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Abstrakt

Cilem této diplomové prace je pomoci dotaznikového Setfeni mezi studenty poslednich ro¢nikti
ceskych gymnazii zjistit, zda a v jaké podobé dochazi na téchto Skolach v hodinach anglického
jazyka k takzvanému washback efektu v souvislosti s maturitni zkouskou a pokusit se stanovit,
jakym zpiisobem je mozné ptipadny negativni dopad minimalizovat.

Anglicky termin ,washback effect® oznacuje fenomén, ke kterému dochazi, kdyz jsou kurzy
zakonCeny zkousSkou, a ktery popisuje, jakym zptisobem ovliviiuje zdvérecné testovani studenta
samotnou formu vyuky a vSechny jeji ucastniky. Aplikovana lingvistika tento jev popisuje a
zkouma jiz dlouho a ve svété vzniklo mnozstvi empirickych studii zaméfenych na konkrétni
projevy washback efektu u jazykovych zkousek. Tato prace si klade za cil navazat na zjisténi
jiz publikovanych praci a aplikovat je do ¢eského prostfedi na soucasnou podobu maturitni
zkousky z anglického jazyka.

Prace byla prvotné inspirovana situacemi pozorovanymi pii naslesich v hodinach anglictiny na
jednom prazském gymndziu, které se uskutecnily v ramci piipravy studentd Filozofické fakulty
Univerzity Karlovy na pedagogickou praxi. Pro ujasnéni zamé&feni prace byl nasledné formou
polostrukturovanych rozhovorti se ¢tyfmi studenty poslednich ro¢nikl prazskych gymnazii
proveden predvyzkum. Zatimco v prvotni fazi vyzkumu bylo mozné studentskou perspektivu
jen odhadovat, ve druhé fazi byly zkoumany skute¢né postoje studentil, které zformovaly
zaméteni této prace. Diplomova prace bude ve vyzkumu perspektivy studentti pokracovat
dotaznikovym Setfenim, které by mélo poskytnout jasnéjsi obraz o tom, zda a na zakladé jakych
faktorh washback efekt vznika. Zatimco velkd c¢ast empirickych studii na toto téma je
zpracovavana z pohledu uciteli a s ohledem na to, jak jejich metody prispivaji ke vzniku
pozitivniho, ¢i negativniho washback efektu ve vyuce, pouze mensi Cast studii zkouma, jak
konkrétni metody piisobi na studenty samotné a jak je ovliviiuji.

Cilem prace je pokusit se zahrnout do zkoumani washback efektu perspektivu téch, které
zavedeni nové centralizované podoby maturity a tim padem 1 pfizpiisobovani sméru, kterym se
vyuka anglictiny ubird, ovlivnilo nejvice. Na zdkladé prvotniho Setfeni se zda, Zze
pozitivni/ptiznivé formy washback efektu lze docilit takovym stylem vyuky, ktery dava
studentim vice prostoru k procvicovani jazyka tim, ze jim umoznuje ve vetsi mife hodiny
aktivné spoluvytvaret (tzv. ,learner-centred approach‘). K negativnimu washback efektu
naopak muze vést takova forma vyuky, kterd je vytvarena pouze na zdklad¢ ucitelova planu
hodiny (tzv. ,teacher-centred approach®) a pti niz ucitel Ipi na vyuce smefované jen ke zkousce
samotné (tzv. ,teaching to the test). Diky pohledu vétsiho vzorku studentii by mohlo byt 1épe
identifikovatelné, zda je mozné cilené sméfovat k piiznivé form& washback efektu a jak
konkrétné pozitivni ¢i negativni washback efekt v hodinach vznika.

Préace bude vypracovana v anglickém jazyce.

Klicova slova: washback efekt, maturita, maturitni zkouska, dotaznik, gymnazium, testovani,
hodnoceni, cermat



Abstract

The aim of this thesis is to ascertain whether and to what extent English language lessons at Czech
secondary schools are affected by the so-called washback effect related to the final leaving
examination (“maturita”), and to attempt to define how this potential negative impact may be
minimized.

The washback effect phenomenon occurs when a (language) course is concluded by a final
examination, and describes how such an examination influences the actual curriculum, the
instruction as such, and all the participants. Applied linguistics offers a number of both theoretical
and empirical studies conducted worldwide which focus on the particular aspects of the washback
effect occurring during language examinations. This thesis strives to follow up on the findings of
these empirical studies and apply them to the current centralised Czech form of the English
“maturita” examination.

The thesis was initially inspired by students’ observations during English lessons at a Czech
grammar school, which were a part of pedagogical education at the Faculty of Arts of the Charles
University. After establishing the focus of the paper, preliminary research in the form of semi-
structured interviews with four students in the final grades at Prague grammar schools was
conducted. While this pre-research study allowed only for an estimation of the students’
perspective, the second stage examined the students’ actual opinions, which formed the focal point
of this paper. The thesis expands on the students’ perspective via questionnaires, which are to
provide a clearer picture on the potential emergence of the washback effect, and the aspects of its
occurrence. Whereas a major part of the empirical research on this topic is conducted from the
teachers’ point of view and with regards to their methods contributing to either positive or negative
washback effect in education, only a minority of washback research examines how the specific
methods affect the students themselves and how they influence the learning process.

The aim of the thesis is to attempt to incorporate the washback effect analysis also from the point
of view of those who are most affected by the implementation of the new, centralized form of the
final examination (“maturita”), and therefore by the adjustments in English language lessons as
such. Based on the preliminary research, it seems that positive/beneficial forms of washback effect
may be achieved by such style of instruction that provides the students with more space to practice
the language by allowing them to actively participate in the lessons’ structure and content (so-called
“learner-centred approach”). Negative washback effect, on the other hand, may stem from education
based solely on the teacher’s lesson plan (so-called “teacher-centred approach’), where the teacher
narrows the curriculum to focus only on test-based tasks (so-called “teaching to the test”). A larger
sample may provide a better identification of the aspects which consciously aim for a beneficial
form of the washback effect, and of the specific factors in the occurrence of positive or negative
washback effect in lessons.

Keywords: washback effect, maturita examination, questionnaire, grammar school, testing,
assessment, cermat
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1 Introduction

Testing and assessment are part of one’s journey through the educational system, wherever the
learner is born. However, it was not until 1993 when Alderson and Wall laid the groundwork
by publishing their Washback Hypothesis (Alderson and Wall, 1993) that the focus of research
gradually shifted from the merely theoretical approach to empirical studies focusing on various
stakeholders in high-stakes testing. Moreover, with the rising tendency of using centralised EFL
(English as a foreign language) tests being introduced as gateways to gaining more
opportunities all around the world, which usually cause changes in some areas and produce
some unintended consequences along the way (Cheng et al., 2015), it becomes essential to
expand our understanding on how these reforms impact not only the micro-level of the

classroom, but also the macro-level of entire societies and their futures.

This thesis aims to conduct an empirical study on the washback effect of the EFL school-leaving
examination in the Czech Republic, the so-called maturita examination, by distributing a
questionnaire among students in their final two years of grammar school. The goal is to
ascertain, whether the learners experience washback, consequentially if the effect is beneficial,
or harmful, and ultimately attempt to determine what specifically minimises the potential
negative washback effect in language learning classrooms. The study focuses on washback to
learning, and follows findings from my preliminary research study conducted in Spring 2018,
which suggested that learner-centred approach to teaching and striving towards internal
motivation in students could potentially lead to positive washback. Even though the present
empirical study was somewhat impacted by the worldwide pandemic of COVID-19, as the way
learners participate in their lessons went through a significant change due to limited personal
contacts and mandated remote teaching in the Czech Republic, the focus of the study remained,
as washback impacts the entire course of one’s grammar school experience in EFL classes,

rather than merely its conclusion.
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In the Czech Republic specifically, the implementation of the standardised school-leaving
examination in 2011 triggered a significant shift in curricula at the secondary school level, but
its influence has not always been perceived as beneficial. The long-term goal of the state school-
leaving examination upon its introduction was to improve teaching, but there is a lack of
empirical evidence focusing on how this examination influences the actual teaching and all its

participants, the so-called stakeholders, be it teachers, learners, parents or the society.

Washback effect occurs when a course is concluded by a test, and washback research examines
how testing influences the actual teaching, curriculum design and all the participants of the
course (McKinley, Thompson 2018: 1). Washback itself is divided into two forms, the positive
(beneficial) washback effect, which is considered to be a goal in language testing, and the
negative (harmful) washback effect. The majority of research covers washback to teaching, as
teachers are considered to “play a vital role in bringing about washback effects” (St&panik 2018:
437; Cheng et al. 2015: 464), however, the learners and washback to learning are often under-
represented (Shih, 2007: 137; Cheng, et. al, 2015: 462), even though it is the learners who face
the largest impact on their lives through high-stakes testing. Although most empirical research
suggests that including multiple perspectives on washback while striving to always include
teachers leads to the most balanced results (Green 2006; Bailey 1999), this thesis aims to limit
its scope only to students and specifically to grammar school students, so that it provides greater
insight for future and current grammar school English teachers. As this is the first empirical
study focusing on the EFL maturita examination in the Czech Republic, it was decided to strive
for a limited scope in order to achieve clear conclusions, and possibly to provide the foundation

for further research of washback in this context.

The primary incentive to focus on the grammar school students’ perspective on the EFL
maturita examination arose in Winter 2017 during an MA seminar, Observations in ELT, in

which university TEFL students observed three real grammar school teachers in their own
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English lessons and then analysed the teaching situations. The analysis included subsequent
group discussions in which students confronted their subjective views both with the perspective
of their lecturer and the specific teacher observed. One of the most prominent discussion topics
was how the maturita examination was incorporated in the lessons. The three teachers’ methods
differed, but the possible approaches proved to be a divisive topic considering most of the
discussing parties were teachers with highly subjective ideas about what the central focus of
maturita courses should be. Some of the methods implemented by the observed teachers
resembled ‘teaching to the test’ (Alderson, Wall 1993: 118, 125), which implies narrowing the
curriculum in order to focus on solely test-based tasks, and also that examinations can have
significant impact on the content of English lessons, but that the teachers do not tend to alter
the actual teaching methodology used once a new exam has been implemented (Wall, 1996:
348; Cheng, 1997: 49 in Bailey, 1999: 19). Specifically, the observed teachers sometimes
seemed to resort to teacher-centred methods, and to drilling facts instead of focusing on the
communicative aspect of the maturita examination. Even though the attempted analysis was
intriguing, the actual grammar school students’ perspective was always missing, and only

speculated about, which inspired an approach that would include their perspective.

The subsequent qualitative pre-research study was conducted in Spring 2018 using the semi-
structured individual interview method with 4 final years grammar school students in order to
finalise, whether washback effect of the EFL maturita examination should be pursued further
and to see what the actual learners perceived to be the most challenging aspects of studying for
the exam in order to establish the focus of the present study. Half of the participants seemed to
have been experiencing positive washback, and the other half negative washback. The research
further suggested that when a student is motivated and pushed, washback appears to be overtly
positive, and that when teachers resort to narrowing their curriculum by teaching to the test and

making their lessons teacher-centred it appears to result in negative washback. The interview
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results confirmed the intended focus of this thesis and suggested that expanding the sample
while primarily focusing on grammar students’ perspective could lead to greater understanding
of how washback influences the grammar school students’ experience in the Czech Republic

and possibly to practical implications for grammar-school teachers.

This thesis aims to conduct a study focusing on how learners experience washback in the EFL
courses at grammar schools as influenced by the school-leaving maturita examination using a
questionnaire. The goal of the study is to examine, what type of washback arises in EFL courses
at Czech grammar schools and to analyse how specific lesson components influenced by the
introduction of a high-stakes centralised state examination influence the learners’ motivation,
experience of washback and acquisition of English. As I have experienced the state maturita
examination in English both as a student, and subsequently as a teacher, I hope to be able to
implement the findings of this thesis in my own teaching practice. In the Czech Republic, the
media tend to depict the maturita examination using controversial negative headlines,
emphasising the percentage of unsuccessful students and by focusing on individual ill-worded
questions in the written part of the exam. Furthermore, some teachers and parents tend to use
the examination as a negative external motivator to push students to greater achievements, yet

research suggests that using external motivation almost always negatively impacts the learner

(Shih 2007: 143).

The design of the Czech state maturita school-leaving examination has caused controversy ever
since its implementation both among the participants and the general public, and, moreover, the
representation in mass media is rather negative. The plethora of non-academic articles focusing
on the impact of maturita contrasts to the lack of academic and empirical research into the
examination itself (Stépanik, 438). What largely contributes to the issue is the fact that the
actual results of the maturita examinations and their analyses that could lead to feedback-based

improvement to teaching are not made public (Strakova, Simonovéa 479; Stépanik 439). It
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seems that the students themselves are the group that is the most influenced by the introduction
of a centralised school-leaving exam, and yet a group that is given the least space to comment

on it, both in the Czech Republic and in empirical studies on washback.

The thesis consists of two parts theoretical and empirical. The theoretical part focuses on the
theoretical background of washback, considers previous empirical research, delves into the
specifics of the Czech final-leaving examination, and delineates the research gap this thesis
aims to fill. The empirical section then includes the summary of the preliminary research study
from 2018, the methodology of the present study then stems from both the conclusions of the
preliminary study and previous research. The methodology section describes the design of the
learner questionnaire used to gather participant data. The empirical section then analyses the
results of the questionnaire both qualitatively, and quantitatively. The thesis is concluded by a

discussion section implicating practical application of the present research in teaching practice.
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2 Theoretical background

This chapter summarises the research background on testing and washback until 2020 ranging
from theoretical concepts to empirical studies. The first sub-chapter focuses on testing and
assessment in order to contextualise the concept of washback and high-stakes testing. The
second sub-chapter examines the concept of washback, its main terminology and some of its
theoretical background. The third sub-chapter summarises empirical studies on washback
focusing primarily on their methodology and findings. The fourth sub-chapter delves into the
EFL Maturita Examination in the Czech Republic, namely in terms of its development, aims,
its current form, and reception, and also covers previous research in this context. The historical
development of the examination is limited only to the changes to the examination that could
have impacted the participants of this study, who were to graduate either in Spring 2021 or
Spring 2022. The fifth and final sub-chapter describes the specific research gap this thesis aims
to fill based on the theoretical groundwork in this chapter, and lays the foundation for the

subsequent chapter on methodology.
2.1 Testing and assessment

In order to contextualise washback, we first need to consider the context of assessment and
testing in language teaching practice. There are two types of assessment: formative and
summative (Hughes 2002: 5). Summative assessment is used as a measure of the students’
achievement or success after a certain amount of time, such as, for instance, the end of a
semester. (Hughes 2002: 5; Fulcher, & Davidson 2007: 376). Summative assessment can be
also used as a motivator for the students’ improvement or provide the opportunity for
comparison between individual students, schools, etc. (Stary 2006). Formative assessment
focuses on the process of learning and is meant to encourage further improvement of one’s

skills, and the learners are also encouraged to observe their own progress using self-assessment
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(Hughes 2002: 5; Fulcher, & Davidson 2007: 372).

