra credits they get in relation to entering higher education students
expect their teachers to make them able to pass the following exam(s).

Students are not interested in the following exam(s).

Parents are not interested in the following exam(s).

The results my students achieve at the following exam(s) influences the way my

colleagues judge me.

The participation of my students at the following exam(s) makes me worry.
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43. The chance that only a small number of my students will pass a language exam often
worries me.

In this section we are interested in the relationship between language exam(s) and
teacher autonomy. Please indicate to what extent the following statements are true in
your case. Please note: the term language exam refers to the external language exam(s)
you prefer.

(1) not true at all (7) completely true

44. 1 believe the following exam narrows my scope as a teacher.

45. The following exam influences WHAT 1 teach.

46. The following exam influences HOW | teach.

47. The following exam influences WHAT I teach FROM.

48. | believe | can do a lot to make my students successful at the following exam(s).
49. We use a greater part of language classes to prepare for the following exam(s).

50. The language exam, as such, affects my everyday teaching practice in the following

way... (please, write down what comes to your mind first);

V.

This section is on motivation. Please indicate to what extent the following statements are
true in your case. Please note: the term language exam refers to the external language
exam(s) you prefer.

(1) not true at all (7) completely true

51. The best thing in teaching is that | can see the development of my students.

52. 1 make a lot of effort to make my classes interesting.

53. It is important to constantly improve my professionalism.

54. 1 often feel that my everyday work does not make sense.

55. When I teach | have a feeling that I can realize myself.

56. My principals and superiors have (always) been satisfied with my work.

57. 1 believe teachers should be paid in proportion to the number of years they serve as
teachers.

58. My salary is in proportion to the work I do.

59. I am satisfied with my salary.
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V.
In this section we are asking you to judge how often the following activities take place in
your language classes.

1: never / 2: usually / 3: often / 4: very often

During language classes how often ...

60. do you speak Hungarian?

61. do you make your students work in pairs?

62. do you make your students practice grammar rules?

63. do your students translate sentences or texts?

64. are there tasks that are interesting for your students?

65. do you prepare especially for the school leaving/language exam?

66. do your students have a feeling of success?

67. do you make your students work in groups?

68. do your students speak in the target language?

69. do your students play games?

70. do your students read authentic text in the target language (e.g. newspaper article,
brochure, novel)?

71. do your students listen to authentic recordings in the target language?

72. do your students watch films/videos in the target language?

73. do your students role-play everyday situation (e.g. shopping)?

74. do your students specifically practice listening comprehension tasks?

75. do your students complete writing tasks similar to those of the school leaving/external
language exams?

76. do you use ICT tools (smart board, projector, internet)?

77. do you motivate your students by referring to the school leaving/language exam?

78. are your students worried because of the school leaving/language exam?
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79. Please indicate to what extent the following factors have influenced the way you teach.

strongly
affected

affected

somewhat
affected

did not
affect

The way | was taught.

The teaching methodology courses at university.

The way my colleagues teach.

The atmosphere in the school.

The expectations of society.

Further training courses.

The teaching practise of my mentor teacher.

The expectations of my students.

New technology (ICT, smart board, etc.)

My teaching experience.

The available course books.

Language exams.

80. What do you think the best way is to prepare for a language exam?

1 language classes in school
1 course in a language school
1 private teacher

] on your own

1 with the help of the internet

(1 staying in the target language country

81. We tried to prepare this survey the best we can. Is there anything you would like to add?
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Appendix | — Original questionnaire for students (in Hungarian)

Kedves nyelvtanulo!

E kérddivvel azt szeretnénk kideriteni, hogy milyen Osszefiiggés van a nyelvvizsgdk és az
iskolai nyelvtanulas kozott. Hogy ezt pontosabban megértsiik, arra kériink toltsd ki az alabbi
kérddivet.

A kitoltés koriilbeliil 20-25 percet vesz igénybe.

Most kérjiik vélaszolj az alabbi kérdésekre.

1. Nemed: férfi nd

2. Eletkorod: 14-18/ 19-23/ 23—

3. Ha kozépiskolaba jarsz, kériik add meg hanyadikos vagy:

4. Legmagasabb iskolai végzettséged: 8 altalanos / szakiskola, szakk6zépiskola/ gimnazium /
foiskola / egyetem /

5. Lakhelyed: falu/ vidéki varos / Budapest/ megyeszékhely

6. Kérjiik add meg, hogy az alabbi nyelvek koziil melyiken milyen szinten tudsz. Nem kell

mindenhova potty6t tenni.

Nyelv Alapfok (B1) Kozépfok (B2) Fels6fok (C1)

angol

német

francia

spanyol

orosz

7. Van-e olyan nyelv a magyaron kiviil, amelyen anyanyelvi szinten tudsz?

8. Kérjiik add meg, hogy édesanyad az alabbi nyelvek koziil melyiken milyen szinten tud. .
Nem kell mindenhova potty6t tenni.

9. Kérjiik add meg, hogy édesapad az aldbbi nyelvek koziil melyiken milyen szinten tud. .

Nem kell mindenhova pdttydt tenni.

l.
Ebben a részben arrodl kérdeziink, hogy milyen gyakran és mire hasznalod azt az idegen
nyelvet, amelyen a legjobban tudsz.

Kérjiik, jelold meg, hogy rad nézve mennyire igazak az alabbi allitasok!
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(1) egyaltalan nem igaz (2) altaldban nem igaz (3) altaldban igaz (4) teljesen igaz

10. Add meg azt az idegen nyelvet, amelyen a legjobban tudsz és jelld meg milyen birod ezt

a nyelvet. Csak egyet jelolj meg.

Nyelv Alapfok (B1) Kozépfok (B2) Felséfok (C1)

angol

német

francia

spanyol

0orosz

11. Kérjiik jelold meg, hogy melyik kategoriaba tartozol!

még nincs nyelvvizsgdm / nyelvvizsgaztam ¢€s sikeriilt / nyelvvizsgaztam, de nem sikertilt
12. Rendszeresen olvasok ezen a nyelven.

13. A nyelvvizsga 6ta nem hasznaltam ezt a nyelvet. (Amennyiben van nyelvvizsgad.)
14. Batran beszélek ezen a nyelven.

15. Jol értem a filmeket ezen a nyelven.

16. Félek, ha e nyelven kell beszélnem.

17. Rendszeresen nézek filmeket ezen a nyelven.

18. Rendszeresen hallgatok zenét ezen a nyelven.

19. Gyakran beszélgetek ezen a nyelven

20. Szinte soha nem beszélek ezen a nyelven.

21. Szeretem hasznalni ezt a nyelvet.

22. Magabiztosnak érzem magam, ha hasznalnom kell ezt a nyelvet.

23. Nem szivesen szolalok meg idegen nyelven.

24. Erdekel az e nyelvhez tartozo kultira.

25. Szeretem ennek a nyelvnek a hangzasat.

I
A kovetkez6 részben arra vagyunk kivancsiak, hogy mennyit tudsz a nyelvi érettségirdol

és a nyelvvizsgakrol.
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26. Kérjik jelold meg, hogy melyik kategoriaba tartozol! Csak akkor ugord at e részt, ha még
nem nyelvvizsgaztal.

27. Melyik nyelvbdl és milyen szinten vizsgaztal le?

28. Milyen célbol vizsgaztal? Sorold fel a harom legfontosabb célt......

29. Hogyan késziiltél fel a nyelvvizsgara: Tobbet is megjelolhetsz

Csak az | maganuton | magantanarhoz | nyelviskolai | kilfoldi Egyéb

iskolaban jartam tanfolyam munka

30. Ha a vizsga elsdre sikertilt, hogyan folytattad az adott a nyelv tanuldsat? ........................
31. A sikeres vizsgat kdvetden belekezdtél-e egy 0j nyelv tanuldsaba? ............cccceevieenen.
32. A sikertelen vizsga utan kértél-e betekintést az irasbeli tesztekbe?  igen nem
33. Ha igen, ird le hogyan hasznaltad fel az ott szerzett informaciokat?................cceeuneen.

34. Kivel beszélted meg a vizsgan elért eredményed? (tobbet is megjelolhetsz)

senkivel iskolai nyelviskolai | magantanarommal | sziileimmel barataimmal

tanarommal | tanarommal

35. Irj harom olyan dolgot, amiken véltoztattal a felkésziilésedet illetéen a vizsga utan.........

Il.

Ebben a részben a nyelvtudast méro vizsgakrol azaz a nyelvi érettségirél és a
nyelvvizsgarol lesz szo.

Kérjiik, jelold meg, hogy rad nézve mennyire igazak az alabbi dllitasok!

(1) egydltalan nem igaz (7) teljesen igaz

36. Jol ismerem az alabbi vizsgak kovetelményeit.

37. Ismerem az alabbi vizsgakon alkalmazott feladattipusokat.

38. Az alabbi vizsgakra valo felkésziilés soran sok tesztfeladatot oldok meg.
39. Az iskolai nyelvorakon hatékonyan késziiliink az aldbbi vizsgékra.

40. Szerintem az alabbi vizsgak jol mérik a diakok nyelvtudasat.

41. Az iskolai nyelvorakon megbesz¢ljiik az alabbi vizsgak kovetelményeit.
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42.
43.
44,
45.
46.
47.
48.
49,
50.
51.
52.
53.
54,
55.
56.
57.
58.
59.
60.

61

V.

Az én iskolamban a nyelvtanar az alabbi vizsgék értékelési szempontjai szerint osztalyoz.
Iskolai nyelvtanarom hatékonyan segiti felkésziilésemet az alabbi vizsgakra.

Szerintem a tanéran nyelvet kell tanulni nem pedig nyelvvizsgara késziilni.

Eleget tudok az alabbi vizsgakrol.

Az iskolédban hasznalt tankonyvek alkalmasak az alabbi vizsgakra valo felkésziilésre.

A nyelvvizsgara és a nyelvi érettségi vizsgara ugyanugy késziiliink.

Szerintem a nyelvi érettségi vizsga jol le tudja méri nyelvtudasom.

Szerintem a nyelvora nem vizsgafelkészitoé foglalkozas.

Sziileim elvarjak, hogy az aldbbi szinten legyen rendelkezzek nyelvvizsgaval

Tanaraim elvarjak, hogy az alabbi szinten legyen rendelkezzek nyelvvizsgaval

A barataim fontosnak tartjak, hogy az alabbi szinten legyen rendelkezzek nyelvvizsgaval.
Elvarom magamt6l, hogy legyen az aldbbi szinten nyelvvizsgdm.

Nem er6lkodom azon, hogy sikeres legyek az alabbi vizsgakon.

Az alabbi vizsgakra valo felkésziilés szorongassal tolt el.

Az alabbi vizsgak fontossaga szorongassal tolt el.

Ismereteim szerint az alabbi nyelvvizsgak értékelési szempontjai igazsagosak.

JO, ha a tandr az alabbi vizsgak értékelési szempontjai szerint osztalyoz.

Egyaltalan nem izgulok az alabbi vizsgak miatt.

Szerintem az alabbi vizsgak hasznos visszajelzést adnak a nyelvtudasomrol.

. Gyakran aggddom, hogy lesz-e nyelvvizsgadm.

A kovetkez6 részben arrol kérdeziink, hogy a tanérakon milyen gyakran fordulnak elé

az alabb felsorolt tevékenységek.

1: soha / 2: altalaban / 3: gyakran / 4: nagyon gyakran

A nyelvorakon milyen gyakran...

62.
63.
64.

besz¢l a tanar magyarul?
dolgoztok parban
gyakoroltok nyelvtani szabalyokat?

65.forditotok mondatokat vagy szovegeket?

66.
67.
68.

vannak szamotokra érdekes feladatok?
késziiltok kifejezetten az érettségire/nyelvvizsgara?

van sikerélményed?
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69. dolgoztok csoportmunkaban

70. beszélnek a didkok az adott idegen nyelven?

71. jatszotok nyelvi jatékokat?

72. olvastok eredeti szoveget ezen a nyelven?

73. jatszotok el mindennapi szituacidkat (pl. bevasarlas)?

74. gyakoroltok kifejezetten hallasértés teszteket?

75. alkalmaz a tanar az érettségi/nyelvvizsga feladatokhoz hasonl¢ irasbeli feladattipusokat?
76. alkalmaz a tanar az érettségi/nyelvvizsga feladatokhoz hasonl6 szobeli feladattipusokat?
77. motival benneteket a tanar a tandr a nyelvvizsgara/érettségire vald hivatkozassal?

78. tolt el szorongassal a nyelvvizsgara/érettségire vald hivatkozas?

234



Appendix J — Questionnaire for students (translated into English)

Language exams and language proficiency

Dear student. Using this questionnaire we would like to reveal what connection exists
between language exams and language learning in school. To get a deeper understanding on
this topic we would like to ask you to fill in the following questionnaire. It takes about 20-25

minutes. Please answer the following questions.

1. Your gender: I male 1 female

2. You age: 114-18 1119-23 123 -

3. If you are a secondary school student, please indicate the year you are in:

1 Language preparatory year

I ninth

Itenth

1 eleventh

1 twelfth

4. Your qualification:

1 primary school

1 secondary school

"1 secondary vocational school

1college

1 university

5. Place of residence: [ village 1town in the country 1 Budapest/
1 county town

6. Please indicate what level of proficiency you have regarding the following languages.

Language Elementary (B1) Intermediate (B2) Advanced (C1)

English

German

French

Spanish

Russian
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7. Besides Hungarian is there a language that you speak as your mother tongue?

lyes [1no

8. Please, indicate what level of proficiency your mother has regarding the following

languages.

Language

Elementary (B1)

Intermediate (B2)

Advanced (C1)

English

German

French

Spanish

Italian

Russian

Does not speak any
languages

9. Please, indicate what level of proficiency your father has regarding the following

languages.

Language

Elementary (B1)

Intermediate (B2)

Advanced (C1)

English

German

French

Spanish

Italian

Russian

Does not speak any
languages

In this section we are asking you about how often and for what you use the foreign

language can speak the best.

Please indicate to what extent the following statements are true in your case.

(1) not true at all

(2) generally not true (3) generally true (4) completely true

10. Indicate the language you know the best and the level of your proficiency. Tick one

language only.

Language

Elementary (B1)

Intermediate (B2)

Advanced (C1)

English

German
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French

Spanish

Italian

Russian

Other....

11. Please indicate the category you belong to.
1 no language exam
[1took a language exam and failed

[1took a language exam and passed

12. 1 regularly read in this language.

13. I have not used the language since my language exam. (In case you have taken an exam.)
14. 1 am not afraid to use this language.

15. 1 understand the films in this language well.

16. I worry when | have to speak in this language.
17. I regularly watch films in this language

18. I regularly listen to music in this language.

19. | frequently talk in this language.

20. I almost never speak in this language.

21. 1 like using this language.

22. | feel confident when | have to use this language.
23. 1 do not like talking in a foreign language.

24. | am interested in the culture of this language.
25. 1 like the sound of this language.

1.
In the next section we would like to know how much you know the school leaving and

the external language exams.

26. Please indicate the category you belong to.
1 no language exam

] took a language exam and failed

1took a language exam and passed

27. What language and what level did you take an exam?
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Language Early ISLE Early ASLE ELE ILE | ALE
ISLE ASLE

English

German

French

Spanish

Italian

Russian

Other....

28. Why did you take the exam? Please , list the three most important aims....

29. How did you prepare for the language exam? You can indicate more options.
‘linschool  [Jon myown []with a private teacher 1language school (] working
abroad 1 being an exchange student

30. If you passed the exam, how did you continue studying that language? ............c.c.c.......
31. What language did you start to learn after your successful exam? ...........cccccevvvevvenenne.
32. After a failed exam, did you ask for a chance to have a look at your written tests?

[Jyes [1no

34. Who did you discuss your exam results with? You can indicate more options.

1 nobody 71 my school teacher [ my language school teacher "1 my private teacher
I my parents 1 my friends

35. Please indicate three things you changed regarding your preparation after the unsuccessful

€xam.....

1.

This section is about language exams including the school leaving and the external exams.
Please indicate to what extent the following statements are true in your case.

(1) not true at all (7) completely true
NOTE: Wherever the expression ‘following exam(s)’ is used the table below Item 34 is
applied throughout the questionnaire.

36. | know the requirements of the following exams well.

1 2 3 4 5 6 | 7

Intermediate level school leaving exam (ISLE)

Advance level school leaving exam (ASLE)

Elementary language exam (ELE)
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Intermediate language exam (ELE)

Advanced language exam (ALE)

37.
38.
39.
40.
41.
42.

43.
44,

45,
46.
47.

48.

49.
50.
51.
52.
53.
54.
55.
56.
57.
58.

59.
60.

61.

| know the task types applied in the following exam.

When preparing for the following exam | complete many test tasks.

The language lessons in my school prepare us for the following exam effectively.

| believe the following exams assess the language command of students appropriately.
During the language classes in school we discuss the requirements of the following exam.
The language teachers in my school give his grades according to the assessment criteria
of the following exam.

