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ABSTRACT (in Greek)

H mapovoa gpguva to gowvopevo tov test washback (avadpootikr enidpacn a&loAoyiK®v
KpLUTNpiwv). ZUYKEKPUEVO ETIKEVTPOVETOL TNV SO0KTIKN LeBodoA0YioL TOV YPNGILOTOOVY
o1 kanyNtég oe ThEelg oTIg omoieg TPoeTOUALoVY HoONTEC Yo TV OTOKTIOT) TGTOMOINOG
Yhoooopdbetoc. H pedé tov mapaydviov mov ennpedlel Toug Kabnyntég otnv StO0KTIKN
toug pebodoroyia, delyvel 6TL 1 avadpaoTikn enidpact a&loloyik®V kpitnpimv givar Eva
TOAVTTAOKO QOLVOUEVO UE TTOAAOVE TTAPAYOVTEG TOL OAANAETIOpovV. H pedétn mepintwong
mov gpguvnnke gtvar td&elg mpoeTolaciog yro TV andKINon motoroinong yrwscouddeiog
omv EALGSa, o1 omoieg mapovsidlovy peydio evolopépov, 6GOV apopd GTNV TPOETOLACTOL

€EETACE®V Y10 TNV OOKTN O TIGTOTOINGNG,.

Yy mapovco dotpiPn ypnotponoteital n oporoyio multi-exam classes (ta&eig moAomAmdv
eEetaoewv). H ovykexpyévn oporoyia mpocdlopilel Tic tdéelg mpostoaciog yoo tnv
QOKTNON TOAADV KOl SLOPOPETIKOV TICTOTOMTIKMOV 0TV 1010 TAEN €pOGOV 01 pobntég
Aappévovy pépog oe Tavm amd Lo motomoinon oty 10w e€etactikn nepiodo. Emopévac,
ot kabnyntég otig taéeig mpoetoaciog oAbV e€etdoswv (Multi-exam) avaykdalovtot va
TPOETOYAGOVY Kol Vo O100E0VV o HobNTEG Yo OLO 1 AKOUO. TPEWS 1 KOl TEGGEPIS

TIGTOMOGELG GTNV 1010 TAEN UE OLAPOPETIKT LOPOT| EEETAONC.

H xOplo gpeuvntikny gpdtnon eivar nog 1o mhaicto moAlmv e€etdoswv (multi-exam)
emmpedlel v daxtiky pebodoroyia mov ypnoipomotovy ot kadnyntés. H andvinon omyv
EPMOTNON &lvol ATOTEAECUO OVO SLUPOPETIKMV HEBOOMV TNG HEAETNG TTEPITTMONG KO TOV
evog epomnuatoroyiov. Ot pedéteg mepintwong nepleddpfovay kabnyntég AyyAkov og éva
epovtioTplo otnv EALGSQ, evd TO ep@TNUOTOAGYI0 dtavepnOnke oe kaBnyntég AyyMkmv
amd 0An v EALGOa. AlevepynOniay moloTIkEG Kot TOCOTIKEG EPELVNTIKESG OL0OTKAGIES Y10
™V GLYKEVTIPOON TV amoteAecpatwv. H 01daktikn pebodoroyia dvo kabnyntdv mwov
TPOETOUALOoVY HaBNTEG Yo MGTONOWOELS epeLVHONKE otV HEAETN mepimTmong (case-
study) péow ocvvevievéewv, Tapatnpioeev Tov podnudtov (classroom observation) kot
ovpmAnpopotikov cvvevtevéewv (follow-up interviews). H peiétn mepintwong eotidlet
Oy novo og takelc moAmv eEetdoewv (Multi-exam) odAd kot oe TaEelg TpoeToaciog yio
éva LOvo motomomTikoe (0ONe-exam). XvyKekplyuévo 1 Topovca EPELVO LEAETA GE TOL0
Babud emmpedletor n dwoktiky pebodoroyia TV keONYNTOV  amd T EOON Kol TIC

AToTNOELS TOV TOAAATADV e€etdoev TaEewv. To epoTNUOTOAGYLO TOPEYXEL TANPOPOPIES



YL TOLG TOPAYOVIEG TOL eMNPEALOVY TOLG KAONYNTEG VO EMAEEOLV GLYKEKPIUEVES

O AYOYIKES LEBOSOVE OTIG TAEELG TpoETOLOGTNG EEETAGEMV.

H avdivon tov dedopévmv deiyvel 0Tt o Babuog kat To £100¢ TG avadPUCTIKNG EMTIOPAOTG
tov eéetdoemv (Washback) ennpedletar omd v popoen (format) g e€étaonc, tov apOud
TV e€etdoemVv Héca oty TAEN, TNV GYOAIKN TEPTI0d0 (TO TPIUNVO) Kol GAAOVG TAPAYOVTESG
Gueoa (teacher-direct factors) kot éupeca cvvoedepuévoug (teacher-indirect factors) pe tov
kaOnynt|. To yeyovog 0Tt vmdpyel molkiMo eEetdoemv pe OPOPETIKY] LOPPT Kot
OWPOPETIKEG QMOLTNOEL KOl 1 duvatdOTNTO TOV pontdv vo maipvovv péPOg o€
TEPIOCOTEPES AMO M0, HOPON €EETAONG UMOPEl Vo, LEIDGEL TNV avadPOCTIKY EMIOPOOT
(washback) «ot va mpodyetr tnv udbnon g yhdocac. Mg autdv tov 1pdmo ot kadnyntég
UTOPOLV VoL £XOVV TEPIGCOTEPES EVKALPIES VO PN CLOTOUGOVY SLOPOPETIKESG OLOOUKTIKES
pebdoovs. Qotdco, o KuONYNG moapapével €vag KoBOPLoTIKOG TOPAYOVTIOS TOL
KATOOEIKVIEL TOGO CUAVTIKO €ivot Yo TOVG KOONYNTES Vo GUUUETEYOLY otV aSloAdyNon
tov podntov. Ta gupriuoata e HeAETNS aVTAG TPOPEPOVY GTOVS KOONYNTEG YAWGGOV,
GTOVG EEETAGTIKOVG OPYUVIGHOVS, EKTAUOEVTEG KON YNTOV, GLYYPOEEiS BBA®VY Kot EKOOTEG,

10€e¢ dipeca oxeTlOUEVES LLE TIG OVAYKES TOVC.



ABSTRACT (in English)

This research offers new insights into the phenomenon of test washback by focusing on the
teaching practices in exam preparation classes. An exploration of the factors influencing
teachers how to teach shows that washback is a complex phenomenon with several
intervening factors. The case study examined exam preparation classes in Greece which
present an interesting pedagogical ecology regarding exam preparation. The term multi-exam
class will be used in the current thesis. It is defined as the exam preparation classes where a
variety of exams are taught since students often participate in more than one exam in the
same exam period. Thus, teachers in multi-exam preparation classes are forced to teach and

prepare students for two or even three or four exams in the same class.

The main research question is how the multi-exam context influences the teaching practices
that teacher use. A distinction is made among ‘methods’, ‘activities’ and ‘tasks’ when
studying teachers’ methodology. Two different methods are used to address the question: a
case study and a questionnaire, which employed teachers of English teaching in a frontistirio
and/or privately. Both qualitative and quantitative data collection procedures were followed.
In the case study, interviews, classroom observations and follow-up interviews of two
teachers teaching exam preparation classes in the same school are used to elicit information
on the nature and type of teaching practices the teachers use to prepare students for exams.
The case study compares one exam and multi-exam classes and looks into the extent to which
the teachers’ approaches are influenced by the nature and requirements of multi-exam
classes. The questionnaire provides information about the factors that influence teachers to

choose specific teaching practices in exam preparation classes.

Findings show that degrees and kinds of washback seem to be influenced by the type of the
exam, the number of exams in preparation classes, the school term and other teacher-direct
and teacher-indirect factors. Preparing students for a range of exam options with different
formats can reduce washback and promote language learning. In this way, teachers can have
more opportunities to use different teaching practices. The teacher remains a significant and
influential agent, showing how important it is for teachers to get involved in assessment and

develop their language assessment literacy.

This study contributes by incorporating a teacher’s voice which, so far, has been absent from

the local and national levels, providing valuable information regarding the role of teachers

Vv



in reforming testing and enhancing classroom practices. The study offers language teachers,
teacher trainers, examination bodies and material writers and publishers, insights directly
relevant to their needs. The study finally indicates that by investigating not only the roles of
stakeholders but also the broad sociocultural and educational context the washback issue can

be fully accounted for.
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CHAPTER 1: INTRODUCTION

1.1 Introduction

Language examinations and the possession of language certificates in English are an integral
part of language learning in Greece, a country which saw the operation of 9,000 private
language institutions in 2006 (Batziokas, 2006). In a paper which playfully addresses in its
title a foreign language certificate as “the much-wanted paper”, shrewdly capturing the
mentality of language learners in Greece and the ‘certificate-oriented culture’ (Gass and
Reed, 2011) that has developed, Angouri et. al. (2010) estimate that 80% of Greek school
children attend private language institutions, with the ultimate goal of gaining a valid
certificate in a foreign language. This tendency could be seen to have contributed to the
industrialization of English language testing, at which this thesis will be looking within the

context of Greece.

As would be expected, the road to language certification is not monopolized by one specific
certifying body. On the contrary, as Gass and Reed (2011) observe, “commercial and
university based tests vie for a market share” (p. 32). In order to meet the market needs for
language certification and get a ‘share’ in said market, a variety of higher educational
institutions (e.g. the University of Cambridge, first launched in 1913 and renamed
Cambridge English Language Assessment in 2013) have developed and regularly administer
their own language examinations in the English language worldwide, issuing the relevant
qualifications upon successful completion of said exams. The fact that Greece appeared to
hold first place in participation in Cambridge EFL exams in 1995 (Tocalli-Beller, 2007, p.
113) is only but indicative of the prominent place such examinations hold in the context of
language learning in Greece. This emergent market prompted the need for the establishment
of relevant educational institutions, known in Greece as frontistiria (foreign language
learning private institutes) (see section 1.3), which offer the necessary preparation courses
for a variety of these exams. Moreover, a network of people has emerged around these
exams, including administrators, teachers, students and publishers, all of which play a
significant role in the success of this examination process. As a result, the teaching context
has been substantially enhanced and has gradually become more intricate and based on a
network of various actors. When pursuing to delineate such teaching contexts, the influence
of English language exams in their construction cannot be ignored. In other words, the

investigation of the effect of such English exams in the teaching context is pivotal to
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understanding how educational practices and procedures are shaped and adopted by foreign

language teachers worldwide.

Briefly, the phenomenon whereby “testing influences teaching” is called ‘washback effect’
(Alderson and Wall, 1993, p. 115). A variety of studies have been conducted on the
washback effect of language testing in the classroom, highlighting its importance, yet current
studies have not been able to lay out a definitive relationship between high-stakes exams
(Chapman and Snyder, 2000) and the teaching context. In fact, washback seems to be highly
complex, to differ substantially amongst different contexts and to affect teachers diversely
(see e.g. Alderson and Hamp-Lyons, 1996; Shohamy et al, 1996). Alderson and Wall (1993),
for example, articulate fifteen different washback hypotheses taking into account the content
and methods teachers employ to teach and learners adopt in their learning, the rate and
sequence of teaching as well as the degree and depth of teaching. On the other hand, Hughes
(1993) proposes a trichotomy of what ESL researchers should examine when investigating
the washback effect (in Bailey, 1996). Glover highlights the importance of considering
“societal influences such as the wider role of education, examination and so on” on teaching
and learning when investigating washback (2006, p. 56). Within the Greek context, Tsagari
(2009) has presented valuable findings in an in-depth study of the washback effect of the
FCE examination on teaching and learning, with an emphasis on negative washback,
highlighting that teaching becomes highly teacher-centered and stressful, while there is an
overemphasis on grammar teaching and on enhancing exam-specific techniques and skills.
These research studies, however, have not focused sufficiently on pinning down the precise
washback effect of high-stakes exams on teachers’ practices. The main aim of this thesis is
to provide, as far as it is possible, a holistic account of how washback effect manifests in

concrete teaching practices, focusing on multi-exam teaching and learning contexts.

1.2 Research Context

This section will offer a brief historical overview of education in Greece with emphasis
placed on information that is relevant to this thesis and will move on to discuss the

educational context of foreign language teaching and, more specifically, English.



1.2.1 Education in Greece

Upon gaining its independence in 1832, Greece began to set up its educational system which
was modelled after the German tradition with heavy influences from French administrative
and educational practices (Kallen 1996). The most important legacy of this development
which still informs Greek education is the strong centralization of educational policy and
administration (see Dimaras, 1978; Eliou, 1988; Andreou and Papakonstantinou, 1994).
Since then, education has been offered free of charge and by 1834 a four-year compulsory
education was introduced. This is thought to have facilitated social and geographical
mobility within and without national borders. However, at that stage and for a long period,

education in Greece was not geared towards the needs of the industry.

It took Venizelos to modernize the educational system when the duration of compulsory
education was extended to six years; to establish secondary education; and to introduce
secondary technical education. Further modernizing changes were implemented in the 1960s
by Papandreou (Kallen, 1996, p. 10). It is also worth mentioning that during the 1960s an
effort was made to bring about a conservative decentralization of policy and administration
(Kallen), although the educational system remains to date highly centralized. Notably,
compulsory education was extended to nine years and new laws were passed for primary,
secondary and higher education as part of the reform of 1964 (Themelis). Since then,
compulsory education includes six years of primary school and three years of lower
secondary education (gymnasium). While upper secondary education (Lyceum) is not
compulsory in Greece, it is considered obligatory for individuals to be able to access tertiary
education. Access to tertiary education is determined by students’ performance in the final
examinations at the end of Lyceum. Those exams are regulated and administered by the
Ministry of Education on a national level. Finally, the duration of tertiary education varies

between four to six years depending on field of study (Figure 1.1).
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Figure 1.1. Overview of the educational cycle in Greece.!

In the 1980s, the educational agenda of the centrist-Left PASOK party, which was in power,
continued to inform the educational landscape of Greece. The end of the 1980s saw a

! http://gpseducation.oecd.org/CountryProfile?primaryCountry=GRC&treshold=108&topic=EO [last accessed
3 July 2016].
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rejection of previously set objectives in favour of a new educational system. A former
proclamation which saw the annulment of private schools and the absorption of private
language institutes by state-run educational centres was rejected. Furthermore, the finance
of education remained low despite former commitments to raise funding (Grollios and
Kaskaris, 2003). In 1993, when PASOK came back into power, it sought to further
modernize the educational system. Efforts to boost attendance to higher education were
implemented through the reform of 1997. As of then, all the preexisting types of upper
secondary schools (general, technical-vocational and integrated lycea) were abolished and a
new general school of academic orientation (Unified Lyceum) was instituted and a new type
of downgraded technical-vocational schools - classified as "post-compulsory”- was
introduced. At that stage, tuition hours were increased and the school curriculum was
enriched to meet the demands of a growing “knowledge economy” (Themelis). This was an
attempt to align education with the labour market. The focus of the educational system on
‘knowledge economy’ and market needs, does not necessarily entail that those needs are met
by the public educational system. In fact, what has shaped the Greek educational space to
date is the strong drive towards education that developed amongst Greek families since the

1970s and which has not been fully matched by the state in terms of support (Themelis).

The mid-1990s saw 6.5 per cent of Greek GDP spent on private and public education, which
according to Themelis paradoxically suggests that private investment in education might as
well have been higher than public investment. While this private funding takes many forms,
there are two main ones that are relevant to this study: (i) private ‘evening’ schools known
as frontistiria and one-to-one tuition (idiaitera), which is usually home-based. According to
Themelis, frontistiria can be classified under two main categories: firstly, there are those
that are auxiliary to the state and which facilitate the learning of a foreign language or the
acquisition of computer skills and knowledge, at the same time preparing students for the
relevant certificates; and, secondly, there are preparatory evening classes that assist students
with their school subjects and help students succeed in the national exams. Frontistiria are
so prominent in Greece that despite their status, they form a type of schooling, parallel to
that offered by state or private schools (Themelis). As will be seen throughout this thesis,
frontistiria play a leading role in the learning of English, amongst other foreign languages,

in the Greek social context.



1.2.2 English Language Learning in Greek State Schools

The gradual market-driven liberalization of education that Greece saw in the late 20" century
(Section 1.2.1) puts into perspective the role the English language could play in Greek
education. First of all, Greece belongs to the European Union, one of whose official language
is English. Moreover, according to a study conducted by The Organisation for Economic
Co-operation and Development (OECD), 33,500 Greeks studied abroad in 2011 and 34,000
the year before that. Although numbers are gradually falling purportedly due to the economic
crisis in Greece, 5.8 percent of the country’s entire student body completes its tertiary
education in foreign universities annually. 36.1 percent of those opt for studying in English-
speaking universities, mainly in the UK.? Additionally, a recent study (2012) conducted by
the Greek office of recruitment specialists Adecco concluded that 49 percent of working-age
Greeks were seeking employment abroad. 2 In fact, Gogonas sees English as “serv[ing] as a
form of cultural capital in Greece” with the majority of students claiming to be learning

English because “it will help them get a job in the future” (2010, p. 143).

In this context, knowledge of English can be seen to be an indispensable skill for potential
students and job-seekers, amongst others. Although English is not an official language in
Greece and bears the status of a foreign language, knowledge of English is considered crucial
in virtually any professional context. English has been taught in Greek state schools for over
sixty years, with the first curriculum for state high schools published in 1953 (Sifakis, 2013).
However, it was only introduced in primary schools in 1987 (Mattheoudakis and Alexiou,
2009). By 2004 96.9 per cent of state schools pupils of all levels were learning English,
which testifies to the status of English in the Greek context (Sifakis 2009. p. 233). Until
recently, English was introduced in Greece in the third grade of primary school (i.e. ages 8-
9), (Tablel.1).

2 see http://www.ekathimerini.com/145000/article/ekathimerini/news/big-drop-in-number-of-greeks-
studying-abroad-oecd-finds [last accessed 2 July 2016].

3 See http://www.bloomberg.com/news/articles/2012-12-20/almost-half-of-greeks-are-looking-for-work-
abroad-survey-shows [last accessed 2 July 2016].
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Table 1.1 Weekly Curriculum in Greek Primary Schools

Weekly teaching hours per grade in: Prima
A/O Subjects Y J A el
School
GRADES
1st 2nd 3rd 4th 5th 6th
Religious
. - - 2 2 2 2
Education
2. Language 9 9 8 8 7 7
3. Mathematics 4 4 4 4 4 4
4. History - - 2 2 2 2
Study of the
. 4 4 3 3 - -
Environment
6. Geography - - - - 2 2
7. Natural Sciences - - - - 3 3
Civil and Social
- - - - 1 1
Studies
LL-DAY REGULAR
PROGRAMME PROGRAMME 9. Arts Education *1 3 3 3 3 2 2
10. Physical Education 2 2 2 2 2 2
11. English language - - 3 3 3 3
Interdisciplinary &
12. Creative Activities 3 3 3 3 2 2
Flexible Zone
Second Foreign - - - - 2 2
Language (French
13. or German) Total
of compulsory 25 25 30 30 32 32
hours *2
14. Study-Preperation 10 10 7 7 7 7
New Technologies
15. ) 2 2 2 2 2 2
- Computer Science
Elective Subjects 4 4 4 4 2 2
16.  Total of all-day
45 45 45 45 45
school hours

However, within the context of a project which was introduced in 2010 entitled “New

Foreign Language Education Policy in Schools: English for Young Learners (EYL), 40% of



first and second graders across 961 schools in the country are now learning English, which
means that pupils across the country are exposed to English within the educational
environment at the age of six.* Within this project, a balanced curriculum has been adopted,
incorporating both communicative and pedagogic practices, although this does not appear to

be the case across all levels of primary and secondary education.

English remains part of the state school curricula until the last grade of higher secondary
education. In fact, under the “New School” action plan, which was implemented in 2009 and
has been gradually piloted across numerous schools in Greece, foreign language education
is given a high priority (Sifakis, 2011, p.123). The “New School” scheme was meant to
address the low status of foreign languages in state schools, among other things (ibid.).
However, the curriculum across lower and higher secondary schools appears not to be
adapted to learners’ communicative needs; it is characterized by vague or low motivation
levels; and it does not serve any specific learning outcomes. Sifakis seems to connect this
phenomenon to the fact that there are no clearly defined reason for which learners are taught
English (2011, p. 125). For Sifakis, teaching of English in Greek state schools seems to be
best described by the “scheme” of TENOR, an acronym coined by Abbott (1981), which
stands for “Teaching English For No Obvious Reason” and is meant to describe typical

secondary school learners who have no evident learning objective in sight (ibid.).

1.3 Rationale of the Study

The shortcomings of foreign language teaching in Greek state schools are addressed by a
thriving private sector of foreign language institutes, a rather unique characteristic of the
Greek foreign language education system (Mattheoudakis and Alexiou, 2009 p. 230).
According to research around 80 percent of Greek students have sought to learn foreign
languages in frontistiria and Greek families spend on average 880 million euros on tuition
fees, textbooks and other related expenses (ibid.). Interestingly, despite the introduction of
English in primary schools the numbers of foreign-language frontistiria tripled between
1985 (2,000 schools) and 2000 (7,000 schools) (Mattheoudakis and Alexiou, 2009 p. 232).

Other factors that seem to have contributed to the establishment and expansion of the private

language teaching sector in Greece are directly linked to the limitations of state

4 See http://rcel.enl.uoa.gr/peap/en/articles/programme [last accessed 3 July 2016].
8



http://rcel.enl.uoa.gr/peap/en/articles/programme

schools with reference to foreign language education. To start with, learning often takes
place in a mixed-ability environment, as students often already attend courses in frontistiria
or receive private tutoring at home, resulting in students attaining various levels of English
language competence. This diversity in competence continues to inform the state school
English classroom up until the lyceum. Although the state has taken steps to address this
issue by grouping students together based on language proficiency, the groups that are
formed are limited and do not reflect the versatility of language competence noted amongst
students. Also, the language support that students are exposed to, highly depends on their
educational, social and economic background (Dendrinos et.al, 2013, p. 112), which varies.
Citing Manopoulou-Sergi (2001) and Papaefthimiou — Lytra (1990), Tsagari (2009) further
notes that state schools have also been accused as inadequate with “limited linguistic and
sociocultural learning environments”, which leads many parents to turn to frontistiria or have

private lessons (p. 1-2).

Most importantly, parents turn to frontistiria for one fundamental reason; namely, the
preparation they offer for high-stakes proficiency exams, which count as important
qualifications for attaining a job in either public or private sector (Dendrinos et.al, 2013, p.
112). Strikingly, despite the fact that the Ministry of Education of Greece administers and
runs national foreign language exams, leading to state-certified language exams, preparation
for such exams, nor any other, does not occur in state schools (ibid.). Instead, the need for
foreign language exam preparation has been consistently addressed by frontistiria. With
reference to the English language, teaching in private language institutes stands in stark
opposition to the realities of state schools. The courses offered by the latter are tailored to
satisfy students’ needs and are usually dictated by the particular high-stakes proficiency
examination, the students are sitting for (Sifakis, 2011, p. 125). As opposed to the loosely
defined curricula designed for English language teaching (ELT) in state schools, curricula
designed for ELT classrooms in frontistiria build on individual goals, although these goals

are most likely linked to a specific language proficiency level (Sifakis, 2011, p. 125).

As was already discussed, exam preparation takes place primarily in frontistiria and through
private tutoring, as state schools do not participate in high-stakes exams. Private tutoring,
however, can be problematic from a researcher’s perspective as it tends to be ‘under-
regulated’ (Bray and Kwo, 2014, p.2) and would pose difficulties in investigating. Unlike
state schools, frontistiria offer foreign language courses to students of all ages and prepare

them for a variety of language certificates for all levels. With respect to the English language,
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frontistiria provide courses in General English, English for Academic Purposes (EAP),
English for Specific Purposes (ESP), foundation courses and preparation courses for high-
stakes exams in English as a Foreign Language (EFL) (Tsagari, 2009, p.2). Finally, teaching
and tutoring is provided by teachers who have obtained a BA university degree in the English
Language or by C2 certificate holders who have attained a license to teach. What becomes
clear from the above discussion is that (i) English teaching in Greece cannot be conceived
outside the context of the thriving private sector of frontistiria and that (ii) foreign language
certification is often the driving force behind foreign language education in Greece.
According to Tsagari and Papageorgiou, testing “is of special interest” (2012, p. 4) in
Greece, which has a tradition of English as a Foreign Language (EFL) examinations,
administered by local and international exam boards. The ‘exam oriented culture’ relevant
to the English language was already discussed in this chapter. It is reasonable, therefore, to
expect frontistiria to adapt to the needs of high-stakes exams when designing exam
preparation courses. More specifically, the prominence of high-stakes exams in the ELT
context in Greece, should be considered as a legitimate factor that determines ELT curricula,
syllabi and teaching practices. Despite Greece’s strong orientation towards exams, however,
not much research has been done on the influence of specific exams on teaching practices
within the Greek foreign language educational context. The present study seeks to address
this gap in research with special focus on the washback effect of multiple exams on EFL

teaching practices in the Greek context.

1.4 Scope of Study

Until recently, the most common exams administered in Greece were those offered by
Cambridge ESOL (previously, University of Cambridge) — the first one to enter the Greek
market - and those administered by the English Language Institute (ELI) (former University
of Michigan). As a case in point, 1995 saw 246,717 candidates sitting for the FCE (B2) exam
of Cambridge ESOL worldwide, 115,279 of which were in Greece (Tsagari, 2009; cited in
Gass and Reed, 2011, p. 33), which puts into perspective the prominence of language
certification in Greece. These exams were considered very important for candidates since
they would provide them with the much needed certificates, which are recognised by both
the private and the public sector.

In the past few years, however, English language education in Greece has increasingly

focused on a number of language examinations, beyond the ones previously mentioned.
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More specifically, a variety of exams have been introduced specifically at B2, C1 and C2
levels as defined by the CEFR — Common European Framework of Reference (Council of
Europe 2001). These exams claim to cover the diverse needs and abilities of students. For
the Greek state, a substantial number of these certificates “have lifelong validity and are
considered by many as having as much weight as a university degree” (Sifakis, 2009, p.
233). To date, there are 21 B2 level EFL exams approved by ASEP (Civil Service Staffing
Council), (Table 1.2). ASEP -approved examinations are recognised by the government and

can be used for admission in the private and the public sectors.

This variation of state-approved exams in a certificate-driven society has introduced
inevitable and significant changes in the English language teaching and learning system in
Greece. The current English language teaching and learning situation seems to be more exam
oriented than ever before. Some of its characteristics are that students take part in more than
one exam within the same examination period. To respond to this need, publishers have
produced coursebooks aiming at more than one exams or relevant practice tests books for
each exam (Gass and Reed, 2011, p33) and exam preparation classes have become more
demanding. This situation presents an interesting pedagogical problem with important
implications for language teaching and learning. Before looking at the specific exams, the
Common European Framework of Reference for Languages will be briefly discussed, in
order to provide a common frame of reference for each exam that will be examined within
the context of this study and to acquaint the reader with the language skills, competences

and proficiency level ‘guaranteed’ by each respective exam.

1.4.1 The CEFR

The Common European framework of Reference has been developed to foster the learning
of foreign languages within the European Union and establish international standards for
learning, teaching and assessment for all modern languages. Its original aim as far as
language testing is concerned is to support the test design process regarding only the
examination content syllabus and the assessment criteria, in terms of positive achievement

rather than negative deficiencies. (Council of Europe, 2001).

The learner’s abilities are described at six levels (Table 1.2): basic user: Al and A2 levels,
independent user: B1 and B2 levels, proficient user: C1 and C2 levels. These levels form the
Global Scale of CEFR. The CEFR document refers to the skills and knowledge related to

language learning, as well as to the situations and context where communication takes place,
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in detail for each level. The CEFR can be used to compare achievement and learning across

languages (see http://www.coe.int/t/dg4/linguistic/Source/Framework _EN.pdf).

Table 1.2: Common Reference Levels — The Global Scale

Proficient

User

C2

Can understand with ease virtually everything heard or read.

Can summarise information from different spoken and written sources,
reconstructing arguments and accounts in a coherent presentation.

Can express him/herself spontaneously, very fluently and precisely,

differentiating finer shades of meaning even in more complex situations.

C1

Can understand a wide range of demanding, longer texts, and recognise
implicit meaning.

Can express him/herself fluently and spontaneously without much
obvious searching for expressions.

Can use language flexibly and effectively for social, academic and
professional purposes.

Can produce clear, well-structured, detailed text on complex subjects,
showing controlled use of organizational patterns, connectors and

cohesive devices.

Independent

User

B2

Can understand the main ideas of complex text on both concrete and
abstract topics, including technical discussions in his/her field of
specialisation.

Can interact with a degree of fluency and spontaneity that makes regular
interaction with native speakers quite possible without strain for either
party.

Can produce clear, detailed text on a wide range of subjects and explain a
viewpoint on a topical issue giving the advantages and disadvantages of

various options.

Bl

Can understand the main points of clear standard input on familiar matters
regularly encountered in work, school, leisure, etc.

Can deal with most situations likely to arise whilst travelling in an area
where the language is spoken.

Can produce simple connected text on topics which are familiar or of
personal interest.

Can describe experiences and events, dreams, hopes & ambitions and

briefly give reasons and explanations for opinions and plans.
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A2 Can understand sentences and frequently used expressions related to areas
of most immediate relevance (e.g. very basic personal and family
information, shopping, local geography, employment).

Can communicate in simple and routine tasks requiring a simple and
direct exchange of information on familiar and routine matters.
Can describe in simple terms aspects of his/her background, immediate

Basic User environment and matters in areas of immediate need.

Al Can understand and use familiar everyday expressions and very basic
phrases aimed at the satisfaction of needs of a concrete type.
Can introduce him/herself and others and can ask and answer questions
about personal details such as where he/she lives, people he/she knows
and things he/she has. Can interact in a simple way provided the other

person talks slowly and clearly and is prepared to help.

For the purposes of this study, CEFR levels will be adopted in order to refer to the levels of

the certificates currently offered within the Greek market.

1.4.2 Focus of Study: Multi-exam Teaching Context

The present study addresses English language learning and certificates targeted towards the
B2 level, as described within the CEFR (independent users vantage level). B2 level
proficiency in English is understood to be the minimum goal for the children of the average
Greek family (Dendrinos et.al, 2013, p. 16). By extension, B2 level exams can be understood
to be more popular in the Greek context, since most parents wish for their children to be
certified at that level and preferably at C2 (ibid. p. 61). Given that B2 level exams appear to
be the minimum desired threshold in English language certification for Greek students, this
study will focus precisely on B2 level exam preparation courses. In contrast to other studies
(Azadi and Gholami, 2013; Pan, 2011; Ren 2011), this study will explore the multi-exam
classroom context — that is, courses geared towards students’ successful participation in a

variety of B2 level exams rather than courses targeted at merely one exam.

The prestige of a frontistirio depends mainly on the success students have in exams. The
main focus of English language education, at least in Greece, focuses on exams and
certificates, giving rise to an “exam culture” (Nguyen, 2007) in education. The first
certificate level worth obtaining is the B2 level, as it is assigned 30 credit points when
applying for a job in the public sector in Greece. A C1 level certificate scores 50 credits for

job applications in the public sector and a C2 level certificate scores 70 credits (Government
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Gazette, 2015). A C2 level certificate could be seen as being more popular than a C1 level
certificate in Greece for the additional reason that a C2 level certificate is considered to be a
teaching qualification allowing their holders to get an English teaching license and become

frontistiria owners or teachers, but not appointed as English teachers in state schools.

Most frontistiria in Greece dedicate an entire year for exam preparation, either for one exam
or more exams, especially B2 level and above. Given the prestige-bearing status of exam
certificates, this year is significant for both students and teachers. Students spend a school
year (approximately ten months) working intensively towards the exams. The preparation
classes vary depending on the frontistiria syllabi. Some frontistiria teach general English
during the first three or four months of the year, while dedicating most of the teaching hours
to practice tests and acquainting students with the format of each exam type in the three
month period before the exam. At least during this period teachers might feel obliged to

“teach to the test”, as Posner (2004, p.749) notes.

The preparation year in Greece, which is the focus of my study, exerts a highly negative
influence on teachers and students. In a study conducted in Greece in preparation classes for
FCE examination (aligned to the B2 level of the CEFR), Tsagari (2009) reports that students
presented feelings of anxiety and boredom (p. 286). In addition, findings of the same study
show that not only students but also teachers experienced stress and anxiety as the exams
“were said to be used as a yardstick to judge teachers’ professional value” (Tsagari, 2009, p.
286). It is anticipated that students and teachers will be facing similar issues in multi-exam

preparation classes, making for interesting research contexts.

As will be discussed in the following section, the last decade has seen a proliferation of
English Language exams and certifying bodies which have infiltrated the Greek market.
Curricula, syllabi and teaching material around frontistiria in Greece have been adapted to
cater for the needs of students preparing for these exams. Students might opt to participate
in more than one exam which has gradually given rise to the formation of multi-exam classes.
Thus, a new and interesting research context has emerged, which marks a departure from
more traditional teaching contexts targeted at one exam. For the purposes of this study,
washback will be examined within this context to allow for an understanding of how diverse

language tests influence teaching practices.
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In order to select the appropriate research context for this study, many school owners and
teachers were interviewed about the organization and administration of their English exam
preparation classes. During this process certain patterns emerged. Firstly, teaching tends to
be divided into three core classes: Reading-Vocabulary, Grammar-Structure, Listening-
Speaking and Writing. Secondly, six to seven hour weekly courses are allocated for B2 level
preparation. Finally, teaching material varying from course books to practice test material
catering to the needs of each exam are usually selected and classes are equipped with

audiovisual equipment for the listening practice and an interactive whiteboard.

Having a wide range of exams to select from, it is suggested that students usually opt for the
exam that best matches their abilities. Teachers carry the responsibility of informing students
of all the choices available to them and guiding them in making a suitable selection.
Suitability is primarily measured by the potential of success rather than the language
competence of the student or the time available for exam preparation. A B2 certificate is
usually obtained after five to six years of English language learning. A number of factors are
therefore considered when teachers consult students in choosing the appropriate exam for

them.

As was previously mentioned, there is a gradual tendency noted for students to opt for
participating in more than one exam in the same exam period. Reasons may vary and may
come down to students’ maximizing their chances of obtaining a certificate or their having
a range of alternatives. Another reason may have to do with the certifying body of each
exam, accreditation and the need of a student to be in possession of diverse language
certificates. As a result, teaching contexts emerge that prepare students for two or even more
exams, leading teachers to strive for a teaching formula that would effectively incorporate
all the different exams and exam formats selected by the students. The term ‘multi-exam’
will be used consistently throughout this study to signify this teaching context which is
geared towards a diverse set of exams. For the purposes of this study, the term ‘multi-exam
context’ regards exclusively contexts in which a variety of combinations of the 21 exams
currently recognised by ASEP (Civil Service Staffing Council) are taught. The following
section provides information on these exams with an emphasis on the three ones used in this
study. Information on the exams and their formats will offer a better understanding of the
research context and the results of the study.
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1.4.2.1 English Language Tests in Greece

The first test to enter the Greek market was the University of Cambridge’s First Certificate
in English (FCE) examination (aligned to the B2 level of the CEFR) in 1970 (Gass and Reed,
2011, p. 32). The next test introduced in Greece was the one administered by the University
of Michigan. The B2 level of the University of Michigan was first administered in 1994
(ibid. p. 33). Later on, more examination boards entered the Greek market, such as Pearson’s
PTE General exams (former London Tests of English) and National Foreign Language Exam
System (KPG) by the Hellenic Ministry of Education, Research and Religious Affairs, to
name a few. Certificates that are officially recognised by the Greek government and
accredited by ASEP (Civil Service Staffing Council) are preferable for students as
government-approved examinations are necessary “for the hiring and promotion of
employees in the public and private sectors as well as in a wide range of educational fields”.
(Tsagari, 2009, pp. 2-3). Table 1.3 lists the 21 B2 level (CEFR) English language certificates
currently recognised by the Greek state according to the Government Gazette (2015).

Table 1.3: B2 Level Certificates Recognised by the Greek state in 2015

LEVEL CERTIFICATES
1 First Certificate in English (FCE), Cambridge English Language Assessment,

Cambridge ESOL
) Business Language Testing Service (BULATS) English Language Test, score:

60-74/100, Cambridge English Language Assessment

International English Language Testing System (IELTS), score: 4.5-5.5/9
3 University of Cambridge Local Examinations Syndicate (UCLES), Cambridge
ESOL.

English Certificate of Competency in English, (ECCE), English Language

N Institute, ESOL, Hellenic American Union
. Pearson Test of English (PTE General), Level 3 - Upper Intermediate
B2 Communication

Certificate in Integrated Skills in English (ISE I1), Trinity College London, Table

° 7.

; City & Guilds, Level 1 Communicator Level Certificate, Certificate in ESOL
International, City & Guilds

o Open College of North Wests (OCNW) Certificate in ESOL International Level
1, OCNW International Qualifications, EUROPALSO

9 English Speaking Board (ESB) Level 1, Certificate in ESOL International All
Modes (Council of Europe Level B2), EUROPALSO

10 Test Of Interactive English (TIE), B2 Level, ACELS (Advisory Council For

English Language Schools), Gnosis Assessment
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Business English Certificate—\Vantage (BEC VANTAGE), University of
Cambridge Local Examinations Syndicate (UCLES), Cambridge ESOL

11

12 Test of English of International Communication (TOEIC), score: 505-780,
Educational Testing Service/Chauncey, USA, Hellenic American union

Educational Development International (EDI) Level 1 Certificate in ESOL
13 International JETSET Level 5, EDI ESOL International, BCE-Best in Continuing

Education
1 National Foreign Language Exam System (KPG) B2 Level,
Hellenic Ministry of Education, Research and Religious Affairs
15 Michigan State University (MSU-CELC): CEFR B2, Certificate of English

Language Competency, University of Michigan
16 NOCN Level 1 Certificate in ESOL International (B2).
AIM Awards Level 1 Certificate in ESOL International (B2) (Sections: Listening,

o Reading, Writing, Speaking).

18 MICHIGAN ENGLISH LANGUAGE ASSESSMENT BATTERY (MELAB)
score 80 - 90, CAMBRIDGE MICHIGAN LANGUAGE ASSESSMENTS.

19 MICHIGAN ENGLISH TEST (MET) score 157 — 189, CAMBRIDGE

MICHIGAN LANGUAGE ASSESSMENTS.
20 LRN Level 1 Certificate in ESOL International (CEFR B2).
21  Ascentis Level 1 Certificate in ESOL International (CEFR B2).

Source http://www.asep.gr/asep/site/home/LC+Menu/FORIS/Ipodigmata/prok.csp
(accessed: 05/09/2015)

These exams present variations in terms of content, format and marking criteria. Most of
these exams consist of various sections evaluating all language skills in balance: oral
production; written production; listening and reading comprehension; while some of them
emphasize specific skills. Examination dates may also vary, as some exams are administered

several times a year and others are administered on an annual basis.

1.4.2.2. Multi-exam Teaching Context in this Study

As already established, this study focuses on multi-exam teaching contexts. The school
investigated for the purposes of this study prepared students for the ECCE Michigan, PTE
General and TIE examinations. These exams are therefore isolated and investigated due to
their availability in the research context under scrutiny. Most importantly, however, and, to
a certain extent, due to their relative novelty they constitute unchartered territory within
studies on washback. In relation to the ECCE, despite its popularity in Greece, there has
been no research investigating its influence on teaching and teachers. On the other hand,

research on the washback effect of the PTE General exam and the TIE exam on teaching and
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teachers has never be conducted, highlighting the importance of the present study. This
study, therefore, is significant not only because of the fact that it examines washback in
multi-exam contexts but because of the exams it takes as its focal point, two of which, to
date, have not been investigated for their impact on teaching. What follows is a brief

overview of the three exams under scrutiny.

1.4.2.2.1 Michigan ECCE Exam

The University of Michigan first administered the ECCE (Examination for the Certificate of
Competency in English) examination in Greece in 1994. The test is now designed and
administered by Cambridge Michigan Language Assessments (CaMLA), a not-for-profit
collaboration between the University of Cambridge and the University of Michigan.
According to its administrative body, the typical test takes should be able to communicate
in English at B2 level, as outlined by the Common European Framework of Reference
(CEFR).® The format of the exam is presented in table 1.4.

55 http://www.cambridgemichigan.org/institutions/products-services/tests/proficiency-certification/ecce/
[last accessed 9 July 2016].
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Table 1.4: Format of Michigan ECCE Examination

Section Time Description Number of Items
Speaking 15> Test takers participate in a structured, multistage 4 stages
task with one examiner.
Listening 30° Part 1 (multiple choice) 30
A short recorded conversation is followed by a
question. Answer choices are shown as pictures.
Part 2 (multiple choice) 20
Short talks delivered by single speakers on different topics,
followed by 4 to 6 questions each.
Grammar 90’ Grammar (multiple choice) 35
Vocabulary An incomplete sentence is followed by a choice of words or
Reading phrases to complete it. Only one choice is grammatically
correct.
Vocabulary (multiple choice) 35
An incomplete sentence is followed by a choice of words or
phrases to complete it. Only one word has the correct
meaning in that context.
Reading (multiple choice) 30
Part 1: A short reading passage is followed by comprehension
questions.
Part 2: Two sets of four short texts related to each
other by topic are followed by 10 questions each.
Writing 30° The test taker reads a short excerpt from a newspaper article 1 task
and then writes a letter or essay giving an opinion about a
situation or issue.
Source http://www.cambridgemichigan.org/institutions/products-services/tests/proficiency-

certification/ecce/ [last accessed 9 July 2016].

The ECCE examination implements computer-automated scoring and uses specialised

software following the principles of item response theory. The writing section is scored by

two independent, trained examiners. If there is a significant divergence in the scoring of the

two examiners, a third examiner determines the final score. The writing section is assessed

solely on a pass or fail basis based on the following four parameters: content and

development of arguments; organization and connection of ideas; linguistic range and

control; and communicative effect.® The speaking section is scored by local examiners and

oral production is evaluated based on the following four parameters: overall communicative

effectiveness; language control and resources (i.e. grammar and vocabulary); and, finally,

6 http://www.cambridgemichigan.org/wp-content/uploads/2014/11/ECCE-Rating-Scale-Writing-

20140220.pdf [last accessed 10 July 2016].
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delivery and intelligibility,” but the final score is determined by the University of Michigan
in the United States.®

Section grades consist of Honors (840-1000 scaled score), Pass (750-835 scaled score), Low
Pass (650-745 scaled score), Borderline Fail (610-645 scaled score), and Fail (0-605 scaled
score). Examinees who achieve an average score of 650 or higher are awarded the ECCE
certificate. A certificate of competency with Honours is obtained if candidates achieve a
score of 840 or higher in all four sections. The ECCE certificate qualification is valid for
life.

Table 1.5: Score Reporting

Scaled Score per Section

HONORS (H) 840-1.000
PASS (P) 750-835
LOW PASS (LP) 650-745
BORDERLINE FAIL (BF) 610-645
FAIL (F) 0-605

The results are sent within two months to the Hellenic American Union by the University of
Michigan. Both the candidates and their language schools receive the results. The candidates
receive a letter in which they can see their total and per section scores. Language schools
receive a report of the scores of their candidates and are able to see the results through the
ORFEAS website (Practical Information on ECCE, n.d.).

1.4.2.2.2 PTE General Level 3 Exam

The PTE General exams, formerly known as London Tests of English, are administered by
the Pearson PLC group and are administered in partnership with Edexcel, the UK’s largest
examining body. The item types in each PTE General test are grouped together around topics
referred to as themes. The themes in Level 3 (B2) are often abstract (pollution, conservation,
etc) and most of the texts used are authentic.® In other words, they are taken from sources
that address an English language speaking audience and not English language learners. Table
1.6 presents the written and spoken formats of the exams.

7 http://www.cambridgemichigan.org/wp-content/uploads/2014/11/ECCE-Rating-Scale-Speaking-
20140220.pdf [last accessed 10 July 2016].
8 See http://www.hau.gr/?i=examinations.en.ecce-scoring [last accessed 10 July 2016].
% http://www.pte.edu.gr/files/guides/PTEG Guidel3.pdf [last accessed 10 July 2016].
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Table 1.6: Written Test Guide to Pearson Test of English General, Level 3

Sections Skills Item types Objectives Score
points
1 Listening 3-option To assess ability to understand the 10
multiple choice  main detail in short spoken utterances
Listening Dictation To assess ability to understand an 5 list.
2 and extended utterance by transcribing a
writing spoken text 5 writ.
Listening Text, note To assess ability to extract specific 10
3 completion information from extended spoken
texts
Reading Gap fill 3- To assess ability to understand the 5
4 option multiple  purpose, structure and main idea of
choice short written texts
Reading 3-option To assess ability to understand the 5
° multiple choice  main ideas in an extended written text
Reading Open-ended To assess ability to understand the 8
6 question main points of short and extended
written texts
Reading Text, note To assess ability to extract specific 7
7 completion information from an extended written
text
Writing Write To assess ability to write a piece of 10
8 correspondence correspondence
(90-120 words)
Writing Write text To assess ability to write a short text 10
from own experience, knowledge or
: imagination
(150200 words)
Total 75
PTE Pearson Test of English General,
Source http://pearsonpte.com/pte-general/levels/

(accessed: 16/09/2015)
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The PTE General exam Level 3 is conducted twice a year. Marks are reported as either pass
or fail. Students who fail the exam receive detailed feedback and an analytical breakdown
of their performance. Results are usually sent to the language school of each candidate.

1.4.2.2.3 TIE Exam

TIE is an acronym for Test of Interactive English administered by Gnosis Assessment, a
private organization specializing in the management and administration of language
examinations in Greece. The TIE examination format is composed of two parts, the aural-
oral part and the reading-writing part. Learners have to prepare three pre-specified tasks and
they are required to select their own topics and materials. There is both an oral and written
examination in these three tasks and there are two spontaneous tasks in the test, one in the

oral part of the examination and the other in the written part of the examination.°

More specifically, learners are required to keep a logbook, which is not assessed, with the
information they have prepared. The logbook should contain information based on an
investigation/mini project candidates have undertaken through reading various sources and
gathering information on a given topic, a book in English which candidates have read and
about which they should be able to speak and write and a news story, which candidates
should have been following prior to the exam date. Candidates should have prepared on all
these tasks, as the examiners select which task the candidates will present. Table 1.7 presents

the parts of the exam:

Table 1.7: Test of Interactive English - (TIE) - B2 Level

Skills Tasks Time
1% Part 2" Part 1 hour
News Story or Book Free Production

Reading- Writing Students have prepared the Investigation Topic,
the Book and the News Story. They use their
logbooks.

Interview 20-25 minutes

A - er two
Investigation Topic P

Aural-Oral candidates
News Story or Book

Discussion

10 See http://www.tieexams.com/index.php/fag-teachers [last accessed 10 July 2016].
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Source TIE Exams,
http://www.tieexams.com/, http://www.tieexams.qgr/
(accessed: 16/09/2015)

All candidates receive a certificate if they fulfil all the requirements of the test since there is

no fail grade.

1.5 Research Problem

Numerous studies have rigorously examined the washback effect of high-stakes exams on
teaching and learning English as a foreign language in different national and educational
contexts (Alderson and Wall, 1993; Alderson and Hapm-Lyons, 1996; Read and Hayes,
2003; Green, 2006; Mickan and Motteram, 2008; Tsagari, 2009), indicating that testing
washback is a complex concept. Within his seminal work, Messick (1989) considered
washback in relation to interpreting test results, the impact of testing on test-takers and
teachers as well as any type of misuses or unintentional effects tests might bear. In 1996,
Shohamy et al. investigated the impact of national tests of Arabic as a Second Language and
English as a Foreign Language amongst teachers and students in Israel, with a special
emphasis on how tests influence classroom activities, time allotment, teaching material and
perceptions. Alderson and Hamp-Lyons (1996) looked at how testing determined student-
to-student and student-to-instructor interaction. Cheng (2001) illuminated washback as a
complex phenomenon that involves various factors such as tests, test-related teaching and
learning and the perceptions of the stakeholders. More recently, Ren (2011) and Leung
(2014) have looked at classroom-based assessment and the impact of exams on classroom
assessment practices. Most studies, however, that have investigated the teaching content and
methods teachers employ to teach have repeatedly indicated that exams may affect the
content taught to students, while failing to see any specific impact testing might bear on the
teaching methods employed within the foreign language classroom (Cheng, 2004; Wall and
Alderson, 1996). This study returns to the impact high-stake exams might bear on teaching
and specifically in the multi-exam teaching environment, in order to revisit washback in

relation to teaching methods rather than content or assessment.

This study, therefore, falls within the body of literature that examines washback on a micro-
level; namely, in relation to the classroom environment. In 2000, McNamara draws a

methodologically and theoretically valuable distinction between the closely related concepts
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of “impact” — which describes the effects of tests on education on a macro-level — and
“washback” — which describes the effects of language tests on the micro-level of language
teaching and learning within the classroom (cited in Cheng, 2014, p. 1). Considering the
status of foreign language certification in Greece, as it is evidenced in the job market and
through people’s perceptions, it is difficult to conceive testing in this particular national
context without acknowledging its impact on education and the wider society. The ‘impact’
of testing on the wider educational system is not directly addressed as a research question in
this study as it merits full-scale study in its own right. However the impact of testing on
education — and, within the context of this study in particular, private language institutes —
Is the starting point of this study and informs it throughout its entirety. Aim of this study,
however, is to investigate washback specifically on a micro-level — in relation to teaching
practices - and address pitfalls that might have hampered previous studies from observing a

direct relationship between testing and teaching practices.

Based on research so far (see chapter 2), few studies exist on washback focusing solely on
teaching practices, despite calls to address this gap. To determine the existence of washback
on teaching practices, the latter need to be addressed within a more coherent framework. It
is worth mentioning that Glover (2006) highlights the need for further research on the
washback effect on how teachers teach in order to fill in the gaps in the existing literature.
An understanding of how teachers teach should precede any study that wishes to investigate
the factors that influence foreign language instruction. The problem might arise from an
inability to address and adequately describe core concepts used in the relevant literature. To
start with, given the confusion surrounding certain terms relating to teaching practices, as
will be discussed in chapter two of this thesis (Alderson and Hamp-Lyons, 1996; Watanabe,
2008; Cheng, 1997, 1998, 1999; Hayes and Read, 2004; Cheng, 2004; Mickan and
Motteram, 2009, Tsagari, 2012; Azadi and Gholami, 2013; Aftab et al, 2014), the present
study aims to draw a distinction between ‘teaching strategies’, ‘activities’ and ‘tasks’ and
bring these terms together under the umbrella term ‘teaching practices’. Thus, a novelty of
this study is that it will differentiate amongst the above concepts to address the incongruity
in previous studies, which create complexities and might lead to contradictory results. More
specifically, ‘teaching practices’ in exam preparation contexts will be investigated through
novel methodological prisms, which have been absent from washback studies. Therefore,
the study will offer a framework for investigating teaching practices, contributing to the

overall picture of washback research on teaching. It will also highlight the important role
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that teaching practices in exam-preparation classes and, by extension, teachers, play in the

washback process.

One hallmark of washback studies is that such studies focus on teachers’ actions to justify
the reasons why teachers teach the way they do. Yin (2010) and Tsagari (2012) highlight the
importance of using post-observational interviews on washback studies to “shed more light
on the teaching practices” (Tsagari, 2012, p. 47). In response to the need for more
information coming directly from the teacher, together with the lack of relevant research,
this study breaks ground in that it uses post-observational interviews to provide insights on
what leads teachers to make specific pedagogical choices. It aims to foster a greater
understanding of the relationship among teacher cognition, teaching practices and high-
stakes exams. Pivotally, it investigates washback within a highly under-researched context -
namely, the multi-exam classroom — and, in relation to exams that are either under-
represented in the relevant literature on washback (i.e. ECCE) or not represented at all,
perhaps due to their novelty (i.e. TIE, PTE General).

The pervasive exam culture in Greece, the requirement for recognised English language
qualifications in the Greek job market and the highly sophisticated network of private
language institutes that has arisen all serve to create a very interesting context for research
on washback. Taylor (2000, p. 154) points out that tests “influence educational processes in
various ways” and they can have “consequences beyond just the classroom”. Indeed, as was
already established in section 1.3 of this chapter, parents spend a lot of money, students put
in a lot of effort, teachers dedicate a lot of teaching hours, publishers produce a large amount
of books and test preparation materials, and school owners and tutors rely on the exams for
business growth. The popularity of English language learning in Greece, the pervasiveness
of B2 level exams among foreign language learners and the variety of certifying bodies
currently in the market— a phenomenon idiosyncratic to the English language — can all be
seen as contributing factors to the creation of the multi-exam teaching context. Thus, a new

research landscape is created that merits exploration.

Given that it is a relatively new territory, the majority of the studies on washback have
focused on one exam rather than the multi-exam context creating a need for further research
and specifically on multi-exam classes. At the heart of this problem is that multi-exam
preparation classes have created a more rigorous situation for teachers’ preparation for and

the alignment of their teaching practices with the tests. Thus, a highly test responsive
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teaching and learning environment has been created where teachers, students and
administrators find themselves ‘trapped’. Thus, the consequences of multi-exam classes on

teachers who work at frontistiria need to be explored.

1.6 Significance of Study

Bachman (2000) refers to language testing as a ‘subfield within applied linguistics’ (p. 3)
which has evolved and expanded in many different ways. Research in language testing is
firmly situated within the field of linguistics since it deals with issues of language assessment
and language pedagogy and it heavily draws on but also contributes to the discussion on
topics which are considered branches of applied linguistics such as literacy and translation.
Linguistics is related to ‘language in context’ and this piece of research investigates foreign
language learning in the exam context and it also offers a new theoretical framework within
which exam washback could be approached in the specific exam context. Language testing
can ‘contribute to a widening of the scope of SLA research’ (Alderson and Huhta, 2011, p.
48) since, as Bachman (2004) points out, its nature is interdisciplinary drawing on both
applied linguistics and psychometrics (p. 91). Taking into consideration that language testing
deals with both the “how” and the “what” (Davidson, 2004, p. 85), it aims at understanding
and measuring language ability. Therefore, the teaching component of washback is crucial
in applied linguistics studies since it provides information about any potential discrepancies

between what is taught and what students have learnt.

The study is significant in that it offers educators and policymakers in Greece insights into
the relationship between teaching practices and high-stakes exams. Hopefully, the findings
of this study will provide stakeholders involved in English language education not only in
Greece but also internationally with a framework to better understand the policy involved in
exams and how exams practically impact teaching and learning. Relevant exam contexts are
also common in Asia-Pacific countries, such as China, Taiwan, Hong Kong, South Korea,
and Japan in which an increasing number of students study English at home and in private
English language schools in order to sit for fee-based English language exams (Otomo, 2016;
Allen, 2016). In Japan specifically, students who want to enter universities prepare
themselves for exams in private institutes called juku which promote exam-oriented English
language study (Allen, p. 55). These exams vary greatly from university to university in
terms of their content and the type of tasks tested for and, therefore, employed in the

classroom. In some cases, exams students sit for are very different, such as the Cambridge
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English exam or the Pearson Test of English exam, to name a few (Otomo, 2016). The
presence of these English language tests indicates the growing popularity of test-taking
among learners of English and as Otomo (2016) points out exert pressure on teachers since
the success on exams influence a school’s reputation and ranking (p. 3). The same
phenomenon is observed in Cyprus since the number of students attending private language
institutes for the purpose of succeeding in high-stakes exams has increased (Tsagari and
Kontozi, 2016, p. 277).

The general purpose of the study is to investigate Greek B2 level exam classes and the impact
of the multi-exam context on teachers’ perceptions, on their curriculum planning and, finally,
on their teaching instruction, with an emphasis on teaching practices, as those will be defined
for the purposes of this study. The distinction among different teaching practices, which was
absent from the existing literature, emphasizes the need to draw a distinction among
“activities”, “tasks” and “teaching strategies” when studying teachers’ methodology in
washback studies. “Activities” refer to what students do to practice language, “tasks” are
final products to be achieved after practicing a series of activities and “teaching strategies”
are what teachers do to manage a class and teach. This study further seeks to distinguish the
types of teaching practices are employed by teachers within the multi-exam classes. Most
importantly, this study aims to explore the nature and scope of the phenomenon of the
washback effect on multi-exam classes; to identify the factors that contribute to or inhibit
the intended washback of multi-exam classes; and to contribute to the literature in relation

to test washback in language education, especially in the Greek context.

The study is significant in that it offers educators and policymakers in Greece insights into
the relationship between teaching practices and high-stakes exams. Hopefully, the findings
of this study will provide stakeholders involved in English language education not only in
Greece but also internationally with a framework to better understand the policy involved in
exams and how exams practically impact teaching and learning. Relevant exam contexts are
also common in Asia-Pacific countries in China, Taiwan, Hong Kong, South Korea, and
Japan in which an increasing number of students study English at home and in private
English language schools in order to take feebased English language exams (Otomo, 2016;
Allen, 2016). In Japan specifically students who want to enter universities prepare
themselves for exams in private institutes called juku which promote exam-oriented study
(Allen, p. 55). These exams vary greatly from university to university in terms of their

content and the type of tasks employed in Japan or in other cases can be different kind of
27



exams such as the Cambridge English exams or the Pearson Test of English exam to name
a few (Otomo, 2016). The presence of these English language tests indicates the growing
popularity of test-taking among learners of English and as Otomo (2016) points out exert
pressure on teachers since the success on exams influence schools’ reputation and ranking
(p. 3). The same phenomenon applies in Cyprus as well since the number of students
attending private institutes of language in order to attend preparation courses for high-stakes
exams has increased (Tsagari and Kontozi, 2016, p. 277).

Most importantly, the study will contribute to the introduction of the teacher’s voice in such
studies, which, so far, has been absent from the local and national contexts. The results of
the study will ‘enhance the assessment literacy and professionalism of FL teachers across
Europe’ (Vogt and Tsagari, 2014 p. 392) since it promotes understanding and valuable
information on tangible areas like skills, teaching strategies, tasks and activities and placing
students in examination preparation courses. A need for advanced training in such areas were
characterized important by teachers in a study on teachers’ assessment literacy contacted by
Vogt and Tsagari (2014). Finally, the results of the study will improve our understanding of

the washback phenomenon through new empirical evidence.

In addition to the theoretical, methodological and educational contribution, the findings of
the study have various implications. Awareness of classroom consequences can offer
teachers, teacher trainers, test constructors and teaching and testing material designers
insight that can contribute towards beneficial washback. The results of the study will
recommend new and appropriate methodologies for teachers and effective ways to tackle
exam-related demands. Teachers will, therefore, be able to balance teaching and learning
with exam preparation and introduce activities and/or tasks focusing more on language
learning rather than on exam preparation per se. Teacher training programmes may also
benefit from this study since they might draw on the findings in order to improve. These
training programmes could potentially familiarise teachers with various teaching practices,
activities and tasks, and educate them in a better use of teaching practices. The findings of
the study will perhaps be useful to material designers and publishers offering them insight
on how to balance language skills. Moreover, the findings might make teachers aware of a
variety of tasks and skills which will promote learning and positive class atmosphere.
Finally, since, “teachers can shed light on the validity of the test” (Winke, 2011, p. 633),
there might be implications for test constructors regarding the validity of their exams, given

the fact that this study substantially focuses on teachers.
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1.7 Organisation of the Thesis

The thesis is divided into seven chapters. Chapter one presents an introduction to the research
context, giving the rationale behind the study, describing the English language learning
situation in Greece, the Common European Framework of Reference, the language tests and
the preparation year. Furthermore, it provides an overview of the English language tests in
Greece, states the general problem, the significance of the study and an outline of the thesis.
Chapter two outlines some of the background information and previous studies relevant to
the current situation. Chapter three focuses on the research design, the research questions,
instrumentation, and the methods of data collection. Study findings and results are reported
in chapters four and five. Chapter six compares the results in order to answer the research
questions and discusses findings and conclusions. The last chapter provides theoretical

implications, limitations and recommendations for future research agendas.
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CHAPTER 2: LITERATURE REVIEW

2.1 Introduction

Chapter Two of this thesis aims to present the theoretical underpinnings of the current study
and engage in theoretical and methodological considerations that will guide this study
through to its conclusion. More specifically, this chapter begins with a discussion and
exploration of the phenomenon of washback. Namely, it relates the various definitions of
the phenomenon that have been employed by researchers working in washback studies in
order to determine the most appropriate approach to the phenomenon that will prove
methodologically fruitful for the purposes of this study. The connection between tests and
washback is further examined, concluding with a discussion of assessment and validity.
Given that the focus of this thesis is to examine washback in relation to specific teaching
practices, this chapter further examines washback hypotheses, models and research studies
on the content and manner of teaching as well as on teachers’ beliefs, all of which are
relevant to methodological and theoretical questions that inform this thesis in its entirety.
Subsequently, washback studies that examine exam washback on content, material, skills,

tasks and activities are examined, as well as on teacher’s attitudes and feelings.

This chapter then moves on to examine what will be a contributing factor to its theoretical
and methodological framework; namely, teaching methods and strategies employed by
teachers. It further provides a provisional definition of strategies and examines exam
washback on said strategies as revealed in the relevant literature. Finally, this chapter

highlights the need for a washback model on teaching methods and strategies.

2.2 Impact, Washback and ‘the power of tests’

Tests are often used to bring innovation in educational contexts and can be understood to
greatly impact teaching and learning (Watanabe, 1996, p.318). Alderson and Wall (1993)
specifically call attention to the powerful effect testing has within the context of the
classroom, as “tests are held to be powerful determiners of what happens in classrooms” (p.
115). For the purposes of this study, testing refers almost exclusively to high-stakes
examinations, as those and their impact in the classroom will be the focal point. Within a
broader perspective, high-stake exams are acknowledged as those tests that have real or
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perceived consequences for students, staff and schools and seem to have a direct impact on
the classroom level (Chapman and Snyder, 2000, p. 458). More specifically, within the
context of studies in education, a widely accepted definition of high-stakes tests is the one

provided by Madaus:

High-stakes tests include those used for the certification or
recertification of teachers, promotion of students from one grade to
the next, award of a high school diploma, assignment of a student to a
remedial class, allocation of funds to a school or school district, award
of merit pay to teachers on the basis of their students’ test
performance, certification or recertification of a school district, and
placement of a school system in “educational receivership” (1988, p.

30)

In other words, tests that potentially exert their influence from the micro-context of the
classroom to the macro level of educational policies are accepted as high-stakes exams.
Given the power of high-stakes exams, language policies are created and undoubtedly the
creators of the tests influence the behaviors of those affected by the tests such as teachers
and students (Shohamy, 2007). Language policies are policy mechanisms that ‘impact the
structure, function, use or acquisition of language’ (Johnson, 2013) p. 9) and which can be
official or de facto (locally produced policies) having a powerful influence (Johnson, 2013,
p. 12). Teachers, administrators and other stakeholders involved in education are not only
engaged in language policy but they can also create their own language policy at a local level
for their schools, students and communities. Research on language policy has shown that
teachers, who are the focus of the current research, have the ability to influence language
policies. In fact, as Johnson (2013) states, it is not only teachers who make policy but also
students (p. 99). Johnson (2013) attaches great importance to teachers regarding language
education policy, pointing out that ‘the agency of the teachers in the classrooms makes them
the final arbiter of the language education policy and its implementation’ (p. 99). Teachers
can be ‘the ultimate arbiters’ in classroom implementation of policy since language policy
power varies within contexts and research on language policy can provide insights into the
changing role of teachers from simple implementers of language policies to ‘policy decision-
makers’ (Johnson, 2013, p. 100). However, Johnson (2013) makes a pivotal observation in
stating that if teachers lack the expertise to make language policy decisions, then teacher

agency can be vulnerable. In the specific research context, high-stakes decisions derive from
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the results of the English language exams since they render students eligible for recruitment
and entrance in higher education. Given the importance attached to such language exams, a
substantial increase of exams available on the Greek market has been observed. This increase
of language exams on the Greek market has necessitated that teachers become policy

decision makers that deal with this English language examination market.

Given that tests have been observed to lead to the design of new curricula, textbooks and to
the emergence of new teaching methods, Shohamy (2001) speaks of ‘the power of tests’
where tests can create “winners and losers, successes and failures, rejections and
acceptances”. As a result, tests can have detrimental effects on test takers (Shohamy, 2001,
p. 15). So, tests can affect language policies on both societal and educational levels
(Shohamy, 2007). A useful distinction has been made by McNamara (2002), as already
mentioned in the first chapter, whereby ‘the power of tests’ on a broader level and in relation
to society and education is understood as ‘impact’, while ‘washback’ reflects the influence
of testing in the classroom. Influence on the level of curriculum design and educational
policies, as well as the status high-stakes exams enjoy in a given society can be understood
as ‘impact.” This ‘impact’ of tests on the level of curriculum design and innovation was first
studied by Hughes (1988) within the field of research in language education. Hughes sought
to examine the introduction of a high-stakes language exam in English within the context of
an English-medium university in Turkey and the powerful washback effect that specific
exam would have on teachers and curriculum design. One of the major drawbacks of
Hughes’ approach, however, as that has been identified by Alderson and Wall (1993) was
the lack of classroom data in his methodological approach. Drawing on more than 300 class
observations within the context of Sri Lanka, Alderson and Wall (1993) noted a similar
trend, whereby an English language exam determined the content of English lessons and in-
class test design. More recently, considering research performed on washback and
innovation studies (e.g. Chapman and Snyder, 2000; Wall 2000), Andrews (2004) draws on
specific case studies to examine the ‘impact’ testing can have on curriculum innovation,
alerting researchers and stake-holders, however, to “the dangers of an oversimplistic, naive
reliance on high stakes tests as a primary change strategy” (p. 48). The importance of
Andrews’ contribution lies in the fact that he moves away from what may appear as
empirically true or false claims about the impact of testing on curriculum design, such as
Madaus’ (1988) claims of tests becoming “the ferocious master of the educational process”
(pp. 84-85; cited in Andrews, 2004, p. 39). As opposed to such theoretical or methodological

conclusions, Andrews focuses on raising awareness amongst both researchers and stake-
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holders of the various parameters that should be taken into account when implementing test-
driven innovations, such as the context in which changes are implemented and various
constraints that might be at work (e.g. concerns of stake holders, depth of proposed
innovations, etc.) (Andrews, 2004, p. 49).

Andrews’ paper, therefore, highlights the fact that high-stakes exams do not intrinsically
entail positive or negative ‘impact’ or washback on any level; rather, their negative or
beneficial impact, or, in other words, beneficial or damaging direction (Hughes, 1989)
depends on the stakeholders recognizing and adjusting to a variety of parameters. With the
test-taker in the spotlight, Cheng (2005) considers washback intensity — the extent to which
the participants are invested in a test and willing to adapt their behaviour in order to meet
the demands of said test — as a key factor in measuring the impact of a high-stakes exam.
Whether, negative or positive, as Shohamy further points out tests are “the most powerful
devices, capable of changing and prescribing the behaviour of those who are affected by
their results—that is, administrators, teachers, and students” 1993b, (p. 513).

Considering the impact high-stakes tests have on the educational context and on society, it
becomes apparent that they merit further attention from the academic community. The
investigation of high-stakes exams and their washback effect, which this study conducts, is
particularly important in the context of Greece given the popularity of high-stakes exams in
English, as that was posited in the introductory chapter of this thesis, and the growing
number of high-stakes exams that have entered the Greek market. As Green observes,
however, the field of language testing has been traditionally more concerned with test design
rather than with the consequences of such tests within the educational context and the
classroom (2013, p. 41). This thesis will address this issue and examine the implications
high-stakes exams have in the classroom context, and more specifically, the teaching
practices that they encourage.

To date, empirical studies have produced inconclusive results regarding the washback effect
on teaching. Some studies have shown that there is a washback effect on the content that
teachers teach (Alderson and Wall, 1993; Wall and Alderson, 1993; Tsagari, 2011; Mickan
and Motteram, 2009) but not on the manner in which teachers teach (Wall and Alderson,
1993; Glover, 2006). Other studies have concluded that while some teachers may be
influenced by the exams, others are not (Watanabe, 1996). Qi’s (2005) remark that “there is

a general consensus that high-stakes tests produce strong washback” and the fact that “very
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little evidence has been presented to support the argument that tests influence teaching”
(Alderson and Wall, 1993, p. 115) further necessitates more research on testing and teaching.
The purpose of this study is to offer insights into the relationship between testing and
teaching and the influence or consequences of tests on teaching exam preparation classes in

Greece.

2.2.1 Definition(s) of Washback

As already discussed, the consequences of tests on a broader level are generally referred to
in the literature as test “impact” (Bachman and Palmer, 1996). Washback, on the other hand,
refers to the effects of tests on teachers and individual students (Bachman and Palmer, 1996);
in other words, the effects on the educational context, what and how teachers teach.
Researchers, such as Wall (1997), take a slightly different approach to this distinction
between “impact” and “washback”, defining the former as the effect of tests on “individuals,
policies, or practices within the classroom” (cited in Cheng and Curtis, 2004, p. 4), while
limiting their understanding of the latter as the effect of tests on teaching and learning. Others
do not recognize such a great methodological or theoretical value in this distinction (see e.g.
Andrews, Fullilove and Wong, 2002), suggesting that “washback” can encompass both the
narrow and wider effects of testing. In any case, following the definition of “impact”, as that
is suggested in the literature, “washback” can be understood as encompassed within the
broader term “impact”. Given the current author’s understanding of “classroom practices”
as part of the narrow‘er’ effects of testing in the context of a classroom and the fact that this
thesis focuses on the impact of testing on teaching, the term washback will be applied
throughout this thesis. Furthermore, unless some sort of uniformity in ‘teaching practices’
employed across national and/or international classroom contexts can be observed in relation
to a specific high-stakes exam, it is this author’s contention that such classroom practices

can be understood as washback phenomena.

Shohamy, Donitsa-Schmidt, and Ferman (1996) define washback as “the connection
between testing and learning” (p. 298), which has also been referred to as “measurement-
driven instruction” (Popham, 1987), that is, the notion that tests drive teaching and learning.
However, other more commonly used definitions have been formulated. “Washback”,
according to Hughes (1989), is “the effect of testing on teaching and learning” (in Bailey,
1996, p. 258), while Alderson and Wall (1993) altered slightly the definition of washback as
“the influence of testing on teaching and learning” (p. 115). Later, Messick (1996, p. 241)

offered another extension to the definition of washback, adding that washback “is the extent
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to which the introduction and use of a test influences language teachers and learners to do
things they would not otherwise do that promote or inhibit language learning”. All
definitions focus on the effects of tests on both teaching and learning. However, Messick
(1996) offers an additional element to the notion of washback. This element relates to the
tests bringing changes to teaching and learning, which may be either intended or unintended,

positive or negative (Alderson and Wall, 1993).

The slight differences that emerge from the various definitions of washback in the existing
literature either relate to scope or to research focus and are not mutually exclusive. This
thesis employs the means of class observation and teacher interviews to determine washback
in relation to specific teaching practices and will therefore be concerned with washback as
the effect of testing on teaching practices. Given the seminal nature of Hughes” work and
the fact that the author sees no need to act otherwise, this study adopts Hughes’ (1989)

definition of washback and further analyses the nature of washback, its scope and intensity.