“Large-scale high-stakes examinations have long been used for selection purposes in education
and employment [...], and have been valued as ways to encourage the development of talent
and to upgrade performance of schools and colleges” (Cheng et al. 2015: 439). Tests are often
used as measurement tools that should demonstrate the quality of certain schools, curricula, or
even of an entire country’s level of education (i.e., an international educational ranking system

based on standardised test results) (Shohamy 2017).

The majority of research covers washback to teaching (see, for instance, Shohamy 1992,
Hughes 1988, Cheng 1997), as teachers are considered to “play a vital role in bringing about
washback effects” (Stépanik 2018: 437; Cheng et al. 2015: 464). However, the learners and
washback to learning are often under-represented (Shih 2007: 137; Cheng et. al. 2015: 462),
even though it is the learners who face the largest impact on their lives through high-stakes

testing.

The students’ experience of the lessons differs from that of the teachers (Green 2006; Bailey
1999), and teachers sometimes make claims of their methodology that do not always translate
to their actual teaching in classrooms (Cheng 1997: 49 in Bailey 1999: 19), which means that
the way learners perceive the lessons’ components is not comparable to the teacher’s
perspective and might not reflect the teacher’s original intention. That is why empirical studies
into washback to learning are a vital in attempting to seek practical application of washback

findings in teaching.

2.1.1 Reliability

Language tests are reliable if they measure consistently, where a test-taker would achieve a

somewhat comparable result if the test were taken on a different day, and, in turn, tests are
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unreliable if one’s score is considerably different depending on the day’s circumstances
(Hughes 2002: 3). In order to promote reliability in tests, test-makers should eliminate “unclear
instructions, ambiguous questions, or items that result in guessing on the part of the test-takers”

(Hughes 2002:3).

2.1.2 Validity

A test is valid when it measures, what it is designed to measure (Chromy 2014: 17). Validity is
also related to how test scores are interpreted (Messick 1996: 246). There are several types of
validity: for instance, consequential validity is related to ethical concerns (Cheng 2014),
systemic validity, which focuses on the effect a test has on classroom practice (Berry 1994 in

Bailey 1999: 4), construct validity (Alderson, & Wall 1993: 7), and others.

Messick (1996) asserts that even a validated test can be subverted by excessive coaching or
examination strategies being emphasised in the preparation for a test, which could “increase
test scores without correspondingly improving the skills measured by the test,” and the validity
of the interpretation of thusly achieved test scores could be impeded. Messick contrasts
subverting test validity with test validity being improved if teaching practices emphasize test

familiarization and lead to reducing anxiety (Messick 1996: 246).

2.1.3 Critical language testing (CLT)

Recent research has focused on Critical language testing (CLT) (see, for instance, Shohamy
2001, 2008, 2017), which examines “the hidden agendas of the testing industry regarding high-
stakes testing” (Shohamy 2001 in Cheng 2015: 437). Language testing includes certificate
examinations, school leaving examinations, entrance examinations, but there are also
international tests such as, for instance, PISA (Shohamy 2017: 441). Previous CLT research
has focused on how testing can be misused and on what unintended consequences it can have,

such as, for instance, “discrimination against immigrants and minority groups” (Shohamy 2017:
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441). Some have termed tests to be “gatekeeping mechanisms” (McNamara 2000: 10), others

have argued for the terms “political use and abuse of language tests” (Shohamy 2001).

The consequences of tests need to be a part of the discussion focusing on high-stakes testing. A
learners’ results are not only used to reflect on that individual’s performance, but they can be
also used in assessing the quality of schools and misused if governing bodies “take punitive
measures” (Ali et al 2020: 10). Shohamy poses several questions concerning the consequences
of tests, and emphasises the need to incorporate test consequences in language testing: “Are
[the tests] meant to evaluate the level of language proficiency or as sanctions for discipline and
control?” (Shohamy 2017: 446) In short, high-stakes tests should be examined in their specific
context, so that their unintended consequences on the stakeholders can be prevented (Bachman,

& Palmer 1996 in Bailey 1999: 5).

2.2 The washback effect

Due to the sheer number of published research on washback, there are also incredibly many
definitions of washback, some being straight-forward (Bailey 1999: 3), and others, somewhat,
complex (Spratt 2005: 21, Chan 2019, Wei 2017). In short, research on washback examines

how testing impacts, for instance, teaching and learning (Hughes 2002: 1).

The concept of the washback effect was originally introduced by Alderson and Wall in 1993.
Until then, research used to focus on the impact of tests, an umbrella term under which the term
washback was sometimes subsumed (Cheng 2015: 438), and the assertions about the impact of
language testing “used to be based on assumption rather than empirical evidence” (Taylor 2005:
155). Impact was a term that was in use for the macro-level impact of testing, while washback
was used on the micro-level of classroom impact (Cheng 2015: 438). Sometimes, the term
“backwash” is used instead of washback, while “backwash” seems to occur in general

education literature, language education literature prefers “washback” (Andrews 1994 in Bailey
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1999: 8); however, the terms can be also used interchangeably (Cheng, & Watanabe 2004: xi).

Washback impacts not only the learners, but also the teachers, the administrators, the material
developers, the curriculum, the parents, the employers and others (Hughes 1993 in Bailey 1996:
262; McKinley, & Thompson 2018: 1; Saville et al. 2004 in Cheng, & Watanabe). Usually,
research terms the parties impacted by the implementation of an examination the stakeholders,
and it is established that in order for washback to be beneficial, the stakeholders should be
included in the design of the high-stakes testing (Shohamy 1992: 514) and collaborate with

each other (Cheng 2015).
2.2.1 Harmful (negative) versus beneficial (positive) washback

Washback is divided into two forms, the positive (beneficial) washback effect, which is
considered a goal of language testing, and the negative (harmful) washback effect. When a test
causes positive washback, it is argued that it causes innovation to the language teaching
curriculum (Alderson, Wall 1993: 222 in Fulcher, & Davidson 2007), includes authentic
language tasks (Messick 1996: 6 in Bailey 1999), tests the abilities that need improving using
appropriate tasks, and its implementation necessitates for the primary participants, learners and
teachers, to understand its demands (Hughes 2002: 55). In order for tests and assessment to
have beneficial washback, testing should test while using authentic language samples in

listening, speaking, reading (Messick 1996, 241).

A test leads to negative washback when ‘teaching to the test’ occurs (Bailey 1996) and when a
test is implemented as a prescriptive tool without including the participants in the design
(Shohamy 1992: 514). However, most research also warns against assuming simple causality
in the relationship between test and washback (Alderson, Wall 1993: 225 in Fulcher, &
Davidson 2007), as there are far more factors that come into play (Messick 1996: 17 in Bailey
1999). For instance, washback cannot always be easily differentiated from the good/bad

educational practices (Messick 1996: 242) and should be evaluated in the given context of the
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educational system, the society in which it is implemented, and in terms of the tests’ potential

outcomes (Bachman, & Palmer 1996 in Bailey 1999: 5).

2.2.2 Washback to teaching

The implementation of tests inevitably influences the way the subject is taught and sometimes
also the motivation of the stakeholder. In the majority of empirical studies focusing on high-
stakes examinations, it is shown that washback is more likely to be negative, even more so
when such an examination becomes “not the final stage of a process of learning, but become[s]
the beginning, middle, and end” (Prodromu 1995: 13). Lumley and Stonemen observed disunity
in the learners’ perception of test preparation courses in that they did not actually perceive those
as “opportunity for language learning” (2000: 75 in Spratt 2005: 12), which then Spratt related
to teachers heavily focusing on exam-oriented materials in order to satisfy their students (2005:
12). There are multiple factors that contribute to such a perspective, namely, a possible
miscommunication between teachers and their students, a difference in teacher beliefs and
learner beliefs, or simply the pressure of having one’s students’ school-leaving examination
results reflecting on their professional standing. However, Spratt (2005: 24) showed there was

no evidence that proved test coaching to lead to better test results.

Another term for test coaching is ‘teaching to the test’ which is what occurs when teachers
resort to overly emphasise test-based task in their course design and narrow the curriculum to
do this (Alderson & Wall 1993 in Douglas: 224). Furaidah et al. (2015: 49) even use the term
‘drilling’ in order to differentiate between more communicative tasks and test-preparation tasks,
which they observe to cause less language production and language learning opportunities by
the learners and more teacher-centred lessons. Some researchers even link washback to teaching
with teachers’ motivation, in that an implementation of a test could lead to teachers being

demotivated in their job, when their reputation depends on the success/fail rates of their students
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(see, for instance, Thuy Nhan 2013 in Thu & Dinh 2020: 163). Prodromu links testing to
imposed extrinsic motivation, which, while imposing discipline, would lead to teacher-centred

lessons, and, inevitably, negative washback to the learner (Prodromu 1995: 14)

The degree of washback to teaching tends to also be related to the teachers’ perception of their
students’ competence: if the teachers believe the learner to be competent, washback appears to
be less intensive (Furaidah, et. al, 2015: 56). Furthermore, research shows that students’
experience of the lessons differs from that of the teachers (Green 2006, Bailey 1999), and
teachers sometimes hold beliefs and make claims about their methodology that do not always
translate to their actual teaching in classrooms (Cheng 1997: 49 in Bailey 1999: 19; Ménova

2015: 36).

2.2.3 Washback to learning

The empirical studies on washback predominantly focus on washback to teaching rather than
washback to learning (Bailey 1996: 265), however, the empirical studies that specifically focus
on washback to learning have also found evidence for why learner perspective should be given
greater emphasis. In their Sri Lankan study on washback, Alderson and Wall (Bailey 1999: 37)
emphasise the need of triangulation when conducting an empirical study. Bailey further argues
that washback studies should include at least the teachers’ and learners’ perceptions in order to
analyse both ‘washback to the programme’ and ‘washback to the learner’ (Bailey 1996: 273).
Green’s empirical study of IELTS courses shows that teachers and learners typically experience
the content of lessons differently, as both perceive the frequency of individual activities in
conflicting ways, which led Green to question, if one can even assume for the washback effect

to teachers and learners to be comparable (Green 2006: 115).

There is also a clear relation between extrinsic motivation and test implementation, where the
implementation is meant to achieve greater and/or more comparable, or objective test results

by introducing the actual test as the ultimate goal of a particular process of learning. However,
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this can demotivate the learner in the long run by their intrinsic motivation not being engaged
enough (Prodromu 1995: 14) due to the course being skewed towards test-based tasks, as

opposed to real-life application of their skills.
2.3.4 Washback studies in the Czech Republic

There were only two empirical studies that focused on washback in the Czech context, one
focused on the NATO STANAG, a standardised EFL examination, and the other on the maturita

examination, both of them specifically examining washback to teaching.

In 2010, Svoboda conducted an empirical study at the University of Defence (Univerzita
obrany) in Brno using a questionnaire. He based the study on the Washback hypothesis
(Alderson, & Wall 1993:120-121), and aimed to ascertain the direction of washback to teaching
(Svoboda 2010: 88). The study indicated that there is beneficial washback due to the teachers
(8 participants) being detrimental to the direction of it, stemming from the fact they were both

the teachers and the examiners in this particular case (Svoboda 2010: 90).

The second empirical study was conducted in 2018 (Stépanik) and specifically focused on the
Czech maturita examination and its washback to teaching, utilising the Washback hypothesis
as well (Alderson, & Wall 1993:120-121). There were 16 participants that took part in semi-
structured interviews. The study indicated a negative impact to the formative assessment of the
learners, as the implementation of the examination caused some strategy coaching and
eliminated the creative aspect of language production (writing) due to the requirements of the
examination (Stépanik 2018: 463). Overall, the study highlighted the need for the common
examination data to be made public, and demonstrated the need for extensive academic research

into the maturita examination and washback (Stépanik 2018: 466).
2.4 The Czech maturita examination system

In the Czech Republic, four-year secondary education concludes with the maturita school-

22



leaving examination, which corresponds to the ISCED 3A level (Stastny 2016: 2). Passing the
maturita examination is necessary for continuing into tertiary education. The current form of
the Czech maturita examination works in two parallel examination systems: the standardised
state maturita system which is termed ‘spolecna ¢ast,” identical for all types of secondary level
schools, and the second ‘profilova ¢ast’ administered by the individual schools. The test-takers
usually register for their state examination in early December' by submitting an official
application in which they select examinations from both systems according to the instructions
by Cermat (the common examination) and their school’s headmaster (the profile examination),
and subsequently take the examination in Spring. If the test-takers fail the Spring date
examination, they are allowed 2 resit attempts starting a year? after their original examination

date.?
2.4.1 The development of the maturita examination format

The development of the centralised maturita examination began in the 1990s, and was first
legislated in 2004 (Andryskova 2017: 20), however, the examination itself was first
implemented in Spring 2011 after a postponement from 2010. Initially, the design distinguished
two levels of difficulty, intending for the higher level to become a substitution for entrance
examination to universities. The state administered two-level common part of the maturita
examination consisted of two compulsory examinations: Czech language examination, and

either foreign language or mathematics examination, and an optional subject* examination

"Maturitni zpravodaj 2019/¢.52. Accessed 15 January 2021.
https://maturita.cermat.cz/files/files/zpravodaj/Cermat MZ 52 19.pdf
2 The same one-year rule restriction for re-taking centralised examinations also occurs in Bangladesh with the SCC

examination (Sultana, 2018:2).