My language teacher in school effectively assists my preparation for the following exam.
| believe that we should learn a language and not prepare for an exam during the
language lessons in school

| have enough knowledge about the following exams.

The course books we use in school are suitable for preparing us for the following exams.
We are preparing for the external language exam and for the school leaving exam in the
same way.

| believe the school leaving language exam is able to assess my language proficiency
adequately.

| believe a language lesson is not for exam preparation.

My parents expect me to pass a language exam at the following level.

My teachers expect me to pass a language exam at the following level.

My friends expect me to pass a language exam at the following level.

| expect myself to pass a language exam at the following level.

I do not make any effort to pass the following exams.

Preparing for the following exams makes me anxious.

The importance of the following exams makes me anxious.

As far as | know the assessment criteria of the following exams are fair.

It is good if the teacher gives grades according to the assessment criteria of the following
exams.

| am not worried at all because of the following exams.

| believe the following exams provide me with useful feedback regarding my language
proficiency.

| often worry whether | can pass a language exam.
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V.
In this section we are asking you to judge how often the following activities take place in
your language classes.

1: never/ 2:usually/  3:often/ 4: very often

During language classes how often ...

62. does your teacher speak in Hungarian?

63. do you work in pairs?

64. does you teacher make you practice grammar rules?

65. do you translate sentences or texts?

66. are there tasks that are interesting for you?

67. do you prepare especially for the school leaving/language exam?

68. do you have a feeling of success?

69. do you work in groups?

70. do you speak in the target language?

71. do you play games?

72. do you read authentic texts in the target language?

73. do you role-play everyday situation (e.g. shopping)?

74. do you specifically practice listening comprehension tasks?

75. does the teacher apply written task types similar to those of the various language exams?
76. does the teacher apply spoken task types similar to those of the various language exams?
77. does the teacher motivate you by referring to the language exams?

78. does the reference to the language exams generate anxiety in you?
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Appendix K

Descriptive statistics of washback factors as assessed by teachers

Beliefs ISLE Beliefs_ASLE Beliefs_ELE Beliefs_ILE Beliefs_ALE
N| Valid 172 172 172 172 172
Missing 0 0 0 0 0
Mean , 7317 ,6916 ,4303 , 7463 ,6615
Median ,7302 ,7143 4127 ,7619 ,6825
Mode 71 ,75 41 ,78 ,78
Std. Deviation ,11196 ,13203 ,15804 ,11054 ,15922
Variance ,013 ,017 ,025 ,012 ,025
Range ,62 ,68 76 ,57 73
Anxiety ISLE Anxiety ASLE | Anxiety ELE Anxiety ILE | Anxiety ALE
N| Valid 172 172 172 172 172
Missing 0 0 0 0 0
Mean ,3762 ,3895 ,2746 ,4097 ,3757
Median ,2857 ,3333 ,2381 ,3571 ,3333
Mode 14 14 14 14 14
Std. Deviation ,22838 ,22664 ,14804 ,24626 ,21761
Variance ,052 ,051 ,022 ,061 ,047
Range ,86 ,86 ,81 ,86 ,86
Knowledge of te | Knowledge of | Knowledge of | Knowledge of | Knowledge of

st ISLE test ASLE test ELE _test ILE _test ALE
N| Valid 172 172 172 172 172
Missing 0 0 0 0 0
Mean ,9834 ,9266 ,6866 ,9266 ,8441
Median 1,0000 1,0000 ,7619 1,0000 ,9524
Mode 1,00 1,00 1,00 1,00 1,00
Std. Deviation ,05973 ,13531 ,30757 ,12223 ,19919
Variance ,004 ,018 ,095 ,015 ,040
Range ,57 ,76 ,86 ,62 ,86
Ways of assess | Ways_of asses | Ways of asses | Ways of ass | Ways_of asse

ment_ISLE sment_ASLE sment_ELE essment_ILE | ssment ALE
N| Valid 172 172 172 172 172
Missing 0 0 0 0 0
Mean ,9252 ,8090 ,3924 ,8590 ,6645
Median 1,0000 ,8929 ,1786 ,8929 , 7143
Mode 1,00 1,00 14 1,00 1,00
Std. Deviation ,12019 ,22803 ,31073 ,16956 ,29563
Variance ,014 ,052 ,097 ,029 ,087
Range ,86 ,86 ,86 75 ,86

Exp_of_students
_ISLE

Exp_of student
s ASLE

Exp_of_student
s ELE

Exp_of stude
nts_ILE

Exp_of studen
ts_ALE

N| Valid

172

172

172

172

172
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| Missing 0 0 0 0 0
Mean ,8499 , 7705 ,3173 ,8480 ,6251
Median ,9048 ,8095 ,1905 ,9048 ,6190
Mode 1,00 1,00 14 1,00 1,00
Std. Deviation ,16278 ,22582 ,21796 ,17106 ,25301
Variance ,026 ,051 ,048 ,029 ,064
Range ,67 ,86 ,86 76 ,86

Exp_of parents | Exp_of parents | Exp_of parents | Exp_of paren | Exp_of parent
ISLE _ASLE _ELE ts ILE s ALE
N| Valid 172 172 172 172 172
Missing 0 0 0 0 0
Mean ,9419 ,8023 ,3713 ,8883 ,6723
Median 1,0000 ,8571 ,2143 1,0000 , 7143
Mode 1,00 1,00 ,14 1,00 1,00
Std. Deviation 11741 ,20661 ,26441 , 17635 ,25607
Variance ,014 ,043 ,070 ,031 ,066
Range ,57 ,86 ,86 ,86 ,86
Exp_of school A| Exp_of school | Exp_of school | Exp_of schoo | Exp_of school
SLE _ISLE _ELE | ILE _ALE
N| Valid 172 172 172 172 172
Missing 0 0 0 0 0
Mean 7944 ,8754 ,2994 ,8335 ,6732
Median ,8571 ,9286 ,1429 ,8571 ,7143
Mode 1,00 1,00 14 1,00 1,00
Std. Deviation ,23611 ,15418 ,24904 ,20886 ,26793
Variance ,056 ,024 ,062 ,044 ,072
Range ,86 71 ,86 ,86 ,86
Teacher Teacher Teacher

Teacher autonomy_ASL Teacher autonomy_IL | autonomy_ AL

autonomy_ISLE E autonomy ELE E E
N| Valid 172 172 172 172 172
Missing 0 0 0 0 0
Mean ,7540 ,6599 ,3387 , 7064 ,5714
Median , 7857 ,6905 ,2857 , 7381 ,6190
Mode ,86 ,76 14 71 ,14%
Std. Deviation ,15236 ,17869 ,20085 ,15806 ,21313
Variance ,023 ,032 ,040 ,025 ,045
Range ,86 ,86 ,86 ,86 ,83
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Paired Samples T-test regarding the differences in the teachers’ answers with respect to the

Appendix L

exam types
‘ Beliefs / attitudes ] ‘
Paired Samples Test
Paired Differences t df | Sig. (2-
tailed)
Mean Std. Std. Error 95% Confidence Interval of the
Deviation Mean Difference
Lower Upper
Pair | Beliefs_ISLE - Beliefs_ ASLE 2,52907 7,93720 0,60521 1,33443 3,72371 4,179| 17 0,000
1 1
Paired Differences t df | Sig. (2-
tailed)
Mean Std. Std. Error 95% Confidence Interval of the
Deviation Mean Difference
Lower Upper
Pair | Beliefs_ASLE - Beliefs_ILE -3,44767 6,70451 0,51121 -4,45678 -2,43857 | -6,744| 17 0,000
1 1
Paired Differences t df | Sig. (2-
tailed)
Mean Std. Std. Error 95% Confidence Interval of the
Deviation Mean Difference
Lower Upper
Pair | Beliefs_ILE - Beliefs_ISLE 0,91860 6,19321 0,47223 -0,01354 1,85075 1,945 17 0,053
1 1
Anxiety
Paired Differences t df | Sig. (2-
tailed)
Mean Std. Std. Error 95% Confidence Interval of the
Deviation Mean Difference
Lower Upper
Pair | Feelings_ISLE - -0,27907 2,75575 0,21012 -0,69384 0,13570| -1,328| 17 0,186
1 Feelings_ASLE 1
Paired Differences t df | Sig. (2-
tailed)
Mean Std. Std. Error 95% Confidence Interval of the
Deviation Mean Difference
Lower Upper
Pair | Feelings_ISLE - -0,70349 2,71004 0,20664 -1,11138 -0,29560 | -3,404 | 17 0,001
1 Feelings_ILE 1
Paired Differences t df | Sig. (2-
tailed)
Mean Std. Std. Error 95% Confidence Interval of the
Deviation Mean Difference
Lower Upper
Pair | Feelings_ASLE - -0,42442 2,05767 0,15690 -0,73412 -0,11472| -2,705| 17 0,008
1 Feelings_ILE 1
Test knowledge
Paired Differences t df | Sig. (2-
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tailed)

Mean Std. Std. Error 95% Confidence Interval of the
Deviation Mean Difference
Lower Upper
Pair | Knowledge_of test ISLE - 1,19186 2,54856 0,19433 0,80827 1,57545 6,133 | 17 0,000
1 Knowledge_of test ASLE 1
Paired Differences t df | Sig. (2-
tailed)
Mean Std. Std. Error 95% Confidence Interval of the
Deviation Mean Difference
Lower Upper
Pair | Knowledge_of test ISLE - 1,19186 2,49288 0,19008 0,81665 1,56707 6,270 | 17 0,000
1 Knowledge_of_test_ILE 1
Paired Differences t df | Sig. (2-
tailed)
Mean Std. Std. Error 95% Confidence Interval of the
Deviation Mean Difference
Lower Upper
Pair | Knowledge_of_test ASLE - 0,00000 3,10065 0,23642 -0,46668 0,46668 0,000 | 17 1,000
1 Knowledge_of_test_ILE 1
Assessment
Paired Differences t df | Sig. (2-
tailed)
Mean Std. Std. Error 95% Confidence Interval of the
Deviation Mean Difference
Lower Upper
Pair | Ways_of _assessment_ISLE 3,25581 6,46029 0,49259 2,28347 4,22816 6,610 | 17 0,000
1 - 1
Ways_of_assessment_ASLE
Paired Differences t df | Sig. (2-
tailed)
Mean Std. Std. Error 95% Confidence Interval of the
Deviation Mean Difference
Lower Upper
Pair | Ways_of assessment_ISLE 1,85465 4,94849 0,37732 1,10985 2,59945 4,915| 17 0,000
1 - Ways_of_assessment_ILE 1
Paired Differences t df | Sig. (2-
tailed)
Mean Std. Std. Error 95% Confidence Interval of the
Deviation Mean Difference
Lower Upper
Pair | Ways_of_assessment_ASLE -1,40116 6,43879 0,49095 -2,37027 -0,43205| -2,854| 17 0,005
1 - Ways_of_assessment_ILE 1
Teacher autonomy
Paired Differences t df | Sig. (2-
tailed)
Mean Std. Std. Error 95% Confidence Interval of the
Deviation Mean Difference
Lower Upper |
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Pair | Teacher autonomy_ISLE - 3,95349 7,92274 0,60410 2,76103 5,14595 6,544 | 17 0,000
1 Teacher autonomy_ASLE 1
Paired Differences t df | Sig. (2-
tailed)
Mean Std. Std. Error 95% Confidence Interval of the
Deviation Mean Difference
Lower Upper
Pair | Teacher autonomy_ISLE - 2,00000 5,99903 0,45742 1,09708 2,90292 4,372 | 17 0,000
1 Teacher autonomy_ILE 1
Paired Differences t df | Sig. (2-
tailed)
Mean Std. Std. Error 95% Confidence Interval of the
Deviation Mean Difference
Lower Upper
Pair | Teacher autonomy_ASLE - -1,95349 7,39671 0,56399 -3,06677 -0,84020 | -3,464 | 17 0,001
1 Teacher autonomy_ILE 1
Student expectations
Paired Differences t df | Sig. (2-
tailed)
Mean Std. Std. Error 95% Confidence Interval of the
Deviation Mean Difference
Lower Upper
Pair | Exp_of_students_ISLE - 1,66860 4,86310 0,37081 0,93665 2,40056 4,500 | 17 0,000
1 Exp_of_students_ASLE 1
Paired Differences t df | Sig. (2-
tailed)
Mean Std. Std. Error 95% Confidence Interval of the
Deviation Mean Difference
Lower Upper
Pair | Exp_of_students_ISLE - 0,04070 3,55961 0,27142 -0,49506 0,57646 0,150 | 17 0,881
1 Exp_of_students_ILE 1
Paired Differences t df | Sig. (2-
tailed)
Mean Std. Std. Error 95% Confidence Interval of the
Deviation Mean Difference
Lower Upper
Pair | Exp_of_students_ISLE - 1,66860 4,86310 0,37081 0,93665 2,40056 4,500 | 17 0,000
1 Exp_of_students_ASLE 1
Parent expectations
Paired Differences t df | Sig. (2-
tailed)
Mean Std. Std. Error 95% Confidence Interval of the
Deviation Mean Difference
Lower Upper
Pair | Exp_of_parents_ISLE - 1,95349 2,85480 0,21768 1,52381 2,38317 8,974 | 17 0,000
1 Exp_of_parents_ASLE 1
Paired Differences t df | Sig. (2-
tailed)
Mean Std. Std. Error 95% Confidence Interval of the
Deviation Mean Difference
Lower Upper
Pair | Exp_of _parents_ISLE - 0,75000 2,03227 0,15496 0,44412 1,05588 4,840 | 17 0,000
1 Exp_of parents_ILE 1

245




Paired Differences t df | Sig. (2-
tailed)
Mean Std. Std. Error 95% Confidence Interval of the
Deviation Mean Difference
Lower Upper
Pair | Exp_of_parents_ASLE - -1,20349 2,57732 0,19652 -1,59140 -0,81557| -6,124| 17 0,000
1 Exp_of parents_ILE 1
School expectations
Paired Differences t df | Sig. (2-
tailed)
Mean Std. Std. Error 95% Confidence Interval of the
Deviation Mean Difference
Lower Upper
Pair | Exp_of_school_ISLE - 1,13372 2,83661 0,21629 0,70678 1,56066 5,242 | 17 0,000
1 Exp_of_school_ASLE 1
Paired Differences t df | Sig. (2-
tailed)
Mean Std. Std. Error 95% Confidence Interval of the
Deviation Mean Difference
Lower Upper
Pair | Exp_of_school_ISLE - 0,58721 2,29376 0,17490 0,24197 0,93245 3,357 | 17 0,001
1 Exp_of_school_ILE 1
Paired Differences t df | Sig. (2-
tailed)
Mean Std. Std. Error 95% Confidence Interval of the
Deviation Mean Difference
Lower Upper
Pair | Exp_of_school ASLE - -0,54651 2,56224 0,19537 -0,93216 -0,16087 | -2,797 | 17 0,006
1 Exp_of_school_ILE 1
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Ap

pendix M

Results of the ANOVA analysis for the connection between exam types and
languages taught