2.2.2 The Nature of Washback

Following a definition of washback, this chapter further relates the characteristics of the
phenomenon as those have emerged in the relevant literature and given the concept its
texture. Washback can be analysed in terms of washback intensity (Cheng, 2005) and
washback direction (Alderson and Wall, 1993), as those were discussed earlier in this
chapter. These can be seen as an integral part of washback and contributing to its theoretical
and methodological value. These two parameters acquire different values in different
settings, as researchers have suggested (see e.g. Shohamy et al, 1996). While setting can be
understood as a very broad concept (i.e. country, educational context, etc.) a useful
conceptualization of setting in relation to washback variability and validity is provided by
Green in his effort to provide a framework for test developers to determine washback.
According to Green, setting should encompass the key participants in the context in which
the test will be used (e.g. teachers, learners); their investment in the decisions associated
with the test; and the role tests perform in the local culture (Green, 2013, p. 46). Wall (2000,
p. 501), for example, draws on a variety of studies that have observed a negative impact of
high-stakes exams in the context of developing countries. Within the exam-oriented culture
of Greece, Gass and Reed (2011, p. 35) observe negative washback in the overt
commercialization of English language teaching and learning through an overzealous

emphasis on practice tests in frontistiria.
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Washback can be strong or weak, depending on the effect that a test might have. If a test has
a strong effect then it “will determine everything that happens in the classroom, and lead all
teachers to teach in the same way toward the exam” (Watanabe, 2008, p. 20). This suggests
that the higher the stakes of the test the stronger the effect will be. Beyond the perceived
importance of a test, the intensity of washback is further moderated by a variety of factors,
such as teacher background, belief systems, social setting and educational context (Cheng et
al, 2004). In addition, as mentioned in the previous section, washback can be intended or
unintended (Messick, 1996). This depends on whether the test does what it was initially
intended to do. Watanabe highlights the importance of observing both intended and
unintended washback through postobservation interviews that will reveal any
inconsistencies between the teachers’ intentions and the learners’ in-class behaviour (2008,
p. 31). As a case in point, Allwright (personal communication with Watanabe, 2008, p. 31)
suggests that some teachers might perceive themselves as exam-oriented, but in reality this

perception is not reflected in their teaching.

One of the most significant principles of the concept of washback is that the effects of a test
may be beneficial to learners, teachers and the teaching context while others may be
damaging (Green, 2007). However, there seems to be no connection between the test quality
and the washback effect. A bad test can have positive effects and a good test negative ones
(Messick, 1996; Alderson and Wall, 1993). Remarkably, washback can be positive for
certain language skills while damaging for others. Akpimar and Cakildere (2013, p. 86-7)
observe a strong positive washback of the high stakes foreign language examinations KPDS
and UDS in Turkey in relation to students’ reading skills but a strong negative washback on
their listening skills, given that these exams do not test for listening. It is therefore implied
that high-stakes exams can boost certain skills while others remain atrophied. Such cases
raise concerns about the quality of teaching and specifically a concern about tests’ influence
on teaching and learning practices. Some researchers have emphasised the positive impact
of examinations. Positive washback of an exam is considered as such as it can bring
beneficial changes to teaching (Hughes, 1989; Bailey, 1996; Wall, 2000). Supporters of this
view believe that an altered test influences language teaching positively. In other words,
positive washback is experienced, as Taylor (2005) points out, “when a teaching procedure
encourages ‘good’ teaching practice” (p. 154). Similarly, Pearson believes that the washback
of a test will be positive if it has beneficial effects and “encourage[s] the whole range of
desired changes” (Pearson, 1988, p. 101). In line with the beneficial influence of tests is the

teachers and learners’ positive attitude towards the exams and their willingness to work
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towards the exams’ objectives (Cheng, 2005). Based on Hughes’ argument that the “ultimate
washback objective” of an English language test should be “the English skills that candidates
develop” (1993, p. 5), Green suggests that positive washback is assessed according to the

extent to which criterion abilities improve “as a result to test preparation” (2013, p. 48):

Where test scores improve in line with criterion abilities, judged by
other measures, positive washback is implied. Where test scores
improve, but criterion abilities do not, the washback is likely
negative. Where preparation practices fail to boost either test scores
or criterion abilities, we might look to other variables such as
participant beliefs or availability of resources to explain the
outcomes (Green, 2013, p. 48).

In other words, positive washback is assessed based not merely on test scores but, the
improvement of students’ abilities. This is often not the case, however. Some studies have
shown negative or harmful washback of tests on teaching. Negative washback, according to
Alderson and Wall (1993), is the negative effect of a particular test on teaching and learning,
for example “something that the teacher or learner does not wish to teach or learn” (p. 5).
Negative washback occurs when the test aims do not match the course objectives. This
results in the narrowing of the curriculum, pressure to cover the materials of the exam and
feelings of stress and anxiety (Shohamy et al., 1996; Wall, 2000). Specifically, with regard
to negative washback, studies have shown that exam preparation programmes reduce the
time of instruction, limit teaching materials to exam material and restrict teacher’s choices
regarding content and methods (Smith, 1991). Cheng (2005) claims that tests may have a
negative effect when they “fail to reflect the learning principles and/or the course objectives
to which they are supposedly related” (p. 29). Other consequences of negative washback are
the omission of some skills and increase of test scores (Alderson and Hamp-Lyons, 1996;
Andrews, 2004).

Limiting our evaluation of a given test’s success to test scores and improvement of students’
abilities, we run the risk of oversimplifying the complex process of teaching and learning
and, indeed, washback. Beyond the content of a test and the skills that it tests, studies
(Alderson and Wall, 1993; Shohamy et al, 1996, Alderson and Hamp-Lyons, 1996) have
shown that the intensity or type of washback, positive or negative, depends on factors other

than the test itself. Those, as has already been mentioned, are often linked to setting; i.e. the
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educational system and teacher beliefs. To determine the validity of a test, particularly where

the stakes are high, it is essential that all these variables are taken into account.

2.2.3 Washback and Validity

Morrow (1986, p. 6) initiated the concept of “washback validity” as the quality that captures
the relationship between testing, teaching and learning. According to many researchers, the
validity of a test should be measured by the degree of beneficial influence the test has on
teaching (Morrow, 1986; Frederisken and Collins, 1989, in Alderson and Wall, 1993).
However, Alderson and Wall (1993) question these views and claim that washback “cannot
be related directly to a test’s validity” (p.116), as a good test might have negative effects and
a poorly designed test might have positive effects on teachers and learners. Messick (1996)
sees a relationship between washback and validity but he considers washback as a form of
the consequential aspect of construct validity and he purports that it cannot in any case “stand
alone as a standard of validity” (p. 242). Haladyna and Downing (2004) recognize construct
under-representation and construct-irrelevant varience as a threat to validity. According to
Cheng, “construct under-representation involves error in test performance that is attributed
directly to measurement of the specific test construct, whereas construct-irrelevant variance
involves factors that are disconnected from the test construct but influence test performance”
(2014, p.9). Such external parameters might be pressure due to social, economic or other

factors.

It is for that purpose that Messick (1996) makes a distinction between examination effects
and other effects. He mentions that “washback is a consequence of testing that bears on
validity only if it can be evidentially shown to be an effect of the test and not of other forces
operative on the educational scene” (Messick 1996, p. 5). Therefore, there should be a
distinction between examination effects and other effects when looking into washback.
Similarly, there should be a distinction between the evidence of washback and poor teaching
(Messick, 1996). Going back to test related and non-test related effects, Cheng also draws
on research that has either focused on internal validity (Backman, 2005) or that has
considered further contextual factors that influence test validity (McNamara and Roever,
2006) to support the claim that “validity evidence [should be collected] from multiple
stakeholders and by using multiple methods (2014, p. 10). Thus, any framework testing
validity should take into account washback as the effects of the test itself on curriculum
design, teaching and learning but should also consider other external factors that influence

validity. In fact, a strong case can be made for examining external factors and shielding
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testing processes against proven contaminants. Outside the realms of foreign language
education, Nichols et al (2007) arrive at the troubling conclusion that the great social
consequences that high-stakes exams entail for participants challenge the integrity of the
educational system and erode test validity due to the pressures of high-stakes testing. The
high pressures exerted on Greek foreign language students, which were addressed in the
previous chapter, the high stakes that English language exams entail and the ‘corruption’ of
the learning process by an overemphasis on practice tests should all be taken into account in
any washback validity study so that the results can be intelligible and useful for all interested

parties.

2.3 Washback Models and Testing

Well-designed tests can be considered as valid quantitative indicators for measuring ability
in a given subject and which render comparable results. Testing is widely used to assess the
results of learning. As has already been established, however, high-stakes tests are not
merely the destination of a linear process of teaching and learning but rather enter into a
reciprocal relationship with the latter; shaping curricula, teaching practices and learning
outcomes. Determining the precise relationship between testing, teaching and learning,
whether weak or strong, positive or negative, intended or unintended, has been the objective
of various washback studies. In their seminal paper “Does Washback Exist?”” Alderson and
Wall (1993) take issue with what they consider as fundamental shortcomings of earlier
washback studies. Namely, they challenge the methodological basis of many of these studies
which argue that tests influence teaching and which base their conclusions on teachers’
accounts rather than direct observation of teaching and learning. They further suggest that
before examining a test’s validity, it is essential that “the nature of washback [...] and the
conditions under which it operates” be illuminated (1993, p. 116). Alderson and Wall further
consider whether the term washback should simply stand for ‘influence’ and whether all
types of influence (i.e. stress, textbook design, etc.) should be encompassed by the term
washback (1993, pp. 117-118). In order to identify more systematically areas where
washback can be observed they formulated their hypotheses, taking into account different
factors such as behaviours, attitudes, test consequences and the diverse effects on different
stakeholders:

1. A test will influence teaching.

2. A test will influence learning.
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3. A test will influence what teachers teach.

4. A test will influence how teachers teach.

5. A test will influence what learners learn.

6. A test will influence how learners learn.

7. A test will influence the rate and sequence of teaching.

8. A test will influence the rate and sequence of learning.

9. A test will influence the degree and depth of teaching.

10. A test will influence the degree and depth of learning.

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

13. Tests that do not have important consequences will have no washback.

14. Test will have washback on all learners and teachers.

15. Tests will have washback effects for some teachers and some learners, but not for others
(pp. 120-121).

Alderson and Wall do not intend for their Washback Hypothesis to be adopted unreflectively
by future researchers. Rather, they urge researchers to explicitly state their own Washback
Hypothesis, carefully delineating the limits of washback and what it encompasses in each
case (1993, p 127). What clearly emerges at this stage is (i) the need for further data
collection (including direct observations of teaching and learning) and (ii) turning to the
areas of “motivation and performance, and [...] innovation and change in educational
settings” (ibid.). In essence, Alderson and Wall call for a tighter definition of washback and
a more holistic understanding of the factors that influence test performance, educational

innovation, teaching and learning.

The Washback Hypothesis was later refined by Alderson and Hamp-Lyons in 1996 adding
that:
‘Tests will have different amounts and types of washback on some teachers and learners than
on other teachers and learners. The amount and type of washback will vary according to

1. the status of the test (the level of the stakes);

2. the extent to which the test is counter to current practice;

3. the extent to which teachers and textbook writers think about appropriate methods

for test preparation...; and
4. the extent to which teachers and textbook writers are willing and able to innovate...’

(p. 296).
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Essentially, further parameters that consider motivation, innovation, competence and the
social consequences of a given test that further determine washback are introduced to the
model. Concerns about motivation and social consequences echo Shohamy’s argument that
tests derive their power not by their own merit but by the social function they perform (2001).

Therefore, such factors should be taken into account by any washback study.

Following Alderson and Green’s model, hypotheses 1, 2, 3, 8, 9 as well as hypotheses 12 to
15 are the ones related to this study. However, Alderson and Wall’s (1993) hypotheses do
not provide specific information when referring to teachers and teaching, which will be the
focus of this study, although this is partially amended by the refined version of the
Hypothesis, which takes into account the parameters posited above. More specifically,
Alderson and Wall do not direct the researcher as to what aspects of teaching to examine in
order to illuminate how washback influences teaching and learning — i.e. teaching methods,
specific tasks and activities, teaching material, etc.

This is to a great extent addressed by another influential washback model, namely the one
developed by Hughes, as it looks at more specific components that should be scrutinized
when examining washback. Hughes (1993) introduced a tripartite model for studying
washback and argued for a distinction between participants, processes and products as
distinct yet interrelated elements affected by a test. Participants refers to human actors,
namely, students, classroom teachers, administrators, material developers, and publishers,
“whose perceptions and attitudes towards their work may be affected by a test” (in Bailey,
1996, p. 262). The term process relates to “any actions taken by the participants which may
contribute to the process of learning” (ibid.). Teaching methods adopted by teachers would
fall under the category of process. Finally, the term product indicates “what is learned and
the quality of the learning” (ibid.). The present study examines two of the categories of
washback: the participants from the perspective of teachers and the process from the

perspective of teacher’s pedagogy or else what and how teachers teach.
Conceptualizing Hughes’ tripartite model of participants, process and products, Bailey

(1996), presents a more complex model of washback. The following model illustrates

Bailey’s framework (Figure 2.1):
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Figure 2.1: A Basic Model of Washback (Bailey, 1996)

In relation to the component of participants, Bailey makes a useful distinction between
washback on language learners and washback on personnel involved in language teaching,
claiming that different kinds of washback are relevant in each case; “learner washback™ and
“program washback”, respectively (1996, p. 12). “Learner washback™ is the result of
supplying “official information about a test prior to its administration [...] or folk-knowledge
(such as reports from students who have taken earlier versions of the test)” or “feedback
following the administration of a test” (1996, p. 12). ” to the test takers. Bailey further claims
that five of Alderson and Wall’s hypotheses directly address learner washback:

2. A test will influence learning.

5. Atest will influence what learners learn.

6. Atest will influence how learners learn.

8. A test will influence the rate and sequence of learning.

10. A test will influence the degree and depth of learning.
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Similar to Alderson and Wall, Bailey calls attention to the fact that further research is
needed to determine how these hypotheses actually unfold in reality.
“Program washback” is the result of supplying test-derived information to participants that
are professionally connected with a language program, such as, teachers, administrators,
counsellors, curriculum developers, and so on. According to Bailey, ‘program washback’
is captured in Alderson and Wall’s following hypotheses:

1. A test will influence teaching.

3. A test will influence what teachers teach.

4. A test will influence how teachers teach.

7. A test will influence the rate and sequence of teaching.

9. A test will influence the degree and depth of teaching.

11. A test will influence attitudes to the content, method, etc. of teaching and learning.

Processes in Figure 2.1 are represented by arrows. Hughes understands as process any action
that might be taken and that might contribute to the process of learning, including “materials
development, changes in teaching methods or content, syllabus design, the learners' use of
learning strategies or test-taking strategies, etc.” (in Bailey, 1996, p. 27). Products are
defined by Hughes as "what is learned (facts, skills, etc.) and the quality of learning (fluency,
etc.)" (ibid.). Given the intricate relationship that exists between the three components of
participants, processes and products, however, Bailey suggests that it is difficult to
differentiate the former two from the latter in research as much of the research “about
teachers and washback describes the various processes teachers use to try to increase
students' mastery of skills and/or their test scores” (in Bailey, 1996, p. 27), and therefore, the
product cannot be conceived outside the process and actors that occasioned it when
examining washback. Bailey’s model suggests that tests affect products through participants
and process, and, at the same time, there is a possibility that participants and “new materials
and curricula” will have an impact on tests and vice versa (p. 263).The value of Bailey’s
model is that it provides examples of a variety of sub-categories of Hughes’ three
components on which washback can occur, offering an indispensable tool to researchers both

from a methodological and a theoretical perspective.

Compared to Alderson and Wall’s hypotheses Bailey’s model focuses on the interaction
among the aforementioned components, which emphasizes the complex nature of washback.
However, while it shows the influence of the test on teachers, students, materials and

curriculum, it fails to include “societal influences such as the wider role of education,
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examination and so on” (Glover, 2006, p. 56). Those, however, inform Tsagari’s model.
Tsagari (2009) proposes a model of washback which not only addresses the complex nature
of washback but also elaborates on the sources of this complexity, which derive both from

within and without the classroom context (Figure 2.2).
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Figure 2.2: Proposed Model of Washback (Tsagari, 2009)

Tsagari’s model shows that the process of washback is affected by a number of stakeholders
whose relationship is multi-directional. Tsagari (2009) perceives the nature of washback
“circuitous” and “interactive” (p. 9). Exam requirements, exam preparation materials,
teachers, parents, the school, the local education system, and beliefs about the exams, all
mediate through each other and affect the washback process. It is worth mentioning that for
Tsagari (2009) “the teacher’s role is crucial in the washback process as teachers mediate

between materials and students” (p. 9). This mediation is one of the focal points of this study.

In his model of washback direction, Green (2006) adds another dimension to participants,
which incorporates the stakes of the exams. According to Green (2006), “participants set the
test stakes according to their awareness (or lack of awareness) of the uses to be made of test
results” (p. 17). The behaviour of those preparing for the test, including both teachers and
students, is affected by how great the test’s stakes are considered. Test preparation, including
teaching and learning, is therefore affected by the perceived status of the test and its

perceived social, professional and further consequences. In Green’s model, therefore, the
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stakes associated with the test and the participants’ awareness of these stakes are significant

factors when studying washback (Figure 2.3).
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Figure 2.3: Model of Washback Direction, Incorporating Test Stakes (Green, 2006)

Washback hypotheses and models provide significant information about the washback
process, guiding researchers towards specific areas of investigation and providing valuable
methodological insight. Beyond the tests’ direct influence on teaching and teachers, the
perceived stakes of an exam as well as other factors, such as available teaching materials
and schools, should be some of the parameters considered when undertaking research into
washback. Apart from the above, this study also considers the number of stakeholders,
teachers, in this case, that are involved in the washback process and adopts an approach
towards washback as interactive, similar to that of Tsagari (2009). Furthermore, it constitutes
a multi-faceted study which turns its attention to teachers and their teaching in exam
preparation classes, but further investigates other contributing factors to washback, such as
the school, the stakes associated with the exams and the teachers’ awareness of the exams’

stakes.

Most models encountered so far fail to address the precise washback effect on learners and
learning or teachers and teaching. Saif (2006) turns her attention to those aspects and carries
out a study focused on effectuating positive washback in the context of an international
teaching assistants training program. This study actually investigates the impact of a specific
test on course content, teaching, learning and classroom activities. However, this study does

not focus on an existing high-stakes exam and its positive or negative washback. Rather, it

45



incorporates the stages before test development and design in the washback process and

performs a needs analysis in order to create and secure positive washback (see figure 2.4).
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Figure 2.4: A conceptual framework for washback (Saif, 2006, p. 5)

Saif’s conceptual model of washback, therefore, cannot be adopted to study the impact of
existing high-stakes exams on teaching and learning but rather provides a model for

researchers interested in test design.

A washback model that emphasizes teaching in relation to existing tests is the one provided
by Cheng (2005). Cheng’s model, which offers an explanatory model of washback tracing
the relationship between the ‘curriculum as planned’, the ‘curriculum in action’ and the
‘curriculum as outcome’. The ‘curriculum as planned’, referring to teaching and exam
syllabi, should be studied firstly while the curriculum in action and the curriculum as
outcome should be studies subsequently. Emphasis is given to the “intricate” and
“interlocking” relationship among the three (Cheng, 2005, p. 57). Cheng’s model relates
both teachers and students’ classroom behaviour to the curriculum as planned according to
the exams (Figure 2.5). Therefore, teachers’ decisions regarding the curriculum and
teaching, materials and content should be taken under consideration in order to illuminate

teaching practices.
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Level 1 How do the two syllabuses work?
How are the teaching and learning principles behind
the exams syllabus realized as manageable tasks?

Decision making Agencies

L | 2 How do teachers realize the teaching and learning

SVE ) . theories behind the exam syllabus and the textbooks?
Intervening Agencies How do teachers arrange their lessons and activities
accordingly?

Level 3 How are the teaching and learning activities carried
Implementing Agencies out in classrooms?

Figure 2.5: Explanatory Model of Washback (Cheng, 2005)

Glover (2006), also offers a more analytical perspective of the influence of existing tests on

teaching (Figure 2.6):

1. A test will influence
teaching.

2. A test will
influence what
teachers teach

3. A test will
influence how
teachers teach

4. A test will
influence the rate
and sequence of
teaching

5. A test will influence
the degree and depth
of teaching

6. A test will
influence attitudes to
the content, method
etc of teaching

Figure 2.6: Washback Hypothesis for Teaching Organized in a Hierarchy (Glover, 2006)

What becomes immediately perceptible is the fact that Glover’s (2006) hypothesis draws on
Alderson and Wall’s (1993) distinction of testing between what and how teachers teach.
Glover, however, relates “what” and “how” teachers teach to two other hypotheses: namely
that a test influences teachers’ attitudes towards the content and manner in which they teach
and/or the rate and sequence of teaching, i.e. when something is taught. Similarly, how
teachers teach relates to their attitudes towards teaching and/or the degree and depth of
teaching, in other words the quality and quantity of teaching. To this author’s mind, however,

teachers’ attitudes and beliefs should be treated as distinct from the content and manner of
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teaching and merit investigation in their own right. Still, all these models provide general
guidance to researchers interested in washback and, therefore, do not identify specific
teaching strategies and methods that teachers employ nor the content of teaching to be

explored in relation to washback although they contribute to the overall picture of washback.

Glover (2006) addresses this oversight through providing us with a more detailed model of
washback on how teachers teach (Figure 2.7). In this model, Glover includes a feature of
how teachers teach, i.e. teacher talk, thus providing a more specific dimension of the term.
This is the first attempt to focus on various aspects of how teachers teach and not only teacher
talk, aspects which link with tasks and activities. More specifically, I look at ‘how teachers
teach’ investigating the specific tasks and activities they employ in the classroom to establish
washback at the level of teaching strategies. Glover (2006) found that some features of
teacher’s talk are linked more to examinations than other features, which might be linked to
teachers’ previous experience and background knowledge. Glover’s model emphasizes the
link between teachers’ methods of teaching and teachers’ pedagogical skills and knowledge.
According to this model, teachers’ specific teaching methods are directly influenced by
teacher’s pedagogical skills and knowledge rather than the examination, the materials and
content relevant to said examination. Since this study focuses on the teaching practices of
teachers in the context of the multi-exam classroom, teachers’ pedagogical skills and

knowledge are considered critical.
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Figure 2.7: A Revised Model of Washback on How Teachers Teach (Glover 2006)

Based on the models presented in this section, there is no doubt that washback exists. What
needs more research, as Alderson points out is “what [...] washback look[s] like”, “what
brings washback about” and “why [...]washback exist[s]” (2004, p. ix). Greece, with an
established tradition in foreign language teaching and a proliferation of multi-exam teaching
contexts offers a promising research context for investigating the above questions. What
most models discussed above highlight and what will inform this study is the co-existence
of a variety of factors, either participant or context-oriented that determine washback and
influence the content and method of teaching. The prevalence of such factors in some of the

above models is attested to by the existing literature on washback.

While some studies found that examinations played a role in tasks, activities and teaching
strategies’ selection (Wall and Alderson, 1993; Shohamy et al, 1996; Cheng, 1997, Burrows,
2004, Watanabe, 2004), most studies found that teacher factors are the most powerful ones
(Wall and Alderson, 1993; Watanabe, 1996; Cheng, 1999; Watanabe, 2000; Burrows, 2004;
Green, 2006; Glover, 2006; Li, 2009; Turner, 2009; Den and Carless, 2010). Specifically,
teacher factors include teacher beliefs (about the exam, about the best teaching method)
(Wall and Alderson, 1993; Watanabe, 1996; Cheng, 1997; Burrows, 2004; Glover, 2006;
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Al-Jamal and Ghady, 2008; Deng and Carless, 2010) and teaching experience, as well as
professional training (Wall and Alderson, 1993; Watanabe, 1996; Cheng, 1997; Watanabe,
2004; Green, 2006; Burrows, 2004; Li, 2009; Shih, 2010). Other factors are school and class
characteristics, such as the number of the students in the class and the organization of the
class (Li, 2009, Watanabe, 2004), differences and competition among schools (Li, 2009;
Deng and Carless, 2010) and school atmosphere (Watanabe, 2000). Finally, other factors
that had some impact on teaching practices are students and students’ needs (Cheng, 1997,
Watanabe, 2004), lack of materials (Wall and Alderson, 1993), cultural tradition (Watanabe,
2000) and timing (Watanabe, 1996; Al-Jamal and Ghady 2008).

The above studies justify the importance laid by some of the washback models analyzed in
this section on extra-examination factors. With the emphasis on participants and more
specifically teachers, this study will use interviews to investigate teacher factors in order
to establish why teachers teach the way they do. This is in line with most of the washback
models examined so far which emphasize the importance of looking into what teachers
teach, how teachers teach and the teacher’s beliefs when investigating washback on teaching
as teachers interact with each other. The following sections elaborate on research in teaching

and teachers.

2.4 Research Studies on Teaching and Teachers

As has been discussed so far, washback has been found to be a complex phenomenon whose
influence has been observed in various aspects of learning and teaching. Since this study
focuses on teaching practices, placing emphasis on teachers, the purpose of this section is to
present relevant research conducted on the influence of exams on teachers and teaching.
Both the content and teaching methods employed by teachers as well as teachers’ attitudes
and feelings will be discussed in detail as those have been observed in the relevant literature.
Thus, a better understanding of the washback effects of exams on teachers and their

pedagogy will emerge.

2.4.1 What Teachers Teach
What teachers teach regards the content of the curriculum, which also reflects the rate and
sequence of teaching — when something is taught, the materials that teachers use in order to

teach, the skills taught and the tasks and activities used in class. This content is considered
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to be of paramount importance when investigating teachers and teaching. By observing the
factors that affect what teachers teach, a better understanding of what constitutes teaching
content can emerge and, therefore, more efficient comparisons with other studies can be

made.

2.4.1.1 Content

According to Glover (2006), content “refers to what is taught in a programme, structures,
functions, vocabulary and so on” and it “also relates to skills, materials and to activities that
are carried out in class” (p. 28). Content or curriculum content is an aspect of teaching that
plays a central role in the organization of classes, whether exam-oriented or not, and

significantly dictates teacher’s teaching.

The intensity and direction of washback on teaching content varies among studies. For
example, a study conducted by Wesdrop as early as 1982 on multiple-choice language tests,
and more specifically on whether writing and reading skills are neglected, found no
narrowing of the curriculum — an instance of negative washback. On the contrary, Wall and
Alderson (1993) verified the existence of exam impact on the content of the classes they
investigated. In fact, teachers fashioned and determined the content of their classes based on
the O-level examination. Similarly, in a study carried out in Japan, Watanabe (1996, 1997,
2000) found that the content of teaching of the specific classes depended on the exam.
Whether washback on content is positive or negative depends on a number of factors such
as teachers, test specifications and cultural tradition as Watanabe points out (2000).

The research conducted in Sri Lanka by Alderson and Wall (1993) is an illustration of
negative washback on content also known as curriculum-narrowing. For the purposes of
their study, Alderson and Wall scrutinized a new examination, the O-Level exam, and the
extent to which it influenced what teachers taught. The study revealed that “the examination
has had a demonstrable effect on the content” (p. 126-127) as more time was spent on writing
and reading skills tested in the exam rather than on listening and speaking. Similarly, in
another study, some teachers excluded listening lessons in their textbooks from teaching
altogether because listening was not tested in the exam or if they taught it, it would be

because it resembled a reading-related task of the exam (Wall and Alderson, 1993).

Glover’s (2006) research on the English language section of the Hungarian school-leaving

examination also rendered similar results. The examination itself was the content of the
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lessons under scrutiny and all lessons seemed to focus on different parts of the examination.
This suggests that exam tasks or exam parts might determine the structure and content of the
lessons rather than communicative skills. Dating back to 1999, Nikolov came up with similar

findings in her investigation on the Hungarian school-leaving examination.

Green’s study (2006) also points to the same direction. The study concluded that IELTS
courses shape the content of preparation classes as the focus of the IELTS classes was on
graphs and diagrams, which is one of the tasks of the academic writing module of the IELTS
exam. A more recent study carried out by Azadi and Gholami (2013) in Iranian high schools
also came to the disconcerting conclusion that specific tests occasion the narrowing of the
curriculum and encourage certain linguistic skills while neglecting others leading to the
students’ impoverished communicative and linguistic competence. Akpinar and Cakildere
(2013), whose study was mentioned earlier in this chapter, verify the negative washback of
exams on content, as their findings suggest that exams that do not test for all linguistic skills
lead to restricted teaching content and poorer communicative skills.

Alderson and Hamp-Lyons’ study in 1996, however, decisively introduced the teacher factor
in washback studies into content, highlighting the prominent role of ‘extra-exam’ factors in
washback. Their study, which investigates the impact of the TOEFL exam, identifies
washback on content as well as the narrowing of the curriculum, similar to what other studies
have established. The data drawn to support the study’s claims included interviews with
teachers and students, as well as observations during which the time spent on teaching
activities in classes preparing for the TOEFL exam was monitored. While the TOEFL exam
affected both what and how teachers teach, there were great differences between the two
teachers observed. A different kind and degree of impact was found, indicating that apart
from the exam itself there are a number of factors determining washback on content. The
results of this study alert researchers’ to the importance of participants in washback studies,

such as the administrators, material writers and, essentially, teachers.

From the micro-context of courses and the impact of teachers observed by Alderson and
Hamp-Lyons, Hayes and Read (2004) move to the macro-context of English study
programmes. Their study relates significant results regarding the influence of the IELTS test
on international students who prepare for academic study in New Zealand. In the second
phase of the study, two IELTS preparation courses were investigated. One of the courses

was more general having an EAP orientation and the other course was more test focused.
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The sample of the study comprised of classroom observations, teacher interviews, teacher
and student questionnaires and pre- and post- testing of the students revealing negative
effects in the IELTS preparation course since “the teacher and the students were narrowly
focused on practice of the test tasks™ (p. 111). Hayes and Read’s contribution to washback
studies lies in the emphasis they place on investigating English study programmes in their
entirety rather than simply focusing on isolated courses as the latter might render nuanced

results.

Tsagari’s (2011) research on Greek students attending preparation classes examined the
washback effect of a high-stakes exam, the ESOL Cambridge First Certificate of English
(FCE) examination, on the teaching and learning process. The analysis of the data showed
that the exam influenced the content of teaching more intensely when the intense exam
preparation took place. Teachers made intense exam preparation both “during ordinary
teaching” and “outside regular hours” (p. 4-6). Therefore, Tsagari’s study might suggest a
shift in the intensity of washback on content between more ‘relaxed’ teaching periods and
‘intense’ exam preparation periods. This shift in intensity was also suggested by Xie and

Andrews (2013) in their study of what is known as ‘overt washback’.

More recent studies, for instance Al-Jamal and Ghady’s (2008) study on GSCE exam in
Jordan, found that teachers include the content of the exam in their teaching content in order
to help their students succeed in the exam. A study by Mickan and Motteram (2009)
examined the relationship between instructional discourses and performance on the IELTS
test, also observing washback on content. Mickan and Motteram (2009) focused on
classroom practices in the preparation class aiming to “investigate how the instruction
prepared students for the test” (p. 23). Through an ethnographic study involving
observations, recording and document collection, the researchers observed and recorded
significant information about the influence of the IELTS preparation course on teachers.
They found that IELTS influenced the teaching approach since teachers taught the skills
individually, they spent a lot of time talking about the exam and they practised test
techniques with their students. Washback on content was evident in this study since the
teachers taught the four skills separately wishing to prepare students for the different

modules of the IELTS exam.

Positive washback on content has also been recorded. Li (1990) conducted a study on the

MET test and found that the class focused mainly on reading as it was the most important
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skill in the MET test. Not only traditional language skills, such as vocabulary and grammar,
but also reading, listening, writing and speaking skills, which were tested in the exam, were
taught. Li (1990) considers it a positive washback since students were not only taught
grammar and vocabulary but also all practical language skills. Positive washback was also
observed in Turner’s (2009) study of the speaking section of the ESL exit exam. All teachers
participating in the study were influenced by the final speaking exam and therefore placed
emphasis on cultivating students’ ability to speak. Apart from employing speaking tasks in
class they further adopted more communicative approaches (i.e. group and pair-work) to
teach their students. However, the variation in teacher behaviour and perceptions identified

in this study further confirms the complex nature of the teacher factor in washback.

The studies reported so far found that high-stakes exams influence the content of teaching.
Research on teachers, therefore, seems to require an investigation of the content of the
courses under scrutiny in washback studies as it provides the basis for explaining the skills
cultivated, the materials, tasks and activities employed in class as well as how teachers teach.
The studies discussed in this section alert researchers into washback on content to the
following:
1. The skills or tasks high-stakes exams test determine the curriculum and course
content to a great, yet varied extent;
2. Course content varies amongst individual teachers who may respond diversely to an
exam;
3. Another significant factor to investigate is English study programmes and their
influence on exam preparation courses;
4. Shifts in intensity of washback on content might be observed between more ‘relaxed’
and intense exam preparation periods;
5. The skills an exam tests for or the parts of an exam have been noted to structure
lessons apart from determining course content;
6. Test design and more specifically the skills tested for by a high-stakes exam might

determine washback direction (i.e. negative/positive).

The above conclusions are hardly original but rather verify the need for an all-encompassing
washback model and further justify the emphasis placed by the washback models analyzed
in the previous section on teacher factors (see e.g. Glover, 2006), language programmes (see
e.g. Cheng (2005), who places emphasis on various ‘agencies’ determining washback, such

as the school) and test design (see e.g. Green 2006), among others. Inevitably, language tests
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have been proven to have “a more direct washback effect on teaching content than on
teaching methodology” (Cheng, 2013, p. 6). To assess the latter, more factors need to be
considered. The following section investigates washback on teaching material.

2.4.1.2 Materials

With regard to the materials used in exam preparation classes, research focuses on the
content of the materials and the classroom use of exam-preparation materials. Both material
content and use seem to be influenced by tests and the findings of relevant studies are well

worth reporting in this section.

Materials can include textbooks or course books (Wall, 1999), exam type sheets (Shohamy
et al., 1996), supplementary materials (Nikolov, 1999), self-made materials (Watanabe,
2000), teacher-produced and authentic materials (Lam, 1993), as well as “sources outside
the classroom” such as those taken “from the press, the TV, the radio and the internet”

(Hawkey, 2006, pp. 109-110).

Findings of several studies (Lam, 1993; Hamp-Lyons, 1996, 1998; Hawkey, 2004;
Watanabe, 1996) which analyzed samples of test preparation textbooks showed that the
textbooks reflected the respective exam. Lam’s (1993) study on the content of textbooks for
a public proficiency exam in Hong Kong asserts that washback has been found on the
materials. More specifically, Lam found that textbooks “are just exam crammers with lots
of exercises following the exam format published by the HKEA™ (1993, p. 86). Similarly, in
his research on materials for university entrance examinations, Watanabe (1996) found that
both past papers and materials constructed by teachers were exam-based. Using a specially-
designed instrument to analyze IELTS exam-preparation textbooks, Wang (1997) found that
the content (not the methodology) of the books was influenced by the exam. Similarly, both
Hamp-Lyons (1996; 1998) and Hawkey’s (2004) studies, which focused on the TOEFL and
CPE exams, respectively, concluded that the content and methodology of the relevant
textbooks exhibited a strong exam-generated washback. The textbook content in Hawkey
included language skills, test taking strategies, task types, as well as “mastery of language

structures, lexis and discourse semantics” (Hawkey, 2004, p. 6) linked to the exams.

Additionally, omissions in the books were also observed in all the above studies (Hamp-
Lyons, 1996; 1998; Wang, 1997; Hawkey, 2004). Instances of omissions regarded (i) lack

of guidance to the teachers (Hamp-Lyons, 1996, 1998), (ii) lack of straightforward
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diagnostic parts of the test, such as marking criteria (Wang 1997; Hawkey, 2004), and (iii)
lack of pronunciation practice (Hawkey, 2004) although the test required it for the final mark.
Therefore, while material is designed to reflect the needs of a given exam, omissions or

oversight might take place.

More recently, a washback study conducted by Hawkey (2009) in the context of the CPE
(Cambridge ESOL) exam scrutinized textbooks used in programmes preparing candidates
for said exam. Book evaluation concluded that the “CPE topic range and skills base are
reflected positively in the textbooks” (p. 334). A quick overview of these washback studies
firmly establishes exam washback on published and teacher-generated material. This section

moves on to explore the use of such material in class.

As has been shown so far, exam oriented classrooms make use of exam-preparation
textbooks (Nikolov 1999, among others). In their study on the O-level examination, Wall
and Alderson (1993) found that passages for reading practice, as well as tasks for writing
practice were taken from past papers and/or commercial examination preparation books.
Heavy use of exam preparation books was found to be the norm in most cases studied by
Read and Hayes (2003), who examined IELTS courses in New Zealand. Alderson and
Hamp-Lyon’s (1996) study on TOEFL exam preparation rendered similar results. Cheng’s
(1997) study on the Hong Kong Certificate of Education Examination in English and its
washback effect in secondary schools indicates that nearly every secondary school in Hong

Kong between 1994 and 1995 replaced their textbooks to reflect the examination syllabus.

Al-Jamal and Ghady (2008) also observed a strong impact of the exams on materials. The
textbooks and supplementary materials used by teachers appeared to be directly influenced
by the GSCE exam. Teachers further put past papers provided by the Ministry of Education
to use with a view to helping their students succeed in the exam. Al-Jamal and Ghady’s study
further indicates that teachers prioritized parts of the materials that were most likely to be
tested by the exam, attesting to the exam’s strong influence on materials. In Mickan and
Motteram’s (2009) ethnographic study which explored classroom practices, the teacher
under observation appears to have mainly used past paper materials to teach students.
Likewise, teachers in Turner’s study (2009) worked with exam materials and used mock
exams to get students to practice for the exams. In her study of the CET exam in China, Shih
(2009) also found that teachers used textbooks and CET coaching materials to a great extent.

Teachers followed the materials used strictly. Similarly, the teachers in Al-Jamal and
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Ghady’s (2008) study covered the content of the textbook in its entirety without deviating
from it. Focusing on teachers’ beliefs, Deng and Carless (2010) found that teachers
considered it important to dedicate a considerable amount of time to covering commercial
books that focus on grammatical exercises whose encounter was expected in the final

examination. Indeed, almost all of the lessons observed by the researchers used such books.

Other research studies like the ones conducted by Wall (1999), Hawkey (2006) and Shohamy
et al. (1996) report the use of supplementary materials in exam preparation classes. Lam’s
(1993; 1994) research on the introduction of the RUE exam in Hong Kong found an
extensive use of exam-preparation materials especially of past papers to such an extent
though that he characterised teachers “textbook slaves” and “exam slaves”. He also found
innovative use of materials, such as teacher-produced and authentic materials by a smaller

number of teachers though.

In a study of a new Arabic as a second language (ASL) examination, Shohamy et al (1996)
found that teachers designed materials for oral skills that were tested in the exam and
motivated students to design a newspaper as practice for the extended interview part of the
exam. The use of supplementary material is also confirmed by Wall (1999) who reports that
because of lack of grammar items in the course books the teachers used supplementary
material books. Watanabe (2000) also notices this “innovative” mood of teachers in the exam
preparation classes as the use of a variety of extra listening tasks taken from past papers is
reported. Similarly, in a study regarding IELTS preparation classes Hawkey (2006) found
that not only textbooks but also additional materials were used. Through teacher
questionnaires and observations, he found that these materials were designed by teachers
themselves and included “cut out photographs, self-designed spider grams, information—gap
hand- outs, audio-cassettes, wall charts” (p. 143), and from a variety of sources, such as “the
press, TV and radio, video and audio and the Internet, in-house or teachers’ own materials”
(pp. 109-110).

Tsagari (2009, 2011) conducted a research project on materials using a specially-designed
instrument for the analysis of materials. The study took place in Greece in a class preparing
students for the FCE Cambridge exam and found that the FCE Cambridge examination
influenced both the content and the use of materials in class. Not only textbooks but also
past papers, supplementary FCE skills materials and teacher-made materials “usually

deriving from past papers or practice test books” were used in class (p. 288). Nonetheless,
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exam influence on content was significant as the textbooks comprised mainly exam skills,
exam task types, test taking techniques and exam-related information. The textbooks even
contained techniques for teachers, test booklets resembling the format of the exam, video

tapes and a self-study guide book.

Finally, strong and undeniable evidence of washback on material comes from a recent study
conducted by Ren (2011) who showed that 95% of the teachers observed base their teaching
on course books which resemble the exam. Consequently, materials appear to not only be
affected by the exams content-wise - i.e. materials reflect the exams, but also to structure the
exam preparation classes and specifically teaching content - i.e. teachers make heavy use of
exam related materials which influence teacher’s classroom practices as well. The following
conclusions emerge from the above discussion:
1. Material preferred for an exam preparation class tends to teach to the exam;
2. Material used in class, whether available or teacher-designed, is often adapted to suit
the specific needs of an exam;
3. Teachers consistently use past exam papers as teaching material;
4. An important criterion in selecting material for in class use is the extent to which
they reflect the exam;
5. Teachers can become very innovative in the use of supplementary material in order

to prepare students for an exam.

The above observations clearly highlight the influence of an exam on material used in class.
As Green points out, however, the influence of exams and the use of specific material in
class on teaching methods is not as apparent (2013, p. 43). A further characteristic of material
that determines washback direction relates to the fact that material designers tend to focus
on certain skills more than others (ibid.). A well-designed exam, therefore, might not bring
about as strong a positive washback as intended if the material used in class focus more on
certain aspects. This brings into focus the importance of examining material in any washback
study to gain a better picture of washback intensity and direction. The following subsection

focuses on the skills taught in exam preparation programmes.

2.4.1.3 Skills
Many studies have determined that the washback effect of exams on skills acquisition is
significant since the skills cultivated through teaching seem to be guided by the relevant

exams students prepare for (see e.g. Pan, 2011; Azadi and Gholami, 2013). Teachers choose
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teaching material and methods depending on the skills and language elements that the exam

tests for.

In Brown’s study on an IELTS group and an EAP group, Brown (1998) examined the
instruction of writing, a skill that was required for the IELTS examinations. Results found
that “the frequency of writing instruction for the IELTS group was more than twice that of
the EAP group throughout the period of research”, which indicates that the teachers of the
two programmes placed varied emphasis on the teaching of writing depending on the exam
(Brown, 1998, p. 33). Another study that focused on writing is the one performed by Wall
and Horak (2007) on the impact of the revised TOEFL. Wall and Horak found that not only
was writing a central skill to be acquired, but teachers paid “much attention to the structuring
of composition rather than argumentation” (p. 110), presumably due to the format of the
writing task in the exam which might have placed more emphasis on the skill of structuring
writing pieces than producing arguments. Stecher et al (2004) found some changes in the
content of writing lessons too, noting that the changes were more likely in classes instructed

by teachers who had already administered the exam.

Focus on grammar was present in some studies as in Alderson and Hamp-Lyons’ (1996),
where teachers gave “mini lectures on grammatical points” (p.294). Watanabe (1996, 2000)
found that teachers explained grammar a lot during the lessons, regardless of the exam, using
metalanguage. Other interesting findings from Watanabe’s (2000) research is that teachers
did not necessarily practice their students’ listening or writing skills as they were not aware
of appropriate methods to teach these skills when using past exam papers. In fact, teachers
were not acquainted with the scoring criteria or the scoring method of the exam and for this
reason sometimes neglected these skills. This suggests that teacher training could play a
fundamental role in effectuating positive washback. In a similar vein, lack of training could

lead to negative washback regardless of the quality of test design.

Cheng’s (1997) study on two exam preparation groups, the old and the revised Hong Kong
Certificate of Education Examination (HKCEE), showed that the listening skill was the most
frequently taught skill. Equal teaching time was dedicated to reading and writing. Another
study with significant results on skills was conducted by Hayes and Read (2004) on two
IELTS preparation courses. The most common skill taught either in isolation or in
combination with other skills was listening in one of the two courses in which the teacher

“used a broader range of skills and covered four skills more evenly” (Hayes and Read, 1997,
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p.104). The other IELTS course focused on vocabulary, sometimes combined with grammar.
This spotlights the teacher as a significant factor for the kind of influence that an exam has
on exam preparation courses, highlighting the need for further research into washback and

teaching methods.

A study that rendered contradictory results was the one carried out by Nikolov (1999).
Nikolov found that listening was the most neglected skill. Teachers focused mainly on
language teaching while reading “was checked by sentence to sentence translation” (p. 238).
The speaking and writing skills were taught in a manner that reflected the exams, verifying

the impact of an exam on the skills cultivated by teachers.

Mickan and Motteram (2009), who investigated the skills taught in an IELTS preparation
class in detail, found that the teachers taught all skills following the IELTS structure but
treated the skills separately in terms of assessment. Teachers did that in order to prepare
students on the four skills individually. In their paper, Mickan and Motteram (2009) give an
analytical account of how teachers taught these classes for each skill separately providing
valuable information about both what teachers used and what teaching strategies were
employed in order to teach each skill effectively for the exam. A more recent study by
Akpinar and Cakildereb (2013) on high-stakes exams in Turkey also showed an increased
focus on skills that were included on the test. Test design, therefore, determines to a great

extent the skills students cultivate in class.

The findings of the studies above suggest that instruction is often non-holistic and skill-
based, whereby skills are isolated and taught separately depending on the relevant exam.
Also, the studies found that the choice of the skill to be taught in exam preparation classes
depended mainly on the exam whereas the emphasis given on some skills depended on the
teacher. In some cases, some skills were completely neglected since the exam did not test

them. The discussion in relation to skills is relevant to this study on two fundamental levels:

Firstly, the skills taught in an exam preparation class seem to be selected based on the
relevant exam. Therefore, it is expected that these will determine to a great extent the tasks
and activities employed by teachers, as well as their teaching methods, both of which are
under scrutiny for the purposes of this study; and secondly, recent research (Aftab et al.,
2014) has suggested that while an exam might test for a given skill, the teacher’s teaching

method to a great extent determines the degree to which students will acquire said skill. As
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a case in point, Aftab et al. conducted a study in a public sector college in Pakistan observing
that “the writing skills are mostly tested through memorized answers; the reading
comprehension questions are text based and direct and do not encourage critical thinking
(2014, p. 151). Teaching methods are therefore invariably linked to skills and should be
studied together in exam washback. In fact, when it comes to skills, Aftab et al.’s (2014)
findings might suggest that teaching method can be the link between a good test design and
positive washback on skills, spotlighting the importance of teacher competence and teacher

training.

2.4.1.4 Tasks and Activities

Having examined a variety of washback studies on skills, this section will turn to the specific
tasks and activities that teachers use in class, which as will be established can be significantly
influenced by the exams. However, before looking into research in how tasks and activities
are affected by exams, the complicated issue of what constitutes tasks and activities will be

shortly discussed.

Tasks and activities in the washback studies seem to refer to any exercise teachers employ
in the class in order to (i) teach specific skills; (i) practise language elements; and (iii) assess
and familiarize students with the exam format. Tasks and activities are used interchangeably
in most cases, as well as in washback studies, as will be shortly discussed. However,

literature on tasks and activities has shown that there can be a distinction between the two.

Tasks have been defined and classified in a variety of ways in the relevant literature in the
field of language teaching (Nunan, 1999). Firstly, tasks can be classified according to the
skill they are intended to elicit or evaluate (Nunan, 1999). Furthermore, tasks are divided
between pedagogical tasks, which facilitate learning and are “realistic in the classroom”
(Willis and Willis, 2007), and real-world or target tasks, which are activities taking place in
the real world (Richards, 2009). However, there are many definitions of tasks ranging from
broad ones, including almost any activity that involves learners doing something in a
language learning classroom (Richards, 2009, Breen, 1987), to more specific ones. More
specific definitions of tasks focus on different aspects (e.g. outcome, elicited behavior, etc.).
As a case in point, a task has a goal whose assessment relates to the outcome and task
completion takes priority (Skehan, 1998). Tasks can also be regarded as activities in which
the target language is used for a communicative purpose (Willis, 1996). Some definitions

are goal oriented such as the one provided by Bachman and Palmer (1996), who define task
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“as an activity that involves individuals in using language for the purpose of achieving a

particular goal or objective in a particular situation” (in Bygate, Skehan and Swain, 2001, p.
10).

Definitions seem to vary according to scope, perspective, authenticity, language skills,
cognitive processes and outcome (Ellis, 2009). Taking into consideration the different
definitions and classifications of tasks posited above, it becomes clear that the definition of
tasks seems to depend on its purpose and the context in which it is realized (Van den Braden,
2006; Ellis, 2009). For the purposes of this study, | offer a definition of tasks, which shares
some common features with the above definitions, to be used throughout this thesis: tasks
are goal-oriented ‘actions’ students are asked to complete and deliver as final products,
which require a series of activities and cognitive processes to be completed. Tasks vary
according to the skill they are meant to refine. For example, writing a review, letter or essay
Is considered a task in writing. In order to complete the task, students must do a series of
activities. Figure 2.8 offers a detailed table of tasks, which are related to this study. The

accompanying table provides possible tasks that emerged from this study.
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Unlike definitions of tasks, the distinction between ‘tasks’ and ‘activities’ is not adequately
covered in the literature. Additionally, definitions of activities, though limited, vary
considerably. Comparing tasks and activities, Coughlan and Duff (1994) suggest that
activities equate to “the behaviour that is actually produced when an individual performs a
task” (p. 174). Among various academic studies, an activity is often understood as something
that (i) allows students to practise language skills; (ii) gives emphasis to one skill; (iii) aims
at eliciting correct linguistic forms and (iv) is more practice-oriented (Coughlan and Duff,
1994; Nunan, 1999, Richards, 2003).

Interestingly, researchers have appeared more keen on distinguishing between ‘task’ and
‘exercise’ (see e.g. Ellis, 2003) but have been more reluctant to address ‘activity’ as a
separate category. As a case in point, Ellis classifies as ‘tasks’ those “activities that call for
primarily meaning focused language use” (2003, p. 3) while exercises describe those
activities “that call for primarily form focused language use” (ibid.). It appears that Ellis uses
‘activities’ to refer to practically anything performed by students - any sort of ‘action’ or
‘act” elicited by an instruction. Estaire and Zanon (1994) apply the same criteria to
distinguish between ‘communication tasks’ in which the “learner’s attention is focused on
meaning rather than form’ and ‘enabling tasks’ in which *“the main focus is on linguistic
aspect (grammar, vocabulary, pronunciation, function, and discourse)” (in Acar, 2006, p.
505). What is described as a ‘task’ by Ellis becomes a ‘communication task’ by Estaire and
Zanon’s standards while their ‘enabling tasks’ are understood as ‘exercises’ by Ellis. Despite
the naming opted for in each case the distinction between form-based and communication-
based ‘acts’ is certainly concrete and practical. For that reason, I draw on this distinction to
inform my own definition of ‘tasks’ and ‘activities.” As mentioned above ‘tasks’ are goal-
oriented and involve a series of stages or activities that aim at a final product created by
students. During tasks, linguistic form is not the main goal but is rather elicited by getting
students to communicate. Activities, on the other hand, (i) can be form-based, (ii) are far
more controlled, (iii) are only a part of a ‘larger’ task, (iv) often involve learning strategies
and (V) can require meta-language, whereby students are made consciously aware of aspects
of various language skills. Activities might be relevant to more than one skill depending on
the task performed. A range of activities which emerged from this study is displayed in the
table below (Table 2.1). These will be discussed in further detain in relation to washback

later on in this thesis.
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Table 2.1: Activities

[Acnvmes j
s W) 7~ N

Lexical Listen with pauses Read aloud Translate Planning
Grammatical Listen and translate Translate Practice fluency / clarity Write
Lexicogrammatical Analyse the transcripts Skimming Practice native like language paragraphs/sentences/ the
Translation Dictation Scanning Repetition whole letter/essay/article
Memorization Practice listening techniques Practice reading techniques Revision Analyze a model text
Guess meaning of Multiple choice Multiple choice Role Play Practice a format / layout /

unknown words

Study rules, explain theory
Practise with worksheets
Work with phrasal verbs,
prepositions, idioms, collo-
cations, definitions, idioms
Fill the blanks

Multiple choice
Transformation

Word Formation

\%/

Grammar
\Vocabulary

Text/note completion

Gap filling

True / False

Answer Questions

Ignoring unknown words
and focusing on the general
meaning

Guessing of unknown words
Focusing on key words
Keep notes while listening
Listening Technique

Text/note completion

Gap filling

True/False

Answer questions
Contextual guessing
Summarising

Providing titles

Discussing cohesion, coher-
ence, linking, sequencing
Vocabulary use / explana-

tion

Put the sentences in order
Keep notes from model
texts, reading texts, exer-
cises

Reading technique- shows
the technique

N ¥

N

Describe a picture

Sustain a monologue
Discussion

Negotiating for meaning
Strategic competence
Paraphrasing

Organisation

Use / practice of appro-
priate vocabulary

Practice sentence formation
Answer questions

Practice specific language
Memorization
Brainstorming/ Collect Ideas
Questions on Book/ Investi-
gation Topic/ News
Story/Discussion

Present something

organization
Scrutinizing rubrics
Discussing cohesion, coher-
ence, linking, sequencing,
vocabulary use, use of key
words and topic sentences,
grammar
Different types of texts,
genres
Drafting
Spelling and punctuation
Practice sentence formation
Answer questions
Practice specific language
Memorization
Brainstorming ideas/ Collect
Ideas
True/False
Present their work in class
Keep notes

A\

Speaking

Writing

Given that the focus of this study is exam preparation courses, | also relay a variety of exam
related activities which emerged from this study. Teachers use a variety of exam activities
in exam preparation courses in order to familiarize students with exam context and format.
Exam related activities are work plans that teachers employ in class in order for students to
practise exam-like situations and help students succeed in the exams. The table below shows

what kind of exam activities teachers used (Table 2.2).

Table 2.2: Exam-related Activities

EXAM RELATED ACTIVITIES
(7 N )

Tasks / activities in strict time limit

Tasks and activities similar to exams

Test-taking strategies /exam tips / tricks

Do mock exams / Supervised prectice tests or past papers

Marking / Correction / feedback in exam band scores

Review answers to test questions one by one / corrections of mock exams and practice
tests / Word counting in writing

Familiarizations with exam content / Content / Format / Exam procedures

Test Procedures discussed (talking about the test situation, discussing examiner’s
expectations, refer to candidates’ behaviour to the test

incouraging study of the test / Revisions for the test

.9 ¥
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2.4.1.5. Washback on Tasks and Activities

Having offered a provisional definition of ‘tasks’ and ‘activities’ as those will be discussed
throughout this thesis, this section moves on to report on some studies that have explored
washback in relation to tasks and activities. Given the immensity of relevant research
projects, a comprehensive table of the most important ones is presented in chronological

order (Appendix I).

What becomes almost immediately perceptible from Appendix I is the larger volume of
exam-oriented tasks and activities in comparison to other activities that were employed in
the relevant courses observed. The findings of most of the studies above focus on the
constraints that exams impose on the tasks and activities employed, highlighting however
the role of the teacher’s beliefs and perspectives. Tasks and activities seem to be chosen
based on the skills the teachers wish to cultivate and the materials used, which in their turn
reflect the exam students were preparing for in each case. Activities generally tend to
emulate those present in the exam (Shohamy et al., 1996; Cheng, 1997, Hayes and Read,
2004; Turner, 2009, Deng, 2010).

These studies further verify some of the observations made above in relation to washback
on content, skills and material. In relation to tasks and material, Cheng (1998, 1999) found
that mock exams were regularly used in preparation courses while Brown (1998) reported
on students performing timed writing tasks in IELTS preparation courses. More specifically,
Brown notes that students were given the exam writing criteria and also a correction code
relevant to the exam. Similarly, in their study on the Washington Assessment of Student
Learning (WASL) which focused on writing, Stecher et al. (2004) found that teachers
presented students with scoring rubrics to score their tasks (p. 66). Tsagari (2011) found that
teachers also focused on exam preparation techniques. Washback on tasks in this case was
more exam-oriented, in terms of acquainting students with test format and ‘optimum’ test-
taking strategies, rather than purely skills-oriented. Mickan and Motteram’s study (2009)
further suggests that teaching time is also dedicated to ‘teaching the test’ (i.e. how to
approach examiners) rather than merely teaching the relevant language skills; i.e. teachers
focused on providing and discussing practical tips and strategies for completing test tasks

and on raising students’ awareness of the constituent parts of such test tasks (2009, p.37).

In other cases, tasks and activities were targeted at the skills required by a given exam (see

e.g. Hawkey 2006; Aftab et al, 2014). Mickan and Motteram (2009) observe that the
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different tasks and activities that teachers employed in class addressed each skill tested by
the exam individually. During ‘speaking’ instruction, the teacher employed tasks such as
unplanned talks, expression of opinions, and arguing points of view. During ‘writing’
practice, students practiced structuring text composition as well as planning and writing
timed exam-like tasks. In practising ‘reading’, the teacher focused on vocabulary as well as
skimming and scanning techniques. Finally, during instruction of ‘listening’, the teacher

practised listening tasks, analysed transcripts and familiarised students with practice tests.

As suggested elsewhere in this chapter, teaching to a test is not necessarily indicative of
positive or negative washback, whether the test is well or poorly designed. A lot depends on
the tasks and activities teachers employ in the classroom. For instance, activities such as
‘memorization’ (see Al-Jamal and Ghady, 2008) and ‘translation’ (Watanabe, 1996) clearly
demonstrate cases of negative washback, verifying Aftab et al.’s concerns (2014) that while
skills might be targeted through test design, such teaching methods as the former two do not
encourage critical thinking. Nikolov’s (1999) study in Hungary also presents such a case.
Nikolov indicates that the teachers under observation used typical testing techniques, such
as translation and gap filling, rendering the classes “monotonous and boring” because of a

lack of variety in tasks and activities (p. 238).

Indeed, many studies present ample evidence suggesting that exams might tend to dictate
what happens in the classroom to an alarming extent. Cheng’s study (1997) found washback
on tasks observing how the teacher employed activities (e.g. reading aloud) similar to those
required in the examination. In the same vein, Hawkey’s study (2006) stressed teachers’
preference for task-based activities, with an emphasis on macro skills activities which
involved micro-skills relevant to IELTS. In Watanabe’s study (1996) on university entrance
exams in Japan, the teachers observed primarily used textbooks which consisted of past
exam papers and exam-related materials. Moreover, teachers structured their lessons around
these textbooks. As a result, most teaching time was dedicated to exam-like practice, such
as the translation and explanation of texts. Wall and Horak (2007) also observed TOEFL
preparation classes to be overtly materials-bound and practice-centered. The tasks and
activities students performed in class or as homework were centred around the needs of the
exams. Finally, the majority of the teachers involved in Ren’s study (2011) also employed
activities or tasks included in the exam. Essentially, teachers used multiple-choice activities
for the listening and reading tasks, argumentative essays for practising writing and carried

out exam-related assessment highly resembling the exam.
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Despite this overt emphasis on the exam, however, there were cases which highlighted
teachers’ ‘innovative’ use of material and tasks (as per Watanabe, 2000). Cheng (1997), for
instance, found that teachers encouraged students to engage in activities outside the
classroom such as reading newspapers or watching TV. Therefore, washback on tasks and
activities varies depending on the teacher, among other factors. Similarly, Hawkey (2006)
highlights that the teacher under observation in the study mentioned above seemed willing
to try a range of teaching methods and approaches. Alderson and Hamp-Lyons’ (1996)
research on TOEFL and non-TOEFL preparation classes further verifies the pivotal role of
the teacher factor in washback. On the one hand, the researchers observed that teachers
adjusted their teaching methods to the exam when teaching TOEFL classes and most
exercises were based on practice tests. In fact, they suggest that teachers can combine their
preferred teaching activities and test preparation without feeling guilty for spending time on
test preparation rather than on more ‘interesting’ tasks. On the other hand, the researchers
come to the conclusion that despite the fact that TOEFL affects how teachers teach “the
effect is not the same in degree and in kind from teacher to teacher” (Alderson and Hamp-
Lyons, 1996). This emphasis on teaching methods and teachers in washback clearly

necessitates more studies such as the one at hand.

Cheng’s study (1999) further provides evidence that exam washback might lead to new and
innovative teaching methods. More specifically, Cheng found that teachers used various new
activities (e.g. read aloud, narrate, describe) to adapt to the new HKCEE exam and although
they relied on revised exam practice books, they saw the change as “an opportunity for them

to try out new ideas and activities in school” (1999, p. 268).

Other studies, however, suggest that teachers might feel ‘trapped’ by a given exam, as the
teaching methods, tasks and activities available to them seem to be dictated by the exam.
Comparing two national tests, the one in Arabic (ASL) and the other one in English as a
foreign language (EFL), Shohamy et al. (1995) found that in both classes the activities used
by teachers emulated the exams. More specifically, teachers reported focusing on exam
oriented tasks “through simulations of test situations” (Shohamy et al., 1995, p. 308).
Teacher comments reporting that “there is no alternative but to teach as dictated by the
exam” (p. 308) bear witness to teachers’ feelings of servitude to the exam. Al-Jamal and
Ghady’s study (2008) on teaching methods found that teachers dedicated more time to

grammar activities in their belief that grammar was more likely to be tested in the GSCE
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exam. Still, the degree of exam impact on classroom pedagogy and teaching activities can
depend on factors, such as the teachers themselves, the school and the wider study
programme (Deng and Carless, 2010, p. 300).

To conclude, an overwhelming body of literature establishes a direct link between exam and
classroom practices which extends to the selection of specific tasks and activities. The
impact of the exams on teaching might become more obvious in more exam-specific tasks.
What emerges clearly from this section, however, is that, in most cases, exams tend to lead
to a narrowing of the curriculum with teachers teaching to the test which has an immediate
impact on the tasks and activities employed in the classroom. As seen in this section,
however, teachers’ approach towards these tasks and activities, their ‘innovative’ mood and
the teaching methods they employ varies and therefore becomes a pivotal factor to examine
in establishing the direction of washback. In other words, in the same manner that test design
does not in itself guarantee positive washback (see e.g. Messick, 1996; Alderson and Wall,
1993), it can be argued that teachers’ teaching method, approach and employment of specific
tasks and activities in class is also key to washback intensity and direction, underscoring the
need for more research into teaching methods and teacher’s attitudes. The latter of the two

will be discussed in the following section.

2.4.2 Teachers’ Attitudes and Feelings

Another area where washback manifests regards teachers’ attitudes and feelings.
Interviewing teachers can offer access to both teachers’ attitudes and feelings, which further
constitute a valuable resource for understanding exam washback on teaching and teachers
(see e.g. Ren, 2011). Attitudes and feelings can be affected in three ways: negatively,

positively, or both negatively and positively.

Both positive and negative attitudes and feelings are encountered in the study carried out by
Shohamy et al. (1996). On the one hand, interviews and questionnaires in this study focused
on the reasons why teachers have a negative attitude towards exam influence. Teachers felt
that teaching to the exam was the only way to teach their students. Teachers also believed
that they would be more inclined to express their creativity if they were not obliged to teach
to the exam. Feelings of anxiety as well as fear about exam results surfaced and teachers
experienced pressure to cover the materials for the exam. On the other hand, some teachers

exhibited a more positive attitude toward the exam, as it offered them the opportunity to
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teach skills that they otherwise neglected (i.e. speaking). Another study that reported
contradictory attitudes and feelings experienced by teachers was conducted by Newsfields
(2005) and concerned the TOEIC exam at Japanese universities. The teachers interviewed
for this study believed that the TOEIC exam tends to motivate some students but it may
discourage low level students. Furthermore, while TOEIC can provide “a standard—
referenced content and curricular focus” but it can create “test fatigue” and students
experience “performance anxiety” (p. 96). Both studies reveal negative washback in relation
to teachers’ and students’ feelings and stress levels as the latter were reported by teachers.
However, both studies also report on positive washback in terms of skills washback
(Shohamy et al.) and motivation (Newsfields). Reports on performance of weaker students
found in Newsfields, however, highlight the importance of the participant factor in washback

and perhaps call attention to the need for needs analysis in exam selection.

An interesting study on teacher’s beliefs and attitudes about exams was conducted by
Johnson, Jordan and Poehner (2005) in North America. Johnson et al. (2005) used a case
study to determine whether a given teacher’s perception of the validity of the TOEFL exam,
as well as his students’ perceptions thereof, materialized in classroom practices. The findings
revealed that the teacher had complex and often contradictory views of the TOEFL exam.
The study makes an important discovery in suggesting that the teacher’s perception of the
validity of the exam influences not only what and how teachers teach but also “the
opportunities afforded to students” (p. 92), again spotlighting the teacher and teaching
methods as central to washback.

Laughter has been perceived as an indication of the atmosphere that prevails in the classroom
as well as how anxious or not a teacher is in a variety of studies. A study conducted by Read
and Hayes (2003) reported positive feelings among teachers about the IELTS exams but at
the same time recounted more laughter in general courses and less in IELTS preparation
courses. Following Read and Hayes’ study (2003), Alderson and Hamp-Lyons (1996)
discern similar attitudes as more laughter was reported in non-TOEFL classes (p. 289). In
the same study, Alderson and Hamp-Lyons observed negative attitudes towards teaching
reported by most teachers. Teachers felt guilty and they described the lesson as “boring” and
“fragmentary” because they felt unable to make the lesson more interesting for the students

as well as to ensure their success.
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Feelings of pressure when teaching TOEFL preparation classes were also present in
Alderson and Hamp-Lyon’s study (1996). Pressure was also experienced by teachers in a
writing skills course which was investigated by Hughes (1989). Teachers felt pressure to
teach items of multiple-choice rather than engage in other writing tasks. Moreover, feelings
of pressure are reported by Cheng (1998) which were experienced by teachers who felt
responsible for the students’ familiarisation with the test formats. Also, in Cheng (1997),
teachers believed that new teaching materials and extra work should be employed due to the
new exam, thus putting pressure on their teaching. In another study by Smith et al. (1991),
teachers considered the activities they had to do in class and the resources they had to use
unacceptable as they did not approve of them. The English language school-leaving
examination in Hungary also influenced teachers negatively. Those characterised the exam
as unreliable, invalid further stating that it had a “negative washback effect on classroom

teaching” (Glover, 2006, p. 43).

More recent studies confirm the negative influence of high-stakes exam on teachers’
attitudes and beliefs. Tsagari (2011) observes feelings of stress and anxiety experienced by
teachers during the exam preparation period. Teachers claimed that their professional status
was affected by students’ success in the exams as they were considered responsible for the
outcome. In her washback study on writing, Shih (2009) found that teachers felt they had to
prepare students for the CET exam in order to guarantee students’ continuing with the course
and motivate them to pay attention in class. Evidently, the exam had “exerted pressure on
the students, who then transferred this pressure to the teachers” (p. 29). Deng and Carless

(2010) also found that teachers in examination-oriented systems experience pressure.

Some studies, however, have mainly reported positive effects of examinations on attitudes
and feelings, such as Li’s (1990) study on MET which found that teachers consider the test
and the subtests as an effective means to measure the candidates’ ability to use English.
Similarly, Watanabe (2000) describes the atmosphere of the classroom as “not necessarily
tense”, pointing out that it depends on the specific teacher’s attitudes towards the exam in
each case (p.44). Turner’s study (2009) on the ESL exit exam in Canada found positive
effects on teachers’ attitudes, too. Teachers felt satisfied to integrate the intended changes

fostered by the exam in both the curriculum and their methodology.

The above discussion suggests that contradictory results have been found regarding teachers’

attitudes and feelings towards the exams in terms of content and materials. Examinations
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often seem to influence teachers’ attitudes and feelings negatively forcing them to use
methodologies as well as resources that they would not otherwise use. In fact, most studies
found that teachers have a negative attitude towards the exams because they cause feelings
of stress, anxiety and pressure. Most of the negative influence however seems to stem from
the stress and anxiety exerted on teachers and students by the exam. Negative feelings
relating to exam washback on ‘what’ teachers teach in terms of skills, material, content, tasks
and activities as those that were discussed above were reported by some of the studies but
the prevalent factor in negative feelings seem to be the high stakes associated with an exam

and the pressure to succeed.

2.4.3 How Teachers Teach: Methods and Teaching Strategies

Teaching cannot be conceived without considering teaching methods or manner of
instruction. The latter two refer to the methods (e.g. the teaching strategies) teachers employ
in order to facilitate teaching. Similar to tasks and activities, the terms used in the literature
to refer to teaching methods vary. Studies often make reference to teaching strategies using
terms such as ‘methods’, ‘methodology’, ‘teaching practices’, ‘tasks’, ‘activities’,
‘techniques’ and, of course, ‘strategy’. In order avoid ambiguity and in an attempt to bring

these terms together the term ‘teaching strategies’ will be opted for throughout this study.

How teachers teach refers to the teaching strategies that teachers use to manage and control
students and the teaching process in general. Teaching strategies refer to teachers’ talk in
class, interaction patterns and classroom discipline. Firstly, teacher’s talk regards the
quantity - i.e the amount of talk taking place in the classroom — and the quality of talking
which regards whether a teacher (i) speaks slowly or quickly, (ii) changes discourse, (iii)
changes grammar or pronunciation, or (iv) uses pauses or (v) metalanguage (Richards and
Lockhart, 2004; Ellis, 2012). Secondly, teacher talk can refer to teacher’s questions,
explanations, elicitations, descriptions and feedback (Nunan, 1998; Richards and Lockhart,
2004). The current study employs the latter definition of teachers’ talk as well as the other
strategies comprising it because of its relevance to this study, which is interested in a
qualitative analysis of teaching methods. The former definition is too restricted for the
purposes of this study as it regards mostly linguistic and other qualities of the speech
produced by a teacher. These would be more relevant to a study that explores the language
skills of students in relation to teacher-produced speech.
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As briefly mentioned above, the strategies associated with teacher talk are treated as distinct
in the current study for two equally important reasons: firstly, in order to define teaching
strategies more explicitly and render them more tangible to allow for a more detailed
engagement with them; and secondly, to achieve better comparability with the other studies
I will draw on in the discussion stage. The teaching strategies that will be explored in this
thesis include: (i) teacher’s talk, any explanations, suggestions and instructions that teachers
use to assist students’ learning; (ii) the use of first or second language to address students;
(iii) the interaction patterns teachers choose, such as group or pair work, individual work or
lockstep, (iv) assessment, feedback and error correction techniques, such as summative or
formative assessment and oral or written feedback; (v) questions, which regards whether
most questioning comes from the teacher; and finally, (vi) discipline and other behaviour
such as laughing and tackling noise and attention problems (Malamah-Thomas, 1987;
Nunan, 1998; Hubbard et al, 1999; Richards and Lockhart, 2004, Ur, 2000; Ellis, 2012). The
current study opted for these strategies as the most common and tangible strategies employed
in the classroom to allow for qualitative and comparable results. Figure 2.9 below provides

an illustration of what are considered to be teaching strategies in this study.
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Figure 2.9: Teaching Strategies
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Washback studies reveal evidence of examination influence on teaching strategies, in
general. However, the evidence from the studies seems contradictory due to the variety of
terms used to refer to teaching strategies that have been used to describe how teachers teach
and the variation of the perceived effects. Therefore, washback studies on teaching strategies
are reviewed according to the distinctive features they examine and to whether they found

washback on how teachers teach.

2.4.3.1 Washback Studies on Teaching Strategies

Despite the variety in terminology employed to describe classroom behaviour and teacher’s
instruction, the washback effects on how teachers teach found in the following studies fall
under the categories of teaching strategies as those were identified above — namely, teacher’s
talk, first and target language, questions, feedback and error correction, interaction patterns,
instructions —explanations-suggestions and classroom discipline and other behaviours. Table
2.4 identifies the specific teaching strategies on which washback was found in each

individual study (Table 2.4). Those are further discussed in distinct sections.
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Table 2.3: Washback Effect on Teaching Strategies
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Teacher Talk — Discourse Analysis

Exam influence on teacher talk was found in a study conducted by Alderson and Hamp-
Lyons (1996). Conducting interviews with both students and teachers, as well as through
observations of non-exam related language proficiency classes and TOEFL preparation
classes taught by the same teacher, the researchers concluded that teachers talk more in
TOEFL preparation classes. As a consequence, substantially less time was available to
students for talking. For the purposes of this study, teachers’ talk consisted of metalanguage
of grammatical points, while teachers often referred to the TOEFL exam explicitly (e.g.
exam scoring). Similarly, in his study on the Japanese university entrance examination
Watanabe (2004) found there was frequent use of metalanguage in teacher talk and that
teachers frequently referred to test-taking techniques. In conducting teacher interviews to
investigate the influence of introducing a new form of assessment to teachers’ teaching,

Burrows (2004) found an increased use of metalanguage.

Cheng (1997, 1998, 1999) found changes in teacher talk after the changes that were
implemented to the Certificate of Education Examination in English in Hong Kong. In her
two papers (1998, 1999) on the influence of the change of the exam, Cheng mentions that
“teacher talk as a percentage of class time increased under the new 1996 HKCEE” for both
teachers (Cheng, 1999, p. 262). The questionnaires answered by students further revealed
that teachers tended to address the whole class most of the time when talking. In her research
conducted in 1997 examining the washback effect of the Hong Kong Certificate of Education
Examination on secondary schools Cheng presented significant results regarding teacher
talk. Combining both quantitative and qualitative research methods, the researcher found
that teachers talked to the whole class for 57% of class time while keeping silent for only
5% of the time.