3Portdl Jjednotlivé zkousky. Uzite¢né informace. Accessed 14 December 2020.
https://pjz.cermat.cz/Info/Uzitecnelnfo.aspx

4 The optional subjects were mathematics, social sciences, biology, geography, etc., but in the initial two-level
model, the students were also able to choose the higher level of difficulty of Czech language and foreign language
examinations as their supplemental optional examinations, which, if the student failed, would not result in failing
the entire examination. Whereas if the student failed in one of the two compulsory subjects he chose, the failed
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(Andryskova 2017: 28). In 2013, the design of the examination changed to the current one-level

difficulty model.

Since 2013 until the worldwide COVID-19 pandemic in 2020, the following model was in
place: the state maturita examination consisted of two compulsory examinations (Czech
language and foreign language or mathematics), and the maximum of two optional
examinations. The Czech language examination in the common examination consisted of a
centrally distributed didactic test, a centrally distributed writing examination, and an oral
examination administered by the individual schools based on the common examination rules.
The assessment of the written examinations was centralised, the students’ answer sheets were
computer processed and their writing examinations were corrected by designated official
assessors, and thus were not processed by the students’ schools themselves to ensure an
objective assessment. The second examination system, working in parallel with the ‘common’
state maturita examination, is the school ‘profile’ examination, which includes two to three
compulsory examinations, and the maximum of two optional examinations.’ In September 2015
there was a significant innovation to the school administered ‘profile’ foreign language
examination, through which it was legislated for headmasters to choose whether their students
would be allowed to substitute their profile foreign language examination using a certificate

above B1 level of The Common European Framework of Reference for Languages (CEFR).°

In March 2020, a regulation to the state maturita examination was legislated’ due to prolonged

attempt would result in failing the entire examination, and in having to re-take the failed subject in its entirety at a
later date.

5 This information was originally accessed at the official website of the maturita examination at
https://novamaturita.cz, which is no longer valid. The same information is listed on the newer and currently active
website https://maturita.cermat.cz/menu/maturitni-zkouska as of November 2021.

% iHned. Misto maturity z ciziho jazyka nové stadi jazykovy certifikat. Ale jen na vybranych $kolach. Accessed 12
October 2020. htps://domaci.hn.cz/c1-64652960-misto-maturity-z-ciziho-jazyka-nove-staci-jazykovy-certifikat-
ale-jen-na-vybranych-skolach

7Z4kon ¢&. 135/2020 Sb. Accessed 15 April 2020. https://maturita.cermat.cz/files/files/zakon-vyhlaska/zakonc135-
2020.pdf

24



remote learning caused by the worldwide coronavirus pandemic, and the final year students not
being allowed to participate in inclass learning. The change enacted by the regulation removed
the writing examination from the state examination system for the Spring 2020 examination
date, and allowed for alternative assessment using all students’ previous term’s results, if the
test-takers had not been allowed to return to their schools by 1 June 2020. Ultimately, the final
year students were permitted to return to schools by 11 May 2020, and sat their examinations
which commenced on 1 June 2020 with the ‘didactic’ tests. In comparison to the preceding

year, the examination dates were delayed by about a month.®

The Spring 2021 school year’s maturita examination plan was announced by the end of January
2021. However, the plan kept changing until March 2021 At first, the common (’spole¢nd ¢ast’)
examination was supposed to consist of a centrally distributed ‘didactic’ test, and the school
coordinated profile (’profilova Cast’) examination to subsequently consist of both a writing
examination, to be newly designed and assessed by the schools, and an oral examination which
should then focus on only one umbrella topic for the entire examination time, as opposed to
focusing on several topics throughout various prescribed tasks, as it previously did. The profile
examination was to remain as determined by the individual schools. To put it briefly, it seemed
as if the two previously largely separate systems were to be merged for that particular school
year in an attempt to expedite the examination process. In March 2021 it was announced that

both the oral examination and the writing examination were optional.’

In summary, the maturita examination system has not remained constant ever since its

inception. Even though the current worldwide pandemic has impacted some aspects of it, such

8 The original dates were: state writing examinations (8-30 April 2020), state didactic tests (4-6 May 2020), oral
examinations, both state and profile examinations, (16 May 2020 - 10 June 2020). (Maturitni zpravodaj 2019/¢.52)

9 Novinky.cz. PREHLEDNE: Kdy a jak prob&hnou maturity a pfijimacky na SS. Accessed 13 March 2021.
https://www.novinky.cz/veda-skoly/clanek/prehledne-kdy-a-jak-probehnou-maturity-a-prijimacky-na-ss-
40353578
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as delaying the test dates, it did not directly cause harm to the examination system itself. Rather,
it appears as if the pandemic merely exposed the underlying issues of the system.!? (“Pandemie

v pfimém pienosu obnazila problémy ¢eského Skolstvi. Co je potfeba zménit?,” Denik N, 2021).
2.4.2 The EFL maturita examination format

As this thesis specifically examines the washback effect on learning in English lessons at Czech
grammar schools, the following paragraphs summarise the main alterations to the format of the
EFL examination itself in order to outline its aspects that have certainly influenced how teachers
have been teaching in the recent years, and consequently might have impacted the learners
included in this study. As the two forms of the examination are concerned, the foreign language
examinations specifically can be taken both in the common examination and in the profile
examination, however, the test-takers are currently!! not allowed to sit both examination forms
and can only select one. Furthermore, since 2015 the headmasters of individual secondary level
schools can choose to waive their students’ foreign language examination if they provide a

language certificate corresponding to language ability above B1 level.!?

In the years before the common examination was implemented, the EFL examination at
grammar schools typically consisted of an oral examination in which the students drew one
number from a list of topics of about twenty-five items (ranging from geographical English-

speaking countries topics to more specific cultural topics and personal life topics), had fifteen

10 DenikN. Pandemie v pfimém pienosu obnaZila problémy ¢eského kolstvi. Co je potieba zménit? Accessed 29
June 2021. https://denikn.cz/651517/pandemie-v-primem-prenosu-obnazila-problemy-ceskeho-skolstvi-co-je-
potreba-zmenit/

' In the past, it was up to the headmasters, whether the test-takers are to be allowed to choose to take the same

subject examination both in the common and in the profile examinations. One was then for example allowed to sit
for EFL examination both in the common form, consisting of the writing examination (centrally distributed and
corrected), the didactic test (centrally distributed and corrected) and the oral examination (administered by the
schools but according to the rules of the common examination), and in the profile form, which was to be designed
by the test-takers’ individual schools.

12 Novinky.cz. Mezinarodni certifikdt misto maturity z jazyka? Vyhlaska budi rozporuplné reakce. Accessed 10
April 2021. https://www.novinky.cz/veda-skoly/clanek/mezinarodni-certifikat-misto-maturity-z-jazyka-vyhlaska-
budi-rozporuplne-reakce-329064
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minutes to prepare and then led a structured oral monologue about a given topic and answering
supplemental questions from two examiners (usually a student’s English teacher and one of his
English teaching colleagues). Many grammar schools still retain this particular form in their

profile examination.

Since 2011 until Spring 2020, the common EFL examination specifically consisted of three
components: the centralised and so called ‘didactic’ test (listening comprehension, reading
comprehension and use of English), a writing examination, and an oral examination. The oral
examination was administrated and designed by the individual grammar schools based on
official common examination instructions published by Cermat.!> The time allotted to
individual final year students’ was 20 minutes preparation time and 15 minutes examination
time. Analogically to the previous form of the foreign language examination, the examinee
drew a number designated to a particular worksheet with several sub-tasks and topics based on
a pre-selected topic list by the grammar school English teachers (novamaturita.cz). The tasks
ranged from interactive conversation tasks to picture description and a shorter one-topic
monologue. The examiners’ responses however were limited by the examiner’s worksheet,
which included a list of prompts and questions individualised to each task. Currently, the
individual grammar schools design their own profile examination format, this sometimes
includes a mere individualised list of topics for the common oral exam, other times, the schools
create a more complex profile foreign language examination including essay writing or

defending a project, simulating the defence of theses one experiences at university.

Significant changes were introduced both to the profile and the common EFL examination due

to the COVID-19 pandemic. In spring 2020, the common EFL examination did not include the

13 Referring specifically to the “Katalog pozadavkii zkouSek spole¢né &asti maturitni zkousky,” and “Vyhlaska &.
177/2009 Sb.” (legislated on 15 October 2020).
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writing examination and was only based on the didactic test and an oral examination based on
the previous common examination model conducted at a later date. The maturita examination
plan for the 2020/2021 school year was announced at the end of January 2021: the secondary
level schools were to design the common oral examination and its criteria anew and
individually, and in addition to that, the schools were to set their own writing examination as a
part of the common examination. This change seems to have caused controversy as it only
added to the workload of the teachers already suffering immense pressure due to constant
political decisions about the form of teaching (in class or remote) and the postponed return to
in class teaching'* due to the COVID-19 pandemic situation in the Czech Republic. In January
2021, it was announced that the writing examination was removed from the Spring 2021
maturita examination, just as it was the previous year. However, it is probable that some of the
secondary schools had had already designed the writing examination and their own assessment
criteria well before this announcement was made, and consequently that the schools
administrators and teachers had wasted a significant amount of effort in a period when spare

time was already lacking.
2.4.3 The objectives of the maturita examination

The objectives of the Maturita examination are established in the “Rémcovy vzdélavaci
program pro gymndzia” (typically referred to as “RVP”, or in English “Framework Education
Programme for Secondary General Education (Grammar Schools)) published by the Narodni
ustav pro vzdélavani (the National Institute for Education, Education Counselling Centre and

Centre for Continuing Education of Teachers).!> The Framework Education Programme is

4 iHned.cz. Angli¢tinafi odmitaji zménu maturit. Kvali covidu zkousku nestihneme kvalitné piipravit, varuji a
zadaji odklad. Accessed 20 October 2020. https://domaci.hn.cz/c1-66828140-anglictinari-odmitaji-zmenu-
maturit-kvuli-covidu-zkousku-nestihneme-kvalitne-pripravit-varuji-a-zadaji-odklad

15 Ndrodni iistav pro vzdélavani. RVP pro gymnézia. Accessed 5 December 2020. http://www.nuv.cz/t/rvp-pro-
gymnazia
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based on the current educational strategy and serves as a guideline for Grammar Schools in
establishing their own “Skolni vzdé&lavaci program” (School Education Programme). The
individual grammar schools can add to the baseline of the Framework Education Programme
in the form of their individualised School Education Programme, in which they can set the

demands to be higher according to their own grammar school graduate profile (RVP G'°).

The foreign language maturita examination’s primary objective is for the learners’ language
ability upon their final-leaving examination to correspond to B1-B2 proficiency according to
The Common European Framework of Reference for Languages (CEFR) (RVP G: 13). The
examination further specifies the six key competences of a grammar school graduate to be: the
learning competence, the problem-solving competence, the communicative competence, social

and personal competence, the civic competence and the entrepreneurial competence.

Before the state maturita examination was implemented in 2011, the discourse surrounding the
educational innovation via the examination often included a prospective plan for the centralised
examination results to be used in substitution for university entrance exams (Kabele 2015: 49),
and the supposition for the innovation to revive the sense of prestige the final-leaving
examination used to be associated with.!” Furthermore, the political discussion often compared
the Czech educational system to other countries that already implemented centralised
examinations and aspired for the centralised examination to help Czechs fair better (Kabele

2015: 49) both in real life and in statistical analyses.
2.4.4 The political and social context of the maturita examination

The centralised maturita examination is coordinated by Cermat (Centrum pro zjiStovani

16 Ramcovy vzdélavaci program pro gymnazia. Accessed 5 December 2020. http://www.nuv.cz/file/159 1 _1/.

'7 Universitas.cz. “Maturanty z moci ufedni” uz Seské vysoké skoly zazily. V povaleénych letech. Accessed 5
December 2020. https://www.universitas.cz/tema/5320-maturanty-z-moci-uredni-uz-ceske-vysoke-skoly-zazily-
v-povalecnych-letech
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vysledkii vzdélavani), which is an organisation that falls under the direct management of The
Ministry of Education, Youth and Sports of the Czech Republic. Upon its introduction, there
were some features of the centralised examination that became more emphasised than others in
the political discourse, and consequently in the media, which tend to refer to the examination
using sensational titles,'® which in turn impact multiple stakeholders, namely the learners,
teachers, parents, and, last but certainly not least, the Czech society’s perception of the
examination. Some washback studies have previously highlighted the need for considering the
contextual factors of tests (Cheng, 2015: 437), such as ethics, fairness (Hamp-Lyons, 1997;
Shohamy, 2001), political use and abuse of language tests (Shohamy, 2001), the role of test
scores in making decisions about the educational system (Douglas, 2011 in Alj, et. al, 2020: 9)
and high-stakes tests being used as gate-keeping mechanisms (McNamara, 2010). The Czech
final-leaving examination is often commented on by public figures, but it is arguable, whether

it is politically used or actually abused.

As Cermat is an organisation that cannot be divided from the political context, its directors have
always been vocal figures commenting on the results and certain aspects of the centralised
Maturita examination in the media. Furthermore, some of their tendencies resemble
gatekeeping mechanisms. Pavel Zeleny, the former director of Cermat, asserted that one of the
main aims of the examination is to assess whether a test-taker meets the minimum requirements
while emphasising that the examination itself should filter out some test-takers who should not

be allowed continue into tertiary education.!® This assertion was by no means one of its kind.

8 For instance, “Projekt statnich maturit je S$patny, zjistil audit” (2009:  Akwudalné.cz.

https://zpravy.aktualne.cz/domaci/projekt-statnich-maturit-je-spatny-zjistil-audit/r~i:article:646148/), “Podvody
prodrazi maturitu” (2011: Lidovky.cz. https://www.lidovky.cz/domov/podvody-prodrazi-
maturitu.A110329 000118 In noviny sko), or “Babi§ si notuje se Zemanem: Kazdy je vysokoskoldk a nikdo
neumi manudlni praci” (2014: Novinky.cz. https://www.novinky.cz/domaci/clanek/babis-si-notuje-se-zemanem-
kazdy-je-vysokoskolak-a-nikdo-neumi-manualni-praci-261947).

19 Tydenik skolstvi. KDO MA PRAVDU ANEB STATNI MATURITA Z POHLEDU CERMAT- Accessed 10
December 2020. https://www.msmt.cz/ministerstvo/tydenik-skolstvi-kdo-ma-pravdu-aneb-statni-maturita-z
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Ever since the implementation of the examination, many Czech political representatives keep
focusing on the negatives of the test-takers, namely the shaky fail-rate, which at one point
became celebrated by Josef Dobes, the then Minister of Education, for becoming a figurative
sieve meant to weed out incapable students.?’ Another former Cermat director Jifi Zika was
dismissed due to having made the demands of the Czech language centralised maturita
examination more challenging without having been instructed to do so by the coordinating

higher entity, The Ministry of Education, Youth and Sports of the Czech Republic.?!