ISLE - Intermediate
level school leaving
exam
Report
Belief | Feelin | Ways_of _a | Knowledge | Exp_of st | Exp_of p | Exp_of s | Ways_of _
s_ISL| gs_IS | ssessment | _of test IS | udents_| |arents_IS | chool_IS | teaching_|
Languages E LE _ISLE LE SLE LE LE SLE
English Mean HHH# | 7,524 25,7573 20,5340 18,0583 | 13,1942 | 12,2816 31,3204
# 3
N 103 103 103 103 103 103 103 103
Std. HHHH | HHHH 3,65542 1,54549 | 3,46361| 1,63334| 2,04085 6,59354
Deviation # #
German Mean #H#H# | 8,655 26,6207 20,7931 18,5172 | 13,3448 | 12,4138 33,1034
# 2
N 29 29 29 29 29 29 29 29
Std. HHHH | HHHH 2,30549 0,61987 2,78543 | 1,67494| 2,06185 5,97223
Deviation # #
Other Mean #HH#H# | 8,325 25,7750 20,8500 16,8250 | 13,0500 | 12,0750 31,5250
languages # 0
N 40 40 40 40 40 40 40 40
Std. HHHH | HHHHH 3,23036 0,53349| 3,57260| 1,67867| 2,53577 6,19341
Deviation # #
Total Mean #H#H# | 7,901 25,9070 20,6512 17,8488 | 13,1860 | 12,2558 31,6686
# 2
N 172 172 172 172 172 172 172 172
Std. HHHH | HHHHH 3,36521 1,25440 | 3,41828| 1,64378| 2,15855 6,39906
Deviation # #
ANOVA Table
Sum of Mean
Squares df Square F Sig.
Beliefs_ISL | Between | (Combine 41,395 2 20,698 | 0,413 0,662
E* Groups | d)
Languages Myithin Groups HHtH 169 50,094
Total S 171
Feelings_| | Between |(Combine 38,304 2 19,152 | 0,831 0,437
SLE * Groups | d)
Languages Mithin Groups HHtH 169 23,047
Total S 171
Ways_of_a | Between | (Combine 17,777 2 8,889 | 0,783 0,459
ssessment | Groups | d)
_ISLE™ " FWithin Groups FrSTETET 169 11,353
Languages
Total T 171
Knowledge | Between | (Combine 3,580 2 1,790| 1,139 0,322
_of test IS | Groups |d)
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LE * Within Groups L 169 1,571
Languages I Er—— 171
Exp_of_stu | Between |(Combine 59,403 2 29,701 | 2,589 0,078
dents_ISL | Groups |d)
Ex Within Groups S 169 11,471
Languages
Total HittHHH 171
Exp_of pa |Between |(Combine 1,478 2 0,739| 0,271 0,763
rents_ISLE | Groups | d)
* Within Groups HHHHEHH 169 2,725
Languages
Total L 171
Exp_of_sc |Between |(Combine 2,100 2 1,050| 0,223 0,800
hool_ISLE | Groups |d)
N Within Groups e 169 4,702
Languages
Total L 171
Ways_of t | Between | (Combine 73,019 2 36,509 | 0,890 0,412
eaching_IS | Groups | d)
LE* Within Groups HHH 169 41,001
Languages
Total B 171
ASLE - Advanced
level school leaving
exam
Report
Belief | Feelin | Knowledge | Ways_of_a | Exp_of_st | Exp_of p | Exp_of_s | Ways_of
s_AS| gs_A | _of test A | ssessment_ | udents_A | arents_A | chool_A | teaching_
Languages LE SLE SLE ASLE SLE SLE SLE ASLE
English Mean #i### | 8,087 19,4757 22,8738 16,4466 | 11,2718| 11,4951 28,1553
# 4
N 103 103 103 103 103 103 103 103
Std. HtHH | HiHH 2,77893 6,21775| 4,39413| 2,66861| 2,85215 7,03459
Deviation # #
German Mean #HHH# | 7,931 19,1724 20,7931 15,7931| 10,7931| 10,5862 27,7931
# 0
N 29 29 29 29 29 29 29 29
Std. HtHH | HiHH 2,70012 7,16828 | 4,76879| 3,05169| 3,87775 7,36487
Deviation # #
Other Mean #HH# | 8,600 19,6250 23,4250 | 15,7750 11,4500| 10,5500 26,5250
languages # 0
N 40 40 40 40 40 40 40 40
Std. | HiHHH 3,14347 6,11802 | 5,59527| 3,34319| 3,86271 8,75298
Deviation # #
Total Mean #HH# | 8,180 19,4593 22,6512 | 16,1802 11,2326| 11,1221 27,7151
# 2
N 172 172 172 172 172 172 172 172
Std. | HiHHH 2,84154 6,38486 | 4,74213| 2,89252| 3,30553 7,50479
Deviation # #
ANOVA Table
Sum of Mean
Squares df Square F Sig.
Beliefs_A | Between (Combined) 15,409 2 7,705( 0,110 0,896
SLE * Groups
Languag  ithin Groups #tH | 169 69,910
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es Total #1711
Feelings | Between (Combined) 9,737 2 4,869 | 0,213 0,808
_ASLE * | Groups
'éi‘”guag Within Groups #H | 169 22,862
Total #1711
Knowled | Between (Combined) 3,513 2 1,756 | 0,216 0,806
ge_of _te | Groups
SLASLE I'Within Groups w169 8,149
Languag | Total HHH#HE | 171
es
Ways_of | Between (Combined) S 2 64,588 | 1,595 0,206
_assess | Groups
mentAS [Within Groups HiHH | 169 40,485
Languag | Total HHH#AHE | 171
es
Exp_of_s | Between (Combined) 18,223 2 9,111 | 0,402 0,669
tudents_ | Groups
ASLE ™ N\within Groups | 169 22,646
Languag
es Total #1711
Exp_of p [ Between [ (Combined) 7,651 2 3,825 0,454 0,636
arents_A | Groups
SLE™  "Within Groups | 169 8,420
Languag
es Total #1711
Exp_of_s | Between (Combined) 35,754 2 17,877 | 1,649 0,195
chool_AS | Groups
LE* Within Groups | 169 10,844
Languag
es Total st | 171
Ways_of | Between (Combined) 76,793 2 38,396 | 0,679 0,508
_teachin | Groups
9_ASLE  'Within Groups HitHE | 169 56,534
Languag | Total #1711
es
ILE -
Intermediate
language exam
Report
Feelin | Knowledge | Ways_of_a | Exp_of_st | Exp_of p | Exp_of s | Ways_of
Belief | gs_IL | _of test IL | ssessment_ | udents_IL | arents_IL | chool_IL | teaching_|
Languages s_ILE E E ILE E E E LE
English Mean #Hit## | 8,436 19,6699 24,5728 18,0388 | 12,5534 | 12,0485 29,9126
# 9
N 103 103 103 103 103 103 103 103
Std. HHHH | B 2,48284 4,26017 | 3,25974| 2,30400( 2,41879 6,22945
Deviation # #
German Mean ##HE | 9,172 19,8276 23,3793 | 18,2069 | 12,3448 | 11,9655 31,0690
# 4
N 29 29 29 29 29 29 29 29
Std. i | T 1,96521 4,83598 | 3,48855| 2,55337| 2,83452 5,49630
Deviation # #
Other Mean #it# | 8,625 18,6500 23,2000 | 16,9250 12,2000| 10,4750 28,0250
languages # 0
N 40 40 40 40 40 40 40 40
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Std. HHHHE | #HHHHH 3,01747 5,72534 | 4,35824| 2,83928| 3,80949 | 8,10346
Deviation # #
Total Mean #it# | 8,604 19,4593 24,0523 | 17,8081 | 12,4360| 11,6686| 29,6686
# 7
N 172 172 172 172 172 172 172 172
Std. HHHHE | HHHHH 2,56690 4,74775| 3,59228| 2,46887| 2,92410| 6,63859
Deviation # #
ANOVA Table
Sum of Mean
Squares df Square F Sig.
Beliefs_| | Between (Combined) JLELEHE 2 81,409 1,692 | 0,187
LE * Groups
'éi”g“ag Within Groups w169 48,107
Total e 171
Feelings | Between (Combined) 12,264 2 6,132 0,227 | 0,797
_ILE* Groups
'ég”g“ag Within Groups w169 | 26,087
Total e 171
Knowled | Between (Combined) 34,700 2 17,350 2,685| 0,071
ge_of_te | Groups
st_ILE * =
Within Groups e 169 6,462
Languag
es Total Y 171
Ways_of | Between (Combined) 70,098 2 35,049 1,565| 0,212
_assess | Groups
ment_ILE Mwithin Groups | 169| 22,393
Languag | Total ERRE 171
es
Exp_of_s | Between (Combined) 41,290 2 20,645 1,611| 0,203
tudents_| | Groups
LE* Within Groups WA | 169 12,813
Languag
es Total HHHHHE 171
Exp_of_p | Between (Combined) 3,888 2 1,944 0,316 | 0,729
arents_IL | Groups
= Within Groups WA | 169 6,144
Languag
es Total HHHHHH 171
Exp_of_s | Between (Combined) 74,413 2 37,206 4,531| 0,012
chool_IL | Groups
E* Within Groups s | 169 8,211
Languag
es Total B 171
Ways_of | Between (Combined) it 2 85,530 1,963 | 0,144
_teachin | Groups
9_ILE*  MWwithin Groups w169 | 43,580
Languag
es Total B 171
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Appendix N

factors (predictors)

Dependent variable: traditional language teaching approach

Regression analysis for classroom practice (dependent variable) and washback

ISLE
Model Standardized Coefficients Sig. Correlations
Beta Zero- VIF Beta*r*100
order
2 (Constant) 0,000
Anxiety ISLE 0,332 0,000 0,345 1,006 | 11,4591383
RESOURCES_MATERIALS 0,173 0,016 0,199 1,006 | 3,42649052
14,8856288
ASLE
Model Standardized Coefficients Sig. Correlations
Beta Zero- VIF Beta*r*100
order
3 (Constant) 0,000
Ways_of _assessment_ASLE -0,279 0,000 -0,313 1,027 | 8,73677818
Anxiety ASLE 0,191 0,008 0,247 1,030 | 4,70850448
RESOURCES_MATERIALS 0,183 0,010 0,199 1,003 | 3,63315571
17,0784384
ILE
Model Standardized Coefficients Sig. Correlations
Beta Zero- VIF Beta*r*100
order
3 (Constant) 0,000
Knowledge_of test ILE -0,265 0,000 -0,315 1,042 | 8,34381059
Anxiety ILE 0,246 0,001 0,272 1,009 | 6,71180718
RESOURCES_MATERIALS 0,150 0,036 0,199 1,033 | 2,97780363
18,0334214
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Dependent variable: Communicative language teaching approach

ISLE \ \
Model Standardized Coefficients Sig. Correlations
Beta Zero- VIF Beta*r*100
order
1 (Constant) ,000
Anxiety ISLE -,314 ,000 -,314 1,000] 9,86856779
ASLE
Model Standardized Coefficients Sig. Correlations
Beta Zero- VIF Beta*r*100
order
2 (Constant) ,000
Beliefs_ASLE ,224 ,003 ,244 1,016] 5,48230649
Anxiety ASLE -,158 ,034 -,187 1,016] 2,95631075
8,43861724
ILE
Model Standardized Coefficients Sig. Correlations
Beta Zero- VIF Beta*r*100
order
3 (Constant) ,000
Ways_of_assessment_ILE ,143 ,066 ,213 1,115 3,050238
Anxiety ILE -,194 ,009 -,209 1,024 4,06012876
Exp_of parents_ILE ,153 ,047 ,188 1,096] 2,88230492
9,99267168
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Dependent variable: Exam-focused language teaching approach

ISLE | |
Model Standardized Coefficients Sig. Correlations
Beta Zero- VIF Beta*r*100
order
3 (Constant) 0,000
Exp_of_school_ISLE 0,309 0,000 0,267 1,076 | 8,24836641
RESOURCES_MATERIALS 0,216 0,003 0,211 1,006 | 4,56782113
Anxiety ISLE -0,184 0,014 -0,085 1,081 | 1,55797252
14,3741601
ASLE |
Model Standardized Coefficients Sig. Correlations
Beta Zero- VIF Beta*r*100
order
3 (Constant) 0,000
Beliefs EE 0,300 0,000 0,395 1,383 11,857
RESOURCES_MATERIALS 0,209 0,002 0,211 1,010 4,404
Teacher autonomy_EE 0,195 0,015 0,365 1,387 7,118
23,378
ILE
Model Standardized Coefficients Sig. Correlations
Beta Zero- VIF Beta*r*100
order
3 (Constant) 0,000
Exp_of_students_ILE 0,296 0,000 0,384 1,299 | 11,3573107
RESOURCES_MATERIALS 0,212 0,002 0,211 1,002 | 4,47518376
Teacher autonomy_ILE 0,179 0,023 0,314 1,299 | 5,62161473
21,4541092
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Appendix O

Regression analysis for classroom practice (dependent variable) and washback

factors and ID variables (predictors)

Dependent variable: traditional language teaching approach

ISLE | |
Model Standardized Coefficients Sig. Correlations
Beta Zero-order VIF Beta*r*100
6 (Constant) ,029
Intrinsic_motivation 271 ,000 372 1,206 10,078455
FURTHER_TRAINING_COURSES ,268 ,000 ,266 1,189 7,1097133
Anxiety ISLE -,199 ,006 -,314 1,203] 6,2652684
Extrinsic_motivation -,158 ,028 -,063 1,225] 0,9898557
TEACHING_EXPERIENCE 173 ,009 ,202 1,033 3,4937791
Budapest_ref_county ,136 ,047 228 1,102| 3,0925336
a. Dependent Variable: CP_communicative 31,029605
ASLE
Model Standardized Coefficients Sig. Correlations
Beta Zero-order VIF Beta*r*100
6 (Constant) ,358
Intrinsic_motivation ,300 ,000 372 1,141) 11,154905
FURTHER_TRAINING_COURSES ,229 ,002 ,266 1,200) 6,0743414
Extrinsic_motivation -,171 ,018 -,063 1,216 1,0710145
TEACHING_EXPERIENCE ,181 ,007 ,202 1,038] 3,6473518
Budapest_ref_county ,182 ,008 ,228 1,0701 4,1413941
Beliefs_ASLE ,150 ,031 244 1,109] 3,6585274
29,747534
ILE
Model Standardized Coefficients Sig. Correlations
Beta Zero-order VIF Beta*r100
6 (Constant) ,392
Intrinsic_motivation ,300 ,000 372 1,1241 11,135876
FURTHER_TRAINING_COURSES ,253 ,000 ,266 1,180 6,7295811
Extrinsic_motivation -,168 ,020 -,063 1,2181 1,0514412
TEACHING_EXPERIENCE 172 ,010 ,202 1,032 3,462957
Budapest_ref_county ,192 ,005 ,228 1,082] 4,3858722
Ways_of _assessment_ILE ,167 ,014 ,213 1,073 3,558374
30,324102
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Dependent variable: communicative language teaching approach

ISLE
Model Standardized Coefficients Sig. Correlations
Beta Zero-order VIF Beta*r100
6 (Constant) ,029
Intrinsic_motivation 271 ,000 372 1,206] 10,078455
FURTHER_TRAINING_COURSES ,268 ,000 ,266 1,189 7,1097133
Anxiety ISLE -,199 ,006 -,314 1,203] 6,2652684
Extrinsic_motivation -,158 ,028 -,063 1,225] 0,9898557
TEACHING_EXPERIENCE 173 ,009 ,202 1,033 3,4937791
Budapest_ref_country ,136 ,047 228 1,102| 3,0925336
a 31,029605
ASLE
Model Standardized Coefficients Sig. Correlations
Beta Zero-order VIF Beta*r100
6 (Constant) ,358
Intrinsic_motivation ,300 ,000 372 1,141) 11,154905
FURTHER_TRAINING_COURSES ,229 ,002 ,266 1,200 6,0743414
Extrinsic_motivation -,171 ,018 -,063 1,216 1,0710145
TEACHING_EXPERIENCE ,181 ,007 ,202 1,038] 3,6473518
Budapest_ref_country ,182 ,008 ,228 1,0701 4,1413941
Beliefs_ASLE ,150 ,031 244 1,109] 3,6585274
29,747534
ILE
Model Standardized Coefficients Sig. Correlations
Beta Zero-order VIF Beta*r100
6 (Constant) ,392
Intrinsic_motivation ,300 ,000 372 1,1241 11,135876
FURTHER_TRAINING_COURSES ,253 ,000 ,266 1,180 6,7295811
Extrinsic_motivation -,168 ,020 -,063 1,2181 1,0514412
TEACHING_EXPERIENCE 172 ,010 ,202 1,032 3,462957
Budapest_ref_country ,192 ,005 ,228 1,0821 4,3858722
Ways_of_assessment_ILE ,167 ,014 ,213 1,073 3,558374
30,324102
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Dependent variable: exam-focused language teaching approach

ISLE |
Model Standardized Coefficients Sig. Correlations
Beta Zero-order VIF Beta*r100
3 (Constant) ,000
Exp_of_school_ISLE ,309 ,000 ,267 1,076 8,2483664
RESOURCES_MATERIALS ,216 ,003 ,211 1,006) 4,5678211
Feelings_ISLE -,184 ,014 -,085 1,081 1,5579725
a. Dependent Variable: CP_exam_focused 14,37416
ASLE
Model Standardized Coefficients Sig. Correlations
Beta Zero-order VIF Beta*r*100
3 (Constant) ,000
Beliefs_ASLE ,300 ,000 ,395 1,383 11,856592
RESOURCES_MATERIALS ,209 ,002 211 1,010] 4,4040589
Teacher autonomy_ASLE ,195 ,015 ,365 1,387 7,1177852
a. Dependent Variable: CP_exam_focused 23,378436
ILE
Model Standardized Coefficients Sig. Correlations
Beta Zero-order VIF Beta*r*100
3 (Constant) ,000
Exp_of_students_ILE ,296 ,000 ,384 1,299 11,357311
RESOURCES_MATERIALS ,212 ,002 211 1,002) 4,4751838
Teacher autonomy_ILE ,179 ,023 314 12991 5,6216147
a. Dependent Variable: CP_exam_focused 21,454109
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Appendix P