Glover’s (2006) study performing discourse analysis of exam preparation classes in Hungary
by methods of audio recording, field notes and teachers’ reports shows that there are some
variation in the teacher talk in the examination lessons. Based on Mercer’s framework
(1995), Glover drew on the categories of Elicitation, Response and Description to perform a
discourse analysis on the above-mentioned data. Glover found that Cued Elicitation and
Correction Responses (rejection, repetitions, reformulations, elaborations) tend to occur less
while Recap Descriptions (reminders about previous lesson, drawing conclusions after a

discussion or activity) tend to occur more in exam classes. Glover’s study suggests that
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teacher talk presents limited washback effect. Other aspects of teacher talk do not seem to
be affected by teaching to the exam including Direct Elicitations (the use of questions),

Evaluation Responses and Prospective Descriptions.

In conclusion, studies in teacher talk have primarily focused on investigating the quantity
rather than the quality of teacher’s talk. Teachers seem to talk much more in exam
preparation classes than in other teaching contexts. In terms of quality, teacher talk can be
characterised as (i) ridden with metalanguage, (ii) targeted explicitly at talking about the
exam, (ii) geared towards reminding students of previous lessons or (iv) used to draw
conclusions. Teacher talk in terms of time and quantity does not fall within the scope of this

study.

Use of First and/or Target Language

In their study of a new English examination in Sri Lanka, Wall and Alderson (1993) found
that teachers carried out explanations in the class in the first language or used translation
techniques. A study by Nikolov (1999) on secondary schools in Hungary looking at the
classroom in general and how exams influence teaching rendering some interesting results
concerning first and/or target language use in class. In fact, through interviews with teachers
and class observations, Nikolov (1999) considered it impressive that most of the teacher
input was in Hungarian, further advocating that this works against the students’ interest,
considering the limited access to the English language they have. Also, the fact that
translation (sentence by sentence translation of texts) was used in class as a teaching method
made the use of Hungarian in class more intensive. Similarly, two studies by Watanabe on
Japanese university entrance examinations (1996, 2000), conducted through questionnaires,
interviews and observations, conveyed that teachers in the preparation classes used a lot of
translation during the lessons. Watanabe (2000) claims that teachers used translation
techniques despite the fact that the exams did not include any translation activities. First
language is persistently used in examination classes in Japan limiting the use of the English

language only to formulaic or mechanical approaches.

On the other hand, Cheng’s study (2004) on the changes of HKCEE and their meaning and
impact on teachers’ perceptions and classroom instruction found that more teachers used the
target language as a means of instruction after changes in the exam — a case of positive
impact. A study by Wall and Horak (2007) which focused on the role of baseline studies (i.e.

studies describing the educational context before the introduction of an innovation) tested
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the impact of the revised Test of English as a Foreign Language (TOEFL). The study
identifies the medium that teachers used in class as that of the English language, although

no improvement of students’ speaking skills was noted.

Turner’s (2009) case study of secondary teachers in the French school system in Canada
discovered a variation among teachers regarding the use of first and second language. Some
teachers used first language or switched from L1 to L2. However, most teachers made use
of the target language and tried to get their students to speak in the L2 during activities.
Teachers in the study relay how important it is to talk in the target language so that students

improve their speaking skills.

The studies presented above reported diverse findings regarding the use of the medium in
exam preparation classes. It seems that the use of first and/or target language depends mostly

on teachers rather than the exam itself.

Teacher Questions

Studies have found contradictory results regarding the use of teachers’ questions in exam
preparation classes. Alderson and Hamp-Lyons’ study (1996) on TOEFL preparation classes
found that there is less students’ questioning compared to teacher’s questioning. On the other
hand, a study conducted by Watanabe (1996) investigating the type of activities taking place
in schools preparing students for university examinations concluded that none of the teachers
who took part in the study asked many questions during the class. In fact, the only questions
teachers used were rhetorical ones which they answered themselves. Conducting discourse
analysis in the exam preparation classes in Hungary, Glover (2006) also discusses teachers’
questions and answers, finding no difference in the use of questions and answers between
the examination and non-examination classes. It is obvious that only a few studies have
looked into teachers’ questions. The results vary, suggesting that the use of questions in
exam preparation classes are not influenced by the exams alone. However, teacher questions,

as teacher talk, do not fall within the scope of this study.

Feedback

Another teaching method that teachers use in exam preparation courses that is influenced by
exams is feedback. Studies, such as the one conducted by Brown (1998) on IELTS and
general EAP classes, found that teachers, using materials from IELTS preparation course

books, spent time on exams giving not only feedback on exam to students but also offering
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comments and instructions on how to succeed in the exam. Wall and Alderson (1993) found
that teachers either corrected students in writing individually or did not correct them at all.
Only one teacher of those participating in the study had students work in pairs. However,
neither the students of this class nor the students of other classes were aware of the marking
criteria, which might hinder students’ improvement. In his study on the Japanese entrance
examination Watanabe (2004) found that there was frequent use of feedback on students’
utterances, but which focused mainly on form., Through classroom observations, interviews,
teacher and student questionnaires, as well as pre- and post tests in IELTS preparation
courses, Hayes and Read (2004) found that one particular teacher frequently used error
correction “as he wanted to encourage students to focus not only on fluency but also on
accuracy” (p. 107). Green (2006) also examined error correction in his IELTS study. IELTS

classes were found not to provide opportunities for error correction to students.

Read and Haye’s (2004) study explored exam marking criteria. Most teachers who took part
in the study did not provide feedback to students in the form of IELTS band scores. Exam
band scores are also discussed in Brown (1998), who investigated IELTS and EAP courses.
Using pre- and post- tests, as well as observations, Brown (1998) found that feedback and
error correction was regular in both IELTS classes and EAP classes though in different
forms. The IELTS course writing tasks were not assessed using the IELTS band score since
the teachers of the course were not qualified or trained as IELTS assessors. The type of
feedback observed in this study is also worth mentioning — namely, feedback concerned the
length, structure and accuracy of students’ writing tasks. Little use of the exam marking
criteria for writing was also found in Wall and Horak (2007) who examined TOEFL
preparation courses in Central and Eastern Europe. Teachers did not extensively use TOEFL
marking criteria in their feedback on writing because they were not fully aware of the
different TOEFL scales.

Mickan and Motteram (2009) investigated feedback extensively in their study of exam
preparation courses of IELTS. Although students were advised to engage in language tasks
and activities beyond those assigned in class, the teacher did not provide any feedback on
those. Teachers did not generally dedicate much time to feedback, and did so in the form of
general comments addressed to the whole class. Feedback in these specific IELTS
preparation classes observed by Mickan and Motteram included “direct explanations,
students working in pairs on test-related tasks, through group work, modeling of texts and

students doing practice tests under exam conditions” (2009, p. 37). Similarly, Li’s study
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(2009) on the teaching of writing in CET exam classes reported that students hardly ever
received feedback from the teachers. Turner’s study (2009) on how teachers mediate
between classroom activity and preparing students for exams in Canada reported that
teachers used formative assessment approaches when the new exam materials were
introduced. However, as the exam period approached, the teachers used a summative
assessment approach and had their students practise mock exams as well as use the new
rating scale to evaluate their speaking skills. Teachers’ assessment practices varied

depending on teacher factors.

Feedback results of washback studies varied in both quantity and quality as well as whether
it took the form of individual or class feedback. While most studies showed that teachers use
feedback in their classes, it seems to be predominately in summative form while in some
cases teachers used mock exams and exam tasks to assess their students. As a general
conclusion, the teachers’ background and professional education seems to be related to the
quantity and type of feedback teachers provide. A general tendency of insufficient feedback

is however observed.

Interaction Patterns

A substantial body of research has observed that examinations have also influenced
interaction patterns in the classroom. Wall and Alderson (1993) investigated the impact of a
new exam in Sri Lanka and found that teachers assumed a central role in the class. Teachers
read, explained and talked to students most of the time, wrote on the board and asked students
questions. Students’ participation in class appears to have been limited to copying off of the
board and answering questions. Comparing TOEFL preparation classes and non-TOEFL
preparation classes, Alderson and Hamp-Lyons (1996) identified that in TOEFL preparation
classes teachers spent less time on pair work and turn-taking. In addition, the researchers
remark that less time was dedicated to student-student interaction as well as student-teacher
interaction. Teachers spent most of the time talking in class giving “mini lectures of
grammatical points” (p. 294). With the teachers leading the class in such a manner, any

interaction that can lead to a more communicative way of teaching is prevented.

In investigating the impact of the changes of the Hong Kong Certificate on classroom
teaching, Cheng (1999) found that there was a slight increase of the use of group work,
although it varied from teacher to teacher. Watanabe (2004) also refers to the interaction

patterns comparing exam and non-exam classes. Lock step was the most popular teaching
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pattern in exam and non-exam classes, whereas group and pair work were more common in
non-exam classes. In Cheng’s (2004) study of the Hong Kong Certificate, teachers did most
of the talking in the class addressing mostly the whole class, while group or individual
feedback was less common. Changes to the exam did not have any impact on interaction
patterns in this case. Nikolov (1999) presents similar findings in her research on secondary
schools in Hungary. Classroom observations presented more class work rather than
individual or pair/group work. During speaking classes, teachers mainly employed a
“lockstep fashion” of interaction, whereby all the students are working in the same pace with
the teacher (Nikolov, 1999, p. 232). Where free interaction were recorded, though, it was on
a one-word or sentence basis. The lockstep mode of interaction was also observed in
Watanabe’s research (1996) on preparation classes in Japan for the university entrance
examinations. The teacher used a lot of translation, as it was required in the exams. Teachers
stood in front of the classroom explaining the text and providing the answers to exercises.
Findings from Hayes and Read’s study (2004), which drew on empirical classroom data,
also determined that the “teacher was the predominant focus” substantially diminishing any

chance of interaction in the classroom.

Contrary to the results of the studies discussed so far, Shohamy et al. (1996) recorded the
use of pair and group work as well as instances of students “engaging in debates, discussion
and speeches” (p. 308) in their study of preparation classes for the EFL oral exams which
focused exclusively on the skills to be tested in the exam. Mickan and Motteram’s study
(2009) investigating classroom practices used for the IELTS test preparation yielded
relatively similar results. Teachers provided students with the opportunity to work together
and help each other in class although “monologic talk”, in other words long stretches of

speech produced by one person, “comprised a significant part for the lessons” (p. 26).

In his research on exam preparation classes in Hungary, Glover (2006) did not establish any
connection between the interaction patterns in class and the exams students were preparing
for. Looking into the teaching of writing in CET exam classes in China, Li (2009) found that
there was hardly any communication between students and teachers or between classmates
in relation to writing. Finally, the studies of Turner (2009), and Deng and Carless (2010)
investigated the factors that effectuated variation in the interaction patterns used by teachers.
Both isolate teacher stances and teacher perspectives as contributing factors while the latter
found that school differences, as well as the interplay between communicative activities (that

require group and pair interaction) and examination preparation work play a significant role.
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Results on the interaction patterns vary among studies. It appears that most teachers have
the central role in the class using lockstep interaction patterns, standing in front of the class
and dominating interaction. Shohamy et al. (1996) and Mickan and Motteram’s (2009),
however, recorded a substantially different pattern of classroom interaction, suggesting that
the exam might bear influence on the interaction mode employed in class. As a case in point,
in Watanabe’s study of a preparation class for an exam that required translation, interaction
was rather limited. On the other hand, Turner (2009) as well as Deng and Carless (2010)
isolate the teacher as a decisive factor in the mode of interaction employed in class. Deng
and Carless’ study of the interplay between more communicative activities and exam
preparation work as a contributing factor in interaction suggests that the activities and tasks

used in class can either deter or reinforce specific interaction modes.

Explanations — Suggestions — Instructions

Significant findings on explanations, suggestions and instructions have been reported in
various research studies conducted in exam preparation classes. Observations of such classes
reveal an extensive use of explanations and instructions aiming at students’ understanding
of the exam tasks. In terms of explanation, suggestion and instruction, Cheng (1997, 1998,
1999, 2004) found that teachers spent a lot of time on providing explanations. Some teachers
“felt they had to explain more to their students and provide explanations in detail in order to
make sure that students could meet the new examination requirement” (Cheng, 1999, p. 262).
Additionally, teachers spent time checking students’ answers to exam practice-related
activities. Other such methods included the explanation of language points and language
activities, explanation of homework, as well as the explanation of lesson objectives (Cheng,
1997, p. 48). In her 1998 research, Cheng observes teachers explaining textbook exercises
and the meaning of the text, each time focusing on the exams (ibid p. 287). Similarly, Hayes
and Read (2004) found that teachers dedicated more time to “identifying answers in the text

and explaining” activities.

In a study looking at the changes of schools and classrooms, “during the early years of
standards-based assessment in Washington State” (2004, p. 55), Stecher et al. came to some
interesting conclusions. Teachers used a lot of examples explaining grammar, spelling and
punctuation in writing classes while suggestions on revisions to student writing during the
lessons were also made. Burrows’ research (2004) on the Australian Adult Migrant English

Program also recorded the explanation of grammar. He also claimed that teachers monitored
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students’ progress and they gave information to “students about assessment, competencies

and performance criteria” (Burrows, 2004, p. 119) related to the exam.

Mickan and Motteram’s study (2009) provides ample evidence of washback on instruction
and specifically on the advice teachers offered to students relating to the IELTS test. Mickan
and Motteram studied teachers’ pedagogy using an ethnographic approach and analysing all
the skills taught. Relating to the exam, teachers offered suggestions to their students on how
they could practise independently, on test-taking techniques, on how they should behave in
test situations and how they could organise their study before the exam. Similarly, in Deng’s
study (2010) in Canada, teachers did their best to assist students and make them aware of

the exam requirements.

From the studies presented above, it emerges that teachers frequently used explanations in
relation to language points (e.g. grammar), exercises and homework tasks (see e.g. Stecher
etal., 2004; Burrows, 2004). In some cases, suggestions were targeted at improving students’
specific skills (e.g. Stecher et al.), but were mostly targeted at familiarizing students with
test techniques. Interestingly, Mickan and Motteram (2009) also observed suggestions aimed
at encouraging students’ self study, which was not observed in any of the other studies
discussed above. As a general conclusion, explanations and suggestions were extensively
used to prepare students for the exams, relating either to language points or skills relevant to

the exam or test format and requirements.

Classroom Discipline and Other Behaviours

Research studies observe examination effects on methods in terms of classroom discipline
and other behaviours such as the use of laughter that might be encountered in an exam
preparation class. Laughter is hardly ever present in such classes. Alderson and Hamp-Lyons
(1996) recorded more laughter in non-TOEFL classes and less in TOEFL classes. In line
with Alderson and Hamp-Lyons (1996), Hayes and Read (2004) report one instance of
laughter per session in IELTS courses compared to 11 in EAP orientation classes. Similarly,
Deng (2010) refers to moments of fun and laughter only in teachers’ classes that employed
communicative approaches and therefore spent less time on exam preparation. Furthermore,
the examination did not seem to be as important a factor in the choice of pedagogy as other

factors such as teachers’ beliefs and how teachers interpret examinations.
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Feelings of anxiety in exam preparation classes are reported by some studies. Prodromou
(1995) stresses that the exam preparation classes are full of anxiety, fear, errorphobia,
boredom, failure and weakness, experienced by both students and teachers. Similarly, Smith
(1999) points out that the way exam preparation classes are taught causes anxiety, as students
experience shame and low self-esteem and they “experience alienation from publications
and the use of test scores” (p.8). In addition, Tsagari (2009) found that the FCE exam in
exam preparation classes in Greece fostered feelings of anxiety and stress amongst both
students and teachers. Teachers, in particular, felt stressed due to the high stakes associated

with the test and their responsibility for students’ success.

Looking into courses preparing for the Arabic as a Second Language exam (ASL) and the
English as a Foreign Language oral exam (EFL), Shohamy et al. (1996) observed that while
in ASL courses the atmosphere was tense and teachers offered extra review hours, in EFL
courses there was “not any tension in the class concerning the exam” (p. 304). Watanabe
(2000) also found that the atmosphere of exam classes was not tense and depended on

teachers’ attitudes toward the exam.

The impact of the exams on the teachers’ way of teaching is observable through their
comments. As one teacher states, “there is no alternative but to teach as dictated by the exam”
(Shohamy et al., 1995, p. 308). A more recent study conducted by Deng and Carless (2010)
on the impact of the examinations on classroom pedagogy and specifically on the use of
communicative and task-based teaching, showed that “examinations generally act as a
constraint to the implementation of innovative pedagogy” (p. 300). According to the
findings, teachers increased teaching time on examination preparation and repeated all the

activities one by one.

Studies show that laughter in exam classes occurs rarely, contrary to non-exam classes. On
the other hand, in exam classes both students and teachers experience feelings of stress and
pressure which make teachers’ work more demanding, classes more boring and the
implementation of more communicative and/or task-based teaching difficult. Given that
anxiety and stress are participant-related, however, classroom ambience and behavior might
differ substantially amongst different teachers and student cohorts. Nonetheless, exams seem

to be a determining factor.
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2.5 Summary

This chapter opted to define the scope and ‘texture’ of washback, initially examining
potential washback models that could contribute to the current study and which helped me
formulate a washback model which will be discussed later in this thesis. A variety of
washback studies were then identified, which examined the direction and intensity of
washback in a variety of teaching and learning contexts across the globe from various
perspectives. Those studies further called attention to the numerous contributing factors that
impact on both the direction and intensity of washback ranging from test design to teacher
competence, feelings and attitudes, availability of resources and English study programmes,
among others. Washback was then examined in relation to (i) teaching content, (ii) teachers’
feelings and attitudes as well as (iii) teaching strategies. In relation to the latter, a provisional
definition of what constitutes teaching strategies within the remit of this study was opted for,
which helped bring and tie together findings from a variety of prominent washback studies
and draw relatively concrete conclusions. Finally, the discussion on teaching strategies

established the research territory the current study is set to explore.

Considerable evidence on the presence and nature of washback in the content of teaching
was presented. Such studies (see e.g. Hughes, 1988; Chapman and Snyder, 2000; Wall 2000)
established a direct link between exam and curriculum design. Andrews’ contribution (2004)
on exams and curriculum innovation was of particular interest as it called attention to the
pitfalls of a naive and uncontested tendency to link the introduction of an exam and test
design to curriculum innovation, alerting stakeholders to other factors that influence that
link. In terms of material, washback was clearly detected with an overzealous tendency to
select text books and teaching material that catered to the needs of specific exams (see e.g.
Lam, 1993), while exam practice tests or past papers often served as teaching material (see
e.g. Watanabe, 1996). Nonetheless, teachers also exhibited an innovative mood (see e.g.
Watanabe, 2000) in some cases in the manner in which they used authentic or designed

material.

Washback on skills was also established revealing a tendency to either exclusively teach or
focus on skills tested in the exam individually and rarely integrated (see e.g. Akpimar and
Cakildere 2013). In relation to tasks and activities employed in the classroom, studies almost
univocally report on them resembling exam tasks, which limits creativity in the classroom.
In terms of attitudes and feelings, most studies found negative washback as exams tended to

cultivate a feeling of hopelessness and powerlessness on behalf of the teacher in sight of the
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high stakes associated with an exam and the pressure it exerted on time and classroom

management (see e.g. Tsagari, 2011).

Washback on teaching strategies also proved to be considerable. In this case, however,
washback direction and intensity tend to vary considerably according to the teaching context
(on a macro and micro level) and the teacher factor (see e.g. Watanabe, 1996; Chapman and
Snyder, 2000; Turner, 2009, Deng, 2010). A variety of prominent washback studies have
focused on washback on how teachers teach from various perspectives and on multiple
levels. The multiplicity of terms employed to describe these perspectives and levels lead me
to interpret results through the framework of the following teaching strategies identified:
teacher talk; descriptions, elicitations, and responses; use of first and/or second language;
interaction patterns; feedback and error correction; question types; and classroom discipline
and other behaviours. The use of the above strategies rendered the results presented by the
studies discussed comparable and concretely available for further examination and

discussion.

Pivotally, this chapter established that although a variety of studies have been performed on
how and what teachers teach, those tend to render conflicting or difficult-to-compare results
partially due to the fact that those aspects are intertwined and the fact that they are
investigated using diverse terminology. This necessitates a distinction between what and
how teachers teach. One of the main purposes of this thesis is to develop a washback model
that takes into consideration both exam impact and teaching practices. This thesis also
focuses on the content, namely the tasks and activities, as well as to the most of the teaching
strategies. As it was mentioned above teacher talk and teacher questions do not fall within

the scope of this study.

Nonetheless, few studies have investigated teaching practices and those who have, have done
so using diverse terms and have rendered complicated findings. A washback model on
teaching practices can shed light into that specific research area. Said model should account
for the range of factors influencing teaching practices, such as the teachers and/or teaching
contexts. Finally, in an attempt to withstand scrutiny and secure valid results research
methods, such a washback model should allow for and be able to interpret a variety of data
collection methods such as classroom observations, interviews and questionnaires. Chapter

Three discusses the rationale behind the research methods employed in the current study.
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CHAPTER 3: RESEARCH METHODOLOGY

3.1 Introduction

This chapter sets off by formulating a set of research questions to be pursued in this study.
It then moves on to discuss ways for addressing these questions, bringing together theoretical
and methodological considerations, as those have emerged in the relevant literature, to
finally arrive at a fully-fledged research design that will inform the data collection, analysis

and discussion that form the basis of this study.

The discussion of the relevant literature in Chapter Two (i) has highlighted the need for
further research into some areas of washback — particularly, in this case washback on actual
teaching practices and (ii) has called attention to some of the issues and concerns already
raised in washback studies (see e.g. Alderson and Wall’s (1993) criticism of Hughes’
methodology). These two focus points have been taken into consideration in this research

design.

3.2 Research Questions

The main purpose of this research is to examine washback on teachers’ teaching practices
within the context of multi-exam preparation classes, with special reference to teaching
strategies, activities and tasks. The present study aims to develop an understanding of (i) the
nature of washback on teaching practices during two teaching terms, and (ii) the reasons why
participants use specific teaching practices during each term. To achieve this twofold aim,
the study first identifies the types of teaching practices that teachers use when teaching multi-
exam classes and confirms whether washback on teaching practices exists. Alderson and
Hamp-Lyons (1996) stress that to understand exam teaching more fully, comparative studies
produce better insights as to its special features. This is reinforced by Hayes and Read (2004)
who state that the inclusion of comparison is a common feature of studies on washback
effects. Within this framework, alongside the multi-exam classes, one-exam classes were

also included in the investigation for the purpose of comparison, evaluation and exploration.
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The study addressed the following central research question:
Does the multi-exam context influence the teaching practices used by teachers? If yes,

how?

A set of more explicit sub-questions were formulated in order to guide the data collection

process in seeking the answer to the main research question of the thesis.

1. What kind of teaching practices do teachers use in multi-exam classes? Are there
any differences between the first and second term?

The reason for asking this question was that in order to study the washback effect of multi-

exam classes in more depth there was a need to see what happens in these classes and find

out what teaching practices teachers use. Therefore, the study needed to look at the

frontistirio’s exam preparation year as a whole — ie. both the first and second term, and

establish as far as possible the teaching practices teachers use throughout the whole year.

This may usefully be further sub-divided into three sub-questions:
la. What is the content of multi-exam classes?
1b. What activities and tasks do teachers use? If present, what are the differences
between the first and second term and between multi and one-exam classes?
1c. What teaching strategies do teachers use? If present, what are the differences
between the first and second term and between multi and one-exam classes?
The afore-mentioned questions will be investigated on the basis of the following
aspects of teaching practices and strategies:

Organization pattern

e whether the teacher engages in work with the whole class or not;

e whether students are divided into pairs/groups or engage in individual work;

e whether students work with or without supervision.
Language Use

e whether teachers use Greek or English as the language of instruction and whether
there is a certain pattern to the use of L1 vs. L2
Feedback

¢ the kinds of feedback students receive (e.g. individual vs. whole class)

Classroom Atmosphere

e the classroom atmosphere is examined to establish whether teachers or students are

stressed and whether laughter takes place.
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2. What is the nature and scope of the washback effect on teachers’ teaching practices
in multi-exam classes?
The aspects of teaching that will be studied include:
e the content of the exam-preparation classes -focus on activities and tasks;
o the teaching strategies — i.e. use of L1 vs L2, organizational patterns, work mode,
feedback, and class atmosphere;
e the teaching strategies in relation to content and classroom management;

e teachers’ attitudes towards multi-exams classes.

3. How do teachers decide on the teaching practices they use in multi-exam classes?
This is defined as what factors influence teachers to teach the multi-exam classes.
The following aspects will be investigated in order to answer the question above:

e the factors that affect teachers’ choices;

e the factors that affect the tasks and activities teacher’s use;

o the factors that affect the teaching strategies teachers’ use;

¢ the reasons why the teaching practices teachers use might differ between terms and

type of classes.

3.3 Washback Research Methods: Considerations based on Existing
Literature

Before examining methods used in washback studies, the benefits and drawbacks of
qualitative and quantitative data collection and analysis are discussed, as those were
considered when choosing the appropriate research methods for this study. According to
Dornyei (2007), qualitative and quantitative approaches are regarded as two different
research paradigms. Mackey and Gass describe the distinction between the two types of

research as follows:

Quantitative research generally starts with an experimental design in which a hypothesis is
followed by the quantification of data and some sort of numerical analysis is carried out
(e.g., a study comparing student test results before and after an instructional treatment).
Qualitative studies, on the other hand, generally are not set up as experiments; the data
cannot be easily quantified (e.g., a diary study in which a student keeps track of her attitudes
during a year-long Japanese language course), and the analysis is interpretive rather than
statistical (2005, p.2)
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While the distinction might appear relatively straight-forward initially — i.e. quantitative
research engages in numbers, qualitative research engages in interpretation, as Richards
(2005) points out, the distinction is not often clear, as, for example, quantitative researchers
also collect non-numerical data and as such “qualitative and quantitative data do not inhabit
different worlds. They are different ways of recording observations of the same world (2005,
p. 36).

Nonetheless, different disciplines tend to favour different research methods, based mostly
on the data they use. Qualitative research dominates in the field of educational research since
it generates descriptive data which can enhance the understanding of EFL teaching and
learning. However, it has been criticised mainly for the potential lack of objectivity because
the interpretation of the results depends on the researcher’s point of view and might appear
biased. This limitation is not an issue in quantitative research in which numerical data is
collected and analysed, thus rendering this type of research more ‘objective’ (Dornyei,
2007). Nevertheless, a mere analysis of numerical results does not allow a more detailed
view of the context, which was a major prerequisite for the present study. In addition, there
is an underlying similarity between quantitative and qualitative research and that is the fact
that empirical observations are part of both types of research. So the researcher is in a better
position to tackle his/her research guestions (Johnson and Onwuegbuzie, 2004). As a result,
it was deemed necessary to employ both methods in the present study because of its

comparative nature and for the purpose of triangulation.

This mixed method research data collection procedure, as Dornyei (2007) states, can
measure different facets of a phenomenon since it can illustrate, elaborate on and clarify
certain aspects. In addition, it can produce complementary results (initiation function) or
allow the researcher to expand the scope and the breadth of a study. Mixed methods research
also lends itself to avoiding dogmatism inasmuch as its use renders the study less restricting
and constraining (Johnson and Onwuegbuzie, 2004). It is also a fact that both qualitative and
quantitative researchers make sure that their questions are safeguarded against bias or other
sources of invalidity which are inherent in any study (Sandelowski, 1986). Furthermore, it
can greatly help researchers to direct methodologists towards the development of such
techniques which are in par with the ones the former actually use when they conduct research
(Johnson and Onwuegbuzie, 2004). Wall and Alderson (1993, p. 63) also corroborate this

view, stating that “observations on their own cannot give a full account of what is happening
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in classrooms”, so classroom observations should be complemented with teacher interviews,
questionnaires and analysis of materials. It was deemed appropriate for this study to employ
the mixed method research data collection procedure so as to investigate the different facets

of washback effect in combination with teaching practices.

Therefore, on the one hand, a qualitative inquiry was undertaken as this study seeks to
describe what teaching practices teachers use in multi-exam classes, their perspectives and
beliefs behind their choices and the way of teaching. Another major concern of the study is
the influence of testing (washback effect) on teacher’s teaching practices. To that end,
interviews, observations and stimulated recalls were used as these three methods
complement each other and could be integrated relatively easily in practice. On the other
hand, a statistical and quantitative approach was used for the purpose of comparison —
comparison between two teachers and between two classes. This also allowed the testing of
elements that emerged from the qualitative phase and the investigation of the generalisability
of the findings (Dornyei, 2007).

An additional benefit deriving from the mixed method data collection and analysis is that it
encompasses cross examination mechanisms, often referred to as triangulation, and can thus
provide complementary data so as to approach an issue from different angles. Thus, it can
compensate for the weaknesses of a method and instill confidence in the researcher’s
findings (Denscombe, 2007). This additional benefit of the mixed method data collection
and analysis can ensure that research questions are better addressed, which was yet another
important consideration when this method was chosen. Finally, this study follows the
“exploratory sequential design” of the mixed method research family, which allows the
researcher to develop a qualitative phase, in this case the questionnaire, using the qualitative
results (Turner, 2015, p.1).

These considerations are all validated in the relevant washback literature, which will now be
relayed. As established in Chapter 2, given this study’s emphasis on teachers and teaching
strategies, the washback concepts and models that are relevant to this study are:

e Hughes’ (1993) distinction between products, and processes — as already mentioned
in the previous chapter, this study focuses on the teacher as participant and teaching
strategies and practices as well as classroom atmosphere as processes. Emphasis on
these two to a certain extent dictates specific aspects and therefore methods that will

be employed in data collection.
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e Cheng’s model (2005), which relates teacher and students’ classroom behavior and
conduct to the curriculum, which is in its turn determined by the exams.

e Glover’s (2006) detailed model of washback on teacher practices. Pivotally, with the
incorporation of teacher talk in his model, Glover’s model takes into account a
variety of factors, urging the researcher to examine different aspects of washback,
such as teacher’s previous experience and background, specific tasks and activities
employed in class, as well as the exams, to a great extent capturing the phenomenon

on multiple levels.

Hence, this study is carried out at different levels within a specific English language school
(frontistirio) in the Greek town of Nafpaktos. Based on the models above, these levels
include: (i) exam classes’ organisation; (ii) multi-exam and one-exam teaching contexts; (ii)
teachers’ feelings and attitudes; (iii) teaching practices; (iv) first and second study terms;
and (v) classroom atmosphere. Based on the observations and findings of a variety of
washback studies researchers, the mixed method research data collection procedure
employed in this study is further vindicated. This method combines both qualitative and
quantitative methods, and can maximise the strengths and minimize the weaknesses of both
these methods (Johnson and Onwuegbuzie, 2004). As Chen relates, there is a growing
consensus among academics in washback and test validity about the need to collect evidence
from various stakeholders using multiple methods (2013, p. 10). Two principal methods that
have been consistently employed in washback studies are what Bailey (1999) calls

“watching and asking” — i.e. observation and interviews:

If the core of any definition of washback has to do with the effects of tests on learning and
teaching, then it is necessary to document those effects - both by asking about and by
watching teaching and learning (Bailey, 1999, p. 36).

Hughes’ (1988) study which did not include one of these main components (i.e. observation)
was criticized as incomplete from a methodological perspective (see Alderson and Wall
1993). In a washback study that reported on the impact of tests on exam pressure as well as
lesson planning and delivery, Herman and Golan (1993) also opted for questionnaires as a
method for data collection without including class observations. As Bailey points out,
however, without observation “we do not know how such pressure influences teaching, in
what ways tests influence planning and delivery, how much time is spent preparing students

for testing, and what kind of attention is given to those subject areas that are not covered
91



in the tests” (1999, p. 36; my emphasis). As the highlighted above concern the ‘texture’ and
nature of washback, what is strikingly implied by Bailey’s above observation is that the
distinction between whether “washback exist[s]” and what [...] washback look[s] like”
(Alderson 2004, p. ix) might lie in the methodological approaches taken to investigating the
phenomenon. Therefore, apart from questionnaires — depending on whose design,
quantifiable results can be yielded, interviews and observations are instrumental for a
qualitative analysis. However, these should be made to complement each other and be
designed in such a way that renders valid and comparable results. Wall and Alderson (1993),
for example note that without observation they would not have known if the exam had an
impact on methodology and without interviews they would not have known why (p. 65).
Pivotally, design and structure plays a very important role in research design and
methodology. As a case in point, Watanabe (2008) has highlighted the importance of pre
and post-observation interviews to reveal any inconsistencies in teachers’ intentions and
observations after implementation (p. 31). As such, even if a research project employs a
given method, the manner in which it will be implemented (e.g. pre or post observation

interviews, open-ended or structured interviews) bears an impact on the results.

With regards to the study at hand, the intention is to look into the teaching practices teachers
use in multi-exam contexts and to explore washback effects, focusing on perceptions, values,
and situational factors in the complex and varying situations of frontistiria. The research
design of the study, therefore, needs to capture the whole picture of multi-exam classes. The
methods called upon include class observation, teacher interviews and questionnaires. The
latter two have already been discussed as encountered in relevant literature. | now turn my

attention to questionnaires.

Depending on the design, questionnaires can be used to collect both qualitative as well as
quantitative data, rendering them a quite flexible means of data collection, applicable to
different types of research across a variety of academic fields (Mackey and Gass, 2005, p.
96). Also, there are two types of questionnaire items that can be employed in research: closed
and open-ended. A closed-item question involves the subject choosing from a pre-
determined set of possible answers, whereas an open-ended question involves subjects
answering in any manner they deem appropriate (Mackey and Gass, 2005, p. 93). In the case
of the former, answers can be more easily interpreted as they can be quantified — these types

of questions are, therefore associated with greater reliability (ibid.).
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Mackey and Gass (2005) further call attention to the inherent impasses that often undermine
the use of questionnaires in data collection. One important concern is that accurate responses,
particularly in open-ended items might be difficult to elicit when it comes to “internal
phenomena such as perceptions and attitudes” due to e.g. completion of questionnaires in
subjects’ non-native language or inability to relay an accurate picture of reality (2005, p. 96).
To guard against any possibility of invalid results, in this case the questionnaires were
designed on the basis of closed- ended questions and comprehension was guaranteed.
Questionnaires were an indispensable tool of this study as in many washback studies that
address a variety of factors as per Wall and Anderson’s conclusion that “observations and
interviews, questionnaires, [and] discussions necessarily complement each other in studies
of this type" (1993, p. 65). Finally, taking into account Bailey’s emphasis on the additional
benefit of stimulated recall (see e.g. Johnson, 1992; Nunan 1996), this study also draws on
this method (Bailey, 1999, p. 37).

Finally, one parameter that has emerged in a few studies, yet is consequential to securing
valid findings on washback is that of time. Though this is not a longitudinal study, time is
studied in terms of more relaxed and more intense exam preparation periods taking into
account Xie and Andrews’s differentiation between the two (2012, p. 13) and Tsagari’s
findings of more intense washback during intense preparation periods (2006). during both
terms and involve all teachers teaching these classes. Therefore, in order to opt for relevant
and valid results, apart from a comparative study across teachers and across types of exam
classes, this study further draws comparisons between two study terms. To recap, as can be
seen in Figure 3.1, the study involves first of all a comparison between two teachers teaching
multi-exam classes (ME), with their teaching practices being studied, and subsequently
compared for both terms of the school year. The second comparison concerned each
individual teacher’s teaching practices between the multi-exam (ME) and the one-exam (OE)

classes they were responsible for.
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Teacher 1 Teacher 2
Multi-exam 1% Term <«— compared to —
Multi-exam 24 Term <— compared to —
compared to compared to
One-exam 1% Term <«—compared to —
One-exam 2™ Term <«—compared to —

Figure 3.1: Comparative Design in classroom observation

3.4 Research Design

In an effort to adopt both quantitative and qualitative approaches, a case-study method was
selected as the most appropriate research design for this research because of the complex
washback phenomenon and the fact that research would be undertaken in the context of the
classroom. More specifically, the case study was adopted due to the characteristics of the
setting (i.e. the classroom), the number of participants under scrutiny (i.e. two teachers) and
the nature of the data which was predominately qualitative. Like ethnographies, case studies
generally aim to provide a holistic description of language learning or use within a specific
population and setting. However, whereas ethnographies focus on cultural patterns within
groups, case studies tend to provide detailed descriptions of specific learners (or sometimes

classes) within their learning setting (Mackey and Gass, 2005, p. 171).

Mackey and Gass move on to discuss the advantages of case studies, which regard the fact
that they allow to focus on the individual “in a way that is rarely possible in group research”
(2005, p. 172) quoting Johnson’s characterization of case studies in L2 research as
“privileged” (1993, p. 7 in Mackey and Gass, 2005, p. 172). However, the focus points that
render the case study the most suitable research framework for the study at hand is the fact
that case studies (i) can be conducted with various learners or teachers, (ii) allow for the
complexities of a particular context to emerge, (iii) enable comparisons and contrasts of
participant behaviours and contexts (Mackey and Gass, 2005, p. 172). Finally, this study’s
aim is to come up with a washback model for teaching strategies, which can be generalizable.

The specific findings of the case study, however, which concern the specific teachers and
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exam courses are tentative, to be confirmed and refined by a future longitudinal study, but

put the washback model to the test.

Merriam (1998) corroborates the value of case studies in studying the complexities of a given
context, discussing the idea of bringing an understanding of a complex issue or object and
examining multiple potential variables as the main features of case studies. In addition, case
studies are in line with teacher thinking research (Stake, 1995; Yin, 2003), which is also the

case with the present study.

The naturalness of the context is another reason why a case study was used in this research.
Case studies are conducted mainly in natural contexts and involve real people in real
situations (Stake, 1995; Yin, 2003). Since the purpose of this study was to describe and
evaluate an educational phenomenon, namely the multi-exam context, it was best to conduct
it in a natural setting. An additional consideration in favour of using a case study was the
fact that in order to answer the questions of this study in depth and understand the problem,
a variety of data collection methods, such as interviews, observations, stimulated recalls and
questionnaires were required. Actually, a case study is a research method that involves a
number of data collection measures such as interviews, direct observation, participant
observation, documentation, archival records and physical artefacts (Yin, 2003). This is also
confirmed by Doérnyei, 2007, p. 152). Figure 3.2 clearly presents the triangulation research

design (research procedures and data collection instruments) of this study.

Figure 3.2: Triangulation Research Design
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More specifically, observations and interviews comprise the qualitative part of the research

design, whereas observations coupled with questionnaires and the necessary follow-ups

make up the quantitative part of the research design. These aspects are discussed in detail in

the following section.

3.5 Data Collection Instruments

The following table presents the instruments used in this study in relation to the data they

were used to collect.

Table 3.1: Research Questions and Data Collection Instruments Used

Research Focus

Research Questions

Data Collection

Instruments

Teaching
Practices

What kind of teaching practices do
teachers use in multi-exam classes?
Are there any differences between the

1stand 2" term?

1. What is the content of multi-exam

classes?

Observations

2. What activities and tasks do teachers
use? Amount of tasks and activities

teachers use.

Observations &

Questionnaire

3. What teaching strategies do teachers

use?

Observations &

Questionnaire

Washback Effect

What is the nature and scope of the
washback effect on teachers’ teaching

practices in multi-exam classes?

1. What is the nature of washback?

Positive or Negative?

Observations, Interviews &

Questionnaire

2. What is the scope of washback?

Observations, Interviews &

Questionnaire

3. What is the role of examinations to the

teaching practices that teachers use?

Observations, Interviews &

Questionnaire

Factors affecting

Teachers’ choices

How do teachers decide on the
teaching practices they use in multi-

exam classes?
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1. What are the factors that affect Follow-Ups, Interviews &

teachers’ choices? Questionnaire

2. Why the teaching strategies teachers Follow-Ups, Interviews &
use differ between terms and between Questionnaire

teachers?

3.5.1 Interviews

Interviews in this study were used (i) to collect information on washback direction, intensity
and scope, (ii) to assess the nature of exam influence on teaching practices, both of which
relate to the nature of exam washback and scope on teaching practices; and to (iii) illuminate
the factors that affect teacher choices as well as (iv) determine the reason why teaching
strategies varied between terms and teachers, which relate to the decision-making processes

of teachers in the multi-exam preparation context.

Interviewing allows us to enter into the other person’s perspective. Patton states that “we
interview to find out what is in and on someone else’s mind, to gather their stories™ (2002,
p. 341). Thus, the interviews provided ample opportunities to get to know the participants of
the study, have face-to-face exchanges with them and explore their views about the
complexity of washback effects on teaching practices in multi-exam classes in more detail.
More specifically, these interviews provided an opportunity for the teachers to describe their
teaching and the rationale behind their choices of teaching strategies, activities and tasks
both in a multi-exam class and in a one-exam class, and to express their views about multi-

exam classes.

The first interview, which took place before the observations, and the second interview,
conducted after the observations, had different aims. In particular, the first interview took
place two days before the classroom observations and the second interview one day after the
last classroom observation. The first interview served as the initial contact with the
participants in order to understand their work and their choices. The second interview was
geared towards clarifying some observed practices as well as discussing anything that the
participants did not have the chance to clearly show throughout the whole process. This
served as an opportunity to validate findings and conclusions from the observations and
follow-ups (see Appendix II1). All interviews were video-recorded and subsequently
transcribed in full, and the responses were analysed qualitatively with the help of Atlas.ti
(Muhr and Freise, 2004), a computer software for qualitative analysis.
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There are three main types of interviews based on the manner of data collection: structured;
unstructured and semi-structured interviews. In structured interviews, the participants have
to follow a pre-prepared interview script which restricts the interviewee and, therefore and
inhibits flexibility and variation in question and response (Dornyei, 2007). Unstructured
interviews allow maximum flexibility since the interviewer follows no prescribed script.
Consequently, the participants are free to express themselves, making it difficult for the
interviewer to keep the discussion focused on the research questions and render answers
quantifiable (Dornyei, 2007; Denzin and Lincoln, 2005). For the present study, the semi-
structured scheme was preferred to achieve a balance between answering the research
questions through pre-prepared guiding questions and allowing the interviewer the freedom
to elaborate, where necessary. This scheme facilitated gaining insight into the participants’
understanding of the teaching process and controlling the interview process as to its content
and duration. After all, a semi-structured interview is designed to probe in depth and in detail
the underlying factors which lead to the interviewees’ teaching and learning practices
(Denzin and Lincoln, 2005).

All of the interview questions were derived from the relevant literature review (Tsagari,
2011; Cheng, 1997; Wall and Horak, 2007; Hayes and Read, 2004), the research focus and
the research questions. The interviews were conducted in English and they consisted of four
sections (see Appendix II). The first section involved the participant’s own teaching
qualifications, experience and general views on exams. Section 2 elicited more detailed
information about ordinary teaching: what teaching strategies teachers use; what activities
and tasks they use; and what affects their choices. Section 3 explored the teaching strategies
and types of tasks and activities used in multi-exam classes in both terms. Teachers were
asked to make comparisons between the two terms and talk about how their choices were
affected. Section 4 elicited the participants’ opinions about multi-exam classes. Teachers
were asked to comment on the positive and negative aspects of multi-exam classes, the
differences they perceive between multi-exam and one-exam classes, their views on such

classes and the influence of the exams on such classes.

Before conducting the interviews, they were piloted four times on two teachers working in
my frontistirio, who taught both multi-exam and one-exam classes. The teachers who piloted
all the instruments of my study had a similar profile to the participants of my study. During

the pilot, the interviewees were asked to trial the questions by answering them and were also
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invited to comment on any issues that emerged during the interviews. The purpose was to
determine whether the questions were understood as intended. There were more questions
in the original design, raising the mean interview completion time to just over an hour.
Teachers found this exhausting and demotivating so some questions were excluded due to
relevance or repetition. Thus, the duration for each interview decreased to 30-45 minutes.

Also, it was a chance for me to practice and improve my skills in conducting interviews.

3.5.2 Classroom Observations

Observations were used in this thesis to examine (i) the content of multi-exam classes, (ii)
the type and volume of activities and tasks employed in class, as well as (iii) the teaching
strategies teachers used — all of which relate to the teaching practices teachers use and their
diversity between terms; and (iv) to gather information on washback direction, intensity and
scope and finally (v) to assess the nature of exam influence on teaching practices, both of
which relate to the nature of exam washback and scope on teaching practices.

Observations provide direct information and are thus selected in educational research to
obtain information on the teaching and learning process and the interaction taking place in
the class (Dornyei, 2005, Cohen et al, 2005). Observations can move “beyond perception-
based data” and thus discover things that participants did not express or did not feel free to
talk about in the interviews (Cohen et al, 2005). Observations can be categorised according
to the degree of the observer’s involvement into “participant” and ‘“nonparticipant”
observation, as well as according to the quantitative and qualitative distinction in
observational terms into “structured” and “unstructured” observation (Dérnyei, 2005, Cohen
et al, 2005). For the present study, | chose to be a nonparticipant observer because the aim
was to observe the participants in their natural context without my interference. In addition,
structured observations were selected for this study so as to secure specific information in

relation to the research focus and classroom context.

Two data collection facilities were used to carry out the observations: video- taping, for
which the participants’ consent was ensured, and a coding scheme. More specifically, the
first part of the Communicative Orientation of Language Teaching (COLT) observation
scheme was used (Spada and Frohlich, 1995). COLT was designed to investigate features of
CLT in different language classrooms and comprises of two parts. Part A requires the
observer to make detailed real-time notes on activities and episodes occurring during the

observed lessons and the time taken for each of them. Part B emphasises the linguistic
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features of classroom talk, based on the video or audio recorded tape, which was not the
focus of the research. COLT was used as a reference, so not all seven categories were
included, and since the focus was limited to teaching strategies, activities and tasks, only
time, activities and episodes were used, as well as participant organisation, not exactly in the
same form as given by Spada and Frohlich (1995). More specifically, the observation scheme
consisted of three parts, namely one on tasks, one on activities and a main one on teaching
strategies (see Appendix IV). It also included boxes referring to exams and there was an
extra space for notes and questions which were deemed important to ask in the follow-up

interviews.

The observation scheme was piloted in multi-exam classes at my frontistirio both by me and
by one of the teachers. The teacher piloted the interview questions as well (Section 3.6.1),
so she was already acquainted with the focus of the study. She was observed and she
observed me during two weeks (3 two-hour classes). This pilot study helped me to practice
how to observe and use the observation scheme properly as well as how to use the digital
voice recorder and the camera, and make some corrections of the observation scheme -

mainly how to record time in connection with the activities and tasks.

3.5.3 Stimulated Recalls (Follow-up Interviews)

Observations alone, however, provide insufficient insight into teachers' beliefs, hence the
use of follow-up interviews after each observation. The aim of the follow-up interviews is
to understand why participants use the specific teaching practices in each term and what

influences their choices (Yin, 2010).

Post-observational interviews based on stimulated recall procedures are significant in
investigating teachers’ thoughts since “they produce data on mental processes by using more
or less direct probes of teachers’ thoughts, judgments or decisions” (Fang, 1996, p. 56). Since
the aim of this study was not only to gather information on what happens in multi-exam
classes and on teachers’ teaching practices but also to understand and measure teachers’
perceptions - in other words what teachers, think, know, and believe about the teaching
practices they use (Borg, 2003), follow-up interviews were used. Tsagari (2012) further
highlights the importance of using post-observational interviews to “shed more light on the

teaching practices” (p. 47).
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Each follow-up interview was conducted after the end of every lesson in order to seek the
teachers’ views on the lesson, the activities they used and the rationale for the decisions
made before and during the lesson. There was an effort to conduct the stimulated recalls
immediately after the lessons so as to keep the quality of the retrospective data high (Mackey
and Gass, 2005; Dornyei, 2005). Video recordings were also used since they are considered
superior and can provide more valuable information (Dornyei, 2005). I watched the video
recorded lesson with the participants, using the observation scheme, in order to help them
with the recall. Considering that teachers had been teaching for five hours before the follow-
up interviews, the notes on the observation scheme were used to focus on specific tasks on
the video rather than watch it in its entirety. Some guided questions were then used to explore
the teachers’ thinking and encourage them to reflect on events rather than simply recall them.
Even though some of the questions used in the pilot study were kept as a guidance, they were
not followed precisely. Recalling specific classroom events is not easy for the teachers
especially when they are exposed to many classroom situations every week. Also,
conducting the stimulated recalls exactly after the lessons put stress on the teachers who
were tired. So, | decided to mostly follow the teachers rather than the guided questions as it
was more motivating and relaxing for them. Teachers were asked questions on how and why
they did what they did and what influenced their choices. They were even asked to compare
between the first and the second term of study as well as on differences between multi-exam
and one-exam classes. Also, teachers were given the freedom to choose the language to use
in the interview, because the teacher in the pilot study claimed that she felt more relaxed and

expressive when she could choose the language.

The stimulated recall questions and discussion became progressively more focused over time
as more and more observations were conducted. In fact, more lessons than planned were

observed in order to use stimulated recalls that included significant data.

For validation reasons, copies of transcripts and a digital copy of the recordings of the lessons
were sent to the teachers for their own reference. Teachers were satisfied with the results
which they found interesting. Teachers commented on the whole research procedure in the
second interview as well. Their comments can be considered supportive, motivating and
positive for the research since both teachers found the topic inspiring. They commented that
the preparation for the exams was so hectic that they were not affected by the researcher’s

presence at all.
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3.5.4 Questionnaires

Questionnaires were used to examine (i) the type and volume of activities and tasks
employed in class, as well as (ii) the teaching strategies teachers used — both of which relate
to the teaching practices teachers use and their diversity between terms; (iii) to gather
information on washback direction, intensity and scope and (iv) to assess the nature of exam
influence on teaching practices, both of which relate to the nature of exam washback and
scope on teaching practices. Finally, they were used to assess (v) the factors that influenced
teachers’ choices and to explore the reasons behind the perceived diversity between the

teaching strategies employed in each term.

Questionnaires are considered to be the only feasible way to collect data from a potentially
large number of subjects or when the population is widely distributed (D6rnyei, 2005).
Although the study had succeeded in gaining in-depth information on the influence of exams
on teaching practices, the administration of a questionnaire was deemed necessary so that
the results become generalizable and in order to “further explore the quality of the findings”
(Turner, 2015, p. 2).

The questionnaire was based on the findings of the observations and follow-up interviews.
It was distributed to English teachers around Greece via Survey Monkey

(https://www.surveymonkey.com/), an online platform used to distribute and collect data

according to the needs of the research. It was sent to all PALSO (Panhellenic Federation of
Language School Owners) federations across Greece and it was uploaded on facebook
accounts of universities in Greece and accounts related to English teaching in Greece.

Participation in this study was entirely voluntary and anonymous.

The questionnaire was trialed to obtain information regarding the construct validity,
reliability and clarity of the items and the amount of time required to complete. The two
teachers who had piloted the interview questions and the observation scheme were also
involved in the piloting of the questionnaire. As both these teachers teach multi-exam and
one-exam classes, they are “people who are similar to the target sample the instrument has
been designed for” as Dornyei (2005, p. 53) suggests. The questionnaire was followed by a
box which included questions on the ambiguity, clarity, difficulty of the questions, the

overall appearance, the length of time and the number of questions, as presented by Dornyei
(2005).
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It was deemed necessary to focus the questionnaire on one aspect of the research, namely
teachers’ beliefs and perspectives, as well as on the factors that influence their choices
regarding the selection of exams and teaching practices when teaching multi-exam classes.
The reason for focusing on this particular section of the research was, first of all, the fact
that it was an effective way to cross-check the equivalent results from the observational data,
and secondly because it was believed that such teachers’ views contribute more to
conclusions about the potential washback effect. The questionnaire consisted of four parts
with 26 items (see Appendix V). Part 1 included demographic information about the teacher
participants, while Part 2 focused on how teachers select exams and organise exam classes.
Part 3 focused on the factors that influence teachers’ teaching practices. Part 4 included
questions on washback. Most of the questions were multiple-choice, where more than one
answers could be selected for some of them, or Likert—scale questions, including five points
which ranged from ‘extremely important’ to ‘not very important’, so that quantifiable data

could be obtained to facilitate triangulation.

3.6 Research Context

Preceding the data analysis section which relates the relevant information rendered by each
research instrument discussed above, a description of the research context is in order. This
section, therefore, provides information on the school (frontistirio) selection, describes the
basic structure and nature of the two classes observed, and offers a profile of the teachers
and students involved. The term ‘class’ is used to refer to either multi-exam or one-exam
classes in general, while the term ‘lesson’ is used to refer to what took place during

instruction.

3.6.1 Selection of School and Teachers

In selecting the research sample, the aim was to maximize the comparability of the lessons
by identifying similar level-classes. Therefore, two or three teachers in the same school,
teaching either multi-exam classes or one-exam classes and/or non-exam classes in the same
year were selected. A prerequisite was to identify teachers with similar qualifications and
experience to reduce the possibility of the teacher factor interference — i.e. background
knowledge, education, experience, etc.
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In order to identify the most suitable research setting for this study, schools in different
regions across Greece were contacted in order to enquire about their teachers (i.e. education
and experience) and the nature of the classes offered. The researcher’s city of residence,

which is Agrinio, was excluded to avoid bias.

The attempt to find frontistiria that satisfied the above criteria often met with difficulties.
Some of the difficulties were that they did not offer any non-exam or one-exam classes; or
that a single teacher taught the multi-exam classes; or, finally, that different teachers taught
the multi-exam classes and the one-exam classes — and thus would not allow for comparable
results. Practical problems like these and the fact that there were not any schools, to my
knowledge, teaching non-exam classes of B2 level limited my choices. Financial crisis had
brought a lot of changes and difficulties in frontistiria making the owners hesitant and my

work harder.

3.6.2 Research site

The school that was finally chosen is a frontistirio in a provincial town, west of Greece,
called Nafpaktos. The school has been in operation for more than 40 years, enjoying
considerable prestige in the area mainly due to its remarkable success rates in exams. The
owner, who had served for years as the president of the Panhellenic Federation of Language
School Owners of Aitoloakarnania, has extensive experience in both exam-oriented teaching
and administration. The school offers both English and French classes and classes of all
levels from Junior to proficiency (C2 level). It has a computer lab, to which students have
access, and all classes are equipped with interactive whiteboards. Most importantly, this
frontistirio offers both multi-exam classes and one-exam classes taught by the same teachers,
which fell in line with the focus of the present study in terms of both comparing different

types of exam classes and comparing different teaching practices.

3.6.3 Selection of Classes and Lessons

The two examination classes in the frontistirio consisted of students who would be
participating in B2 level exams. More specifically, in the multi-exam class, the students were
interested in taking three of the fifteen available ESOL examinations — namely, Pearson’s
PTE General exams former London Tests of English (Edexcel) Level 3, the University of
Michigan (ECCE) and the Test of Interactive English (TIE). The content of these exams is

presented in detail in Section 1.4.2.1. Students would choose the certificate or certificates
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they would opt for after the end of January in other words at the end of the first term when
the deadline for applications was approaching. In the one-exam class, the students were
interested in the TIE examination. The TIE was suggested to the specific students because
of the limited preparation time they had (namely 9 months) and due to their perceived lower
language level. Students and teachers chose TIE also because they can choose most of the
materials on which they will be examined on and due to the fact that assessment is based on
two skills: speaking and writing.

Both classes had 6 hours of lessons per week, namely two-hour lessons three times a week.
Each teacher taught each class for three hours. The lessons included grammar, vocabulary,
writing, listening, speaking and reading skills. There were also some lessons during which
teachers checked grammar and vocabulary exercises found in the course book. The multi-
exam class included mainly junior high school students who had been taught English for 6
years, and the one-exam class included senior high school students and adults (20 years old).
The one-exam class students had a relatively lower level of competence than the multi-exam
class ones, since their study of English had been interrupted for approximately two to three

years.

As for ensuring the consent of the students with respect to the study, the owner of the school
asked for and received the students’ agreement before the observed lessons. I also made sure
to familiarize myself with the students through an informal talk about my presence in their
classes. The junior high school students (the multi-exam class) were really excited about my
presence there, whereas the one-exam group did not show excitement but found it
interesting. Students were reassured that they would not be recorded on camera, and both
teachers were reassured that the students’ performance both in class and during the

examinations would not be affected by the observations.

3.6.4 Participants

Teacher 2 is the owner of the school. She is Greek-American with a degree in English
Literature, and has been living and teaching English in Greece for 40 years. She also served
as president of the Panhellenic Federation of Language School Owners of Aitoloakarnania
(PALSO) for 12 years. In fact, she was one of the founders of PALSO in Greece. Teacher 1
has been teaching in the specific frontistirio for the last 17 years, especially exam-
preparation classes, while she had previous experience before that. She grew up in the U.S.A.

and came to Greece in 1991. She has a C2 level English language certificate from the
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University of Michigan, and has attended several seminars and workshops on English

language exams.

Consent was sought from both teachers for their participation in the study, and they were
both guaranteed confidentiality inasmuch as the teachers and the school would not be
referred to by name. It was also agreed upon that the teachers would be provided with copies
of recordings and transcripts, as well as the reported findings on completion of the study.

3. 7 Data collection procedures and data analysis

Data collection took place during both school terms — namely, in November for the first term
and in April for the second term. In the first term, data collection started with interviews and
then classroom observations and follow-up interviews (stimulated recalls), and the second
term started with observations and follow-up interviews. Then, the last interview followed

and finally the questionnaires were completed.

Description of the task

Date
1 Pilot Study | Interview questions, classroom observation scheme and follow-up questions
were piloted.
October 2013
2 [Initial Interview —Acquaintance with the teachers and students, familiarization with the school

and interviews with the teachers.
4-8 November 2013

3 Classroom Observations and L___Classroom observations, video recordings and follow-up interviews with the
Follow-up Interviews teachers after the observations. Analysis of the results.

11 November 2013
07 December 2013

First Term
4 Classroom Observations and |___Classroom observations, video recordings and follow-up interviews with the
Follow-up Interviews teachers after the observations. Analysis of the results.
31 March 2014 -12 April 2014
Second Term
5§ Last Interviews: | Interviews with Teachers

13-14 April 2014

6 Questionnaire —Distribution of the questionnaire
5-27 January 2015-22 May 2015

Stages
Method

Figure 3.3: Data Collection Stages

3.7.1 Interviews
In this study the general perspective of the teachers was considered to be of particular

importance. The first interviews were conducted in November 2013 and the final one in
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April 2014 after the last class observations took place. Their nature, however, was different.
More specifically, the first interviews with the two teachers were conducted prior to the
observations according to a specific schedule agreed with them. The aim was to generate
some raw data and general beliefs about their teaching and exams for both terms (see
Appendix II). The purpose of the final interviews was to reassess teachers’ beliefs about the
exams and their teaching practices, as well as the research procedure as a whole (see
Appendix I11). The first two interviews lasted approximately 40 minutes and the two final
ones 15 to 20 minutes (table 3.3). Both interviews were video recorded and subsequently

transcribed with the responses analysed qualitatively using Atlas.ti.

Table 3.2: Hours of Interviews

Initial Interview

4-8 November 2013

Teacher 1: 45:53 minutes BOTH TEACHERS
Teacher 2: 40:00 minutes

Last Interview

13-14 April 2014

Teacher 1: 14:24 minutes BOTH TEACHERS
Teacher 2: 10:81 minutes

Methods of analysis of the interview and the observational data differed although both sets
of data were deemed as qualitative. Topic/thematic coding was used to analyze the
interviews according to the categories previously used to design the interview questions and
according to recurring issues (repetitive or similar frequently appearing ideas) or key items
(closely related ideas) that were linked to the research questions. A coded scheme was
prepared for the analysis of some of the data. However, new information from a detailed
analysis of the text was added while coding the documents in Atlas.ti. The data was later
collated into broad themes based on the interview questions and the framework, and these
themes were then divided into sub-themes and sub-categories. The connection of the
teachers’ responses with the observation data, the stimulated recalls and the main key words

(teaching strategies, activities, tasks and washback) was made after having coded everything.

3.7.2 Classroom observations
Classroom observations were also carried out in November 2013 and April 2014. Two

teachers teaching both the multi-exam and the one-exam classes during the same period were
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observed. A total of 48 lessons were observed, 24 lessons for each teacher in each term

(Table 3.4). However, only 24 lessons in each term were used due to (i) poor sound quality

in some of the recordings; (ii) teachers’ request due to health issues (e.g. illness, allergies);

(iii) the repetitive nature of some lessons (i.e. mock exams); and finally (iv) when the follow-

up interviews were performed on the next day rather than immediately after the lesson.

Table 3.3: Total Lessons and Hours of Classroom Observations

1st term

2nd term

Classroom Observations

Classroom Observations

11/11/2013- 07/12/2013

31/03/2014 — 12/04/2014

TOTAL: multi-exam class (ME): 12
lessons
TOTAL: one-exam class (OE): 12

TOTAL: multi-exam class (ME): 11
lessons
TOTAL: one-exam class (OE): 12

Multi- lessons lessons
exam &  Approximately 1 hour each lesson Approximately 1 hour each lesson
one-
exam Used: Used:
classes multi-exam class: 6 lessons / 304,48 multi-exam class: 6 lessons / 272,38
mins. mins.
one-exam class: 6 lessons / 300,57 one-exam class: 6 lessons/221,78mins.
mins.
Teacher 1: ME: 3 lessons: 154,21mins. Teacher 1; ME: 3 lessons: 162,51mins.
Teacher 1: OE: 3 lessons: 99,9mins. Teacher 1: OE: 3 lessons: 135,05mins.
TOTAL T1: 254,11mins. TOTAL: 297,56mins.
Teacher Teacher 2: ME: 3 lessons: 150,27mins. Teacher 2: ME: 3 lessons: 109,87mins.
1& Teacher 2: OE: 3 lessons: 151,68mins.  Teacher 2: OE: 3 lessons: 99,82mins.
Teacher TOTAL T2:301,95mins. TOTAL: 209,69mins.
2
TOTAL multi-exam class: 304,48mins. TOTAL multi-exam class: 272,38mins.
TOTAL one-exam class: 251,58mins TOTAL one-exam class: 234,87mins.
TOTAL: 556,06mins. TOTAL: 507,25mins.
Both TOTAL multi-exam class: 576,86mins. TOTAL one-exam class: 486,45mins.
terms TOTAL Teacher 1: 551,67mins. TOTAL Teacher 2: 511,64mins.

108



24 lessons were observed in the first term, while a total of 21 lessons were observed in the
second term, due to increased repetition in the material covered. The specific breakdown of
observed teaching time was 6 lessons for T1 and 4 lessons for T2 in multi-exam classes, and
8 lessons for T1 and 4 lessons for T2 in one-exam classes (Table 14), due to T2’s health
issue and relatively frequent absence from class. 12 lessons in total from the first term and
15 lessons from the second term were transcribed and coded to be used for analysis. Extra
hours were transcribed and coded in the second term as teachers did a lot of mock tests for
the exams and information on both the mock tests and the actual lessons was deemed
important. However, only some of the data were used due to time restrictions and data

quality.

During each observation, real time field notes were taken and comments were made on the
pre-designed coding sheets. For each observation, a digital camera was set up before the
lesson in a corner of the classroom so as to minimize any interruptions and disturbance to
the lessons and to ensure normal teacher and student interaction. The analysis comprised
four categories covered in the coding sheets: teaching strategies, washback, activities and

tasks.

During the first stage, data was adapted to the requirements of Atlas.ti, the software which
was used for their analysis. A coding scheme had been prepared to this end (see Appendix
VII), so as to compare data and search for any commonalities or differences between the
lessons. Some more codes were also added since new information emerged in the
transcriptions. Some useful facilities within Atlas.ti were “codes primary document table”
which made it possible to find how many utterances each lesson had, as well as “query tool”

and “co-occurrency table” which helped create and process queries that include

combinations of codes (Appendix VIII).

The second stage focused on timing based upon the timings noted on the observation scheme
for each activity and task. In addition, all classroom activities and tasks used by these two
teachers were listed on a separate document so as to be classified. The information obtained
could provide answers to the sub- questions of the first research questions. The same
procedure was followed to calculate teacher talk. This procedure was repeated with each
transcript and it is worth mentioning that the coding scheme was modified and refined into

a final version which was used to analyse the data.
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3.7.3 Follow-Up Interviews (Stimulated Recalls)

The purpose of the follow-up interviews with the two teachers was to confirm, clarify or
further explore the findings from the classroom observations. Teachers were asked to justify
their actions and explain the rationale behind their actions as well as their feelings, beliefs
and perspectives. Follow-up interviews were used to investigate the factors that affect

teachers’ choices and how they decide to teach the way they do.

Follow-up interviews were held right after each class, for reasons of consistency, except for
some of them which were held some days later due to the teacher’s inconvenience. Most of
the follow-ups were transcribed and the follow-ups of the lessons that were coded were used
for coding as well. The time of follow-up recordings varied between 5 to 20 minutes

depending on the lesson (if it was a mock exam or not).

Table 3.4: Total Lessons and Hours of Follow-up Interviews

18t term

2" term

Follow-up Interviews

Follow-up Interviews

11/11/2013- 07/12/2013

31/03/2014 — 12/04/2014

TOTAL: multi-exam class: 12 lessons

TOTAL: multi-exam class: 11 lessons

Multi- TOTAL: one-exam class: 12 lessons TOTAL: one-exam class: 12 lessons
exam &
one-
€xam Used: Used:
classes  multi-exam class: 6 lessons / multi-exam class: 6 lessons / 36,69 m
45,08mins. one-exam class: 6 lessons / 38,86mins
one-exam class: 6 lessons / 38,4mins
Teacher 1: ME: 3 lessons: 26,52mins.  Teacher 1: ME: 3 lessons: 20,72mins.
Teacher 1: OE: 3 lessons: 22,43mins. Teacher 1: OE: 3 lessons: 17,84mins.
TOTAL.: 48,95mins. TOTAL: 38,56mins.
Teacher
1& Teacher 2: ME: 3 lessons: 18,56mins. Teacher 2: ME: 3 lessons: 15,97mins.
Teacher Teacher 2: OE: 3 lessons: 15,97mins. Teacher 2: OE: 3 lessons: 21,02mins.
2 TOTAL: 34,53mins. TOTAL: 36,99mins.
TOTAL: 83,48mins. TOTAL: 75,55mins.
Both TOTAL multi-exam class: 81,77mins.  TOTAL Teacher 1: 87.51mins.
Terms TOTAL one-exam class: 77,26mins. TOTAL Teacher 2: 110,08mins.
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The method of analysis of the follow-up data started with (i) reading each transcript several
times and followed by (ii) noting comments on the teaching process and washback. The
coding that was prepared for observations, together with descriptive and thematic coding,
was used (Appendix IX). An effort was made to find a comment that was related to a theme
from the observations. | gave the same code as in the observation to find the reasons and the
factors that affected that specific theme, using the participants’ own words. Again, attention
was paid to items that were considered interesting for the research. Comments on anything
that was related or nearly related to the research were also marked. Later, the codes inserted
into the themes related to the research questions and the framework were collected. They
were then fitted into sub-categories and sub-themes within each theme.

3.7.4 Questionnaire

The purpose of the questionnaire was to explore the factors affecting teachers’ choices. It
was also to discover any differences among teachers in relation to the teaching practices used
to prepare students for English language exams at a national level, as well as any washback
effect on teachers’ perceptions regarding their teaching practices. The questionnaire also

serves as a point of reference for the rest of the study.

3.7.4.1 Design and validation procedures

In order to design and validate the survey conducted through this questionnaire, two main
methods were used, namely qualitative input and piloting. These two methods ensure content
validity and construct validity respectively, alleviating problems through questionnaire
administration. To begin with, qualitative input consisted of the theoretical framework
reviewed in chapter 2 and, more importantly, of qualitative data deriving from the follow-
up interviews. The purpose of the qualitative input was to ensure that the research questions
remain the focus of the study and that the responses are on par with the participants’ teaching

experience.

In addition, the pilot study was carried out for four months. The teachers who validated the
previous instruments of the study, namely the observation scheme and the interview
questions, along with 10 more teachers from different places in Greece and three research
colleagues, all doctoral candidates in the area of language education, were invited to

complete the questionnaire and voice their opinions. The pilot study had a multifold purpose
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with its most important aspect being to determine whether the various items in the
questionnaire were understood by teachers as intended by the researcher. It also aimed at
pre-testing the items regarding ease of use, format and overall appearance. Throughout the
piloting process, doubts were expressed about the terminology in the introduction of the
Greek text. To illustrate, the teachers expressed the need for a third group in the selection of
exam classes (Question 7) combining both choices, as well as some other changes to certain
questions. As a result, the content and layout of the final version of the questionnaire was
substantially adjusted and the wording of some questions, as well as the Greek text was

modified.

3.7.4.2 Structure and content
The final version of the questionnaire included 48 questions in total, as shown in Table 3.6,

which illustrates the different parts of the questionnaire (Appendix V).

Table 3.5: Structure and parts of the questionnaire

Structure Content ltems

Part A Background Information 6
e demographic information such as
gender, age, place of work, professional
qualifications
e teaching situation such as current

teaching situation, teaching experience

Part B Types of Exam Classes 1
e one-exam classes
e multi-exam classes
e both

Part B1 One-exam Classes 3
e exam taught in one-exam classes
e how teachers choose the exam taught
e teachers’ opinion about one-exam

classes

Part B2 Multi-exam Classes 2
e exams taught in multi-exam classes
e teachers’ opinion about multi-exam

classes
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Part B3 Both one- and multi-exam Classes 5

e all the questions from Part B1 and B2

Part C Teaching Practices. The factors that affect: 6
e activities For ‘both’ answer in Part B:
e tasks 12
o feedback

¢ language use
e stressin class

e group/pair work

Part D Exam-related activities 2

e how frequently teachers do exam-related For ‘both’ answer in Part B: 3
activities
e why teachers choose exam-related

activities

More specifically, as shown in this figure, the questionnaire consisted of four major parts

and was designed in English, as follows:

Part A regarded background information where general demographic characteristics
on the subjects were collected.

Part B consisted of one question regarding the types of exam classes that teachers
taught with three options. Based on their selection, the teachers moved on to the
relative subsections of Part B, (B1, B2 or both). The questions included information
about the selection of the exams in each type of class, how teachers select the exams
and the teachers’ opinion on these types of classes. The third choice in Part B, which
combined both choices, one and two (both one-exam and multi-exam classes),
included more questions in the equivalent sub-section (B3), as well as in Parts C and
D. Some of the questions were the same for both one-exam and multi-exam classes
though the choices were different.

Part C consisted of six questions which involved the factors that influence teachers’
choices regarding the teaching strategies they use in the exam preparation classes.
All the questions were designed using a five-point Likert scale which is one of the
most commonly accepted scales in education (Cohen, 2007).

Part D consisted of two questions which were related to the exam-related activities
and why teachers choose them. These questions were again designed using a five-
point Likert scale.

113



Data were entered into Statistical Package for the Social Sciences (SPSS, IBM SPSS
Statistics, V20.0) software and analysed using descriptive statistics. The analysis was then
performed in three parts according to the exam class groups formed. Specifically, the sample
was classified into three distinctive groups (one, multi, one- and multi-exam classes)
according to the type of exam classes the sample teachers teach. Initially, descriptive
statistics are presented in order to investigate the proportions of the answers acquired. Thus,
tables of relative frequencies illustrate the answers of the interviewees as presented in each

group (see Chapter 5).

Nevertheless, it was useful to compare the results between the answers of the interviewees
of one and multi-exam classes, at least regarding the shared questions. Thus, the sample was
rearranged and two comparative groups were created. Comparisons of the frequencies of the
answers were made between these groups. The chi-square test (distribution free test), which
Is used when the level of measurement of all the variables is nominal or ordinal, was
conducted to check whether there are statistically significant differences among the two
groups. The significance level is set to 0,05 which is the usual value. Only the statistical
significant differences are presented and all variables are reported as counts and percentages
(see Chapter 5).