Before the implementation of the maturita examination in 2011, it was widely described as a
lacking project? that had to be introduced by 2010, so that the Czech Republic would not have
to return a third of the funds invested into the common final-leaving examination by the
European Union.?* Upon its introduction, there were a number of demonstrations organised by
the test-takers between 2009 and 2011 centred mainly around the teachers’ and learners’
feelings of uncertainty, and the lack of teacher training in preparation for the examination.?* In
2010, Pavel Zeleny, the then director of Cermat, stated that even though the teachers had
undergone some training based on the 2007 design of the examination, they would have to
attend another training due to the changes in the overall design.?> In 2012, a year after the

exam’s implementation, the Supreme Audit Office (Nejvyssi kontrolni tfad, NKU) concluded

20 MSMT. MINISTR DOBES: U STATNICH MATURIT PROPADLA PETINA ZAKU, A TO JE DOBRE.
Accessed 10 December 2020. https://www.msmt.cz/ministerstvo/novinar/ministr-dobes-u-statnich-maturit-
propadla-petina-zaku-a-to

2l iDnes. Odvolani Ziky je na misté, souhlasi odbornici. Podle Klause jsou problémy jinde. Accessed 10 December
2020. https://www.idnes.cz/zpravy/domaci/odvolani-cermat-jiri-zika-reakce-odbornik-
skolstvi.A180529 141255 domaci nub

22 Aktudlné.cz. Projekt statnich maturit je Spatny, zjistil audit. Accessed 10 December 2020.
https://zpravy.aktualne.cz/domaci/projekt-statnich-maturit-je-spatny-zjistil-audit/r~i:article:646 148/

2 MSMT. CT 1: OTAZKY VACLAVA MORAVCE - STATNI MATURITA. Accessed 10 December 2020.
https://www.msmt.cz/ministerstvo/ct-1-otazky-vaclava-moravce-statni-

maturita?highlightWords=st%C3%A 1tn%C3%AD+maturita

% MSMT. Statni maturita uz tu méla byt pred lety. Accessed 10 December 2020.
https://www.msmt.cz/ministerstvo/mf-dnes-statni-maturita-uz-tu-mela-byt-pred-lety

2 Tydenik Skolstvi. KDO MA PRAVDU ANEB STATNI MATURITA Z POHLEDU CERMAT. Accessed 10
December 2020. https://www.msmt.cz/ministerstvo/tydenik-skolstvi-kdo-ma-pravdu-aneb-statni-maturita-z
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that the common examination did not meet its two primary goals, namely to partly substitute
entrance exams to universities, and to compare individual secondary schools’ results across the
Czech Republic, because The Ministry of Education, Youth and Sports of the Czech Republic
did not fully develop the intended goals and deadlines, and as such they could not be seen as
conclusively fulfilled.?® And as it was outlined above, the examination format has not remained

constant since, and therefore has been continuously featuring in the public discourse and media.

As the year 2021 was an election year in the Czech Republic, the possibility of politicians using
the often-spotlighted maturita issue as a platform for acquiring voters could not be dismissed.
For instance, Robert Plaga, the then Minister of Education, publicly appealed to the current
Cermat director for the centralised examination to exclude any topics that would have been
covered in the final year of secondary schools, had the pandemic not interrupted the educational
process,?’ and the current Prime Minister even proposed for the didactic tests to be cancelled
altogether.”® Throughout February 2021, many politicians vocalised the need for all schools to
reopen as soon as possible, even though the pandemic was not contained; this shift in political
discourse contrasted to previous points of time with comparable rising numbers of COVID-19
cases and subsequent restrictions, and as such could not be conclusively dismissed as part of

the pre-election campaign, and as such an attempt to gain voters.

It appears that the original aims of the maturita examination, such as improving general

education and achieving greater comparability across secondary schools, are no longer the main

26 iDnes. Statni maturita byla draz§i, neZ se planovalo. Zéakladni cile nesplnila. Accessed 10 December 2020.
https://www.idnes.cz/zpravy/domaci/statni-maturita-byla-drazsi-nez-se-planovalo-zakladni-cile-
nesplnila.A120319 090505 domaci_hv

27 Seznam zprdvy. Ulehdete maturantiim, vyzval Plaga. Nejde to, vzkazal autor testii Cermat. Accessed 30 January
2021. https://www.seznamzpravy.cz/clanek/ulehcete-maturantum-vyzval-plaga-nejde-to-vzkazal-autor-testu-
cermat-139877

28 Aktudiné.cz. Maturity by mély byt bez didaktickych testll, ¥1ka Babis. Vlada rozhodne tento tyden. Accessed 25
January 2021. https://zpravy.aktualne.cz/domaci/babis-je-pro-zruseni-didaktickych-testu-u-maturit-na-
zdravot/r~52e7bd6e5e6711eba25cac1{6b220ee8/
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focus of the discourse about the examination, and this divergence could, in turn, be perceived
as the examination losing its credibility. Recently, there have been voices suggesting that the
current form of the examination hinders the educational system and should be abolished, while

an alternative solution should be sought.?’
2.5 The research gap

In the Czech Republic there is only one empirical study on washback of the maturita
examination focusing namely on washback to teaching caused by the implementation of the
common Czech language and literature examination (Stépanik, 2018), and only one other
washback-focused empirical study of the NATO STANAG EFL examination at the University
of Defence in Brno (Svoboda, 2010). In addition to these, there is one unpublished diploma
thesis focusing on the final year grammar school students’ perspective on the maturita
examination in general (Andryskova, 2017), and then there are a few other sources that merely
briefly mention the examination itself in connection to washback. It seems that the international
increase in washback research has not yet reached the Czech Republic. In this aspect, it seems
that attempting to gain insight into how the implementation of the high-stakes EFL maturita

examination impacts the educational system and its participants is needed.

Even though Cermat offers some data about the exam itself (data.cermat.cz), mostly focusing
on the fail rate, it offers no insight into the research that preceded the introduction of the
centralised examination in 2011. The previously used address of the official maturita
examination website novamaturita.cz is no longer valid, but at least until January 2018 it used

to include a mention of research on washback as a part of a questionnaire-based inquiry carried

2 Ucitelskaplatforma.cz. Ugitelé: Ani po deseti letech nedokdZeme vytvofit kvalitni statni maturitni zkousku. Petra
Mazancova. Accessed 10 December 2020. https://www.ucitelskaplatforma.cz/2020/06/05/ucitele-ani-po-deseti-
letech-nedokazeme-vytvorit-kvalitni-statni-maturitni-zkousku/
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out prior to 2011.3° However, multiple interviews with politicians, the material developers from
Cermat and other sources claim there to have been research whose focus seemed to have
included the impact of such an examination one could summarise using the term washback,
which, however, seem not to have included the learners’ perspective at all.>! However no such
research led by the The Ministry of Education, Youth and Sports of the Czech Republic was
ever made public. It is essential for more research of the examination washback effect to be
conducted to reflect on whether its form serves its original purpose and whether it is a tool
conducive to learning rather than merely being an unintended consequence of a learning
obstruction. According to an accessible summary of a 2015 research, the headmasters of all
three types of grammar schools in the Czech Republic seemed to have favoured to be able to
determine the pass limit of a centralised examination for their own schools in over 70% of their
responses (Dotaznikové Setfeni Cermat, 2015: 21), which could have alleviated the external
factors impacting the schools, their teachers, and learners; however such a change was never

implemented.

Most of the international empirical research focuses on washback to teaching and multiple
sources assert the lack of research into washback to other stakeholders (Ali, et. al, 2020: 15;
Huhta, et. al, 2006: 345; Bailey, 1999: 35; Cheng, et. Al, 2015: 462, 464; Shih 2007, 151),
claiming for a needed expansion onto a more macro-level. While this thesis cannot aim to cover

all stakeholders in the Czech Republic due to its limited scope, the primary focus is put on the

30 Original source: https://www.novamaturita.cz/dotaznikove-setreni-1404036603.html

31 Using Wayback Machine (https://archive.org/web/), a limited access to the novamaturita.cz website was
achieved, however the original assertion about the questionnaire inquiry was not recovered. However, there are a
few sources that mention such an endeavour: 2009: MSMT. Otazky Véacalava Moravce. Accessed 1 October 2020.
https://www.msmt.cz/ministerstvo/ct-1-otazky-vaclava-moravce-statni-

maturita?highlightWords=st%C3%A 1tn%C3%AD+maturit; 2015: Docplayer. KOMENTOVANE VYSLEDKY
DOTAZNIKOVEHO SETREN{ MEZI REDITELI A UCITELI STREDNICH SKOL UKONCOVANYCH
MATURITNI ZKOUSKOU. Accessed 1 October 2020. http://docplayer.cz/23323290-Komentovane-vysledky-
dotaznikoveho-setreni-mezi-rediteli-a-uciteli-strednich-skol-ukoncovanych-maturitni-zkouskou.html.

34



learner. As the focus arose during teacher training and as the author’s long-term focus is
teaching grammar school students, it seemed necessary to incline towards the learner in order
to finally perceive an authentic student rather than hypothesising about their needs based on
subjective impressions. Furthermore, the educational system in the Czech Republic seems to
often be imposing external motivational factors rather than promoting the learners’ intrinsic
motivation (Dérnyei, 2001: 20) especially where the maturita examination is concerned (Steffl,
2014), even though this type of motivation rarely results in a positive impact on the learning

process (Shih, 2007: 143).

The EFL grammar school teachers preparing their students for the conclusion of their secondary
schooling certainly face a great challenge when/where the maturita examination is concerned.
As a direct result of the implementation of a centralised maturita examination system (common
examination) parallel with a school administered examination system (profile examination), a
potential English grammar school teacher in the Czech Republic can face four types of students
in their classrooms. First, there is a learner taking the partly centrally distributed and partly
school administered common maturita examination, second a learner about to take the profile
examination consisting of whatever form the grammar school teachers chose (ranging from a
mere oral examination to a thesis-like defence, etc.), third, a learner who formally registered
for the profile examination, but intends to skip it by acquiring a language certificate, and fourth,

a learner who decided to register for a different foreign language examination altogether.

All of these four potential students come with greatly varied expectations and needs. As for the
common examination, there might be more questions concerning the form of the exam, as it is
centrally designed, and the learners might hypothetically demand that the lessons become
clearly test-focused in order to alleviate their examination anxiety according to their learner
beliefs. Even if the profile examination simply consisted of an altered oral exam, the teacher

would still need to multi-task when delivering any instructions. Moreover, some grammar
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schools may choose to create a complex profile examination that could correspond to a higher
CEFR level, which would consequently demand a curriculum incongruent with teaching
according to the aims of one exam, which could result in additional multi-tasking. Washback
to teaching and to learning must surely heighten in comparison to a scenario of only one
examination system instead, which then suggests the question of whether such a system even
meets its intended goals, when there is such an inordinate amount of variation to one subject
examination. Does it then follow that a learner can deem the maturita examination itself as a
clear goal to meet, when its form can still change multiple times in the four to eight years since
their entry to grammar school? This sense of uncertainty that most Czech stakeholders face

implies a strong probability of harmful washback to learning.

The research gap itself was further ascertained by my 2018 preliminary research case study, in
which I interviewed four grammar school students using the semi-structured interview method.
Not only did the study reaffirm Green’s assertion that teachers play a major role in shaping
washback to the learners (Green, 2006: 132), it also seemed to suggest that when the teacher
narrows the curriculum by teaching to the test and leaning towards a teacher-centred approach
to teaching, the learners experience negative washback. And, in contrast, when the individual
students were challenged in the lessons, and experienced internal motivation, which often
coincided with learner-centred lessons, the learners seemed to have been experiencing an

overall positive washback.

When teaching, one can always strive for meeting the learners’ needs, but it is a rare occurrence
to get the learners’ honest feedback on one’s teaching, and their opinions about how the goal
of the course influences their experience. There are many learner variables and learner needs to
consider while designing any course, yet when a course is concluded by a high-stakes
examination that either opens or closes the path to further education, such as the state maturita

examination, it is vital to consider not only a hypothetical learner, but to include real students
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by conducting empirical studies that expand the merely theoretical approach. Due to the various
forms of the EFL maturita examination in the Czech Republic, it seems key to seek out the
learner’s perspective on their learning experience to ascertain how teachers could adapt their

methods in order to promote beneficial washback.

Due to all the aforementioned aspects unique to the EFL maturita examination in the Czech
Republic, this thesis aims to focus solely on the learners’ perspective on the examination, as
one of the most impacted stakeholder groups, and their experience of washback in order to
finally include them in the discourse concerning their high-stakes examination. Furthermore,
due to the unique circumstances of an ever-changing examination, the learners will undoubtedly
have a unique perspective on the matter. This thesis aims to explore this perspective in order
to move from the theoretical understanding of the learner’s point of view to their actual
experience of washback through the means of an empirical study, just as Alderson and Wall

originally suggested in 1993 (Alderson and Wall, 1993: 128).
2.6 Research questions

Based on the overview of theoretical research, the preliminary research questions are:

1) Do EFL learners at Czech grammar schools experience washback that could be
perceived as beneficial or harmful?

2) Which factors determine whether the washback is experienced as beneficial or harmful?

3) Which factors affect the direction of washback to learning?

4) To what extent does the preparation for the EFL maturita examination affect the

contents of the course, the style of teaching?
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3 Method

This study aims to describe if and how EFL learners at grammar schools in the Czech Republic
experience washback. The methodology is partly based on my pre-research study conducted in
Spring 2018 the implications of which impacted the design of the questionnaire that was
distributed for the purposes of this thesis. The main instrument for data collection was an online

distributed questionnaire using Microsoft Office Forms.

The online questionnaire was chosen for several reasons. First, as it was distributed during the
worldwide COVID-19 pandemic, the originally intended in-person distribution and collection
was rejected. Second, the intention was to collect as much data as possible and reach a

statistically significant sample of participants.