Descriptive statistics of washback factors as assessed by students

Statistics
Knowledge_about_test ISLE | Knowledge about test A | Knowledge about test ILE
SLE
N Valid 423 423 423
Missing 0 0 0
Mean 0,8185 0,6980 0,8795
Median 0,9048 0,7619 1,0000
Mode 1,00 1,00 1,00
Std. Deviation 0.23005 0,2679 0,18914
Variance 0,053 0,072 0,036
Range 0,86 0,86 0,86
Statistics
Think_about_test ISLE Think_about_test ASLE Think_about_test_ILE
N Valid 423 423 423
Missing 0 0 0
Mean 0,6851 0,7128 0,7276
Median 0,6786 0,7500 0,7500
Mode 0,64 0,86 0,86
Std. Deviation 0,20326 0,19890 0,18958
Variance 0,041 0,040 0,036
Range 0,86 0,86 0,86
Statistics
Exp_towards_assessment IS | Exp_towards_assessment | Exp_towards_assessment_|
LE _ASLE LE
N Valid 423 423 423
Missing 0 0 0
Mean 0,7373 0,6064 0,6341
Median 0,8095 0,6190 0,6190
Mode 1,00 43a 0,43
Std. Deviation 0,23728 0,25027 0,24485
Variance 0,056 0,063 0,060
Range 0,86 0,86 0,86
Statistics
Student_rel_exp_ISLE Student_rel_exp_ASLE Student_rel_exp_ILE
N Valid 423 423 423
Missing 0 0 0
Mean 0,7473 0,5944 0,7631
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Median 0,8286 0,6000 0,8286
Mode 1,00 0,31 0,83
Std. Deviation 0,22146 0,23685 0,19795
Variance 0,049 0,056 0,039
Range 0,86 0,86 0,86
Statistics
Anxiety ISLE Anxiety ASLE Anxiety ILE

N Valid 407 407 407

Missing 16 16 16
Mean 0,4750 0,5140 0,4903
Median 0,4643 0,5000 0,4643
Mode 0,14 0,14 0,14
Std. Deviation 0,25431 0,25873 0,25418
Variance 0,065 0,067 0,065
Range 0,86 0,86 0,86
Statistics

Att_tow_learning_ISLE Att_tow_learning_ASLE Att_tow_learning_ILE

N Valid 423 423 423

Missing 0 0 0
Mean 0,6774 0,6774 0,6774
Median 0,7143 0,7143 0,7143
Mode 0,76 0,76 0,76
Std. Deviation 0,17607 0,17607 0,17607
Variance 0,031 0,031 0,031
Range 0,86 0,86 0,86
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Appendix Q

Paired Samples T-test regarding the differences in the students’ answers with respect to the
exam types

what students think about the
test
Paired Differences
95% Confidence Sig.
Std. Std. Interval of the (2-
Deviatio | Error Difference tailed
Mean n Mean Lower Upper t df )
Pai | Think_about_test_ISLE - -1 2,90761| 0,1413 - -| -5,485| 420,000
r1 |Think_about_test ASLE 0,77541 7| 1,05330 | 0,49753 2
Paired Differences
95% Confidence Sig.
Std. Std. Interval of the (2-
Deviatio | Error Difference tailed
Mean n Mean Lower Upper t df )
Pai | Think_about_test_ISLE - -| 2,99664 | 0,1457 - -| -8,178 | 42| 0,000
r1 |Think_about_test ILE 1,19149 0| 1,47788 | 0,90510 2
Paired Differences
95% Confidence Sig.
Std. Std. Interval of the (2-
Deviatio | Error Difference tailed
Mean n Mean Lower Upper t df )
Pai | Think_about_test ASLE - -| 3,12032| 0,1517 - -| -2,742| 420,006
r1 |Think_about_test ILE 0,41608 2| 0,71429| 0,11786 2
What students know about the test
Paired Differences
95% Confidence Sig.
Std. Std. Interval of the (2-
Deviatio | Error Difference tailed
Mean n Mean Lower Upper t df )
Pai | Knowledge_about_test ISLE - 2,53191 | 4,02284 | 0,1956 | 2,14745| 2,91638 | 12,945| 42| 0,000
r1 | Knowledge about_test ASLE 0 2
Paired Differences
95% Confidence Sig.
Std. Std. Interval of the (2-
Deviatio | Error Difference tailed
Mean n Mean Lower Upper t df )
Pai | Knowledge_about_test ISLE - -| 3,75920 | 0,1827 - -| -7,010| 420,000
rl1 | Knowledge_about test ILE 1,28132 8| 1,64059| 0,92205 2
Paired Differences
95% Confidence Sig.
Std. Std. Interval of the (2-
Deviatio | Error Difference tailed
Mean n Mean Lower Upper t df )
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Pai | Knowledge_about_test ASLE - -| 4,90967 | 0,2387 - - -| 420,000
rl1 | Knowledge about test ILE 3,81324 2| 4,28246 | 3,34402| 15,974 | 2
Expectations towards
assessment
Paired Differences
95% Confidence Sig.
Std. Std. Interval of the (2-
Deviatio | Error Difference tailed
Mean n Mean Lower Upper t df )
Pai | Exp_towards_assessment_ISLE - | 2,74704 | 453630 | 0,2205| 2,31351 | 3,18058 | 12,455| 42| 0,000
r1 |Exp_towards_assessment_ASLE 6 2
Paired Samples Test
Paired Differences
95% Confidence Sig.
Std. Std. Interval of the (2-
Deviatio | Error Difference tailed
Mean n Mean Lower Upper t df )
Pai | Exp_towards_assessment_ISLE - | 2,16548 | 4,53904 | 0,2207 | 1,73168| 2,59928| 9,812 | 42| 0,000
r1 | Exp_towards_assessment_ILE 0 2
Paired Differences
95% Confidence Sig.
Std. Std. Interval of the (2-
Deviatio | Error Difference tailed
Mean n Mean Lower Upper t df )
Pai | Exp_towards_assessment_ASLE -1 4,73390| 0,2301 - - -2,527| 420,012
rl |- Exp_towards_assessment_ILE 0,58156 71 1,03398 | 0,12914 2
Studenst related expectation
Paired Differences
95% Confidence Sig.
Std. Std. Interval of the (2-
Deviatio | Error Difference tailed
Mean n Mean Lower Upper t df )
Pai | Student_rel_exp_ISLE - 5,35225| 10,1295| 0,4925| 4,38416 | 6,32034 | 10,867 | 42| 0,000
r1 | Student_rel_exp_ASLE 5 2 2
Paired Differences
95% Confidence Sig.
Std. Std. Interval of the (2-
Deviatio | Error Difference tailed
Mean n Mean Lower Upper t df )
Pai | Student_rel_exp_ISLE - -| 5,85299 | 0,2845 -| 0,00855| -1,936| 42| 0,054
rl1 | Student_rel_exp_ILE 0,55083 8| 1,11020 2
Paired Differences
95% Confidence Sig.
Std. Std. Interval of the (2-
Deviatio | Error Difference tailed
Mean n Mean Lower Upper t df )
Pai | Student_rel_exp_ASLE - -| 8,27991 | 0,4025 - - -| 420,000
r1 |Student_rel_exp_ILE 5,90307 8| 6,69439 | 5,11176 | 14,663 2
Anxiety
Paired Differences t df | Sig.
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95% Confidence (2-
Std. Std. Interval of the tailed
Deviatio | Error Difference )
Mean n Mean Lower Upper
Pai | Anxiety ISLE - Anxiety ASLE -| 5,12783 | 0,2541 - -| -4,292| 400,000
ril 1,09091 8| 1,59058| 0,59124 6
Paired Differences
95% Confidence Sig.
Std. Std. Interval of the (2-
Deviatio | Error Difference tailed
Mean n Mean Lower Upper t df )
Pai | Anxiety ISLE - Anxiety_ILE -| 3,76062 | 0,1864 - -| -2,307 | 40| 0,022
rl 0,42998 1| 0,79642| 0,06353 6
Paired Differences
95% Confidence Sig.
Std. Std. Interval of the (2-
Deviatio | Error Difference tailed
Mean n Mean Lower Upper t df )
Pai | Anxiety ASLE - Anxiety ILE 0,66093 | 5,18695| 0,2571| 0,15551 | 1,16636| 2,571| 40| 0,011
ri 1 6
Attitude towards learning
Paired Differences
95% Confidence Sig.
Std. Std. Interval of the (2-
Deviatio | Error Difference tailed
Mean n Mean Lower Upper t df )
Pai | Att_tow_learning_ISLE - 14,0614 | 9,44878 | 0,4683| 13,1407 | 14,9821 | 30,023 | 40| 0,000
r1 |Anxiety ASLE 3 6 1 4 6
Paired Differences
95% Confidence Sig.
Std. Std. Interval of the (2-
Deviatio | Error Difference tailed
Mean n Mean Lower Upper t df )
Pai | Att_tow_learning_ISLE - 1,01418 | 4,25656 | 0,2069| 0,60738| 1,42099| 4,900| 42| 0,000
ril |Att_tow_learning_ILE 6 2
Paired Differences
95% Confidence Sig.
Std. Std. Interval of the (2-
Deviatio | Error Difference tailed
Mean n Mean Lower Upper t df )
Pai | Att_tow_learning_ASLE - -| 5,54720| 0,2697 - -1 -9,352| 420,000
r1 |Att_tow learning_ILE 2,52246 1| 3,05261 | 1,99231 2
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Appendix R

Paired Samples T-test regarding the differences in the students’ and teachers’ answers with
respect classroom practice

Independent Samples Test

Levene's Test
for Equality of
Variances

t-test for Equality of Means

F

Sig.

t df

Sig.
(2-
tailed)

Mean
Difference

Std. Error
Difference

95%
Confidence
Interval of the
Difference

Lower | Upper

...does the teacher
speak Hungarian?

Equal
variances
assumed

90,647

0,000

-7,012 593

0,000

-0,505

0,072

-0,647 | -0,364

Equal
variances
not
assumed

-8,263 | 468,475

0,000

-0,505

0,061

-0,626 | -0,385

...do you work in
pairs?

Equal
variances
assumed

1,001

0,297

5,184 593

0,000

0,380

0,073

0,236 | 0,524

Equal
variances
not
assumed

5,661 | 388,334

0,000

0,380

0,067

0,248 | 0,512

...does you teacher
make you practice
grammar rules?

Equal
variances
assumed

2,222

0,137

-4,030 593

0,000

-0,274

0,068

-0,408 | -0,141

Equal
variances
not
assumed

-4,109 | 330,839

0,000

-0,274

0,067

-0,406 | -0,143

...do you translate
sentences or
texts?

Equal
variances
assumed

47,103

0,000

-5,608 593

0,000

-0,454

0,081

-0,614|-0,295

Equal
variances
not
assumed

-6,353 | 425,137

0,000

-0,454

0,072

-0,595(-0,314

...are there tasks
that are interesting
for you?

Equal
variances
assumed

44,036

0,000

6,607 593

0,000

0,488

0,074

0,343 | 0,633

Equal
variances
not
assumed

8,024 | 503,105

0,000

0,488

0,061

0,368 | 0,607

...do you prepare
especially for the
school

Equal
variances
assumed

0,502

0,479

-9,050 593

0,000

-0,696

0,077

-0,847|-0,545

leaving/language
exam?

Equal
variances
not
assumed

-8,870 | 303,989

0,000

-0,696

0,078

-0,850 | -0,542

Equal
variances
assumed

37,202

0,000

0,735 593
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0,463

0,049

0,067

-0,082| 0,180




...do you work in
groups?

Equal
variances
assumed

34,894

0,000

3,055

593

0,002

0,260

0,085

0,093

0,427

Equal
variances
not
assumed

3,383

401,865

0,001

0,260

0,077

0,109

0,411

...do you speak in
the target
language?

Equal
variances
assumed

14,367

0,000

3,868

593

0,000

0,270

0,070

0,133

0,408

Equal
variances
not
assumed

4,409

431,584

0,000

0,270

0,061

0,150

0,391

... do you play
games?

Equal
variances
assumed

24,507

0,000

9,019

593

0,000

0,727

0,081

0,568

0,885

Equal
variances
not
assumed

10,156

418,828

0,000

0,727

0,072

0,586

0,867

...do you read
authentic texts in
the target

Equal
variances
assumed

18,400

0,000

-1,932

593

0,054

-0,156

0,081

-0,315

0,003

language?

Equal
variances
not
assumed

-2,127

396,207

0,034

-0,156

0,073

-0,300

-0,012

...do you role-play
everyday situation
(e.g. shopping)?

Equal
variances
assumed

63,509

0,000

7,990

593

0,000

0,656

0,082

0,495

0,817

Equal
variances
not
assumed

9,353

460,939

0,000

0,656

0,070

0,518

0,794

Equal
variances
assumed

1,692

0,194

1,822

593

0,069

0,119

0,065

-0,009

0,248

...does the teacher | Equal 593
apply written task | variances
types similar to assumed
those of the Equal 2,159 427,003 | 0,031 0,134 0,062 | 0,012 0,256
various language | variances
exams? not
assumed
...does the teacher | Equal 6,890 | 0,009 | 2,563 5931 0,011 0,206 0,080 | 0,048 | 0,364
motivate you by variances
referring to the assumed
language exams? | Equal 2,857 | 408,461 | 0,004 0,206 0,072 | 0,064 | 0,348
variances
not
assumed
...does the Equal 12,5411 0,000| 4,097 593 | 0,000 0,349 0,085| 0,182 0,517
reference to the variances
language exams assumed
generate anxiety in | Equal 4,672 |432,030| 0,000 0,349 0,075| 0,202 | 0,496
you? variances
not
assumed
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Appendix S

Teachers’ answers to open-ended items

Item 18

Soroljon fel harom dolgot, amin valtoztat ha didkjai nyelvvizsgaja
nem sikertil

tanulds-modszertani valtast javaslok

tanulds-modszertani valtast javaslok

attol fiigg, hogy melyik része nem sikeriil

tobb gyakorlas, tobb fogalmazas irds, azok megbeszélése

tempo, részletesebb magyarazat, tobb gyakorlas

felkésziildanyagok

sikertelen vizsgarészre nagyobb hangsuly; nem komplexre megy, csak szdbelire v. irasbelire
egy idoben, gyakrabb kontaktorak

sikertelen vizsgarész fiiggvénye

tobbet beszélgetiink, tobbet magnozunk, tébbet irunk

tanulonként valtozik

fRASBELI- SZOBELI TANANYAG ARANYA

modszerek, tobb gyakorlas, tobb feladat

feladattipus, ismétlés, tobb gyakorlas

csak akkor kiildom el vizsgézni, ha latom, hogy menni fog neki. Volt mar, hogy a tanacsom
ellenére (vagy mert mar kozel volt a felvételi) elmentek, nem is sikeriilt sajnos a kdozépfoka,
nem volt elég 1d6 a felkésziilésre. Késdbb tobb ideje volt, egyetem alatt meg tudta csindlni.
tobb gyakorlas, esetleg 01jbol magyarazat, szokincs elmélyitése

tobb gyakorl6 feladat, szokincs, szobeli gyakorlas

Tobb beszéd, tobb levél iras, tobb hallas utdni szovegértés

szokincs, beszédfordulatok, nyelvtan ismétlése €s megerdsitése

tovabbi gyakorlas

Minden diakom nyelvvizsgaja elsore sikertilt

masik vizsgat keresiink, ami illik a személyiségéhez, ha dolgozatba betekintéskor kideriil, hol
volt tobb gond, azt gyakoroljuk, még tobb batorsagot és dnbizalmat 6ntdk beléjiik, mert ,ha ez
sériil egy sikertelen vizsga kapcsan, az is hatraveti késébb. (a kudarc tobbeket nem motival)
tobb gyakorlas, nyelvtani részek részletesebb atismétlése,

motivacio, egyetemre bejutds, pontszdmok

nyelvtani kérdések tisztazasa, és azok alkalmazésa, beszédkészség fejlesztés (diktafonnal
rogzités, majd a beszélgetés kielemzése, javaslatok és alternativak megbeszélése), a Strategic
Interaction médszer alkalmazasa (csoporttal)

levéliréas, szovegértés, nyelvhelyesség

nem szoktam, nem rajtam mulik

Egyéni konzultaci6 szdma, mas feladatsorok, szobeli témak

modszer, feladattipusok, hangsulyok

gyakorlasi modszerek, szamonkérések, beszédkészség fejlesztése
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a tanitds modszere, a szamonkérés modja, a hazi feladatok mennyisége

gyakorlas mennyisége, szamonkérés gyakorisaga, egyéni foglalkozas

Szokincs bovités, tobb tipusfeladat, levél irds gyakorlas

Magyar nyelvii fogalmazasi készségfejlesztése, toltelékszavak ismerete, érdekes
tarsalgasicordulatok begyakorlasa

megnézem melyik feladat nem sikertilt €s miért, s azt gyakoroljuk tobbet

nem kiildom el vizsgazni, ha nem vagyok meggy6zddve arrol, hogy sikeres vizsgat fog tenni
A gyenge eredményli készségek fejlesztése.

iraskészség javitasa, szokincsbovités, beszédkészség javitasa

szokincset bovitek

Attol fiigg melyik komponense, azt tobbet gyakoroljuk

Ismetetlen szerkezetek tanuldsa, tobb segits€ég, nyomonkovetes

Esetleg masfajta nyelvvizsga rendszert javaslok, vagy a gyenge pontokat erdsitjiik, vagy a
vizsgatechnikat fejleszjiik.

Onértékelés realitasa, tobb sajto, internetes tartalmak olvasasa, hallgatasa .