In total, 318 questionnaires were collected from teachers working in frontistiria across
Greece. However, 12 out of the 318 did not specify the exam classes they teach (one, multi,
one- multi-classes) and did not continue the procedure of filling the questionnaires.
Therefore, the total sample analyzed consists of 306 questionnaires. The first group consists
of the teachers who teach in one-exam classes, both exclusively or not. This group accounts
for the subsamples of 134 exclusively one-exam class teachers and 77 one- and multi-exam
class teachers. From the subsample of the latter only the answers referring to questions
regarding one-exam classes were considered. Likewise, the second group consists of the
teachers who teach in multi-exam classes, both exclusively or not. This group accounts for
the subsamples of 95 exclusively multi-exam class teachers and 77 one and multi-exam class
teachers. From the subsample of the latter only the answers that concern questions regarding
multi-exam classes were considered. Consequently, the comparative sample consists of 383
cases divided into two groups of 211 one-exam class teachers and 172 multi-exam class

teachers.
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Finally, the internal consistency of the questionnaire was measured with Cronbach’s alpha
separately for each group of participants (i.e. one exam, multi exam, one-multi exam).

e one exam group’s cronbach’s alpha is 0,922,

e multi exam group’s cronbach’s alpha is 0,869

e one-multi exam group’s cronbach’s alpha is 0,978

which indicate a high level of internal consistency for our scale with the three samples.

3.8 Triangulation

Various measures have been proposed to ensure the quality of qualitative research in terms
of credibility, transferability, dependability and conformability. Some of them are member
checking, thick description, inquiry auditing, and triangulation (Lincoln and Guba, 1985). In
the study, member checking was used since the participants were asked to confirm and
disconfirm data, analysis and conclusions. There was also an interview conducted at the end
of the data collection process discussing the findings of the study with them. Thick
descriptions have also been used in the study, inasmuch as a detailed description of the study
context is given so that readers can determine for themselves whether or not the results are

applicable to another similar setting (Lincoln and Guba, 1985).

Most importantly, the principle of triangulation was used in the present study as it is
particularly important when investigating human behavior, and appropriate in complex
issues such as washback. Triangulation is “the use of two or more methods of data collection
in the study of some aspect of human behaviour” (Cohen and Manion, 2005, 112). In fact,
in social research, triangulation ‘“became synonymous with combining data sources to study
the same social phenomenon (Dérnyei, 2007, p. 43). This means that even though findings
originate from different methods of data collection in a study, they lead to the same
conclusions and therefore the data is more accurate and convincing. Denzin (1970) proposes
four types of triangulation. One type is theory or theoretical triangulation in which more than
one theory is used to generate research questions or interpret findings, or in other words
“when multiple perspectives [are used] to analyze the same set of data” (Mackey and Gass,
2005, p. 181). Another type is methodological triangulation in which two or more
instruments are used to collect data and investigator triangulation in which two or more
persons collect or analyze the data (Denzin, 1970; Cohen and Manion, 2005; Patton, 2002).
Finally, data triangulation regards drawing data from more than one sources are used to

answer one research question. According to Johnson (1992), "[t]he value of triangulation is
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that it reduces observer or interviewer bias and enhances the validity and reliability

(accuracy) of the information” (p. 146).

In the research, all four types of triangulation were adopted to elicit the data. In fact, different
washback models and hypotheses were used in the construction of data collection
instruments (Alderson and Wall, 1993; Bailey, 1996; Cheng, 2005; Glover, 2006; Tsagari,
2009). Teacher cognition theory was also used in combination with the washback
phenomenon to provide new and informative data (theory triangulation) (Borg, 2003). The
use of different theoretical backgrounds could provide a stronger theoretical foundation for
the research. In addition, methodological triangulation was adopted in the study since
interviews, observations, follow-up interviews and questionnaires were used in collecting
data, as well as data triangulation since two teachers were investigated in the same context
and both multi-exam and one-exam classes. Finally, investigator or analyst triangulation was
applied. Independent colleagues with an interest in the research study were used, together
with the teachers who took part in the piloting of the instruments to analyse the data in order

to reach similar conclusions in terms of themes and content.

3.9 Ethical Considerations

Since different types of instruments were used to collect the data, participants were obliged
to spend hours on the study, which apparently affected their lives and especially their work.
Case studies like the present study pose substantial ethical risks since the researcher becomes
heavily involved in the participants’ personal and professional lives and circumstances. The
importance of addressing ethical concerns to protect the rights and interests of participants,
has been foregrounded by many writers (Cohen et al, 2005; Denzin and Lincoln, 2005;
Dornyei, 2007), so formal measures had to be adopted to ensure the ethical integrity of the
study. More specifically, formal written permissions were secured both from the owner of
the frontistirio and from the other participants (see Appendix V1). The participants gave their
informed consent after holding meetings with the researcher, where the latter provided
information as to the purpose and the nature of the study, as well as data collection process.
During these meetings, both teachers were informed of their right to abstain or to withdraw
their participation at any time during the process and were assured of the confidentiality and
anonymity of the data. In addition, the participants were fully informed about the data
collection procedures and were allowed to make any necessary changes to accommodate

their personal and professional needs and circumstances (obtrusiveness).
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Furthermore, the students were informed about my presence in the class by the school owner,
and it was agreed to video record only the teacher, as well as to protect the students’
anonymity. With regards to the questionnaires, the participants did not give their names
when their responses were collected so that they could not be identified. Last but not least,
it was agreed to provide participants with the findings and conclusions of their particular
cases upon formal completion of the study, and they were properly thanked for their

participation with a letter.

3.10 Summary

This chapter aimed to introduce the specific research methods and instruments employed in
this study as well as its research context. The first part of this chapter set out to formulate
the research questions and sub-questions that informed the main purpose of this research —
i.e. to examine washback on teaching strategies, activities and tasks in multi-exam
preparation courses. Subsequently, it considered the main theoretical and methodological
concerns and observations made in the existing literature in washback. Washback
researchers seem to unanimously designated the mixed-methods approach as the most

appropriate, which was indeed adopted for this study.

Then, the instruments that were employed for data collection were considered, with an
emphasis on the type of data to be collected and the specific research questions each data
collection method would address. Four types of data collection instruments were used and
the design and piloting of them were also presented in this chapter. Next, a detailed account
of the frontistirio and the participants that were the focus of the case study were presented
in detail. The findings from the collected data will be presented in the following chapters.
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CHAPTER 4: QUALITATIVE RESULTS

4.1 Introduction

The aim of this chapter is to shed light on the three main questions of this study (Section
3.2). The first question which deals with what happens in multi-exam classes, the second
question which focuses on the washback effect on multi-exam classes and the third one
pertaining to teachers’ beliefs and perceptions about their choice of teaching practices in the
multi-exam classes. The relevant findings from the interviews, the 27-hour long classroom
observations and the follow-up interviews with the two observed teachers are presented.
Follow-ups invited teachers to comment, clarify and explain findings from observation data
by commenting on the video recordings of their lessons. They provide interesting results in
washback since “post observation interviews are becoming increasingly important, as a
number of research results indicate that the teachers are prominent factors mediating the
process of washback being produced” (Watanabe, 2004, p. 31). Empirical evidence is
presented on what teachers said about what happens in their classrooms, during the
interviews conducted at the beginning and at the end of the whole procedure, and what was

actually happening in the classroom as this emerged from the observations.

After an initial analysis of the empirical data, it was deemed appropriate to present it
according to the main topics or themes that emerged. More specifically, the analysis
indicated that both the teachers’ comments and the observed teaching procedure revolved
around the content of the classes and specifically the tasks and the activities (exam-related
or not) used in the classroom, as well as around the teaching strategies chosen by teachers
and their evaluation of B2 level exam classes. The analysis will include findings of exam

influence on the teaching practices and other factors that influence teacher’s decisions.

4.2 Materials

Even though the focus of the content of classes was on tasks and activities the data reveals
interesting information for the materials that teachers use. This section summarises the
findings related to the use of teaching materials in exam preparation classes. It was found
that the two teachers used the same kinds of materials since both teachers use coursebooks.
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However, the types of books differ a lot since in multi-exam class teachers use a general B2

exam book whereas in one-exam class teachers use a TIE focused book.
Observation data shows that teachers make a great use of the coursebook to teach both multi-
exam and one-exam classes. Table 4.1 presents the breakdown of materials used in both the

observed exam classes.

Table 4.1: Use of materials in both multi-exam and one-exam classes

Multi-exam One-exam
Coursebook 13 3
Reader 0 2
Teacher Made 1 3
Student Made (Logbook) 0 3

Even though teachers use coursebooks in both classes there is a big difference in the amount
of coursebook usage in multi-exam class and whether it is followed or supplemented with
other materials. Teachers made use of readers, teacher-made materials such as photocopies
with grammar exercises or questions for oral practice and student-made materials in one-
exam class which deal with materials that students prepare for the TIE exam. The
coursebooks are replaced by student-made materials in one-exam classes and practice tests

books in multi-exam classes mainly in the second term.

Looking into each type of class more closely, in multi-exam classes both teachers use the
coursebook in both terms (Table 4.2), with the exception of Teacher 1 who uses her own
materials. This is done when Teacher 1 teaches speaking in the first term. The teacher gave
students extra photocopies with pictures and questions to discuss. The coursebook however
differs between terms. In the first term, as it is already mentioned above, it is a general B2

class book whereas in the second term it is a practice tests book.

Table 4.2: Use of coursebook in multi-exam class — differences between teachers and terms

Teacher 1, Multi-exam Class, 15t Term 3

Teacher 1, Multi-exam Class, 2" Term

5
Teacher 2, Multi-exam Class, 15t Term 2
3

Teacher 2, Multi-exam Class, 2" Term
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In one-exam class though there is a bigger variation of materials which differ between
teachers and terms (Table 4.3). In the first term teachers use different materials to prepare
students for the TIE exam for example Teacher 2 relies mainly on coursebook and the reader
while Teacher 1 prepares students the students-made materials which they need for the
exams using her own materials such as information on topics and grammar exercises. In the
second term one teacher teaches only with student made materials, this means the materials
the students have prepared for the examination and Teacher 1 works mainly with the reader

and teacher made materials (Table 4.3).

Table 4.3: Use of materials in one-exam class

Student-made Teacher-made
Coursebook  Reader

materials Materials
Teacher 1, One-exam Class, 1% Term 0 0 2 2
Teacher 2, One-exam Class, 1% Term 2 1 0 0
Teacher 1, One-exam Class, 2" Term 0 1 0 1
Teacher 2, One-exam Class, 2™ Term 0 0 2 0

Information from interviews and follow-up interviews reveal that there are a lot of factors
that influence teachers’ choices regarding materials. Teacher 1 mentions parents’ pressure
to teach all the book and that is how she explains the extensive use of the coursebook in the
first term (Extract 1). Teacher 2 refers to multi-exam class and she mentions another factor
for using coursebooks. She believes that the book prepares students for any B2 level exams
so it is helpful until students choose which exam they want to (Extract 2). Regarding the use
of practice tests books Teacher 1 mentions exams and the best preparation for the exams that
influence their choices (Extract 3). Exams are referred again when Teacher 2 explains the
reasons why she does the TIE coursebook in one-exam class. She believes that a coursebook
that is structured in the same way as TIE examination is unique to prepare students for the

exam (Extract 4) The extracts below illustrate these factors.

Extract 1: Teacher 1: Materials (coursebook)

First of all, we have the books, of course. We have to finish the books because parents expect
that since we buy the books, we have to finish them. If we have finished them, they think
they are complete, they have learnt everything. If they fail at their exams it is going to be our
fault, because “You didn’t finish the book.”
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Extract 2: Teacher 2: Materials (coursebook in multi-exam class)
The On Screen book is a general B2 level book that prepares students for the exams
properly. It contains tasks and activities which students can find in the exams and they can

have a go at various exam like activities before they decide which exam to take.

Extract 3: Teacher 1: Materials (practice tests)

...because we try to prepare them as much as possible, and since we have the past
papers, we can refer to them at any time and say “This is what the actual test was like
last year. Let’s see how you would have done.” And since they know it’s the actual test,
they tend to take it more seriously. Like: “This is going to happen again next year.” Not the

exact same one, but similar one.

Extract 4: Teacher 2: Materials (coursebook in one-exam class)
We use a book which prepares students for TIE exams only. It contains investigation
topics, news stories and extracts from literature books as well as questions and essay topics

which the exams asks for so it is unique to prepare students for the specific exam.

The extracts prove that there are a lot of reasons why teachers use coursebooks to prepare
students for the exams. In one-exam class and in the second terms of both classes though it
seems that there is a stronger washback effect on materials since the book and the practice
tests the teacher uses focus on exams. However, teachers do the whole books because of
parent’s pressure to complete them all because parents believe that if teachers teach all the
book then students can succeed. Therefore, not only exams but other factors such as parents

influence the teaching materials teachers use.

When teachers were asked about the other materials they use or other materials that they
would like to use but they do not use in exam classes revealed interesting points on what
teachers believe about coursebooks. Teacher 1 considers coursebooks to be quite
monotonous and by doing something that is not in the book, the lesson becomes more
interesting. She refers that doing something outside the book made students feel happy and
relaxed. Time and parent’s pressure to finish the book though are the reasons why Teacher

1 does not use materials outside the book. Extract 5 shows how teachers support it.
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Extract 5: Teacher 1: Materials (other than the coursebook)

Students are more cheerful, they are happier, they were more relaxed. It was something
that they enjoyed to do whereas with the coursebook it was constant, monotonous, exercise,
exercise. But unfortunately there is not time to do more such activities plus parents want

us to finish the books.

Even though teachers believe that doing tasks and activities outside the book can be more
relaxing and happier for students they do not seem to do it. Reasons like the lack of time
since they need to prepare students for the exams and the need not only to finish the book
but do everything that the book has because of parents’ pressure influence the materials they

use.

In summary, it is clear that teachers’ perceptions as far as materials are concerned are shaped
mainly by what would benefit their exam preparation. The fact that teachers beliefs of
materials use differs from what they actually do is apparent in the last extract. Exam
preparation, time and parents’ pressure to finish the coursebook do not allow teachers to
make their lessons less monotonous and more fun and interesting. Teachers follow the book
strictly in the first term but in multi-exam there are more reasons from simply follow it. The
students have not decided yet what exam to sit for and they want to do a wide range of

activities.

4.3 Tasks and activities

Activities (what students do in class to practise language) and tasks (final products which
require a series of activities) are employed in both one-and-multiple exam preparation
courses. More specifically, Table 4.4 displays the use of activities and tasks throughout the
year in the observed classes. It appears that teachers in multi-exam classes exclusively use
activities rather than tasks. On the other hand, teachers in the one-exam class make much
more extensive use of tasks than teachers in the multi-exam class context. There is a solid
ground for connecting the extensive use of tasks to the format of the TIE exam, as the latter
focuses mainly on tasks. At the same time, this can be connected to the fact that the

coursebook may only focus on one-exam and, therefore, contain less activities.
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Table 4.4: Activities and Tasks in both exam preparation classes

Activities Tasks
Multi-exam class 102 4
One-exam class 41 10

Teachers were asked how they choose the activities and tasks they do and they mention that
the exams and coursebook influence their choices. To be more specific, teachers have to do
activities and tasks from the coursebook in order to finish it as parents wish. The extracts 6

and 7 illustrate it.

Extract 6: Teacher 1: Use of Tasks and Activities

The exams do cause us. We have another problem, though that the students are asked “Did
you finish the book?” So, sometimes you do activities that you really don’t spend that much
time on them but you have to go through them just in case you get complaints from parents
that the book wasn’t finished.

Extract 7: Teacher 1: Use of Tasks and Activities
Let’s see. First of all, we have the books, of course. We have to finish the books because

parents expect that since we buy the books, we have to finish them. And then it’s the exams.

It is obvious that teachers are influenced by the exams when choosing activities and tasks.
However, the use of a coursebook influence them, too rather negatively though since
teachers are obliged to teach activities and tasks that otherwise would not teach only to

complete the book and please the parents.

However, comparing the first and second term in multi-exam classes it is obvious that
teachers in the first term are more influenced by the coursebook and language learning. They
are more interested in teaching students the language and completing the book. They do all
the tasks and activities that the book has not only in order to do it all as parents wish but also
in order students to do a variety of activities and tasks that the book offers since it is a general
B2 level coursebook to be well prepared for any exam they decide to sit for. It is interesting
that teacher’s 1 belief in extract 8 about what she wants to teach contradicts what she really
does and she attributes it to exams. The second term is ‘determined’ and confined’ as teacher

2 also comments in Extract 9.
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Extract 8: Teacher 1: Use of Tasks and Activities, 15t Term vs 2" Term, multi-exam
class

No, | think it goes back to the coursebook and language what they should know. The
coursebook leads us up to the exams but really I think for the teacher knowing what the
student knows is more important than the exam itself but all of the parents want a paper
as I said again. So, we’re forced into this, instead of teaching the language that we want

to teach, we end up training them to get their certificates.

Extract 9: Teacher 2: Use of Tasks and Activities, 15t Term vs 2" Term, multi-exam
class

In the first semester they are more influenced by the book. We followed the instructions in
the reading skills, for writing, whatever is in the book because we were expected to
complete a textbook by the students and by the parents. We will do everything in the book,
we will do all the skills. It maybe necessary because they change their minds further

down.

In the second term we are more determined and confined by the exams because the school
year goes by very quickly and we're already pressured to leave off a year because of the
economy, the crisis, and so on, and parents pressure the students to finish earlier. So therefore
we spend more hours teaching in a school year and we are more or less training and preparing

them for the exams in the second semester.

4.3.1 Tasks

With reference to tasks, these are used throughout the year by both teachers, mainly in
speaking and writing classes. This section analyses what tasks teachers do in both types of
classes and terms as well as the factors that influence teachers in choosing the tasks in exam
preparation classes. As can be seen in Table 4.6, teachers use more tasks in total in one-exam
class rather than in multi-exam class. Observations showed that teachers in the multi-exam
class did tasks when they taught writing or speaking skills which were exam like and not in
the book. In one-exam class though the lesson especially in the second term was formulated
around tasks on speaking and writing on the three student prepared topics that the exam

required.
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Table 4.5: Tasks in both exam preparation classes

Multi-exam class 1% Term

Multi-exam class 2" Term

One-exam class 1% Term

| N| W

One-exam class 2" Term

Table 4.7 shows the types of tasks that teachers used throughout the school year. Teachers
used to a great extent information gap tasks. Opinion exchange tasks and decision making
tasks were also used. TIE examination includes such tasks and therefore teachers following

the exam practiced these tasks extensively.

Table 4.6: Types of Tasks in both exam preparation classes

Information Gap 7
Opinion Exchange 4
Decision Making 3

Classroom observations showed that teachers do tasks that they create themselves, others are
in the coursebook and in the majority are related or focused on the exams. That is the reason
why task usage increases in the second term (Table 4.6). The past papers and practice tests
books follow the exams and include tasks that the exams test. However, other factors, such
as changing the classroom atmosphere, see students’ progress and involve them influence
teachers’ choices. These are illustrated by what teachers commented in the following-up
interviews. In extract 10 teacher had done a speaking task with students in order to practice
personal questions and instead of the teacher asking the questions she got students to
interview each other. The specific extract shows not only the influence of exams since
answering personal questions is part of the exams but also teacher’s intention to involve

students in the whole process.

Extract 10: Teacher 1: Use of Tasks in multi-exam class

I wanted to get them talking as much as possible. | wanted to see what kind of questions they
would come up with and I know they would ask/answer them in Greek automatically so |
wanted to see how well they would get their — ha- | wanted to see how well they could
express what they wanted to say. Of course here we had to rely on grammar, on tenses, on
verb structures and everything. So | wanted them to see that it's not easy to just sit there and

ask questions for a person, | wanted them to participate a little bit and I wanted to get used
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to ask each other questions. Not only: Here's the question and just answer it. | wanted to get
them involved in everything.
Interviewer: | see. Did you want to do that because of the exam?

Teacher: Yes, yes.

Extract 11 illustrates the exam factor again with relation to the book and the teacher’s need
to adopt the task in order to change the classroom’s atmosphere and make students less
bored. The mood of the class is also mentioned when teacher explains why she changes the
tasks. The teacher mentions how monotonous and repetitive the one-exam class gets in the

second term.

Extract 11: Teacher 1: Use of Tasks in one-exam class

They are questions based only on the exams. | got them out of the book, out of the TIE
book. I’'m guessing those are the questions the candidates are going to be asked, so, we are
preparing these from the class.

Interviewer: Do you ask any questions that are not in the exams?

Teacher: Well, sometimes yes just spice it up so it won’t be boring, because it’s only
TIE and we have to do specific things after a while they get bored the same things over
and over. So, sometimes | ask them personal questions first or last. It depends on how it

goes; it depends on the mood of the class.

In the second term in both classes though teachers did more tasks which were mainly taken
from past papers and practice tests. They were influenced totally from the exams and aimed
at helping students to get acquainted with the exam structure and requirements. They were
done without supervision and under strict time limit to follow test procedures. Teachers want
the students to be on their own and not have their help. Extract 12, which has several
comments from both teachers explaining the reasons why they do exam tasks under such
conditions prove the influence of the exams and teacher’s attempt to help students pass the

exams.

Extract 12: Teacher 1: Use of Tasks in the second term

Teacher 2: I want them to time themselves and see how they work under pressure.
Prepare themselves.

Teacher 1: I wanted them to — no, not now- we've started for a while now since it's -you

know- a time limitation, we have to follow it. So now every time if they have, if they have
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to write a composition here at the school, it's only by time. Just like in the exam so they're
prepared. So they don't think “oh, I'll get five more minutes. Oh I need ten more minutes to
finish”. 30 minutes, you're done.

Teacher 2: We do a mock test every week, once or twice a week without supervision to
get acquainted with the exam.

Teacher 1: Yes, just like in the TIE exams. | wanted them to know the time limit, and not
just take their own sweet time and have to finish in a certain amount of time. They are not

going to have the teacher ask anything, how do I do this, what does this mean, you are

on your own.

4.3.2 Activities

With relation to activities, classroom observations show that there is a similar trend for their
use to tasks, with the teachers alternating between exam-oriented and not exam-oriented
activities depending on the type of class and the term. Table 4.8 below summarises the
classroom activities organised by the two teachers in both multi-exam and one-exam classes.
It demonstrates that the activities organised vary across the classes (multi-exam and one-
exam classes) and the teachers: a certain activity may be carried out in one lesson, but not in
another, even by the same teacher. For example Teacher 2 does a lot of grammar and
vocabulary activities in multi-exam class but not at all in one-exam class. Another variation
across teachers and types of classes is writing activities. Teacher 1 does a lot of writing
activities in multi-exam class contrary to one-exam class in which Teacher 2 does more

writing activities.

Table 4.7: Activities in both multi-exam and one-exam classes

Teacher 1 Teacher 2 Teacher 1 Teacher 2
Multi-exam Class Multi-exam Class One-exam Class One-exam Class
Speaking 6 4 7 5
Listening 1 0 1 0
Writing 27 4 7 12
Reading 0 15 0 7
Gram./Vocab. 11 34 2 0

According to the classroom observations and the follow-up interviews it is also interesting

to note that teachers follow the coursebook chapters very closely and do not violate the order

in which they are arranged. Within this framework, the activities in the first term were mainly

taken from the coursebook regardless of the exams the students were going to sit for and of
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whether the exams of their choice included such an activity (section 4.3). In the second term,
activities are taken mainly from past papers and practice tests, just like in the case of tasks,
so these are activities included in the format of the exams (section 4.3). The only case in
both terms when teachers do activities which are not in the coursebook is during speaking

practice. There, the materials used are prepared by the teachers themselves.

4.3.2.1 Speaking Activities

Linking the activities used with the skills they aim for and starting with the speaking
activities, it is evident that both teachers use a wide range of activities in both classes (Table
4.8). What differs though is the kind of activities and their aims, as can be seen in Table 4.9.
There is a range of speaking activities used that involved answering questions, practice
sentence structure, describe pictures, role plays, discussions on topics and practice fluency.
However, teachers mainly get students to answer questions in both classes in order to
practice speaking. In multi-exam class teachers get students not only to answer questions but
also to discuss various topics regardless of the exam choice but on topics that the exams
have. In one-exam class teachers also do role plays since the last part of the speaking test of
TIE examination requires students to discuss on pictures but they strongly practice TIE orals,
which indicates a strong exam influence (Table 4.9).

Table 4.8: Speaking activities in both multi-exam and one-exam classes

Multi-exam Class One-exam Class
Discussion 4 0
TIE orals 0 5
Practice Fluency 1 0
Role Play 1 2
Describe pictures 0 2
Practice Sentence Formation 1 0
Answer Questions 5 4

Follow-up interviews include useful information on how and why teachers do speaking
activities. In the first term in both classes teachers cared more for language learning and
getting students to speak. They do not emphasize on correction and feedback and if so it is
more general since they believe that in the first term they just want to get students to talk
(Extract 13, 15 and 17). In multi-exam though teachers either have the exams in the back of
their mind when they do speaking activities or they follow the exam requirements (Extracts

13, 14 and 15). Despite having the exams in mind they do not provide feedback or corrections
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on exam but they rather make general comments (Extract 13). However, in multi-exam class
they do not always focus on a specific exam but they do activities that all exams ask for such
as interviewing the students and answering personal questions (Extract 14). In one-exam
class, contrary to multi-exam class, teachers in the first term do not focus on exams at all
and they only try to get students to talk, forget about their fear and practice language (Extract
16 and 17). They do not provide feedback and corrections because the level of the students
is very low and she believes that it is more significant to get them to speak and use what they
have learnt rather than practice for exams as Teacher 1 explains when she is asked to

compare the first and second term (Extract 19).

Extract 13: Teacher 1, Speaking Activities, 15t Term, Multi-exam class

Teacher: | want them to start talking. | know what they have inside their minds maybe
they are too shy, subconscious to say it. By asking the questions they start answering and if
they start talking they’ll may go on and on and maybe start command by themselves
without me getting little pieces every time.

Interviewer: You continue like that and then you give feedback on the questions and the
answers?

Teacher: Just general comments like “You need to provide more information, talk as much
as possible”. When they ask you for example “What kind of books do you like to read?”
don’t just say “adventure books”, explain why, keep going by yourself.

Interviewer: Do you have exams in mind when you...?

Teacher: Yes, this is basic for the interviews, for the test. | want them to start talking
as much as possible without thinking “I’m going to stop” the interview will say “Ok, move,
keep moving on, keep talking, why” I don’t want them to expect the other person. | want

them on their own to start talking just as much as they can.

Extract 14: Teacher 1, Speaking Activities, 15t Term, Multi-exam class

Interviewer: Why did you do an activity that it is not in the coursebook? It was a teacher-
made activity; you made it. It was because of speaking?

Teacher: It was because of speaking, yes, because whatever test you take, you have
speaking. So, | want them to get used to the idea of answering questions and | thought
instead of me asking the questions, it would be boring because that’s what I always do, so I
wanted them take lead. | want them to take the initiative and see what interesting questions
they can come up with.

Interviewer: So, you didn’t have any specific exam in mind?
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Teacher: No.

Interviewer: Did you have the exams?

Teacher: Yes, indeed, because they ask you personal information, your interests, your
hobbies.

Extract 15: Teacher 2, Speaking Activities, 1%t Term, Multi-exam class

Interviewer: And then you did some speaking about music and free time, and you asked
some questions to the students. You made the questions, you didn’t take them from the
course book?

Teacher: No.

Interviewer: Can you tell me about that? Why did you choose to do that?

Teacher: When they start their interviews, they think it’s something very formal. When you
are doing speaking in the classroom, like I did today, it’s natural, it comes natural to them.
So, through this way, eventually you lead them into their oral interviews and the main
purpose of all to use the language.

Interviewer: Do you have the exams in mind when you do the speaking?

Teacher: In the back of my mind.

Interviewer: What I noticed is that you didn’t use any error correction, or suggestions, or
feedback in speaking. You just let them ...

Teacher: If you start correcting them too much, they’ll stop and nobody will say
anything. Now, that it’s only natural that they make mistakes, but they might think it’s more

important to make a mistake than it is not to try to use the language you’ve been taught.

Extract 16: Teacher 2, Speaking Activities, 15t Term, One-exam class

Interviewer: I see. What I noticed while students were answering your questions, you didn’t
give any feedback or you didn’t correct. So, you didn’t correct at all.

Teacher: Yes. | wanted to listen. To get them speaking.

Interviewer: | see.

Teacher: To get them speaking and try and to forget the problems that grammar can
create. Just get them use English.

Interviewer: Again | see that you don’t mind the exams at the moment.

Teacher: No. I think we can get them using the language in the beginning it will lead on

correcting. We will go on the details later on.
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Extract 17: Teacher 1, Speaking Activities, 15t Term, One-exam class
At this point, I just want them to start talking, start speaking, say whatever they want,
even make mistakes- | don't care, just as long as they start speaking. Just,you know, get

pass their fear “ I don't know if I say it right, I don't know the word” . Just start talking.

In the second term, both teachers in both classes do exam-oriented speaking activities in the
form of mock tests. Students in multi-exam class work individually as the format of the
exams they sit for but on the one-exam class they work in pairs mostly as the TIE speaking
test requires. Unlike in the first term, this time teachers correct students and give them a lot
of exam tips. They explain the tasks step by step in both classes and in multi-exam class the
teacher even compares the speaking tests and the techniques that each tests asks for. Teachers
have the need to be precise about the exams and have students ready for the exams since the
exam dates come closer that is reason why the give a lot of exam tips and correct the

mistakes. The extracts 18, 19 and 20 illustrate these.

Extract 18: Teacher 1, Speaking Activities, 2"® Term, Multi-exam class

Interviewer: | can see in the video that you start doing the Michigan test, first with the one
student, but first you explain the task to her.

Teacher: Yes, because I didn’t want to confuse both the oral exam. | want them to be
clear that this is the Michigan and this is how we do it, step one, step two and be focused
only on that. Afterwards, it’s a different oral exam.

Interviewer: Later on, before the exams do you explain the task again or you just do the
mock exam again?

Teacher: We do the mock exams. But, now | want to be clear because we are going to
do a second one completely different. So, I want them to compare in their heads but
not get mixed-up. Because we have to be precise, too, so they know exactly what they

are going to be asked during the interview and there should be any questions left.

Extract 19: Teacher 1, Speaking Activities, 2" Term, One-exam class

Teacher: Yes. TIE exams, only TIE exams.

Interviewer: | see. | see that you start asking questions on the book. Can you tell me about
the questions? Did you choose the questions by yourself or are they questions only for the
exams?

Teacher: They are questions based only on the exams. | got them out of the book, out of

the TIE book. I’'m guessing those are the questions the candidates are going to be asked,
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so, we are preparing these from the class. Only what is in TIE exams. They have to be
prepared as much as possible.

Interviewer: | see here that you give them advice for exams.

Teacher: Of course.

Interviewer: I see. I remember in the first term you didn’t ask them to speak, but you didn’t
correct them a lot, you didn’t mind how much they will talk. What about now? You do
correct some mistakes, you ask them to talk more, is it because of the exams?

Teacher: Yes. Because in the beginning they were at a very low level, to start with, so |
didn’t want to scare them off at the beginning “Oh, I’'m not doing well, that’s it, ’'m going
to fail.” You know, we built it up a little bit so now that we are approaching to the TIE
exam of course I have to correct them so they don’t make the same mistakes, I want
them to be able to speak as much as possible, just to get other their fear that use
extended vocabulary, all the words that we’ve learnt from the book, whatever you
remember just say it.

Interviewer: When you assess them, you ask them to answer something and you assess
them, you listen to them. Do you think about the exams?

Teacher: Yes. | want them to be as clear as possible.

Extract 20: Teacher 2, Speaking Activities, 2" Term, One-exam class

Interviewer: Oh, [ see. OK. So the last part now of the class was about. It was about the 4th
part of the speaking test, the TIE speaking test. It was a discussion.

Teacher: Yes, it was the word “chores” was hard for them to understand what was going on.
But when they saw the picture, then it made it easier for them to realise what they were going
to talk about. The work that we had done in class.

Interviewer: Before getting them to discuss, to do the actual task as in the examination you
asked them some questions. Why did you do that? In order to understand the topic?
Teacher: So that they could lead themselves slowly into the topic. And maybe direct
them as much as possible.

Interviewer: I see. And then you showed them the instructions and you reminded them
to follow the instructions in the examination so you gave them some tips again for the
exams and the exam procedure

Teacher: And to make sure that they are covering what it's being asked from them
Interviewer: So, why do you give them so many tips about the exams?

Teacher: Hopefully they will remember part of them.
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By comparison teachers in multi-exam classes follow the exams when teaching speaking in
both terms. However, in the second term they teach students how to accomplish the task
successfully and they teach it step by step providing students with tips of the exams. There
seems to be exam influence in both terms in multi-exam classes since exams is the only
factor when choosing what to teach in speaking classes. In one-exam class, though teachers
in the first term are influenced by the level of the students without caring for the exams as

they do in the second term.

4.3.2.2 Grammar and Vocabulary Activities

Grammar and vocabulary activities are commonly used activities in multi-exam classes since
the examinations, especially the Michigan exam, have parts that test grammar and
vocabulary. For this reason grammar and vocabulary activities are used in a great extent
multi-exam class and especially in the first term (Table 4.10). The coursebook offers two
pages of grammar and two more of vocabulary in each chapter, so teachers teach them in
detail. In the second term though, teachers get students to do grammar and vocabulary
activities in the form of mock tests which is the reason why the table below shows fewer
grammar and vocabulary activities in the second term. In contrast, in one-exam class teachers

do minimal grammar and vocabulary activities and only in the first term (Table 4.10).

Table 4.9: Grammar and vocabulary activities in both multi-exam and one-exam classes

Teacher 1, Multi-exam Class, 1%t Term 2

Teacher 2, Multi-exam Class, 1%t Term 33

Teacher 1, One-exam Class, 15t Term

Teacher 2, One-exam Class, 15t Term

Teacher 1, Multi-exam Class, 2" Term

Teacher 2, Multi-exam Class, 2" Term

Teacher 1, One-exam Class, 2™ Term

ol O N ©of o N

Teacher 2, One-exam Class, 2" Term

In the follow-up interviews, teachers confirm that the frequent use of grammar and
vocabulary activities in multi-exam class is to a large extent for the sake of preparing their
students for the Michigan exam. However, there is a difference between Teacher 1 and
Teacher 2 when explaining why they do grammar and vocabulary activities. Teacher 1 is
more influenced by the exams than Teacher 2 who says that activities do not strictly adhere

to the exams but she believes that are necessary for students in order to practice and learn
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more vocabulary since they are week. Extracts 21 and 22 show what teachers believe when

they teach grammar and vocabulary activities.

Extract 21: Teachers 1 — Vocabulary and Grammar Activities, 15t Term, multi-exam
classes

Maybe if I didn’t have the exams, I wouldn’t spend so much time on it. I wouldn’t over-
analyze it so much...Maybe | would left out the exercise where you are supposed to use a
word to fill in the blank in the right form. That’s not something they are going to do on
the test. We just use it for as grammar reference; just then you can revise and practice

grammar a little bit.

Extract 22: Teachers 2 — Vocabulary and Grammar Activities, 15t Term, multi-exam
classes

Grammar and vocabulary activities do not strictly adhere to the exam as students need
more extensive practice by being exposed to a number of activities even if these are not
included in the exams. Most of them are necessary, because they have a lot of vocabulary,
and these students are taking the B2 from the fifth year. So, they are weak in their

vocabulary and we have to be aware of that and remind them also of their grammar.

So, teachers spend time in class correcting, explaining and translating them to students
although they would not do so if it were not for the exam. However, teachers believe that
grammar and vocabulary activities are necessary for language learning and they do grammar
and vocabulary activities that are not in the exams because of the level of the students.
Teacher 2 mentions that the pressure to sit for exams sooner makes it more necessary because
she feels that students are weak and need more practice. So, there is not direct washback
effect regarding grammar and vocabulary activities in multi-exam classes in the first term.
In the second term though the teachers in multi-exam classes are solely influenced by exams
since all such activities have a clear and direct relationship to the Michigan exam taken for past

papers and practice tests and done in the form of mock exams.

In one-exam classes teachers believe that grammar is important because students need them
both in order to write and speak better. Extract 23 demonstrates the reason why Teacher 1
does some grammar activities in the first term. The influence of exams is much more evident
in one-exam classes in the second term (Table 4.9) where teachers use fewer grammar and

vocabulary activities because the TIE exam tests only speaking and writing. Teachers do not
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do any grammar and vocabulary activities in the second term because the exam does not test

them.

Extract 23: Teacher 1: Grammar and Vocabulary Activities, 15t Term, one-exam class
It's important because they have to use grammar to actually talk, to write, to do the

writing or the orals. So it's very important ...

The differences between teachers and between terms regarding the factors affecting the
choices in grammar and vocabulary activities are obvious. Teachers in the first terms are
affected by the level of the students, the fact that students sit sooner for the exams and
somewhat by the exams. In fact there is a difference between multi-exam and one-exam
classes in the first term showing that multi-exam classes are influenced by the exams even
in the first term since Michigan examination tests both grammar and vocabulary. There is
no any variation between teachers and classes in the second term since both are influenced
greatly by exams. In the multi-exam class teachers do a lot of grammar and vocabulary
activities because of the exam while in one-exam class not at all because of the TIE

examination that tests only speaking and writing.

4.3.2.3 Reading Activities
In the hours observed Teacher 1 did not do any reading skills compared to Teacher 2 who
did most of the reading in both classes (Table 4.11).

Table 4.10: Reading activities in both exam preparation classes

Teacher 1 both classes 0
Teacher 2 multi-exam class 15
Teacher 2 one-exam class 7

This can be considered to be an unintended fact since teachers follow the coursebook and
continue teaching the book page by page. Reading activities are done in both terms in multi-
exam class. In the first term all the reading activities are taken from the coursebook whereas
in the second term form past papers which follow the exam format. When teacher 2 was
asked why she does all the reading activities in the coursebook she replied that she follows
the book, she does not leave anything out and that is how they are organized in the book
(Extract 24). This indicates the strong influence of the coursebook on the reading activities
in the first term.
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Extract 24: Teacher 2: Reading Activities, 1t Term, Multi-exam class
That’s the way they are in the book. So that we don’t leave out any of the activities |

followed the way they are organized in the book.

There is a variation of reading activities in the multi-exam class as Table 4.12 shows. The
teacher does a lot of different reading activities in multi-exam class. The multiple-choice
reading activity is more frequently used because both exams (PTE and Michigan ECCE)
include it. So, the teacher follows not only the coursebook but the exams as well when she
teaches reading activities in multi-exam class. In one-exam class she translates mainly
reading texts which are used in the TIE coursebook as model texts for the writing part of the

exam.

Table 4.11: Reading activities in multi-exam class

True/False

Answer Questions

Reading Techniques

Translate

Scanning

Read Aloud

Skimming

Multiple Choice

BN W P W N P

In multi-exam class the teacher uses skimming techniques since the exams’ reading activities
ask for it but she also teaches students reading techniques. In fact, as observations showed
the teacher, in an effort to teach reading skills appropriate for the exam, combines the
activities such as a skimming activity with a multiple-choice one because, as she said,
skimming is what the students need in order to complete the specific exam task within the
time limit (Extract 25).

Extract 25: Teacher 2: Reading Activities, 15t Term, Multi-exam class

Teacher: With the Michigan exam your pressure is time and when they get to the passages
because it’s a lot of time on grammar and vocabulary, they are going to have to learn to
work with the passages very quickly. Otherwise, they are not going to be able to finish on
time.

Interviewer: I see, it’s the time.
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Teacher: The time pressure and training them at the same time to ignore something
that they don’t need, and find the information that’s really needed. Skimming and

scanning for information.

What is very interesting about the reading activities is the teacher’s perception about the use
of the students’ L1 (in this case, Greek) during these activities. The teacher gets students to
translate by reading aloud in both terms. Extract 26 exemplifies why the teacher uses
translation to teach reading skills to students when preparing them for exams. She believes
that translation is an effective tool and it helps students to understand the text better. It is
teacher’s educational beliefs than the exams, since they do not ask for translation that make

her use translation to teach reading to students.

Extract 26: Teacher 1: Reading Activities and Translation

| believe translation is a good teaching method, because if you can translate it, you know
what you are doing. If you are just guessing the words, it’s guess- word and you don’t really
get to know the meaning of these words. They need to translate it, | believe. | think
translation is a skill, and a necessary skill. — I tried to get them to think in English when
they were writing, but when they are reading a passage for the first time | think translation

I very vital. It’s a tool; it’s using the mother language to teach the foreign language.

Teachers use translation in both terms. Teachers believe that translation can help students
with their reading skills and they consider it to be a tool when they do a reading
comprehension activity. The texts that teachers taught and translated were texts in the book
which follow the exam format but the method they used to teach it is not affected by the

exams.

As for the one-exam classes, only one of the teachers carries out reading activities only in
the first term (Table 4.10). Since reading is not a component of the TIE exam, the choice of
these activities is not influenced by the exam. It is motivated by the teacher’s desire to expose
students to vocabulary and teach them how a text can be organised and analysed in the
English language mainly for the writing section of the exam. Activities such as true/false
and scanning are done because they are activities in the book and in order for students to
collect information from model essays to use in the exams. In the case of one-exam class the
teacher does reading in the first term even though it is not in the exam but in the second term

she tends to ignore the skill since it is not in the examination. Within this framework, the
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teacher mainly reads and translates the model essays that can be found in the book. Extract
27 demonstrates why Teacher 2 uses translation even in the one-exam class in the first term

where students are not examined in reading comprehension.

Extract 27: Teacher 2: Reading Activities, one-exam class

They are weak students. They are not students they are going to look up words in a
dictionary. So, we have to spoon feed them in a way, giving them the information and
hoping that they will learn it. And, also, Greek students are very pressed on time. They
have a lot of lessons after class and they don’t have enough time to do it. Also, to see who
was paying attention and to see if they understand what was read, but mainly who was

paying attention.

This extensive use of translation in the case of the one-exam class aims at not only speeding
up exam preparation, as in the case of the multi-exam classes, but also at dealing effectively
with the students’ low level. Students are very busy and teachers need to provide everything
to them in order to study at home. Also, the teacher used reading activities and translation in
order to control the class and check students’ attention. Exams do not have any influence on

the use of reading activities and translation in the one-exam class.

It can be deduced, therefore, that the influence of the coursebook on the selection of reading
activities is quite strong, and the reading skills taught are geared towards the successful
completion of the relevant exam task in multi-exam classes but not in one-exam classes. The
same teachers use reading activities and translation for other reasons such as the level of the
students which is low and they require more practice and to check students’ attention. So,
regarding reading activities and how they are taught there is a variation concerning the
factors influencing reading activities which differentiate between terms, classes and the

teacher herself.

4.3.2.4 Writing Activities

Both teachers conduct writing activities in both exam classes. Observations showed that in
multi-exam classes, teachers sometimes combine writing with other skills, such as speaking,
grammar and vocabulary. They also apply different teaching strategies to teach it, such as
writing the tasks with the students on the board, getting students to write in groups and
assigning writing tasks as homework to them. It is also worth noting that these teachers do

more writing activities in the first term in both types of classes and in the multi-exam class
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in both terms (Table 4.13). This is because teachers in the second term give writing tasks to
students in the form of mock tests which they write in strict time limit and unsupervised.
The writing tasks conform to the type of task assessed in the exams. In the first term in both
classes teachers use the writing activities which are in the coursebooks and do all the
activities that the books offer and in the second term give students writing tasks from past

papers and practice tests.

Table 4.12: Writing activities in both multi-exam and one-exam classes

15t Term 2" Term
Multi-exam class 24 7
One-exam class 16 3

Observations showed that teachers combine writing activities with other skills in order for
students to practise the English language, which means that teachers approach writing in
such a way so as to first and foremost promote language learning. In the first term, both
teachers used different teaching strategies to teach writing to students. The extracts below
show the different teaching strategies used by teachers to teach writing in the first term in
both classes. They do so in order students to understand, keep the notes for future reference,
because the activities are totally different from their Greek lessons and unknown to students,
or because they wanted to show students how to work and think when they have to write
something. Also, for the reason that the level of the students is low requires more explanation
which the use of first language and translation can provide.

Extract 28: Teachers 1: Writing activities and Teaching Strategy, 15t Term

How to write a formal letter: In general, | just wanted to explain to them how to write a
formal letter. | tried to explain them as much as I could, as possible and | took it one step
at a time. [ didn’t have a particular order how to teach it. It just as came into my head. Just

to get across how to write a formal letter.

Extract 29: Teachers 1: Writing activities and Teaching Strategy, 1% Term

Asking Questions: Just they can understand the exercise in depth. Understand it a little
bit better with the questions. | want to see if | ask the question who can answer them.
Because when you ask you can see immediately who is going to respond, actually if they
understand, if you see somebody kind of looking at you in a doubtful way, you know that

they didn’t understand. So, I want to do it as much as possible.
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Extract 30: Teachers 1: Writing activities and Teaching Strategy, 1% Term

Write on the board: We wrote it together on the board because usually when we give them
the composition, for this case the letter, if we didn’t do anything, I give them for homework,
each child would understand it in a different way. So, when they come back and read their
homework, the one would say: Oh, I didn’t understand how to do it or would write one big
paragraph and mix all the details. So, in this way, they keep the plan for a future reference

and know exactly what to write in each paragraph.

Extract 31: Teachers 1: Writing activities and Teaching Strategy, 1%t Term
Use of Greek: Because, first of all the level of this class is pretty low, so if | asked them in
English they wouldn't be able to get their message across and they wouldn't be able to

express what they thought.

Extract 32: Teachers 2: Writing activities and Teaching Strategy, 1% Term
Translation: Because, it is new, something that they haven’t seen before, and if I give them
just to read it I don’t think they will learn more being brave I’d say 50 %. If we translate it,

we may gain up to 75%.

Extract 33: Teachers 2: Writing activities and Teaching Strategy, 1%t Term
True-False Activity: Mainly, the students in the Greek schools have never written a letter
of acceptance or refuse. It’s something we do in English; if you ask them to do something
like that in Greek they will be almost as lost as they are with the English language. So, there
has to be some rules or regulations that help them organise their thoughts and what
they are supposed to do. So, the True- False helps them out and they can go back and
check it.

Writing activities are influenced mostly by the coursebooks in both exam classes. Teachers
focus on understanding and language learning more than anything in the first term when they
teach writing however the fact that they need students to have information and notes for

future reference appears that exams influence the teachers indirectly.

However, in the second term, teachers got students to practice writing either in the form of
homework or alone unsupervised in the form of mock tests. There were some few cases,
though, where teachers taught writing as in the first term for different reasons which aim at

the exams and the success of the students in the exams. One of the teachers focuses on a
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specific exam in the multi-exam class and that is the reason why she feels the need to explain
things for the specific exam (Extract 34). So, the teacher writes something on board with the
students, even in the second term, in order to guide students and check how much they have

understood, and advise them on the exams.

Extract 34: Teacher 1: Writing activities, 2@ Term, multi-exam class

| wanted to give them feedback on PTE exams. Because we are focusing on the
composition, the essay from PTE today, so yes, it had to be correct and | corrected it and -
you know- they all had different ideas, so | just wanted to combine all their ideas together
and show them that it's not only what you think, like this A, you can do A plus B. You
know, expand your mind a little bit. Based on that expand your sentence a little bit. That was
what | was trying to show them today. And it was a good group because we took ideas

from everybody and we combined them all together.

Teacher 2 gets students to read out loud their essays in order the other students to listen to
them and find the mistakes. The teacher uses peer-assessment which finds relaxing, an
effective strategy and that it helps students to learn from each other. Also, the teacher
discusses the mistakes with the whole class in order to correct some of them and give
feedback (Extract 35). This can help their homework and use her feedback for future
reference. The teacher aims at helping students with the exams and she believes that this

strategy can help them in the exams.

Extract 35: Teacher 2: Writing activities, 2" Term, one-exam class

Interviewer: The aim of the class was to correct the students' essays. What they wrote in the
first hour. So, you started with a composition that the students wrote. A description of a
present he got and he read it by himself.

Teacher: Yes. Out loud.

Interviewer: Yes, out loud. Why did he do that?

Teacher: In order for the other two students to listen to it and see if they could find
mistakes that he had made.

Interviewer: Ok, I see. And then you discussed the mistakes with the students

Teacher: Yes.

Interviewer: So they told you what mistakes they found. You told them some other mistakes
and at the same time you corrected them and you gave feedback.

Teacher: Yes. Not complete
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Interviewer: yes

Teacher: because I wanted them to go home and work on it again and to try and correct the
mistakes that we didn't go over in class and see if they can find them.

Interviewer: OK. How can that help them with the examination you think.

Teacher: I think it helps them because if they realise what mistakes they are making,
then they will stop making those mistakes. No matter how much we talk about it, it's the
actual practice that makes them realise what they have to do.

Interviewer: I see. Ok. And you let the other students to give feedback to the classmates.
Teacher: Yes.

Interviewer: So, we had peer assessment, lets say.

Teacher: In hope that they'll learn from each other.

Interviewer: I see. Ok. So they were laughing a lot. So it was an amusing thing for them.
Teacher: yes.

Interviewer: OK. So, did you do it at all because... Did you use peer assessment in order to
relax them a little bit from?

Teacher: Of course. Because it does relax them but a lot of times I find that students learn

more from each other because they are peers than they receive from us as teachers.

Exam influence on writing in the second term is more evident than in the first term in both
the content and on the reasons why teachers use specific teaching strategies to teach writing.
Teachers do writing tasks that resemble the exams and the way they teach writing aims at
helping students to succeed in the exams. However, even if teachers’ final aim is students to
succeed in the exams the way they teach the writing skill is because they believe that can
help students to understand and learn better. So, teachers’ factors such as their educational

beliefs and language learning are combined with exam success in the second term.

4.3.2.5 Listening Activities

Observations showed that listening activities conducted only in the multi-exam class. The
TIE examination does not test the listening skill and this is the reason why teachers do not
teach listening in the one-exam class. Listening activities in multi-exam class either strictly
follow those in the coursebook, in the first term or they are drawn from past papers and

practice tests, especially during the second term.

Follow-up interviews give valuable insight into the kind of activities both teachers use. More

specifically, in multi-exam classes, in the first term, a variety of activities is conducted
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closely following the coursebook, which is of a general B2 level, including listening
activities which conform to the exam specifications of various B2 level exams. Extract 36
shows why teachers follow the book and do the all listening activities they find in the book.

Extract 36: Teacher 2: Listening activities (15 Term)
Teacher 2: In the first semester we are more influenced by the book. ...We will, we will
do the skill. It’s maybe necessary because they change their minds further down.

So teachers do listening activities although they are not in the exams targeted because they
follow the book. In addition, teachers have to cover all possible exam task types in case
students change their minds later on in the school year about which exam to sit for. This

forces the teachers to do all the listening activities that are in the coursebook.

In the first term, teachers use translation to teach listening to the students. Teacher 2 uses
translation in the listening activities because she believes that students should understand
most of what the listening section asks for and practice step by step before letting them do

the listening by themselves, which is done in the second term (Extract 37).

Extract 37: Teachers 2: Listening activities, 15t Term

Hopefully, we didn’t translate the whole thing, but we tried to find words that were new to
them. So that they will build up their vocabulary gradually to a point where listening
becomes much easier to them. Because a lot of times, as soon as they hear something new,
it throws them off. So, preparing them little by little, to train them to do listening with
things that they know and then eventually during the test - when they get ready for

testing - we have to let them go and they have to be on their own after that.

Teacher 1 also refers to listening in the speaking activities she does. Teacher 1 believes that
students can practice listening through speaking and especially a listening activity that one
of the exams has. Students need to complete words that are missing in one of the listening
parts and the teacher practice it in combination with speaking. She believes that this will
help students work on the listening technique. Even though it is the first term the teacher is

influenced by the exams in the listening activities she does.
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Extract 38: Teachers 2: Listening activities, 15t Term

I had the speaking in mind so they can listen to each other, but I also had the listening a
little bit where in level 3 you have to complete word that is missing, listen and write only
the key word, listen to what’s missing. | tried to combine these things. We have to work

a little bit on the technique.

The situation is even more exam-oriented in the one-exam classes. The teachers followed
the coursebook even more closely in the first term, covering listening which is confined only
to listening to the model texts of the writing model texts. So, students do not practice any
listening activities since there is no listening comprehension in the exam. There is a case
though that Teacher 1 refers to listening only with reference to speaking. She believes that
students need to practice listening to their peers since in the speaking test they have to listen
to the examiner. Extract 39 shows why the teacher practises speaking in combination with

listening.

Extract 39: Teacher 1: Listening activities, 15t Term

Teacher: | think it's useful because, of course, they're gonna be nervous when they'll be
taking the exams so they can't remember everything so this, they can take some notes
and then develop it. Form it in sentences, or questions, whatever.

Interviewer: Because speaking is not only about speaking but listening as well.
Teacher: Yes

Interviewer: If they don't- if they cannot listen to their peers while they're in the examination
that will prepare them for this

Teacher: Yes. Of course. They won't be able to answer and they won't be able to do
anything.

Interviewer: Hm

Teacher: And it's important just because when you're doing listening, you listen to the
important part, you don't sit and write the entire sentence. You write only the main parts,

the key words.

This shows how much more influenced one-exam classes are by the exam throughout the
year. There is no variation of activities as in multi-exam classes where students at least have
the opportunity to be exposed to a larger variety of listening activities in the first term
because they are preparing for a number of exams. Multi-exam classes experience a higher

degree of washback during the second term. This trend is also apparent in the use of tasks,
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as discussed in Section 4.2.2., by using mainly listening activities from past papers and/or

practice tests and asking the students to complete them in a strict time limit.

Comparing to multi-exam classes, the listening activities were completely absent in one-
exam classes, where the teachers spent time in other skills. This absence of the listening skill
in one exam classes especially in the second term is highly due to the test as the teachers
teach the materials assigned and considered in the final tests. In multi-exam classes though
teachers following the book teach any listening activity since students have not decided yet
what exam to sit for and they want to do a wide range of listening activities to prepare

students properly for the exams.

4.3.3 Exam-Related Tasks and Activities

The discussion of tasks and activities in the preceding sections reveals the prominence of the
use of exam-related tasks and activities for all skills taught even though the extent of their
use depends on the type of the class and the term. This fact is directly related to the washback
effect of exams on teaching, and it was therefore deemed necessary to present this type of

tasks and activities in a separate section so as to consolidate the preceding analysis.

Exam-related tasks and activities are expected to be part of exam preparation classes so as
to properly prepare students for the exams. Their main features are their adherence to exam
specifications, such as the format of the exam and the strict time limit, as well as their
contribution to familiarising students with test-taking strategies and the relevant exam tips.
It therefore comes as no surprise that both teachers employ them heavily and especially in

the second term when the exam date gets closer as can be seen in Table 4.14.

Table 4.13: Exam-related activities

Teacher 1 Teacher 2
Multi-exam, 1% Term 2 4
Multi-exam, 2" Term 33 22
One-exam, 1% Term 10 7
One-exam, 2™ Term 67 40

More specifically, and starting with Teacher 1, she uses many more exam-related activities
in her one-exam classes than in her multi-exam classes, and this difference is more obvious

during the second term (Table 4.14). For example, during this term she does only one activity
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related to the exams and gets students to work in a strict time limit. However, this is not
relevant to the exams but rather aims to make students realise that time will be an issue in
actual exams, as well as to make them concentrate on the task without “goofing around”, as
she puts it. This is a writing task included in the coursebook, and the teacher works on it
with the students by putting it on the board. This shows that exam-related activities are used
between terms for different reasons. Teacher 1, however, uses a lot more and different kinds
of exam-related activities in the second term, especially in the form of mock tests. The
reasons why Teacher 1 does the various exam-related activities are shown in the extracts

below.

Extract 40: Teacher 1: Exam-related activities, 2" Term

Teacher 1: Mock Exams: ...because we have to be precise, too, so they know exactly
what they are going to be asked during the interview and there should be any questions
left...

Extract 41: Teacher 1: Exam-related activities, 2" Term

Mock Exams: ...because they actually prepare you when you actually go and take the
test. You know the time limitation, you are used to it, you know how to work in a
specific time frame, you know what the test is like, you are more acquainted to it so you

are more focused when you go and actually take the test.

Extract 42: Teacher 1: Exam-related activities, 2" Term
Work under Time Limit: ...first to get acquainted with the procedure, how each section

works...

Extract 43: Teacher 1: Exam-related activities, 2" Term

Exam techniques: Yeah. I don’t want to get panicking, I don’t want them to think just
relax I know some words and they go there and they don’t know any of the words and
they are panicked. At least I'm trying to prepare them and in my own way I’m trying to

tell them that it’s vocabulary, learn the words, otherwise you are lost, you won’t pass.

Extract 44: Teacher 1: Exam-related activities, 2" Term
Exam tricks: Yes, because I don’t want them thinking “How easy is this test?” the
sentences from the passage, see one here, that’s the answer. | want them actually think

and when they read the text | want them to be focused and actually understand it. If
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they are not sure, go aback read it, understand it, find the meaning then answer the

questions. Not just go and answer them randomly.

Extract 45: Teacher 1: Exam-related activities, 2" Term

Exam Score: Yes. That’s just for me. I don’t want them to get frustrated on anything
like if one does really bad, I don’t want to say to him “That’s bad, you are going to fail.” |
don’t want to disappoint them. This is just for me. To see and compare every time they
do a score, if they are better, if they’ve improved, if they’ve fallen. So, I know what they

are doing.

As she explained in the follow-up interviews, she does so in order for the students to become
more used to exam considerations such as time limits and of course the format of the exam.
Therefore, mock tests are viewed by the teacher as “dress rehearsals” to keep students “on
their toes” and not for them to be taken aback by the actual exam conditions. The teacher
uses scores only to monitor her students’ progress, so she does not discuss them with the
students because she does not want them to be frustrated. She believes that students need
time to learn how to work within a time limit, and that practising exam techniques and
providing exam tips helps students not to panic. The teacher uses exam-related techniques
to help students as much as she can in order to pass the exams. Also, the teacher spends time
discussing the exam procedure because she wants to break the routine and help students

relax.

In contrast, Teacher 2 uses approximately the same amount of exam-related activities in both
types of class. More specifically, Teacher 2 uses less exam-related activities than Teacher 1
but approximately the same proportion in both multi-exam and one-exam classes (Table
4.14). However, most exam-related activities are given to students in the second semester in

both multi-exam and one-exam classes.

Then in the second term, she most commonly gives students activities, tasks similar to the
exam, and mock exams. She asks students to complete them in a strict time limit, while at
the same time she provides students with exam techniques and tips. Extracts 46, 47 and 48
exemplify why Teacher 2 gets students to work in a strict time limit, gives exam techniques

and tips and why she uses mock exams.
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Extract 46: Teacher 2: Exam-related activities, 2" Term

Work in a Strict Time Limit: It's hard for them to allocate their time effectively among the
exercises they have to do. For example, how much time are they to spend on their
composition, or how much time they're gonna spend on the reading that is based on the
composition. And once they have managed to work within the time limit, they will surely
do better at the exam.

Because I want them to time themselves and see how they work under pressure.

Extract 47: Teacher 2: Exam-related activities, 2" Term
Exam tricks: ...they are students, they are teenagers, they are not college students or
university students who have had extensive training with time management. So, you have

to help them along the way in order to prepare them so that they know what to do.

Extract 48: Teacher 2: Exam-related activities, 2" Term
Exam techniques: Exam is not only language learning, but it's also techniques and how

they are going to do it.

Teacher 2 finds it very important to see how students work under pressure. Teacher 2
believes that mock exams train students for the exams and get them acquainted with the
procedure so as to be prepared for the exams and to avoid exam-related stress as much as
possible. As for exam techniques and tips, she believes that students need them because they
are not acquainted with time management because of their age. By giving them the exam
techniques helps them to be more prepared at the exam day. She also believes that exams
are not only language learning but technique as well and students need to know it in order to

perform better in the exams.

A comparison between the two teachers shows that both teachers give exam-related activities
mainly in the second term. Looking into both teachers” comments on the use of exam-related
activities, it is mainly students’ success that makes them use so many exam-related activities
since they believe this will help students prepare more effectively for the exams. Such an
extensive use of exam-related activities in the second term shows clear evidence of negative

and strong washback effect.
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4.4 Teaching Strategies

This section focuses on the teaching strategies teachers use in exam preparation classes in
order to do the tasks and activities such as the language they use (Greek or English), the type
of feedback, the organisational patterns and the atmosphere that it is created in exam classes.
Observations showed that teachers use a wide range of teaching strategies in their exam
classes. Interviews indicate that teachers are influenced by the coursebooks on how to teach,
and a number of other factors such as their experience, time and the level of the students. In
the interview Teacher 2 stresses the importance of the teacher as a factor for the choice of
teaching strategies in exam preparation courses referring to the teacher’s educational
background and his/her own experience as a language learner. According to Teacher 2 the
more educated a teacher is the better teaching strategies will choose in order his/her teaching
to be more effective. She also referred to the fact that she was a language learner herself and
how this experience helped her to understand her students’ needs. Students’ abilities, and
difficulties and so their level influence the teaching strategies the teacher uses. Also, the
coursebook impose some influence but Teacher 2 believes that exams do not affect her

teaching strategies (Extract 49).

Extract 49: Teacher 2: Teaching Strategies

Interviewer: Which factors do you think affect your teaching strategies? | mean the
questions you use, the feedback you turn to your students- you give to your students, error
correction you do, explanations and suggestions. Which factors do you think affect these
teaching strategies in your classes?

Teacher: The abilities or the difficulties that they are having.

Interviewer: OK, I see.

Teacher: If they're having a lot of difficulties, we have to go more into detail and
explain it. First of all, for them to understand in their native language what they should
be doing and that way transfer it to the foreign language. If the ability is high, then you
put* through it. It's much easier for the teacher and for the student.

Interviewer: Has your educational background helped you in your — the use of the teaching
strategies?

Teacher: | think so. Learning first of all, a teacher that has had to learn a foreign
language herself realizes what students are going through.

Interviewer: Hm, | see.
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Teacher: Knowing the first and second language really helps the teacher. And more
educated a teacher is the better they will be able to give that -to pass the information
on to the other student.

Interviewer: OK. So, mainly the level of the students and the students’ needs affect how
you teach. OK

Teacher: And their social background and so on.

Teacher: |1 would say my experience and the course book.

Interviewer: Not the exams?

Teacher: No.

Extract 50: Teacher 1: Teaching Strategies

Interviewer: What are the factors that most influence your teaching strategies, interaction
patterns, the language that you use, the feedback?

Teacher: The students basically. The level of the students. If they are at a lower point,
I have to explain more, do extra effort. At a higher level the class is much more easier for
me, too.

Interviewer: The exams do not affect you at all on your teaching strategies?

Teacher: No, it’s basically the same. The child makes a mistake and I correct it no
matter what. The compositions, the speaking.

Interviewer: Or the Greek or English language, the fact that they sit for the exams in the
end. You told me that you speak more English, is it because of the exams?

Teacher: Yes.

Interviewer: So, exams affect your teaching strategies but not on everything. For example,
the TIE examination needs cooperation between the students, pair work and group work, and
you do that. So, the exam affects your interaction patterns...

Teacher: Yes, but up to a point.

Interviewer: What about your professional training, or your teaching experience that you
have? Do these affect your teaching strategies or not?

Teacher: No, not really. I just want to teach as well as | can, the students understand
what is going on and I help them pass.

Interviewer: How about the course book? Some course books give students some advice
how to.

Teacher: Yes, we do that, too. We read it, we discuss it, if they have some questions, what
they think.
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Similarly, teacher 1 believes teaching strategies are affected by students’ level. She believes
that exams do not affect all her teaching strategies and if they do so it is up to a point.
Contrary to Teacher 2 she mentions that the educational background and the teaching
experience does not influence her. Teacher 2 refers to the coursebook as well regarding the

choice of teaching strategies as Teacher 1 does.

The sections that follow contain information from observations and follow-up interviews for
each teaching strategy separately and show what teaching strategies teachers actually use in

exam preparation classes and how they choose them.

4.4.1 Language use

The analysis of the observations shows that teachers in both one-exam and multi-exam
classes use both English and Greek, with the use of English being considerably higher than
the use of Greek (Table 4.15). In fact, English is used almost twice as much as Greek.

Table 4.14: Language Use in multi-exam and one-exam classes

English 2202
Greek 1288

Looking into language use separately for each teacher and each term, in the framework of
multi-exam classes, the results suggest that both teachers use more than double English in
relation to Greek. It is of importance the fact that Teacher 1 rarely uses Greek in the first

term while in the second term make more use of Greek (Table 4.16).

Table 4.15: Language Use in multi-exam class

English Greek
Teacher 1, Multi-exam, 1%t Term 285 33
Teacher 2, Multi-exam, 1% Term 309 143
Teacher 1, Multi-exam, 2" Term 283 140
Teacher 2, Multi-exam, 2" Term 278 194

This is mainly due to the fact that students in multi-exam classes have a higher level of
English and feel therefore more confident with it (Extracts 51 and 52). Teacher 1 in Extracts
51, 52 and 53 illustrates teachers’ views on the use of English or Greek in the multi-exam

class.
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Extract 51: Teacher 1: Language Use, Multi-exam class
...when we do checking, depending on the level, I try to use as much English as I can.
When we go further down and | explain the lesson, or when we do grammar it’s English

and Greek, mostly Greek so that they can understand it.

Extract 52: Teacher 1: Language Use, Multi-exam class

To be honest with you, it’s the level of the students. Because if the level is adequate, it’s
very nice, it’s very high, I don’t have a problem speaking in English. And since they come
here they want to learn English, they want to speak in English. But, if | see the level is a
little bit lower and I can’t get through them only in English, of course | have to speak
in Greek.

Extract 53: Teacher 2: Language Use, Multi-exam class

First of all, the point is to get them to use the language in communication. However, | do
use even Greek because I think the native language can give them a lot of information
and it's passed on quickly. They do not have enough time to go through and search in the
dictionary to find the word. You have to give it to them ready. Because they are pressured

for time.

The extract shows that teachers use English or Greek depending on what they teach. For
example, they use English to check students work but English and Greek in combination
when they need to explain the lesson and especially grammar in order students to understand
better. The level of students is a significant factor for the choice of the language in class,
meaning that if the level is low then teachers explain using Greek (Extract 52). Teacher 2
highlights the importance of English since this is the language students learn and should
practice. However, she feels the need to use Greek because she believes that using the
students’ native language helps them to understand and saves them time when doing their
homework (Extract 53). So, a number of different factors as Teacher 1 mentions, influence

the choice of language in a multi-exam class.

However, language use differ between the two teachers when it comes to one-exam classes,
as can be seen in Table 4.17. More specifically, Teacher 1 heavily uses Greek during the
first term, but in the second term, she prefers to use English. Teacher 2, on the other hand,

uses some Greek in the first term and only English in the second term.
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Table 4.16: Language Use in one-exam class

English Greek
Teacher 1, One-exam, 1% Term 264 646
Teacher 2, One-exam, 1% Term 183 78
Teacher 1, One-exam, 2" Term 253 52
Teacher 2, One-exam, 2" Term 347 2

Extracts 54 and 55 demonstrate the reason why teachers prefer English over Greek. Teachers
prefer Greek in the first term mainly due to the level of the students in one-exam classes
being lower. The teacher believes that the first term permits her to use Greek since the exams
are not close in time enough (Extract 54). However, teachers have to use English more
extensively during the second term because the format of the TIE exam involves a lot of
speaking and students need to practice (Extract 55). In fact, the speaking section is half of
the exam with writing being the other half. Exam format influences teachers significantly in

the use of English because speaking skills favour the use of English.

Extract 54: Teacher 1: Language Use, 1%t Term, One-exam class

Because, first of all, the level of this class is pretty low, so if | asked them in English they
wouldn't be able to get their message across and they wouldn't be able to express what
they thought. So, OK, I thought to do it in Greek; we still have time, we can work on the
English later.

Extract 55: Teacher 2: Language Use, 2" Term, One-exam class
As we are talking about orals, speaking, thinking, writing, we try to use only the English
language as much as possible. Because now they have to stop thinking in Greek and use

the English language in order to write their compositions for the exams.

Classroom observations and follow-up interviews reveal a lot of information with regard to
the exact way the teachers use the two languages within the classroom. Teachers use Greek
when they translate and explain the lesson, give feedback and explain or inform students for
the exams. The extracts below are some examples of the use of Greek, taken from the

classroom observations.

Extract 56: Teacher 1: Use of Greek- Translation

K1 avtd poAvouévo, alrha ya aoBéveleg (It also means contaminated, but for diseases.)
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Now look, diec o1 Aé€eic edm Exovv va kdvouv pe dnintnpioon (all words here have to do
with poisoning) “contaminated” can be for water, “infected” can be most likely for a person
with a disease, “poison” is something that it is deadly and “pollute” would be again for the
water, for the environment and so.

Student: “Pollute” or “infect”?

Teacher 1: “infect”, “You should wash the wound so that it doesn’t get infected” What is
wound in here?

Student: Tt eivon wound; (What is wound?)

Teacher 1: Aéet, va to mAovelg wote va punv poivvoet (It says, you should wash the wound
so that it doesn’t get infected.)

Probably it means with disinfectants and not with water.

Extract 57: Teacher 2: Use of Greek- Feedback

Teacher 2: (teacher gives definition in English). You have to make your main work done
and then go for the details. Mnv to yepilete Tapa woAO Kol PETA SEV GOg péver Ypovoc.
(Don’t look for details so much and then run out of time.) Ilpéner va padeic va kaveg
dovirewa oov. (You must learn to do your job.) Mnv Egyaosig To 0épa. (Don’t forget the
topic.) You have to ask about the trip, the weather, the activities and anything else that’s
important for you to find.

Student: I' to kopod; (About the weather?)

Teacher 2: Potape yro to To&idl, Yo Tov Kaipd, TIS dpucTNploTTES KoL 0TL GALO Eival
onpavtiké yo eséva. (We ask about the trip, the weather, the activities and anything else
that’s important to you.)

Y10 kapb Ba poticelg TL povya Ba wapers. (About the weather you will ask what kind of

clothes you should take with you.)

Extract 58: Teacher 1: Use of Greek — Exam-related Activities

Oy, to investigation to Aéte kat o1 2. (No, both of you will present your investigation.) Aeg
€ov to investigation kot cov Aém eyd “What is your investigation about?” kot pov to
napovotalec. Oa €xec to log book avorytd, ba PAénels Tig pwtoTLTieg GOV, Bol TIC £XEIC
UTPOCTA GOV, UTOPELS VO KOLTAG HEGA, VO OVOPEPESHL KaVOViKA. Oa oe potdo eyd 2, 3
npaypoto. (You present your investigation and I’ll ask you “What is your investigation
about?” and you present it. You will have your log book in front of you, you will have

your photocopies, you can look inside and refer to it. I will ask you 2, 3 things.)
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With regard to the Greek language, teachers use it mainly when they translate and they do
so in all types of activities such as grammar, vocabulary, speaking, writing, as well as reading
activities. They even use Greek when they give feedback and explanations on the lesson of
the day or on exams. Extract 59 illustrates why teachers believe that it is important to use

Greek especially in the latter case and that is better understanding.

Extract 59: Teacher 1: Use of Greek- Exam-related Activities
Because Greek is their mother language, the advice I’ll give them I want to be sure
they’ll understand it, and especially the techniques and the strategies and the grammar.

I have to say them in Greek, that’s the way they understand it.

Also, teachers point out that if they feel a piece of information is very important for the
exams, they believe that conveying it in Greek will help students remember it longer (Extract
60).

Extract 60: Teacher 1: Use of Greek, One-exam class, 2" Term
Well, yes. The directions for this TIE group-yes, we have to do it in Greek. Because
their English has improved compared to the last term but it’s still not at the level

where I can speak only English to them and [ am sure that they understand everything.

Therefore, the use of language depend on what teachers do in class and other factors related
to the level of the students and how much they understand. There is a washback effect
especially in the second term because understanding and explaining the exam procedures

and requirements stress teachers more because of the exam.

4.4.2 Instances of Laughter and Stress

Keeping a record of the instances of laughter gave a general indication of the atmosphere in
the classes. The overall atmosphere between the two types of class and across terms was
different, and counting the instances of laughter and stress or reprimand gives an indication
of these differences. More specifically, more instances of laughter are recorded in the one-
exam class, especially during the first term, than in the multi-exam one as can be seen in
Table 4.18.
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Table 4.17: Instances of laughter in multi-exam and one-exam classes

1t Term 2" Term
Multi-exam Class 15 13
One-exam Class 41 15

Laughter occurs more frequently during pair and group work and when students interact with
one another in both classes. Extract 61 is an example that shows how students feel when they
do pair work in a speaking lesson. In addition, there is more laughter and feelings of
happiness and relaxation when students do speaking tasks as well as activities or tasks that

are not in the coursebook (Extract 62).

Extract 61: Teacher 1: Instances of Laughter, Multi-exam class

Teacher: Put your books in your bag, we don’t need our books today.