As there has not been any study focusing on washback in EFL lessons in the Czech Republic,
the main goal was to survey EFL learners at Czech grammar schools in order to establish how
they are impacted by the concluding maturita examination throughout their studies, and whether
they experience washback. The study uses both qualitative and quantitative methods. The
collected data was evaluated using SPSS and Microsoft Excel, and the answers to open

questions were analysed using thematic analysis.
3.1 Participants

This thesis focuses on washback to learning and limits its scope to grammar-school learners in
the Czech Republic. The population intended to be studied is learners about to take their EFL
maturita examination in the Czech Republic.?? The chosen sample is limited to grammar-school

attendees, with the assumption that if multiple types of secondary schools were included, the

32 1t was essential not to include graduates, whose perspectives on the examination itself would have already been
biased looking back on the examination and the preparation stage, which is why the survey was distributed in the
first half of the school-year.
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collected data could skew the focus of this research into the territory of comparing a perceived
quality of types of schools, i.e. away from washback. By limiting the sample, I hoped to collect

cohesive and comparable data.

The sample consists of EFL learners in their two final years of grammar school. The study
includes both attendees of the final and penultimate years of grammar-school studies, because
the EFL maturita examination is the long-term goal of the entirety of grammar-school education
that influences the curriculum throughout one’s studies,* as the teachers design the course with
that conclusion in mind. Moreover, washback effects are likely to be the most prominent as the
test date approaches (Green 2013: 47), which is why the sample includes only the two

concluding years.

There were 194 participants who completed the questionnaire, 127 were women and 67 were
men.** The mean age was 17.9% with 56.7% of the participants being 18 years old at the time
when they took part in this study, the youngest participant was 16 and the oldest was 19. All
participants were grammar-school students, 41.2% attended a 4-year grammar school, 17%
attended a 6-year grammar school and 41.8% attended an 8-year grammar school. 60.8% of the
participants were in the final year of their grammar-school studies, and 39.2% were in the

penultimate year of study.
3.2 Instruments

3.2.1 Pre-research study

3 maturita.cermat.cz. KATALOG POZADAVKU ZKOUSEK SPOLECNE CASTI MATURITNI ZKOUSKY.
(published April 2014) The common EFL examination aims for the language proficiency level of graduates of
grammar-schools (based on the “Ramcovy vzdé€lavaci program pro gymnazia™) to be at least B1, which is to be
achieved via the centralised examination, which is the conclusion of the grammar-school students’ studies, which
in turn determines how the examined subjects, such as EFL, are taught.

34 No one specified their gender as “jiné” (other).

35 Calculated using SPSS.
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My unpublished pre-research study conducted in Spring 2018 utilised the semi-structured
interview method and included four EFL learners attending grammar schools in Prague. The
interviews were conducted individually, led in Czech as the native language of the participants,
and recorded. The interviewees were informed only about the general focus of the study being
the EFL maturita examination, as [ wanted to avoid influencing their answers. The main aim of
the pre-research study was to gain preliminary insight into washback to learning in order to

establish the focus of this thesis and what instruments it should employ.

The interviews were led using a structured list of questions and a list of several statements for
the participants to react to (see, § Appendix: 8.1). The first section focused on getting to know
the participants and to find out more about their motivation for learning English. The second
set of questions focused on the participants’ experience at their schools; for instance, the
examination preparation in their EFL lessons and their perspectives on various teaching
methods. Spontaneous and subjective reactions were encouraged in hopes that an open
discussion could follow. The third set of questions focused on the EFL examination itself. By
design, I asked about their opinions on the examination's difficulty, their expectations, and
finally about their concerns, which was one of the central washback questions that was meant
to expose a potential harmful washback taking place. The concluding set of questions asked
about the future of the examination, specifically what the participants would change about the
examination if they could, and what advice they would give future test-takers. Even though the
advice question could be more suitable for those already having taken the exam, it was kept in
order to allow space to comment on learning strategies and regrets in their own learning in the

past months, which could relate to potential harmful washback.

The penultimate section of the interview preparation included a list of statements, where the
participants were asked to read them, using a separate sheet of paper, and to express whether

they (dis)agree with the individual statements and why. The statements were designed to show
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a potential experience of harmful/beneficial washback. The statements included clichés about
the examination that are often used in the Czech media discourse concerning the examination;>®
namely, the EFL maturita being too easy or difficult, illogical (16.c. translated “The EFL
maturita examination’s design makes sense.”), which could hint at harmful washback. The
second statement (16.b. “The EFL maturita examination motivates me.”) was designed to show
whether the examination is a beneficial factor in (intrinsically) motivating the learners in
language learning. The very last statement focused on the extrinsic motivation the learners
experience from their teachers, which was the only question meant to ask about the context
outside of the language classroom. The learners were asked to say whether their teachers tend
to tell horror stories about the examination and thus scare them into productivity, or whether

they comment on the usefulness of the examination.

The results of the study seemed to indicate that two of the participants experienced an overall
harmful washback and that the two other participants experienced beneficial washback. There
appeared to be a link between the participants’ experience of washback, their social/family
environment, and their motivation. Specifically, the participants that experienced harmful
washback seemed to have been under external pressure to perform well, which impacted their
self-assessment and mental state, both of which appeared to have negatively impacted their
motivation to learn and participate in their EFL lessons. While some of the findings of the pre-
research study indicated that learner-centred approach to teaching could promote beneficial
washback, it was not possible to draw any conclusions based on the limited amount of data.
There also appeared to be a link between learner autonomy, intrinsic motivation, and beneficial

washback, but again, the sample was insufficient for generalisation.

The pre-research study established that there was a need for further research and for expanding

36 Examples of titles in section 2.4.4.
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the sample of participants, which led to adopting a questionnaire in the present study. The pre-
research study also highlighted the need for gathering more information on the contents of EFL.
lessons to better comprehend how the learners perceive the teaching methods they experience

in preparation for the concluding EFL maturita examination.
3.2.2 Questionnaire development

The questionnaire was developed in several stages. First, the pre-research study conclusions
were taken into consideration to establish the themes the questionnaire study needed to cover.
For instance, as the most insight into the participants’ experience at their schools was gained
via spontaneous conversation, the subsequent questionnaire included more open questions. Due
to the pre-research study having indicated that EFL learners were impacted by their self-
assessment, both their school grades and the learners’ opinions on them became a part of the
questionnaire in the form of open questions as well. To collect more information on the contents
of EFL lessons, the questionnaire came to include detail-oriented statements for the participants
to react to, using a Likert-scale, regarding, for instance, the frequency at which individual
language skills were practised, the type of interactions between the teacher and the learner, and
the learner’s opinion on the inclusion of geographical and cultural information being a part of

the lessons and assessment.

Secondly, after preliminary questions were formulated, the questionnaire was piloted in two
rounds. During the first pilot stage, the questionnaire was distributed in a doc file among my
university peers attending English and American Studies at the Faculty of Arts, who were asked
to read the preliminary list of questions and to comment on any potential phrasing issues. The
second pilot stage employed a preliminary online Microsoft Office Forms questionnaire, in

which 1 asked several people’’ to complete the questionnaire to establish the average time

37 The group of people that filled in the questionnaire consisted of adults that had taken their EFL maturita
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needed and to test, whether questionnaire settings needed adjustments. The second pilot stage
resulted in adjusting some phrasing, adding one question, and indicating the average amount of
time needed to fill in the questionnaire before the questionnaire was made public and distributed

to the participants.

The development of the questionnaire was influenced by secondary sources focusing on
empirical studies and questionnaire design (Oppenheimm 1992; Andrews, 2003; Punch, 2003;
Fraenkel, et. al, 2012, Dorney, et. al, 2009; Chromy, 2014) and the phrasing of the questions
was influenced by multiple empirical studies utilising questionnaires and interviews (for
instance, Wall, and Alderson, 1993; Green, 2006; Tayeb, 2014; Furaidah, 2015; Ménova, 2015;
Stastny, 2016; Andryskova, 2017). The Washback Hypothesis as defined by Alderson, and
Wall in 1993 was used as the guide for selecting topics related to the hypotheses in terms of

both teaching and learning.

The final questionnaire was then launched online using Microsoft Office Forms and reached
the intended participants using publicly accessible e-mail addresses of English teachers
teaching at grammar schools in the Czech Republic, who were asked to share the link to the
questionnaire with their students. The data collection began on 11 November 2020 and the last

answer was recorded 24 November 2020. The number of collected questionnaires is 194.
3.2.3 Questionnaire design

The online survey is titled “Maturitni zkouska z anglického jazyka: perspektiva studentti” (in
translation, “The EFL Maturita examination: the students’ perspective’), which reflects my

intention not to mention the phenomenon of washback directly in order to avoid influencing the

examinations years ago, some of which had experienced the common state examination that started in 2011. In
short, the people that participated in the second pilot stage did not meet the requirements for the participants of
this study and did not participate in the survey once it was made public.
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views expressed by the participants. The same intention is reflected in the instructions of the
questionnaire, where the descriptors of washback (the influence of a high-stakes concluding
examination on the design of the course and its participants) are used without explicitly using

the term washback.

In order the questionnaire answers to be recorded, each of the participants has to click “send”
at the end of the survey; Microsoft Office Forms does not record partially completed
questionnaires. Neither the survey platform, nor the questionnaire collect any information that
could serve to identify the individual participants. In order to promote honesty in the
participants, it was decided not to collect geographical data and not to ask which specific
grammar-school they attended. The intention was to avoid both the mortality threat, i.e., loss of
subjects (Fraenkel, et. Al, 2012: 167, G-5), where they could hypothetically quit the
questionnaire in the process of completing it, and to prevent question evasion due to the high-

stakes examination being tied to the participants’ future education.

3.2.3.1 Basic structure

The questions and topics in the questionnaire are structured from the most broad information to
the most detailed, so that the participants are eased into the topic. The questionnaire is written
in Czech to allow easy administration and to prevent misunderstanding. The phrasing of the

questionnaire does not employ any terminology the participants might not understand.

The questionnaire is split into six sections, each of which appears as an individual page, which
also displays a progress bar. To progress to the next page, all mandatory questions have to be
answered. There are four non-mandatory open-ended questions: Q8, Q20, Q21, and Q22, and
one mandatory open-ended question. There is also one use of branching in Q9, where certificate
holders are directed to a mandatory question asking what international English-language

examination they took, while non-certificate holders are directed to Q11.
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Most of the answers are recorded using a 4-point Likert scale employing the forced-choice
method, with the exception of two “knowledge questions™ that include the fifth “I don’t know”
option. The forced-choice method was employed so that the participants would not choose the
quick neutral answer and were made to consider their opinion more thoroughly. The majority
of the questions is close-ended and employs the 4-point Likert scale, where the participants
should indicate their answer on a scale based on agreement or frequency. Most of the
questionnaire uses an agreement Likert-type scale, where the participants choose between the
answers “zcela souhlasim™ (Strongly Agree), “spiSe souhlasim” (Somewhat Agree), “spiSe
nesouhlasim” (Somewhat Disagree), “zcela nesouhlasim” (Strongly Disagree). There are only
two questions that focus on frequency and the answers are: “Casto” (Often), “obcas”

(Sometimes), “mélokdy” (Seldom), “nikdy” (Never).*8

The first section of the survey is the introductory instructions. The instructions identify me as
the researcher and summarise the focus of this research. The approximate time needed to finish
the questionnaire is stated to be fifteen minutes. The introduction asks for the answers to be
honest and states that there are no right or wrong answers in the questionnaire. The

questionnaire also includes short instructions below each question.

The second section of the survey collects general information on the participants. The answers
record the participants’ age, gender, the type of grammar-school (8-year, 6-year, 4-year) they
attend, and their year of study. QS5 asks the participants to indicate what type of EFL maturita
examination they are choosing (common, profile, certificate). The next three questions focus
on school-assessment and self-assessment: Q6 focuses on school assessment and asks the

participants to write out their final grade in the last three semesters, Q7 asks the participants to

3% The English translation source is https://mwcc.edu/wp-content/uploads/2020/09/Likert-Scale-Response-
Options MWCC.pdf Vagias, & Wade M. (2006), the source of the Czech version is Chromy (2015) and Ménova
(2015).
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say, whether they identify or agree with the grades they were given. The voluntary open-ended
Q8 offers the chance to comment on their answer in Q7. Questions 9 and 10 focus on obtained
English-language certificates: Q9 asks if the participant is an international English-language
certificate holder, if they choose “yes”, they are then directed to Q10 in which they should say

what certification they obtained.

Q11 concludes the second section and is the only mandatory open-ended question. The
participants are to express their opinion on the current form of the EFL maturita examination
(’11. Co si myslis o soucasné podobé maturitni zkousky z anglického jazyka?”). I decided to
make the question mandatory, hoping that the participants would use this opportunity to reflect
on the examination before being influenced by the subsequent questions. The aim was to

ascertain what are the most important topics according to the learners.

The third section of the questionnaire focuses on how the participants perceive the EFL lessons
at their schools, and includes three 4-point Likert-scale questions.*® Q12 and Q13 are the only
two frequency-based questions in the questionnaire. Q12 focuses on how the participants
perceive their EFL lessons. The participants are to indicate whether they tend to get bored or
enjoy the lessons, how the lesson environment impacts them, and thirdly, they are invited to
express their perception of the nature of interaction with their teacher in terms of speaking (Q12
e-h). Namely, the participants should indicate whether they think they have enough room for
language production, whether the teacher allows spontaneous discussion, and how often the
teacher dominates the lesson by excessive teacher talking time (TTT). Q13 asks the participants
to indicate how often particular language skills (listening, writing, accuracy, speaking) are

practised during the lessons; the speaking skill is divided into two categories: discussion, and

3 Microsoft Office Forms numbers each title to a Likert-scale list of items but does not number the items
themselves. The individual Likert-scale items will be numbered using lower-case letters of the alphabet when
needed. The term “question” is used for cohesive navigation in the questionnaire.
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independent language production. Parts of Q12 and Q13 focus on whether the participants
perceive their EFL lessons as teacher-centred or learner-centred. Q14 asks general questions

about the lessons, some of which are related to self-assessment.