Mas moédszerrel probalkozok; més tipust nyelvvizsgaval probalkozok

gyakoroltatas, didkok motivalasa, feladatipusok

a legkevesebb pontot elért vizsgarészre nagyobb hangsuly, jol sikeriiltre kevesebb hangsuly,
tovabbi gyakorlas

exam skill, a sikertelen készség kielemzése, és még tobb gyakorlas

szobeli gyakorlas mennyisége, iraskészség fejlesztése, hallas utani értés fejlesztése

masik nyelvvizsga tipus valasztasa, 6raszdm emelése, modszerek

tobb szovegalkotas, hallott szovegértés fejlesztése, tematikus ismétlés

tobb feladat, ismétlés, tobb szdbeli gyakorlas

feladat tipusok gyakorldsa - nem jellemzd, hogy nem sikeriil nekik

jobban, alaposabban felkésziilok, tobbet gyakoroljuk a gyenge készséget, pszichésen is
felkészitem a tanuldt a vizsgahelyzetre

Még tobb hallas-értés feladat beiktatéasa.

gyakorlas mennyisége, tobb hallasértés, tobb olvasasértés feladat

Bér nem til nagy minta, de eddig mindig sikeriilt (1/1).

nagyobb hangstlyt fektetek arra a készségre, amin "elbukott" a didk, tobb 1d6t szanok ra, még
nagyobb figyelemmel fordulok felé, hogy érezze fontos, és masod;jara sikeriilni fog
Egyéntdl fiigg, azt a részteriiletet gyakoroltatnam tobbet, amelybdl alacsonyabb pontszamot
ért el.

Beszédértés, szovegeértés, levéliras - tobbet mindegyikbdl

feladatok Osszetétele, mennyisége

feladattipusok, médszer,

nyelvtan Ujradtbeszélése,,irasbeli- és szobeli kompetencidk erdsitése, szokincsfejlesztés
Ahol hianyossag van, azt még gyakoroljuk

attol fiigg, hogy a vizsga mely része nem sikeriilt szlikség szint nyelvi "alapozas" ill. a vizsga-
feladattipusok jobb megismerése van, akinél "csak" onbizalomnovelés, vizsgazasi technika
fejlesztése

egyes feladattipusok nagyobb szamu gyakorlasa

tanmenet, differencialas, oramenet

szigorusag, hazi feladatok mennyisége, motivacio

adott feladattipusok gyakorldsa, szokincsfejlesztés, feladattipusok tudatositasa

Szokincs bovitése, tovabbi szovegértési €s nyelvtani gyakorlatok

Tobb ir asbeli gyakkorlas pl levél
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altalaban sikertil, mert csak akkor "kiildom" 6ket, ha tigy érzem kell6en felkésziiltek; ha
mégsem, maradunk a kivalasztott nyelvvizsganal és tovabb gyakoroljuk az adott
feladattipusokat:-)

feladattipusok gyakorlasra szant id6 ellendrzés

Elmélyedés a vizsgakovetelményekben, Felkészitd szakirodalom cseréje/keresése, Tobb
kontakt ora.

semmin, tovabb gyakorolnak

Tobb egyéni konzultacid, a sikertelenség okainak feltarasa, céliranyos gyakorlas
(tipusfeladatok )

szokincs, nyelvtan, kommunikacid

Felkésziilés menete, vizsga tipusa, pluszorak

feladatok mennyisége, gyakorlas id6tartama, feladattipusok gyakorisaga

tobb szobeli, tobb hangzdanyag, tobb szokincsfejlesztés

Hallésértés feladatok, szokincs tanitasa, tobb olvasott szoveg

A szovegalkotasi feladatok, a hallasértés feladatok és a nyelvtani feladatok szamat nvelem.
Nem jellemzd, hogy sikerteleniil vizsgdznak. Mivel vizsgaztato tanarként jol ismerem az
elvarasokat, akkor javaslom a vizsgat didkjaimnak, ha kell6 szamt probavizsgat sikeresen
teljesitettek.

tobb writing gyakorlas, tobb szobeli gyakorlas, tobb pszichologia és vizsgatriikk

egyéni gyakorlasra tobb 1d6t forditunk, a gyengébb készségre nagyobb hangsulyt fektetiink,
online gyakorl6 oldalakat javaslok nekik

Magyarazat, gyakoroltatas, szamonkérés

Hozzaallas, 6sztonz6 er6, munkamoral

1. célzottan azt a vizsgarészt erOsitem, ami sikertelen volt, 2. dnbizalmat névelek, 3.
szokincsfejlesztés

Tobbet olvasunk,hallgatunk ,beszélgetiink.(minden eset mas)

tankonyv, feladattipus, problémas teriiletek atvizsgalasa

tempo

Még tobb gyakorlas sziikséges, nem valtoztatok semmin.

Azt a részt gyakoroljuk ,ami nem sikeriilt.

Tapasztalatom alapjan maga a sikertelenség ad egy 1 motivaciot a didknak, a siekertelenség
oka tobbnyire a gyakorlas hidnya

oraszam, motivaltsag, tanari felkésziiltség

Nos, attol fiigg, melyik rész nem megy. DE: nem engedem el kolykdt vizsgazni, ha esély van
arra, hogy nem sikeriil, azaz ha a megfeleld szint alatt van.

anyag mennyisége, feladattipusok szama, sajat tematika revizionaldsa - esetleges korrekcigja
Nagyobb hangsulyt fektetek az iraskészség, a kommunikacios készség fejlesztésére, illetve a
hallott szoveg értését méro feladatokra.

Motivaltabbak lesznek, tudatosabban késziilnek, vizsgarutinjuk lesz
Modszer,tartalom,gyakorlés

Készségeket erdsitem, mas feladatokkal probalkozok, egyénre szabott feladatokkal
Gyakorlo feladatok Osszetétele, gyakorlasra szant id6, feladatok mennyisége

(vizsgarésztol fiigg) lexikai bovités, tovabbi nyelvtani gyakorlat, tovabbi hallas és irés
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Item 27.

Kérjiik, roviden fejtse ki, hogy a fenti vizsgdk milyen hatdssal vannak
nyelvtanari munkéjara.

motivalod

motivalo

motivalod

motivalo

nincsenek hatassal

nincsenek hatassal

A tanitasi médszereim allando fejlesztését igényli a felkészités.

A tanitasi modszereim allando fejlesztését igényli a felkészités.

pozitiv

Sikerélményt ad és motival, ha sikeriil a tanitvanyaimnak a nyelvvizsga.

kiils6 kényszer

nyelvtanitas helyett vizsgdzni tanitom Oket

célzott 6rai munka

0sztonzo

nem mindig segitik

Befolyasoljak a feladatvalasztast.

iranyelvet adnak

Az el6z0 kérdésekben azért irtam 4-est mindenhova, mert teljesen attol fiigg az értékelés,
hogy milyen vizsgéra késziiliink éppen, aszerint pontozom a didkok munkajat. Az angol
nyelvtagozatos diakokkal néhany honapot szanunk 9-ben hogy k6zosen késziiljiink a B2-es
nyelvvizsgara, 11-ben pedig a C1-es nyelvvizsgara, illetve emelt szinti érettségire. 12-ben
mar nem tanulnak angolt. A francids csoportokban 11-t6l mindig olyan dolgozatokat iratok,
aminek az egyik része el6z0 évi érettségik hallgatos és irasbeli feladataibol all, hogy szokjak a
vizsga felépitését.

tobb felkésziilés, tobb szamonkérés

A didk az érettségit gyakran tilélni kivanja, a nyelvvizsgat viszont megszerezni. Ezért akinél
motivacio az allami nyelvvizsga, annal nagyon jol lehet célként alkalmazni. Aki ettdl tavol
van, de érettségit szeretne, annal annak a kritériumait haszndlom motivalasra.

szisztematikus felkészitést igényelnek

Emelt szintii én részt veszek

a vizsgak valtozasaval (kevesebb nagyon mélyrehatd nyelvtani ismeretre van sziikség) a
hangsuly attevddik a szoveg- €s hallasértésre, beszédre €s iraskészségre. Az elézdekhez: ez a
kozponti, hivatalos besorolds. Szerintem az emelt érettségi kicsivel nehezebb, mint a kdzép
nyelvvizsga, és még a szazalék sem mindegy. valamint, hogy mely vizsgat javaslom, fiigg a
gyerektol!!!!

Igyekszem az allanddan valtoz6 kdvetelményeknek megfelelni, de ilyen koriilmények kozott
ez elég nehéz (idei érettségi valtozasokrol még mindig nem tudjuk az dsszes konkrétumot, igy
hogy var el barki t6liink mindségi, eredményes munkat???)

Legfoképpen az érettségi kovetelményei meghatarozoak, hiszen a didkok tovabbtanulésa a
legfontosabb.

Mint korabban jeleztem, nem végzek nyelvi érettségire torténd felkészitést

Ezek kovetelményeihez igazitom a munkamban hasznalt anyagokat.
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egy-egy csoportomban 2-3-4 felé differencialtan dolgozom, amikor sziikséges.

Egyre inkdbb nagy a nyomas arra, hogy nyelvvizsgara készitsiink.

Hasznos tampontot adnak az értékeléshez €s a tanitandd képességek, a tananyag mennyisége
€s mindsége terén

Sajnos sok esetben csak a kimenetel (vizsga szamit), kevés id6 jut a tudatos nyelvfejlesztésre
A kozépszintli nyelvi érettségi feladattipusait begyakoroltatom a didkokkal, a kézépfoka
nyelvvizsga feladataival megismertetem a didkjaimat.

Az érettségire mindig konyvon kiviili érdekes feladatokat probalok gyakorldsnak adni, 0j
anyagokkal ismerkedem-net (segitségével)

A tematikat kdvetem, a tanulotol fiigg, melyik vizsgat javaslom.

Egyetemi hallgatokat a szak kovetelményeinek megfeleld nyelvvizsgara kell készitenem

A kimeneti kovetelményeket szem el6tt tartom.

A vérhato irasbeli és szobeli feladattipusokat és értékelési szempontokat hasznalom fel a
gyakorlasban és szdmonkérésben. A normal tandrakon ez a kozépszintii érettségi, az emelt
érettségi elokészitdn az emelt szintl érettségi, illetve a didkjaim altal kivalasztott kozépfoka
nyelvvizsga.

Naprakésznek kell lenni, a valtozasokat ismerni kell

Didkjaim a nyelvvzsgakat részesitik eldnyben a tovabbtanulas miatt. Megszerzese utan sokan
ledllnak a tanulassal, nehezen motivalhatok az eredményes erettségire.

A feladattipusok pontos megismertetése illetve azok gyakorldsara sor keriil a 12 évfolyam
soran, de minden eldzetes munka a korabbi években Osszeadva tulajdonképpen az
érettségit/nyelvvizsgat késziti elo.

Nagy mértékben meghatarozzak, foéleg mikor mar elértek a didkok egy olyan szintet, hogy
vizsgara késziilhetnek.

Meghatarozza a mindennapi tanitast 10-11.évfolyamtol, hiszen alapvetden a kdzépszintii
érettségire készitiink. Ennek feladat tipusait innentdl rendszeresen gyakoroljuk.

A kozépiskola érettségivel zarul , tehat nekem a feladatom erre felkésziteni a tanulot
koézépszinten. Emelt szinten akinek sziiksége van ra. Nalunk a két tannyelvii osztalyokban
nagy altalanossaggal emelteznek.

Mivel didkjaim tovabbtanulésra késziilnek, a vizsgafelkésziilés egy ponttol kezdve napi
munkam része. Ez elvaras a sziilok feldl is, és didkjaim egyetemre jutasi esélyeit is noveli
2020-tol pedig kotelezd eldiras a felvételihez a B2 szintli nyelvvizsga.

rendszeres, tudatos munka

Mindig inspirald, jo visszajelzés, jo tapasztalat.

Mindenképpen pozitiv. Visszajelzést kapok az eredményekkel.

alapvetden meghatarozza, noha nem elsdsorban vizsgara készitek fel, hanem a kreativ
nyelvhasznalat megtanitasara torekszem

nagy motivalo hatassal vannak és tobben a nyelvvizsgat valtjak ki az emelt szintii érettségivel
Ha van olyan didkom, akinek kifejezetten a nyelvvizsga a célja, akkor arra készitem fel.
Egyébként pedig az érettségi ad tdmpontot a kdvetelményekhez és szivesen hasznalom a
feladatait gyakorlasra.

nagy az elvaras a didkok oldalarol felém, hogy a lehetd legjobb felkészitést kapjak: nagy
preciz munkat kell végeznem, hogy "viszonylag" nyugodtan tudjanak majd a megmérettetés
elé alni

A nyelvvizsgazas plusz motivaciot jelent tanitvanyaim szdmara.

Nem tartom igazsagosnak, hogy pl a német nyelvii érettségi irasbeli része sokkal hosszabb ¢és
nehezebb. Emiatt sziiletnek irdsban gyengébb jegyek. Nem értem, miért nem egységesek a
nyelvi érettségik,ha nyelvvizsgak nagyjabol azok.
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A gimnaziumban az elsddleges cél a kozépszintli nyelvi érettségire valo felkészités. Aki
nyelvvizsgdzni, emelt szinten érettségizni szeretne, azok plusz oraban ill. plusz feladatokkal
tudnak erre felkésziilni.Természetesen ez a tanarnak is plusz feladat.

Motival, a tandra és a tanmenetben az érettségi fontos cél, de minden diak érje el a kozépfoka
nyelvvizsgat. Az emelt szint mint felvételi tantargy is fontos.

Folyamatosan kovetem a véltozasokat. Uj konyveket szerzek be a felkészitéshez.
Elsésorban mint kimeneti vizsga, a kozEépszintii érettségi a meghatarozé esetemben. Ezt
mindenkinek le kel tennie (kivétel: felmentéssel rendelkezok). A sikeres vizsga letételéhez
igazitom nyelvtanari tevékenységemet (német). Emelt szintli vizsgat iskolankban nem tesznek
a didkok.

Hasznalom a korabbi feladatsorokat és gyakoroltatom az rgyes tipusfeladatokat

egy adott szint elérése utan differencialni kell, annak megfelelden, kinek milyen igénye van
Folyamatosan készitem tanuldimat a kozépszintli érettségire. Enelt szint érettségire pedig a
magantanitvanyaimat. Igy naprakész ismeretekkel kell rendelkeznem a feladattipusokrol
valaszthat6 tankonyvekrdl, segédanyagokrol.

A felkészités fokuszdban a feladattipusok gyakorlasat hamar bevezetem, természetesen a
tanulok nyelvi szintjéhez igazitva. Fontosnak tartom, hogy minden egyes vizsgatipus
feladataiban kell6 jartassagot és magabiztossagot szerezzenek. Emellett, természetesen, a
tananyag figyelembe vételével mas modokon, més feladattipusokon keresztiil is fejlesztem
tanuloim nyelvtudasat.

hogy az érettséginek megfeleld feladatokat gyakoroljuk, akkor is ha én nem feltétlentil tartom
némelyik tipust fontosnak

A kozépszinti érettségire felkészités hatdrozza meg munkam legnagyobb részét. Az emelt
szintli érettségire valo felkészités fakultacios és egyéni felkésziilés keretében torténik. Ez
joval kevesebb oraszamot, de intenzivebb munkat jelent.

Mivel a didkok célja ezen vizsgak teljesitése, ezért fontos motivald tényezd a nyelvtanulas
folyamatéban.

inspiralnak, kutatok 0j feladatok, modszerek utan

Kompetenciak fejlesztése a f6 célom

A kozépszintll érettségi kovetelményeire épitem a napi mitkddésemet, az emelt szintli
érettségi igénye altalaban csak germanisztikat valaszto didk esetében keriil eld.

A kozépszintll érettségi semennyire nem befolyésol, az emelt szint eldrehozott érettséginél
okzhat jelentdsebb tobbletmunkat, mivel egy évet be kell hoznunk.

A vizsgak kovetelményei hatarozzak meg a tantervem kimenetelét.

Alapvetden jo hatassal, mert 6sztonzik didkjainkat a tanulasra

Tipusfeladatokat oldunk meg, illetve az 6rakra valo felkésziilésben is a didkok céljat tartom
szem elott.