Students: Yeeeeehhh. (Laughter)

Teacher: Take your notebooks out. Close the door. Listen, there are four of you tonight
because Georgia isn’t here today, it doesn’t matter. All four of you will work together as a
group. You will find, come up with, think and write eight questions that you would like to

ask each other.

Extract 62: Teacher 1: Instances of Laughter
They are more cheerful, they are happier, they were more relaxed. It was something that
they enjoyed to do whereas with the coursebook it was constant, monotonous, exercise,

exercise.

Laughter occurs more frequently in one-exam classes. The personalities of specific students
of the class and the types of relationship which existed between students and the fact that
they were adults could be expected to have affected instances of laughter in the classrooms.
Laughter typically arises during pair and group work and in speaking, the very types of
interaction which predominated in one-exam class. Laughter also arises when students make

mistakes or cannot say something in English.

However, the atmosphere is less relaxed, and students experience stress during writing
activities, as well as vocabulary ones, especially in multi-exam classes. These moments of
stress are recorded mainly when teachers reprimand students because they talk among them,

interrupt the lesson or do not pay attention. To illustrate, teachers’ comments in interviews
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can shed light into the emotional state of students as far as stress is concerned. Extracts 63
and 64 exemplify it.

Extract 63: Teachers 1: Instances of Stress

Let’s see, as time approaches for the exams they are kind of stressed out because
they don’t know what to expect. That’s when they start realising that they are the ones
they are going to sit the exams.

Extract 64: Teachers 2: Instances of Stress

They’re really - they’re young students. They really don’t have that much stress. Passing this
exam is just the way for them to go on to the next level as most of them have already sat
elementary exams in the past. So it’s just a matter of advancing to the next level. Then, just
before the exams when they start doing mock interviews, they freeze up when you call
them to go into the next room for their interview. And it’s like - you know - a strange
teacher is (being) interviewing them.

It can thus be concluded that the amount of laughter in the classroom is influenced by the
students’ personalities and the relationship among them, as well as by the skill being
practiced, especially if that skill involves pair work and group work. However, in the second
term, exam stress becomes more frequent and intense, and thus instances of laughter are
reduced. Instances of stress can also experienced depending the skill that is taught. Teaching
practices, students’ age and personalities and the skills can create pleasant atmosphere in the
exam classes whereas exams cause stress. So, in the second term there is more stressed

experienced because the exams get closer.

4.4.3 Organisation Patterns and Work Mode

There are some similarities between the ways Teacher 1 and Teacher 2 organise their
classroom teaching in both multi-exam and one-exam classes, with teacher-to-student
(T=>S(s)) being the most frequently used pattern (Table 4.19).
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Table 4.18: Organisational patterns in multi-exam and one-exam classes

> S(s) ST,C Without Sup.
Teacher 1, Multi-exam Class, 1% Term 2 0 0
Teacher 2, Multi-exam Class, 1% Term 1 0 0
Teacher 1, One-exam Class, 1% Term 3 0 0
Teacher 2, One-exam Class, 1% Term 1 7 0
Teacher 1, Multi-exam Class, 2"@ Term 4 0 1
Teacher 2, Multi-exam Class, 2"@ Term 4 0 2
Teacher 1, One-exam Class, 2" Term 8 4 2
Teacher 2, One-exam Class, 2" Term 1 0 1

The observational data show that both teachers spend quite a lot of time on each skill in both
classes by explaining activities and tasks, working on writing activities together with the
students, presenting new vocabulary and grammatical points, as well as translating.
Obviously, the teacher is the predominant focus of the classes. The difference is that teachers
in one-exam classes get students to present and participate as well that is the reason why the
table above shows S->T,C interaction (Table 4.19). This is because of the format of the TIE
examination in which students are required to present their own work and answer questions
on their topics and their peers’ topic. However, this takes place only in the second term
before the exams in order for students to get acquainted with the procedure. Moreover,
teachers sometimes allow students to work by themselves without supervision (Without
Sup.). This takes place mainly in the second term in both classes when students practice

mock tests.

Teachers give specific reasons during the follow-up interviews as to why they use the
specific organisational patters. Extract 65 demonstrates teacher’s reasons why it is teacher
controlled. Teacher 1 mentions that it is the coursebook that guides her teaching in the
specific way, and that if she did not have the book she would use more group work and let
students work together.

Extract 65: Teachers: Organisational Patterns
Maybe | would do a little more group work (if there was not the coursebook) where
they can work together by themselves and not me guiding them what to do exactly. I let

figure it out on their own, see what they come up with.
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Moving onto the teachers’ preferred work mode, Table 4.20 illustrates that there is some
variation in that area between teachers. Working with the whole class seems to be the
preferable mode to a large extent, and that is why the teacher-to-student or -class

organisational pattern is the most frequently used one (Table 4.19).

Table 4.19: Work mode in multi-exam and one-exam classes

Group Pair Individual Work with

Work Work Work Class
Teacher 1, Multi-exam Class, 1% Term 2 2 0 2
Teacher 2, Multi-exam Class, 1% Term 0 0 0 12
Teacher 1, One-exam Class, 1% Term 0 2 1 6
Teacher 2, One-exam Class, 1% Term 1 1 3 1
Teacher 1, Multi-exam Class, 2" Term 0 0 0 2
Teacher 2, Multi-exam Class, 2" Term 0 0 4 3
Teacher 1, One-exam Class, 2" Term 0 5 0 0
Teacher 2, One-exam Class, 2" Term 0 1 0 1

Teacher 1 even writes essays with the students on the board rather than letting them do it by
themselves. Teacher 2 translates model texts from the writing task and does reading texts, as
well as grammar and vocabulary activities, most of the times with the whole class. Extracts

66 and 67 illustrate why teachers do so.

Extract 66: Teachers 1: Work Mode — Teacher-to-student
So, in this way, they keep the plan for future reference and know exactly what to
write in each paragraph. So maybe they learn a couple of new things like new

vocabulary, how to put their ideas in a correct order.

Extract 67: Teachers 1: Work Mode — Teacher-to-student

| think it’s important at the beginning to read the passages with them and guide
them along. And afterwards, little by little you leave them on their own. When they are
ready to fly, you let them go. But, up to that point you have to help them get where
they are supposed to be.

Teacher 1 uses these work modes in order to guide students, make sure they will do the work
assigned, and have ready-made material to study for the exams. Teacher 2 chooses to work
with the whole class in order for them to better understand the task at hand. So, the most

common type of interaction is Teacher to Class/ Students, which means that the teacher is
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the main focus for most of the lesson in order to guide and control students and assure that

students understand.

Apart from working with the whole class, which is the preferred work mode, the use of group
work and pair work by the teachers reveals interesting results. There are some differences in
the use of pair and group work between the two types of classes across terms. For example,
in multi-exam classes, teachers get students that sit for different exams to work together, and
this is done mainly while practising writing and speaking only during the first term and only
on topics that the teacher believes all exams include. Extracts 68 and 69 are examples of

teacher’s 1 beliefs about pair and group work in multi-exam class.

Extract 68: Teachers 1: Work Mode - Pair & Group Work

It was because of speaking, yes, because whatever test you take, you have speaking... I
wanted them to get used to working by themselves on the test and instead of me asking
all the questions, I actually got them involved, I wanted them to participate a little bit
and they asked each other the questions. Also, | want them to get used to the idea of
asking questions and | thought, instead of me asking the questions, which would be boring
because that’s what I always do, they could take the lead. I want them to take the

initiative and see what interesting questions they can come up with.

Extract 69: Teachers 1: Work Mode - Pair & Group Work

I thought it would be fun for them. They actually talk to each other, see what one would
come up with and the other compare it. And | noticed that one corrected the other. One
said “That’s a good idea, let’s use that.” So, | wanted them to work together and see what

each one can come up with so that they can work together.

So, the teacher in multi-exam classes tries to combine the exams and find similarities to get
students to work together. In addition, the teacher does group work to change the routine of
the class by doing something that is not included in the coursebook. She uses pair work in
order to involve students and make them participate. She believes that pair work helps
students to take the lead and the initiative and get used of them asking rather than the teacher
to do it which she finds boring. Pair work is a more interesting work mode than teacher to
class one for teacher 1, it is fun for students that helps students learn from each other.
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At this point, it is interesting to note that pair and group work are not used in the second term
in multi-exam classes since the exam dates are getting closer and teachers place more
emphasis on mock tests which constitute individual work without supervision. On the other
hand, in one-exam classes, things are different because teachers keep on using pair work in
the second term, as well since students are tested in pairs in TIE examination. Extracts 70,
71 and 72 contain both teachers’ comment on why they use pair or group work in one-exam

class.

Extract 70: Teachers 1: Work Mode - Pair & Group Work, One-exam class

It was more interesting because as | said, they [the students] are weak and if | let them
do everything on their own, they wouldn't have accomplished much, they would have gotten
stuck; | don't know a word, | don't know the grammar tense, | don't know how to start. So in
this way, in pairs, they, actually it felt like they were working with somebody so they
can -you know- express their own opinion, the other one could say “I agree” or “No, I

disagree”, let's see what you have.

Extract 71: Teachers 2: Work Mode - Pair & Group Work, One-exam class

Yes, | want them to work together in pairs so that they could express their opinions to
each other and decide on the best material to use. One group did a bit better than the other
one in separating the paragraphs and following instructions, and one of the best students had
the hardest time organising his work because he’s never done something like that before
even though he is a good student and it’s something we would normally think is easy. But

just the thought of writing a letter of acceptance confused him a lot.

Extract 72: Teachers 1: Work Mode - Pair & Group Work, One-exam class
I wanted them to get used to work by themselves on the test- and instead of me asking all
the questions, I actually got them involved. | wanted them to participate a little bit and

they asked each other the questions.

Teachers believe that group work and pair work in one-exam class is interesting because of
the level of the students. The students’ level of English in the specific class is low and teacher
1 believes that pair work will help them more rather than work by themselves (Extract 70).
Pair work helps students to collaborate, exchange ideas and express themselves better since
both teachers mention that helps them express their opinion (Extract 71). Teachers choose

group work and pair work in one exam class because they think that it will help students to
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get involved in the lesson and participate (Extract 72). Teachers continue using pair and
group work even in the second term because of the format of the TIE examination which is
based on pair-work as students must present their work, as well as comment on their peers’
work and ask him/her questions. However, this is not the only consideration when choosing
pair-work for one-exam classes. Teachers refer to the level of the students being low, which
leads them to believe that working together can actually help them. By comparison both
teachers in both classes use pair and group work in order to involve students and make them
participate. In one-exam class though pair work is used not only because of the exam format
in the speaking section but also because of the level of the students which is low. In multi-
exam class pair and group work makes the lesson more fun changing the routine of the class.
Compared with teacher to class/student mode which is used because it can help students

more pair and group work is used to make students participate and have fun.

Moving on to how teachers use individual work, it is obvious from Table 4.19 above, that
they use it in both classes but only in the second term inasmuch as they leave students
unsupervised to do mock tests. Some of the reasons teachers provided are given in the

extracts below.

Extract 73: Teacher 1: Work Mode — Individual Work

We use it to save some time, too. I’'m not going to sit here and supervise them during the
class when I’m with them. We can use it to do more beneficial things; talk about it, exam
strategies, everything. They are not going to have the teacher ask anything, how do |

do this, what does this mean, you are on your own.

Extract 74: Teachers 1 Work Mode — Individual Work
The time limit as they are going to take in the exams, to pretend that they are actually
taking the exams.

Extract 75: Teacher 2: Work Mode — Individual Work
Because [ want them to time themselves and see how they work under pressure.

...see the procedure and prepare...

One reason that teachers let students work by themselves and unsupervised is the time limit
which is something that the exams ask for (Extract 73). Teachers need to see students’

progress and performance under pressure as they will be in the exam environment (Extract
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74). Teachers believe that students should get used of the exam procedure and to work under
pressure as the exams ask for. Another reason is the fact that students will have to learn to
depend on their own knowledge and abilities since they will be alone in the exams (Extract
75). Another reason is that teachers feel that they do not have enough time to do everything
so as Teacher 1 mentions she lets students do the mock tests alone and she uses the time she

is with them to teach and talk about the exam (Extract 73).

As awhole, a close look into the above data shows that multi-exam classes are more teacher-
dominated than one-exam classes. Adherence to the coursebook and the format of the exams
influence the teachers’ organisational patterns and work mode, while in the second term
teachers are more influenced by the exams. Both teachers favour pair or group-work which
may enhance the students’ engagement with the material and offer them more opportunities
to speak. This is especially true for one-exam classes where lessons are more interactive
because of the format of the TIE exam. However, in multi-exam classes the format of the
exams for which students are being prepared, does not allow teachers to organise more

student-oriented activities and have a more active role.

4.4.4 Feedback

Feedback refers to all the comments that teachers make when learners say something or do
a task or activity. Almost all the feedback came from the teacher except 1% that came from
the students in the form of peer assessment. Findings from the observations show that
teachers use a variety of feedback types (feedback on the item, feedback on exams, feedback
for correction and feedback from students) as can be seen in Table 4.21. Teachers use more
feedback on items, which means answers or comments on the activity or task students do,
than any other form of feedback. Other forms of feedback aim at correcting students’
mistakes and at providing them with feedback about exam requirements. However, teachers

do not use feedback from students almost at all (Table 4.21).

Table 4.20: Total use of feedback

Feedback on Item 560
Feedback on Exams 304
Feedback for Correction 272
Feedback from Students 3
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More specifically, the teachers give feedback on the taught item in order to reward students
or to confirm that the answer is correct or not. Such feedback is a word like ‘bravo’, ‘well

done’ or the repetition of the correct answer. Extract 76 exemplifies such a feedback.

Extract 76: Teacher 1: Feedback on Item
Student: “with”

Teacher: Bravo.

Student: Mr ...

Student: “Dear Sir/ Madam”

Teacher: “Dear Sir/ Madam”

It can also take the form of providing students with an answer to their question about
something they do not know or understand. Even translation of words from English into
Greek and vice versa are considered feedback on items. Extract 77 is an example of such
feedback.

Extract 77: Teacher 2: Feedback on Item using translation

Student: (asks for unknown word “rise”

Teacher: “rise” (teacher gives definition in Greek) “the sun rises”

Student: “declare” (asks for meaning)

Teacher: (gives definition in Greek) “Do you have anything to declare at customs?”
Student: “reject”?

Teacher: (gives definition in Greek)

Student: (student reads) “reject”?

Teacher: “reject” or “rejected”
Teachers in the first term provide mainly feedback on the item (Table 4.22). Feedback on

exams is only provided in the second term in both classes, thus putting forward the influence

of exams on feedback during the second term (Table 4.22).
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Table 4.21: Feedback in both exam classes

Feedback Feedback Feedback for  Feedback from

on Item on Exams Correction Students
Teacher 1, Multi-exam Class, 1% Term 156 0 0 0
Teacher 2, Multi-exam Class, 1% Term 137 0 0 0
Teacher 1, One-exam Class, 1% Term 94 0 132 0
Teacher 2, One-exam Class, 1% Term 35 0 2 0
Teacher 1, Multi-exam Class, 2"@ Term 51 118 4 3
Teacher 2, Multi-exam Class, 2"@ Term 45 129 55 0
Teacher 1, One-exam Class, 2" Term 12 100 38 0
Teacher 2, One-exam Class, 2" Term 30 100 41 0

Teachers are more interested in teaching students how to write and speak than preparing
them for the exams in the first term and that is the reason why there is not feedback on the
exams. They are more interesting in making students understand and learn how to use the
language. Follow-up interviews show how teachers think when provide feedback either on
the item or for correction. Extract 78 and 79 show why teachers use feedback in the first

term in both classes.

Extract 78: Teacher 2: Feedback, 1% Term

ME: | hope that it will help them use the technique of the language. | want them to know
not only the word, but how they will use it in the structure of the language.

ME: | feel, basically, they don’t understand the meanings of the tenses and so on in their

native language.

Extract 79: Teacher 1: Feedback, 1%t Term

ME: Yes, | wanted to correct their mistakes so they wouldn’t make them again during
the interview, of course. By the time we get to the interview hopefully half of these mistakes
will have disappeared, so mainly yes, the interview now. | want them to get used to speaking,
but not actually having the interview in mind. I don’t want them to feel nervous “Oh, I have
to say this. Did I include it?”” [ want it to come naturally, you know, your favorite book, and

why, because | like this and this, as much as I can.

OE: No, I just wanted to get it right. Why we use comparative here, why use superlative
here.
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However, when teachers practice speaking with students provide feedback to them quite
differently. Observations showed in reading, grammar, vocabulary and listening classes they
provide feedback to the whole class or the student immediately. In speaking teachers allowed
students to express themselves without interrupting them and provide more general
comments and corrections in the end of the activity or the task. So, the way the feedback is
provided differentiates between the skills taught rather than between teachers and classes.
Extracts 80 and 81 show how teachers provide feedback in speaking classes.

Extract 80: Teacher 1: Feedback, 1% Term

When they make mistakes when they talk I think it’s rude to interrupt them every two
seconds to correct them because that knocks down their confidence. They think “T am
making too mistakes, just forget it” and they will climb up and they won’t say anything. For
that | try to use my own way. | let them finish till the end and then I make general

comments.

Extract 81: Teacher 2: Feedback, 1% Term
If you start correcting them too much, they’ll stop and nobody will say anything. Now,
that it’s only natural that they make mistakes, but they might think it’s more important to

make a mistake than it is not to try to use the language you’ve been taught.

Feedback differs though between terms. In the second term teachers provide all kinds of
feedback that comes from the teacher with an increase of feedback on exams (Table 4.21).
Teachers in the second term have the exams in mind and they try to train students how to do
their best in the exams. Considering the use of exam-related activities in the second term
(see section 4.2.8) which includes doing mock tests and scoring according to the exams then
there is a strong washback effect in the second term. Extract ? shows how Teacher 1 provides
feedback on the exam. The teacher comments on student’s performance taking into
consideration the PTE exam requirements. Extracts 82, 83 and 84 prove how teachers think

regarding feedback in the second term.

Extract 82: Teacher 1: Feedback on exams

Teacher 1: Thank you. XyoAa. Ta avértuéec mapa moAd kaAdd. Milncec oAb kaAd ota

TPOCHOTIKA GOV. XTO OVTEPO KOUUATL Y100 TIG LEYAAEG TOAELS EIYEC EMYEPNLATAL, LU0 XOPEL

ta avéntuées, umpdfo cov. Ot eikdves wpatdtoto. Mmopeig av melg 6Tt to éva elvan mo

Hovtépvo, 10 dALO o e€elntuévo, kATl Tov B umopoHoe av POPECEL VAl AGTEPL YL VOL
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tpapnéet mv mpocoyn. Kot 1o tehevtaio pov dpece mipo moAD Kot TOo €KaveG TEAEIC
QVoKA. Mrpafo moudi pov. Aowdv, o xapd to myate. (Comments. You did very well
with your personal information. In the second part about big cities you had a lot of
arguments; you developed them very well, well done. The description was good. You
could have said that the one is more modern, the other one is more extreme, it’s
something a star would wear to attract attention. And the last part I liked it very much
and you did it naturally, well done. Do you have any questions about the oral exams
for the PTE?).

Extract 83: Teacher 1: Feedback, 2" Term
Well, when 1 give them feedback, it's to correct the vocabulary or the grammar, so that's

general. But of course, now I have the exams in mind, so I'm on that right now.

Extract 84: Teacher 2: Feedback, 2" Term
Language is language but now we have to train them to do their best in the time that

they have for the exams.

Teacher 1 explains that she gives this type of feedback in order to help students get the
answers right and understand everything properly. She focuses on language, as in the first
term, but she emphasises that she has the exams in her mind since it is the second term
(Extract 83). As for the aim of providing feedback on exams especially during the second
term, Teacher 2 says that she wants to help students do well in the exams by making them
avoid the same mistakes and by making students realise the importance of doing everything
correctly in the exam time limit (Extract 84). Feedback is influenced in both classes in the

second term by exams.

Actually, in these rare occasions, the teachers ask students to provide feedback. Extract 85

shows why teachers choose to provide such a feedback.

Extract 85: Teacher 1: Feedback from students

I think that’s a funny moment for them, because of course they have to pay attention to
the other student while they are talking, and I want to see how they think compared to
the grammar mistakes, the vocabulary. | want to hear their feedback, if they actually
understand what the other student said. Do they realise the mistakes the other student

made? Are they in a position to correct them? | want to see what they think.
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The teacher asks students to give feedback because she finds it amusing for students. She
manages to get students to pay attention and concentrate since they need to listen to their
classmates carefully. The teacher does so also in order to see if students have understood
and if they are able to correct the others’ mistakes. The teacher considers understanding her
students and what they think important and allowing them to comment on their classmates
work she can understand it. She believes that it is important for students to be able to
understand and identify others’ mistakes and correct them. So, this type of feedback is not

related to the exams.

On the whole, teachers generally give ad hoc feedback that often concentrated on language
accuracy in order to help students understand and learn the language in both terms. In addition
to these forms of feedback, teachers add feedback for exams in the second term when exam
dates are getting closer. On the other hand, teachers do ask students to provide feedback in
order to see how much they pay attention and what they think about the activity they do
although student feedback is not used extensively. Feedback in general differentiate among
terms but not classes and teachers and it has a strong washback effect in the second term
however not on how teachers provide it to students but on what they tell them which focuses
on exams as well rather than only the language.

Teaching practices, by and large, are influenced by a wide range of factors which differentiate
between teachers, type of classes, terms and skills. Activities and tasks are influenced mainly
by the coursebook and the exams and the teaching practices by students’, teachers’ and
classes’ characteristics. The factors influence the first and the second term differently as well
presenting a stronger washback effect in the second term. Teachers differentiate between
themselves and type of classes since they differ in the teaching practices. There is evidence
that the exams are having impact on the teaching practices in classes but exams do not appear
to influence all teaching practices in both terms directly. Activities and tasks as well as
materials, the second term and one-exam class are strongly affected by the exams. Regarding
teaching practices, the first term and the multi-exam class teachers’ personal preferences,
students’ and social characteristics played major roles in their classroom practice, thus largely
weakening the potential influence of the exams. Obviously, test effects on classroom teaching

are —directly or indirectly.
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4.4.5 Explanations, Suggestions and Instructions

Explanations, suggestions and instructions are comments that teachers make to students in
order to help them understand something better. Teachers explain and give instructions about
the lesson of the day such as on activities and tasks, language points, homework or things that
students do not understand and on exams. Findings from the observations showed that
teachers use a lot more explanations and suggestions regarding the lesson and the activities
or tasks they do in class rather than the exam or exams (Table 4.23).

Table 4.22: Total use of explanations and suggestions

Explanations on exams 55

Explanations on Language Points 193

In the second term the explanations and suggestions were in the lesson of the day which was
focused on exams and therefore the explanations and suggestions referred to exams or
teachers had the exams on their mind. The main reasons that teachers explain and suggest
ways to do something to students is in order to help them, when they feel they do not
understand something and not to repeat the same mistake in the exam (Extract 86). Also,
teacher 2 provides explanations and suggestion on exams in order students to learn how to

answer the question in speaking for the exams (Extract 87).

Extract 86: Teacher 1: Explanations and Suggestions in the 2" Term
So, sometimes when you explain to them when they are speaking, they remember it a little

bit better so they won’t repeat the mistake.

Extract 87: Teacher 2: Explanations and Suggestions in the 2" Term
Yes, | provide suggestions on exams in order to advise them on how to answer the

guestions, and not answer them briefly in the exams.

Teachers provided a lot of explanations and suggestions in Greek and the reason for doing so
is the level of the students and the fact that teachers believe that students would not understand
it in English. The extract below provides teacher’s 1 reasons for providing explanations in
Greek.
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Extract 88: Teachers 1: Explanations and Suggestions in Greek

Because certain-specific bunch we're dealing with today is very very weak. So, they have
a hard time understanding and expressing themselves in English so | have to explain
everything in Greek so they know exactly what they are going to do.

It is interesting that Teacher 1 considers providing explanations and suggestions to students
in the first term a duty. This is shown in the extract below.

Extract 89: Teachers 1: Explanations and Suggestions
Now, at the beginning I can do that, you know, help them a little bit. Actually, I’m their
teacher and | want to help them.

Finally, it was really interesting that teachers in the multi-exam class gave a lot of
explanations on the exams because of the nature of the class. Teachers felt that they should
explain each exams’ requirements to students in order not to get confused since they should

cope with more than one exam. The extract below is an illustration of it.

Extract 90: Teachers 1: Explanations and Suggestions on Exams in multi-exam class
Yes, because I didn’t want to confuse both the oral exam. | want them to be clear that this
is the Michigan and this is how we do it, step one, step two and be focused only on that.

Afterwards, it’s a different oral exam.

The data from observations and follow-up interviews shows that teachers in the first term
explain and suggest to students on the lesson of the day while in the second term they provide
suggestions and explanation related to the exams’ needs. However, suggestions and

explanations do not differentiate between multi-exam and one-exam class.

4.5 Teachers’ Beliefs of B2 level Exam Classes

An additional contribution of the interviews conducted with the participating teachers was
the insight they offered as to their perceptions about multi-exam and one-exam classes at the
B2 level. Looking into their beliefs about planning exam classes and the English language
exam system in Greece was a valuable complement to the data collected in other parts of the
study. The teachers’ experience of exam classes and their perceptions about any differences

that exist between the two terms were also sought. In addition, they express their views about
170



exam classes in Greece in general. They put forward the students’ level, their age, the exam
format, as well as various social factors and parents’ pressure as the conditions under which

they make their decisions about how to organise their exam classes.

Teachers, throughout the two interviews and the follow-ups, commented on the fact that
nowadays there are so many high-stakes exams to choose from in Greece. The extracts below

are examples of how teachers characterise the exam culture in Greece.

Extract 91: Teacher 1: Multi-exam context

| think it’s better because children, based on how good they are in certain area, can
choose what exam they want to do. Whether they are good in grammar, they can choose
Cambridge. It’s good, though, because they try all of them and see where they are better
at. Which one they are better at, they get that exam. I think it’s good that they have options

to choose from.

Extract 92: Teacher 1: Multi-exam context

There are so many choices to choose from, we see what child is stronger, we kind of
push him to that direction. If somebody is really good in grammar, we push him towards
Cambridge. If somebody has very good vocabulary, Michigan or PTE. For adults, now we
have TIE, it’s better. Because adults are not going to spend so many hours reading grammar
all form the beginning, while for the students they are used to it. It’s not something new to
them; they are already in that concept. The adult doesn’t have the luxury to sit down and

actually do all the grammar exercises. He is mostly used to talk.

Extract 93: Teacher 1: Multi-exam context
Now, though, I think it’s better because children based on how good they are in certain

area, can choose what exam they want to do.

Extract 94: Teacher 1: Multi-exam context

That’s good, though, because before when we only had the Michigan and the Cambridge,
the first couple of years when | started teaching basically they all chose the Michigan,
because Cambridge is all about grammar. So, | was for two years every single now and
then, every single school | went to, because we were at three, it was the Michigan book.
We had to do the little black book and | had to do it for three hours in a row.

Afterwards, | was sick of it. So, now I like it that we change books every two or three
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years based on what new certificate comes out. So, it’s interesting for me to learn the
new ways of test, how it is done, and | like the fact that we change books. We do
something different, because you get tired after a while.

Extract 95: Teacher 2: Multi-exam context
...it was bad when we didn’t have any to choose from. Now they're too many. And

students have difficulty in choosing.

Extract 96: Teacher 2: Multi-exam context

In case they have a problem, let's say with the listening on the Michigan exam, they
might want to take also the TIE exam which doesn't have listening. That means that
they won't miss let's say six months of preparing, they'll work a little harder but
they will be prepared because their final point is to have a certificate at the end of

the year to prove their knowledge.

Extract 97: Teacher 2: Multi-exam context

And now | have a student that has already got his level 5 of the PTE and because his brother
is in Ireland he is interested in taking C2 because he wants to be prepared to go - if he
goes to Ireland to have the qualifications for TIE.

In this respect, teachers believe that multi-exam classes have a lot to offer students since
they provide more opportunities for language learning and maximise success because they
suit their needs and abilities. Being part of a multi-exam class gives students the opportunity
to choose the exams that suit them depending on their needs and abilities. Therefore, such
classes can save students time by getting an English language certification when and in the
way they need it. Furthermore, the variation of English language exams give students the
opportunity to become qualified to different varieties of English and therefore use them to
different English-speaking cultural backgrounds that they need to live. Another positive
characteristic of multi-exam classes is the fact that teachers can change books and learn
about new tests and these make it more interesting because teachers do different things
compared to one-exam classes that are boring and tiring after some time that teachers do the

same things.

However, teachers believe that multi-exam classes have drawbacks as well. Extracts 98, 99

and 100 are examples of the negative characteristics that multi-exam classes have.
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Extract 98: Teachers 1: Disadvantages of multi-exam context
It’s kind of exhausting, to be honest with you.

Extract 99: Teachers 2: Disadvantages of multi-exam context
...you’re constantly preparing students for an exam. You never have any free time
because there’s one-exam in one month and the other month something else. And

it’s a lot of work; it’s a lot of work.

Extract 100: Teachers 2: Disadvantages of multi-exam context

Sometimes it helps but there are many choices. Other times, it confuses them and
they only have -you know- certain schools that go out and say: Oh this exam is
better than the other, or this is better than that. And it confuses the students and

stresses them out.

Teachers however find multi-exam classes exhausting and they believe the exams require a
lot of preparation on the part of teachers. Teacher 2 refers to the load of work that multi-
exams class has. Teachers 2 also mentions how confusing it is for students when they have
so many exams to choose from and when there is misinformation from frontistiria which
English language certificate is the best. Both teachers also point out how difficult it is for
them to assume the responsibility of choosing the right exam for each student since they are

a lot to choose from. Extracts 101 and 102 are examples of it.

Extract 101: Teachers 1: Choice of exam in multi-exam context

Yes, there are so many to choose from and when you see that children are good in
all skills, all sections, you don’t know where to direct them. Or, let’s say for example,
you have to tell the students, the same students, that these are the strategies for this test,
these are the strategies for that test. This is how you do GVR, this is how you do that

one.

Extract 102: Teachers 2: Choice of exam in multi-exam context

You have to take the responsibility, then prepare them and the student may not be
that helpful. Because a lot of times they’ve been affected by “Oh, I’'m gonna take this
exam because it is what my mother took™ but things have changed. It’s not the same as

it was twenty years ago.
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The choice of the English language certificate creates another burden in multi-exam classes
since teachers not only have to choose the exam that best suits to the needs and level of the
student but the one in which they will definitely succeed. In fact, there is not any distinction
regarding the use and scope of these examinations as all serve as language certificates for
the same purpose and therefore teachers try to choose the best for students only regarding
the skills they test. Another interesting point is teachers’ call for more extensive teacher
training in order first of all to become more familiar with the specifications of the various
exams, but also to deal with the difficulties of multi-exam classes more effectively. Extracts

103 and 104 demonstrate teachers’ call for training.

Extract 103: Teachers 1: Need of teacher training

To be honest with you, we don’t have any special training when it comes to exams. We
are based on what we learnt when we went to school, our personal experience, sometimes
the class you change things around and adapt it according to classes needs. But, it would be

nice if we had a special training, a guide.

Extract 104: Teachers 2: Need of teacher training

Interviewer: | see. Do you feel like, like teachers need training maybe a special training
about all these exams?

Teacher: Yes, especially if they are going to take part. I don't think that anyone takes part
in all of them. Because they wouldn't do anything else except preparing for the exams. But
2 or 3 exams do give us a choice but the teachers have to be trained.

The discussion in interviews and follow-up with the teachers on multi-exam classes revealed
interesting information about one-exam classes and the organisation of B2 level exam
preparation classes. Teachers referred to time and compared it to the age and level of the
students, the skills that learners need to learn and certainly the exams. The extracts below
demonstrate teachers’ beliefs on exam preparation classes and their organization in the

school year.

Extract 105: Teacher 1: One-exam context
It’s easier because you know they only have one-exam so you can do it in the order that

you want to. You know that —Ok, you didn’t have time to do it today, ok I’ll do it the
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next hour because this is the only thing they are going to do. So, it’s not that stressful as

multi-exam ones.

Extract 106: Teacher 1: One-exam context vs one-exam classes

They (multi-exam classes) need time, lots of time. You need time to write your
composition, you need time to do your listening, another time to do your orals, another time
to do your GVR. Adults can’t cope with that. They need a degree and not spend too
much time in the classroom. Something they can actually use. In one of the TIE exams, the
orals they do is easy, because they know, they can speak. Some adults find it easy to speak
than do grammar exercises because they are not going to sit and say “This is, I remember

this is third conditional”. They just use it in their practice.

Extract 107: Teacher 2: One-exam context vs one-exam classes

So, in the one-exam class, the TIE class, there are older students, students that are
weaker in a lot of points, that maybe haven't studied English for a while and they have
to be reminded to go over it like false beginners and we go through all of it, the exam again.
And we spend more time on the communicative part because most of them are trying
to find a job where they are going to use English and it's absolutely necessary for them
to be able to communicate. They get very bored with it anyway and if you give them
something that they are interested in, a book, an investigation or a news story like TIE asks,

they work harder and they feel more confident about what they are doing.

Extract 108: Teacher 2: One-exam context

Interviewer: Do you teach TIE examination in a different class because they are adults or
because it is a different examination in its format?

Teacher: Well. It doesn’t really helps us to put the younger students in with the older,
so the ability is different and their attitude towards learning is different but the TIE

exams don’t fit in quite that well with the others.
Extract 109: Teacher 1: One-exam classes and TIE exam

The TIE students are usually older and they want to get through as quickly as possible

to make up for the time that is been lost.
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Extract 110: Teacher 1: One-exam classes and TIE exam

For adults, now we have TIE, it’s better. Because adults are not going to spend so many
hours reading grammar all form the beginning, while for the students they are used to
it. It’s not something new to them; they are already in that concept. The adult doesn’t have
the luxury to sit down and actually do all the grammar exercises. He is mostly used to
talk.

Extract 111: Teacher 2: One-exam classes and TIE exam

They get very bored with it anyway and if you give them something that they are
interested in, a book, an investigation or a news story.

Interviewer: Like TIE.

Teacher: Yes, like TIE asks, they work harder and they feel more confident about what

they are doing.

Teachers believe that in one-exam classes the fact that they should prepare students only for
one-exam provides them with more time. They do not feel pressure since they feel that they
have time to do everything and so they are easy going classes (Extract 105). Contrary to one-
exam class, a multi-exam class need a lot of time in order all the skills of all the exams to be
taught. Teachers also believe that adult students do not have much time to spend and they
need an English language certificate as quick as possible (Extracts 106 and 107). The age
factor is crucial for teachers to organize their exam classes. They believe that adults need a
certificate quickly because of the age. Also, their attitude towards learning, their abilities,
their level and the fact that they have not had lessons for some time are factors that do not
permit teachers to group them with teenagers (Extract 109). Another factor that confine
teachers to include them in the multi-exam class which prepares students for language
certificates that test each skill separately rather than for a more communicative exam like
TIE, is their need for communicative English since most of the students try to find a job
(Extracts 110 and 111). Finally, it is the exam format which teachers believe that does not
fit with the other exams (Extract 108).

In the specific school year teachers attribute the division between multi-exam and one-exam
classes to pressure by the characteristics of stakeholders. Adult students have different needs
both as learners and as to which exam suits them so teachers decide to separate them.
Teachers believe that TIE examination is ideal for adults because it does not test grammar

separately something that it is difficult for adults while something usual for teenagers and it
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promotes communication. Also, according to the teachers TIE examination is more
interesting for adult students because they prepare topics for the exam they are interested in
which makes them feel confident and not bored. Factors such as students’ characteristics,
such as age and level of language, and the type of the exam influenced the organization of

the exam classes.

4.6 Factors

A number of factors have to be considered before the potential washback of the test can be
ascertained. The comparison between the two terms, between the two types of classes and
the two teachers has offered significant results regarding the factors that influence teachers
in exam preparation classes. The factors vary between the type of classes, the terms and the

teachers and in most cases factors may affect one another.

The first group of factors is students’ factors which encompass students’ characteristics
relating learning, motivation and progress. This group involves students’ collaboration,
participation and understanding, students’ needs, level, aims of taking the exam and
students’ feelings. Another factor is teachers’ factors and characteristics. This involves
teachers’ educational background whether they have a degree or a certificate that permits
them to teach, as it happens in Greece, or they have any training. Teachers’ years of
experience and whether they have learned a foreign language themselves. Also, the teaching
practices they prefer as well as their responsibility to make students choose the appropriate
exam for their level and needs and their success. Third, the coursebook teachers use and
whether they follow it, the way they teach it, the pressure to finish it and what it includes
also have an impact. Fourth, social factors include the public school’s hours and the
frontistirio’s hours, students’ load of work or work commitments and financial crisis and the
financial problems that creates, all of which may affect test preparation. In my study, because
Greece was in financial crisis students and their parents faced economic problems resulting
in applying pressure to teachers to take the certificate the sooner possible. Feelings of
students and teachers and the general classroom atmosphere is another factor that influences
teaching practices. Perceptions of the lesson and the quality of the lesson also affect teaching
practices. The fact that teachers wanted their lessons to be interesting, motivating and less
routinized as well as they were concerned about the content of the lesson, the tasks and
activities, makes the lesson a factor itself. Another factor is language learning which has

many components which all show teachers’ willingness and attempt to make students learn
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the language. All components refer to students’ progress, understanding and progress
regarding English language and teachers’ attempt to explain, assess, correct and guide
students. School and class characteristics which include the number and the age of students,
the term and the type of exam class, whether a multi-exam or one-exam class, and how

intensive a class is also influence teaching practices.

The last factor is the exam factor which affects not only teaching practices but all the other
factors. Its influence may vary between terms, types of classes and teachers and it comprises
a series of components. The components of test factors may also affect one another.
Components that are related with students’ success on the exams can be grouped together.
This group denotes that washback is determined by the use of exam-related activities and
materials. Another component is the time in the exams and the time before the exams.
Getting closer to the exam dates changes the washback effect significantly. Other
components, such as the exam format and the number of exams in exam preparation courses,
can generate an impact on teaching practices. Components such as the stake of the exam and
the impact of test’s difficulty should also be taken into account. Lastly, the purpose of exams

could affect teachers and exam preparation classes and teaching practices indirectly.

Table 4.23: Factors that Influence Teaching Practices in Groups

Students’ Factors Teachers’ Factors
Students collaborate and learn from each other Educational background
Students’ difficulties Teaching experience
Students’ attention Ex Language learner
Students’ needs and level Teachers’ preferences
Student participation Responsibility for success
Make the lesson interesting for students Choice of exams

Matter of understanding
Relieve students from stress
Help students organise themselves
Get students to study more
Students work together

Students’ future career and goal

Coursebook Social Factors
Follow the coursebook Financial problems
Pressure to finish book School hours

Type of coursebook Family problems
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Practice tests and past papers

Students’ work
Work commitments

Parents’ pressure

Feelings
Fun —happy
Motivate students
Relax students
Interesting lesson
Encourage bored students

Success

Lesson
Less routinised lesson
Make the lesson more interesting
Make the lesson less boring
Types of tasks

Types of activities

Language Learning
Language learning
Help students — Guide students
Check students’ attention
Check students’ progress
Check students’ understanding
Acknowledge mistakes - Correct students
Clarify in order not to be confused
Be sure students know
Explain to students - Give examples
Assess students - Give feedback
Go back and check it again

Teach something new

School/Class Characteristics
Number of students
Mood of the class
Intensive classes
Students’ Age
Multi-exam class
One-exam class
1st term

2nd term

Use of exam-related materials
Use of exam-related activities
Use of exam-related tasks
Number of Exams

Exam format

Get closer to exam date
Impact of tests’ difficulty
Stake of exam
Time in the exam

Purpose of exam

These factors present an interesting variation between classes and terms. Results have shown
that there is a variation in the factors that affect teachers between multi-exam and one-exam
classes. In multi-exam classes, more factors influence teaching practices and to a greater
extent, whereas fewer factors influence teachers’ choices in one-exam classes (Table 4.24).
However, exam influence is stronger in one-exam classes than in multi-exam ones. In fact,
multi-exam classes allow teachers a variation of activities and tasks as well as teaching
strategies. Consequently teachers are influenced by a variety of factors. As far as one-exam
classes are concerned, they are influenced more by exams since both terms are dedicated to
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one exam. However, it is noteworthy that the format of the exam plays a significant role in
the selection of both activities and tasks as well as teaching strategies.

There is a variation of factors not only on the type of class but also on each term. To illustrate,
in the first term the main factors which influence teaching practices are the students’ level,
language learning, the students’ understanding of the lesson and their participation, as well
as the fact that students should have ready materials to use in the exams later on. Therefore,
there is little exam influence on teaching practices in the first term, a situation which changes
to a great extent in the second term when teachers are influenced mainly by exams, including
the time constraints of the exam format. It is during this term that teachers focus mostly on
preparing students for the exams and providing them with the appropriate materials. Thus,
there is a greater degree of washback in the second term, with the intensity of the washback

effects on teachers in the second term differing dramatically from those of the first term.

The results indicate that teachers teach to the exam, and their teaching appears to be
influenced to a great extent by the assessment procedures especially in the second term.
Results also show that the exam format plays a significant role since in multi-exam classes
the exams restrict teachers to content-based teaching whereas in one-exam classes the TIE
exam allows them a more communicative language teaching approach. In addition, teachers
choose to ignore skills that are not tested in the exams in the second term, but they do quite
the opposite during the first term. As for their teaching strategies, these are influenced by
factors concerning students and their abilities, as well as the learning process, rather than
exam-related factors. We could tentatively say from the results that among the different
aspects of teaching and learning, teaching content, the second term and the one-exam class

have received the most intensive washback effect.

4.7 Summary

This chapter has focused on the findings from interviewing and observing teachers in
classroom settings and from talking to the teachers about their lessons and their opinions on
the choices they make on the teaching practices they use in exam preparation classes. It
reports exam preparation classes carried out by two teachers, who teach both multi-exam
and one-exam classes. At a general level, the lessons were roughly similar across the two

teachers.
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Both teachers relied on coursebooks, so they used activities suggested by the textbook
writers. The one-exam teachers used a coursebook focused solely and entirely on the TIE
exam whereas in the multi-exam class the coursebook was a general B2level coursebook.
As a result multi-exam class students did a wider range of activities and tasks. Both teachers
in both types of classes used practice tests and past papers which prepared students for the

exams.

Multi-exam class teachers used a broader range of skills and covered the four skills more
evenly than one-exam class teachers who left out skills that were not tested in the exam.
Tasks were done in both classes for different reasons though. In multi-exam class teachers
did tasks to make the lesson more interesting and less monotonous. In the second term both
classes did more tasks which resembled the tasks tested in the exams. However, one-exam
class did more tasks than multi-exam class since TIE exam is a task-based examination.
Teachers did a wide range of activities in both classes, too. They taught them in a way
though, using translation for example, they would not do so if it were not for the exams.
Other factors such as students’ level and students’ learning and motivation influence teachers
regarding the activities they choose. Nevertheless, there was an exam influence on tasks and
activities especially in the second term. This was justified as well by the growing use of

exam-related activities which were used mainly to make students’ succeed in the exams.

The teaching strategies used in exam preparation classes varied between teachers, terms and
types of classes. The use of English was considerably higher than the use of Greek which
was higher in the first term because the exams were not close enough. Teachers used Greek
to make students understand and because of students’ level even though it varied depending
what they taught. Exam influence was little and only in the second term considering the use
of language. With regards to the instances of laughter, more laughter occurred in one-exam
class in the first term. This was due to the personalities of specific students and the type of
activities or tasks teachers did in the class. However, there is more stress experience in the
second term by both classes either because of the type of activities or tasks they did or the
exams. Teacher-to-student interaction was the most frequent one by both teachers who
favoured it because of the exams. Even though they found group/pair work interesting they
did not often make use of it because of the format of the exams. Preparation for the exams
made teachers leave students working individually to get acquainted with exam procedures.
Finally, teachers do not differentiate regarding the use of feedback which is influenced by

different factors between terms. In the first term teachers mainly give feedback to help
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students understand and learn the language and in the second term they do it both to help

students to understand and learn and pass the exams.

The study found that the washback effect on multi-exam class was not clear cut but it varied
between terms and types of classes rather than between teachers. In total, teachers’ factors,
student’s factors and social factors played major roles in the classroom practices, thus largely
weakening the potential influence of exams at least in the first term. The next chapter aims
to look at the results of the questionnaire which focuses on the factors influencing the

teaching practices teachers use when teaching exam preparation classes in Greece.
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CHAPTER 5: QUANTITATIVE RESULTS

5.1 Introduction

Although case study research is suitable for examining washback, its results cannot be
generalized to all educational settings. This disadvantage is applicable to the present study
because it examined solely two teachers in a frontistirio whose nature of exam preparation
classes might vary significantly from that of other frontistiria. So, this questionnaire aims to
examine teachers’ beliefs from large number of teachers around Greece. The purpose of
administering the questionnaire was to explore the factors that influence teachers’ choices
regarding teaching practices in exam preparation classes in Greece, primarily in those who
teach in a multi-exam class and, secondly to compare their responses to teachers who teach
in a one-exam class . Results from the case study aimed to form the questionnaire, as far as
both the questions and the different responses are concerned. This chapter discusses the
results of the teacher questionnaire and provides information to the second and third research

questions of the study.

The survey focused on teachers from all over Greece. The distributed Teacher Questionnaire
consists of three parts: (see Appendix V). In part one participant teachers were asked about
demographic information, in part two about factors that may influence teaching practices in
exam preparation classes and in part three about exam-related activities used in exam

preparation classes.

Replies were received from 318 respondents. However, 12 out of the 318 did not specify the
exam classes they teach (one, multi, one- multi-classes) and were omitted. Therefore, the
total sample analysed includes 306 questionnaires. Questionnaires were divided in three
distinctive groups: teaching in one-exam classes was stated by 134 out of the 306
interviewees. Teaching in multi-exam classes was reported by 95 out of the 306
interviewees. Teaching in both one and multi-exam classes was reported by 77 out of the

306 interviewees. Descriptive statistical analysis is presented below.

Teaching in multi-exam classes was compared to teaching in one-exam classes. To do so,
two groups were formed; the first group consists of the teachers who teach in one-exam

classes, both exclusively or not. This group accounts for the subsamples of 134 teachers
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exclusively one-exam and 77 both one- and multi-exam classes. From the subsample of the
77 both one- and multi-exam classes only the answers referring to questions regarding one-
exam classes were considered. Likewise, the second group consists of the teachers who teach
in multi-exam classes, both exclusively or not. This group accounts for the subsamples of 95
exclusively multi-exam and 77 both one- and multi-exam classes. From the subsample of
the 77 both one- and multi-exam classes only the answers referring to questions regarding
multi-exam classes were considered. Differences between answers of both groups, were
evaluated with chi-square test and p < 0.05 was considered to indicate a significant

difference.

This chapter aims at highlighting the broad themes that have emerged from the results of the
data analysis of the case study. Emphasis will be placed on the key findings, which will be
examined in comparison to the findings of the case study (Chapter 4). The presentation of
the results will be organized according to the topics in the questionnaire and the case study.
The results of the questionnaire will be presented both separately for each group and in

comparison in order the research questions to be answered properly.

5.2 Demographic information

Analysis of 306 questionnaires showed that the majority of teachers participant of all three
groups (one-exam, multi-exam, both one and multi- exam) in the research are female (84%).
Ages range between 20 and 50 and over but most of the teachers are between 30-39 years
old. The majority of the teachers are frontistirio owners or teachers in a frontistirio. The
participant teachers are qualified academically (around 36.6% hold a BA and 31.4% hold an
MA). However, a 25.2% of the teachers have a certificate of proficiency. The majority of
teachers have 6 to 10 years of experience. (Table 5.1)

Table 5.1: Background information frequency (N) and relative frequency (%) of all

participant teachers

Gender N %
Female 257 84.
Male 49 16.0
Age

20-29 67 21.9
30-39 121 | 395
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40-49 89 29.1
50 and over 29 9.5

Current teaching information

Frontirstirio owner 110 35.9
Other (please specify) 12 3.9
Private lessons 86 28.1
Teacher in frontistirio 98 32.0
Professional qualifications

Certificate of Proficiency 77 25.2
BA 112 | 36.6
MA/MEd/MSc 96 314
PhD 11 3.6
Other 10 3.3
Experience

1-5 49 16.0
6-10 77 25.2
11-15 66 21.6
16-20 41 13.4
over 20 73 23.9

All three groups were homogenous without any statistical significant differences in any
demographic characteristics (i.e. gender, age, current teaching information, professional
qualifications and experience). Therefore, a comparative analysis was carried out between one-

exam and multi-exam groups.

5.3 Type of exam classes

The next question referred to the type of exam classes that teachers teach in Greece whether
they prepare students for one exam or a lot of exams. Table 5.2 shows that the majority of
the teacher participants teach one-exam classes and therefore prepare students for only one
exam at a time. A considerable number of teachers (31%) teach multi-exam classes and a
25.2% of teachers divide their exam classes into multi-exam and one-exam class. The last
group of teachers that teach both types of classes organizes the exam classes similar to the
teachers in the case study.
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Table 5.2: Distribution of types of exam classes

Types of Classes %
One-exam classes 43.8%
Multi-exam classes 31%
Both (one- and multi- exam classes) 25.2%

5.4 Teachers’ Beliefs of B2 level Exam Classes

Teachers choose to prepare students only for one exam and therefore to teach only one-exam
classes because they are influenced by the level of students, time availability and the format
of the exam (53.7%, 36.6% and 35.1% of teachers find these factors extremely important to
their judge when choosing the type of class, respectively) (Table 5.3). As for the
characteristics of one-exam classes in other words how teachers characterize one-exam
classes, most teachers also agree that one-exam classes increase chances for success and they
are easy going classes for both teachers and students (81.4% and 56.7% of teachers agree or

strongly agree respectively) (Table 5.4).

Table 5.3: Reasons for teaching one-exam classes

Characteristics Notatall  Not very Neutral Very Extremely
important important important  important
Format of the exam 0.7% 0.7% 13.4% 50.0% 35.1%
Time available - 3.7% 8.2% 51.5% 36.6%
Level of students 0.7% - 7.5% 38.1% 53.7%
Difficulty of the exam 0.7% 1.5% 21.6% 44.0% 32.1%
Students’ age 1.5% 6.7% 26.1% 49.3% 16.4%
Number of students 9.0% 11.2% 39.6% 29.9% 10.4%

Table 5.4: Rate of characteristics in teaching one-exam classes

Characteristics Strongly Disagree Neutral  Agree  Strongly

disagree agree

Are easy going classes for both
1.5% 14.2% 27.6% 38.8% 17.9%

teachers and students

Increase chances for success 0.7% 3.7% 14.2% 54.5% 26.9%
Entail more work for students 3.0% 29.1% 38.8% 20.9% 8.2%
Entail more work for teachers 3.0% 33.6% 41.8% 14.9% 6.7%
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Provide more opportunities for
0.7% 21.6% 34.3% 26.9% 16.4%

language learning
Maximise stress for exams 13.4% 41.0% 27.6% 13.4% 4.5%

Most of the teachers who teach only multi-exam classes strongly agree that these classes
increase chances for success (42.1%), %), provide opportunities for language learning
(40%),entail more work for teachers (34.7%) and are safer for students’ needs (34.7%)
(Table 5.5).

Table 5.5: Rate of characteristics in teaching multi-exam classes

Characteristics Strongly  Disagree  Neutral Agree  Strongly
disagree agree
Satisfy students’ needs 2.1% 3.2% 20.0% 40.0% 34.7%
Increase chances for success 2.1% 17.9% 37.9% 42.1%
Entail more work for students 3.2% 16.8% 12.6% 40.0% 27.4%
Entail more work for teachers 5.3% 8.4% 51.6% 34.7%
Provide more opportunities
for language learning 4.2% 12.6%  432%  40.0%
Maximise stress for exams 14.7% 21.1% 28.4% 24.2% 11.6%

However, when teachers teach both classes consider exam classes differently. When teachers
teach in one-exam classes, more than half teachers (50.6%) consider the level of the students
extremely important in order to prepare students for only one exam. The format of the exam
(46.8%) and the time availability follow in their estimations. Also, teachers find in a lesser
degree, but still very important, students’ age (54.4%) and the difficulty of the exam (54.4%)
as characteristics to prefer one-exam classes (Table 5.6). Teachers teaching both types of
classes strongly agree that one-exam classes are easy going classes for both teachers and

students (31.2%) and that increase the chances for success (28.6%) (Table 5.7).

Table 5.6: Rate of important characteristics in teaching in one-exam classes for teachers

teaching in both one and multi-exam classes

Characteristics Not at all Not very Somewhat Very Extremely

important  important important important important

Format of the exam 1.3% 3.9% 10.4% 37.7% 46.8%
Time available 2.6% 1.3% 10.4% 48.1% 37.7%
Level of students 2.6% 1.3% 6.5% 39.0% 50.6%
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Difficulty of the

2.6% 1.3% 18.2% 54.5% 23.4%
exam
Students' age 3.9% 1.3% 28.6% 54.5% 11.7%
Number of students 11.7% 9.1% 27.3% 41.6% 10.4%

Table 5.7: Rate of characteristics in teaching in one-exam classes for teachers teaching in

both one and multi-exam classes

Characteristics of one-exam  Strongly Disagree Neutral Agree Strongly
classes disagree agree
Are easy going classes for
1.3% 11.7% 18.2% 37.7% 31.2%

both teachers and students
Increase chances for success 3.9% 7.8% 23.4% 36.4% 28.6%
Entail more work for students 2.6% 26.0% 36.4% 24.7% 10.4%
Entail more work for teachers 6.5% 28.6% 31.2% 20.8% 13.0%
Provide more opportunities

] 7.8% 20.8% 27.3% 27.3% 16.9%
for language learning
Maximise stress for exams 11.7% 32.5% 32.5% 7.8% 15.6%

Teachers who teach both classes strongly agree that multi-exam classes entail more work for

teachers (41.6%) and teachers agree that multi-exam classes entail more work for students

(48.1%), satisfy students’ needs (46.8%) and increase chances for success (31.2%) (Table

5.8).

Table 5.8: Rate of agreement in teaching in multi-exam classes for teachers teaching in both

one and multi-exam classes

Characteristics of multi-exam Strongly  Disagree Neutral Agree  Strongly
classes disagree agree
Satisfy students needs 3.9% 9.1% 28.6% 46.8% 11.7%
Increase chances for success 5.2% 9.1% 31.2% 31.2% 23.4%
Entail more work for students 3.9% 6.5% 23.4% 48.1% 18.2%
Entail more work for teachers 3.9% 5.2% 15.6% 33.8% 41.6%
Provide more opportunities for

(anguage learning 5.2% 11.7% 31.2%  32.5% 19.5%
Maximise stress for exams 6.5% 26.0% 27.3% 31.2% 9.1%
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There are slight differences between teachers teaching only one-exam or multi-exam classes
and those who teach both. These differences even though very small create interesting
results. Having both types of classes to teach most teachers find the format of the exams
extremely important in one-exam classes and most teachers strongly agree that multi-exam
classes entail more work for teachers. The fact that teachers choose to organize two exam
classes show that they consider different factors as more important ones from those teaching

only one- or multi- exam classes.

5.5 Exam choices between classes

The questionnaire provides interesting results regarding the exams that teachers prepare their
students for in both exam groups. Teachers teaching one-exam classes and teachers teaching
multi-exam classes were asked to answer on the frequency of several exams taught in exam
preparation classes in Greece. The results are presented in Table 5.9, after regroupement of

all questionnaires in two groups (one- and multi-exam), as mentioned before.

Table 5.9: Exam classes (one and multi) versus exams taught, p-value (statistically significant
<0,05)

Exam classes  Never  Seldom Not so often Quite often Always p-value
First Certificate in English (FCE)

One 20.4% 27.5% 20.9% 15.2% 16.1%

Multi 151%  18.0% 20.9% 21.5% 24.4% 0.0%2

English Certificate of Competency in English (ECCE)
One 10.0% 6.6% 9.0% 31.3% 43.1% 0.203
Multi 4.7% 8.1% 5.8% 36.6% 44.8%
Pearson Test of English (PTE General)
One 61.1% 8.1% 6.6% 14.7% 9.5%
Multi 43.0% 11.6% 9.3% 20.3% 15.7% 0.013
English Speaking Board (ESB)

One 73.0% 9.5% 4.7% 7.6% 5.2%

Multi 56.4% 13.4% 4.1% 15.1% 11.0% 0.008
Test of Interactive English (TIE)

One 73.5% 6.2% 8.5% 6.6% 5.2%

Multi 68.6% 12.8% 2.3% 7.0% 9.3% 0.009

City and Guilds, Certificate in ESOL International
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One 70.6% 14.7% 6.2% 7.6% 0.9%

Multi 63.4% 18.6% 9.3% 3.5% 5.2% 0.020
Educational Development International (EDI)
One 85.8% 6.6% 2.8% 3.3% 1.4%
Multi 814%  8.7% 4.1% 2.9% 2.9% 0.0%8
Test of English of International Communication (TOEIC)
One 29.4% 23.7% 14.2% 28.9% 3.8% o
Multi 32.0% 26.2% 16.3% 22.7% 2.9%
Trinity College London, Certificate in Integrated Skills (ISE 1)
One 94.3% 3.3% 9% 1.4% 0%
Multi 92.4%  5.2% 6% 1.2% 6% 0650
Michigan State University (MSU)
One 61.1% 11.4% 10.0% 13.7% 3.8% 0.226
Multi 51.2% 14.0% 11.6% 15.1% 8.1%
Kratiko Pistopiitiko Glossomathias (KPG)
One 50.7% 24.2% 15.6% 5.2% 4.3%
Multi 44.2%  26.7% 11.6% 11.0% 6.4% 0429
National Open College Network (NOCN)
One 70.6% 14.7% 6.2% 7.6% 9%
Multi 63.4% 18.6% 9.3% 3.5% 5.2% 0.020

Table 5.9 shows that, the majority of teachers regardless whether they teach in one-exam or
in multi-exam classes choose always to prepare students for ECCE exams (4.31% and 44.8%
respectively, P>0.05) whereas almost never for EDI and ISE Il exams (1.4% and 2.9%
respectively for EDI and 0% and 6% respectively for ISE, without any statistically
significant difference in the percentages referred). Regarding the FCE exam most teachers
in one-exam classes declared choosing seldom this exam (27.5%) while most teachers in
multi-exam class declared choosing it always (24.4%). In addition to this, it is shown that
teachers in one-exam classes choose less frequently this type of exam rather than teachers in
multi-exam classes and this difference is statistical important (P=<0.05). PTE General, ESB,
TIE, ESOL International, TOEIC, MSU, KPG and NOCN were less chosen from both groups of
teachers (teaching in one- or multi-exam classes); indeed, less than 11% of teachers chose any of the

referred type of exam always. However, TIE, PTE General, ESB, ESOL International and NOCN

were chosen more often by teachers teaching in multi-exam classes (P<0.05).

190



5.6 Tasks and Activities

As discussed in Chapter 4 teachers used tasks and activities in exam preparation classes for
a lot of reasons. Questions on tasks and activities were designed to explore the extent to
which teachers perceived the reasons that affect teachers’ choices on tasks and activities

regarding the type of class that they teach.

5.6.1 Tasks

Teachers teaching only one-exam classes regarded extremely important the fact that tasks
encourage students to participate in the lesson (43.3%). Other reasons for using tasks in one-
exam classes that were also extremely important was the fact that tasks make the lesson more
interesting (41.8%) and less routinized (40.3%).) Teachers consider very important the fact
that tasks encourage students to work together (44.8%). Also, teaching according to the exam
is considered very important by39.6% of teachers. However, teachers teaching only one-
exam classes find somewhat important to follow the book (43.3%) when choosing tasks
(Table 5.10).

Table 5.10: Reasons for using tasks in one-exam classes

Reasons for using Not at all Notvery  Somewhat Very Extremely
tasks important important important important important
Teach according to

0.7% 6.7% 17.9% 39.6% 35.1%
the exam
Follow the

9.0% 17.2% 43.3% 22.4% 8.2%
coursebook
Encourage students

o 0.7% 0.7% 9.0% 46.3% 43.3%

to participate
Encourage students

1.5% 3.0% 14.2% 44.8% 36.6%
to work together
Make the lesson

] ) 0.7% 3.0% 9.0% 45.5% 41.8%

more interesting
Have fun 1.5% 9.7% 16.4% 38.8% 33.6%
Make the lesson

1.5% 4.5% 14.2% 39.6% 40.3%

less routinised

It is shown that, making the lesson more interesting and the encouragement of students to

participate and work together were considered as the most important factors to use tasks by
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teachers teaching in multi-exam classes (by more than 50% of teachers). Having fun is also
a very important factor (considered extremely important by 37.9% of teachers and very
important by 41.1%). Finally, less but still somewhat important is considered following the
coursebook (44.2%)

Table 5.11: Reasons for using tasks in multi-exam classes

Reasons for using Not at all Notvery  Somewhat Very Extremely
tasks important important important important important
Teach according to
2.1% 9.5% 13.7% 35.8% 38.9%
the exam
Follow the
9.5% 13.7% 44.2% 24.2% 8.4%
coursebook
Encourage students
B 5.3% 42.1% 52.6%
to participate
Encourage students
1.1% 12.6% 35.8% 50.5%
to work together
Make the lesson
] ) 5.3% 38.9% 55.8%
more interesting
Have fun 1.1% 4.2% 15.8% 41.1% 37.9%

Similar to results regarding teachers teaching only multi-exam groups, results of the teachers
teaching both classes show that when teachers teach one-exam classes they use tasks because
they believe that it is extremely important the fact that tasks encourage students to participate
in the lesson (49.4%), encourage students to work together (42.9%) and make the lesson
more interesting (42.9%). Teaching according to the exam is very important (51.9%) and the

coursebook is of somewhat importance (54.5%) when they do tasks (Table 5.12).

Table 5.12: Reasons for using tasks in one-exam classes for teachers teaching in both one and

multi-exam classes

Reasons for using Not at all Not very  Somewhat Very Extremely
tasks important important important important important
Teach according to

2.6% 6.5% 11.7% 51.9% 27.3%
the exam
Follow the

2.6% 23.4% 54.5% 10.4% 9.1%
coursebook
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Encourage students

o 2.6% 5.2% 6.5% 36.4% 49.4%
to participate
Encourage students
3.9% 2.6% 15.6% 35.1% 42.9%
to work together
Make the lesson
3.9% 3.9% 6.5% 42.9% 42.9%

more interesting
Have fun 6.5% 6.5% 14.3% 35.1% 37.7%

Make the lesson

o 7.8% 7.8% 9.1% 35.1% 40.3%
less routinised

Likewise, results of the teachers teaching both classes show that when teachers teach multi-
exam classes they use tasks because they believe that it is extremely important the fact that
tasks make the lesson more interesting (49.4 %), encourage students to participate (48.1%)
and encourage students to work together (39.0%). The exams are very important (39.0%)

and the coursebook is of somewhat importance (59.7%) when they do tasks (Table 5.13).

Table 5.13: Reasons for using tasks in multi-exam classes for teachers teaching in both one

and multi-exam classes

Reasons for using  Not at all Not very  Somewhat Very Extremely
tasks important important  important important  important
Teach according to
6.5% 5.2% 22.1% 39.0% 27.3%
the exam
Follow the
3.9% 18.2% 59.7% 14.3% 3.9%
coursebook
Encourage students
. 3.9% 1.3% 13.0% 33.8% 48.1%
to participate
Encourage students
3.9% 1.3% 22.1% 33.8% 39.0%
to work together
Make the lesson
] ) 5.2% 1.3% 6.5% 37.7% 49.4%
more interesting
Have fun 5.2% 5.2% 18.2% 35.1% 36.4%

Despite the fact that some factors were considered important to a different extent for teachers
teaching in one- , multi- or both-exam classes, the comparison between one- and multi-exam
classes, conducted when all questioners were gathered together, did not show any statistical
significant difference. Thus, the three most important reasons for using tasks are considered
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by all teachers, no matter what type of class they teach, that tasks make the lesson more
interesting, they encourage students to participate and to work together. Having fun and
teach according to the exam follow. For both types of classes the coursebook is of somewhat
importance when teachers choose tasks and the exams are very important without being the
main factor (Table 5.14).

Table 5.14: Reasons for choosing tasks depending on the type of exam-class (one- versus
multi), (statistically significant p-value <0.05)

Exam Not at all Not very Somewhat Very Extremely p-

classes important important important important important value

Teach according to the exam

One 1.4% 6.6% 15.6% 44.1% 32.2%
Multi 4.1% 7.6% 17.4% 37.2% 33.7% 0405
Follow the coursebook
One 6.6% 19.4% 47.4% 18.0% 8.5% 0.780
Multi 7.0% 15.7% 51.2% 19.8% 6.4%
Encourage students to participate
One 1.4% 2.4% 8.1% 42.7% 45.5%
Multi 1.7% 6% 8.7% 38.4% 50.6% 050
Encourage students to work together
One 2.4% 2.8% 14.7% 41.2% 38.9%
Multi 1.7% 1.2% 16.9% 34.9% 45.3% 0449
Make the lesson more interesting
One 1.9% 3.3% 8.1% 44.5% 42.2% 0119
Multi 2.3% 6% 5.8% 38.4% 52.9%
Have fun
One 3.3% 8.5% 15.6% 37.4% 35.1% 0.666
Multi 2.9% 4.7% 16.9% 38.4% 37.2%
5.6.2 Activities

Analysis of teachers’ choices regarding the activities they use in one-exam classes shows
that the two major reasons considered as extremely important to choose teaching via
activities are to motivate students to participate in the lesson (41%) and the fact that activities
are included in the exam (40.3%). Teachers also find very important to choose activities that
make the lesson interesting (44%) and promote language learning (41%). The coursebook is

of somewhat importance when choosing activities (46.3%) (Table 5.15).
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Table 5.15: Reasons for choosing activities in one-exam classes

Reasons for Not at all Not very  Somewhat Very Extremely

choosing activities important important important important important

Are included in the

1.5% 2.2% 14.2% 41.8% 40.3%
exam
Make the lesson
) ) 3.0% 4.5% 31.3% 44.0% 17.2%
more interesting
Are included in the
4.5% 14.9% 46.3% 27.6% 6.7%
coursebook
Promote chances
for language 2.2% 3.7% 20.9% 41.0% 32.1%
learning
Motivate students
7% 7.5% 16.4% 34.3% 41.0%

to participate

Similarly, for teachers who teach only multi-exam classes, motivate students to participate
in the lesson (45.3%) and the fact that activities are included in the exams (41.1%) are also
considered to be extremely important reasons to choose this type of teaching method. Other
factors such as promote chances for language learning (47.4) and make the lesson more
interesting (41.1%) are very important. Again, the coursebook is of somewhat importance
for multi-exam teachers (36.8%). (Table 5.16).

Table 5.16: Reasons for choosing activities in multi-exam classes

Reasons for Not at all Not very  Somewhat Very Extremely

choosing activities important important important important important

Are included in the

20.0% 38.9% 41.1%
exam
Make the lesson
) ) 1.1% 13.7% 18.9% 41.1% 25.3%
more interesting
Are included in the
3.2% 14.7% 36.8% 31.6% 13.7%
coursebook
Promote chances
for language 1.1% 4.2% 12.6% 47.4% 34.7%
learning
Motivate students
4.2% 9.5% 8.4% 32.6% 45.3%

to participate
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Teachers who teach both classes either teaching one-exam classes or multi-exam classes
consider as extremely important to use activities in the class in order to motivate students to
participate during the lesson (54.4% and 53.2% respectively). As well as to promote chances
for language learning (40.3% and 41.6% respectively). The fact that activities are included
in the exam is a very important reason for teachers (46.8% for the one-exam and 39.0% for
the multi-exam group). The coursebook is of somewhat importance reason for choosing
activities for both groups (37.7% for the one-exam and 45.5% for the multi-exam group)
(Tables 5.17 and 5.18).

Table 5.17: Reasons for choosing activities in one-exam classes for teachers teaching in both

one and multi classes

Reasons for Not at all Notvery  Somewhat Very Extremely

choosing activities important important important important important

Are included in the

5.2% 2.6% 7.8% 46.8% 37.7%
exam
Make the lesson

] ) 3.9% 6.5% 26.0% 32.5% 31.2%

more interesting
Are included in the

5.2% 16.9% 37.7% 35.1% 5.2%
coursebook
Promote chances
for language 3.9% 5.2% 15.6% 35.1% 40.3%
learning
Motivate students

3.9% 7.8% 9.1% 24.7% 54.5%

to participate

Table 5.18: Reasons for choosing activities in multi-exam classes for teachers teaching in both

one and multi-exam classes

Reasons for Not at all Not very  Somewhat Very Extremely

choosing activities important important important important important

Are included in the

3.9% 2.6% 18.2% 39.0% 36.4%
exam
Make the lesson
) ) 3.9% 7.8% 22.1% 31.2% 35.1%
more interesting
Are included in the
2.6% 18.2% 45.5% 26.0% 7.8%

coursebook
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Promote chances
for language 2.6% 10.4% 16.9% 28.6% 41.6%

learning

Motivate students
o 2.6% 10.4% 9.1% 24.7% 53.2%
to participate

Comparisons between one- and multi-exam classes on activities (Table 5.11) show that
teachers of both type of classes consider as a reason of extreme importance to choose
activities the fact that activities motivate students to participate (48.8% of teachers in one-
exam and 46% in multi-exam class). Other reasons of equal importance for both groups are
the fact that the activities are included in the exams (39.3% of teachers in one exam and 39%
in multi-exam, P>0.05) and promote chances for language learning (35.1% of teachers in
one-exam and 37.8% in multi-exam). For both types of classes the coursebook is of
somewhat importance (43.1% in one-exam group and 40.7% in multi-one group, P>0.05).
However, it was shown that making the lesson more interesting was more important for the
multi-exam classes group rather than for the one-exam group (considered extremely important

for 29.7% vs 22.3% for multi-exam and one-exam classes group respectively, P<0.05) (Table 5.19).

Table 5.19: Reasons for choosing activities depending on the type of exam-class (one- versus

multi-exam) (statistically significant p-value <0.05)

Exam Not at all Not very Somewhat Very Extremely p-

classes important important important important important value

Are included in the exams

One 2.8% 2.4% 11.8% 43.6% 39.3%

Multi 1.7% 1.2% 19.2% 39.0% 39.0% 0276
Make the lesson more interesting

One 3.3% 5.2% 29.4% 39.8% 22.3% 0.045

Multi 2.3% 11.0% 20.3% 36.6% 29.7%
Are included in the coursebook

One 4.7% 15.6% 43.1% 30.3% 6.2%

Multi 2.9% 16.3% 40.7% 29.1% 11.0% 0444

Promote chances for language learning

One 2.8% 4.3% 19.0% 38.9% 35.1%

Multi 1.7% 7.0% 14.5% 39.0% 37.8% 0.551
Motivate students to participate

One 1.9% 7.6% 13.7% 30.8% 46.0% 0.428
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Multi 3.5% 9.9% 8.7% 29.1% 48.8%

5.7 Exam-related activities

Teachers were asked what types of exam-related activities used in exam preparation classes
and for what reasons. In one-exam classes teachers always familiarize students with exam
content (64.2%) and encourage revision for the exam (64.2%). Teachers also always discuss
test procedures with the students (58.2%) and provide students with exam tips (56.7%)
(Table 5.20). Teachers in one-exam classes do these exam-related activities because it is
extremely important for them to help students (71.6%) and prepare students properly for the
exams (68.7%). Also, teachers consider extremely important to familiarize students with the exam
(64.2%) and increase students’ autonomy as exam takers (58.2%) (Table 5.21).