The fourth section focuses on questions related to the EFL examination itself. In Q15 the
participants are to indicate their agreement with statements related to the preparation for the
examination. They are to express whether they perceive the preparation in class as sufficient,
whether their EFL lessons largely focus on examination preparation, and whether they prepare
independently from their lessons at school. Q16 focuses on the participants’ opinions on the
format of the EFL maturita examination and, in particular, on whether the format of the
examination (all three current forms are asked separately) makes sense to them. Q17 asks the
participants to express their feelings about the EFL examination in general. It includes two
‘cliché’ statements that have been overused in the media ever since the common examination
was implemented (Q17 a-b). The rest of the Likert-type items are related to motivation,
perceived difficulty, and aims of the EFL lessons at grammar-schools. The last two items (Q17
h-1) have the participants state their own opinion on what the aim of EFL lessons should be,
namely, whether the examination itself is the main goal of an EFL course, and whether the

lessons should be limited by what the examination tests.

The fifth section includes additional questions that did not fit in any of the previous categories.
Q18 features statements related to self-assessment, English as a free-time activity outside of
school, whether teachers attempt to motivate their students by negative stories (this is the only
question, where the topic is not limited to EFL lessons) and the worldwide pandemic impacting
the examination. Q19 focuses on the representation of the examination in the media discourse
and is the only 5-point Likert scale question in anticipation that not all participants will have

the knowledge to answer.

The concluding sixth section includes three open-ended and non-mandatory questions. Here,
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the participants can write any additional comments and express their views on the questionnaire
(Q20), the EFL maturita examination (Q21), and on the future format of the examination (Q22).
The last question is intended to make the participants consider what they would change if they

had the opportunity to influence the design and aims of the EFL maturita examination.
3.3 Data analysis

3.3.1 Quantitative data

The data was downloaded from Microsoft Forms in an .xIsx format, which was first analysed
in Microsoft Excel and subsequently in SPSS. The demographic data were analysed based on
frequency. Some of the demographic data about the participants were compared to the available
data about the population, i.e. grammar-school students, gathered by the CSU, Cesky statisticky
ufad (Czech Statistical Office). The school assessment from the participants’ last three
semesters was analysed for the average and the information was used in the analysis of self-

assessment questions.

In the first section (general information) of the questionnaire, there was a need for data
cleaning, as the participants were asked to type some of the answers. The most cleaning was
necessary in the answers where the participants indicated their year of study (Q4), which was
largely caused by there being three types of grammar schools where the numbering differed.

Some data cleaning was needed in the school assessment question (Q6) as well.

As the questionnaire was in Czech, all answers to Likert-type questions were automatically
replaced by numbers in Microsoft Excel before being pasted into SPSS for further analysis. In
SPSS, the values were labelled using the English counterparts. First, the answers to Likert-items
were converted to numbers. There were two types of Likert-type answers: agreement and
frequency. The agreement-based answers were coded as follows: strongly agree was coded as

4, somewhat agree as 3, somewhat disagree as 2, and strongly disagree as 1. There were also
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two questions that offered the option of 7 don’t know, which was treated as 0. The frequency-
based answers followed the same logic, the highest value of 4 was ascribed to often, sometimes
was treated as 3, seldom as 2, and never as 1. SPSS was then used to calculate the median of all

Likert-type items.

As the Likert scale is “an ordinal scale measure” (Wu, & Leung 2017: 527), the median was
opted for as the “measure of central tendency,” and combined with the use of frequency or
percentage in certain cases (Jamieson 2004: 1217). The median is the midpoint of a distribution
(Fraenkel, et. al, 2012: 196), which makes it appropriate to use when the distribution is skewed
and when there are “more extreme scores at one end of the distribution than the other”
(Fraenkel, et. al, 2012: G-8). While ordinal scales rank the individual points in a specific order,
the distance between the points on the scale is not equal (Kuzon et al. 1996: 265-266); in this
questionnaire specifically, the distance between often and sometimes is not the same as the

distance between seldom and never.

Using SPSS, all the Likert-type items were named as groups for easier processing according to
their original structuring in the questionnaire and numbered: LC1-LC18 (lesson contents),
ME1-ME19 (maturita examination), AQ1-AQ4 (additional questions), and M1-M2 (media).
The Likert-type items were grouped and analysed together as follows: EFL lessons from the
learners’ perspective, school assessment versus self-assessment, maturita examination and its

impact on the lessons, external factors.
3.3.2 Qualitative data

The qualitative data consisted of the answers to open-ended questions, specifically: OPEN8*

(38 answers), OPENI11 (194 answers), OPEN20 (27 answers), OPEN21 (21 answers) and

40 The numbering of the open-ended questions corresponds to how they were originally numbered in MS Forms.
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OPEN22 (62 answers). The written answers were analysed by hand in Microsoft Excel using

thematic analysis seeking what topics were most pertinent to the learners.

The data gathered from the open-ended questions are used as supplemental information that
enables greater insight into the perspectives of the learners. Furthermore, the qualitative data

results are then compared to the findings in the qualitative data analysis.

4 Results Analysis

4.1 Quantitative data:

4.1.1 The sample as a representation of the population

The population targeted in this study were grammar-school students in their two final years of
study. Out of the 194 participants in the sample, 65.5% were female and 34.5% were male. All
participants attended grammar-schools in the Czech Republic. 41.8% attended an 8-year
grammar school, 41.2% attended a 4-year grammar school, and 17% attended a 6-year grammar

school.

Table 1: participants data - gender, type of grammar school attended

questionnaire | participants female male 4-year 6-year 8-year
2020/2021 194 127 67 80 33 81
% 65.5% 34.5% 41.2% 17% 41.8%

50



The statistics collected by the Czech Statistical Office (CSU)*! show the distribution of gender
and type of grammar-school in all grammar-school pupils that attended grammar-schools in the

school year 2020/2021 and are summarised in the table (7able 2) below.

Table 2: congregated CSU data about grammar-school pupils

all grammar pupils female male 4-year 6-year 8-year
schools*
2020/2021 131799 57.1% 42,9% 37.3% 10.1% 52.4%

The two figures below show the comparison between the data collected in the present study and
the data collected by CSU, both regarding the school year 2020/2021. The distribution of
grammar-school students seems to suggest that the types of grammar schools are comparable
in both collected data sets. The left figure (Figure 2) shows that 4-year grammar school
representativeness is the most comparable. While the proportion of the participants across three
types of grammar-schools could seem unbalanced out of context, the congregated CSU data

suggests it resembles the real ratio at grammar-schools.

Figure 2: grammar-school students data comparison Figure 1: grammar-school gender data
GRAMMAR-SCHOOL STUDENTS GRAMMAR-SCHOOL
DISTRIBUTION GENDER DISTRIBUTION
B participants B CSU data . - Mparticipants ™ CSU data
s =
il 5 S
:c\: o
4-YEAR 6-YEAR 8-YEAR FEMALE MALE

4 Cesky statisticky virad (2021) Skoly a $kolska zafizeni - $kolni rok 2020/2021. Accessed 3 January 2022.
https://www.czso.cz/csu/czso/skoly-a-skolska-zarizeni-tjp3wpnyep
42 The data concerns students attending the grammar schools across all years of study in the given school-year.
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The figure on the right (Figure 1) shows the comparison between the data collected in this study
and the CSU data in terms of gender. Again, the comparison seems to suggest that the data in

this study is representative of the population ratio.

A two-proportion z-test was conducted* in order to determine whether the population and the
sample are proportional in terms of gender distribution and grammar-school students
distribution. An alpha level of 0.05 was used. The test revealed that most of the data are not
proportional. Specifically, it determined that the proportion of the sample of 4-year grammar-
school students and the CSU data are not statistically different, which makes this part of the
sample statistically significant (z=-1.093, p =0.27572) and representative. The other calculated
p values showed that the sample and population (CSU) are statistically different, and the sample

is largely not representative.

The table (7able 3) below shows the p values calculated using the two-proportion z-test.

Two proportions z-test female male 4-year 6-year 8-year
CSU 75195 56604 49341 13361 | 69097
participants 127 67 80 33 81
z value -2.3651 2.3651 -1.093 | -3.1679 | 2.9746
p value 0.01778 0.01778 0.27572 | 0.00152 | 0.00298

Table 3: two-proportion z-test results

The participants in this study either sat their maturita examination in Spring/Autumn 2021
(60.8%) or are about to sit their examination in Spring/Autumn 2022 (39.2%) based on their

indicated year of study. At the time of completing the questionnaire, the participants indicated

4 Social Science Statistics. “Z Score Calculator for 2 Population Proportions.” Accessed 4 January 2021.
https://www.socscistatistics.com/tests/ztest/default2.aspx. The settings were set to significance level 0.05 and two-
tailed hypothesis.
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that their chosen form of the EFL maturita examination was the common examination in 40.2%,
the profile examination in 26.8%, and 33% participants indicated that they would use an
international English-language certificate as a substitution of the profile examination. The
figure (Figure 3) shows the ratio between the types of EFL maturita examination chosen by the

participants. I found no available data published by Cermat that would show this information.**

Figure 3: Type of examination chosen by the participants

TYPE OF EXAMINATION CHOSEN

m certificate (profile) W common profile

certificate
(profile)
. 33%

common
40%

4.1.2 EFL lessons from the learners’ perspective

This section groups Likert-items that are related to how the learners perceive their EFL lessons.
In items LC1 (median = Sometimes) and LC2 (median = Sometimes), the learners indicated
that sometimes they enjoy their EFL lessons, and sometimes the lessons appear boring. In LC3
(median = Often) the learners expressed that the learning environment in their EFL lessons is

often positive, while it is seldom negative (LC4 median = Seldom).*

4 Cermat used to publish statistical analyses after each maturita examination period (Spring-Autumn), the last
published report does not indicate the type of EFL examination the students chose, and it also does not specify
how many (or what percentage of) grammar-school students took the examination or what type of grammar-school
they attended. Cermat. “Vysledky maturitni zkousky v roce 2019 a jeji vyvoj od roku 2011.” Accessed 21 January
2021. https://data.cermat.cz/files/files/Zaverecne zpravy/MZ2019 zaverecna zprava FINAL.pdf

4 The translation of items LC3-4 is not a literal translation of the Czech phrasing in the questionnaire, which uses
the terms “piijemna atmosféra” and “nepfijemna atmosféra.” The words “positive” and “negative” were substituted
for these more neutral terms due to the pandemic connotations.
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4.1.2.1 Teacher-centred versus learner-centred approach

Some research has indicated a direct link between teacher-centred lessons, teacher talking time,
drilling activities, and teaching to the test (Furaidah et al. 2015: 49; Prodromu 1995: 13). This
section analyses to what extent the learners indicated their lessons to be teacher-centred or
learner-centred. While the learners’ perspectives on the teachers’ methods are limited by them
not necessarily being aware of the teaching methodology in use, the Likert-items focused on
the learner-centredness of the EFL lessons, specifically contrasting teacher talking time (TTT)

to the time allotted for the learners to practise language production.

In LC8 (median = Sometimes), the learners indicated that their teachers sometimes talk more
often than they do; however, the learners also expressed that their teachers often welcome the
learners being proactive in their EFL lessons participation (LC6: median = Often). The teachers
also sometimes let spontaneous discussions happen (LC7: median = Sometimes), which
suggests that some teachers are willing to diverge from their original lesson plan in order to

endorse spontaneous language practice.

In LCS5, the learners expressed that they often have enough room for practising spoken English
(median = Often). The language skills practice was considered both in terms of independent
language production (LC12), and discussion (LC13): the learners expressed that they get to
practise speaking independently often (median = Often), and that discussion practice occurs
sometimes (median = Sometimes). LC13 corresponds to LC7 that examined spontaneous

discussions in the EFL lessons.

4.1.2.2 English language skills practice

The items LC9-LC13 focused on how often individual English language skills are practised
during the EFL lessons. The learners expressed that grammar is practised often (LC10: median

= Often), which could indicate that some drilling takes place, which could point to teacher-
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centred lessons. Items LC9 and LC11 showed that both listening and writing are practised
sometimes (median = Sometimes). The answers to speaking-related items (LC5, LC7, LC12,
LC13) seem to suggest that the learners perceive speaking practice to be an important feature

of their EFL lessons. These language skills are also tested in the examination itself.

The topic of the individual language skills featured in the answers to the open-ended questions
as well, which reaffirmed that the learners emphasise the need for communicative interactive

tasks to be featured in the EFL lessons.

4.1.2.3 Geographical and cultural topics in EFL lessons

There were two items that focused on the topic of EFL lessons including geographical and
cultural information about English-speaking countries. While the learners somewhat agreed
(LC14: median = Somewhat Agree) that factual information should be part of the lessons
themselves, they also expressed a slight disagreement with this information to be part of the

EFL examination (ME10: median = Somewhat Disagree).

The topic of factual information and its inclusion in the examination featured in many of the
answers to open-ended questions, in OPEN11 specifically, the learners mentioned this topic
without prompting. The inclusion of factual information in the oral examination specifically

often featured in negative light (OPEN 20-22).
4.1.3 Maturita examination and its impact on the EFL lessons

This section discusses the learners’ perspective on how the concluding EFL maturita
examination impacts the lessons in terms of examination preparation and sheds light both on
their opinions on the form of the examination and on their beliefs relating to what the goal of

EFL lessons should be.
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4.1.3.1 EFL examination preparation

In terms of the preparation for the EFL examination during the lessons, the answers demonstrate
that the learners believe there should be more preparation included in the lessons (ME1: median
= Somewhat Agree), but another item (ME4: median = Somewhat Agree) shows that the
learners somewhat agree that the examination preparation in their EFL lessons is sufficient.
This could indicate that there are some underlying learner beliefs about the success in testing

to depend on coaching or drilling, which is not what research shows (Spratt, 2005: 24).

The learners indicated that the majority of their EFL lessons focus on preparing them for the
maturita examination (ME2: median = Somewhat Agree), but they disagreed with the notion
that most of their EFL lessons focus on preparation for the common examination specifically
(ME3: median = Somewhat Disagree). Another item showed that the learners do not prepare

for the examination outside of their EFL lessons (ME5: Somewhat Disagree).

4.1.3.2 EFL examination form

In the items ME6-MES, the learners stated their opinions related to the form of the examination.
The learners indicated that the differences between the common and profile EFL examination
types are clear (MES: median = Somewhat Agree), and did not express confusion relating to

the form of either type (ME6, ME7).

The topic of the third type of the examination, i.e. substituting the profile EFL examination by
a language certificate, proved very important to the participants, as they expressed welcoming
the option to substitute (ME9: median = Strongly Agree). The topic was a significant feature in

the answers to the open-ended questions as well.