A motivalt tanulokkal 6rom dolgozni,ha tudjak,mi a cél;,homogén csoporttal kellemes a
munka,de iskolai tanoran a "szimultan szérakoztatas"nehezebb.

motivaldak, kihivast jelentdk

Az eldirt témakoroket dolgozzuk ki a tanuldkkal,és gyakoroljuk a szituacidkat, érvelést.
Ahhoz, hogy didkom felkésziiljon egy vizsgara, ismernie kell a vizsga feladattipusait, a vizsga
kovetelményeit €s a vizsga értékelési rendszerét. Nyelvvizsgak esetében mindig
hangsulyozom, hogy a valasztasnak az alapjan kell torténnie, hogy a vizsga feladatai testhez
alloak-e a vizsgazo6 szamara. Mivel a vizsgak a beszélt nyelvet mérik (irasban és szoban is)
nyelvtanari munkamat annyiban befolyasoljak, hogy a vizsga el6tt par honappal célzott
vizsgafeladatokat oldunk meg. Az érettségi esetében pedig természetesen mar az elejétol
kezdve tudatositjuk, hogy a tankonyv tesztjei, hasonlitanak az érettségi feladattipusokra.
Motivalhatnak; kiilsé értékelési szempont szerint, objektiven kapok visszajelzést a
didkjaimrol

269



Nos, a kozos (tanar - didk) munka elején NEM a vizsga a f0 profil, hanem konkrétan
nyelvtanitas, a didk altal 6hajtott szint elérése. Persze a témakdroket szem el6tt tartjuk, de a jo
nyelvvizsga lefedi a vilagrol szerzett ismereteket. Mikor megvan a szint, akkor kezdiink el az
altala valasztott vizsgatipusra gyakorlolni. Amig tanul6 nem birtokolja az ahitott szintet,
teljesen értelmetlen dolog vizsgéra drillezni.

jelenleg semmilyen, szakiskolasaim ¢és technikusaim vannak

Visszajelzést adnak

A feladattipusoknal meghatarozéak foleg.

A hétkoznapi nyelvtanitas része a vizsgakra valo felkészités. Sajnos allandd versenyfutas az
idovel és a végtelen tananyaggal. Nagyon kevés az 1d6 az elmélyitésre, az ismeretek
¢lményszerii alkalmazasara. Ehhez a didkokt6l nagyon sok 6nall6 munkara van sziikség.

Az érettségi irasbelik, amiket én javitok, vagy latom a teljesitményt, a szobeli kozépszinti
érettségi, ahol én vizsgaztatok.

A végz0s didkjaim 80 %-a rendelkezik kdzépfoka nyelvvizsgaval, 20 %-a pedig felséfokuval.
Ez cél, tehat ezt szeretnénk elérni.

Nyelvet tanitok, a vizsgafelkészités csak az utolso szakasz

céliranyosabba teszik

feladatiposok gyakorlasa; témakorok ismétlése.

Alapvetden vizsgafelkészitésbdl all a tanari munkam....

motivalnak a felkészitésben

Megadja a konkrét szintet, amihez viszonyitva tudok szamonkérni, osztalyozni.

A vizsga tételeit szem el6tt tartva tanitom a nyelvet, folyton kihangsulyozva a vizsgéan elvart
tudésszintet és pontozast.

a vizsgara fel kell késziteni a tanuldkat, nagy elény, ha a vizsga tipusfeladatait ismeri a tanuld.
ezeket kell gyakoroltatni. Az itt el6fordulo nyelvtanra és szokincsre keriil a hangsuly.

értékeli a munkénkat, jelzi, hogy mit fejlesszek tobbet

Motivalnak és sikerélményhez juttatnak.

Emelt szintii érettségit csak alapos tudassal rendelkezd didknak ajanlom. Emelt szint
érettségire valo felkészités nagyobb félkésziilést igényel szamomra és nagyobb megterhelést a
diakok szamara. Mivel mindkett6 vizsgaban az irasbeli rész ér tobb pontot, igy erre - Sajnos -
nagyobb hangsulyt kell fektetni.

Minden csoportommal gyakoroljuk a szobeli témakoroket és a nyelvvizsga tipusfeladatait,
minden héten gyakorolunk. Sokat besz¢liink angolul, az adott témakrol. Megtanuljuk a
kifejtés és kérdés modszereit. A tankOnyv szerinti tananyag mellett heti két 6rdban gyakran
érettségi tipusfeladatokat oldunk meg.

Mivel az emlitett vizsgakra (nadlam elsédleges a minél magasabb szintli nyelvvizsga elérése
(max. C1 szinti)) készitem a diakjaimat, a vizsgakon el6fordulo feladattipusokat gyakoroljuk
szoban ¢és irasban egyarant. A sikeres nyelvvizsga utan pedig az a cél, hogy minél magasabb
szazalékot érjenek el a valasztott szinten az érettségi vizsgan. Minden vizsgatipus feladataival
talalkoznak tobbszor is. A fénymasolatok mellett olyan tankdnyveket valasztunk, amelyek
segitik a felkésziilést, s amellett, hogy feladatokat gyakorlunk, boviil a szokincsiik, és az
iraskészségiik is.

Mar a tankonyv kivalasztasnal a nyelvvizsgakra és ezzel atfedésben levo érettségi
kovetelményekre felkészit konyvek preferaldsa, a feladatok dsszeallitdsanal, hasznalatanal a
késObb elvart készségek fejlesztése

0sztondznek az ) tipust és sokrétli feladatok felkutatasara, sokszinii feladatok haszndlatara
Befolyasoljak a felkészitésem, visszahatnak a tanitasi folyamatra, attol fiiggden, hogy milyen
céljai vannak a didkjaimnak. Ahogy haladunk a tanulasi folyamatban egyre fontosabba
valnak, de az els6 években nem igazan, inkabb csak differencialtan.

Motivacids cél.
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Tudom, hogy ha egy didk emelt szintli érettségire vagy barmilyen szintli nyelvvizsgara késziil,
akkor az iskolai nyelvoktatas mellett kiilonorara is jar. Eppen ezért nehéz megitélni, ki
mennyit tesz hozza a sikerhez. Ha fels6fokt nyelvvizsgara készitek didkokat, akkor tudom,
hogy az én dolgom a témakorok és a feladattipusok begyakoroltatasa, mert az alapozast mar
elvégezték masok. Ilyen értelemben a siker tobb kolléga munkajanak a gyiimdlcse, én mint
(magén)tanar a csak a koronat teszem fel a miire. A magantanar azért sziikséges, hogy
személyre szabott segitséget nyajtson.

Kevésbé¢ hatnak, emrt kevés tanitvanyom jut el idaig vidéki alt. iskolaban.

A kozépszintii nyelvi érettségivel érkezd hallgatok kozott vannak igen jo felkésziiltségliek, de
sajnos olyanok is, akik még a B1 szintet sem iitik meg. Szintfelmérést kdvetden osztjuk Oket
csoportokba, ahol a jobb szintii csoportokat biztosan elvezetjiik a B2 szintli nyelvvizsgaig. A
gyengébbek sajnos a rendelkezésre alld 4 ingyenes nyelvi félév (4 6ra/hét) alatt nem biztos
hogy elérik a kivant szintet.

Meghatarozzak az 6rdkon hasznalt feladatok tipusét és nehézségi szintjét.
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Item 50

A nyelvvizsga, mint tényezd ugy befolyasolja a mindennapi tanitési
gyakorlatom, hogy ......, (kérjiik irja ide ami eldszor eszébe jut)

nem befolyésolja

nem befolyasolja

nem befolyésolja

sehogy

sehogy

sehogy

céliranyosan specialis feladatsorokat kell megoldanunk, arra késziilok.
céliranyosan specialis feladatsorokat kell megoldanunk, arra késziilok.
igyekszem egyensulyban tartani a szobeliséget €s az irasbeliséget

Céliranyosan tanitom nekik az idegen nyelvet, figyelembe véve, hogy valamikor
nyelvvizsgazni fognak.

szem el6tt tartom a kovetelményeket és afelé orientadlodom.

ebbdl ¢élek

naprakésznek kell lennem a leggyakoribb vizsgatipusokbol

elvaras aminek meg kell felelni

hogy tarsalgaskor hasonl6 kérdéseket teszek fel, mint amelyek a nyelvvizsgan is eléfordulnak
fontos, hogy sikerekhez jussanak a tanitvanyaim

a tematika kapcsolodik a nyelvvizsga kovetelményeihez.

elérendd cél lehet.

igyekszem azok a témak mentén kommunikalni veliik

vannak idoszakok, amikor ezekre késziiliink.

tobbet gyakorolunk

olyan feladatokat csindlunk

Igyekszem hasonlo jellegti feladatokat is adni.

Gyakran utalok egy feladat jellegénél, tartalmanal arra, hogy ez siirlin el6fordulhat kérdésként
igyekszem ezekre is felkésziteni a didkokat

Sajnos a vezetés ezt a magantanarok feladatanak tekinti,nem az iskolaénak.
valtozatos munkaformaban valtozatos feladattipusokat végziink

azok alapjan valasztom ki a feladattipusokat

igyekszem vizsgéakra felkészitd feladatokat is valogatni.

egy olyan kovetelményrendszer, aminek végiil is a tanitasom kimeneti eredményének meg
kell felelni.

fel kell készitenem r4 a didkokat.

tandran és pluszfoglalkozasokon készitem fol ra a gyerekeket.

A feladattipusokat figyelembeveszem.

a tehetséges didkoknak kiilon nyelvvizsga felkészitd foglalkozast tartok.

elérjem azt, hogy minél tobb didk teljesitse a kovetelményeket.

bemutatom a tanuldknak, hogy milyen kovetelményeket tamaszt veliik szemben ez a vizsga.
bizonyos szokészletet emiatt tanitok meg.

mindennap felkésziilt legyek

Rendkiviil rendszerezetten kesziiljek az orakra.

az arra jellemz6 feladat tipusokat hasznalok zommel
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latom a célt, motival

az emelt szintli elokészités keretei kozott tudok célzottan is foglalkozni vele.

a gyerekek folyamatosan napra készek legyenek.

sok plusz feladatot hozok.

Hasonlo tipusu feladatokat gyakorolunk, ezeket a nyelvvizsga kdvetelmények szerint
értekelem.

Kovetem a valtozasokat, 6tvozom a kovetelmenyeknek vald megfelelest

nem jellemz6 az hogy a mindennapi munkamban dominalna.

Motivécioként emlitem

Olyan tipusu feladatokat viszek be az orakra, amik segitik a felkésziilést.

sokat és miden feladattipust gyakorolunk

muszdj a nyelvtanban erételjesebben elmélyiilni, és a beszédet is B1 szintnél erdsebb
szokinccsel, részletesebben gyakorolni

az érettségi mellett didkjaimnak nyelvvizsga papirt is kell szerezniiik a tovabbtanulashoz!
megfeleld idépontban el6térbe kertil a célzott felkésziilés.

igyekszem mindent erre épiteni

¢szben tartom a kovetelményeit, néha figyelmeztetem ra a diakokat, de nem hatarozza meg az
Oradim menetét.

a kovetelményeik figyelembevételével igyekszem helyes kommunikaciora tanitani didkjaimat.
meghatarozza a célt, ami meghatarozza a felhasznalt tanitdsi modszereket

foglalkozunk olyan feladatokkal, melyek a nyelvvizsgan eléfordulnak.

eljuttassam a didkokat B2 szintre és vizsgarutint szerezhessenek

egy jo cél, amire lehet késziteni azt, aki igényli.

bizonyos témaékat a nyelvvizsga elvarasainak megfelelden veszek at a didkokkal.

arra probalok térekedni, hogy tanitvdnyaim minél sikeresebbek legyenek a szamukra
megfeleld nyelvvizsga szinteken.

igyekszem a legtobbet kihozni magambol.

sehogyan sem

folyamatosan motivalom a tanulokat a kommunikaciora

olyan praktikakat probalok megmutatni, amelyekkel sikeresebben nyelvizsgazhatnak a
tanulok, illetve olyan témakoroket is érintlink, amelyekkel a szobeli résznél taldkozhatnak.
plusz feladatokkal késziilok

igyekszem jobban motivalni a gyerekeket, valamint §sszeszedettebb tanuldsra szoktatni.
mindegyik nyelvi kompetenciat fejlesztem A1l szinttdl kezdve

motival engem ¢€s a didkomat

szem el6tt tartom a kiillonbozoé kdvetelményeket.

a feladattipusokat a kimeneti vizsgak kovetelményei szerint valogatom Gssze.

minél tobbet adjak at tudasombol, tapasztalataimbol

Extra feladatokat viszek be

a nyelvvizsga el6tti utolsé 1-2 hdnapban mar inkabb csak céliranyosan, az adott (irasbeli,
szobeli) feladattipusokat gyakoroljuk

megprobalom kisziirni a tehetségesebb didkokat akiknek célja a nyelvvizsga megszerzése és
differencialtan foglalkozom veliik.

a megfeleld szintli nyelvtudas elsajatitdsa mellet a tanulok fokozatosan megismerkedhetjenek
a vizsgak kovetelményeivel és feladattipusaival.

beiktatok nyelvvizsga mintafeladatokat a tanitdsomba

A didkokat megismertetem az egyes nyelvvizsgak jellemzdivel és idonként megoldunk
nyelvvizsgafeladatokat is.

céliranyosabban késziilok az orakra

Nagyobb hangsulyt fektetek a nyelvvizsgan eléfordulo témakra.
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figyelembe veszem a feladattipusokat, €s hogy hany didk késziil a vizsgara.
céltudatosan,rendszeresen azt is gyakoroljuk.

Kompetencidkban gondolkodok

bizonyos csoportjaimban teljesitménykényszer jelentkezik.

egyre inkabb egyértelmiivé valik, hogy az 6éraszdmok emelésére lenne sziikség ahhoz, hogy ne
csak az emelt éraszamban tanulok tudjanak nyelvvizsgat szerezni.

mindig felhivom a figyelmet olyan részletekre, ami nyelvvizsgakon fordul eld.

tudom, hogy a diakok és sziilok tobbsége ezt varja el télem

Tobb megfeleld feladatot végeztetek

mennyire viszek be differencialt feladatokat

jobban koncentralok a szokincs fejlesztésére, igyekszem azt jobban is szamonkérni.
Megprobalok még tobb kommunikécios (nyelvvizsgaszeril) feladatot 6ran megoldani.

Célt ad.

a mai besz¢It nyelvre motival az irodalmi helyett

nagyon sok gyakorlé feladatot hasznalok az 6ran

azt végso célnak tekintem.

az 6rakon mind irasban, mind széban hasznalok nyelvvizsga feladatokat

alapos felkésziilésre, tervezésre sarkall.

megemlitem, hogy az adott témakor is része a vizsganak, legyen az nyelvvizsga vagy
érettségi.

nem befolyésolja, nem késziiliink semmilyen vizsgara

a szerintem j6 képességli tanulokat megprobalom arra terelni, hogy olaszbol mint masodik ¢16
idegen nyelvbdl is torekedjenek megszerezni a nyelvvizsga bizonyitvanyt.

meghatarozza a kovetelményszintemet

részét képezi de nem csak a vizsgara koncentralok

Hasonlo feladattipusokat valasztok.

fel kell késziilnom a tovabbtanulni szandékozo illetve nem szandékozo diakok oktatasara, ami
komoly elvarast jelent.

Megprobalom a napi gyakorlatom soran a fél szememet az ottani vizsgakovetelményeken
tartani.
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Appendix T
Students’ answers to open-ended items
Item 35

[rj harom olyan dolgot, amiken valtoztattal a felkésziilésedet illetden a

sikertelen vizsga utan.

Jobban figyeltem a szovegre.

Olvasas értés gyakorlasa , nyelvtan Gjra tanuldsa , levelek irasa

Tobb kommunikacios keszseg, tobb szokincs, tobb hallgatasos feladat

Tobb gyakorlas, rendszeresebb nyelvhasznalat, tobb nyelvtan

tobb gyakorlas

-a felkésziilés modjan -a hozzdadlldssomon Méson nem.

jobban fokuszaltam az adott részekre

Idobeosztas; koncentracio; tanulasi modszer

egyéni felkésziilés

Pontossag, koncentracid, tobb listening gyakorlas.

tobb beszéd, tobb magnohallgatas

Nem gorcsosen tanulok, hanem addig, amig élvezem; Filmek csak eredeti nyelven; Tanulas
digitalis feliileteken

Batrabban allnek a szobeli vizsgahoz, felelem levett a teljesimenyembol

Tobb konyvet és cikket kezdtem el olvasni, hogy az €16 nyelvet beszélhessem.

tobb feladatsor €s levél megoldasa

tobbet hallgattam német hireket, olvastam, rengeteget gyakoroltam

Kevesebbet gyakoroltam tipus feladatokat, tobbet beszéltem az adott nyelven tagabb
korokben, elkezdtem szlenget tanulni

tobb angol nyelvii vide6 megtekintése, tobb angolul beszélgetés, tobb angol nyelvi szoveg
olvasésa

Tobb idegennyelvii filmet néztem, magam késziiltem a vizsgara, tobb feladatot csindltam meg
tobbszor beszéltem tematikusan angolul; nem izgultam rosszullétig a vizsga el6tt; elengedtem

a kényszert "kell"-t
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Nyelvtan gyakorlédsa, szovegek hallgatasa, filmnézés

vittem magammal orat, igy kevésbé hatott ram az idonyomads; masik nyelvvizsgatipust
valasztottam; a vizsgat megel6z6 napon mar nem tanultam olyan sokat, inkdbb pihentem
tobb sz6t tanulnék, tobbet olvasnék idegen nyelven, tobb idegen nyelvii szoveget hallgatnék
Még tobb nyelvtan, még tobb maganodra, sémak bemagolasa

Mas nyelvvizsgat valasztottam, Bejartam egy nyelvsulis tanarhoz (igaz nem volt jobb a
nyelvbdl mint én) A magantanartdl tobbet tanultam, Megprobaltam filmeket hallgatni.
Igyekeztem tobb hallas utani szovegértést megoldani €s a szobeli tételekre is tobb 1dot
szantam.

tobbet beszéltem angolul

igyekeztem megtanulni az adott nyelven gondolkodni

Tobb hallgatés,tobb iras,tobb film nézés

Sokkal tobbet késziiltem a nyelvtani részekre

Jobban atnéztem, azt amit nem tudtam Elkezdtem sorozatokat nézni angolul Zenéknek a
szovegét megprobaltam kitalalni, majd elolvastam

Tobb tesztet toltottem ki, minden nap angol nyelvii csatornat hallgatok legalabb 2 6ran at,
beszédben is keresem a helyzeteket, illetve forditok munkahelyi kiadvanyokat kiilfoldi
vendégeink szamara.