Table 5.20: Types of exam-related activities/tasks used in one-exam classes

Activities/tasks Never Not so Quite often  Very often Always

often

Have students do the

task/activity within 3.0% 7.5% 22.4% 46.3% 20.9%
set time limits
Get students to do
activities/tasks
o 1% 7% 7.5% 45.5% 45.5%
similar to those
included in the exams
Provide students with
) ) 1% 3.0% 6.7% 40.3% 49.3%
test-taking strategies
Provide students with
] 1% 1.5% 6.7% 34.3% 56.7%
exam tips
Do mock tests 1.5% 6.7% 20.1% 28.4% 43.3%
Mark. correct and
give feedback using 1.5% 9.7% 13.4% 28.4% 47.0%
exam band scores
Review answers to
1% 8.2% 17.9% 33.6% 39.6%
mock tests
Familiarise students
1% 9.0% 26.1% 64.2%

with exam content

198



Discuss test
procedures with T% 4.5% 6.0% 30.6% 58.2%
students

Encourage revision
4.5% 2.2% 8.2% 20.9% 64.2%
for the exam

Table 5.21: Reasons for choosing exam-related activities in one-exam classes

Activities Not at all Notvery  Somewhat Very Extremely
important important important important important

Prepare students

0.7% 0.7% 1.5% 28.4% 68.7%
properly
Help students 0.7% 2.2% 25.4% 71.6%
Get them to study
1.5% 6.0% 20.9% 41.8% 29.9%
more
Practise working
o o 0.7% 1.5% 3.0% 39.6% 55.2%
within time limits
Familiarise students
o o 0.7% 1.5% 1.5% 41.8% 54.5%
with time limits
Familiarise students
) 0.7% 0.7% 33.6% 64.9%
with the exam
Encourage studying 0.7% 2.2% 17.9% 41.8% 37.3%
Increase their
autonomy as exam 0.7% 7.5% 33.6% 58.2%
takers
Teach them how to
2.2% 0.7% 19.4% 36.6% 41.0%
study
Release stress and
3.0% 1.5% 12.7% 36.6% 46.3%

anxiety

Have ready-made
material to help 0.7% 4.5% 13.4% 38.1% 43.3%

students in the exam

In multi-exam classes teachers tend to always familiarize students with exam content
(71.6%) and discuss test procedures with students (66.3%). Teachers also provide students
with exam tips (63.2%) and encourage revision for the test (62.1%) (Table 5.22). Teachers in
multi-exam classes do these exam-related activities because they find extremely important

to prepare students properly for the exams, help students and familiarize students with the exams
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(70.5%, 66.3% and 66.3% respectively). Also, teachers consider extremely important to familiarize
students with time limits (64.2%) (Table 5.23).

Table 5.22: Types of exam-related activities/tasks used in multi-exam classes

Activities/tasks Never Not so Quite often  Very often Always

often

Have students do the

task/activity within 3.2% 16.8% 56.8% 23.2%
set time limits
Get students to do
activities/tasks
.. 7.4% 45.3% 47.4%
similar to those
included in the exams
Provide students with
) ) 1.1% 6.3% 43.2% 49.5%
test-taking strategies
Provide students with
) 3.2% 33.7% 63.2%
exam tips
Do mock tests 2.1% 13.7% 33.7% 50.5%

Mark, correct and
give feedback using 1.1% 5.3% 9.5% 29.5% 54.7%

exam band scores

Review answers to

1.1% 1.1% 11.6% 37.9% 48.4%
mock tests
Familiarise students
) 5.3% 23.2% 71.6%
with exam content
Discuss test
procedures with 10.5% 23.2% 66.3%
students
Encourage revision
1.1% 8.4% 28.4% 62.1%

for the exam

Table 5.23: Reasons for choosing exam-related activities in multi-exam classes

Activities Not at all Not very  Somewhat Very Extremely

important important important important important

Prepare students

properly
Help students 5.3% 28.4% 66.3%

1.1% 4.2% 24.2% 70.5%
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Get them to study

1.1% 5.3% 21.1% 45.3% 27.4%
more
Practise working
o o 9.5% 33.7% 56.8%
within time limits
Familiarise students
o o 6.3% 29.5% 64.2%
with time limits
Familiarise students
] 5.3% 28.4% 66.3%
with the exam
Encourage studying 1.1% 5.3% 14.75% 44.2% 34.7%
Increase their
autonomy as exam 3.2% 7.4% 37.9% 51.6%
takers
Teach them how to
1.1% 4.2% 7.4% 36.8% 50.5%
study
Release stress and
) 1.1% 8.4% 11.6% 33.7% 45.3%
anxiety
Have ready-made
material to help 20.0% 40.0% 40.0%

students in the exam

The majority of teachers who teach both classes either teaching in one-exam classes or in
multi-exam classes always familiarize students with exam content (66.2% one-exam and
68.8% multi-exam classes) and discuss test procedures with students (61.0% one-exam and
67.5% multi-exam classes). The third exam-related activities that teachers choose to do
always is to provide students with test taking strategies (58.4%) is in one-exam classes while
in multi-exam classes encourage revision for the exam (61.0%) (Table 5.24 and 5.25).
Teachers in both classes declared using exam-related activities because they find equally
extremely important the fact that exam-related activities prepare students properly (63.6%),

familiarise students with the exam (63.6%) and increase their autonomy as exam takers

(63.6%) (Table 5.26).
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Table 5.24: Types of exam-related activities/tasks used in one-exam classes for teachers

teaching in both one and multi classes

Activities/tasks Never Not so Quite often  Very often Always

often

Have students do the
task/activity within 1.3% 5.2% 19.5% 48.1% 26.0%

set time limits

Get students to do

activities/tasks similar

] ) 1.3% 5.2% 51.9% 41.6%
to those included in
the exams
Provide students with
) ) 1.3% 2.6% 2.6% 35.1% 58.4%
test-taking strategies
Provide students with
] 1.3% 1.3% 14.3% 35.1% 48.1%
exam tips
Do mock tests 5.2% 19.5% 40.3% 35.1%
Mark correct and give
feedback using exam 1.3% 1.3% 11.7% 41.6% 44.2%
band scores
Review answers to
5.2% 14.3% 42 9% 37.7%
mock tests
Familiarise students
) 1.3% 15.6% 16.9% 66.2%
with exam content
Discuss test
procedures with 1.3% 16.9% 20.8% 61.0%
students
Encourage revision
1.3% 11.7% 33.8% 53.2%

for the exam

Table 5.25: Types of exam-related activities/tasks used in multi-exam classes for teachers

teaching in both one and multi-exam classes

Activities/tasks Never Not so Quite often  Very often Always

often

Have students do the
task/activity within 1.3% 3.9% 24.7% 42 9% 27.3%

set time limits
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Get students to do
activities/tasks similar

] ) 1.3% 3.9% 11.7% 41.6% 41.6%
to those included in

the exams

Provide students with
. ) 1.3% 13.0% 32.5% 53.2%
test-taking strategies

Provide students with

exam tips

Do mock tests 5.2% 20.8% 37.7% 36.4%

Mark correct and give
feedback using exam 1.3% 15.6% 37.7% 45.5%

band scores

Review answers to

5.2% 19.5% 36.4% 39.0%
mock tests
Familiarise students
) 1.3% 7.8% 5.2% 16.9% 68.8%
with exam content
Discuss test
procedures with 1.3% 14.3% 16.9% 67.5%
students
Encourage revision
1.3% 13.0% 24.7% 61.0%

for the exam

Table 5.26: Reasons for choosing exam-related activities in exam preparation classes

Activities Not at all Notvery  Somewhat Very Extremely

important important important important important

Prepare students

1.3% 2.6% 32.5% 63.6%
properly
Help students 1.3% 1.3% 37.7% 59.7%
Get them to study
1.3% 18.2% 16.9% 29.9% 33.8%
more
Practise working
o o 1.3% 3.9% 37.7% 57.1%
within time limits
Familiarise students
o o 1.3% 2.6% 36.4% 59.7%
with time limits
Familiarise students
) 1.3% 1.3% 1.3% 32.5% 63.6%
with the exam
Encourage studying 1.3% 10.4% 16.9% 39.0% 32.5%
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Increase their

autonomy as exam 1.3% 7.8% 27.3% 63.6%
takers
Teach them how to

1.3% 13.0% 9.1% 37.7% 39.0%
study
Release stress and

1.3% 9.1% 7.8% 35.1% 46.8%

anxiety

Have ready-made
material to help 3.9% 10.4% 13.0% 28.6% 44.2%

students in the exam

Comparisons between teachers teaching in one- and multi-exam classes on exam-related
activities (Table 5.27) show that teachers in both groups tend to always familiarize students
with exam content, discuss test procedures with students and encourage revision of the
exams. However, it was shown that to familiarize students with exam content was taught
more often for the multi-exam classes group rather than for the one-exam group (always
taught for 70.3% vs 64.9% for multi-exam and one-exam classes group respectively, P<0.05) (Table
5.27). Regarding the factors there was not made a comparison between one- and multi-exam
classes since teachers teaching both classes did not differentiate their answers concerning
factors. So, summarizing each group individually teachers use exam-related factors mainly
to prepare students properly for the exams, help them and familiarize students with the

exams.

Table 5.27: Frequencies of exam-related activities regarding the type of exam classes (one and

multi), (statistically significant p-value <0.05)

Exam Not so ]
Never Quite often Very often Always p-value
classes often

Have students do the tasks/activity within set time limits

One 2.4% 6.6% 21.3% 46.9% 22.7%
Multi 6% 3.5% 20.3% 50.6% 25.0% 0375
Get students to do activities/tasks similar to those included in the
exams
One 9% 5% 6.6% 47.9% 44.1%
Multi 6% 1.7% 9.3% 43.6% 44.8% 0579
Provide students with test-taking strategies
One 9% 2.8% 5.2% 38.4% 52.6% 0.940
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Multi 6% 1.7% 5.2% 40.7% 51.7%

Provide students with exam tips

One 9% 1.4% 9.5% 34.6% 53.6%
Multi 6% 0% 7.6% 33.1% 58.7% o4
Do mock tests
One 2.8% 4.3% 19.9% 32.7% 40.3%
Multi 2.3% 1.2% 16.9% 35.5% 44.2% '
Mark. correct and give feedback using exam band scores
One 1.4% 6.6% 12.8% 33.2% 46.0%
Multi 1.2% 2.9% 12.2% 33.1% 50.6% s
Review answers to mock tests
One 2.4% 5.2% 16.6% 37.0% 38.9% 0.117
Multi 2.9% 6% 15.1% 37.2% 44.2%
Familiarise students with exam content
One 0.9% 0.0% 11.4% 22.7% 64.9%
Multi 0.6% 3.5% 5.2% 20.3% 70.3% 0015
Discuss test procedures with students
One 9% 2.8% 10.0% 27.0% 59.2%
Multi 6% 0% 12.2% 20.3% 66.9% 0.087
Encourage revision for the exam
One 3.3% 1.4% 9.5% 25.6% 60.2% 0378
Multi 6% 6% 10.5% 26.7% 61.6%

5.8 Teaching Strategies

5.8.1 Feedback

Most of teachers teaching only one-exam classes gave feedback to students because they
regarded by far as extremely important factor the fact that feedback helps students when they
do not understand (70.9%). Another reason which was considered also extremely important
to give feedback in one-exam classes, was the fact that feedback helps students with the
exam (56.7%). Also, many teachers give feedback in order to check students’ difficulties

(53.7%) and provide students with information on the exam (50.7%) (Table 5.28).
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Table 5.28: Reasons for providing feedback in one-exam classes

Reasons for Not at all Not very  Somewhat Very Extremely
providing feedback important important important important important

Help students with the

- 1.5% 4.5% 37.3% 56.7%
exam
Help students when
- 0.7% - 28.4% 70.9%
they do not understand
Promote language
) - 2.2% 3.0% 49.3% 45.5%
learning
Involve students in the
0.7% 1.5% 9.7% 40.3% 47.8%
lesson
Check students’
o 1.5% 2.2% 3.0% 39.6% 53.7%
difficulties
Check students’
) 1.5% 4.5% 25.4% 37.3% 31.3%
attention
Check students’
) 1.5% 0.7% 1.5% 47.8% 48.5%
understanding
Provide students with
information on the - 3.7% 10.4% 35.1% 50.7%

exam

The majority of teachers teaching only multi-exam classes answered that they considered of
extreme importance to provide feedback to students in order to help them when they do not
understand (74.4%). Multi-exam teachers also provide feedback because they find extremely
important the fact that feedback helps them to check students’ difficulties (68.4%) and
understanding (67.4%). Other reasons for providing feedback in multi-exam classes are to

promote language learning (63.2%) and involve students in the class (62.1%) (Table 5.29).

Table 5.29: Reasons for providing feedback in multi-exam classes

Reasons for Not at all Not very  Somewhat Very Extremely

providing feedback important important important important important

Help students with the
6.3% 35.8% 57.9%
exam

Help students when
25.3% 74.7%
they do not understand
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Promote language

) 1.1% 35.8% 63.2%
learning
Involve students in the
3.2% 34.7% 62.1%
lesson
Check students’
o 31.6% 68.4%
difficulties
Check students’
) 1.1% 1.1% 10.5% 46.3% 41.1%
attention
Check students’
) 2.1% 30.5% 67.4%
understanding
Provide students with
information on the 4.2% 36.8% 58.9%

exam

67.5% of teachers who teach in one-exam classes and 75.3% of them teaching in multi-

exam classes consider as first extremely important reason to give feedback in the class the

fact that, in that way, students will be helped when they do not understand The next important

factors differentiate between groups; 66,2% of teachers teaching in one-exam classes find

also extremely important the fact that with feedback they can check students’ difficulties and

62.3% of them that feedback promotes language learning. Teachers teaching multi-exam

classes though find extremely important the fact that feedback promotes language learning

and the fact that it checks students’ understanding, follows in preference (66.2% and 64.9%

respectively) (Tables 5.30 and 5.31).

Table 5.30: Reasons for providing feedback in one-exam classes for teachers teaching in both

one and multi-exam classes

Reasons for Not at all Not very  Somewhat Very Extremely
providing feedback important important important important important
Help students with the

3.9% 2.6% 6.5% 41.6% 45.5%
exam
Help students when

3.9% 1.3% 1.3% 26.0% 67.5%
they do not understand
Promote language

) 3.9% 3.9% 2.6% 27.3% 62.3%

learning
Involve students in the

3.9% 1.3% 2.6% 39.0% 53.2%

lesson
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Check students’

o 3.9% 1.3% 36.4% 58.4%
difficulties
Check students’

) 3.9% 13.0% 13.0% 44.2% 26.0%
attention
Check students’

) 3.9% 1.3% 2.6% 26.0% 66.2%

understanding
Provide students with
information on the 5.2% 1.3% 11.7% 35.1% 46.8%

exam

Table 5.31: Reasons for providing feedback in multi-exam classes for teachers teaching in

both one and multi-exam classes

Reasons for Not at all Notvery  Somewhat Very Extremely

providing feedback important important important important important

Help students with the

3.9% 1.3% 15.6% 35.1% 44.2%
exam
Help students when
3.9% 1.3% 19.5% 75.3%
they do not understand
Promote language
] 3.9% 3.9% 2.6% 23.4% 66.2%
learning
Involve students in the
3.9% 1.3% 1.3% 42 9% 50.6%
lesson
Check students’
o 3.9% 1.3% 1.3% 36.4% 57.1%
difficulties
Check students’
) 3.9% 11.7% 7.8% 42.9% 33.8%
attention
Check students’
) 3.9% 2.6% 2.6% 26.0% 64.9%
understanding
Provide students with
information on the 3.9% 1.3% 18.2% 31.2% 45.5%

exam

Comparisons between one- and multi-exam classes on feedback (Table 5.12) show not any

statistical significant difference in how much important teachers consider different reasons

to use feedback, except for checking student’s attention which was chosen as more important

for teachers of multi-exam classes than teachers of one-exam classes (P=0.026). Major

reason is, according to almost 70% of teachers, no matter the type of class they teach, to help
208



students when they do not understand, via feedback and check students’ understanding and
difficulties. Exam factors are considered more than 50% extremely important in both groups showing

an exam influence to some extent (Table 5.32).

Table 5.32: Exam classes (one and multi) versus feedback, p-value (statistically significant
<0.05)

Exam Not at all Not very Somewhat Very Extremely p-

classes important important important important important value

Help students with the exams

One 1.4% 1.9% 5.2% 38.9% 52.6%
Multi 1.7% 6% 10.5% 35.5% 51.7% 0280
Help students when they do not understand
One 1.4% 9% 5% 27.5% 69.7% 0.684
Multi 1.7% 6% 0% 22.7% 75.0%
Promote language learning
One 1.4% 2.8% 2.8% 41.2% 51.7%
Multi 2.3% 1.7% 1.2% 30.2% 64.5% 0088
Involve students in the lesson
One 1.9% 1.4% 7.1% 39.8% 49.8% 0.199
Multi 1.7% 6% 2.3% 38.4% 57.0%
Check students’ difficulties
One 2.4% 1.9% 1.9% 38.4% 55.5%
Multi 1.7% 6% 6% 33.7% 63.4% 0372
Check students’ attention
One 2.4% 7.6% 20.9% 39.8% 29.4%
Multi 2.3% 5.8% 9.3% 44.8% 37.8% 0.026
Check students’ understanding
One 2.4% 9% 1.9% 39.8% 55.0% 0213
Multi 1.7% 1.2% 2.3% 28.5% 66.3%
Provide students with information on the exam
One 1.9% 2.8% 10.9% 35.1% 49.3%
Multi 1.7% 6% 10.5% 34.3% 52.9% 0568

5.8.2 Use of Greek
Teachers teaching only one-exam classes find extremely important to use Greek in exam

preparation classes when they realize that students do not understand because of their level
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(39.6%). The use of Greek is very important when teachers need to explain things (31.3%)
and give feedback (30.6%). The use of Greek is of somewhat importance when teachers
teach students something new (29.9%) and help students with certain activities or tasks
(28.4%). Teachers in one-exam classes do not find at all important to use Greek when they
provide examples to students (31.3%) and when they correct students (29.1%) (Table 5.33).

Table 5.33: Use of Greek in one-exam classes

Use of Greek Not at all Notvery  Somewhat Very Extremely

important important important important  important

Explain things 13.4% 16.4% 22.4% 31.3% 16.4%
Provide examples 31.3% 23.1% 17.9% 19.4% 8.2%
Help students with

certain activities or 18.7% 14.2% 28.4% 28.4% 10.4%
tasks

Give feedback 17.9% 20.1% 19.4% 30.6% 11.9%
Correct students 29.1% 20.1% 19.4% 20.1% 11.2%

Teach students
) 19.4% 17.2% 29.9% 20.9% 12.7%
something new

Realise that students
do not understand 7.5% 8.2% 17.9% 26.9% 39.6%

because of their level

Almost half of teachers find extremely important to the highest degree to use Greek when
they teach only multi-exam classes when they realize that students do not understand because
of their level (50.2%). It is very important for teachers teaching only multi-exam classes to
use Greek in order to explain things (27.4%). Teachers find the use Greek of somewhat
importance in order to teach students something new (29.5%) and help students with certain
activities or tasks (28.4%). Nearly a third of teachers do not find the use of Greek important
when they provide examples (27.4%) and correct students (27.4%) (Table 5.34).

Table 5.34: Use of Greek in multi-exam classes

Use of Greek Not at all Not very  Somewhat Very Extremely
important important important important important

Explain things 15.8% 20.0% 14.7% 27.4% 22.1%

Provide examples 27.4% 23.2% 21.1% 24.2% 4.2%
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Help students with

certain activities or 11.6% 16.8% 28.4% 25.3% 17.9%
tasks

Give feedback 21.1% 12.6% 22.1% 23.2% 21.1%
Correct students 27.4% 16.8% 27.4% 22.1% 6.3%

Teach students
) 22.1% 7.4% 29.5% 22.1% 18.9%
something new

Realise that students
do not understand 4.2% 2.1% 21.1% 22.1% 50.5%

because of their level

As for teachers who teach exclusively in one- or in multi-exam classes, most of teachers
teaching both types of classes use Greek in both one- and multi-exam classes when they
realize that students do not understand because of their level (45.5% one-exam and 40.3%
multi-exam respectively). Teachers who teach both classes find very important to use Greek
in order to explain things (22.1%) while in multi-exam classes is of somewhat importance
(32.5%). When teachers teach multi-exam classes they find very important that the use of
Greek can help students with certain activities and tasks (26%) while when they teach one-
exam classes it is of somewhat importance (29.9%). Again, for these teachers it is not
important at all the use of Greek to provide examples to students in both classes (40.3% one-
exam class and 37.7% multi-exam class) or to correct students (32.5% and 23.4%
respectively (Table 5.35 and 5.36).

Table 5.35: Use of Greek in one-exam classes for teachers teaching in both one and multi-

exam classes

Use of Greek Not at all Not very  Somewhat Very Extremely

important important important important important

Explain things 18.2% 24.7% 22.1% 22.1% 13.0%
Provide examples 40.3% 31.2% 16.9% 9.1% 2.6%
Help students with

certain activities or 27.3% 16.9% 29.9% 19.5% 6.5%
tasks

Give feedback 28.6% 20.8% 23.4% 19.5% 7.8%
Correct students 32.5% 37.7% 13.0% 13.0% 3.9%

Teach students
. 22.1% 24.7% 28.6% 19.5% 5.2%
something new
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Realise that students
do not understand 5.2% 15.6% 15.6% 18.2% 45.5%

because of their level

Table 5.36: Use of Greek in multi-exam classes for teachers teaching in both one and multi-

exam classes

Use of Greek Not at all Not very  Somewhat Very Extremely
important important important important important

Explain things 14.3% 19.5% 32.5% 22.1% 11.7%
Provide examples 37.7% 28.6% 14.3% 13.0% 6.5%
Help students with
certain activities or 15.6% 28.6% 22.1% 26.0% 7.8%
tasks
Give feedback 19.5% 39.0% 19.5% 15.6% 6.5%
Correct students 23.4% 49.4% 7.8% 11.7% 7.8%
Teach students
something new 22.1% 28.6% 24.7% 10.4% 14.3%
Realise that
students do not

5.2% 18.2% 10.4% 26.0% 40.3%

understand because

of their level

Despite the fact that some factors were considered important to a different extent for teachers
teaching in one- , multi- or both-exam classes, the comparison between one- and multi-exam
classes, conducted when all questioners were gathered together, did not show any statistical
significant difference regarding the use of Greek in exam preparation classes. Thus,
comparisons between one- and multi-exam classes on the use of Greek (Table 5.37) show
that teachers of both classes consider extremely important to use Greek when they realize
that students do not understand because of their level (41.7% one-exam class and 45.9%
multi-exam class respectively). Nevertheless, for both types of classes the use of Greek to
provide examples is of not at all importance according to the teachers (34.6% one-exam class
and 32% multi-exam class). There is a differentiation of importance in other factors such as
teachers in one-exam class consider the use of Greek helpful to explain things very important
(28.0%) while teachers in multi-exam class find very important that the use of Greek helps

students with certain activities and tasks (25.6%).
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Table 5.37: Exam classes (one and multi) versus use of Greek, p-value (statistically significant
<0.05)

Exam Not at all Not very Somewhat Very Extremely p-

classes important important important important important value

Explain things

One 15.2% 19.4% 22.3% 28.0% 15.2%
Multi 15.1% 19.8% 22.7% 25.0% 17.4% '
Provide examples
One 34.6% 26.1% 17.5% 15.6% 6.2%
Multi 32.0% 25.6% 18.0% 19.2% 5.2% proz
Help students with certain activities or tasks
One 21.8% 15.2% 28.9% 25.1% 9.0% 0.082
Multi 13.4% 22.1% 25.6% 25.6% 13.4%
Give feedback
One 21.8% 20.4% 20.9% 26.5% 10.4%
Multi 20.3% 24.4% 20.9% 19.8% 14.5% 0414
Correct students
One 30.3% 26.5% 17.1% 17.5% 8.5%
Multi 25.6% 31.4% 18.6% 17.4% 7.0% 0744
Teach students something new
One 20.4% 19.9% 29.4% 20.4% 10.0%
Multi 22.1% 16.9% 27.3% 16.9% 16.9% 0305
Realize that students do not understand because of their level

One 6.6% 10.9% 17.1% 23.7% 41.7%

Multi 4.7% 9.3% 16.3% 23.8% 45.9% 089
5.8.3 Stress

Teachers who teach only one-exam classes strongly agree that parents’ pressure for success
in the exams is what causes stress in exam preparation classes (48.5%). However, teachers
of one-exam classes agree that stress is caused by the difficulty of activities and tasks that
students are obliged to do (45.5%), social factors (40.3%) and the fact that the exam

classes are intensive classes (40.3%) (Table 5.38).
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Table 5.38: Causes of stress in one-exam classes

Causes of stress Strongly Disagree Neutral Agree Strongly
disagree agree

The fact that exam

classes are intensive 6.7% 11.9% 26.1% 40.3% 14.9%
classes
The types of activities
4.5% 21.6% 44.0% 26.1% 3.7%
students do
The types of tasks
3.7% 20.1% 46.3% 26.1% 3.7%
students do
The difficulty of
o 3.0% 8.2% 24.6% 45.5% 18.7%
activities and tasks
Parents’ pressure for
3.0% 11.9% 36.6% 48.5%
success
Social factors 0.7% 5.2% 17.2% 40.3% 36.6%
Students sitting for
20.9% 25.4% 22.4% 23.1% 8.2%

only one exam

Teachers who teach only multi-exam classes strongly agree (54.7%) that a cause of stress
for students of multi-exam classes is the parents’ pressure for success. Other frequently
mentioned causes of stress are social factors, (40.0% strongly agree), the fact that exam
classes are intensive classes (45.3% agree) and the difficulty of activities and tasks (45.3%
agree). Teachers of multi-exam classes also agree the types of tasks students do in the class

(43.2%) cause stress in multi-exam classes (Table 5.39).

Table 5.39: Causes of stress in multi-exam classes

Causes of stress Strongly Disagree Neutral Agree Strongly

disagree agree

The fact that exam

classes are intensive 1.1% 7.4% 20.0% 45.3% 26.3%
classes
The types of activities

2.1% 15.8% 34.7% 35.8% 11.6%

students do

The types of tasks
3.2% 15.8% 28.4% 43.2% 9.5%
students do
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The difficulty of

o 2.1% 3.2% 23.2% 45.3% 26.3%

activities and tasks
Parents’ pressure for

1.1% 11.6% 32.6% 54.7%
success
Social factors 2.1% 14.7% 43.2% 40.0%
Students sitting for

7.4% 3.2% 24.2% 35.8% 29.5%

more than two exams

Teachers teaching both types of classes differentiate regarding the cause of stress in each
type of class. In one-exam classes teachers strongly agree that parents’ pressure cause stress
(51.9%) while in multi-exam classes teachers strongly agree that social factors cause stress
(41.6%). However, for one-exam classes the next most important factor that teachers
strongly agree is the social factors (41.6%) and for multi-exam classes parent’s pressure for

success (39.0%). Teachers for both types of classes agree that the difficulty of activities and

tasks is another factor that causes stress (57.1% both classes) (Table 5.40 and 5.41).

Table 5.40: Causes of stress in one-exam classes for teachers teaching in both one and multi-

exam classes

Causes of stress Strongly Disagree Neutral Agree Strongly
disagree agree
The fact that exam
classes are intensive 3.9% 5.2% 23.4% 41.6% 26.0%
classes
The types of
o 7.8% 19.5% 48.1% 18.2% 6.5%
activities students do
The types of tasks
7.8% 18.2% 49.4% 18.2% 6.5%
students do
The difficulty of
o 3.9% 7.8% 24.7% 57.1% 6.5%
activities and tasks
Parents’ pressure for
3.9% 1.3% 11.7% 31.2% 51.9%
success
Social factors 3.9% 2.6% 11.7% 40.3% 41.6%
Students sitting for
11.7% 24.7% 19.5% 20.8% 23.4%

only one exam
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Table 5.41: Causes of stress in multi-exam classes for teachers teaching in both one and

multi-exam classes

Causes of stress Strongly Disagree Neutral Agree Strongly

disagree agree

The fact that exam

classes are intensive 2.6% 6.5% 22.1% 31.2% 37.7%
classes
The types of
o 5.2% 13.0% 35.1% 31.2% 15.6%
activities students do
The types of tasks
5.2% 13.0% 37.7% 31.2% 13.0%
students do
The difficulty of
o 2.6% 9.1% 15.6% 57.1% 15.6%
activities and tasks
Parents’ pressure for
2.6% 2.6% 16.9% 39.0% 39.0%
success
Social factors 2.6% 5.2% 13.0% 37.7% 41.6%
Students sitting for
6.5% 11.7% 37.7% 22.1% 22.1%

more than two exams

Comparisons between one-exam and multi-exam classes show that many teachers from both
groups strongly agree that parents’ pressure for success (49.8% one-exam classes and 47.7%
multi-exam-classes) and that social factors such as financial and family problems (38.4%
one-exam classes and 40.7%) cause stress in exam preparation classes. Teachers of both
classes also agree that the difficulty of the activities and tasks students do cause stress (49.8%
one-exam classes and 50.6%). However, it was shown that there was statistically significant
difference results for some factors between teachers of each group. For example, more
teachers in multi-exam classes strongly agree that the fact that the exam classes are intensive
cause stress (31.4%) comparing to teachers of one-exam classes (19%). Also, multi-exam
classes’ teachers are more convinced that the types of activities and tasks students do cause

stress rather than one-exam classes’ teachers (P<0.001) (Table 5.42).
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Table 5.42: Exam classes (one and multi) versus causes of stress, p-value (statistically

significant <0.05)
Exam Strongl Strongl -
classes disag Sez Disagree Neutral Agree ag rege ' Salue
The fact that exam classes are intensive classes
One 5.7% 9.5% 25.1% 40.8% 19.0%
Multi 1.7% 7.0% 20.9% 39.0% 31.4% ‘&
The types of activities students do
One 57% 20.9% 45.5% 23.2% 4.7%
Multi 3.5% 14.5% 34.9% 33.7% 13.4% ol
The types of tasks students do
One 5.2% 19.4% 47.4% 23.2% 4.7%
Multi 4.1% 14.5% 32.6% 37.8% 11.0% 0.001
The difficulty of activities and tasks
One 3.3% 8.1% 24.6% 49.8% 14.2%
Multi 2.3% 5.8% 19.8% 50.6% 21.5% 0298
Parents’ pressure for success
One 1.4% 2.4% 11.8% 34.6% 49.8%
Multi 1.7% 1.2% 14.0% 35.5% 47.7% 0.870
Social factors (e.g state school hours of working, financial problems,
family problems)
One 1.9% 4.3% 15.2% 40.3% 38.4%
Multi 2.3% 2.3% 14.0% 40.7% 40.7% oot

5.8.4 Group/Pair Work

The last question of the questionnaire referred to group/pair work and the factors that
influence teachers use them in exam preparation classes. Almost all the factors mentioned
in the questionnaire are considered important for teachers teaching only one-exam classes.
Thus, teachers use group/pair work in one-exam classes in order to motivate students
(56.0%) and make students participate in the class (53.0%). It is extremely important also
that group/pair work maintain students’ attention (50.7%) and make the lesson more
interesting (50.0%). However, the number of students is of somewhat importance when

teachers use group/pair work in one-exam classes (35.8%) (Table 5.43).
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Table 5.43: Importance of factors when using group/pair work in one-exam classes

Factors when using Notatall Notvery  Somewhat Very Extremely
group/pair work important important important important important
Students’ participation 0.7% 1.5% 3.0% 41.8% 53.0%
Students’ motivation 0.7% 3.7% 39.6% 56.0%
Students’
] 1.5% 9.0% 41.8% 47.8%
collaboration
Students practising for
5.2% 19.4% 38.1% 37.3%
the exam
Making lessons more
) i 2.2% 6.7% 41.0% 50.0%
interesting
Making lessons more
3.7% 16.4% 37.3% 42.5%
fun
Making lessons less
o 3.7% 17.2% 38.1% 41.0%
routinised
Maintaining students’
) 1.5% 9.0% 38.8% 50.7%
attention
Number of students 0.7% 7.5% 35.8% 29.1% 26.9%

Most of the factors mentioned in the questionnaire are considered extremely important when
teachers use group/pair work when they teach only multi-exam classes. This is similar to
teachers teaching only one-exam classes. The two factors which teachers consider extremely
important when they use group/pair work are students’ motivation (67.4%) and students’
participation (65.3%). Teachers also find extremely important that group/pair work maintain
students’ attention (58.9%), make the lesson more interesting (57.9%) and help students to
collaborate (57.9%). The number of students (45.3%) is a very important factor for teachers

teaching only multi-exam classes and the number of exams is of somewhat importance

(34.7%) (Table 5.44).

Table 5.44: Importance of factors when using group/pair work in multi-exam classes

Factors when using Not at all Not very  Somewhat Very Extremely
group/pair work important important important important important
Students’

L 2.1% 32.6% 65.3%
participation
Students’ motivation 32.6% 67.4%
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Students’

] 6.3% 35.8% 57.9%
collaboration
Students practicing
1.1% 12.6% 45.3% 41.1%
for the exam
Making lessons more
) i 1.1% 6.3% 34.7% 57.9%
interesting
Making lessons more
1.1% 6.3% 40.0% 52.6%
fun
Maintaining students’
) 4.2% 36.8% 58.9%
attention
Number of students 2.1% 6.3% 22.1% 45.3% 24.2%
Number of exams 9.5% 9.5% 34.7% 29.5% 16.8%

Almost all the factors mentioned in the questionnaire are considered important when
teachers use group/pair work and teach both classes. Teachers teaching both classes consider
students’ participation (66.2%) and students’ motivation (64.9%) of extreme importance
when they teach one-exam classes. However, they consider students’ collaboration (71.4%)
and students’ motivation (70.1%) extremely important when they teach multi-exam classes.
The next more important factors for one-exam classes are student’s collaboration (63.6%)
and making the lesson more interesting (62.3%). Other factors of extreme importance in
multi-exam classes are making the lesson ore interesting (67.5%) and students’ participation
(66.2%). So, teachers consider the same factors when they use group/pair work in both
classes but to a different degree of importance. The factor regarding the exam influence is
considered very important for teachers of both classes (45.5% one-exam class and 41.6%

multi-exam class).

Table 5.45: Importance of factors when using group/pair work in one-exam classes for

teachers teaching in both one and multi-exam classes

Factors when using Not at all Not very  Somewhat Very Extremely
group/pair work important important important important  important
Students’

L 5.2% 3.9% 24.7% 66.2%
participation
Students’ motivation 5.2% 5.2% 24.7% 64.9%
Students’

5.2% 1.3% 3.9% 26.0% 63.6%

collaboration

219



Students practicing

3.9% 5.2% 7.8% 45.5% 37.7%
for the exam
Making lessons more
) i 5.2% 2.6% 29.9% 62.3%
interesting
Making lessons more
5.2% 5.2% 33.8% 55.8%
fun
Making lessons less
o 5.2% 9.1% 26.0% 59.7%
routinised
Maintaining students’
) 3.9% 2.6% 36.4% 57.1%
attention
Number of students 10.4% 10.4% 20.8% 33.8% 24.7%

Table 5.46: Importance of factors when using group/pair work in multi-exam classes for
teachers teaching in both one and multi-exam classes

Factors when Not at all Notvery  Somewhat Very Extremely
using group/pair important important important important important
work
Students’
o 5.2% 1.3% 5.2% 22.1% 66.2%
participation
Students’
o 3.9% 1.3% 2.6% 22.1% 70.1%
motivation
Students’
] 3.9% 1.3% 6.5% 16.9% 71.4%
collaboration
Students practicing
2.6% 9.1% 7.8% 41.6% 39.0%
for the exam
Making lessons
) ) 3.9% 1.3% 2.6% 24.7% 67.5%
more interesting
Making lessons
3.9% 2.6% 7.8% 26.0% 59.7%
more fun
Maintaining
) 3.9% 1.3% 3.9% 27.3% 63.6%
students’ attention
Number of students 7.8% 3.9% 7.8% 36.4% 44.2%
Number of exams 7.8% 9.1% 22.1% 28.6% 32.5%

Comparisons between the two types of classes show that teachers use group/pair work for
most of the factors which the questionnaire includes. The two of extreme importance though
for both types of classes are students’ motivation (59.2% one-exam classes and 68.6% multi-
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exam classes) and students’ participation (57.8% one-exam classes and 65.7% multi-exam
classes). The exam factor is very important for both types of classes (40.8% one-exam class
and 43.6% multi-exam class). The number of students is considered to influence more the

group/pair work for teachers teaching in a multi-exam class.

Table 5.47: Exam classes (one and multi) versus pair/group work, p-value statistically

significant <0.05)
Exam Not at all Not very Somewhat Very Extremely p-
classes important important important important important value
Students’ participation
One 2.4% 9% 3.3% 35.5% 57.8% 0583
Multi 2.3% 6% 3.5% 27.9% 65.7%
Students’ motivation
One 1.9% 0.5% 4.3% 34.1% 59.2%
Multi 1.7% 0.6% 1.2% 27.9% 68.6% 0.224
Students’ collaboration
One 1.9% 1.4% 7.1% 36.0% 53.6% 0318
Multi 1.7% 0.6% 6.4% 27.3% 64.0%
Students practicing for the exam
One 1.4% 5.2% 15.2% 40.8% 37.4%
Multi 1.2% 4.7% 10.5% 43.6% 40.1% 072
Making lessons more interesting
One 1.9% 1.4% 5.2% 37.0% 54.5% 0.670
Multi 1.7% 1.2% 4.7% 30.2% 62.2%
Making lessons more fun
One 1.9% 2.4% 12.3% 36.0% 47.4%
Multi 1.7% 1.7% 7.0% 33.7% 55.8% 0958
Maintaining students’ attention
One 1.4% 0.9% 6.6% 37.9% 53.1% 0527
Multi 1.7% 0.6% 4.1% 32.6% 61.0%
Number of students
One 4.3% 8.5% 30.3% 30.8% 26.1%
Multi 4.7% 5.2% 15.7% 41.3% 33.1% 0.008
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5.9 Summary

It can be seen from the findings of the teacher questionnaire that most teachers prepare
students for one exam since the vast majority of teachers teach one-exam classes. However,
the findings show that a great number of teachers teach multi-exam classes and both types
of classes as well. The results show that teachers choose one-exam classes whether they
teach only one exam or both types of classes because of the level of the students, the format
of the exam and the time availability. However, teachers who teach only one-exam classes
believe that these classes increase chances for success whereas teachers who teach both type
of classes consider that one-exam classes are easy going classes. The most likely explanation
for this is that teaching both types of classes entails more work and preparation so this is the
reason why teachers consider one-exam classes easy going ones. Teachers teaching only
multi-exam classes consider them to provide chances for success reasonably because of the
variety of exams while teachers who teach both classes believe that multi-exam classes entail
more work for both teachers and students. Teachers who teach both classes seem to compare
them and conclude that one-exam classes are easy going classes while multi-exam classes

are more demanding.

Questionnaire responses showed why teachers do tasks and activities in their exam
preparation classes. The factors that influence teachers when they use tasks in exam
preparation classes differ between one- and multi-exam classes. In one-exam classes
teachers use tasks because they encourage students to participate in the lesson whereas in
multi-exam classes teachers believe that tasks make the lesson more interesting. This is an
indication that teachers use tasks for different reasons depending on the type of class. In one-
exam class tasks help teachers to make students participate may be because they lose their
interest more easily. In multi-exam class though teachers may find the lessons boring and by
doing tasks can make it interesting. Teachers are influenced in both types of classes by exams
when they do tasks and to some extent by the coursebook, too (see section 5.6.1).

Nevertheless, the factors that influence activities are the same between both types of classes.
According to the teachers, activities motivate students to participate in the lesson. There is a
great influence of exams on activities in both types of classes. It seems that there is a stronger
exam influence on activities rather than tasks in both types of classes. Another reason why
teachers choose activities in both types of classes is because they promote language learning.
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This means that teachers do activities not only because of the exams but taking into

consideration other factors related to students and language learning (see section 5.6.2).

Needless to say that teachers in exam preparation classes use exam-related activities with
the most common ones being that teachers familiarize students with exam content, discuss
test procedures with students and encourage revision of the exams. Teachers do so mainly
because they want to prepare students properly for the exams, help them and familiarize
students with the exams. The use of exam-related activities indicates the exam influence on
teachers who adopt such activities in order to make students succeed in the exams (see

section 5.7).

Teachers’ feedback provided several insights into the factors that influence teaching
strategies in exam preparation classes. Mainly students’ factors influence teachers in both
types of classes when they provide feedback to students. The majority of teachers in both
one-exam and multi-exam classes use feedback because they believe that it helps students
when they do not understand. Teachers also use feedback in exam classes because it helps
them to check students’ difficulties and understanding. There is a washback effect to some
extent on feedback since more than half of teachers believe that feedback helps students with

the exams and provides information on the exams (see section 5.8.1).

Teachers use Greek in the exam preparation classes of both types mainly when they realise
that students do not understand. However, in one-exam classes teachers also use Greek to
explain things to students while in multi-exam classes to help students in certain activities
or tasks. This might link with the level of the students of one-exam classes since the level of

the students is the main factor that teachers form one-exam classes (see section 5.8.2).

The study highlighted the fact that parents’ pressure for success is the major factor that
causes stress in exam preparation classes of both types of classes. This is connected with
exams since parents press teachers to make students succeed in the exams regardless the
time, their abilities and progress throughout the year. Social factors cause stress in both exam
preparation classes and this is related to the economic situation in Greece. The difficulty of
activities and tasks which are influenced by the exams, as the questionnaire showed, also
cause stress in both exam preparation classes. However, it is also stressful according to the

teachers teaching multi-exam classes the fact that the exam preparation classes are intensive
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classes and therefore there is not enough time to prepare students properly for the exams (see
section 5.8.3).

The questionnaire results showed that teachers of both one- and multi-exam classes do
group/pair work because it increases students’ motivation and participation. Teachers also
believe that group/pair work makes the lesson more interesting and helps students to
collaborate. Teachers also do group/pair work in order to practice for the exams. Exams are
not of extreme importance comparing to students’ motivation and participation but teachers

take them into consideration (see section 5.8.4).

Various factors can influence both the tasks and the activities and the teaching strategies
teachers use in exam preparation classes. Findings from the questionnaire conclude that these
factors differentiate between one-exam and multi-exam classes. Not only exam factors but
also students’ and teachers’ factors as well as social ones can influence teachers’ choices

regarding teaching practices.

This chapter has analyzed the teacher questionnaires. The other study that was carried out in
the current research was a case study which shaped teachers’ questionnaire. The next chapter
will analyze the findings of both the case study and teachers’ views as expressed in the

teacher questionnaire and discuss the research topics from their perspective.
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CHAPTER 6: DISCUSSION

6.1 Introduction

This chapter synthesizes the findings presented in the previous chapters (Chapters 4 and 5)
to establish their connection to the relevant washback studies and models articulated by
notable scholars in the field (see Chapter 2) and the research questions guiding this study,
especially the washback effect on teaching practices (see Section 3.3). The case study
consisted of an investigation into the teaching practices used by teachers in multi-exam
preparation classes, the washback effect on teaching practices and the factors that influence
teachers’ choices beyond exams. To that end, an one-exam class and a multi-exam class,
administered by the same teachers were comparatively examined. The research methods
employed in the case study were interviews, classroom observations and follow-up

interviews.

The results of the case study, which were detailed in Chapter Four, tackled the first research
question: what kind of teaching practices do teachers use in multi-exam classes? Are there
any differences between the first and second term? The question was split into sub-questions
which addressed the content of the exam classes under scrutiny, the relevant activities and
tasks as well as the teaching practices adopted in each. All these were approached in a
comparative manner to determine points of convergence and divergence between different
terms and types of classes. Moreover, Chapter Four grappled with the second major question
of this thesis, which involved the investigation and delineation of the nature and scope of
washback effect on teachers’ teaching practices in multi-exam classes. This question further
regarded the following aspects of teaching: (i) the content of the exam-preparation classes
with a focus on in-class activities and tasks, (ii) the teaching strategies employed by teachers,
such as the use of L1 vs. L2, (iii) organizational patterns and work mode, (iv) feedback and
class atmosphere. Crucially, the adopted teaching strategies were investigated not in
isolation but in relation to class content, classroom management and teachers’ attitudes
towards multi-exams classes (see Chapter Three). Teachers’ beliefs in B2 level exam classes,
both multi-exam and one-exam, were discussed taking into consideration not only the results
from the case study (see Chapter Four) but also the results from the questionnaire (see
Chapter Five).
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This chapter brings all the aforementioned aspects together to allow for critical observations
and conclusions to emerge. The discussion is, therefore, organized around the washback
effect of multi-exam classes on all the above. An enquiry into teachers’ criteria in selecting
tasks and activities, as well the concomitant teaching strategies that emerge is further
conducted to determine the extent to which these deviate between the two types of classes
and the two terms of the school year. The nature, type and scope of the washback observed
in this study is further elaborated upon. The last part of this chapter concerns the diverse set
of factors that influence teachers’ teaching practices in exam preparation classes apart from

washback.

6.2 Washback on the content of the class

This section reports on the findings the study rendered on exam washback on materials,
skills, tasks and activities in both one-and-multi-exam classes.

6.2.1 Content of exam classes: materials used

Materials can be the subject of negative washback inasmuch as exams can narrow down the
curriculum thus restricting teachers’ choices of content (Ren, 2011; Smith, 1991) and putting
pressure on them to cover the exam material. As seen in Chapter Four, teachers depend
heavily on course books especially during the first term (Section 4.2). This trend is more
pronounced in the multi-exam class. On the other hand, the use of teacher-made or student-
made material is more prominent in the one-exam classes that follow the exam format which

asks students to prepare their own materials (logbook) (see Section 4.2).

Findings of the study at hand suggest that the use of exam-oriented course books is
engendered by the desire to ‘please the parents’ (Section 4.3) who demand that the whole
course books is taught within the school year (Section 4.3). Consequently, this practice does
not seem to originate in the requirements of the exam but can be traced to the interests or
pressure exerted by one of the stakeholders, i.e. parents. These believe that the course book
selected by the teacher should pay off. Although not directly linked to exam influence,
stakeholders’ demands, such as parents’ opinion, therefore, seem to impact on the material
used for instruction. In her washback model, Tsagari (2009) also observes a correlation
between exam and the local community, of which parents are a part. This is a serious

restriction imposed on teachers, who admit that they could have chosen more effective

226



additional material if they were not pressurized into covering everything in the course book

or they were not influenced by the exams (Section 4.2).

Within this context, exams limit the teaching materials that can be used in class forcing
teachers to select coursebooks that closely reflect the examination. This study verifies the
above-mentioned findings noted by scholars Lam (1993), Hamp-Lyons (1996, 1998),
Hawkey (2004) and Watanabe (1996). Exam influence in combination with parents’
demands can seriously restrict teachers’ creativity while also imposing a limit on teachers’
feelings and experimentation with what could possibly work better for each individual class.
The study carried out by Shohamy et al. (1996) also saw teachers suppressing their creativity
in order to teach to the exam. This is not necessarily the case, however, in multi-exam
classes, which, as opposed to one-exam classes, are not oriented towards one specific type
of exam, especially during the first term. Rather, the use of a general B2 level course book
may be more effective allowing more focus on language learning. In such a context, students

are taught a variety of activities and tasks and thus reflect the real use of language.

Moreover, to compensate for any potential shortcomings of the course book, teachers can
use additional materials. However, the main criterion for the selection of these materials
appears again to be exam- related (i.e. coverage of exam practice), as supported by Watanabe
(1996), Al-Jamal and Ghady (2008) and Tsagari (2009) (see Chapter Two). Selection of
supplementary materials, therefore, tallies with the general tendency to cover material that
rehearse exam format and exam-related language skills, reinforcing exam impact on material
and syllabus. An indicative example of this tendency in one-exam class is when students are

asked to prepare a reader of their choice as required by the relevant exam (see section 4.2).

Last but not least, it was found that both one-exam and multi-exam classes heavily use past
exam papers during the second term (Section 4.3.1 and 4.3.2) in an effort to improve
students’ time management skills in completing the exam. As a matter of fact, washback is
more evident in the use of this type of materials than in any other previously mentioned. The
main aim is for students to be exposed to the actual exam as much as possible, as it is
generally believed that in so doing, they will be better prepared for the actual exam. Thus,
as exams approach, the washback effect on materials becomes increasingly more evident.
This is in line with the results of previous studies on washback (Wall and Alderson, 1993;
Cheng, 1997; Saif, 2006; Azadi and Gholami, 2013; Aftab et al, 2014).

227



As evidenced in Azadi and Gholami (2013), as well as Aftab et al. (2014), washback on
material is evident on two levels: (i) the choice and adaptation of in-class material and course
books, which are seen to reflect the content and skills of the relevant exam and (ii) the
pressure to cover the textbook in its entirety The extensive use of past examination papers
as practice materials, particularly in the second term, further supports exam washback. These
findings are confirmed by previous research on washback (Azadi and Gholami, 2013; Aftab
et al, 2014). However, the present study indicated that, apart from the exam itself, parents
also play an important role in the teachers’ choice to follow the textbook faithfully and
without exception (Section 4.2). In light of the documented loyalty to the exam, it becomes
evident that the type of exam towards which each class is oriented to a great extent
determines the quality of supplemental materials used. In the case of the TIE exam in the
one-exam class under scrutiny, students used more materials such as a reader or a news story
from a newspaper or the internet which is an example of positive rather than a negative
washback, as it actively engages learners with the materials and therefore they participate in
the process of learning. The use of other material except the coursebook or practice tests in
an exam class is a stark contrast to traditional styles of teaching to the test and can motivate
students and make the lesson more interesting since students have the opportunity to make

decisions about what they learn and how they use that knowledge.

6.2.2 Content of exam classes: tasks and activities

As has already been established (Section 5.2.1), exam specifications and layout influence
teachers’ choice of materials and eventually influence the selection of tasks, activities and
skills to be covered in class. The previous section demonstrated how the material selected
for in-class use tends to reflect the type of tasks encountered in the exams and to provide
ample opportunity for practicing the relevant skills and activities. This tendency was evident
in the one-exam class which was observed in this study and which neglected the listening
component due to its absence from the exam. Generally, exam unrelated activities and tasks
will not be covered in class at all or only to a limited extent (Section 4.3.2.5) in an effort to
increase the time allotted to skills that are included in the exams (Zhan and Andrews, 2013;
Ren, 2011; Akpinar and Cakildereb, 2013; Azadi and Gholami, 2013; Pan, 2011; Alderson
and Wall, 1993; Shohamy et al, 1996). Therefore, an asset of multi-exam classes is that they
prepare students for a number of exams, thus covering a wider range of skills compared to
one-exam classes, especially during the first term. This study further found that the extent
and length of skill practice, especially in the second term, depends on the role each skill

plays in the exam (Section 4.3). This corroborates Li’s (1990) study on the MET test where
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positive washback was evident as students were not only exposed to grammar and
vocabulary but also practised all language skills. In essence, although exam washback on
material selection can be negative, as it limits appropriate materials to those that rehearse
specific tasks, activities and skills practised, this seems to be positive in multi-exam classes

where a greater range of skills is practised.

As to the nature of the chosen tasks and activities, they are mostly exam-oriented especially
during the second term. As can be seen in Section 4.3.1, the number of tasks in the multi-
exam class slightly increases during the second term. Taking under consideration that both
pedagogical and exam-oriented activities are taught, it is evident (Section 4.3.2) that
pedagogical activities are increasingly less frequently used in the second term, giving their
place to more exam-oriented activities, especially past exam papers. A similar trend is also
observed in the types of activities chosen for practising language skills. For instance, in the
multi-exam context studied for this project, speaking is mainly practised through describing
pictures and through role-play. These are two of the main speaking activities in the PTE and
ECCE examinations for which most of the students in multi-exam classes prepare (Section
4.3.2.1). Exam washback on these activities can be positive or negative. In the case of role-
play activities washback can be positive since students can be highly motivated because they
are different from regular lecture based or answering to questions exercises which are
monotonous for them. For testing linguistic ability, Van Ments (1999) points out that “by
devising scenes of everyday life, in particular those situations which make use of the
vocabulary to be learnt, the students can be encouraged to use language in a free and

interesting way” (p. 19).

Positive exam washback on activities relates to the pedagogical usefulness of such activities,
whereby students practise language in a constructive manner in order to improve overall
performance in language use and not with a view to performing well in the exam. This is in
line with Taylor’s assertion (2005) that positive washback leads to the use of a teaching
procedure that leads to effective teaching practices. In the context of positive washback as
evidenced within this study, the most positive impact can be observed in speaking activities
which are deemed to foster extensive speaking practice and linguistic development (Section
4.3.2.1). Speaking practice involves extensive use of discussions on a topic either in the form
of answering questions or using prompts, such as pictures (Section 4.3.2.1). Role play, which
promotes pair work, is also an effective way to develop learners’ fluency and can be both an

interesting pedagogical tool and a good way to prepare for the speaking component of
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various examinations that include role play (Long and Porter, 1985). In fact, as the findings
of this study reveal, teachers use role play and pair work mainly in the one-exam classes that
prepared students for the TIE exam, as this particular exam tests for such skills. Thus, this is
a case where the exams have had beneficial effects on learners since they have caused desired
changes in the learners’ linguistic ability, as per Pearson (1988, p. 101) and have prepared

students for more critical, real life skills, as per Daly (2011).

Beyond the listening component, the writing component, which forms part of all the
examinations relevant to multi-exam classes, has been found to encourage extensive writing
practice especially during the first term (Section 4.3.2.4). Practising different types of
writing tasks, such as letters, essays, reports or articles exposes students to what can be
considered relatively realistic communicative instances of language use. The same applies
to the development of learners’ listening skills since all examinations include a listening
component. Practice on exam tasks which usually include a range of types of oral texts, such
as dialogues and lectures, and different kinds of accents related to British and American
English can be beneficial in better developing the students’ listening skills. Due to this

diversity, all the above can be considered instances of positive washback.

On the other hand, negative washback can be observed in the choice of grammar and
vocabulary classroom activities. More specifically, as can be seen in Table 4.10, Section
4.3.2.2, multi-exam classes rely heavily on grammar and vocabulary activities mainly during
the first term. This is assumed to relate to the ECCE examination which tests for grammar
and vocabulary in the form of multiple-choice questions. Bearing that in mind, teachers feel
that extensive practice on similar activities better prepares their students for that particular
examination (Section 4.3.2.2). Crucially, this is considered negative since grammar and
vocabulary practice usually takes place in a poor communicative framework and usually in
the form of multiple-choice questions (see e.g. Boyle and Suen, 1994, p. 41; Hamp-Lyons,
2001, p. 3). For the same reason, it can be tiresome for students. Critically, however, and to
the detriment of effective language learning,, extensive focus on specific skills is witnessed
to lead to the neglect of other skills, such as reading, which are virtually absent from the first
term in multi-exam classes (Table 4.8, Section 4.3.2). In this light, language learning
becomes lopsided and fragmentary through what can be characterized as exaggerated

emphasis on the exams.
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At the same time, certain activities can be assumed to reflect both a positive and a negative
washback. Reading activities serve as typical examples (see Table 4.12, Section 4.3.2.3).
Thereby, students are exposed to some useful practice (i.e. reading techniques, such as
skimming and scanning). However, most of the activities they engage with are not open-
ended, which would incite critical thinking and language production, but rather true/false or
multiple-choice. To be in a position to answer these questions successfully, students are
nevertheless exposed to reading techniques, which to a certain extent renders the whole task
more in line with real-life use of language (e.g. scanning a newspaper article, reading a story

to get the gist).

This study confirms a general trend of heavy use of exam-related materials, that has been
documented by a number of washback studies (Mickan and Motteram, 2004; Hayes and
Read, 2008; Ren, 2011; Aftab et al, 2014). This trend seems to arise from the need to raise
students’ awareness regarding aspects of the exam, such as time limits and the format of the
exams, and to prevent or manage students’ stress. Exam-related materials are used
conservatively in the first term and for different reasons, i.e. to provide variety and a break
from the course book routine. The questionnaire used for the purposes of this study revealed
that the teachers who teach both classes and those who teach exclusively one-exam or multi-
exam classes, use exam-related activities mostly to familiarise students with the exam,

increase students’ autonomy as exam takers, and prepare them properly for the exams.

Additionally, teachers become increasingly stressed, as the exams approach, a factor which
also contributes to the use of exam-related activities. Feelings of pressure on behalf of
teachers have been recorded by a variety of scholars, such as Alderson and Hamp-Lyons
(1996), Cheng (1998), and more recently Shih (2009) and Deng and Carless (2010). In these
studies, teachers are also reported to feel pressure to teach exam-related items. In the current
study, however, a difference in the use of exam-related activities is noted between terms and
between multi-exam and one-exam classes (Section 4.3.3). Accordingly, exam influence is

more intense in the second term and much more so in one-exam classes.

It gradually becomes apparent that the washback effect on activities and tasks is not a
straightforward question but rather complicated, as it does not merely relate to teachers but
also to class type and term (how close the exams are). The multi-exam class seems to register
a more positive washback effect on activities overall. However, the study found that the

washback effect of task based tests, as in the case of the TIE examination in the one-exam
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class, appears more positive in relation to in-class speaking activities and tasks. The multi-
exam class, though, presents a positive washback effect in other activities such as speaking,
writing and reading. It was also observed that the degree of washback varied between terms
because the teachers’ aim, especially in the first term, was to focus on language learning
rather than on exam preparation, which was not the case during the second term with the
exam dates approaching. Therefore, there was a significantly higher degree of washback in
both types of classes in the second term, where the materials used were based solely on exam
specifications (practice tests and past papers) leading to more routinized classes. A higher
degree of negative washback — i.e. mismatch between exam aims and course objectives;
narrowing of the curriculum (Shohamy et al., 1996; Wall, 2000), was also observed in the
second term since teachers left out language skills not tested by the exams. Apart from the
differences in the washback effect between classes and terms, it was evident that teachers
themselves differed in the degree to which they were influenced by the exams in a mediated
rather than a direct way. The findings of this study so far suggest that the washback effect
on activities and tasks does not merely depend on the presence of exams. Rather, it also
depends decisively on (i) class type — i.e. whether it is multi - or - one-exam, (ii) exam type
—what language skills are cultivated, what tasks and activities are prioritized,(iii) teachers —
the extent to which their teaching is exam-driven, and (iv) the specific term — i.e. proximity
to the exam date.

6.3 Washback on how teachers teach

So far, the discussion has focused on what teachers teach through the selection of material
to be taught in terms of activities, tasks and skills. Another important aspect to examine is
the teaching strategies employed in multi-exam classes as these emerge from the interviews
conducted in this study. These findings will contribute towards determining whether the
exams influence the way teachers teach the selected materials. This section, therefore,
addresses the overall interaction within the multi-exam class as well as the teaching
strategies employed therein. Teaching strategies, as defined within the methodological
framework employed for this study (see Chapter Three) regard (i) L1 and L2 use, (ii)
feedback, and (iii) classroom management. This section further addresses the sub-question
of the extent to which the washback effect on teaching strategies differs between the multi-
exam and one-exam teaching context, as well as between terms. Teaching strategies are

further examined in relation to class content and classroom interaction.
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6.3.1 Teaching strategies relating to tasks and activities

As was presented in the previous chapter (Section 4.3), teachers tend to rely heavily on the
course book regarding tasks and activities to be covered in the multi-exam classes. Since
course books used in exam preparation classes tend to closely reflect the exams (Tsagari,
2011; Lam, 1993; Hamp-Lyons, 1996, 1998; Hawkey, 2004; Watanabe, 1996), it can be
assumed that the related teaching strategies will also be influenced by the exams to a great
extent. However, since the multi-exam class targets multiple examinations, which involve
different activities, tasks and skills, students are inevitably exposed to a variety of
pedagogical tasks and activities. Thus, they have more opportunities to practise their
language skills more comprehensively. This study found that teachers employ various
strategies in multi-exam classes, unlike one-exam classes, especially during the first term

when students have not yet chosen which exam to sit for (Section 4.4).

When deciding on the appropriate teaching strategies to use, teachers’ main aim is to
familiarise students with various exam tasks so that students can perform them within the
designated time limit (Section 4.3.3). This aim, however, becomes more relevant in the
second term in multi-exam classes when students have decided which exam to take. During
the first term, teachers are mainly concerned with exposing students to techniques on how
to best handle a range of exam tasks and mainly rely on the techniques included in their
course book which covers tasks from various examinations (Section 4.4). Tsagari (2012)
also observes extensive teaching of exam preparation techniques in her research. It is
assumed that the availability of a variety of tasks to be performed in class is likely to benefit
students in their language learning process. The different exam tasks that test grammar and
vocabulary encountered in the ECCE examination (multiple choice questions) and in the
PTE examination (sentence-completion) serve as an example of the above-mentioned
variety. The existence of such variety requires of students to acquaint themselves with
diverse exam techniques and might, therefore, benefit them by exposing them to more
communicative tasks. Within a communicative approach to language teaching and learning
(see Breen and Candlin, 1980), and within a learning context where communication in the
foreign language is given priority, communicative tasks are seen to greatly benefit both
linguistic and communicative performance and are pedagogically significant (Richards,
2002, p. 154). By extension, the more an exam task fosters learning in a communicative way

the higher its pedagogical usefulness is assumed to be.

233



The exam techniques to which students are exposed include many ‘exam tips’, as the
participating teachers choose to call them, For example, in the case of the multiple choice
tasks, students are exposed to the elimination process as one of the methods that will help
them identify the correct answer. Although this practice may be effective in completing the
task at hand correctly, it limits the learners’ deeper understanding of how sentences as units
of language are constructed (Mickan and Motteram, 2009). Consequently, the linguistic
knowledge-driven cognitive process of selecting the correct word missing for the completion
of a sentence may not be employed by the learner and the correct answer may be attributed
to guessing, which has been suggested by Alderson, Clapham and Wall (1995). On the other
hand, sentence completion tasks are considered as meaningful and more suitable for
assessing students’ knowledge. So, when teachers approach a sentence-completion task, they
employ techniques that will help learners grasp the inner workings of an utterance. This is
considered more systematic as correct answers cannot be attributed to guessing but rather to
a deeper understanding of the structure at hand. The latter case is deemed to foster learning
to a greater extent comparatively to the former. Mickan and Motteram (2009) in fact

associate more meaningful tasks with positive washback on the teaching practices employed.

Teachers in this study concentrate on exam technique focus less during the first term as to
avoid exerting pressure on the students right from the beginning (Section 4.3.3). They are
more concerned with the actual process of language learning than with the end product, i.e.
success in the exam. As a case in point, when teaching reading, the teachers mainly aim for
their students to actually understand the text at hand. They encourage students to read the
text as many times as they need to in order to grasp the main points and the related
vocabulary (Section 4.2). In this case, accurately answering the questions is considered the
outcome of developing the students’ reading skills efficiently. As a consequence, exam
washback seems to be weaker in the first term, since it does not influence the teachers’
priorities. If focus is on the end product — passing the exams, correct answers could be the
outcome of the implementation of effective exam tips. This increases exam washback in the

second term since success in the exam becomes a priority.

This picture changes in the second term, when students have selected which exams to take
and systematic teaching of exam tips tailored to exam specifications takes place. The most
pressing specification appears to be the time limit set by each exam and which students need
to observe (Section 4.3.3). This corroborates Mickan and Motteram’s (2009) findings on an

IELTS preparation class where teachers talked extensively about the exam and practised
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exam techniques with their students. As it emerges from the interviews, classroom
observations and the questionnaire of the current study, especially in the case of mock
exams, emphasis is on how well the students have grasped the exam tips and not on the
reasons why students have failed to answer the questions correctly. Working on as many
past papers as possible is believed to contribute towards students passing the exam which is
the primary aim of such a class. Consequently, actual language learning seems to become a
secondary consideration, which stands in opposition to an understanding of a good language

learning process as one that can engender good language production and performance.

On a par with the previous discussion is the teachers’ major concern with time limits.
Teachers seem to develop particular strategies to help students observe time limits. Specific
to the writing component, this study corroborates observations made by Brown (1998),
whereby teachers provide students with set phrases or even whole paragraphs, which the
latter can memorize and later retrieve, and, whereby students are exposed to potential
examination topics through past papers (Section 4.3). Such a practice may be beneficial as
in the case of providing the appropriate phrases for beginning or ending a letter, or useful
language chunks for an argumentative essay. This is seen as beneficial in sight of the
significance of pragmatic competence in language production (see Abdulrahman, 2012;
Evans, Anderson and Eggington, 2015). According to the teachers participating in the study,
students are encouraged to use different phrases every time they work with a specific type
of writing, which can enrich their pool of useful phrases. Having such phrases readily
available in their linguistic repertoire and, therefore, an enhanced pragmatic competence,
students can dedicate more time and effort to producing and formulating ideas to develop
the topic in their writing. In this case, time considerations can have a positive impact on
learning, as they instigate the memorization of phrases that improve students’ pragmatic
knowledge. However, sometimes exam tips related to time management can lead to a more
sterile approach to language learning, since time is not always essential in real-life use of
language (Mickan and Motteram, 2009). For example, completing a reading section, which
is often composed of texts students would not normally read otherwise and within a specific
time limit does not reflect accurately on how learners would use their reading skills in real
life. Apart from the fact that students would presumably choose texts that are closer to their
own interests, processing texts within a given time frame is not always of primary
importance in real language use. As a result, being taught to perform a reading task within a
specific time frame does not necessarily show that learners have grasped the specific task or

feel confident with the result of their work (Cheng and DelLuca, 2011).
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The observational data and the interviews conducted for this study revealed the different
teaching strategies teachers selected for the multi-exam class between the two terms. As can
be seen in Table 4.3, Section 4.2, Teacher 2 does not use any materials supplementary to the
course book, whereas Teacher 1 does so during the first term. Teacher 1 feels they will make
the lesson more interesting and encourage pair and group work which will make the lesson
more engaging for the students. Such individual variations between teachers, which indicate
that exam washback can also be related to teachers’ perceptions, were also found in Alderson
and Hamp-Lyons (1996). They investigated TOEFL exam classes and concluded that the
exam itself is not the only source of washback, as it may not have the same bearing on all
the stakeholders, such as the administrators, material writers or, in this case, the teachers

themselves.

6.3.2 Teaching strategies related to classroom interaction

Exams have been found to exert influence on interaction patterns, such as group or pair work,
lockstep or individual work, in most studies comparing exam to non-exam classes (Wall and
Alderson, 1993; Alderson and Hamp-Lyons, 1996; Watanabe, 2004). The situation is
somewhat different in the multi-exam teaching context, due to the existence of considerable
variation between the two terms of the school year (Section 4.4). Exam washback is more
evident during the second term, which seems to be dominated by teacher-student interaction
patterns, whereby the teacher initiates and controls interaction through increased teacher talk
and teacher-initiated questions aiming to elicit specific answers (Pan, 2011). However,
interaction patterns during the first term are largely student-centred, and the teachers’ main
concern is to encourage their students to use language to the greatest extent possible (Section
4.4). This ‘containment’ of teacher-led communication to one term can be interpreted as a
positive characteristic of multi-exam classes because negative exam washback appears to be
limited to one term, the second term, which prepares students for different types of exams.
The other aspects of interaction patterns to be discussed in the next sections of this chapter
are (i) L1 vs L2 use, (ii) feedback and (iii) classroom management because they offer

interesting insight into the role of exam washback in the multi-exam teaching context.

6.3.2.1 L1 vs. L2 use
Findings on the use of L1 or L2 in the classroom seem to be diverse. Certain studies (Tsagari,
2012; Wall and Alderson, 1993; Nikolov, 1999) found considerable L1 use when providing

input in exam classes especially in the form of explanations and translation. Actually,
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Nikolov (1999) points out that such practices limit the chances of students using the L2,
which has a negative effect on their learning. On the other hand, certain studies (Cheng, 2004
and Wall and Horak, 2007) observed a more extensive use of the L2 in exam classes. Finally,
Turner (2009) found that teachers constantly switched between L1 and L2 with an emphasis
on L2 on the part of both teachers and students. This is also the case in multi-exam classes,

as the results of the present study indicate (see Table 4.16, Section 4.4.1).

In fact, English is favoured over Greek especially in multi-exam class that the level of
students is higher by both participating teachers because they strongly believe that the level
of students in multi-exam classes is higher than the students’ level in the one-exam classes
(Section 4.4.1). This tendency to associate L1 use in the classroom with the level of the
students has also been observed by Kourou (2008:6). Kourou embraces Papaefthymiou-
Lytra’s (1990) suggestions that teachers may make use of the L1 according to the learners’
specific needs and language level. This is further corroborated by Ellis and Sinclair (1989:
9-10), who suggest that for lower-level students it might be better to partly use the mother

tongue in the activities to make students feel more at ease with the learning process.

In multi-exam classes, the teachers participating in the study claim that students have a
higher language level. In view of that, teachers have higher expectations of their students
and are confident that those can understand and produce utterances in English. The use of
L2 is, therefore, more extensive in the multi-exam class observed in the present study. On
the one hand, greater exposure to the L2 may appear to render the multi-exam class a more
suitable learning environment due to the great number of opportunities for communication
it affords students. Students might, therefore, become more successful language learners,
apart from preparing for and passing the relevant exam. As a result, although the end product,
namely passing the exam, is still the driving force in multi-exam classes, the learning
process, which involves more meaningful L2 communication, exerts positive exam
washback on the multi-exam class. According to Levine (2011, p. 5), extensive or exclusive

use of L2 in the classroom is desired due to the limited contact hours of the class.

On the other hand, extensive or exclusive use of the L2 might also be seen as negative exam
washback. As per Papaefthymiou-Lytra (1990) and Ellis and Sinclair (1989), who
acknowledge the value of the L1 in creating a more relaxed teaching environment, the multi-
exam classes might be seen as a context where L1 use is stigmatized and which, therefore,

becomes more challenging for weaker students, who might not be as confident to
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communicate exclusively in the L2. Pivotally, the language classroom is increasingly
becoming understood, both theoretically and empirically, as a multilingual environment
(Anton and DiCamilla, 2001; Levine, 2003; Liebscher and Dailey-O’Cain, 2004). In fact,
Levine claims that denying “in our pedagogy, a role for the cognitively and socially
dominant language, is to ignore a large part of the L2 learning process” (2011, p. 5).
Additionally, expecting a high language level from multi-exam class students may prejudice
teachers against placing weaker students in such teaching contexts and might opt to place
them in one-exam classes. This results in students not having the opportunity to enjoy one
term (the first term, according to this study) in a more diverse environment, in terms of tasks,
activities and skills practiced, given that one-exam classes were established to be more
strongly influenced by the exam. As a result, they may pass the exam for which they have
prepared, but they may not have necessarily improved their language skills and knowledge
effectively, or as effectively as they would have in the multi-exam learning and teaching

context.

Another interesting observation is that English is favoured over Greek in both terms in the
multi-exam class (Section 4.4.1). Considering that other practices change over the second
term because exams get closer and exam washback becomes more intense, opting for L2
over L1 seems to be motivated by concerns other than the exams, such as making the students
more confident and more fluent in L2, as the observed teachers have suggested. However,
some exam washback is evident even in this case through the choices teachers make as to
when they use the L1 rather than the L2 in the multi-exam class. Despite exam washback
and as many studies (De La Campa and Nassaji, 2009; Chambers, 2013; Sali, 2014; Tsagari
and Diakou, 2015) suggest, however, teachers choose to use L1, Greek in this specific case,
based on a number of variables, such as the students’ level, type of activities, effective
learning, explanations and, of course, exams. As a case in point, teachers used Greek to
provide such explanations and suggestions because of the students’ level and because using

the students’ native language would render any such explanations more comprehensible.

One such instance of L1 use in the multi-exam context observed is the use of translation.
Translation is defined as the “concurrent interpreting/translation, where everything said in
one language is translated into the other, usually by the instructor” (Pym et al, 2013). In the
classes under observation, translation was employed in all types of activities such as
grammar, vocabulary, speaking, writing, or reading (Section 4.4.1). The reason for this

choice of translation was twofold: to save classroom time and provide students with
238



information about new vocabulary items or grammar structures, and to save students time,
who would otherwise have to engage in more extensive self-study, for instance, looking into
the dictionary (Section 4.4.1). In the modern language classroom, although limited, the use
of translation is encouraged under certain circumstances and in order to achieve certain

pedagogical aims.