4.1.3.3 Learners’ beliefs about the EFL examination

In items ME18-19, the learners expressed whether the primary goal of EFL lessons should be
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for the learners to pass the concluding EFL examination, and whether the lessons should be
limited to what is tested in the EFL examination. The learners strongly disagreed with the notion
that the lessons should be aimed solely at the examination itself (ME18: median = Strongly

Disagree, ME19: median = Strongly Agree).

Items ME11-12 revealed that the learners perceive the profile (school) EFL examination to be
somewhat more demanding than the common examination. In ME11 the learners expressed that
they do not believe they would be able to pass the profile examination in their first year of
grammar school (ME11: median = Somewhat Disagree), but in ME12 they expressed that they
somewhat agree that they would pass the common examination in their first year of grammar

school.

Items ME14-16 asked about the EFL examination in general without specifying a sub-type. The
learners expressed that the examination is more easy than difficult (ME14: median = Somewhat
Agree; ME15: median = Somewhat Disagree), and also indicated that they perceive the
examination neither as motivating (ME16: median = Somewhat Disagree), nor as fear-inducing

(ME17: median = Somewhat Disagree).

4.1.4 School assessment versus self-assessment

This section discusses how the learners perceive their own English skills, the way their schools
assess them and how they assess themselves. There are multiple Likert-type items considered

and the participants’ answers to one open-ended question are included (OPENS).

The learners indicated that they believe their EFL lessons somewhat improved their language
proficiency (LC17: median = Somewhat Agree) and that some of the skills they acquired in
their lessons are transferable to real-life (LC18: median = Somewhat Agree). In terms of self-
assessment, the learners expressed a strong belief in knowing what aspects of their language

skills needed to be improved upon (AQ1: median = Strongly Agree). In addition to that, the
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learners expressed that they do not believe their actual language proficiency is accurately

assessed by the EFL maturita examination (ME13: median = Somewhat Disagree)

When it comes to their school assessment, 80.4% of the participants expressed that they agree
with their EFL teachers’ evaluation and final grades in the last three semesters (Q7) that they
entered in Q6. The average of the grades the participants entered was 1.56. They were then

given the option to comment on this assessment in OPENS.

Thematic analysis of OPENS8 showed the following emerging themes of the opinions the 38

participants that chose to answer shared (7able 4):

OPENS: themes count

positive self-assessment 16
appropriate
high achiever - happy

deserve higher

EENE \S BV Y

could do better

negative self-assessment 7

o

deserve lower
deserve lower (+ self-criticism) 3
assessment comments 14
assessment does not reflect reality

assessment is irrelevant

NN W

assessment should change
assessment - online lessons more fair 1
unsure 1

total 38

Table 4: OPENS thematic analysis

The learners expressed both their opinions regarding their grades, and their opinions on the
school assessment. 42% of the answers showed positive self-assessment, where the learners
were either satisfied with their final grades, or believed they had the skills to improve their

formal assessment. 18% of the learners expressed the belief that their final grades were earned
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undeservedly and several of them also included some degree of self-criticism. 36% of the
answers focused on the assessment, the largest number of respondents believed that formal
assessment does not accurately reflect the reality, some believed the assessment is an irrelevant

measure of their skills, and that it should change.
4.1.5 External factors

This section analyses two items that were not presented to the participants in sequence. The
items relate to the learners’ motivation, the media coverage of the maturita examination, and

the impact of the pandemic.

The learners expressed that their EFL teachers do somewhat motivate them to improve and do
better (LC16: median = Somewhat Agree), and they also indicated that they have not had much
experience with their teachers, i.e. not only EFL teachers, sharing horror stories about the
examination in order to scare them into preparing for the examination (AQ3: median =

Somewhat Disagree).

The two media-related items were the only two Likert-type items on a 5-point scale. Due to
including the neutral answer, most of the learners expressed that they did not know, whether
the media coverage about the examination is impartial (M2: median = [ don’t know). However,
the majority of the learners expressed a strong belief that the media do not cover the

examination topic sufficiently (M1: median = Strongly disagree).

As the questionnaire was distributed during the COVID-19 pandemic, the learners were asked
whether they felt concerned about the uncertainty surrounding the maturita examination under
these current circumstances, and they expressed a strong concern (AQ4: median = Strongly

Agree).
4.2 Qualitative data

This section discusses the themes found in the participants’ answers to the several open-ended
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questions.*® The following table (Table 5) shows the count of collected written answers to the

open-ended questions and the percentage of participants that answered them:

OPENS8*" | OPEN11 | OPEN20 | OPEN21 | OPEN22
ASWEE 38 194 27 21 62
count
total 194 194 194 194 194
participants
percentage 19.6 100.0 13.9 10.8 32.0

Table 5: Open-ended questions count and percentage
4.2.1 OPEN11: opinions on the current form of the examination
This was the only mandatory open-ended question and the participants answered it before
seeing the questions asked in the questionnaire itself, and there were 194 recorded answers. The
most emphasised themes were: negative opinion of the examination, the examination being

easy, and the examination being appropriate.

27.8% of the participants of this study deem the EFL maturita examination form to be
appropriate.*® 6% then responded with indifference, which was partly caused by half of the
indifferent respondents opting for using a language certificate to substitute for the profile

examination, which made them indifferent about the form of the EFL examination itself.

15.5% of the participants commented on the examination being easy, and some of these even
indicated that the examination was excessively easy. Several people specified that they were

commenting on the common type of the EFL examination.

35% of'the participants expressed various negative views of the examination. Some commented

46 The full thematic analysis tables can be found in section 8.3 of the Appendix. The entirety of the open-ended
questions data is included in the Enclosure file.

47 OPENS was included in section 4.1.4. and will not be included in this section.
48 The answers that were grouped as “appropriate” expressed being content with the examination form.
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on the examination not being relevant to real-life (8.8%), others commented on the chaotic
nature of the examination system (9.8%), which was partly caused by the two parallel systems
of the EFL examination. 7 of the participants criticised that the certificate route is not accepted

by their schools.

4.2.2 OPEN20: additional questionnaire commentary

The participants used this question to express some of their views that they did not have the
opportunity to express in the course of the questionnaire. 25% of the answers were related to

the contents of the questionnaire as such.

The learners who chose to comment on their EFL lessons voiced their negative views on the
contents of the lessons: emphasis being put on grammar instruction at the expense of speaking
practice, too much emphasis on factual information, and remote learning having restricted
examination preparation time. While two learners mentioned their teachers being a negative
influence on their experience in the EFL lessons, there were also two learners who viewed their

teachers as detrimental to their success in the examination.

Some learners used this opportunity to comment on the topic of the language certificates, stating

that the rules of using the certificate to substitute the EFL profile examination are unclear.

4.2.3 OPEN221: additional EFL maturita examination commentary

There were several themes that the learners highlighted in their commentary on the EFL
maturita examination. Specifically, they focused on the topic of factual information being tested
in the oral examination, which they perceive to receive undue emphasis. However, there was
also one answer that deemed the inclusion of facts about English-speaking countries to be very

positive.

Some of the learners expressed feeling nervous about the examination, concerns about the

assessment of the examination, and the unclear form of the examination. Two of the learners
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mentioned that the circumstances of the worldwide pandemic make the EFL maturita

examination more difficult to pass due to remote learning and restricted time.

4.2.4 OPEN22: what the learners would change about the EFL examination

This open-ended question revealed the most contrasting answers and recorded the second
highest number of responses (62). The emerging themes overall were: the form of the EFL
examination, the proficiency/difficulty level choice, specific suggestions for how the design of
the examination could be altered, the certificate option, and a variety of opinions on possible

changes.

While some learners referred to a need for the option of choosing between two levels of
proficiency/difficulty, others opposed this by expressing it is necessary for the examination to
have only one form (instead of the two parallel systems of the common and profile

examination), so that everyone is assessed using the same criteria.

20% of the responses focused on the oral examination, on the approach to how speaking is
included in EFL lessons and how it is examined. It seems that quite a few learners see speaking
as an essential part of the EFL maturita examination, some suggest there should be more
practice of communicative tasks, others suggest for the examination to consist solely of
speaking, or to be examined in pairs, so that the communication partner is a peer, not a teacher,
and some expressed the desire for the examination to be more complex, and to, for instance,

include a mock-thesis defence.

41% of the responses commented on the notion of changing the examination form. 11% asserted
for there is no need for changes. There were also several suggestions for the EFL examination
form to revert back to one of its previous designs. 8% of the learners said that the topic selection
should be different, which seems to be a natural assertion of various subjective preferences.

There were also some critical comments on the changes to the examination form having been
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rather abrupt, and the suggestion to announce any upcoming changes to the maturita

examination system a few years ahead of the implementation.
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5 Discussion and Conclusion

5.1 Discussion

The questionnaire covered the aspects of washback to learning that would be perceivable to the
learners. From the analysis of the Likert-based items, it appears, that the direction of washback
is not overall negative. Even though it is apparent that the learners feel that the EFL maturita
examination impacted their EFL lessons, the opinions they expressed suggest some beneficial
washback to be occurring, as well. Based on both the quantitative, and qualitative data, it
appears that Czech grammar-school learners perceive for the examination to not always assess

and reflect skills that would be relevant to real-life.

Some of the aspects that the learners focused on in their answers to the open-ended questions
seemed to suggest that the design of the examination does not inspire intrinsic motivation;
namely, the learners expressed confusion at the abrupt changes to the system, they also reflected
on of factual information being tested in the EFL maturita examination, and often mentioned
that the examination is not relevant to real-life. As most of the typed answers reflected some
negative views on various aspects of the EFL examination, one could surmise that those learners
that are experiencing harmful washback could be more vocal, while the satisfied learners who
reflected the examination design as appropriate, might not have been as motivated to provide

any additional comments.

In terms of teacher-centredness versus learner-centredness to the lessons, the qualitative data
did not indicate for there to be a prevalent tendency for teacher-centred lessons, or for TTT
(teacher talking time), which would restrict the space for the learners to practise language
production. The median measures of Likert-type items focusing on speaking, and opportunities
for the learners being an active part of the EFL lesson indicated that there is a tendency to strive

towards a communicative approach to teaching. Furthermore, the answers to the open-ended
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questions suggested that the learners appreciate an emphasis speaking and communicative tasks
in their EFL lessons, which would seem to suggest that there are quite a few learners
experiencing beneficial washback due to their EFL lessons being in accordance with their own

beliefs.

In terms of the quantitative data, the findings that were related to examination preparation and
teaching-to-the-test taking place did not provide conclusive data, and there were also some
inconsistencies to the answers, which might suggest that I did not formulate all of the maturita
preparation questions carefully enough. While the learners indicate a belief that the EFL lessons
should include more examination preparation, they then contradict that view by asserting the
for there to be sufficient examination prep. This result could also be connected to a social
desirability bias, where the learners could have attempted to choose the perceived “correct”
answer. This would also seem to suggest that there is not a significant amount of coaching on

the teachers’ end.

As far as the three types of the examination are concerned, the analysis of the Likert-type items
suggested that many of the learners feel very strongly about the inclusion of the certificate
option being very positive; however, as some of the long answers indicated, the certificate
option is not accessible to everyone. Both sets of data indicated that the learners believe the

EFL lessons should not be limited by what the EFL examination tests.

Overall, the results seemed to have indicated for there to be both beneficial and harmful
washback taking place. Based on both sets of data, it appears that when the learners are satisfied
with the contents of their EFL lessons and the methods their teachers use, harmful washback is
less probable. It is unclear, whether the learners perceive for their EFL teachers and lessons to

overly prioritise examination preparation over communicative tasks.
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5.2 Limitations and further research

The limitations of the present thesis were largely caused by the sample chosen to be examined.
In having chosen grammar-school students in particular, there might have been a larger
representation of the so-called “good learners” and high-achievers, which could have skewed

the results towards a more beneficial washback taking place.

Future research should strive towards including both washback to teaching, and washback to
learning, which would allow for the perspectives to be compared, which could lead to a deeper
understanding of the principles of washback. In the Czech Republic specifically, more academic
research should be conducted, and more stakeholders should become involved in the way the

EFL maturita examination is designed.
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7 Resumé

Diplomova préce se zabyva tzv. washback efektem, tedy tim, jak vyuku anglictiny na ¢eskych
gymndziich ovliviiuje soucasna podoba maturity z anglického jazyka a jak konkrétné ovliviiuje
studenty tfetich a ctvrtych roénikd gymnazii. Cilem této diplomové prace je pomoci
dotaznikového Setfeni mezi studenty poslednich ro¢niki ceskych gymnazii zjistit, zda a v jaké
podobé dochdzi na téchto Skoldch v hodindch anglického jazyka k tzv. washback efektu
v souvislosti s maturitni zkouskou a pokusit se stanovit, jakym zptisobem je mozné piipadny
negativni dopad minimalizovat. Prace sestdva z péti hlavnich c¢asti, tedy z ¢asti ivodni, ¢asti
teoretické, ¢asti metodologické, Casti analytické a Casti zavérecné, kterd obsahuje jak cast

diskuzni, tak ¢ast popisujici omezeni studie a samotny zaver.

Uvodni &ast prace predstavuje zékladni terminologii washbacku, ke kterému dochazi, kdy? jsou
kurzy zakoneny zkouSkou, a ktery popisuje, jakym zplisobem mize zavérecné testovani
studentl ovlivnit samotnou formu vyuky a vSechny jeji Gcastniky. Aplikovana lingvistika tento
jev popisuje a zkouma jiz dlouho a ve svété vzniklo mnozstvi empirickych studii zamétenych
na konkrétni projevy washback efektu u jazykovych zkousek. Tato prace si klade za cil navazat
na zjisténi jiz publikovanych praci a aplikovat je do ¢eského prostfedi na soucasnou podobu
maturitni zkousky z anglického jazyka. V Ceské republice dosud vznikly jen dvé studie
zabyvajici se washbackem a ob¢ tento jev zkoumaly z pohledu uciteld, jedna ze studii se
zabyvala NATO STANAG zkouskou z anglického jazyka (Svoboda 2010) a druha studie
zkoumala vliv maturitni zkousky z ¢eského jazyka na ucitele sttednich Skol ptipravujicich své

studenty na tuto zkousku (Stdpanik 2018).