Tobb filmet néztem az adott nyelven. Beszélgetd partnert kerestem.

Még nagyobb hangsulyt fektetnék a szokincs bovitésére, tobb emberrel beszélnénk angolul, és
angol nyelvili kdnyveket olvasnék, olyan témaban,ami nagyon érdekel engem.

Soha tobbet tanfolyam (teljesen 1d6 €és pénz pocsekolés volt)

Tobb 1d6t forditok ra

Tobb gyakorlas

Aktivabb késziilés, magabiztossag fejlesztése, €16 beszéd gyakorlasa

A nehezebb feladatokra tobbet gyakoroltam, tobbet beszéltem szoban, valamint a lakas tobb
pontjan is kihelyeztem szavakat, amiket meg kellett jegyeznem.

Ujra atnéztem alaposabban a témakat, bovitettem ismereteimet a témakban

Beszédet, leveleket tobbet gyakoroltam

Lazébban vettem azt a nyelvet, masikra fokuszaltam, tobbet beszéltem a nyelven.

tobbet gyakoroltam a levélirast, tobb szoveget olvastam a szokincsem gyarapitasahoz
Nagyobb odafigyelés, tobb szotarazas, tobbszor is meghallgattam a szoveget (a feladat

megirasa utan még egyszer meghallgattam gy, hogy figyeltem a szoveget).
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tobbet hallgattam a nyelvet, tObbet olvastam, tobb tesztet csinaltam hogy rutinosabb legyek a
tesztek kitoltésében

Jobban odafigyeltem a kiejtésre. Atnéztem a nyelvtant. Bévitettem a szokincsemet.

Tobb olvasas

tanulasi motivaltsag

Hozzaallas, tobb tanulds, magabiztossag fejlesztése

Tobbet gyakoroltam, tobbet jartam tanarhoz, csak a vizsgara koncentraltam

Szokartyak hasznalata Hangoskonyv

audiovizualis nyelvtanulas és kiilfoldi tapasztalat

Szokartyak, Olvasasi folyamat, Duolingo

Tobb idegen nyelvi kommunikacid, hangoskdnyv hallgatas, idegen nyelvi filmek
megismerése

Probavizakat csinaltam volna.

Azt mondtam amit hallani akartak. Tobbet tanultam. Mashogy tanultam.

Tobb 1d6t forditok a felkésziilésre.

vizsgatipust valtottam illetve tobb tesztet oldottam meg

tokéletesen csinaltam mindent

tobb 1dOm van a tanulasra, igy még jobban tudok késziilni rd, barataimtol kérek segitséget,
nagyon sok angol szoveget hallgatok még tobbet, mint akkor

szavak tanulasa, idegennyelvil regények olvasasa, tobb filmet eredeti nyelven valé nézése
semmit nem valtoztattam

nem jartam magantanarhoz az elsd sikertelen viszag utan, és fels6foknal is ez volt, sokkal
tobbet ér kimenni kiilfoldre egy félévre cseredidkként mint barmilyen nyelvtanar vagy
nyelvtanfolyam

vizsgakozpontot valtottam. (euroexam borzalmas volt. ECL korrekt)

Tobbet hallgattam magnoét és tobb idegennyelvii filmet néztem, tobbet jartam tanarhoz
Kiilalak

tobbet tanultam ra; komolyabban vettem; hosszabb ideig jartam nyelvtanarhoz

Jobban begyakoroltam a feladat tipusokat.

tobb 1ddt forditani r4 munka mellett

A magno megértése miatt amikor csak tudtam német nyelvii miisorokat néztem.
megfeleld referencidkkal rendelkez6 tanar keresése, anyagi finanszirozas tekintetében tulora
vallaldsa a munkahelyen, tanulasi modszerek megvaltoztatasa

raszant 1d0, kidolgozott tételek, kevesebb idegeskedés
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Iddre oldottam meg a feladatot, tobbet gyakoroltam, tobbet talalkoztam a tanarommal.
Tobb angol nyelvil sorozatot néztem

tobbet tanulnék, az irdsbeli és szobeli vizsgafeladatok nehézsége, tobb id6 legyen a feladatok
megoldasara

tobb listening, tobb writing gyakorlasa, tobb tanulas

Tobb szobeli feladat, tobb hallasértési feladat gyakorlasa, szokincs fejlesztés

Tobbet jartam nyelvtanarhoz

Hozzaéllasom

Kevesebb nyelvtani teszt, tobb olvasott szoveg értés €s tobb film eredeti nyelven

Tobb 1d6t forditottam a hallott szovegre..

Raforditott idon,belefektetett energian, célorientaltsagon

Tobb filmet/sorozatot néztem angolul, hallasértés feladatot végeztem (azon buktam el), és
tobbet hasznaltam a nyelvet (szinte dllandoan, amit lehetett azt angol nyelven
olvastam/hallgattam)

Szorgalmasabban tanultam

mégtobb videdt néztem, kevesebb hangsulyt fektettem az irdnyitott t¢éméak "magolasara"
Tesztfeladatok intenzivebb gyakorlasa, szokincs fejlesztése, idegennyelvil filmek nézése
Hozzaallas, tanulas mennyisége, levelek gyakorlasa

masik vizsgara valo felkésziilés

tobb vizsgaspecifikus feladat begyakorlasa szinte nyelvtdl fliggetleniil. radiros toll,
vizsgaspecifikus feladat.

Tobbet olvastam angolul

uj szakkonyvek, tanar valtas, mas rendszer szerint épitettem fel a felkésziilést, 0j kurzus

keresése
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Az értekezés tézisei

Az értekezés témaja €s kutatasi feladatai

A tanarok mindennapi tanitdsi gyakorlatat szdmos, egymast is alakitd tényezd befolyasolja.
Hatassal van ra az adott tanar tudéasa, a nézetei, az attitlidje, a motivacios mintazata, illetve az
Ot szlikebb és tagabb értelemben koriilvevo kornyezet. Szakmai tudasat sajat, tanuloként atélt
tapasztalatai, a tanarképzés, majd a késébbi tovabbképzések soran tanultak, illetve a tanarként
atélt tapasztalatok alakitjak (pl. Borg, 2003; Clark and Yinger 1977; Dornyei and Ushioda
2011; Elbaz, 1983; Grossman, 1990; Meijer, Verloop, and Beijard, 1999; Nisbett and Ross
1980)

A torténelem folyaman a vizsgdk mindig is hatassal voltak a tanari gyakorlatra. Hol a
didkok szlirését, szelektalasat vagy motivalasat voltak hivatottak eldsegiteni, hol pedig a
tanarokat kivantak az oktatasiligy iranyitoi egy kotelezové tett vizsga révén ravenni arra, hogy
valtoztassanak az altaluk addig alkalmazott gyakorlaton (Cheng, Watanabe & Curtis, 2004).
A vizsgdk tehat fontos szerepet tOltenek be az oktatdspolitikdban. A vizsgahatést
legegyszeriibben a vizsgék tanitasra és tanuldsra kifejtett hatasaként irhatjuk le (pl. Alderson
& Wall, 1993; Bailey, 1996; Cheng & Curtis, 2004; Hughes, 1989). E meglehetdsen
bonyolult jelenség kozvetve és kozvetleniil is befolyassal van a tanitas-tanulas folyamatara,
valodi természetét azonban nehéz pontosan meghatarozni, mivel arra szamos egyéb tényezd is
hatassal van, melyek elsddlegesen a tanitast végzo tanarhoz kotddnek. A téma kutatoi, tobbek
kozott Alderson and Hamp-Lyons (1996), Green (2006), Li (1990) Qi (2004, 2005), Turner
(2006), Wang (2011) és Watanabe (1996) mind azt talaltak, els6sorban a tanaron mulik az,

hogy milyen mindségben és erdvel jelenik meg a vizsgahatas a tanitas és tanulds folyaman. A
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tanar kozponti szerepének hangsulyozasa mellett a vizsgahatést leir6 modellek (Bailey, 1996;
Burrows, 2004; Saif, 1999; Tsagari, 2009; Vigh, 2007) arra is felhivjak a figyelmet, hogy az
befolyassal lehet a vizsgahatas megjelenésére.

A nyelvvizsgédknak ma Magyarorszagon kiemelt fontossdguk van. 2020-t6l kezd6dden
csak kozépfokt nyelvvizsgaval rendelkezé diakok léphetnek be abba a felséoktatasba, ahol
jelenleg ez kimeneti kovetelmény. Ez a helyzet alapveté hatdssal van a nyelvtandrok
mindennapi munkdjara. A fennalld keretek kozott ma Magyarorszdgon kétféle mddon
lehetséges a nyelvvizsga-bizonyitvany megszerzése: ha a didk nyelvvizsgat tesz valamelyik
akkreditalt nyelvvizsgarendszerben, illetve ha emelt szinten érettségizik, és legalabb 60%-0s
eredményt ér el. E kontextusban tehat nem ‘a’ nyelvvizsga, hanem a kiilonb6z6 — Kiilséleg
akkreditalt és a kozépfoku oktatast lezard — nyelvvizsgak tanari gyakorlatra kifejtett és
vélhetden nem ugyanolyan mindségli hatasarol kell beszélniink.

Kutatasomban azt az altalanos célt tliztem ki, hogy feltarjam, e nyelvvizsgak milyen
hatassal vannak a nyelvtanitas gyakorlatdra. Ehhez szorosan kapcsolédoan kivancsi voltam
arra is, hogy a kiilonb6zd (kiilsdleg akkreditalt és kozépiskolat lezard) nyelvvizsgatipusok
azonos vagy eltér6 modon hat-e a nyelvtanarok oktatdsi gyakorlatdra. Tovabba kisérletet
tettem arra, hogy feltdrjam a nyelvvizsgak hatdsa, illetve a tandrok szakmai gyakorlatat
befolyasold egyéb mas (egyéni) tényezok kozotti sszefiiggéseket. Célom mindezzel nemcsak
az volt, hogy boévitsem a rendelkezésre allo irodalmat, hanem az is, hogy megtalaljam azokat
a beavatkozasi pontokat, melyek modositasaval hatékonyabba lehet tenni a nyelvtanarok

munkajat.

280



A kutatas ismertetése €s a disszertacid felépitése

A disszertaciom két 6 részre €és azon beliil hat fejezetre oszlik (lasd 1 sz. tdblazat). Az els6
részben a kutatdshoz kapcsolodo elméleti hatteret vazolom fel, amely az els6 harom fejezetet
foglalja magaban. Az els6 fejezet betekintést nytjt a komplex dinamikai rendszerek vilagaba
¢s mukodésébe, illetve targyalja az oktatasiigy terliletén torténd innovacid és valtozas
kérdéseit. A masodik fejezet a vizsgahatas elméleti hatterét és modelljeit, valamint az ezekhez
kapcsolodo empirikus kutatdsok eredményeit veszi gorcsd ald. A harmadik fejezet a tandri
gondolkodés és motivacio téméjaban sziiletett tanulmanyokrdl nytjt elemzd attekintést.

A disszertacio masodik része 6t fejezetbdl all. A negyedik fejezet a kutatast helyezi el
a kontextusban, informdciot nyujt a résztvevokrdl, és ismerteti a kutatdsmodszertant. Az
otodik fejezet a kutatas eredményeit részletezi. A téma Osszetettsége miatt kevert kutatasi
modszertant alkalmaztam (Creswell, 2003; Mackey & Gass, 2005). A kiindul6 probléma — a
tanari gyakorlatra hatd tényezOk — feltarasahoz kvalitativ modszert, fokuszcsoportos interjit
alkalmaztam. Annak érdekében azonban, hogy a mintabdl nyert adatokat definialni tudjam, az
eredményeket pedig altalanositani lehessen, két kvantitativ — nagymintas, kérddives — kutatast
is elvégeztem. A kutatds eredményeit az O6todik fejezet részletezi, és a hatodik fejezet
targyalja. A hetedik fejezetben a kutatds Osszegzése, annak korlatai és a pedagogiai

vonatkozasok olvashatoak.
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1 sz. tdblazat: A disszertacio felépitése

I. Komplex rendszerek, innovacio és valtozas, vizsgahatas

1. fejezet. Komplex dinamikai rendszerek
e Rendszerelméletek
e A komplex dinamikai rendszerek jellemz6i
e Innovacio és valtozas az oktatasiigy teriiletén

2. fejezet. A vizsgahatas
e  Elméleti hattér
e A vizsgahatds modelljei
e Kutatasi eredmények

3. fejezet. A tanari gondolkodas és motivacio
e Atanari gondolkodasra haté tényezok
e  Motivacio

I1. Empirikus tanulmany a nyelvvizsgik tanari gyakorlatra kifejtett hatasarol

4. fejezet. A kutatas hattere
e A kutatas logikai alapjai és kontextusa
e A résztvevOk ismertetése
e A kutatas modszertani ismertetése

5. fejezet. A kutatas eredményei
e A tanarok nézetei a vizsgahatasrol — interju
e A tanari kérd6iv eredményei
e A didk kérd6iv eredményei

6. fejezet. A kutatas eredményeinek targyalasa

A tanarok nézetei a nyelvvizsgak hatasar6l Magyarorszagon

A magyarorszagi nyelvvizsgak hatasa a tanarokra

A vizsgahatas és a tanari gyakorlat 6sszefliggései

A vizsgahatas, az egyéni valtozok és a tanari gyakorlat 6sszefliggései
A magyarorszagi nyelvvizsgak hatasa a didkokra

Az osztalytermi gyakorlat a tanarok és diakok szemével

A vizsgak hatasa a tanarok és didkok mindennapjaira

7. Fejezet: Konkluzi6 és jovobeni kutatasi irdnyok
e A kutatas 0sszegzése
e A vizsgalatok korlatai
e Pedagogiai vonatkozasok

Annak érdekében, hogy Osszetettebb statisztikai elemzést tudjak végezni, kevert kutatasi

modszertant alkalmaztam. Kiindulépontként fokuszcsoportos

interjut  készitettem 6t

kozépiskolai tanarral, hogy feltarjam, a nyelvvizsgak miként befolyasoljadk mindennapi tanari

gyakorlatukat. Az interju kvalitativ elemzése és a téma szakirodalma alapjan kérd
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készitettem tanarok ¢s didkok részére. Mindkét kérddiv elsddlegesen a vizsgak tanarokra,
illetve tanulokra kifejtett hatdsat célozta meg feltarni. Mindkét kérddiv tartalmazott nyilt végi
kérdéseket, melyek a helyzet tovabbi kvalitativ elemzését segitették eld. A vizsgalat legfobb
célja az volt, hogy kideritse, a kiilonboz6 (érettségi és kiilsdleg akkreditalt) nyelvvizsgak
miként hatnak a tanari gyakorlatra. Mivel a nyelvvizsga-kényszer elsédlegesen a kozépiskolas
korosztalyt érinti, a kutatds résztvevoit lesziikitettem a kdzépiskolds didkokra (n=423) és a
kozépiskoldkban tanitd tanarokra (n=172). Szintén korlatoztam a vizsgalédasba bevont
nyelvvizsgdk szamat. A Magyarorszagon letehetd 6t kiilonb6z6 nyelvvizsga (kdzép és emelt
szintli érettségi; alap-, kozép- és felsofoku nyelvvizsga) koziil azt a hadrmat valasztottam,
amelyek a leginkabb érintik a kozépiskolds korosztalyt, a két érettségit ¢s a kozépfokn
nyelvvizsgat.

A vizsgalatok kutatasi kérdései, adatgyiijto eszkozei €s az adatok elemzésének moddszerei
a 2 sz. tablazatban taldlhatok. A kovetkezOkben a kutatas Iényeges eredményeit ismertetem

részletesebben.
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2 sz. tdblazat: A disszertacio kutatasi kérdései, adatgylijté eszkozei és a kutatds modszertana

Kutatasi kérdések Adatgyiijto Az adatok
eszkozok elemzésének
médszere
1. - A kiilonbo6z6 tipust (érettségi és kiilséleg fokuszcsoportos  tartalom-
rész akkreditalt) nyelvvizsgak miként hatnak a interju elemzés

tanarokra ¢s didkokra ma Magyarorszagon?