To start with, translation is considered a cognitive strategy where by mother tongue is used
(O’ Malley et al., 1985:582-584) as a framework of reference for L2 comprehension and
production. According to Oxford’s strategy classification system (1990), cognitive strategies
include three steps involving the mother tongue, namely contrastive analysis of languages,
translating and transferring. Furthermore, according to the same classification, the first step
in compensation strategies is to switch to the mother language. Translating, therefore, is
revealed as a central cognitive strategy in learning and using the L2 and is also seen to
facilitate the learning process, to a certain extent justifying the teachers’ reasons for
employing the L1, particularly in introducing new vocabulary and grammar structures.
Consequently, although the reasons behind employing translation as a strategy seem to be
cost-effectiveness and the immediate influence of the exams, the impact may very well be
pedagogically profound, both in light of the previously mentioned multilingual nature of the
language classroom and in view of the cognitive processes that promote language learning.
Additionally, there are also cultural implications in translation, that relate to assisting the
second language learner in developing strategies for conceptualizing a new system not only
linguistically but also culturally. Resorting to the mother tongue and culture is acknowledged
as a factor contributing to learning (Brown, 1998: 72). The use of L1 could therefore be
understood as a positive impact of the exams. As exams approach in the second term, time

constraints also play a role in the extensive use of L1.

Another instance of mother tongue use in the multi-exam class is when teachers sometimes
provide feedback and explanations on the lesson of the day or on exams in Greek to ensure
that students will comprehend the relevant comments (Sali, 2014). Teachers resort to Greek
when they feel their students are not confident enough in L2, or when the students themselves
have not understood something. Teachers in this study have stressed the importance of
explaining exam specifications and teaching exam techniques (Section 4.4.1), as well as
ensuring students’ understanding by resorting to Greek. This highlights again the use of the
mother tongue as a time-saving device. As a result, although the extensive use of English in

the multi-exam class is the preferred choice of both teachers for pedagogical reasons, some
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exam washback is observed when mother tongue is favoured in exam-related topics and due

to time considerations.

6.3.2.2 Classroom management

In terms of interaction patterns in multi-exam classes, this study looked into how the teacher
managed the classroom, taking into account classroom atmosphere and discipline. Although
these aspects do not seem to relate to exam washback, the discussion in this section will
show that classroom management is indirectly influenced by the exams (Section 4.4.3). This
is due to the added pressure that exams exert on both students and teachers. Such pressure
leads to a less relaxed classroom atmosphere and to teachers feeling the need to discipline
students more often in order to ensure students’ focus on the class objective, namely on the
exams (Hayes and Read, 2004; Tsagari, 2009). In turn, this can cause unintended negative
washback, as will be discussed in this section. Messick (1996) defines unintended washback
as the effects of an exam that were not intended. Assuming that the aim of an exam is to
assess linguistic ability and not to create a more stressful environment through inciting
constant disciplining, then washback on classroom management is assumed to be unintended
and negative. Negative washback may furtherdeter learners from having positive attitudes
towards their learning, and/or towards the exam itself, which is not part of the purpose of the

exam.

Results of previous studies have found that exam preparation lessons in general tend to be
teacher-controlled (Hayes and Read, 2008; Cheng, 1999; Pan, 2011). The present study
suggests that the specific format of the exam has also has an effect on interaction patterns in
exam preparation classes. More specifically, the data demonstrated that exam format
impacted on both classes in both terms, leading to a more teacher-controlled environment.
It further emerged that the multi-exam class is more teacher-dominated than the one-exam
class because of the format of the exams (Michigan and PTE General). Pair and group work
activities demonstrate this point effectively. Notably, teachers attested to favouring pair or
group-work which they believe can enhance students’ in-class participation and further
motivate them. However, this specific interaction pattern is not used in the multi-exam class,
especially in the second term, since teachers find it difficult to do tasks that require students’
participation. Therefore, the scarcity of such interaction patterns in this class is directly
linked to the format of the exams (Section 4.4.3). On the other hand, one-exam classes

employ more pair/group and student-to-student interaction patterns since the TIE exam
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assesses the interaction between students, bearing witness to how influential the format of

the exam can be.

The above mentioned interaction patterns, and especially those involved in classroom
management, are considered directly related to teachers’ attitudes toward the exam (Section
4.4.3). These attitudes affect teachers’ choice of teaching strategies and practices and are
very important when investigating exam washback in any exam-preparation class, and in

this case multi-exam classes.

6.3.2.3 Classroom atmosphere

Classroom atmosphere can be greatly influenced by the occurrence or lack of laughter. A
lack of laughter leads to a less relaxed atmosphere in the classroom, since teachers become
stricter with students. Lack of laughter has been associated with stress and pressure brought
on by exam preparation (see Read and Hayes, 2003; Deng, 2010). It can be assumed that
the added pressure of preparing for multiple exams, which increases the workload, puts a
heavier strain on both teachers and students, burdening the classroom atmosphere. As can
be seen in Table 4.18, Section 4.4.2, instances of laughter in the multi-exam class are quite
limited, especially during the second term. By contrast, instances of laughter in one-exam
classes are quite numerous especially during the first term. Teacher responses during
interviews and class observations suggest that the age of the students and exam format are
the main contributing factors to this tendency. Teachers in this case suggest that adult
learners are more determined and, therefore, more focused on the exam, so a more relaxed
atmosphere will not distract them nor disrupt the progression of the lesson. However, in the
second term, instances of laughter in the one-exam class decrease by more than 50%
similarly to multi-exam classes (Table 4.18, Section 4.4.2). These findings lead to the
conclusion that exams do dictate a more austere classroom environment. This corroborates
findings that the frequency of laughter is much lower in exam classes as opposed to non-
exam classes (Alderson and Hamp-Lyons, 1996; Hayes and Read, 2004; Read and Hayes,
2003).

Other studies (Prodromou, 1995; Tsagari, 2009) that were conducted in Greece also found
that both teachers and students experience high levels of anxiety and stress. Teachers, in
particular, felt stressed because they were preparing students for high-stake exams. They
experienced the additional burden of the responsibility for their students’ success or failure.

Provided that the English language classroom in Greece is quite exam-oriented with
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language certificates bearing a substantial impact thereon (see Angouri et al.; Gogonas,
2010) it can be argued with some confidence that exam washback on classroom management
is significant. It is further directly related to the exam anxiety experienced by the relevant
stakeholders within the Greek context — i.e. teachers, students, language school owners and

parents.

6.3.2.4 Feedback
In this section, exam washback on feedback is put under detailed scrutiny with a special
emphasis on its nature within the multi-exam class. More specifically, two forms of

feedback, teacher-to-student and student-to-teacher, are investigated.

In the teacher-to-student form of feedback, the majority of the feedback provided by the
teachers is on taught items, followed by feedback on exams and feedback regarding students’
error correction (Table 4.21, Section 4.4.4). The teachers’ main concern is to ensure
students’ comprehension. Especially in the case of feedback on taught items, teachers not
only provide the required answer but also praise students for providing the correct form of
an item (Section 4.4.4). Feedback in this case seems to work as it would in a non-exam class
and may be assumed not to be influenced by the exam itself. So the most usual form of
feedback on taught items is not exclusively dictated by the exams. This indicates that
washback is not all-pervasive in multi-exam classes, especially during the first term of the

school year.

Feedback on the taught item is a comment or explanation on students’ answers but feedback
for correction has the additional component of the teacher correcting students’ answers.
There is no apparent divergence in the form and type of feedback between exam and non-
exam classes (see Section 4.4.4). Nonetheless, feedback for correction is relatively higher in
occurrence in the case of the multi-exam class. Based on their responses, teachers are more
concerned with students’ errors as the prevalent perception is that failure to address incorrect
responses could impact on the students’ chances of succeeding in an exam. More
specifically, grammar and vocabulary are usually tested individually in exams and errors
affect the candidate’s score negatively. The need for students to fully understand linguistic
forms (i.e. collocations, grammar structures), therefore, becomes even more pervasive. In
light of the above, claims can be made that more intense feedback activity relating to error

correction is an indication of exam washback. Such a conclusion aligns with Watanabe’s
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study (2004) on the Japanese entrance examination during which feedback to students’ input

was frequently provided, with a persistent emphasis on linguistic forms.

However, the situation alters when it comes to feedback on exams in multi-exam classes. In
essence, this type of feedback is reflective of exam washback and relates to the teachers’
concern to familiarise students with exam specifications and techniques. In consideration of
the fact that 304 items of feedback regard exam specifications and techniques (Section 4.4.4)
points toward students being loaded with information which may have limited value in terms
of improving linguistic competence. Rather, this type of feedback is strictly targeted toward
passing the exam. A case in point is feedback on timing, an aspect which does not necessarily
reflect on the real-life use of language, as activities such as reading a newspaper article or
writing an email are not always restricted by a given time limit. Naturally, skills like skim
reading which have great value in real-life should be cultivated. However, reading or
responding to a set of questions within a specific time frame might not necessarily relate to

common real-life reading activities.

As far as feedback and exam marking criteria are concerned, the present study concludes
that the latter are not a consideration during the first term, but teachers do adopt them during
the second term in anticipation of the impending exams (Section 4.3.5). As a result, the
situation in the multi-exam class aligns with Turner’s (2009) findings in Canada, where
teachers also combine classroom activity with exam preparation. More specifically, what
became obvious during the interviews with the participating teachers is that they engage in
formative assessment at the beginning of the school year. In doing so, teachers can modify
and adjust teaching and learning activities to serve students’ needs. However, as exams come
closer, the teachers engage mostly in summative assessment especially through the use of
mock exams (Section 4.4.4). Emphasis, therefore, shifts from diagnosing and addressing
potential gaps in knowledge or weaknesses to strictly assessing students’ performance, an
indication of direct exam washback. In summative assessment, which in this case regards
assessment of students’ performance on mock exam paper, exam marking criteria become
more of a consideration for teachers, especially for the writing and speaking components of
the test. It is this author’s contention that, were it not for the exam, teachers could potentially
have engaged in a more formative type of feedback throughout the year. In fact, Cheng’s
assertion on teachers’ willingness to adopt formative assessment practices in lieu of large-
scale testing assessment (2014), further supports the claim that, in the absence of exam

pressure, teachers might have indeed adopted such assessment practices. Opting for
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formative assessment could have been more beneficial for students as it would engage them
in @ more productive learning process, effective also beyond classroom practice (Cheng,
2014; Black, 2015). In addition, if teachers did not have to worry about the exams, the time
spent on providing extensive exam-related feedback could be allocated to more pedagogical

features of language learning.

The other form of feedback, namely student-to-teacher, appears to be limited in the classes
observed (Table 4.21, Section 4.4.4). This form of feedback involves students attempting to
spot other students’ mistakes and amend them. The primary aim of this type of feedback is
to consolidate the material taught. Considering that student-to-teacher feedback remains
limited throughout the school year might suggest that this practice could depend on the
specific teacher than other factors, such as the exam itself. Given that exam washback on
feedback was found to be more palpable in the multi-exam class during the second term, one
might assume that student-to-teacher feedback could have been more pronounced during the
first term, which is not the case. Teachers’ attitude towards the teaching process could be
linked to the absence or respective presence of such feedback, which is also strongly
connected to teacher-talk. In the classes observed, the lack of such feedback might also
betray lack of awareness of the benefits associated with this type of feedback. This becomes
evident through the participating teachers’ comments on this feedback type. Specifically,
they relate that students’ feedback is elicited solely to ensure that students’ are paying
attention to the lesson and that they understand the material. However, teachers do not use
such feedback to assess learners’ needs or to determine whether these are met. Should this
type of feedback be used for the former purposes rather than merely as confirmation of
students’ understanding, learning would improve and teaching would more satisfactorily

meet students’ expectations.

6.3.2.5 Explanations — Suggestions —Instructions

Observation pointed towards two forms of explanations and suggestions in exam preparation
classes: (i) those relating to each individual lesson, which included suggestions and
explanations regarding firstly, tasks and activities, secondly, aspects or structures that
students did not understand, and finally, particular language points; and, (ii) those relating
to the exams, mostly relevant during the second term. The former is also validated by
Cheng’s, (1997), Stecher et al., (2004) and Burrows’, (2004) findings, based on which

teachers used explanations and suggestions on language points and activities and tasks.
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Feedback on the specific lesson covered during each session was provided in the first term
as teachers believed that it was their duty to do so. It could be concluded that in the first term
explanations and suggestions are attributed more to teacher and student characteristics than
the exam itself. However, in the second term, in consonance with Mickan and Motteram’s
study (2009), a strong washback effect was exercised on explanations and suggestions,
accompanied by more extensive use of exam-related activities. Exam washback on
explanations and suggestions, therefore, gradually intensifies as exam dates approach and as
the use of exam-related materials (e.g. mock exam papers) increases. However, the presence
of suggestions and explanations in the form described above (i.e. on tasks and activities,
language points, etc.) during the first term in both classes, suggests that the former are also
heavily influenced by other factors, such as students’ level and teachers’ teaching style and
strategies, irrespective of the fact that the ultimate aim is still success in the exam. Exam
influence cannot be denied since teachers in the second term focus on explanations and
suggestions relating to the exams or on language points, tasks and activities that are related
to the exams.

6.4 Washback on teachers’ beliefs and attitudes

The results of the interviews and questionnaires employed in this study (Section 4.5)
conform to findings reported by other studies regarding teachers having both positive and
negative beliefs and attitudes towards the exams. More specifically, teachers expressed both
positive and negative feelings toward the B2 level exams in the Greek context in relation to
both one-exam and multi-exam classes (Sections 4.5 and 5.3). Teachers further stressed the

importance of exam-oriented training. These issues will be discussed below.

6.4.1 Positive washback on teachers’ beliefs and attitudes on exam(s)

Teachers exhibit positive attitudes towards multi-exam classes in believing that the multi-
exam teaching context offers students a more favourable opportunity to experience a more
effective and holistic learning process than in one-exam classes (Section 4.5).
Simultaneously, negative beliefs appear to emerge in relation to multi-exam classes. These
negative attitudes materialize in relative confusion on behalf of the teachers deriving from
(i) the pursuit of more than one exam; (ii) pressure to select the most suitable exam for their
students and (iii) students’ exposure to different kinds of exam specifications. On the other

hand, they feel that taking advantage of the best features of each exam can actually advance
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their students’ ability to use the language (Section 4.5). As discussed earlier, preparation for
more than one exam allows students to gain exposure to different tasks and techniques to
practise the relevant language skills. As a result, the participating teachers in the interviews
view multi-exam classes as more challenging, yet interesting than the one-exam classes. As
the discussion so far remarkably suggests, the co-occurrence of both positive and negative
washback does not merely regard the presence of an exam but the combination of multiple

exams, which exerts washback on its own right.

Accordingly, the survey clearly points towards the teachers’ perception of multi-exam
classes as classes that increase chances for success and provide more opportunities for
language learning. This is supported by teachers who teach both one-exam and multi-exam
classes (Section 5.4). This shows that success is what matters the most and how important
success in exams is, not only for students and their parents but teachers, too. Both type of
classes consider success as a significant factor to form such classes regardless maybe of
other characteristics of classes such as the number of activities they do or the level of stress
they exert. There is also agreement among the teachers about the potential of multi-exam
classes to satisfy students’ needs. However, they strongly believe that multi-exam classes
entail more work for teachers compared to one-exam classes which are presented as more
manageable for both teachers and students (Section 5.3). The latter could potentially lead to

negative washback, additional pressure and stress among both teachers and students.

The fact that the participants of this study are teachers of both multi- and one-exam classes
offers a unique and perhaps radical perspective, particularly in relation to teachers’
perceptions, attitudes and beliefs, as it allows for washback to be examined as actualized in
the combination of multiple exams and in contrast to washback regarding one exam. So far,
teachers’ preference for multi-exam classes emerges pervasively from both questionnaires
and interviews. As suggested by participants, this is partially due to the relative autonomy
enjoyed in the first half of the school year, when teachers feel free to engage in what they
deem as more pedagogically appropriate practices and to exercise their creativity in teaching.
Teachers further associate this autonomy with an opportunity to perform more regular
formative assessment and adjust their teaching strategies accordingly. An inkling of positive
washback on teachers’ beliefs is also evident in their impression that preparing for more than
one exam may increase students’ chances of acquiring the much sought-after language
certificate. Although not scrutinized by this study, this perception could also indirectly

contribute to positive washback on classroom atmosphere, as a potential factor toward
246



mitigating teachers’ stress. Furthermore, since the choice of exam or exams to sit for is a
joint decision made between student and teacher, students are more active in the decision-
making and the learning processes. Although this is not the case during the second term
when exam pressure increases, it can be argued that the multi-exam class is more likely to
impact positively on both teachers and students’ attitudes as it makes both experience certain
autonomy. Negative exam washback is, therefore, more pronounced in the second half of
the school year instead of dominating both terms.

The positive feelings of teachers towards the multi-exam class also extend to the materials
used. More specifically, teachers seem to like the fact that the course books are regularly
revised in order to reflect the specifications of any new exams offered in Greece because it
becomes more challenging, and thus interesting for them. In addition, they enjoy the
challenges that emerge from changes in exams as those further prompt teachers to diversify
and refine their teaching practices in an effort to adapt to these new modes of testing (Section
4.5). This clearly establishes that advances in language testing and assessment can have a
positive effect on teaching and teachers’ attitudes. Positive washback on teachers’ attitudes,
therefore, can be seen to emerge from what is seen as a broadening and innovating of the
curriculum through exam modification and refinement. Strikingly, it further offers a fresh
perspective on how changes to the exam in combination with the co-existence of multiple
exams can lead to a radically different picture of washback on teachers and the teaching

context.

One could further argue that preparation for multiple exams might even be seen to
revolutionize the teaching context, making it more ‘multi-cultural’ as students are
simultaneously exposed to different varieties of English and different Anglophone cultures
on an equal footing. As has already been established, the variety of exams currently on offer
in Greece, are produced and administered by cultural institutions from different Anglophone
countries. Each exam is representative of a given culture and is administered in a different
variety of Standard English. Thus, students become increasingly aware of differences
regarding grammar, lexis, morphology, spelling, accent and pronunciation, and most
importantly, cultural and social aspects (see Section 4.5). This variety might also better suit
the needs of each individual student. For instance, one of the teachers interviewed mentioned
the case of a student who wanted to join his brother in Ireland and thus liked that he could
actually choose to prepare for an Irish exam and, by extension, be better prepared for

adapting to the Irish culture (Section 4.5).
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6.4.2 Negative washback on teachers’ beliefs and attitudes on exam(s)

The participating teachers’ views towards multi-exam classes involved some concerns that
for the most part relate to success in the exams, More specifically, the orientation towards
multiple exams is seen to engender additional workload for teachers and further pressure on
both teachers and students to choose the appropriate exam (Sections 4.5 and 5.3). As briefly
touched upon in the previous section, both concerns amount to feelings of perplexity and
uncertainty on the basis that the focus is shifted from one exam to several exams, with
diverse specifications and therefore tasks. Although the language skills to be tested and
therefore cultivated in students remain the same, students should practise a set of diverse
tasks for each exam. These differences among exams may require a different approach on
the part of the teacher as far as the teaching of exam techniques is concerned. As a result,
the co-existence of multiple exams to choose from may simultaneously create negative
washback on teachers’ feelings in the case of the multi-exam class since teachers believe
that such classes require more work on their part (Sections 4.5 and 5.3). In light of the above
and the discussion in the previous section, the combination of multiple exams can

simultaneously bear a positive and a negative impact on teachers’ attitudes and beliefs.

Negative washback on teachers’ beliefs is predominately associated with the additional
workload entailed in the multi-exam class. Participant teachers stress the exhaustion which
stems from the need to organise such classes more carefully because of time constraints.
Similarly, teachers who exclusively teach multi-exam classes exhibit a preference towards
these types of classes over one-exam classes compared to teachers who teach both classes
(Section 5.3). The latter believe that multi-exam classes entail more work for both students
and teachers than one-exam classes which are considered more manageable (Section 5.3).
Students tend to sit for more than one exam at different times of the year and, therefore,
teachers always have to be alert and use their class time effectively to teach different exam
techniques, tasks and activities. This is the case especially in the first term when students
have not yet decided which exams to pursue. This facilitates students to approach learning
from different angles but is quite frustrating for the teachers because of the workload.

In terms of the pressure both teachers and students experience, young learners are considered
immature and this makes choosing the appropriate exam difficult, although the availability
of options is positive. In the interviews, the participating teachers mention that some of the

criteria for choosing the exam may not be entirely appropriate or proper (Section 4.5),
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suggesting that the pressure for students to succeed in the exam can incite negative
washback. Results from the questionnaire show that anxiety in both one-exam and multi-
exam classes derive from the parents’ pressure for success and from social factors.
Moreover, the fact that exam classes are intensive classes cause negative feelings in both

types of exam classes (Section 5.3). The case study generated similar findings (Section 4.5).

Insufficient needs analysis is also at the core of negative washback, which is further
complicated in potential presence of multiple exams. Oftentimes, the students’ needs are not
taken into account by either students or their parents when selecting the exam. What is
expected in this case is the teacher’s intervention to propose which test is suitable for each
student. However, this is sometimes quite difficult as teachers may be unable to properly
assess the student’s needs (Section 4.5). Critically, all relevant exams are used as general
language certifications (Section 4.5) and are therefore not distinguished on the basis of a
specific purpose that each one might serve. In view of the above, the abundance of available
exams becomes a double-edged sword: on the one hand, it exerts positive washback on
attitudes, as teachers see this variety as a chance to challenge traditional or out-dated
teaching strategies and diversify their teaching; on the other hand, it leads to negative
washback as teachers are overwhelmed by the additional burden of selecting among
equivalent exams for their students with no clear guiding criteria in mind or, at least, with
insufficient training to make an informed decision. The latter further highlights the negative
role stakeholders may play in the process and specifically test designers and administrative
institutions that might not precisely articulate which needs each exam addresses and in so
doing disrupt the continuity between exam(s) and the classroom. Yet again, a new type of
washback emerges — in this case negative — not from a particular exam but from the co-
presence of many. A possible solution to redress the unintended negative washback derived
from such exam combination is for the relevant stakeholders to institute better teacher
training in assessing and addressing students’ needs. Douglas’ call for testing boards to
generate tests for specific purposes, which would aim at specific age groups and which

would be used in specific contexts (2000), could also help address this situation.

An important aspect that this study considered is whether this negative washback is exam-
related or teaching context-related. The wide availability of a range of exams in combination
with an intense language certification-driven environment are generally idiosyncratic to
Greece, associating washback with the specific teaching context at hand. Therefore, this is a

case of indirect washback. The existence of multi-exam classes in Greece reflects the
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mentality of a community which strongly believes that language certification can be an asset
and which considers certification as the only proof of a person’s ability to use the language.
Teachers, whether agreeing to this or not, conform to this mentality and adapt their teaching
accordingly. As a result, it may be assumed that exams can have an indirect washback effect

on the mentality of a whole community.

6.5 Factors affecting teachers’ choices of teaching practices

According to Alderson and Wall’s (1993) Washback Hypotheses, tests will have washback
effects on some teachers and learners, but not on others. This is related not only to the
individual teachers’ characteristics (Wall and Horak, 2007; Turner, 2009) but also to other
factors. Such factors relating to the study at hand relate to the type of class, i.e. one-exam or
multi-exam class, as well as exam date proximity (referring to 1% and 2" term). This part of
the study focuses on the factors that influence teachers’ teaching practices in exam
preparation classes in Greece and addresses the third research question: how do teachers
decide on the teaching practices they use in multi-exam classes? This question specifically
regards the factors that influence the way teachers teach multi-exam classes. The research
methods employed to answer this question were the case study (see Chapter Four) and the
questionnaire (see Chapter Five) which exclusively focused on these factors. The analysis
of follow-up interviews and the results from the questionnaire further gave rise to additional

factors leading to mediated exam influence.

6.5.1 Factors affecting activities and tasks

The factors affecting teachers’ choices of the activities and tasks they use in exam
preparation classes indicate how complex the washback process is (Alderson and Wall,
1993; Shohamy et al, 1996; Alderson and Hamp-Lyons, 1996; Tsagari, 2009).The
participant teachers in the case study and the results from the questionnaire articulate a
marked variation in the factors influencing the use of activities and tasks, firstly, between
one-exam and multi-exam classes, secondly between the first and second term and, finally,

between the teachers themselves.

Taking into account the group of factors in section 4.6, teachers in the first term referred
mainly to students and teachers’ factors, language learning factors and materials. Teachers

did a variety of activities in multi-exam classes compared to one-exam classes because of
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the nature of the exams, a direct impact of the combination of exams taught. In multi-exam
classes, teachers used activities that followed the coursebook, regardless of exams based on
the factors of language learning, provision of examples to students, students practice and the
course book. Tasks were used in multi-exam classes to relax students, encourage them to
participate and make the lesson more interesting, contrary to one-exam classes where
teachers used tasks mainly to familiarize students with the exam format even in the first
term. Therefore, the exam was a more prominent factor and had a more direct washback
effect on the one-exam class during the first term. Moreover, fewer tasks were used in the
second term in the multi-exam class unlike the one-exam class where the tasks increased in

number in the form of mock exams (Section 4.3).

The questionnaire clearly exhibited that important factors in task selection in both types of
classes were (i) making the lesson more interesting, (ii) creating a fun environment for
students and (iii) encouraging students to participate and to work together. However, the
tasks that are included in the exams still remained a prominent factor (Section 5.6.1). The
questionnaire has shown that teachers consider students’ motivation to participate in the
lesson the most important factor when they choose activities in both classes (Section 4.6.2).
However, the class observations painted a somewhat different picture. While, factors such
as student motivation and engagement were factors that featured prominently in interviews
and questionnaires, observations recorded extensive use of the course book to which
reference was regularly made by teachers in order to justify the selection of activities
employed in the class. Although the questionnaire also showed that teachers consider the
course book to be somewhat important in tasks and activities selection, the different methods

of data collection in this case seem to suggest somewhat contradictory tendencies.

In the second term, teachers focused mostly on past papers and practice tests which were
accompanied by exam-related activities. Results from the questionnaire showed that teachers
in both classes mostly tend to familiarize students with exam content, discuss test procedures
with students and encourage revision of the exams (Section 5.7). Apparently, there is a strong

washback effect in activities in the second term when the exam date approaches.

Students and language learning are factors that influence tasks and activities to a great extent.
However, this tendency is almost strictly limited to the first term and more prominent in the
multi-exam class. This could potentially suggest an unintended washback effect of exam

combination. More precisely, lack of one specific exam framework to work toward and the
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potentiality of multiple exams — yet not determined in the first term — might contribute
towards foregrounding other factors (i.e. language learning, fun classroom environment and
student motivation) as more influential than the exams in the first term of the school year.
The washback effect on activities and tasks was more pronounced in the second term,
however. Naturally, exams play a very important role in both activities and tasks selection
but there is a substantial difference in the importance and priority those enjoy between
groups. Nonetheless, the degree of washback fluctuates between teachers, types of classes

and terms, and depends on other interrelated factors, such as students and language learning.

6.5.2 The exam factor and teaching strategies
Research into teaching strategies in this study indicated a variation in washback nature and
strength not only between teachers but also between classes (multi-exam and one-exam) and

terms, as well as among teaching strategies themselves.

The analysis of follow-up interviews gave rise to a number of additional factors leading to
mediated exam influence (Section 4.4). Radical differences regarding the factors influencing
teaching strategies were recorded between teachers and especially between terms. Class
observations during the first term revealed that exams seem to influence the teaching
strategies used by the teachers of multi-exam classes only minimally. Language learning
factors, students and teachers’ factors, as well as class/school, materials and social factors
mainly influenced the way they taught (Section 4.4). With regard to one-exam classes,
during the same term, the same factors influenced the teaching strategies they used.
However, even though it was the first term, some exam influence was recorded, mainly on
feedback, pair/group work and teachers’ explanations/ suggestions. However, during the
second term, both the exams began to exercise a growing influence in both types of classes.
For instance, students did a lot of exam-related activities and tasks unsupervised and often
within strict time limits, either alone or with their peers. Teachers continued to use pair work
in the second term in the one-exam classes because of the format of the exam (TIE exam)
which required candidates to be interviewed in groups (Section 4.4.3). Consequently, the
exam format contributed toward the continuation of a given communicative teaching
strategy into the second term, leading to positive washback. In this case and by contrast to
the multi-exam class, teacher factors did not contribute so much to the use of specific
strategies as the actual exam did, as per numerous washback studies (Wall and Alderson,
1993; Shohamy et al, 1996; Cheng, 1997, Burrows, 2004, Watanabe, 2004). Unlike studies

like Watanabe’s (2004) that found pair work and student-to-student interaction was much
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more common in non-exam classes, the specific exam at hand, in fact, seems to cultivate a
more communicative teaching and learning strategy in this case, showing the immediate
impact of test design in the classroom. In spite of the above, interaction patterns and mainly
the use of pair/group work was also influenced by students and teachers’ factors since
teachers suggested in the questionnaire that they use pair/group work to motivate students to
participate and collaborate, as well as to make the lesson more interesting or more fun. In
this case, the teacher factor seems to become more prominent.

Nonetheless, teacher factors seem to have emerged much more prominently in the
questionnaire, significant differences in the former’s perceptions of teaching strategies were
observed. Teachers of both types of classes provided feedback to students either to help them
when they would show lack of understanding or to check students’ understanding and
difficulties. However, teachers that exclusively teach one-exam classes consider helping
students with the exams and helping students when they do not understand as important
factors in providing feedback (Section 5.8.1). Consequently, while teachers generally agree
that most factors motivating feedback are related to students and language learning, exam

influence on teachers’ feedback in the one-exam classes is more prominent.

Regarding the use of L1 (Greek) and L2 (English), teachers of both class types (one-exam
or multi-exam) make by far more extensive use of the L1 when they perceive that students
have trouble understanding due to their level. Other reasons for using Greek concern
providing information, with regard to one-exam classes, and helping students with certain
activities and tasks, with regard to multi-exam classes (Section 5.8.2). Students’ factors, as
well as language learning factors, play the most important role for choosing the language to
teach. The above suggests that L1 is used mostly to for meta-communication to convey
information about language or how to perform a task. As it emerges, the exams do not appear
to influence the choice of L1 in exam preparations classes. Rather this depends on extra-
examination factors and mainly the students and their needs, also suggested as an important
factor in teaching strategies by Cheng (1997) and Watanabe (2004). However, teachers do
use the English language so that students become familiar and confident in using the

language and be prepared for the exams.

Generally, washback effect was recorded on explanations, suggestions and instruction.
Observations and follow-up interviews clearly highlight that the exam factor gained

prominence in both types of classes during the second term, while also present in the first
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term in the one-exam class (Section 5.8.4.). As evidenced in this section and in terms of
exam-related factors, (i) close proximity to the exam time, (ii) the type of class the teachers
teach (one-exam or multi-exam), (iii) the format of the exam and (iv) the number of the
exams seem to influence teaching practices. Based on the above discussion, exams vary on
the degree and the type of influence they exert depending on factors such as teachers and
students. Exams seem not to be the only source of influence on teaching practices but other
factors, such as the educational background, language learning and students’ factors, also

appear to have great gravity (Pan, 2011).

6.5.3 Extra-examination factors, exams and teaching strategies

The analysis of follow-up interviews and the results from the questionnaire gave rise to
extra-examination factors mediating exam influence. These factors were found to be
interrelated and can be classified into six main categories: students, teachers, language
learning, school-class/social, materials and the exam itself.

Students play a pivotal role in teachers’ decision regarding teaching practices. Student
factors refer to students’ needs, level, age, participation in the class, students’ motivation,
understanding and students’ collaboration. Student factors affected teachers mostly in the
first term rather than the second in both classes as they were mostly relevant to the choice of
the exam and the formation of the groups. Additionally, the extent to which these factors
were more immediate varied among teachers. Student factors affected mainly the teaching
strategies and not the activities and tasks employed in the classroom.

Teacher factors refer to the educational background, teacher’s position, professional training,
beliefs about teaching methods and teacher’s experience. Teachers’ attitudes towards
teaching, education and training, as well as teacher’s beliefs (Spratt, 2005) about the exam,
can influence the teaching strategies they use but not the types of activities and tasks, which
are more subject to exam-related factors. The choice of the exams and the organisation of
the exam classes are also influenced by teacher-related factors. Therefore, teachers play an
important role in producing different types of washback and can play an influential role when
test changes are introduced. They can control washback, produce positive washback and
promote language learning. Decisions that teachers make, should facilitate positive
washback and lead to more effective learning. Negative washback produced by teachers

raises the issue of teacher training.
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During the interviews, teachers stressed the importance of certain practices in language
learning, such as clarifying things, helping students to understand, language practice,
promoting language learning, making the lesson interesting for students to learn and putting
theory into practice. Teachers are interested in the students’ actual learning of the language
and even use extra materials as well as exam-related activities to improve students and ensure
their success in the exams. The teaching strategies are selected to a great extent on the basis
of language learning factors. The former, therefore, are directly linked to teachers who are
the ones responsible for the proper language learning process. Multi-exam classes offer such
opportunities and provide teachers with the opportunity to have language learning as a

priority in their teaching.

The materials used by the teachers, either general course books or past papers and practice
tests, directly affect what teachers teach (i.e. activities and tasks) and indirectly the teaching
strategies employed in class. Therefore, materials spotlight publishers and material
developers as important washback effect on exam preparation classes.

As was established earlier in this chapter, the use of books is directly related to parents’
pressure to finish the whole book. Bearing that in mind, it is worth dwelling on the indirect
influence parents have on in-class activities and tasks through the pressure they exert on
teachers to cover the course book in its entirety. Therefore, in this particular study, parents

also emerge as an eminent presence affecting teachers’ teaching strategies.

Nonetheless, the wider educational and social contexts in which the exam is offered should
also be examined for washback because the former may influence teachers’ beliefs and the
exam on the whole (Cheng, 1997). In this particular study, exam impact was evident in the
immediate educational context — i.e. the school — as it impacted on certain aspects of school
organization. As has been observed in various language classroom contexts (see Li, 2009;
Watanabe, 2004; Deng and Carless, 2010; Watanabe, 2000), the present study found that
factors that relate to the school and the class can influence the degree and kinds of washback
experienced in the multi-exam class. These include the organisation of the school, the
organisation of the class, the number of students, the time available, classroom atmosphere
along with differences and competition among schools. These are considered to be decisive
factors which shape the educational context and may be influenced by the exam. As a case
in point, narrowing of the curriculum for the purposes of adapting to a particular exam (see

e.g. Shohamy et al., 1996; Wall, 2000) serves as an example of exam impact on a school.
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Within the Greek context, the fact that many language schools often form classes not entirely
on the basis of the students’ linguistic level (e.g. CEF B2, C1, etc.) or other factors but rather
on the basis of the exams students are preparing for is also evidence of exam impact on

school and class organisation.

The school under scrutiny for the purposes of the present study also exhibits exam washback
on the organisation of the school and the exam preparation classes. More specifically, the
teachers’ assessment of the students’ level and linguistic abilities seems to greatly influence
not only their methodological choices but also the kinds of classes offered in the school.
Student assessment also dictates changes in the selection of the exams students will sit for
in order to match the latter’s needs and abilities. This becomes even more marked when

multi-exam classes are compared to one-exam classes.

The formation of the two types of exam-preparation classes offered at the particular school
attests to how the school is emphatically organized around the exams themselves. To start
with, the questionnaire revealed that a considerable number of teachers in Greece teach one-
exam classes, while a large number teach multi-exam classes. Teachers who are involved in
teaching both types of classes are a minority (Section 5.3). B2 level classes end up being
mixed-ability classes since students move up levels even if they do not fulfill the
requirements and since they are expected to get the certificate at a specific point in time. The
pressing exam factor combines with considerations of timing (see Watanabe, 1996; Al-Jamal
and Ghady 2008) as well as factors of school competition (see Li, 2009; Deng and Carless,
2010). As a result, B2 classes are broken down into one-exam and multi-exam classes where
lower level students are placed in the former because it is deemed easier to prepare for one-
exam. Other reasons are the time availability of students and teachers as well as the type of
the exams (Section 5.4). So, the number of the exams and the format of the exams seem to
dominate class organization and, by extension, teaching strategies, while other factors play

an important role in the division and organization of exam preparation classes.

The majority of washback studies so far have determined that the educational context cannot
be viewed separately from the general socio-cultural context (see e.g. Cheng et al, 2004;
Glover, 2006). Tsagari’s model (2009) also accounted for the societal influences on the
Greek community’s perceptions of education and examinations. Therefore, this model
discusses the complex nature of washback in terms of classroom-generated influences and

local society-related influences. Glover’s (2006) model discusses societal influences on how
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teachers teach through talk by presenting them as the “bottom line” which encompasses
wider social factors, as well as political and cultural factors. Shih (2010) also points out that
social and educational factors are of paramount importance for teachers, students and schools
when considering exam preparation classes. With relevance to Greece, it is not only language
learning that seems to be highly regarded by Greeks but education in general. The rough
statement that a good education and a university degree are considered prestigious and are
highly desirable to parents would be a moderate statement. In fact, it seems to be the case
that degree and certificate acquisition is so pressing that students appear to be in constant
pursuit of the former. Languages are no exception to this tendency and the minimum of a B2
level certificate in a foreign language, and particularly English, is a high priority — usually
to be attained by early adolescence. The resulting pressure is high on both learners and
teachers, and could perhaps explain why so many institutions choose to offer language
examinations in Greece, resulting in a plethora of exams. This leads to the conclusion that
exam washback is omnipresent in Greece due to the specific socio-cultural context. It could
even be argued that such strong washback is facilitated through the particular mentality of

the local community.

In the macro context of the educational system and the micro context of the language school
on which washback is exerted, this particular study further delineated a difference in the
degree of washback wielded upon the two types of classes observed. More specifically, as
mentioned in Chapter five, one-exam classes experience such washback to a greater extent
during both school terms whereas the multi-exam class is more susceptible to exam
washback during the second term. It could, therefore, be argued that multi-exam classes
allow for a more relaxed learning atmosphere and a teaching approach that is not so directly

linked to the exams, at least during the first half of the school year.

Another point that should be considered is the status of language schools in Greece. The
results from the questionnaire showed that most teachers who prepare students for language
exams work in frontistiria either as school owners or teachers (Section 5.2). The washback
effect on teaching practices can also be attributed to the personal reputation of the teacher
and/or the language school, and school competition, which puts additional pressure on
teachers for higher success rates in the exams. This can also be considered as exam-related
washback, if indirect. With reference to the particular teachers who participated in the
current study, this added pressure is tackled in diverse ways. Teacher 1, who is an employee

at the language school, supports her students by reminding them that in case of failure they
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can resit the exams, having more experience and higher chances to succeed. Teacher 2, who
Is the language school owner, focuses on the success in the exams. What appear to be teacher
factors, in this case, are indirectly influenced by extra-teacher factors, in this case unequal

status (employer vs. employee).

Exams were overwhelmingly the main and most influential factor on teaching practices
especially in the second term. Even in the first term, exams were always an invisible
presence, as teachers admit. The format of the exam and the number of the exams play a
significant role in teachers’ choices. Exams influence activities and tasks more directly than
they do teaching strategies. However, in multi-exam classes, the type of the exam played a
significant role in choosing the teaching strategy. Exam influence is experienced in almost
all teaching practices in this study, so testing boards responsible for the exam formats and
the use and aim of the exam should take all these factors into consideration. Teachers decide
on their teaching practices not only by taking under consideration the exams but also other
factors which can be influenced by the exams. These factors interrelate with each other and

they can be classified into teacher-direct factors and teacher-indirect factors (Figure 6.1).

/Teacher Direct Factog Teacher Indirect Factc}
: Teachers Society
! 1 ]
... ' Exams [ b
Students S School / Class

Qanguage Learning J Kiumbar of Exarms \ Materials /

Figure 6.1: Factors affecting teaching practices

Teacher-direct factors are the teachers, students and language learning, because teachers first
concern themselves with these factors and can exert control over them. Thus, teacher-
indirect factors such as school class, exams, and materials influence teachers indirectly and
are controlled by others such as examination boards and publishers. The exam, however, can
be considered a category by itself since its role is significant on its own. Exams are not only
a distinctive category but they also influence all other factors, too. The present study showed

that the influence of the exams on the classroom regarding teaching practices is present both
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directly — as in the case of group-work employed in the one-exam class, necessitated by the
format of the particular exam— and indirectly — often in the form of pressure exerted on
teachers by school organization, school competition and the stakes associated with high
success rates. The above discussion further revealed that although the exam factor and extra-
examination factors can be isolated and identified in theory, in practice, exam washback is
mediated, intensified or minimized on the basis of the interaction of these factors. The
teacher, therefore, emerges as a figure of mediation among all these factors, with greater or
more limited room for freedom — in this particular case based on timing (exam proximity)
and class type (multi vs. one-exam). Tsagari (2009) also visualizes exam influence on the
classroom as a “dynamic and interactive process” making washback a “complex process”.
Green (2013) further spotlights this image of the teacher as mediator claiming that teachers
need to handle an interaction among tests, teaching and learning, adding the educational and

social context, rather than the influence of tests on teaching.

6.6 Language Tests and their Effects

McNamara (2000) highlights the powerful impact of language tests in people’s lives since

they act ‘as gateways at important transitional moments in education, in employment, and in

moving from one country to another” (p. 4). However, Wall (2000) refers to both the

beneficial and harmful effects of tests on students and teachers. Tests not only force teachers
to cover all the materials and pay attention to weak students but also prepare students only
for what is likely to be encountered in a test limiting teachers’ and students’ choices and
freedom. Results of the present study show that the specific test situation presents both
harmful and beneficial effects on teachers and students.

In her book The Power of Tests, Shohamy (2001) presents the detrimental effects that tests
might have on test takers, some of which are corroborated by the present study. Shohamy
(2001) reports on the fact that test results create ‘winners and losers, successes and failures’
(p. 15) and this is also evident in teachers’ stress for success. Teachers mention the need for
successful results on multiple occasions as well as the fact that they choose multi-exam
classes because of the increased chances for success those offer. Encouraged by teachers,
students choose to sit for more exams because they need to assure success. By doing so,
students and teachers feel confident that the former will pass one of the two exams and

therefore attain the desirable paper. Another detrimental effect of tests is that they necessitate
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what can be termed survival strategies. This is obvious but not necessarily negative in the
present study since teachers divide classes into multi-exam and one-exam classes to serve
students’ and exams’ requirements needs but also to handle time restrictions and the
differences among the exams. The fact that weaker students or same age group students are
in the same class and prepare for the same exam can exert positive effects. As a case in point,
in this study there was a more positive classroom atmosphere in the one-exam class (Section
4.4.2). However, tests can also be deterring. Teachers in the study were discouraged from
using extra material beyond those present in the coursebooks, as they couldn’t leave out
activities and tasks from coursebooks and they were sometimes not able to use more
communicative teaching strategies such as peer assessment or group/pair work because of
the exams (Chapter 4).

However, multi-exam classes seemed to create more positive effects rather than negative
ones on both teachers and students. As mentioned earlier, the assurance of succeeding in one
of the exam choices reduces students’ stress levels. Also, the wide choice of exams offers
students the opportunity to choose exams that better serve their needs and abilities. Teachers
can do a wide range of activities, tasks and train for a variety of skills and use various
teaching strategies in their exam classes. In so doing, they facilitate and promote language
learning. Teachers can form multi-exam classes of different exams with different exam
formats to encourage the use of more effective teaching practices. Although this study
examined only two teachers, it showed that teachers are influenced by various factors. The
observation during both terms and in both types of classed allowed comparisons and the
triangulation of data which were further supported by the results of the questionnaire which
showed that washback is, as Spratt (2005) mentions, “not inevitable and that it is malleable”
(p. 23). Therefore, teachers play an important role in fostering different types of washback
and can play an influential role depending on the type of exams. So, the current study shows
that without teachers, who try to control teaching and testing, exam classes would experience

mainly negative washback and the effects of exams would be mainly detrimental.

It is, therefore, obvious that language tests are powerful tools. In fact, it depends on
stakeholders and how they make use of them. More exams to choose from may benefit
teachers if they exploit their possibilities and aims and make proper use of them. If teachers
are the ones who have the power to lead students to learn and succeed in tests then their role
can only be valuable in reforming high stakes testing and enhancing language learning. This

requires a more thoroughly investigation of language exams and stresses out the importance
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of assessment literacy. As Bachman and Palmer (2010) suggest testing should be treated
carefully since it can regulate different principles and lead to vital decisions on behalf of the
stakeholders.

6.7 Need for Training

The discussion on the washback effect on teaching practices point toward the need for
training, as both teachers in the study expressed the desire for exam-related training, hands-
on experience, and practical tips to help them manage and teach an exam class more
successfully. The teachers’ need for training reflects the extent of exam influence on their
attitudes. It is encouraging that these teachers realize some of their shortcomings, and would
like to adopt a more pedagogical approach to their teaching and to language learning in
general. It is important to note that teachers asking for more exam-related training is linked
to the educational and socio-cultural contexts which surround exam preparation classes in

Greece and the relevant pressure they exercise on teachers.

An issue that persisted in relation to training regarded how qualified teachers are in selecting
appropriate materials. Actually, a request for more training was voiced by the teachers during
the interviews because they felt that there is room for improvement in terms of tailoring
exam specifications to effective language learning especially in a multi-exam class.
Therefore, teacher training on material selection that can both satisfy exam requirements and
offer students a more holistic view of the skills at hand emerged as an urgent issue. In order
to better and more productively integrate exam-related material into teaching, further
training related to teaching practices and appropriately selecting tasks and activities is
required.

Further training in the four skills and specifically the integration of these skills so that
teachers will be better equipped with the confidence to apply them in class is also necessary.
Teachers in this study made use of peer assessment techniques as well as pair and group
work. Through training, teachers will gradually develop and evolve their teaching practices
providing effective feedback to the students through the use of peer- or self -assessment as
well as the use more student centered assessments (i.e. formative, dynamic and diagnostic
assessments). Formative assessment fosters motivation, develops the capacity for self-

assessment and promotes understanding of goals and criteria which are some of the
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principles of Assessment Reform Group (2002a). As Stiggins (2002) points out, the latter
can provide teachers with evidence of students’ progress so that they are able to revise
instruction. Dynamic assessment foregrounds future development since ‘it provides
mediation that is constantly adjusted and attuned to the learner’s responsiveness’ (Poehner
and Lantolf, 2005, p. 252). Diagnostic assessment can help identify students’ needs since it
pinpoints strengths and weaknesses which can help teachers to implement the necessary
changes. Such alternative assessments are considered to be effective formative assessment
practices since they are interactive assessments of student progress and since they produce
significant learning gains and shape learning (Dumit, 2012). These assessment practices
assess for learning providing information in order to advance student learning through
engaging students and continuously adjusting instruction (Stiggings, 2002, p. 5). Thus,
training on such forms of assessment can help teachers modify their learning and use it in
favour of language learning, as well as for the purposes of minimizing negative washback
effect. It is clear that teachers with increased levels of ‘assessment literacy’ (Fulcher, 2012)
will be able to be involved in matters of test selection and place students onto appropriate
classes. This requires that teachers possess an understanding of the exams in the market and
the scope of the exams. This need for language assessment literacy further corroborates the
findings of Vogt and Tsagari’s (2014) and Khadijeh and Amir’s (2015) studies.

6.8 Conclusion

The discussion of the results in this chapter was based on the research questions presented
in Section 3.2. Conclusions were drawn with regards to the washback effect in multi-exam
classes, on what teachers teach, how they teach, their beliefs and attitudes towards
examinations and their teaching practices. The data used are from classroom observations,
the interviews with the two participating teachers and a questionnaire. In addition, an
analysis of the factors affecting teachers’ choices of teaching practices within the multi-exam
class was deemed necessary to gain better insight into the nature and scope of the observed

exam washback.

The above analysis clearly points to the existence of exam washback on teaching practices
in the multi-exam class, especially during the second school term when exam dates are near.
Findings show that, in contrast with one-exam classes, multi-exam classes offer teachers the
opportunity to engage in more pedagogical practices during the first school term as students

have not yet decided on which exam to take. This allows teachers to work on all skills in a
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more effective and pedagogical, not exam oriented way. The variation observed between the
two teachers led to the examination of teacher characteristics which showed that the
teachers’ educational background and professional expertise do play a role in the selection

of teaching practices and that this is not directly linked to the exams.
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CHAPTER 7: CONCLUSIONS

7.1 In search of Washback on Teaching Strategies: A Working Model

Similar to numerous other countries, English language certification in Greece is considered
an important qualification to possess when searching for employment in either the public or
the private sector. Acknowledging this reality, a substantial number of people in Greece have
sought to obtain a qualification in English. This certificate-driven society has contributed to
the inevitable introduction of a number of English language examinations administered by
local and international exam boards. This has given rise to an exam oriented teaching and
learning culture in English language teaching in Greece. The great variety of state-approved
exams, which was discussed in the introduction of this study, has created the multi-exam

preparation teaching context in frontistiria.

This study has explored the influence of exams in these multi-exam preparation classes and
specifically on teachers’ teaching practices. As teachers face a relatively new teaching
context and have to cope with a ‘new’ set of needs and an altered curriculum, this context
presented an interesting and unexplored territory for washback studies, rendering interesting
findings and shedding further light into the factors that influence teachers. Furthermore, it
hopefully raised researchers’ awareness of a new and promising teaching culture that
developed around multi-exam preparation courses. English language teaching in other
countries, like Taiwan, which face similar challenges given the multiplicity of exams
available in the markets might benefit from the study at hand. English learners in Taiwan
face the difficult decision of choosing one standardized English exam amongst the multiple
ones available basing their decisions on (i) financial considerations, (ii) possibility of success
and (iii) other stakeholders’ suggestions (e.g. teachers, parents) (Yi-Long and Wu, 2015).
Considering curriculum innovation in order to allow for multiple exam preparation courses

there could help tackle some of these problems.

This study set out to investigate the teaching practices used by teachers when they prepare
students for English language exams. It specifically focused on the washback effect of the
English language certificates on teaching strategies while further investigating other factors
beyond the exams that influence teachers’ teaching practices in exam preparation courses.
The study focused on two teachers teaching a multi-exam preparation course and preparing

students for more than two English language exams. Through the use of a questionnaire, it
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further investigated the factors that bear on teachers’ teaching practices and also sought to

identify any discrepancies in the above between multi-exam and one-exam classes.

The case study presented evidence of washback variation attributed to types of classes and
terms rather than teachers. The washback effect was stronger in the one-exam class rather
than the multi-exam one and became stronger during intense preparation periods towards the
end of the academic year and as the exam dates were getting closer. Other factors beyond
the exams had a strong influence on teaching strategies varying, however, between terms,
types of classes and teaching practices. For example, in the multi-exam class teachers taught
a wider range of skills, tasks were selected in order to make the lesson more interesting, the
activities followed the course book closely and teaching practices were chosen on the basis
of other factors beyond the exams. In the one-exam class, teachers used more exam-related
tasks as the TIE examination has a task-based format. These teachers further restricted the
skills they taught to the ones that were examined in the exam and the teaching practices were

chosen mainly according to students’ proficiency level and needs.

During the second term, washback was more intense in both classes, given that many choices
were influenced by the exams which were then imminent. The skills taught, the materials
used and the tasks and the activities done resembled the exam format. The teaching practices
selected, however, were influenced both by the exams and other factors. Most of the results
of this study were obtained through the use of the questionnaire which revealed that not only
exam factors but other factors influence teachers’ choices regarding teaching practices. Even
though tasks and activities were mostly influenced by the exams and not by the course book
as the case study showed, other factors were observed to influence teaching strategies. Those

factors varied between the two types of classes, multi- and one exam.

It is clear from the findings that the three research questions pursued in this study are closely
interrelated. The results of the three research questions can begin to formulate a model of
washback on teaching practices. The model shows what each group of factors contains and
how it influences all parts of the teaching process. The direction and degree of washback
effect is evident during the entire teaching process including not only in relation to content,

materials, skills, teaching practices but also to term and class type.

Compared to previous models on classroom washback (see Chapter 2), the novelty of the

current model (see Figure 7.1) is threefold: (i) the variety of methods used for data collection;
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(ii) the fact that it focuses solely on the washback of tests on teaching practices; and, (iii) the
fact that it considers the number of exams taught in a classroom. From a methodological
perspective, this study guarded against shortcomings associated with earlier washback
studies which based their findings solely on teachers’ accounts (Alderson and Wall, 1993).
To that end, direct observation was considered a key method of data collection to safeguard
validity in this specific washback research. Furthermore, “the conditions under which
[washback] operates (ibid. p. 116) were further illuminated as this study introduced school

terms as a factor that influences washback.

The proposed model also differs from others as it describes the complexity of washback
effect on instruction. As was observed in the discussion of the relevant literature (Chapter
Two), current theories and models cannot fully capture the washback of a test on teaching
practices as they tend to examine the impact of exams on a larger scale and in relation to the
wider teaching context. To that purpose, I propose a washback model of teacher’s teaching,
using three categories of factors generated from the present study: teacher-direct, teacher-
indirect, and test factors. In order that the washback of the exams can be ascertained teacher-
direct (teachers, students, language learning), teacher-indirect (society, school/class,
materials), and test factors have to be considered. Hughes’ model (1993) considered the
effect of a test on participants and processes, which would partially capture the above
mentioned teacher-direct and teacher-indirect factors. However, teachers and all the other
stakeholders in Hughes’ model are considered on an equal basis under the category of
participants. Any action taken by said participants that might contribute to learning are also
considered under the umbrella category of processes. The proposed model articulated in this
study, does not necessarily look at the impact of tests on these factors. First of all, teachers
are considered in isolation, while other participants are considered as part of the wider
context of society. These are further explored in combination and how said combination
influences and, to a certain extent, determines the teaching strategies employed in the
classroom. So, teaching strategies, tasks and activities employed in the classroom and, by
extension, the learning process (identified by Hughes as ‘products’) are not examined on the
same footing. The benefit of this approach in comparison to Hughes’ model is that teachers
are afforded a more central role, which further allows for washback to be examined in
relation to other factors, such as proximity of the exams as well as the number and format of
the exams, which are expected to be more teacher-related and which might not be considered

in a model that treats all participants on an equal footing.
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Figure 7.1: A Washback Model on Teachers’ Teaching Practices

In my proposed model above, the upper box in the middle represents the tasks and activities
as well as the teaching strategies teachers employ. The arrows represent the influence on the
teaching practices and the numbers indicate the order of influence. In other words, tasks and
activities are initially influenced by teacher indirect factors, such as the exams and the
available material, and then by teacher direct factors whereas teaching strategies are
primarily influenced by teacher direct factors and subsequently by teacher indirect factors.
Each category contains specific factors which are also influenced from each other. All the
aspects included in the upper box (teaching practices, teacher direct and teacher indirect
factors) are influenced by the exams but the extent or direction of washback differs based on
the parameters of exam format, exam number and school term. These are represented
through the arrows under the term exams. These can have both positive and negative
washback effect on teaching practices. Lastly, the section under the exam factor presents the
washback effect across the types of classes and the school terms. The lighter colour implies
weaker washback effect, such as that observed in multi-exam classes and in the beginning
of the school term while the darker colour indicates stronger washback effect, which was

encountered in one-exam class and during intense preparation periods.
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This is closer to Bailey’s washback model (1996) which differentiated between program
washback and learner washback but which recognized that products (i.e. students’ learning)
are affected through processes and the participants, which is the case in the proposed model
under scrutiny. Bailey, however, does not take into account societal influences, which this
model does. Tsagari’s model (2009), which does incorporate these factors but also affords
teachers a central role in the process, does not consider the factors of exam number and
school term. It further describes washback in a wider context, while this model draws
attention to washback on teaching strategies. This is, therefore, closer to Saif’s washback
model (2006), which investigates washback on course content, teaching, learning and
classroom activities. However, it focuses on the stages before test development with a view
to inciting positive washback. Unlike this model, therefore, it does not describe washback
exerted by existing exams. Cheng’s model (2005), on the other hand, which focuses on
washback exerted by existing exams, considers teaching methods as dictated by intervening
agencies, while teachers are involved through the manner in which they implement said
methods in class. In the proposed model, tasks and activities are examined separately from
teaching strategies. This allowed for a closer examination of teaching practices in the
classroom and, indeed, demonstrated that tasks and activities are more susceptible to exam

washback, while teaching strategies are dictated by teacher-direct factors.

The findings of this study have led to a clearer understanding of teachers’ perceptions of
current English language preparation classes in the private sector in Greece and their effects
on teaching practices. My research supports the claim that washback is neither simple nor
direct, but a rather circuitous, complicated and complex phenomenon (see e.g. Wall and
Alderson, 1993; Tsagari, 2012). On a more general basis, the model contributes to washback
theories by pointing out that intrinsic factors play a role in exam washback on teaching
practices. Finally, the model indicates that exams influence teachers’ instruction, so the
potential impact of the exams should be taken into account in test design and educational

policies.

7.2 Implications

The results from the present study can be applied to other similar settings (i.e. institutions
that teach foreign languages) in the form of recommendations. The situation in the
forntistirio investigated in this research can be considered to be representative of a large

number of other frontistiria, as many of them share teaching requirements, have similar exam
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preparation courses (Scholfield and Gitsaki, 1996, p. 119), divide exam preparation courses
into one exam and multi-exam ones, and their students sit for the same exam(s). In light of
the above, it is likely that the findings of the present study will have a number of important
implications for EFL testing as well as teaching and learning. Also, teacher training courses
might benefit from the findings of this study by taking into consideration some of the

conclusions drawn in this study.

First and foremost, these findings are important for teachers who play a vital role in learning
and are the focus of this study. In order to avoid negative washback in exam preparation,
teachers should become ‘exam literate’. Being exam literate means that teachers have the
appropriate and required knowledge and skills to handle exam classes and their
requirements. For a teacher to be considered exam literate he/she should also be assessment

literate and aware of the aspects discussed below.

Teachers should be well-versed in the exams they teach in terms of exam requirements,
marking criteria and test-taking strategies, among other things, so as to be able to support
their students, especially in a multi-exam context, where the students’ familiarization with a
variety of test formats might seem overwhelming. Handling multi-exam classes entails the
teachers’ ability to combine the requirements of different exams and use the activities and
tasks of one exam in favor of the other. This necessitates a strategic action on behalf of the
teachers to prepare accordingly for different exams. A multi-exam context allows students
to practise language since exam constructs are different in different exams and thus a greater
variety of activities and tasks is available. Multi-exam contexts seem to provide more
opportunities for language learning, which might suggest that simultaneous exposure to a
variety of test formats and requirements might foster a richer learning context. However,
training courses can further help teachers deal with the additional stress and insecurity which

was recorded in the multi-exam setting.

Teachers should further be aware of students’ needs and at the same time the requirements
of language certificates in order to guide their students properly. Course books and exam
material should be used effectively. The use of new methodologies and communicatively
oriented language opportunities should be applied in exam preparation classes in order to
make the lesson more effective, interesting and thus more student-centered and less
routinised. Using more communicative teaching strategies (i.e. pair/group work), teachers

can make the lesson more interesting even in exam preparation classes. Also, teachers should
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integrate assessment into the teaching and learning process, and be able to design appropriate
assessment tasks in order to provide quality feedback and therefore minimize negative exam
influence. As Turner points out there should be an “alignment across CBA and large-scale

assessments” (Turner, 2012, p. 68).

Even though the specific study is focused on teachers, implementation of the research
findings by stakeholders in the areas of test design and teacher training could also prove
beneficial. In order to engineer positive washback, exam constructors should focus more on
test design and pay attention to reducing construct-irrelevant variance. Test designers should
incorporate activities and tasks that promote language learning in exams and teacher trainers
should train teachers to favour activities and tasks that require more student participation.
They should also attempt to create tests with different formats, designed for different
contexts and purposes and differentiate the role and aim of the tests in order to serve students
and society’ needs. This study further highlights the need for the design and use of formative
assessment and the consideration of other elements of language education tests which
include all the dimensions of language performance. Teaching practices, learners’ needs,
curricular objectives and materials should be taken into account to facilitate teachers who
prepare students for exams. Factors other than the test itself should be taken under
consideration in designing test constructs and washback studies should be applied to all tests
before they are officially implemented. Teacher trainers and test constructors should also
provide teachers with enough information to help them address exam requirements and
prepare students properly, especially in multi-exam contexts. There is a need for teacher
professional development with regard to the implementation not only of a specific exam but
exams in general and to helping teachers balance teaching, exam and learning. Teachers
should have easy access to the necessary materials and understand the methods
recommended by test designers, or at least have some guidelines to follow in order to figure
out how to teach to the exam and more significantly how to teach a multi-exam context.
Hence, this study proposes that specific trainings should be designed and run on multi-exam

course management.

In addition to teachers, test designers and teacher trainers, this study has potential
implications for researchers too. Firstly, this thesis highlighted the importance of direct
observation of teachers and learners as well as the wider educational context. Direct class
observation to a certain extent guarantees more accurate and transparent conclusion to be
drawn, as it captures actual and not assumed teaching practices. (see also Green, 2013). This
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study confirms the general consensus in the washback literature that sociocultural and
educational factors should also be investigated for a fuller picture of washback to emerge.
Washback research that delves into teaching strategies and learning outcomes can identify
effective teaching practices and give teachers the opportunity to evaluate their own teaching
and adopt new practices. From this perspective, washback can valuable for establishing more
effective exam preparation programmes (Green, 2013). The study proposes a self-reflection
of investigating washback combining teacher research, which refers to the systematic inquiry
by professional teachers in any discipline who investigate their own practices (Borg, 2013),
with washback research. This might be a promising avenue to explore as one teacher in the
present study said “you made me think of how I can make this class better”. Crucially, this
study offers a framework for investigating washback on teaching strategies, which could
inform further washback studies given the prominence of the teacher factor in most

washback models.

The factor of multiple exam formats in combination and their impact on teaching and
learning also bears important implications for researchers. In fact, this study illuminated the
preparation for a combination of exams as an idiosyncratic teaching context which differs
from the one-exam context and merits individual attention from a methodological
perspective in washback research. The element of time and proximity to the exams has also
not always featured as a factor whose contribution to exam washback should be studied. This
study, however, showed that the direction and intensity of washback fluctuates according to
how close the exams are, stressing that any findings generated by washback studies should,
indeed, consider exam proximity as a determining factor. Finally, given that the direction of
washback was different between task and activities and teaching strategies clearly highlights
that these two should be considered individually by a washback study that opts to examine

what happens in the classroom.

7.3 Recommendations for Stakeholders

The implications of the present study (section 7.2) and teachers’ concerns about multi-exam
classes as those emerged in the interviews, render more teacher training a pressing issue in
foreign language education. Training is required not only on how to better prepare students
for the exams but also on how to best handle multi-exam classes in order to avoid the
confusion such classes may cause. The previous discussion (Chapter 5) cautioned to the fact

that the stakeholders may negatively influence the teaching process as the decision-making
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concerning teaching practices lies with them. The question that arises is what sort of training
would be beneficial for teachers of multi-exam classes, but also whether this training would
be enough to counterbalance the negative influence of other stakeholders - more importantly
that of parents. This was a concern that was indirectly voiced by Tsagari (2009, 2012) in the
Greek context and was also raised by Bayat Khadijeh and Rezaei Amir (2015), as well as
Harding and Kremmel (2016). Tsagari (2009) actually points out how the process of
washback can be influenced by a multi-directional relationship among stakeholders that she
calls the “Local Society” in her model and which comprises local beliefs, parents and the
local educational system. Among others, Tsagari (2009, 2012) and Alderson and Hamp-
Lyons (1996) assert that the teacher acts as the mediator between materials and students,

which should be a major consideration when designing teacher training programmes.

I will now turn my attention to the training programmes which are already available to exam
class teachers in Greece. First of all, a number of associations have developed training
programmes targeted at EFL teachers either for novice teachers or for more experienced
foreign language educators. Perhaps the British Council in Greece might be by far the most
prominent centre with a strong tradition in teacher training courses — including a preparation
course for the Certificate in Teaching English to Speakers of Other Languages CELTA,!
which can take up to twelve weeks or shorter and targeted courses, such as ‘Learning
Technologies’ and ‘Communicative Assessment’” among others.*? In fact, the British Council
offers teachers the opportunity to carry out an online Master’s degree in English Language
Teaching.™® Other educational centres, such as ACT, American College of Thessaloniki also
offers programmes in TEFL.!* Three main observations need to be made at this point in
relation to the above — first of all, these training programmes can be very costly for teachers
(i.e. CELTA); secondly, apart from the few courses that are offered on an online or long-
distance basis, teachers’ physical presence is necessary which constraints teachers in the
periphery as most said training courses are organized in larger urban centres; finally, these
programmes tend to be either too general or involve a specific aspect of teaching (e.g.

learning technologies, teaching vocabulary etc.).

11 Other authorized training centres for CELTA are also available, such as the International Teacher
Development Centre CELT Athens.

2 For a comprehensive list of teacher training courses offered by the British Council visit
https://www.britishcouncil.gr/en/teach [last accessed 20 August 2016].

13 See https://www.britishcouncil.gr/en/teach/online-development-courses/online-ma [last accessed 20
August 2016].

1% http://www.act.edu/index.jsp?CMCCode=2003&extLang=LG#poverview [last accessed 20 August 2016].
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Greek EFL teachers, however, are presented with another option. A number of free training
sessions are regularly organized by associations which administer the various exams in
Greece (i.e. Cambridge ESOL). Representatives of these associations (i) visit language
schools around Greece to offer information to school owners and teachers about exam
specifications (ii) carry out official events and presentations with guest speakers of either an
academic or a professional background in second language education to familiarize teachers
and other stakeholders with exam format as well as optimum strategies for exam success.
These presentations often revolve around test format and are structured based on test tasks
or skills these exams test. The Panhellenic Federation of Language School Owners is by far
the most active body in organizing such educational conferences and book exhibitions in
Greece.™ During these events, materials developers are often present offering insights into
the different examinations as these are reflected in their course books. Again, academics are

also often present giving one-off lectures on aspect of ELT.

The commercial orientation of such events, often targeted at the promotion of specific exams
or specific publishers, often accompanied by the free distribution of materials, along with
the brevity and specific target of any accompanying training events can be more alienating
and fragmentary for teachers rather than educational and helpful. Such commercial
presentations tend to promote course books or other materials, albeit establishing links
between said course works and one or more exams. Although such presentations can help
the teachers of multi-exam classes better organise their material, they can be one-sided in
the sense that they are more concerned with product promotion than with effective teacher
training. This can also be argued for presentations offered by exam institutions as they
primarily promote their tests focusing on the advantages of the specific exam and not validity
and reliability. Therefore, exam techniques presented are mainly a handy ‘manual’ on how

to increase students’ chances of success.

Even though such training events can offer teachers some insight into how to better handle
multi-exam classes, they cannot be considered adequate or comprehensive. It is interesting
to note at this point that teacher training can foster positive washback by promoting

teachers’, and subsequently students’, positive attitude towards exams. This in turn can

15 A look at the Hellenic American Union’s calendar for book exhibitions in 2016 allows one to grasp PALSO’s
prominent activity in book exhibitions. See http://www.hau.gr/?i=learning.en.efl-book-exhibitions [last
accessed 20 August 2016].
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maximise their willingness to work towards achieving the exam objectives. For example,
positive washback was noticed as the result of teachers receiving training before the
introduction of a new exam or of changes to an existing one (Cheng, 2005). Consequently,
it does not come as a surprise that the teachers of the present study request more training
especially in the case of multi-exam classes. Such training, however, should acquire a more
comprehensive form and be conducted by people who are knowledgeable in the area of
language testing and assessment. In doing so, training will be able to aid teachers in making
the connection between pedagogical practices and exam preparation; analyzing their
students’ needs effectively and accurately; organizing their limited time to suit these needs;
compromising teaching with the demands of the other stakeholders. It is, however, important
for teachers to realise that such training will not offer ready-made solutions. It will rather aid
them in adopting a more holistic approach to language testing and assessment which will in
turn help them better understand and meet the demands of an exam-preparation class. Such
an approach is even more important in the case of the multi-exam class which should be
aiming at a more comprehensive view of how to effectively assess students’ language

abilities.

7.4 Limitations

This study rendered a set of interesting results on washback in multi-exam preparation
courses, a new and unchartered territory from a researcher’s perspective, signaling towards
a promising and emerging research context within and without Greece. Doctoral studies,
however, inevitably present some limitations due to the time constraints associated with a

PhD. These limitation, however, will hopefully form the basis for future research.

Initially, findings of this study relating to intensity and direction of washback should be
further explored over a longer period of time. Shohamy et al. (1996) report that washback
can evolve over time, so a longitudinal study with a longer time framework would help
capture washback on teaching practices more consistently as it would involve monitoring
the teaching process on a long-term basis (Green, 2013). Although the data of this study at
hand was collected over a period of a few months it rendered indispensable results in the
area of washback by examining a (i) a new context (research-wise) and (ii) providing a
working washback model, adaptable to suit the needs of a variety of washback studies.
Follow-up studies will help test the generalizability of the model or perhaps refine it.

Furthermore, a longer study will also confirm and fine-tune the findings of this study.
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In the process of this study, a few observations emerged which will lay the groundwork for
future research projects, as time and space constraints did not allow for such revisions. In
the future, a wider-scale study which will not only explore washback on teaching practices
in relation to exam classes but which will examine the extent to which it varies between non-
exam and exam classes will surely render invaluable results and will enhance the findings

and observations of the study at hand.

A characteristic of this study is that the students in the multi-exam class were adolescents
while the students in the one exam class were adults. The discrepancy, however, is not
deemed to have borne any significant impact on the results as the students in the one-exam
class were between 18-20 years old. Also, it can be argued that, from the perspective of
qualitative research, the one-exam class is not representative since the survey engaged with
one-exam classes that did were not focused on TIE (Table 5.9). However, the aim of this
research is not to compare the exams themselves but rather what teachers do in respect to
the exams they aim for. This, of course, signifies that if the one-class teacher prepared
students for another exam, they would have reacted differently and so the results would have
been different. So, future research in other types of high-stakes exams would provide more
information on whether the type of exam or the number of exams bear greater influence on

exam preparation courses.

Another observation relates to the questionnaires and the fact that a future study into
washback on teaching practices might benefit from a larger number of questions. Given the
impossibility of revising questions or repeating this stage of the research due to time
constraints, a future study that formulates more questions related to students, teachers’ talk

used in the class and a comparison might render fuller information.

The teachers observed for the purposes of this study also relate to another limitation worth
mentioning. There is a slight imbalance in the number of lessons observed between the two
teachers in the second term due to health issues faced by one of the teachers at the time.
Follow-up interviews were originally scheduled to be conducted after the observed lesson
and while most of them did indeed take place as planned, a few were cancelled. Also, some
of the interviews were conducted within a limited time frame because of teachers’ tight
schedule. To guard against any chance of data misrepresentation and secure valid results |

chose to exclude some of the relevant data gathered.
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Another idea that might enhance future research into teaching strategies and that would help
capture the dynamics of the classroom would be the use of learning records, together with
an examination of English proficiency test scores. These might provide more concrete
evidence to support a more detailed accounts of the relationship among teachers, students
and exams. Test scores could provide more information about the effectiveness of these
types of classes related to language learning and exam success. Thus, future research should
include the results of both types of classes (one- and multi-exam classes) so as to investigate
which of the two classes have better results or which of the teaching practices used by
teachers had better results. Also, in a large-scale project that would go beyond the classroom,
other stakeholders, such as syllabus designers, administrators, and future employers, could
also be included because their views about multi-exam classes and teaching practices can

shed more light into this research area.

More instruments will help probe the washback phenomenon further. In-depth interviews
with students or the use of learning records, in combination with an examination of English
proficiency test scores, might provide fuller evidence to support more detailed accounts of
such relationships. Due to the time constraints of this study, the questionnaire was considered
to be the ideal instrument. Instead of the use of the questionnaire, interviews with other
teachers could be conducted that would allow comparisons between first and second terms
and between multi-exam and one exam classes. Given their interactive and open-ended
nature interviews might render a fuller picture, as unanticipated, alternative and potentially

important topics/issues might be raised.

Despite the above-mentioned limitations, this study rendered valid and original results
exploring washback in a highly under-researched context. Furthermore, a washback model
on teaching practices was formulated based on the existing literature review and the findings
of this particular study, which can be generalized and applied to further explore washback
in relation to other aspects and factors. The findings not only add to previous studies and fill
the gap regarding the rationalization of teachers’ actions in exam preparation classes but
provide valuable proof of period-specific washback intensity (i.e. as the dates of the exams
are drawing nearer) (Tsagari, 2011) since they were based on data drawn from two terms of

the preparation year.
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7.5 Need for Further Research

Despite the wealth of literature on washback and the significant contributions made by
research that bear highly important implications for the entire learning and teaching process
— from test design to curriculum innovation and classroom management, certain aspects of
washback remain elusive and merit further investigation. This section will point towards
some research avenues to be explored, directed by the findings but also the limitations of the

study at hand.

Taking into account the limitations above (Section 7.4), one possible direction for future
research is to conduct extensive longitudinal studies on the washback effect of exam
preparation courses. This will enable evaluating the extent to which teachers are influenced
by exams in a more extensive period of time. Studying English instructors of exam
preparation courses over a long period of time will further enhance the findings of this and
further studies as it will explore how teachers’ decisions relate to the teaching practices they
use in such courses even further and how these are influenced over time — thus, long-term

washback effect.

The focus of this study in terms of participants was the teacher, as | sought to formulate and
put to the test a washback model on teaching practices. Future research could explore how
other stakeholders such as students, parents and teacher trainers fit into the picture and the
extent to which they influence washback. For example, including students in future research
in relation to teachers and their decisions would not only reveal students’ opinions on the
teaching practices teacher use but also their effectiveness on students’ language learning and
success. Further research into the ‘learning product’ should look at the results of the students’
exams. Looking at students’ results in exams might help to understand the influence of

teachers’ teaching practices on the success in the exams.

This study serves as the firm basis for a wider longitudinal study. Such a study could benefit
from broader observations that take place over a longer time frame. Given the longer time
framework of such a study, interviews, observations and follow-up interviews with more
teachers would be possible and would render a rich workable basis of data for analysis. As
suggested above, the use of interviews instead of questionnaires might generate enriched
data, as it might render alternative topics or issues.
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Future research could further work on a wider basis of exams, gathering evidence from other
high stakes tests with different formats. After all, test design has been thoroughly explored
in the literature, spotlighting it as a pivotal factor in washback. Working with different exams
could further enhance our understanding of washback in the multi-exam preparation context.
Not only different high stakes tests but also different cultures can increase the
generalizability of the washback effect of public examinations on language education since
it allows for replication. This study included a school in a rural area so further research
investigating, for instance, urban schools and participants from different economic
backgrounds may render altered data. Different age groups as well could enhance different
aspects of exam washback. Also, more relevant studies on different age groups (teenagers
or adults) who sit for exams are required.

Further investigation into the different forms of preparation for the exams either on how to
organize them or what teaching practices to use must be carried out. Additional research on
activities and tasks that teachers use in exam preparation classes will also be beneficial. More
specifically research on the use of activities and tasks that promote language learning and
students’ participation must be investigated and their effectiveness on exam success must be
measured. Researchers should try to apply new and alternative types of tasks and activities
in exam preparation classes and study their effectiveness on students, language learning and
exam success. Finally, studies that explore washback on teaching practices after training
teachers on teaching practices useful for teachers, effective for exam preparation courses and
student-friendly will spotlight the needs of exam preparation classes and render results
meaningful way beyond the academic community — namely, for test designers, curriculum
planners, material designers, and pivotally, teacher trainers. It is necessary to study teaching
practices after training teachers in order to create more effective teacher assessment literacy

courses.

From a methodological perspective, the fact that certain inconsistencies emerged in the
findings of this study, based on whether data was collected through interviews and
questionnaires or through class observation, testifies to the need for a combined research
method that will draw on both quantitative and qualitative data to secure validity of results.
More importantly, in order to examine issues that are more “difficult to address through
experimental research, such as sociocultural processes in language learning, how
institutional and societal pressures are played out in moment-to-moment classroom
interaction” (Watson-Gegeo 1988, p. 575) an ethnographic study should be performed in

combination with interviews and questionnaires. This will allow for a deeper understanding
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of how pressure from external and teacher-indirect factors influence teaching practices and

learning and most importantly how they shape the culture and organization of the classroom.

Ethnographic studies involve the researchers immersing themselves in the context they are
investigating for a sustained period of time. More specifically, Jeffrey and Troman (2004)
indicate that this period should be twelve months. As washback studies seem invested in
investigating the impact of external factors on teaching practices, a sustained ethnographic
study would be optimum for understanding how such external pressures unfold in the
classroom more profoundly and holistically, as ethnography is concerned with holism
(Watson-Gegeo 1988, p. 577). More importantly, since the focus of this washback model
was the teaching strategies as well as the tasks and activities teachers employ, namely what
happens in the classroom, a more holistic approach that takes period over a longer period of
time and which offers the methodological tools to study the entire ‘culture’ that develops in
a classroom would greatly enrich our understanding of washback in the classroom. An
ethnographic study, therefore, would greatly enhance the findings of this and other such
studies. Additionally, given the wider -certificate-obsessed culture of Greece, an
ethnographic study would further illuminate how societal norms and pressures might play

out in the classroom and generate a more holistic view of exam washback.
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Appendix I: Studies that Found Washback on Tasks and Activities

Author

Wall
Alderson
(1993)

&

Alderson &
Hamp-
Lyons
(1996)
Watanabe
(1996)

Shohamy et
al (1996)

nett(1997)

APPENDICES

Tasks and Activities

Exam-Oriented

Teach and explain words in the passages

Dissecting

sentence

passages

sentence by

Test taking is more common

Read from book

Translation in texts

Answers to exercises

Specific

teaching

preparation for the test

activities

in

Interviewing, speaking at length, asking

questions,

discussing

reporting on books,

literature,

brainstorming,

jigsaw activities, debates, discussions,

speeches

Employ activities similar to those

required in the examination

Language exercise such as grammar and

vocabulary

Exercises and finding answers from

exercises

Reading aloud as required by the exam

301

Other
Activities

Tasks and/or

Get students to Guess

Rarely read from book
Never give tests in class

Discussion

Discussion among
students

They did not get the
students to communicate
with teachers, classmates
and parents

Encourage students to do
activities outside class

(e.0. read

Exam

New English
Exam in Sri
Lanka
O-level
Exam
TOEFL

Japanese
university
entrance
examination
EFL

examination

Revised
HKCEE



Cheng
(1998, 1999)

Brown
(1998)

Nikolov
(1999)

Do mock exam
Do textbook exercises, explain specific
language items, talk about the meaning
of the text

Practice grammar

Learn vocabulary

Check answers

Timed practice test writing
Instructional focus on strategies for
timed writing in tests

Strategies for writing in timed
examination conditions

Teacher allocation of time to tasks
related to 4 skills

Lots of homework

Oral Tasks:

discussion about a picture, role-play,

answering questions,

discussion based on a prompt,
summarising text, reporting, bridging
gaps,

information from maps, charts, tables,

information collecting
summary of a story of a film/book

Writing Tasks: copying, dictation,
create short texts, data filling, write:
short note, memos, diary entries,
postcards, formal and informal letters,
invitations, instructions, directions,
describe pictures with the help of
pictures, with the help of guiding points,
with a given ending or beginning,
matching and arranging language
elements, gap filling, arranging words

into sentences, arranging sentences into

302

newspapers/magazines,

watch TV)
Role play, group
discussions, oral

presentations

Language games

Talk about the aim of the
lesson
Integrated language
tasks

Describe, Narrate, Direct

Read aloud

New
HKCEE oral

examination

IELTS



Chapman
and Snyder
(2000)
Hayes +
Read (2004)
Watanabe
(2004)

Stecher et al
(2004)

Tsagari
(2011, 2012)
Hawkey
2006

Wall
Horak
(2007)

and

paragraphs, arranging paragraphs into
passages, translating texts

Listening: sequencing pictures to heard
text, connecting pictures to heard text,
marking on pictures, according to the
text, following routes to the map,
drawing following instructions
Reading: reading aloud, matching
pictures to texts, arranging events or
stages in a process in order, matching
phrases or sentences to gaps in a text,
multiple

matching, sequencing

sentences or paragraphs, multiple-
choice, matching heading, headlines to
different texts, matching opinions to

people identified in a text

Problem solving

Critical thinking

IELTS-like tasks

Use of actual skills rather
than

Revised listening tasks taken from past
exam papers test-taking
Not authentic use of target language but techniques
mechanical approaches

Changes in the teaching of writing

Regular writing assignments

Have students score classroom work

Teach exam preparation technigques

Macro skills activities

Micro-skills relevant to IELTS
Task-based activities

Focus on structuring of compositions Listen to audio or video
rather than argumentation input outside class
Focus on language accuracy

Exam-like exercises
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University
entrance
gxamination

(Japan)

FCE

IELTS
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Al-Jamal &
Ghady
(2008)

Mickan and
Motteram
(2009)

Grammar instruction

Test taking strategies

Memorisation

Test-oriented activities

Speaking: unplanned talk, expression
of opinions, arguing points of view,
advice practice speaking outside the
class

Test taking advice: social context of
oral examination, remind students of
proper behaviour to the Examiner,
importance of stressing the topic, advice
on keep talking — practice practical
techniques for the avoidance of
communication breakdown,
paraphrasing, expansions and
alternative expressions for maintaining
a discussion, familiarization with the
content, components and format of the
test

Writing: talk about decisions on the
topics, attention to discourse features,
brainstorming ideas, structure of text,
format of planning, social purpose,
explanation about the task, modeling

and analysis of responses to the tasks,

Practical advice: length of essay,
writing techniques,

Advice on test-taking tactics and
behaviours,

Talking about the Test situation

Discussing Examiner’s expectations

Reading: Topics, vocabulary —
guessing meaning, attention to the
overall meaning of the text, skimming

and scanning techniques
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IELTS



Shih (2009)

Turner
(2009)

Deng 2010

Test taking: supervised practice tests,
timed and answered on test sheets,

familiarity with the format and time

constraints of the test

Listening: practice listening, use and
analysis of transcripts, experience

taking practice tests

Did not explicitly teach how to write

Not asking for a second draft

Speaking exam procedures

Speaking tasks similar to the exam/

Exam-like tasks

No use of activities promoting self and

peer assessment

‘Mock’ tests were administered

Exam rating scale criteria

Practice of real exam-like situation

Increase teaching time on examination

preparation

School A values traditional teaching

repetition and memorization

Teaching of chants

“Repeating one by one” activity

Imitation
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Did not increase writing
assignment

Intensified writing
training

Attention to writing in
texts

Speaking practice
outside class

Oral activities

Group work

Assessment as
instructional tool

Task type of group
testing

Interactive discussions
Use of  classroom
resources in activities
Brainstorming
Reflecting

No practice with exam
rating scale

Task based activities
Story-telling activities
Activities in meaningful
context

Guessing game

Real life activities

Role play

CET exam in

Taiwan

ESL exit
exam at high

school level

Examination
oriented

classes



Ren 2011

Pan 2011

Azadi and
Gholami,
2013

Aftab et al,
2014

Exam oriented exercises

Explaining answers

Grammar and vocabulary exercises
focused on exams

Listening: multiple-choice questions,
dictation

Reading: multiple-choice questions
Writing: argumentative essays
Listening frequently taught

Writing most rarely taught

Traditional activities taught more at
non-exit schools

Other  activities(group  discussion,
quizzes) taught more at exit school
Test  preparation  activities and
grammar-vocabulary activities at exit

schools

Exam grammar activities maximum
Writing activities minimum

No attention in Listening activities

Examination related activities
Reading and Writing activities that are
tested in the exams but not speaking and

listening ones that are not in the exams
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TOEIC
IELTS
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Appendix I1: Interview Questions

Questions for the Teachers

SECTION 1: Teacher’s Biodata

How long have you been teaching English?

What are your teaching qualifications?

Have you had any kind of training: pre-service or in-service?
Have you taught multi-exam classes before?

Which exams do you usually prepare your students for?

What is your opinion about the fact that students have so many exams to choose

from?
How do you get informed about the exams?
Have you any experience of one-exam classes?

How many exams do you prepare your students for this year?

SECTION 2: Ordinary teaching

What kinds of material do you use in your ordinary classes? Why is that?

What skills do you teach?

How do you teach your ordinary classes? Which teaching strategies do you use?
Can you give me some examples?

Do you use communicative activities in the classroom (group work, pair work,
role plays etc)? What do you do? Can you give me some examples?

What activities and tasks do you use?

What factors affect your choices?

SECTION 3: Teaching in the 15t Term (general multi-exam preparation term) vs 2"

term (specific exams multi-exam preparation term)

How do you organize your B2 classes (coursebook, skills, exams, time)?

Is the organization different between the terms? Why? Does the fact that you have

many exams affect the organization?

Who generally makes the decisions on the arrangement of lessons (principal,

yourself, teachers)?
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How do you cope with the 2" term that you prepare different students for different
exams in the same class? Do you teach each exam separately or do you teach them
together? Why? How do you decide on that?

What other factors affect your organization (principal, time)?

What skills do you teach? Do you teach them in both terms?

What kinds of material do you use in your classes? Are they different between
terms? Why is that?

Do the materials you use cover your needs? If not? How do you cope with it?

Strategies:

What interaction patterns do you mainly use (e.g. teacher to students, group work,
students to teachers, whole class) to teach? Why? Are they different between the
terms? How they defer and why? Can you give me some examples?

Who talks more in your classes you or the students? Why?

Do you teach in English or in Greek? Why?

How would you describe the atmosphere in these classes? How do you cope with
anxiety and discipline problems?

How do you feel? Why? Do you show your feelings to students?

What makes you anxious / stressed? Is it the exams only or the parents, students,
administration, time as well?

Multi-exam classes minimize or maximize the stress about exams and teaching
about exams?

Do you assess your students? Why? How it defers between terms?

Do you give them feedback? On what mainly? Why?

What questions do you mainly answer?

How do you decide which teaching strategy to use (exams, time, students, activity,
task, personal preference, method effectiveness)? Do you change it in the 2" term?
Why?

Activities and Tasks:

What kind of activities and tasks do you teach?

Do you teach activities and tasks that are not in exams?

How often do you do exam-related activities?

How do you choose the activities and tasks you teach (coursebook, exams, personal
preference)?
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What are the positive and negative elements of multi-exams as far as the activities

and tasks are concerned?

SECTION 4: General views on multi-exam classes

What do you think of the multi-exam context?

Do you think that your teaching is affected by the multi-exam context? In what
ways? Is it different to your other classes?

How would it defer if you had to prepare your students for one-exam?

What are the positive points of multi-exam classes (for you and the students, your
teaching, exam success, learning) comparing to one-exam? Do you think that
students’ learning is affected by multi-exams?

What are the negative points of multi-exam classes (extra-work, pressure,
organization difficulties) comparing to one exam?

How do your students choose an exam? Do you advise them?

If yes? How do you advise a student which exam to choose?

Why do students choose 2 exams?

Have you ever changed a student’s choice in order to minimize the exams you
should teach in a class?

What are the factors that most influence your teaching strategies (professional
training, seminars, teaching experience and belief, past experience as a language
learner, coursebooks, exams, social expectations, students and students’ needs,
parents)?

What are the factors that most influence the activities and tasks you use to teach
(professional training, seminars, teaching experience and belief, past experience as
a language learner, coursebooks, exams, social expectations, students and students’

needs, parents)?
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Appendix I11: Final Interview Questions - Comments

e Has your educational background helped you with the use of teaching strategies?

e Do student’s level and needs affect the teaching strategies?

e What affects your selection of activities and tasks?

e What factors affect your teaching strategies you use in exam classes?

e What about the materials you use.

e How do you organise your classes? How do you organise the multi-exam and one-
exam classes?

e What about the feedback, error questions and explanations you use. What factors
affect your choice in each term?

e What do you think about the examination system in Greece?

e Comment about the cultural difference of the exams, British or American language.

e Comments about the age of students and their needs, the multicultural society

e Comments about the exam choice

e What about the format of the exams?

¢ Do you feel like needing a special training to teach such classes?

e Did my presence affect you or the students?

e What about the topic of the research? Did it give you something to think about?
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Appendix 1V: Sample of Observation Scheme
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Appendix V: Questionnaire

Factors affecting teachers’ choices on teaching practices in multi-exam

classes in Greece

Factors affecting teachers' choices when teaching exam classes

Dear Teacher,

| am a PhD candidate at the University of Cyprus. This questionnaire is part of my PhD studies. |
am looking at the influence of English language exams in B2 level multi-exam preparation classes
in Greek frontistiria. Your responses will be highly appreciated.

It will take you around 10 minutes to complete the questionnaire. All information you provide will be
kept confidential. Thank you very much for your cooperation!

Ayarnté kaBnynti/Tpia,

Eipai didakTopikA @oitiTpia oo MNavemoTtApio Tng Kitrpou. Autd T0 £pWTNHATOASYIO Eival HEPOG TNG
di1dakTopIkAg diaTpIRrig Hou. Epsuvw Tnv emtidpaacn Twyv e¢etdoewy NG AyyAIkAG YAwooag o1o
emimedo B2 o€ 1d&eig Tou eToiuddouv pabntég yia TePIooOTEPOUG ATTO Evav ECETACTIKO POpPED OFE
@povTioTApIa aTnv EAAGDa. O amravtioeig oag Ba gival TTOAUTIUES yia TV EPYATia Hou.

Oa xpelaaTeite epiTTou 10 AeTITd va 10 SUPTIANPWOETE. OAEG 01 TTANPOPOPIES TTOU TTAPEXETE EDW
Ba peivouv dkpwg EUTTIOTEUTIKES. EuapIoTW yia Tnv ouvepyacia oag.

*1. A. Background information

Gender

O Female
O Male

*2. Age

O 2029

(O 3039

(O 4049

O 50 and over

* 3. Place of work (Prefecture - Nomos)

-

* 4. Current teaching situtation
O Frontirstirio owner

O Teacher in frontistirio

O Private lessons

Other (please specify)

Page 1
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Factors affecting teachers' choices when teaching exam classes
5. Professional qualifications (choose the highest)
|:| Certificate of Proficiency (Cambridge, Michigan)
[[]BA
[ ] maMEd/MSC

[ ]PD

Other (please specify)

6. Teaching experience
|:| Less than 5 years

D 1-5 years

|:| 6-10 years

I:] 11-15 years

D 16-20 years

D over 20

Page 2
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Factors affecting teachers' choices when teaching exam classes

B. Types of Exam Classes

7. Which exam classes do you teach?
D One-exam classes (i.e. prepare students for one exam in the same class)

D Multi-exam classes (i.e. prepare students for more than 2 exams in the same class)

D Both one- and multi-exam classes (it takes longer to complete)

Page 3
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Factors affecting teachers' choices when teaching exam classes

B1. One-exam Classes

* 8. How frequently do you teach the following exams in one-exam classes?
Never Seldom Not so often Quite often Always

First Certificate in O O O O O

English (FCE)
English Certificate of

Competency in
English (ECCE)

Pearson Test of
English (PTE
General), Level 3
English Speaking
Board (ESB), Level 1
Test Of Interactive
English, (TIE), B2
Level

Educational
Development
International (EDI)
JETSET Level 5

O O O O O
Omm. Camml O
O, Omm O
Gy O OO O
Oy PO QO O

O
O
O
O
O

Test of English of
International
Communication
(TOEIC), score: 505~
780

O
=
O
O
O

Trinity College
London, Certificate in
Integrated Skills in
English (ISE Il)

Michigan State
University (MSU-
CELC)

Kratiko Pistopiitiko
Glossomathias
(KPG) B2 Level
City & Guilds,
Certificate in ESOL
International, Level 1

O OF £NO
Ol O
O O
S OGNS @
o O O O

National Open
College Network
(NOCN), Level 1

Page 4
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Factors affecting teachers' choices when teaching exam classes

*9. Please rate the importance of the following when teaching an exam in one-exam
classes:

Not at all . p Extremely
; Not very important Neutral Very important ;
important important

Format of the exam
Time available

Level of students
Difficulty of the exam

Students' age

O0000O
OLIOLIOL)
OLIOLIOL)
O0000O
O0000O

Number of students

*10. Please rate the answers to the following questions. One-exam classes:

Strongly disagree Disagree Neutral Agree Strongly agree
Are easy going O O O
classes for both
teachers and
students

®
®

Increase chances for
success

Entail more work for
students

Entail more work for
teachers

Provide more
opportunities for
language learning

Oy Ol O
O O O
ONECUAONC] O
O O o
O O O O O

Maximize stress for
exams

Page 5
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Factors affecting teachers' choices when teaching exam classes

C. Teaching Practices

*11. How far do you agree with the following? When I choose activities (e.g. multiple-
choice, True/False, transformation) for one-exam classes, | do so because they:

Not at all . Somewhat ) Extremely

) Not very important . Very important .

important important important
Are included in the O O O O O

exam

Make the lesson O O O O O

more interesting

Are included in the O O O O O

coursebook

Promote chances for O O O O O

language learning

Motivate students to O O O O O

participate

% 12. When | use tasks (e.g. write an essay/story/letter, role play, project) in one-exam
classes, | do so because | want to:

Not at all . Somewhat . Extremely
) Not very important . Very important .
important important important
Teach according to O O O Q O
the exam
Follow the
coursebook

Encourage students
to participate

Encourage students
to work together

Make the lesson
more interesting

Have fun

OO0 O O O O
O SO0
OO0 ONSy (3
IO ] O J
OO0 O O O O

Make the lesson less
routinized

Page 6
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Factors affecting teachers' choices when teaching exam classes

% 13. | provide feedback in one-exam classes when | want to:

Not at all . Somewhat X Extremely

. Not very important . Very important .

important important important
Help students with O O O O O

the exam

Help students when
they do not
understand

Promote language
learning

Involve students in
the lesson

Check students’
difficulties

Check students’

attention

Check students’
understanding

O O O O OO0 O
O] Ol Oml O
Ol Ol Ol O
gl O 0O OO O
OND &40 O O O

Provide students with
information on the
exam

*14. 1 use Greek in one-exam classes when I:

Not at all ; Somewhat ; Extremely

. Not very important . Very important .

important important important
Explain things
Provide examples
Help students with
certain activities or
tasks

Give feedback
Correct students

Teach students
something new

Realize that students
do not understand
because of their level

O 000 00O
O 0Q® JOOO
) QOO =0 O
O 000 00O
O 000 000

Page 7

318



Factors affecting teachers' choices when teaching exam classes

% 15. What causes stress in one-exam classes?
Strongly disagree Disagree Neutral

The fact that exam O O O

classes are intensive
classes

Q
=
(0]
(0]

Strongly agree

O

The types of activities
students do

The types of tasks
students do

The difficulty of
activities and tasks

Parents’ pressure for
success

O O O O O
O O
Ol O O
O O] ONEEC
@) OO O

Social factors (e.g.
state school hours of
working, financial
problems, family
problems)

Students sitting for O O O Q O

only one exam

*16. How important do you consider the following factors when using group/pair work
in one-exam classes?

Not at all . Somewhat \ Extremely

. Not very important . Very important .

important important important
Students’ O O O O O

participation
Students’ motivation

Students’
collaboration

Students practicing
for the exam

Making lessons more
interesting

Making lessons more
fun

Making lessons less
routinized

Maintaining students’
attention

O O O O O O 00
() O O WO
L O Ol OO
() OFC) O ORCIO
O O O O O O OO0

Number of students

Page 8
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Factors affecting teachers' choices when teaching exam classes

D. Exam-related Activities

*17. How frequently do you do the following in your one-exam classes?

Never Not so often Quite often Very often Always
Have students do the O O O O O
task/activity within
set time limits

Get students to do O O O O O

activities/tasks
similar to those
included in the
exams

Provide students with
test-taking strategies
Provide students with
exam tips

Do mock tests

Mark, correct and

give feedback using
exam band scores

Review answers to
mock tests

Familiarize students
with exam content

Discuss test
procedures with
students

O O O O 00 O O
Zhaml Ot Ol O
O N @ OC OO0 O O
O O CLf QO O O
O O OO O @F0

Encourage revision
for the exam

Page 9
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Factors affecting teachers' choices when teaching exam classes

*18. I carefully choose exam-related activities because | want to:

Not at all i Somewhat X Extremely
. Not very important . Very important .
important important important

Prepare students O O O O O
properly
Help students

Get them to study
more

Practise working
within time limits
Familiarize students
with time limits

Familiarize students
with the exam
Encourage studying

Increase their
autonomy as exam
takers

Teach them how to
study

Release stress and
anxiety

O O O 00 O O O 00
L O O Ot OO
4 Ol O Ol ORCIO
(T O o OO0 OF0 OFOO0O
(U O\ OO ORCIO

Have ready-made
material to help
students in the exam

Page 10
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Factors affecting teachers' choices when teaching exam classes

B2. Multi-exam Classes

*19. How frequently do you teach the following exams in multi-exam classes?

Never Seldom Not so often Quite often Always
First Certificate in O O O O O
English (FCE)
English Certificate of
Competency in
English (ECCE)
Pearson Test of
English (PTE
General), Level 3
English Speaking
Board (ESB), Level 1
Test Of Interactive
English, (TIE), B2
Level

O O O O O
Omm. Camml O
O, Omm O
Gy O OO O
Oy PO QO O

Educational
Development
International (EDI)
JETSET Level 5

O
O
O
O
O

Test of English of
International
Communication
(TOEIC), score: 505~
780

O
=
O
O
O

Trinity College
London, Certificate in
Integrated Skills in
English (ISE Il)

Michigan State
University (MSU-
CELC)

Kratiko Pistopiitiko
Glossomathias
(KPG) B2 Level
City & Guilds,
Certificate in ESOL
International, Level 1

O OF £NO
Ol O
O O
S OGNS @
o O O O

National Open
College Network
(NOCN), Level 1

Page 11
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Factors affecting teachers' choices when teaching exam classes

*20. How far do you agree with the following? Multi-exam classes:
Strongly disagree Disagree Neutral Agree Strongly agree

Satisfy students O O O O

needs

O

Increase chances for
success

Entail more work for
students

Entail more work for

teachers

Provide more
opportunities for
language learning

O O O O O
Om. O O
Ol O O
O O’ O
© O O Qg O

Maximize stress for
exams

Page 12
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Factors affecting teachers' choices when teaching exam classes

C. Teaching Practices

*21. How far do you agree with the following? When I choose activities (e.g. multiple-
choice, True/False, transformation) for multi-exam classes, | do so because they:

Not at all . Somewhat ) Extremely

) Not very important . Very important .

important important important
Are included in the O O O O O

exams

Make the lesson O O O

more interesting

Are included in the O O O

coursebook

O
Promote chances for O O O

language learning

Motivate students to O O O O O

participate

O

O O O

*22. When | use tasks (e.g. write an essay/story/letter, role play, project) in multi-exam
classes, | do so because | want to:

Not at all . Somewhat . Extremely
) Not very important . Very important .
important important important
Teach according to O O O Q O
the exam
Follow the
coursebook

Encourage students
to participate

Encourage students
to work together

Make the lesson
more interesting

O O O O O
OF SO O
oG ONNY ()
O O O O

Have fun

O O O O O

Page 13
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Factors affecting teachers' choices when teaching exam classes

Not at all .
. Not very important
important

Help students with O O

the exams

Help students when
they do not
understand

Promote language
learning

Involve students in
the lesson

Check students’
difficulties

Check students’

attention

Check students’
understanding

O O O O OO0 O
O] Ol Oml O

Provide students with
information on the
exams

% 24. 1 use Greek in multi-exam classes when I:
Not at all

Not important
important Ot very Importan

Explain things
Provide examples

Help students with
certain activities or
tasks

Give feedback
Correct students

Teach students
something new

O 000 00O
O 0Q® JOOO

Realize that students
do not understand
because of their level

%23, | provide feedback in multi-exam classes when | want to:

Somewhat
important

O O

Very important

Ol Ol Ol O
gl O 0O OO O

Somewhat

Very important
important Ll

) QOO =0 O
O 000 00O

Extremely
important

O

OND &40 O O O

Extremely
important

O 000 000

325
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Factors affecting teachers' choices when teaching exam classes

% 25. What causes stress in multi-exam classes?
Strongly disagree Disagree Neutral

The fact that exam O O O

classes are intensive
classes

Q
=
(0]
(0]

Strongly agree

O

The types of activities
students do

The types of tasks
students do

The difficulty of
activities and tasks

Parents’ pressure for
success

O O O O O
O O
Ol O O
O O] ONEEC
@) OO O

Social factors (e.g.
state school hours of
working, financial
problems, family
problems)

Students sitting for O O O Q O

more than two exams

*26. How important do you consider the following factors when using group/pair work
in multi-exam classes?

Not at all . Somewhat \ Extremely

. Not very important . Very important .

important important important
Students’ O O O O O

participation
Students’ motivation

Students’
collaboration

Students practicing
for the exam

Making lessons more
interesting

Making lessons more
fun

Maintaining students’
attention

Number of students

Number of exams

OO0 O O O O OO
JORL) OFNL) WO
O] O O IO
O Ol OmiO
OO0 O O O O OO

Page 15
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Factors affecting teachers' choices when teaching exam classes

D. Exam-related Activities

*27. How frequently do you do the following in your multi-exam classes?

Never Not so often Quite often Very often Always
Have students do the O O O O O
task/activity within
set time limits

Get students to do O O O O O

activities/tasks
similar to those
included in the
exams

Provide students with
test-taking strategies
Provide students with
exam tips

Do mock tests

Mark, correct and

give feedback using
exam band scores

Review answers to
mock tests

Familiarize students
with exam content

Discuss test
procedures with
students

O O O O 00 O O
Zhaml Ot Ol O
O N @ OC OO0 O O
O O CLf QO O O
O O OO O @F0

Encourage revision
for the exam

Page 16
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Factors affecting teachers' choices when teaching exam classes

*28. | carefully choose exam-related activities because | want to:

Not at all i Somewhat X Extremely
. Not very important . Very important .
important important important

Prepare students O O O O O
properly
Help students

Get them to study
more

Practise working
within time limits
Familiarize students
with time limits
Familiarize students
with the exam(s)
Encourage studying

Increase their
autonomy as exam
takers

Teach them how to
study

Release stress and
anxiety

O O O 00 O O O 00
L O O Ot OO
4 Ol O Ol ORCIO
(T O o OO0 OF0 OFOO0O
(U O\ OO ORCIO

Have ready-made
material to help
students in the
exams

Page 17
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Factors affecting teachers' choices when teaching exam classes

B3. Both one- and multi-exam classes

Please note, all the following questions appear twice first referring to one-exam and second
referring to multi-exam classes.

*29. How frequently do you teach the following exams in ONE-exam classes?

Never Seldom Not so often Quite often Always
First Certificate in O O O O O
English (FCE)
English Certificate of
Competency in
English (ECCE)
Pearson Test of
English (PTE
General), Level 3
English Speaking
Board (ESB), Level 1
Test Of Interactive
English, (TIE), B2
Level

O O O O O
O Om) O
O Oml O
O O O O O
O Q QOFO O

Educational
Development
International (EDI)
JETSET Level 5

O
L]
O
O
O

Test of English of
International
Communication
(TOEIC), score: 505—
780

O
O
©
O
O

Trinity College
London, Certificate in
Integrated Skills in
English (ISE Il)

Michigan State
University (MSU-
CELC)

Kratiko Pistopiitiko
Glossomathias
(KPG) B2 Level

City & Guilds,
Certificate in ESOL
International, Level 1

O O O O
O O
OpE. O
O] O

L O

National Open
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Factors affecting teachers' choices when teaching exam classes
College Network
(NOCN), Level 1

* 30. How frequently do you teach the following exams in MULTI-exam classes?

Never Seldom Not so often Quite often Always
First Certificate in O O O O O
English (FCE)
English Certificate of
Competency in
English (ECCE)
Pearson Test of
English (PTE
General), Level 3
English Speaking
Board (ESB), Level 1
Test Of Interactive
English, (TIE), B2
Level

o O O O O
O O O
OmEl) Ommt) O
@) OF() O
® SO O O

Educational
Development
International (EDI)
JETSET Level 5

O
®
O
O
O

Test of English of
International
Communication
(TOEIC), score: 505—
780

O
O
O
O
O

Trinity College
London, Certificate in
Integrated Skills in
English (ISE Il)

Michigan State
University (MSU-
CELC)

Kratiko Pistopiitiko
Glossomathias
(KPG) B2 Level

City & Guilds,
Certificate in ESOL
International, Level 1

O O O O
e ONe ) )
O O
O O O O
O O O O

National Open
College Network
(NOCN), Level 1
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Factors affecting teachers' choices when teaching exam classes

* 31. Please rate the importance of the following when teaching an exam in one-exam
classes:

Not at all . p Extremely
; Not very important Neutral Very important ;
important important

Format of the exam
Time available

Level of students
Difficulty of the exam

Students' age

O0000O
OLIOLIOL)
OLIOLIOL)
O0000O
O0000O

Number of students

* 32. Please rate the answers to the following questions. One-exam classes:

Strongly disagree Disagree Neutral Agree Strongly agree
Are easy going O O O
classes for both
teachers and
students

®
®

Increase chances for
success

Entail more work for
students

Entail more work for
teachers

Provide more
opportunities for
language learning

Oy Ol O
O O O
ONECUAONC] O
O O o
O O O O O

Maximize stress for
exams
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Factors affecting teachers' choices when teaching exam classes

* 33. How far do you agree with the following? Multi-exam classes:
Strongly disagree Disagree Neutral Agree Strongly agree

Satisfy students O O O O

needs

O

Increase chances for
success

Entail more work for
students

Entail more work for

teachers

Provide more
opportunities for
language learning

O O O O O
Om. O O
Ol O O
O O’ O
© O O Qg O

Maximize stress for
exams

Page 21
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Factors affecting teachers' choices when teaching exam classes

C. Teaching Practices

Please note, all the following questions appear twice first referring to one-exam and second
referring to multi-exam classes.

* 34. How far do you agree with the following? When I choose activities (e.g. multiple-
choice, True/False, transformation) for one-exam classes, | do so because they:

Not at all ) Somewhat . Extremely

. Not very important . Very important .

important important important
Are included in the O O O O O

exam

Make the lesson O O O O O

more interesting

Are included in the O O O O O

coursebook

Promote chances for O O O O O

language learning

Motivate students to O O O O O

participate

*35. How far do you agree with the following? When I choose activities (e.g. multiple-
choice, True/False, transformation) for multi-exam classes, | do so because they:

Not at all i Somewhat . Extremely

. Not very important . Very important )

important important important
Are included in the O O O O O

exams

Make the lesson
more interesting
Are included in the
coursebook

Promote chances for
language learning

Motivate students to
participate

O O O O
) W O
O O U O
(] O} O
O O O O
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Factors affecting teachers' choices when teaching exam classes

% 36. When | use tasks (e.g. write an essay/story/letter, role play, project) in one-exam
classes, | do so because | want to:

Not at all . Somewhat p Extremely
; Not very important ; Very important ;
important important important

O O

O
O
O

Teach according to
the exam

Follow the
coursebook

Encourage students
to participate

Encourage students
to work together

Make the lesson
more interesting

Have fun

OO0 O O O O
es ome @
O Ol O
O Ol
O@¥CO O O O

Make the lesson less
routinized

*37. When | use tasks (e.g. write an essay/story/letter, role play, project) in multi-exam
classes, | do so because | want to:

Not at all 5 Somewhat \ Extremely
. Not very important . Very important .
important important important
Teach according to O O O O O
the exam
Follow the
coursebook

Encourage students
to participate

Encourage students
to work together

Make the lesson
more interesting

Have fun

O O O O O
O
ORI ORCNIO
Ol O/
O Ol O
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Factors affecting teachers' choices when teaching exam classes

% 38. | provide feedback in one-exam classes when | want to:

Not at all . Somewhat X Extremely

. Not very important . Very important .

important important important
Help students with O O O O O

the exam

Help students when
they do not
understand

Promote language
learning

Involve students in
the lesson

Check students’
difficulties

Check students’

attention

Check students’
understanding

O O O O OO0 O
O] Ol Oml O
Ol Ol Ol O
gl O 0O OO O
OND &40 O O O

Provide students with
information on the
exam

% 39. | provide feedback in multi-exam classes when | want to:

Not at all ; Somewhat ; Extremely

. Not very important . Very important .

important important important
Help students with O O O O O

the exams

Help students when
they do not
understand
Promote language
learning

Involve students in
the lesson

Check students’
difficulties

Check students’
attention

Check students’
understanding

O O O OO0 O O
Oy Ol Opl JO
Ol Ot Ol O
Ot Ot Ol O
O O O O O O O

Provide students with
information on the
exams
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Factors affecting teachers' choices when teaching exam classes

% 40. I use Greek in one-exam classes when I:

Not at all . Somewhat ) Extremely
) Not very important ] Very important .
important important important

Explain things
Provide examples

Help students with
certain activities or
tasks

Give feedback
Correct students

Teach students
something new

O 000 00O
L. OLOmm /O
L OO JOL)
(J OO O0)
O 000 00O

Realize that students
do not understand
because of their level

% 41. | use Greek in multi-exam classes when I:

Not at all . Somewhat 5 Extremely
. Not very important y Very important )
important important important

Explain things
Provide examples

Help students with
certain activities or
tasks

Give feedback
Correct students

Teach students
something new

O OO0 000
L OO O
O OMDE g )OO0
O 000 00O
O 000 00O

Realize that students
do not understand
because of their level
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Factors affecting teachers' choices when teaching exam classes

% 42. What causes stress in one-exam classes?
Strongly disagree Disagree Neutral

The fact that exam O O O

classes are intensive
classes

Q
=
(0]
(0]

Strongly agree

O

The types of activities
students do

The types of tasks
students do

The difficulty of
activities and tasks

Parents’ pressure for
success

O O O O O
O O
Ol O O
O O] ONEEC
@) OO O

Social factors (e.g.
state school hours of
working, financial
problems, family
problems)

Students sitting for O O O

only one exam

O
O

*43. What causes stress in multi-exam classes?
Strongly disagree Disagree Neutral

The fact that exam O O O

classes are intensive
classes

Q
=
()
(0]

Strongly agree

O

The types of activities
students do

The types of tasks
students do

The difficulty of
activities and tasks

Parents’ pressure for
success

O O O O O
O O W &

O OFL{) §
O] OFL] ONEEY
O OO O

Social factors (e.g.
state school hours of
working, financial
problems, family
problems)

O
&
O
O
O

Students sitting for
more than two exams
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Factors affecting teachers' choices when teaching exam classes

% 44. How important do you consider the following factors when using group/pair work
in one-exam classes?

Not at all . Somewhat p Extremely

; Not very important ; Very important ;

important important important
Students’ ® O O O O

participation
Students’ motivation

Students’
collaboration

Students practicing
for the exam

Making lessons more
interesting

Making lessons more
fun

Making lessons less
routinized

O O O O O OO
O.: O OmJO
O, O, OmIO
Gy O OO0 OO0
OO O O OO0

Maintaining students’
attention

Number of students O O O O O

*45. How important do you consider the following factors when using group/pair work
in multi-exam classes?

Not at all . Somewhat . Extremely

) Not very important . Very important .

important important important
Students’ O O O O O
participation

Students’ motivation

Students’
collaboration

Students practicing
for the exam

Making lessons more
interesting

Making lessons more
fun

Maintaining students’
attention

Number of students

OO0 O O O O OO
OO OF0) QIO
O O] OO
O] O OO
OO0 O O O O OO

Number of exams
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Factors affecting teachers' choices when teaching exam classes

D. Exam-related Activities

Please note, all the following questions appear twice first referring to one-exam and second
referring to multi-exam classes.

% 46. How frequently do you do the following in your one-exam classes?

Never Not so often Quite often Very important Always
Have students do the O O O O O
task/activity within
set time limits

Get students to do O O O O O

activities/tasks
similar to those
included in the
exams

Provide students with
test-taking strategies

Provide students with
exam tips

Do mock tests

Mark, correct and

give feedback using
exam band scores

Review answers to
mock tests

Familiarize students

with exam content

Discuss test
procedures with
students

O O O O 00 O O
Wa ) Ofl) OO O
Ol G gy OC O
e Oe o ¢ PN O
O OF 0 OO QY

Encourage revision
for the exam
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Factors affecting teachers' choices when teaching exam classes

*47. How frequently do you do the following in your multi-exam classes?

Never Not so often Quite often Very often Always
Have students do the O O O O O
task/activity within
set time limits

Get students to do O O O O O

activities/tasks
similar to those
included in the
exams

Provide students with
test-taking strategies

Provide students with
exam tips

Do mock tests

Mark, correct and

give feedback using
exam band scores

Review answers to
mock tests

Familiarize students
with exam content

Discuss test
procedures with
students

O O O O 00 O O
Ol O Ol O
Qg OO0 OO0 OF0
O QML g OO0 OO0
O O O O 00 O O

Encourage revision
for the exam

Page 29
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Factors affecting teachers' choices when teaching exam classes

*48. | carefully choose exam-related activities because | want to:

Not at all i Somewhat X Extremely
. Not very important . Very important .
important important important

Prepare students O O O O O
properly
Help students

Get them to study
more

Practise working
within time limits
Familiarize students
with time limits
Familiarize students
with the exam(s)
Encourage studying

Increase their
autonomy as exam
takers

Teach them how to
study

Release stress and
anxiety

O O O 00 O O O 00
L O O Ot OO
4 Ol O Ol ORCIO
(T O o OO0 OF0 OFOO0O
(U O\ OO ORCIO

Have ready-made
material to help
students in the
exams
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Appendix VI: Research Consent Form

RESEARCH CONSENT FORM (COPY)

Name of Researcher(s) (to be completed by the researcher)

Title of study (to be completed by the researcher)

Please read and complete this form carefully. If you are willing to participate
in this study, circle the appropriate responses and sign and write the date in
the declaration at the end. If you do not understand anything and would like
more information, please ask.

e | have had the research satisfactorily explained to me in verbal

and / or written form by the researcher. YES / NO

| understand that the research will involve: video recorded
classroom observations only of teachers and not students,
video recorded interviews before the beginning of the
observations in November 2013 and after the interviews in April
2014. YES / NO
e | understand that | may withdraw from this study at any time
without having to give an explanation. YES / NO
e | understand that all information about me will be treated in
strict confidence and that | will not be named in any written work
arising from this study. YES / NO

e | understand that any audiotape material of me will be used

solely for research purposes and will be destroyed on

completion of your research. YES / NO

e | understand that you will be discussing the progress of your

research with the committee at the University of Cyprus. YES / NO

| freely give my consent to participate in this research study and have been given a
copy of this form for my own information.

SIgNAtUIe: .. e



Appendix VII: Coding Scheme for the analysis of observation data

TEACHING STRATEGIES

General Organisation — Wok Mode

Org. T>Ss The teacher talks to student(s) when she does something

Org. S=>T,C The student talks to teacher/class when he/she does something

Org. W. Sup. The students work alone without supervision

W.M. Gr.S. The students work in groups of the same exam

W. M. Gr.Dif. The students work in groups of different exams

W. M. Ind. W The students work individually

W. M. Pr. W The students work in pairs

W.M.cl.W The teacher does the activity/task with the student
Language

L1 The teacher uses L1 (Greek)

L2 The teacher uses L2 (English)

Class behaviour

C.B.An.r There are instances of anxiety and/or the teacher reprimand the students
C.B.L. There are instances of laughter and joking
Questions
Q.E. Teacher answers students’ questions on the exam / ask students how they did on their mock tests/exam
activities
Q. L. Teacher answers questions on the lesson of the day
Q.C. Teacher asks students to clarify they have understood/ Teacher asks students if they need more clarifications
Q. A Teacher asks students to assess them
Assessment
Ass. Ex. The teacher assesses students on the exams
Ass. L. The teacher assesses students the lesson of the day
Ass. Sp. Ex. The teacher assesses students on specific exam
Ass. Ex. Sc. The teachers assesses students using exam scores
Ass. T. Sc. The teacher assesses students on her own style, not taking into consideration the exams.
Ass. Peer The teacher asks students to assess each other (peer — assessment)
Feedback
F. Ex. Str. The teacher gives feedback according to the exam requirements. Advice on exam strategies, how they should
do in the day of the exam
F. I The teacher gives feedback on the item she has taught. Like: Bravo/No/ Yes/Good or repeat the answer
F.T>S The teacher gives feedback to one student
F. T>class The teacher gives feedback to the whole class
F.C. The teacher corrects the students with the feedback she provides. Provides answer to something students do
not know like translation
F. St. The teacher asks feedback from the students.

Error Correction

E.C. Ex.

The teacher corrects according to the exams
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EC.T.

The teacher corrects according to his/her own style without taking into consideration the exams. Teachers

corrects translation, pronunciation, grammar

Explanations/Suggestion

Expl. Ex. The teacher gives explanations and suggestions on the exams
Expl. L. The teacher gives explanations and suggestions on the lesson of the day. Explains the exercise, theory, why
the answer is correct or wrong.
Materials
M. NNS The teacher uses materials for non-native speakers
M. Auth The teacher uses authentic materials
M. Course The teacher uses the coursebook/practice test book
M. Read The teacher uses graded readers
M. T.Made The teacher uses teacher-made materials (photocopy, notes)
M. S.Made The teacher uses student-made materials

Test References

ECCER. The teacher focuses on ECCE.
PTER. The teacher focuses on PTE.
TIER. The teacher focuses on TIE.
Exams R. The teacher refers to exam(s).

Exam-Related activities / Instances of Washback

T/A. Str.TL The activity/tasks is done in strict time limit

T/IA. Sim. Ex. M. The activities and tasks are similar to the exams

TTS The teacher gives students test-taking strategies, exam tips, tricks

Mock. Ex. Students do mock exams

MTBS The teacher marks, corrects and gives feedback using exam band scores according to the exams

R.Ans. Review answers to test questions one by one / corrections of mock exams and practice tests / Word
counting in writing/score

Form. EP Familiarizations with exam content /Format/Exam procedures

Test. Pr. Test procedures discussed (talking about the test situation, discussing examiner’s expectations, refer to
candidates’ behaviour to the test, talk about time

Enc. Rev. Encouraging study of the test / Revisions for the test/ organize their work
Explains why they should do that

ACTIVITIES
Reading

R.1 Time spent on reading activities

R.2 Read aloud

R.3 Translate

R.4 Skimming

R.5 Scanning

R.6 Practice reading techniques

R.7 Multiple choice

R.8 Text/note completion

R.9 Gap filling
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R. 10 True/False

R.11 Answer questions

R. 12 Contextual guessing

R. 13 Summarising

R. 14 Providing titles

R. 15 Discussing cohesion, coherence, linking, sequencing

R. 16 Vocabulary use / explanation

R. 17 Put the sentences in order

R. 18 Keep notes from model texts, reading texts, exercises

R. 19 Reading technique- shows the technique
Listening

L1 Time on Listening activities

L.2 Listen with pauses

L.3 Listen and translate

L. 4 Analyse the transcripts

L.5 Dictation

L.6 Practice listening techniques

L7 Multiple choice

L.8 Text/note completion

L.9 Gap filling

L. 10 True/False

L. 11 Answer questions

L. 12 Ignoring unknown words and focusing on the general meaning

L. 13 Guessing of unknown words

L. 14 Focusing on key words

L. 15 Keep notes while listening

L. 16 Listening Technique
Speaking

S.1 Time on Speaking activities

S.2 Translate

S.3 Practice fluency / clarity

S. 4 Practice native like language

S.5 Repetition

S.6 Revision

S.7 Role play

S.8 Describe a picture / discuss using pictures-prompts

S.9 Sustain a monologue

S. 10 Discussion

S.11 Negotiating for meaning

S.12 Strategic competence

S. 13 Paraphrasing

S. 14 Organisation

S.15 Use / practice of appropriate vocabulary

S.16 Practice sentence formation

S.17 Answer questions
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S.18 Practice specific language
S.19 Memorization
S.20 Brainstorming/ Collect Ideas
S.21 Questions on Book/ Investigation Topic/ News Story/Discussion
S.22 Present something
Writing
w. 1 Time on Writing activities
W. 2 Planning
W.3 Write paragraphs/sentences/ the whole letter/essay/article
W. 4 Analyze a model text
W.5 Practice a format / layout / organization
W. 6 Scrutinizing rubrics
W. 7 Discussing cohesion, coherence, linking, sequencing, vocabulary use, use of key words and topic sentences,
grammar
W. 8 Different types of texts, genres
W.9 drafting
W. 10 spelling and punctuation
W. 11 Practice sentence formation
W. 12 Answer questions
W. 13 Practice specific language
W. 14 Memorization
W.15 Brainstorming ideas/ Collect Ideas
W.16 True/False
W. 17 Present their work in class
W. 18 Keep notes

Grammar / Vocabulary

G/V. 1 Time on Writing activities
GIV.2 Lexical
GIV.3 Grammatical
GIV. 4 Lexicogrammatical
GIV.5 Translation
G/V. 6 Memorization
GIV.7 Guess meaning of unknown words
G/V. 8 Study rules, explain theory
GIV.9 Practise with worksheets,
G/V. 10 Work with phrasal verbs, prepositions, idioms, collocations, definitions, idioms
G/V.11 Fill the blanks
G/V.12 Multiple choice
G/V. 13 Transformation
G/V. 14 Word Formation
TASKS
T.T1 Jigsaw Tasks
T.T2 Information Gap
T.T3 Problem Solving
T.T4 Decision Making
T.T5 Opinion Exchange
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T.LF The language function that the task focuses on (express opinion, persuade, describe, etc)
T.C.Pr The cognitive process that the task requires (listing, ordering, comparing, etc)

T. Topic The topic of the task (food, jobs, entertaining, hobbies, etc)

T.L.S. The skills that students use to complete the task (listening, speaking, writing, reading)

T. Out The outcome of the task (open/closed)

T. Inter. The interaction of the students to complete the task (one-way / two-way)

T.T. Type The text type that the students use or are required to produce (articles, letters, reports, ads, etc)
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Appendix VIII: Sample of Classroom Observation Coding

P 5: Teacher 1 Lesson 2 ME 2nd hour 1st Term.

Path: Managed in My Library -> D:\Phd\...\Teacher 1 Lesson 2 ME 2nd hour 1st Term.rtf
Media: RICHTEXT

Printed: 2015-12-03T10:56:01
By: Super

From HU:  Washback Study on Teaching Practices
HU-Path: [C:\MY FOLDERS\Atlas.ti\Washback Study on Teaching Practices.hpr7]

Codes: 16

Memos: 0

Quotations: 231

Families: T1, ME, 1ST, Lessons
Teacher 1, ME, 1st Term

Teacher 1, ME, 1st Term with Follow-Ups

Comment: <none>
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Date: 03/12/2015 P 5: Teacher 1 Lesson 2 ME 2nd hour 1st Term.rtf Page: 1/21

001

002
003

004
005
006

007

008

009

010

011

012

013
014

015

016
017

Teacher 1, 15-11-13, 2ND HOUR, M.E.,

1stTerm

Teacher: Informal letters or e-mails %8 1 0rg. T-> S(9)~ % d w5~
25 0 WM.CLW.~

Informal. When you think of informal who do you think we % 0 QA~

write to?

Who can we write to an informal letter?

Student: Something who know

Teacher: Somebody we know % 0 12~

Somebody we know very, very well, our grandparents, 8 Ve T A

our friends, our cousins, pen pals from another country. FLNARY

What expressions, what phrases can we use in informal

letters or e-mails?

Student: Informal

Teacher: Expressions that you use when you talk to your % :E:LTN'>5~ %02~y

friend in everyday language. For example, you can say % 0 Expl. L~

“Hey, what’s up? How are you?” When you close your

letter you can say “Love, Best wishes, Take care”

Student: (asks what informal and formal means)

Teacher: Just always think about the situation in the % :§-|T~->S~ e~

rubric. Have you already read it and translated it?

Student: Yes

Let’s go to exercise one. %8 ¥ M. Coursebook~

Student: (ESdw Oev £xw kaTaAdBel TI kAvoupe= | haven'’t

understood what we are doing here)

Teacher: Ok, let’s find out. & e~

“Read the rubrics below. Underline the key words. Find % ' we-~

the imaginary situation, the imaginary reader, type of
writing task and the specific topics” It says “You have
seen the following advertisement in the Daily Mail. Want
to be a tour guide? Do you like working with large groups
of people? We are looking for friendly and energetic
people to work as tour guides in August. Contact Andy

349



Date: 03/12/2015

018
019
020
021
022

023
024
025
026
027
028
029
030

031
032
033

034
035
036
037
038
039
040

041

042

043

Trevor at .... Write your email applying for the job. 120-

180 words”

First of all, based on that, what is the situation?
Student: To be a tour guide

Teacher: That’s the job.

The situation is ...?

You have lots of people with you and you have to explain
where you are going, give the history of each place you

go to.

Who is the imaginary reader?

Student: Andy Trevor

Teacher: Trevor

What type of writing task is this?

Student: Formal

Teacher: Type of writing task.

It's an email.

What are the specific topics that you have to include?
What should you include?

You have to mention your qualifications, what else?
Student: Experience

Teacher: Relevant experience you have and your
character.

Exercise b.

Why am | reading?

Roula,read b.

Student: (student reads)

Teacher: Ok, what is the situation here, Roula?
What's the situation?

Student: (Ti va Tw; =What should | say?)
Teacher: Based on what you just read, only what you
read, what’s the situation?

What's your letter going to be about?

Student: About a refuse to an invitation
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& 1QA~

EHOIRT->s~ 5 0 L2~
%5 VI~

G VFT->S~
%5 VFIL~

%4 0 QA~

EHOIRT->s~ SH IR~ EH 0
& 1QA~

75 0 L2~

g VFT->5~
FILNARS
% iQa~

SEORT>s~ % L2~
F LIRS

75 1 QA~

i~ gEiQan

H 0 L2~
& 1QA~

75 I w6~



Date: 03/12/2015

044

045

046
047
048

049

050
051
052
053
054
055
056

057

058

059

060

061

062

063

064

065

066
067
068
069
070
071

072

Teacher: Before you refuse what'’s the invitation?
Student: | am invited by my pen pal friend Jack to stay
with his family

Teacher:So, Jack invited you to stay with his family.
Ok, who is the imaginary reader?

Who is going to read this letter?

You are writing to pen friend Jack who is going to read
the letter?

Student: Jack

Teacher: Jack, exactly.

What type of writing task is this?

Is it an email, is it a letter, a composition?

What is it?

Student: E-mail? A letter

Teacher: “Write a letter in reply” So, it is a letter.
What specific topics do you have to do, to write in your
letter?

Student: To refuse to the invitation

Teacher: And?

Student: And explain why | can’t goGood!

Teacher: Spiridoula, read c.

Student: (student reads)

Teacher: So, Spiridoula, what is the situation here?
Student: | wlil write a letter for my friend, Tony,
Teacher: What's the situation? That you can't go.... To
his brother’s wedding.

Ok, that’s the situation.

That you can’t go to his brother’s wedding.

Who is going to read that, Spiridoula?

Who is going to read the letter?

The email, sorry.

Student: Tony.

Teacher: Tony
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25 0 QA~ F 0 L2~

7 0 L2~
oA~

EOIRT->s~ IR~ G0
H A~

SEHOIRT>s~ S IR~ 5§ 0
%G 1 QA~

75 02~

5 02~

Eioa~ FEIwe~FHILC

o~ IFT-H>s~
& VI~

Wl THIRT->s~
HIQA~ ZH VFI~



Date: 03/12/2015

073
074
075
076
077
078
079
080
081
082
083
084
085
086
087
088
089
090
091
092
093
094
095
096
097

098
099

100

101
102

What type of writing task is this?

Is it an email, is it a letter, a composition, article?
Email.

What specific topics do you have to include?

What does it say that you have to do?

You have to...?

Student: Apologize

Teacher: And?

Student: Explain.

Teacher: Explain what? Why you can’t go.

Ok, d. Mariza, read d.

Student: (student reads)

Teacher: What's the situation here? You went to...
Student: A restaurant

Teacher: Ok, and..?

Student: And the food was not very good

Teacher: Who is the imaginary reader here?

Who is going to read?

Who is going to read it?

Student: One minute, the manager of the restaurant.
Teacher: Ok, what type of writing task is this, Mariza?
Student: A letter.

Teacher: Is it going to formal or informal?

Student: Formal?

Teacher: Formal, ok? Because you are writing to the
manager of the restaurant.

And what must you include in the letter?

Student: Complain and say what action you expect to be

taken

Teacher: You have to explain why you are complaining
and what you expect will be done.

Do you understand why we did this exercise?
Students: Yes
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%G 1 QA~

%H_z..

Hie- ¥Hlaa~

& 0QA~ ¥TH 012~
% VW6~

$EHORT->S~ %& 0 L2~
25 VFl~

%5 0 L~
& 1 QA~

$HOFT->5~ 5§ 0 L2~
% VR~

oA~ ¥ I L2~
ZH VR T->5~ ¥ 0 L2~
F LIRS

%4 1QA~

%5 012~ 45 VExpl. L~

%4 1 Qc-



Date: 03/12/2015 P 5: Teacher 1 Lesson 2 ME 2nd hour 1st Term.rtf Page: 5/21

103 Teacher: Why? 3 0 L2~
104 Student: To find the (student asks for unknown word)
10s Teacher: Main topic % : e
106 Student: Find the main topic, who is going to read the bk L2~
email, what we write in this, what to include
107 Teacher: Good. So, when you have something like this &V Expl L~ S 0 L2~
. . - ] % 0FT->S5~
and they tell you, write a letter, write a composition, write ¥ VI~

an email whatever, they give you the rubric; just a little
box with the information that you need.

108 When you read it you have to understand it.

109 First of all, what you are writing.

110 What you are writing, an email or a composition, an
article or an email?

111 Secondly, you have to understand who is going to read
this email or letter.

112 In your mind you have to think about whether it is going
to be formal or informal and secondly, when it says “write
and tell them, write a letter to the manager of the
restaurant expressing your reasons for the complaints
and saying what action you expect to be taken”

113 When they tell you write a letter and do this, this, ask for

this, this you have to write everything that they ask for.

114 For example, it says “express your reasons for the
complaint and what action you expect to be taken.”

115 | am going to write them why I’'m comlaining, give
examples, and have to say what | expect to be done.

116 Whatever they say, you have to write everything.

117 You don’t choose want you want or | will read this and
that's it.

118 Whatever they ask you, they ask you for two points.

119 You have to write both of them.

120 They ask you for three points, you have to write all three
of them.
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Date: 03/12/2015 P 5: Teacher 1 Lesson 2 ME 2nd hour 1st Term.rtf Page: 6/21

121 Whatever they ask you, you have to include everything.
You read this underneath?

122
123 Student: Yes.
124 Teacher: So, we don’t have to go through this again. % L2~
125 Informal reading “Dear Gary, Dear Aunt Jane, Dear mum Y OFT->s~
whoever, cousin” %@ 0
126 Or you don'’t have to start with “Dear” you can say “Hi
Georgia! Hi Spiridoula!”
127 Here in the informal letters can we use short forms,
abbreviations, can we say “I'd, I'm” ?
128 Y€s, you can.
129 In general. Informal letter is the way you write to & 0 Expl. L~
somebody, is exactly the same way you speak to him.
130 For example, when you speak to your friends, you see
them every day, do think about proper language or do
you just use every day expressions?
137 Student: Every day expressions
132 Teacher: So, this is what you can do in informal letters, %0 L2~
too, or emails.
133 It goes for people that you know very, very well.
134 Now, let's go to exercise two.
135 Spireta, read exercise two so we know what we are doing
here.
136 Student: (student reads)
137 Teacher: Ok, you are not going to write anything, don’t % 02~ %V CBANS~
panic.
138 It's already written underneath.
139 Now, we have the letter, sorry the email, but we are &t wa~
missing what each paragraph is about.
140 And underneath a, b, c, d
141 Spireta, for paragraph one what did you put? What title Elaa~

did you put, a, b, c, or d?
142 |t's when you start the pargraph, so, what will you use?
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143

144
145

146
147

148

149
150
151
152
153
154
155
156

157

158
159
160
161
162
163
164
165

166

What's the title?

Student: Opening remarks

Teacher: And reason for writing

Ok, 1b. Can you read the first paragraph, the
introduction?

Student: (student reads)

Teacher: “How’s it going?” Entered

Ok, opening remarks “How’s it going?” reason for writing
“l entered this wild life competition, | won first prize, |
want to tell you about it.”

Spireta, what title did you give to the second paragraph?
Student: “Write news and details”

Teacher: 2d

Read paragraph two.

Student: (student reads)

Teacher: Nine

Two hundred

Pounds

So, the second paragraph is giving him the news, and it's
giving him all the details, how he took the picture, how he
won the first prize, everything.

It gives all the details.

What did you put for paragraph three?

Student: “further details and invitation”

Teachers: Yes, 3a.Read it.

Student: (student reads)

Teacher: Sixteenth

Pm

So, in paragraph three what did you do?

He is still telling him about his news “I still can’t believe it,
I’'m so excited” and he is telling him why he is inviting
him. “They are presenting me the prize and | want you to
come”. Ok?
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167 He is giving him all the details he needs for his invitation.

168 Paragraph four what title did you give? % 1A~
169 Student: “closing remarks” (student reads)
170 Teacher: | had. TH IR T >~ 7§ 0 L2~
¢ %5 VFI~
Sixteenth.

171
17> And then you just close it and tell him if he can come “I'd
better go now” it's completely informal.
173 Exercise three
174 S0 far, it was easy do you have any questions? % rac~
175 Exercise three says “Mark the following sentences as O
(opening remarks) or C (closing remarks). What does
each include reason for writing, apology etc?
17¢ Here we have eight sentences and you are going to tell g :xr;';f
me first of all if it is opening or closing remarks and then
you are going to tell me what each include.
177 For example, Georgia read the sentences and everybody
tells us if it opening or closing remarks.

178 Student: (student reads)

179 Teacher: Is it opening or closing? % :g;~
180 Student: Opening, closing
1g7 Teacher: You write it in the end. Closing. TEHIRT>S- SHIFL- 3H 0
182 What is the person doing here? % 1A~
183 When | tell you “what do think we get together next
week?”
184 What am | doing?
185 Student: (asks for unknown word)
186 Teacher: Suggest g : 'F:.IT~->S~
1s7 Student: Suggest get together next time %% 0 L2~
1ss Teacher: Suggest meeting B2~ TG VR~
189 Suggest, double g, meeting
190 Here on the little line you write O or C, opening or & 0 Expl. L~

closing, next to it write suggest meeting, we have to write
what each one includes.
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191
192
193

194

195
196
197
198
199
200
201
202
203
204
205
206
207
208
209

210
211
212
213
214
215
216
217
218
219
220
221

Suggest meeting

Ok, Georgia, read two.

Student: (student reads)

Teacher: Would write that at the beginning or at the
end?

Opening or closing?

Student: Open

Open.

What is the person doing here?

Student: Apologize

Teacher: For?

Student: (asks for unknown word)

Teacher: Sooner, earlier.

Apologizing for not writing sooner or earlier
Write: apologizing for not writing earlier.

Ok? Three

Student: (student reads)

Teacher: Where do find this? Opening or closing?
Student: Closing

Teacher: Closing. What is this “Give my best wishes to
your family.”?

Wishes

Ok? Four.

Student: (student reads). Opening?

Teacher: Opening. And what are we doing here?
Student: Happy for this reason?

Teacher: So, what am | doing?

I am...? | am congratulating you.

Congratulating

Five.

Student: (student reads)

Teacher: Opening or closing?

Student: Closing
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01

02

03

05

06

07

TEACHER 1, 15-11-13, FOLLOW-UP,
ME, 15T TERM

Interviewer: Well, in the first hour you taught composition
writing, formal letters. So, why did you teach the way you
taught today, tonight? In general.

Teacher 1: In general, | just wanted to explain to them
how to write a formal letter. | tried to explain them as
much as | could, as possible and | took it one step at a
time. | didn’t have a particular order how to teach it. It just
as came into my head. Just to get across how to write a
formal letter.

Interviewer: In the beginning you asked them some
questions in order to revise- let's say- the formal letters.

Teacher 1: Just in case somebody didn’t remember or
didn’t quite understand from the last year or years before
what a formal letter is. Plus the one student in here is new
this year. | didn’t have her last year. | don’t really know
what she knows, what she doesn’t know. | just try to cover
the class in general.

Interviewer: After that you read a rubric and analyze it,
and you discuss with the students how to answer it. Why
did you do that?

Teacher 1: Just they can understand the exercise in
depth. Understand it a little bit better with the questions. |
want to see if | ask the question who can answer them.
Because when you ask you can see immediately who is
going to respond, actually if they understand, if you see
somebody kind of looking at you in a doubtful way, you
know that they didn’t understand. So, | want to do it as
much as possible.

Interviewer: Then, after that you write the plan on the

4 board and it is copied again by asking questions

09

| just want them to be involved, not make it a boring
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10

1

12

13

14

15

16

17

18

lesson when | just write and | just say and they just look
....because you are going to lose them after two minutes.
| want them to participate as much as each one can.

Interviewer: At the you wrote the letter with them. Why
was that important writing with them? Why did you do
that?

Teacher 1: Because usually when we give them the
composition, for this case the letter, if we didn’t do
anything, | give them for homework, each child would
understand it in a different way. So, when they come back
and read their homework, the one would say “Oh, | didn’t
understand how to do it” or would write one big
paragraph and mix all the details. So, in this way, they
keep the plan for a future reference and know exactly
what to write in each paragraph.

Interviewer: So, for the future reference that you
mentioned, you mean the exams?

Teacher 1: The exams, of course.

Interviewer: You give them some suggestions on how to
write, like you revise it again.

Teacher 1: As a revision, and what | see is that they
generally think of one sentence and that's it. And
sometimes they can’t express the sentences they are
thinking of, and they get stuck. And they just lose it from
there.

Interviewer: Then you give some suggestions on how to
use whatever you did in both writing and speaking.

Teacher 1: The vocabulary, some useful sentences,
phrases, for their oral tests again. So that they can use it
and broaden their vocabulary a little bit.

Interviewer: So, you have the exams in mind again?
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i Teacher 1: Oh, yes.

Interviewer: In this writing class you had the exams in & 0 Exams~

(1
mind.

21 Teacher 1: Yes, in case they have a letter to write, or a
composition. We are going to do everything keeping the
exams in mind. Whatever comes up at the test, the know
because they will have already done it in class so that

they can respond. 3 1 Examples~

Interviewer: Do you keep the scores? Do you score their % 0 Ass. T.Se~

22 2
writing? L R

4 Teacher 1: Do you mean with a grader or something?

Interviewer: Yes.

24
Teacher 1: No, no. | just give them my comments, my
25
feedback.
Interviewer: Then you gave them the homework. £ ¥ Familiarity L~
2 %% ¥ Homework~
5 Teacher 1: Which is similar to what we did on the board
so they can familiarize themselves with it.
3 Interviewer: And then you did some checking because %8 ¥ Fill in the gap in lesson~
you didn’t have time, last time. $& 1 GV, 3~
29 Teacher 1: Yes, it took us five minutes. So, instead of
starting something new and won'’t be able to finish it, | just
did that to fill in the gap.
Interviewer: Would you follow the same pattern if you %8 ¥ ME vs OE classes~

30
taught one-exam classes?

% Teacher 1: Yes, basically yes.

32 Interviewer: Then, the second hour. You taught writing
again but informal letters this time. You did exactly the
same thing, you asked the same students in order to
revise
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33

34

35

36

37

38

39

40

4

42
43

Teacher 1: Tried to get them off, somebody would even a
little whatever, just to say something.

Interviewer: You read the rubric, you explained and
analyzed that. Why was that important again?

Teacher 1: Because if that comes up at the exam, and
probably will, | want them to know that just read the entire
rubric also, look for certain points. Keep in mind who is
going to read it, is going to be formal or informal. | want to
do that with them, take one step at a time, so they know
exactly what they are going to write and not spend the
time wondering... thinking.

Interviewer: What influenced this choice? The exams
again?

Teacher 1: Yes.

Interviewer: Because rubrics are very important for the
exams

Teacher 1: In order to understand how to read it, how to
perceive it and what to take out of there.

Interviewer: And then, you continue analyzing the rubric
and then you give some suggestions on letter writing in
general. Why do you give these suggestions to them?

Teacher 1: | want them to understand that when they do
the writing, they don’t have to go down in certain way.
They can use as many expressions as they can, in
general, or let’s say for today it was an informal letter,
there is not always one way of starting a formal letter. And
“Oh, my God | can’t think of it, I'm stuck, | can’t write any
more. | can’t continue it”. There are so many ways. Just
express what you want. You can'’t think of a word written
now, say it in a different way. Try a different approach.

Interviewer: So, you didn’t have the exams.

Teacher 1: | still do that. | don’t want them to learn a fixed
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phrase for each thing. Learn different things, understand
there are different ways to do it.

44 Interviewer: What about the rubric that you analyzed so & ' we~
much? If we didn’t have the exams, would you do that
again?

Teacher 1: Maybe if | didn’t have the exams, | would
spend so much time on it. | wouldn’t over-analyze it so
much.

45 %% ¥ Give more time because of thi

46 Interviewer: | see. Then you did some exercises in the & Y wa-
book that were based on informal letters. So, you
analyzed the model text, each paragraph. So, why did
you do that?

47 Teacher 1: Just for them to understand what to write in % ¢ Matter of Understanding~
each paragraph. You are supposed to write specific items
in one paragraph and not going to repeat them in the
second paragraph. You write them, you are done. You
are going to the second paragraph, you have different
things to write. You don’t mix them up, whatever you
remember. Try to put them in a certain order.

Interviewer: You think model texts help them out?

49 Teacher 1: Yes. | think so, because they see how it is % ¢ Examples~
actually written so they can get an idea. You don’t go to
the second paragraph, you mention one think, then you
are in the third paragraph and you remember “Oh, | didn’t
write this. I'll just stick it here in the third paragraph.” It
has a sequence. You have to follow certain order, put
things in order.

& Interviewer: Maybe you can see what the exams ask

51 Teacher 1: Exactly, that's what I'm trying. Whatever they
ask, you have to write. Whatever the suggestions are, you
write as many things as they ask you.

& ¥ Exams~

& Interviewer: So, if we were not in the exams, would give %8 § Teach it but not in such det
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53

55

56

57

58

59

61

62

63

65

them a model to analyze it so much?

Teacher 1: We would analyze it, but probably not get into
such details.

Interviewer: | see. You practiced some vocabulary and
phrases, some opening and closing; all them in reference
to informal letters in order to...?

Teacher 1: For the test.
Interviewer: To practice again what the test asks for.
Teacher 1: Yes, and how to respond to it.

Interviewer: So, if it was the exam, would you do % ¥ Language Learning~
something more free type of writing.

Teacher 1: If it wasn’t for the exam...? Maybe yes. But
now because | have the exams in mind, because the
composition is the same. | am going to do different
composition now and different one later, is the same. At
least the composition get in the right direction.

Interviewer: You taught formal and informal letters. Would
=i e 38 ¥ No Exam Influence~
you teach them again if they weren'’t in the exams? %5V ws-

Teacher 1: Yes, definitely.
Interviewer: Do you find them useful in their life?

Teacher 1: Yes, they might want to write to a magazine
for a book or favorite actor or something.

Interviewer: And you used English language throughout B0 e
both hours. Why? %55 ¥ Students' Needs/Level~

Teacher 1: Again, because | think they are in a level
where they can fully understand, or even when they don't
understand 100% or 90 %, they can understand what |
am saying. | try to explain as much as | can so there
aren’t any questions. And | ask them in the end if there is
something that they don’t understand, and if there is
something that they don’t understand noway | will just tell
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them in Greek.

Interviewer: So, you if you didn’t have a book, the course 8 ¢ Coursebook Influence~

. o %% ¥ M. Coursebook~
book, would you teach differently? % 0 Org.T -> Sie)~

66

b LAAES
67 Teacher 1: Yes, because now | am guided, | know what g m::
exactly | have to do. If | didn’t have the book, | had to %8 VW7~
make a plan on my own. & Y WMGrS.~

& Interviewer: What would you do then?

Teacher 1: | don’t know. I've never taught by myself, |

69
always had books to be honest with you.

70 Interviewer: You developed vocabulary and phrases and
a useful language and analyzing model text talking about
closing and opening. Would leave something out if you
didn’t have the course book?

71 Teacher 1? Maybe | would left out the exercise where you & 6V 11~
are supposed to use a word to fill in the blank in the right % ! No Exam Influence~
form. That's not something they are going to do on the RS OmE I Rotsstime:
test. We just use it for as grammar reference; just the y
can revise and practice grammar a little bit.

72 Interviewer: Would you teach differently? Would you use $& ¥ Coursebook Influence~
a different teaching strategy? For example, you do the g :C"v-;"G"';e"w""
MGrS.~

exercises teacher to student, they work individually or the
whole classroom with you? Would you do something
different? Do you have your own material?

73 Teacher 1: Maybe | would do a little more group work
where they can work together by themselves and not me
guide them what to do exactly. | let figure it out on their
own, see what they come up with.

2 Interviewer: So, do you think that it's the book’s fault that
you teach the way you teach?

Teacher 1: Yes...
75

% Interviewer: That you didn’t use any group work or pair
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