2. TANAROK

rész - Milyen killonbségek tarhatoak fel a kiilonb6z6 — online leiro
tipusit nyelvvizsgak (érettségi ¢és kiils6leg  kérd6iv statisztika,
akkreditalt) vizsgahatasa kdzott? tobbszoros
linearis
- Milyen  Osszefiiggések tarhatoak fel a regresszio-
kiilonb6z6 tipust nyelvvizsgak (érettségi ¢és elemzés,
kiils6leg akkreditalt) vizsgahatasanak ANOVA,
megjelenése, a tanarok egyéni jellemzdi és a egymintas T-
kozépiskolai nyelvtanarok osztalytermi proba,
gyakorlata k6zott? kétmintas T-
proba,
DIAKOK tartalom-
- Milyen kiilonbségek tarhatoéak fel a kiilonbozd elemzés

tipusu nyelvvizsgak (érettségi ¢és kiilsGleg
akkreditalt) vizsgahatasa kozott a didkok
esetében?

A kutatasi eredményei
Az interja

Vizsgalodasom kezdeti 1épéseként fokuszcsoportos interjut készitettem o6t kozépiskolai
nyelvtanarral. Az interju célja az volt, hogy az érintettek szemén keresztiil kapjak képet arrol,
a vizsgdk milyen hatassal vannak mindennapi munkajukra. Az interjii leiratanak
tartalomelemzése utan megallapithatd, hogy a nyelvvizsgdk tanitdsi-tanuldsi folyamatra
kifejtett hatdsa az alabbi teriileteken nyilvanul meg: a tankonyv kivalasztdsa; a didkok
hozzéallasa (kiilsé kényszer és motivacio); az értékelés modja és készségfejlesztés; illetve a
szlilék ¢és didkok elvarasai. Nagyfoku szubjektivitds jelent meg a tandrok véleményében a

tekintetben, ahogy a kiilonb6z6 nyelvvizsgak nehézségi szintjeit megitélték. Mivel e szinteket
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a Kozos Eurdpai Referenciakeret szintleirdsaihoz kell illeszteni, az emelt szintli érettségi
vizsga és a kozépfoku nyelvvizsga nehézségi szintjének elvileg azonosnak kell lennie. A
tanarok azonban egydntetiien azon a véleményen voltak, hogy az emelt szintli érettségi vizsga

joval nehezebb, mint a kozépfoku nyelvvizsga.

A kérdoives felmérés

Tanarok

A kutatds e szakasza azt kivanta feltarni, hogy a léteznek-e kiilonbségek, és ha igen, milyen
természetli kiilonbségek tarhatdak fel a kiillonbozd tipust (érettségi és kiilsdleg akkreditalt)
nyelvvizsgdk altal kivaltott hatds kozott. Ezen feliil kivancsi voltam a kiillonbozd tipust
nyelvvizsgdk vizsgahatdsanak megjelenése, a tanarok egyéni jellemzdi ¢és a kozépiskolai
nyelvtanarok osztalytermi gyakorlata kozotti 0sszefiiggésekre.

Az eredmények alapjan szignifikans kiilonbség mutatkozik a kdzépszintii érettségi és
az emelt szintli érettségi altal kifejtett hatds kozott. A kapott adatok alapjan a kozépszintii
érettségi hatdsa jelenik meg a legerdteljesebben a tanarok mindennapi munkdjaban. Ezt a
vizsgat tartjak a tanarok a leginkabb hasznosnak és megbizhatonak, ezt ismerik a legjobban,
ennek az értékelési kritériumait alkalmazzak a legtobben, és ugy érzik, ez befolyéasolja
legerdteljesebben tandri autondmidjukat. A tanarok munkéjara a kozépfoku nyelvvizsga fejti
ki a masodik legerdteljesebb befolyast, és csak harmadsorban jelenik meg az emelt szintli
érettségi hatasa. Ez alol egy tertilet kivétel, a vizsgak szorongast kivaltd hatasa. Itt ugyanis a
kiilsdleg akkreditalt kozépfoku nyelvvizsga szerepel az elsé helyen, bar azt hozza kell tenni,
hogy a megjelend szorongas erdssége viszonylag alacsony (40%).

Masodik elemzésiink a vizsgahatast megjelenitd tényezok és az osztalytermi gyakorlat
Osszefliggésit kivanta feltdrni. A regresszid elemzési eredménye azt mutatja, hogy a

vizsgahatdst megjelenitd tényezok koziil vannak olyanok, amelyek kizarolag egy bizonyos
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vizsgatipushoz kapcsolodnak. A vizsga hasznossagara és megbizhatosagara vonatkozo, illetve
az iskola elvarasaihoz kotddd nézetekben kizarolag az érettségi vizsgdk hatdsa mutatkozik
meg, mig a didkok és sziileik elvardsaihoz kapcsol6do nézetekben csak a kiilsé nyelvvizsgak
hatésa jelentkezik. Amennyiben a vizsgahatast megjelenitd tényezdk és a tanari gyakorlat
Osszefiiggéseit vessziik gorcs6 ald, a kovetkezd mintdzat bontakozik ki. Azon tanarok,
akikben erételjesebb szorongast general a vizsga, akik nem ismerik a vizsgat jol, nem tartjak
hasznosnak és megbizhatonak, és nem alkalmazzak annak értékelési kritériumait, elsdsorban a
hagyomdnyos nyelvtanitdsi modszereket alkalmazzak (nyelvtanozés, forditas, gyakorld
feladatok megoldasa). Azok a tanarok viszont, akik nem szoronganak, hasznosnak ¢és
megbizhatonak tartjak a vizsgat, a didkjaikkal megbeszélik és alkalmazzak annak értékelési
kritériumait, illetve figyelembe veszik a didkok és sziileik elvarasait, inkabb kommunikativ
modon tanitanak.

A harmadik elemzés célja a vizsgahatdst megjelenitdé tényezdk, a tanarok egyéni
jellemzoi és a kozépiskolai nyelvtandrok osztalytermi gyakorlata kozotti Osszefliggések
feltarasa volt. A kapott adatok itt is azt mutatjadk, hogy bizonyos tényezdk ¢és jellemzdok
kizarolag az érettségihez, illetve a nyelvvizsgahoz kotddnek. A szorongas mértékében, a
vizsga hasznossagara és megbizhatosagara vonatkozd nézetekben és az iskola elvarasaiban
megjelend vizsgahatas kizarolag az érettségi vizsgakhoz kapcsolodik. A tanuloként tapasztalt
korai élmények, illetve a nemek szerinti kiilonbségek mint egyéni jellemzok szintén kizardlag
az ¢érettségi vizsgakhoz kapcsolodnak. Az értékelési kritériumok megbeszélésében és
alkalmazasdban, a didkok elvarasaiban €és a vizsgdra vonatkozd ismeretekben megjelend
vizsgahatds pedig kizarolag a kozépfoku nyelvvizsgaval all 0sszefiiggésben. Amennyiben a
vizsgahatast megjelenitd tényezok, a tanarok egyéni jellemzdi €s tanitdsi modszereik kozotti
Osszefiiggéseket vizsgaljuk, az alabbi mintat kapjuk: azon tandrok alkalmaznak hagyomanyos

nyelvtanitasi modszereket, akik szoronganak, akiket erételjesen befolyasolnak didkként atélt
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tapasztalataik, akik nem ismerik a vizsgat, nem beszélik meg és alkalmazzak annak értékelési
kritériumait a didkjaikkal, vidéken élnek, nem dolgoznak vizsgaztatoként, és elsdsorban
kiilsdleg motivaltak. Az inkabb kommunikativ nyelvtanitasi gyakorlatot folytatd tanarok
jellemz6i a kdvetkezOk: nem szoronganak, magas szintli belsd motivacioval rendelkeznek,
tanitasi gyakorlatukat a tovabbképzéseken tanultak és sajat tanitdsi tapasztalataik formaljak,
nagyobb varosokban laknak, ismerik a vizsgat, hasznosnak és megbizhatonak tartjak azt, és a

tanitas soran annak értékelési kritériumait alkalmazzak.

Didkok

A diakok részére készitett kérddives felmérés célja annak megismerése volt, hogy milyen
kiilonbségek tarhatoak fel a kiillonbozd tipust nyelvvizsgak (érettségi és kiilsdleg akkreditalt)
vizsgahatdsa kozott. Az adatok azt mutatjak, hogy a didkok esetében a kozépfoku nyelvvizsga
hatésa jelenik meg a legerdteljesebben. Ez az a vizsgatipus, amelyet a legjobban ismernek, és
amelyrdl ugy gondoljak, hogy leghatékonyabb és leginkabb korrekt modon képes megmérni a
nyelvtudasukat. A tandraiktol ugyanakkor azt varjak el, hogy els6dlegesen a kdzépszintii
érettségi értékelési kritériumait alkalmazzak a tanordk keretében. Ami a didkok felé irdnyulo
elvarasokban megjelend vizsgahatast illeti, a kozépszintli érettségi és a kdzépfoku nyelvvizsga
hatdsa megegyezik. A legnagyobb fokll szorongast az emelt szintli érettségi valtja ki a
didkokbol, akik szerint tandraik els6sorban a kozépszintli érettségire készitik fel dket. A
didkok vélaszai alapjan hatarozott kiilonbség mutatkozik az érettségi vizsgdk és a kiilsd
nyelvvizsga altal kivaltott hatas kozott. A kiilsé nyelvvizsga felszini validitasa egyértelmiien
jobb, mint az érettségi vizsgdé. A nyelvvizsga fogalmat a didkok elsdésorban a kiilsé
nyelvvizsgédkhoz kapcsoljak, ennek van a legnagyobb tétje, ezt tartjdk a legjobbnak, errdl

tudnak a legtobbet, és mivel megismételhetd, kevesebb szorongast generdl. A jelenlegi
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jogszabalyok alapjan egy idegen nyelvb6l mindenkinek kotelezd érettségizni, ennek

kdszonhetden e vizsga nagyobb foku szorongést valt ki a didkokbol.

A tanarok és a diakok nézetei kozotti kiilonbségek

Kutatasunk adatai egyértelmii kiilonbséget mutatnak a tekintetben, hogy a tanarokra, illetve
diakokra mely nyelvvizsgak hatnak a legerdteljesebben. A nagymintés kutatas 6t olyan faktort
tartalmazott, amely mindkét kérdéivben megtalalhatd volt: a vizsgara vonatkozo nézetek, a
vizsga tartalmanak ismerete, a vizsgahoz kapcsolodo elvarasok, az altala kivaltott szorongas,
illetve az, hogy tan6rdn miként jelenik meg az adott vizsga értékelési modszere. Az azonos
tényezOkre adott valaszok dsszehasonlitasa alapjan megallapithato, hogy a didkok esetében a
kiilsé nyelvvizsga, a tanarok esetében pedig a kozépfoku érettségi hatasa az erdsebb (2. sz.

tablazat).

3. sz. tablazat: A kiilonboz6 vizsgatipusok hatdsa kozotti kiillonbségek a didkok é€s tanarok

esetében
TANAROK VIZSGA DIAKOK VIZSGA

TiPUS TiPUS

mit gondolnak a vizsgarol KE /KN | mit gondolnak a vizsgarol KN

mit tudnak a vizsgarol KE mit tudnak a vizsgarél KN

didkok / sziilok / iskola elvarasai | KE /KN | a diakok felé iranyulo elvéarsok KE /KN

SZorongas KN SZOorongas EE

értékelési modszerek KE a didkok elvarisai az értékelési | KE

modszerek irant

Kozépszintii érettségi = KE, emelt szintii érettségi EE, Kozépfoki nyelvvizsga = KN

A tantermi gyakorlatra vonatkoz¢ allitasok szintén mindkét kérddivben fellelhetdk voltak. A
véalaszokat Gsszehasonlitva szintén jelentds nézetkiilonbséget tapasztalhatunk: a tanarok azt
allitjak, hogy 6k inkabb kommunikativ médszereket alkalmazva tanitanak, a didkok pedig azt,

hogy e gyakorlat inkdbb a hagyomanyos modszerekhez all kdzelebb. A16 azonos allitas koziil
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14 esetében a véleménykiilonbség foka szignifikdns. Két esetben van egyetértés: mindkét fél
ugy gondolja, hogy a nyelvordkon a didkoknak gyakran van sikerélménye, illetve hogy sokat
gyakorolnak kifejezetten a beszédértést fejlesztd feladatokat. Az elsd allitas Sromteli, és
bizakodasra ad okot. A masodik allitds esetében megjelend egyetértés egyértelmiien a 2005-
ben bevezetett 0j nyelvi érettségi vizsga hatasanak tudhaté be, ugyanis a beszédértés

vizsgarészt e reform vezette be a nyelvi érettségi vizsga tovabbi részévé.

A kvalitativ vizsgalat eredményei

Mindkét kérddiv tartalmazott nyilt végli kérdéseket. A tanarok esetében harom kérdés
vonatkozott kifejezetten a vizsgahatasra. Két nyilt végii item firtatta azt, hogy a vizsga miként
van hatdssal a tandrok mindennapi gyakorlatdra, egy harmadik pedig arra iranyult, hogy
didkjaik sikertelen vizsgajat kovetden miként valtoztatnak munkajukon. Az elsé két kérdésre
adott valaszok tartalomelemzését kovetden megallapithatjuk, hogy a kiilonbozd vizsgak
hatdsa elsdsorban az adott vizsga kovetelményeinek megismertetésében, feladattipusinak
gyakoroltatasaban, a tankonyv kivéalasztdsaban €s motivacios forrasként valo felhasznalasaban
jelentkezik. A hangstly a feladatok gyakoroltatasan, illetve ezek gyakorisagdn van. A
harmadik kérdés is hasonld képet mutat: a tanarok elsddleges reakcidja a sikertelen vizsgara a
gyakorlds mennyiségének novelése. Ezt kovetéen azonban megjelenik a készségek
(beszédértés, szovegértés, szobeli €s irasbeli produkcid) fejlesztésének eldtérbe keriilése. Ez
pedig szintén a 2005-ben bevezetett Uj tipusu érettségi vizsga hatasat jelezheti. E vizsga
ugyanis a korabbi nyelvi érettségihez képest sokkal nagyobb hangsulyt fektet a készségek
mérésére.

A didkoknak feltett hasonlo kérdésre adott valaszok elemzése is hasonld képet mutat.
A sikertelen vizsga utan a didkok elsd reakcidja is a gyakorlds mennyiségének novelése,

melyet azonnal kovet a négy készség fejlesztésére helyezett nagyobb hangsuly.
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A kutatas korlatai

A kutatds gyengesége, hogy nem volt mod a véletlenszeri mintavétel alkalmazasara. Ezt
azonban ellenstlyozza a valaszadok magas szadma ¢€s az, hogy a tanarok esetében a valaszadok
Osszetétele nagyban hasonlit az orszagos minta dsszetételére.

A kutatds eredményeinek egy része Onbevalldson alapul, amely felveti annak
problémajat, hogy a valaszt ado személy a kutato altal elvart valaszokat adja. Ez els6dlegesen
a tantermi gyakorlatra (hagyomanyos vs. kommunikativ mddszerek) vonatkozo allitdsokat
illeti. A kérddiven szerepld allitdsok azonban tigy lettek megfogalmazva, hogy az azokra adott
valaszok nem kizar6lagosak.

A kutatds eredményeit gazdagithatta volna, ha sor keriilt volna osztalytermi
megfigyelésekre is. Mivel csak egy iskolatipust vizsgaltam, tovabbi kutatas lenne sziikséges
nagyobb populdco és az érintettek szélesebb korének bevonasaval ahhoz, hogy az eredmények

jobban altalanosithatoak legyenek.

A kutatas pedagogiai vonatkozasai

Korlatai ellenére az eredmények mind a gyakorl6 tanarok, mind pedig a tanarképzésben részt
vevo oktatok szamara fontosak lehetnek. Kutatdsunk ramutatott arra, mekkora jelentésége van
annak, hogy a tandrok tisztaban legyenek az adott vizsga tartalmaval és kovetelményeivel. Az
eredmények azt mutatjak, hogy a vizsga jelentds szorongast general azokban a tandrokban,
akik nem ismerik az adott vizsgat jol, akik nem rendelkeznek vizsgaztatdi tapasztalatokkal, és
nem alkalmazzdk a vizsga értékelési kritériumait. A kutatds arra is ramutatott, hogy
kommunikativ tanitdsi modszerek alkalmazasaval szorosan Osszefiigg a tandrok belsd
motivacioja, a tovabbképzéseken tanultak és a vizsgaztatoként szerzett tapasztalatok.

Vilagosnak tlinik tehat, hogy ha a tanarok tobb informacidval rendelkeznének a szdban forgd
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vizsgakrol, megfeleld tovabbképzésben részesiilnének (ahol e tudast megszerezhetnék) és
vizsgaztatdi tapasztalatokra is szert tehetnének, nagyobb lenne az esély arra, hogy tanitasi

modszereik a hagyomanyostol a kommunikativ irdnyba mozduljanak el.
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