Teoretickd cast diplomové prace zasazuje washback do kontextu testovani jazykovych
schopnosti a jejich hodnoceni. Nejdfive jsou porovnany principy sumativniho a formativniho

hodnocenti, a je poukdzano na jeho souvislost s washback efektem. Dale jsou popsany terminy
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reliability a validity. Reliabilita testu se znaci tim, Ze pfi zopakovani testu by byly vysledky
stejné, ¢i alesponl srovnatelné. Test je potom validni, pokud méfi to, co méfit ma, a souvisi i
s tim, jak jsou testy vyhodnocovany. Potom je uveden koncept tzv. ,,critical language testing*
(CLT), ktery je ve vyzkumu pouzivan k oznaceni kritického zkoumani principt testovani
jazyk. Hlavni vyzkumnou osobnosti CLT je E. Shohamy (2001, 2008, 2017), ktera poukazuje
na nutnost zkoumat zptisoby, kterym jsou testy pouzivany, a nékdy zneuzivany. Tento koncept
je cCasto provazan s vyzkumem zasadnich zkouSek (,.high-stakes testing*), jejichz vysledky
rozhoduji o budoucnosti testovanych, jsou to naptiklad prav€ maturitni zkousky, mezinarodni
jazykové certifikaty a také napiiklad mezinarodni srovnavaci testy. Vysledky takovych testii
pak mohou byt politicky zneuzity, a proto je pii zkoumani jakychkoli testi zasadni uvadét je

do jejich socidlniho, kulturniho a politického kontextu.

Druha sekce teoretické ¢asti popisuje zékladni aspekty washback efektu, rozliSuje jej na
pozitivni a negativni, pfibliZzuje, jak washback pisobi na jednotlivé ucastniky vyuky a jak
ovliviiuje koncepci vyuky samotné. Déle se sekce soustfedi na vliv washbacku na ucitele a na
studenty. Obé Casti jsou tématicky provazané, prave protoZze tito G€astnici procesu vyuky spolu
funguji v tak izkém kontextu. Zatimco empiricky vyzkum se pomérné ¢asto soustiedi na vliv
washbacku na ucitele, méné studii pouziva pro zkoumani washbacku perspektivu studentt.
Dale jsou uvedeny piiklady dvou studii z Ceské republiky, které se zabyvaly washbackem

pomoci empirickych metod.
Ctvrta sekce teoretické &asti popisuje zakladni aspekty &eské maturity z anglického jazyka.
Zabyva se jak postupnym vyvojem statni maturitni zkousky, tak podobou, kterou méla maturitni

zkouska z angli¢tiny pfed zavedenim statni maturitni zkouSky v roce 2011. Déle je popisovan

vyvoj od doby zavedeni statni maturitni zkousky véetn€ zmén, kterymi prosla, az do roku 2020.

Metodologicka cast v tvodu popisuje ucastniky této studie v zdkladnich demografickych

parametrech, tedy udava, ze studie se zucastnilo 194 studentii gymndzii, z nichz bylo 127 Zzen a
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67 muzl. Vice nez poloving ucastnikli bylo v dob¢ vyplnéni dotazniku 18 let, nejmladSimu bylo
16 a nejstarSimu 19 let. Z gymnazisti navstévovalo Ctyfletd gymndzia 41,2 %, Sestileta
gymndzia 17 % a 41,8 % navstévovalo Ctytletd gymnazia. 60,8 % ucastniki uvedlo, ze v dobé
vyplnéni navstévuji posledni rocnik gymnazia a 29,2 %, Ze navstévuji predposledni rocnik

gymnazia.

Druhd sekce metodologické casti popisuje metodologické néstroje pouzité v této praci.
Nejdiive byl pfiblizen ptfedvyzkum, ktery byl proveden formou polo-strukturovaného
rozhovoru se ¢tyfmi studenty poslednich ro¢niki prazskych gymnazii, a ktery urcil zaméteni
této prace. V ramci rozhovort byly zkoumany skute¢né postoje studentt, které naznacovaly, ze
studenti jsou skute¢né ovlivnéni tzv. washback efektem. Vysledky analyzy rozhovort ukézaly,
7e u dvou Ucastnikli pravdépodobné vznikal negativni washback, a u druhych dvou nastaval
pozitivni washback. Zdalo se, Ze studenti zaZivajici negativni washback byli pod tlakem okoli,
ktery postupné vedl k nizkému sebehodnoceni a zvySenému strachu z nadchazejici zkousky,
coz vedlo ke snizeni jejich vlastni motivace pro Ucast na vyuce anglického jazyka. Ackoli
pfedvyzkum naznaCoval podobu washbacku, kvili malému vzorku nebylo mozné vyvodit
zobecnitelné zavéry. Pfedvyzkum ale prokazal, Ze je zdhodno provést rozsahlejsi vyzkum a
pokusit se rozsitit zkoumany vzorek ucastnikil, coz vedlo k rozhodnuti zalozit tuto diplomovou
praci na dotaznikovém Setfeni. Pfedvyzkum také naznacil, Ze pro porozumeéni perspektivy
studentli by bylo vhodné zjistit vice informaci o prib¢hu vyuky anglického jazyka a ptipravy

k maturité z anglického jazyka, kterd na hodinach probiha.

Treti sekce metodologické c¢asti popisuje pilotdz dotazniku a jeho podobu. Dotaznik byl
vytvofen pomoci Microsoft Office Forms a mezi studenty byl rozsiten s pomoci jejich ucitelt
anglického jazyka na gymnaziich, kteti byli kontaktovani s prosbou o $ifeni dotazniku mezi
studenty anglického jazyka na svém gymnéziu. Sbér dotaznikii byl zahajen 11. listopadu 2020

a ukoncen 24. listopadu 2020, kdy dosahlo ¢islo odeslanych dotaznikl pocet 194.
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Dotaznik sestava ze Sesti Casti, obsahuje Ctyfi nepovinné oteviené otazky a jednu povinnou
otevienou otazku. Pfevazna vétSina odpoveédi je zaznamenana pomoci Ctyfstupnové Likertovy
Skaly s vyjimkou dvou védomostnich otazek, které pouzivaji petistupiiovou Likertovu Skalu.
Ctyfstupiiova kéla, tedy tzv. vynucena volba, byla zvolena proto, aby G&astnici vice zvaZzovali
své odpovédi namisto snadného zvoleni neutralni moznosti. Prvni ¢ast dotazniku obsahuje
obecné instrukce a zékladni informace o vyzkumu a v dotazniku jsou také pouzity konkrétni
instrukce, které slouzi pro snadnéjsi orientaci, kdyz se zméni zplisob odpovidani na otazky.
Druha c¢ast dotazniku zjist'uje obecné informace o respondentech, tedy jejich vek, pohlavi, typ
gymndzia, které nav§tévuji a v jakém se nachazi ro¢niku studia. Respondenti jsou také dotdzani
na typ maturitni zkousky z anglického jazyka, ktery si zvolili (popt. planuji zvolit): statni,
Skolni (profilovou) a mozZnost nahradit §kolni maturitu mezinarodnim jazykovym certifikdtem
z anglického jazyka. Dale respondenti uvad¢ji, jaké znamky dostali na vysvédceni z anglického
jazyka v poslednich tfech pololetich, a zda se s nimi ztotoZiuji. Sekce obsahuje 1 dvé oteviené
otazky, jedna se soustfedi na sebehodnoceni a druhé (povinnd) otazka studenty zada o vyjadieni

svého postoje k soucasné podob¢ maturitni zkousky z anglického jazyka.

Tteti ¢ast dotazniku zkouma to, jak respondenti vnimaji prabéh hodin anglického jazyka na své
$kole, a zda vnimaji prostor pro procviceni a zlepSeni svych schopnosti jako dostate¢ny. Ctvrta
¢ast dotazniku se zamé&fuje na samotnou maturitni zkousku z anglického jazyka, na to, jak
vypada pfiprava na zkousku v ramci hodin 1 mimo né&, a dale zjiSt'uje, co si studenti mysli o
soucasné podob¢ maturitni zkousky z anglického jazyka. Pata ¢ast dotazniku obsahuje nékolik
dodate¢nych otazek k maturité a dvé otazky zaméfené na to, jak média v Ceské republice
reflektuji maturitni zkousku. V zavérecné ¢asti dotazniku odpovidaji studenti na tii nepovinné
otazky vybizejici k okomentovani dotazniku a maturitni zkousky z anglického jazyka, a
nakonec jsou dotazani, jak by vypadala maturitni zkouska z anglictiny, kdyby mohli ovlivnit

jeji podobu.
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Ttieti a posledni sekce metodologie pfiblizuje zptisob zkoumani dat sesbiranych pomoci
dotazniku. Analyza kvantitativnich dat probihala v programech Microsoft Office Excel a SPSS.
Demograficka data o ucastnicich byla zkouména pomoci frekvence a dale byla porovnana
s daty o studentech gymnazii ve $kolnim roce 2020/2021, které zvetejnil Cesky statisticky Giad
(CSU). Odpovédi zaznamenané pomoci Likertovy $kaly byly pomoci Excelu kodovany pomoci
¢isel reprezentujicich jednotlivé hodnoty na Skale (1-4), kde nejvyssi hodnotu ma nejvice
souhlasna odpovéd’ (zcela souhlasim) a nejniz§i ma nejvice nesouhlasnd odpovéd (zcela
nesouhlasim). Pomoci SPSS potom byla vypocitana hodnota median, pomoci které byly otazky
na Likertové Skdle dale vyhodnoceny. Kvalitativni data sestdvala z odpovédi na oteviené
otazky, a byla analyzovana ru¢né pomoci Excelu a tématcké analyzy, aby vyvstala témata, ktera

studenti povazovali za nejzésadnéjsi. Kvantitativni a kvalitativni data byla poté porovnana.

Zavérecna cast prace shrnuje kvalitativni 1 kvantitativni data a naznacuje, Ze maturitni zkouska
z angli¢tiny u nckterych studentli zpiisobuje pozitivni washback a u nékterych washback
negativni. Zda se, Ze pievazuje pozitivni vliv maturity na vyuku anglického jazyka na
gymnaziich. Nicméné prace byla ¢astecné limitovana vybranym vzorkem studenti gymnazii,

ktery pravdépodobné obsahuje mnoho studenttl, kteti jsou motivovani ke studiu.
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8 Appendix

8.1 Pre-research study: semi-structured interview questions and statements

Predvyzkum

PROFIL

1. Rekni mi néco o sobé: zaliby, oblibené predméty, vztah k angli¢ting, typické znamky (AJ).
2. Vénujes se anglickému jazyku 1 mimo skolu?

3. Utastnis se n&jakych soutézi v anglickém jazyce (olympiada, apod.)?

~
o
=
>

Proc sis vybral/a praveé svoji skolu? (+ Kdo t¢é uci?)
Hl4si$ se na hodindch AJ?

Mivéate v rdmci hodin AJ prezentace, projekty, diskuze?
Jaky je tvlij hlavni zdroj informaci o maturite?
Zkousite ve Skole maturitu nanecisto? Jaké ¢asti?

. Zkus vyjadfit v procentech, kolik ¢asu je na hodinach vénovano jednotlivym ¢astem
maturity?

© 0 N o Lk ux

10. Staci priprava ve $kole, nebo se pfipravujes na maturitu spise sama?
11. Co ocekavas od ustni zkousky?
12. Jaky je na tvé Skole rozdil mezi statni a Skolni maturitou?

ZKOUSKA

13. Pfijde ti forma maturitni zkousky narocna?

14. Co od zkousky ocekavas?

15. Mas ohledné své zkousky né&jaké starosti, obavy?

STATEMENTS
16. Rekni, jestli a pro¢ souhlasis s nasledujicimi tvrzenimi.
a. Maturitni zkousku z angli¢tiny bych slozil/a uz v prvnim ro¢niku.
Maturitni zkouska z AJ mé motivuje.
Maturitni zkouska je pfili§ snadna/narocna.
Maturitni zkouska je postavena logicky.

. Vétsina mych ucitelti mluvi o maturité pozitivné. / VEtSina ucitelit nas maturitou
strasi.

o a0 o

ZMENY
17. Co bys poradil/a n€komu, kdo ma maturitu teprve pied sebou?
18. Kdybys mohl/a na maturité z anglického jazyka v budoucnu néco zmeénit, co by to bylo?
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8.2 Washback to learning questionnaire

Maturitni zkouSka z anglického jazyka: perspektiva studenti

Uvod

Dobry den,

jsem studentka magisterského oboru Anglicky jazyk na Filozofické fakulté Univerzity Karlovy.
Naésledujici dotaznik tvoii zéklad mého vyzkumu k diplomové praci.

Vyzkum je zaméfen na perspektivu studentli gymndzii na maturitni zkousku z anglického
jazyka. Tento dotaznik je urcen studeniim poslednich a ptedposlednich roéniki gymnazii v
Ceské republice, ktefi maji maturitni zkousku teprve pied sebou, a to v jakékoli formé, at’ uz se
jedné o statni, ¢i profilovou (Skolni), anebo o pouziti certifikatu. Hlavnim cilem vyzkumu je
stanovit, zda a do jaké miry soucasnd podoba maturitni zkousky ovliviiuje koncepci vyuky
anglického jazyka na gymnaziich, pribeh hodin a pocity tcastniki.

Vyplnéni dotazniku by mélo zabrat piiblizné 15 minut. VétSina odpovédi je formou vybéru z
moznosti na Skale, nékolik nepovinnych otdzek potom vyzaduje vlastni formulaci. Na zacatku
dotazniku je vyzadovano nékolik osobnich tdaji nutnych pro vyhodnoceni vysledkl a
pisemna odpovéd’ na jednu otazku.

Souhlas s Gi¢asti na vyzkumu: Vyplnénim dotazniku souhlasim s tim, Ze data ziskand pomoci
dotazniku budou uloZena a pouzita k dal§imu zpracovéani. UloZeni a zpracovani veskerych dat
bude striktn€ anonymni v souladu s GDPR.

Rada bych Vas pozadala, abyste na dotaznik odpovidali upfimng. Zadné odpovédi nejsou
spravné ¢i $patné a je dulezité, abyste odpovidali vyhradné dle svého presvédéeni.

Mockrat dékuji za Vasi ochotu a Vas Cas.
Bc. Eva Rosslerova

V piipadé€ zajmu o vysledky vyzkumu mé prosim kontaktujte na této e-mailové adrese:
eva.rosslerova@email.cz .
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Obecné otdzky
1. Kolik je ti let? *

2. Pohlavi *
() zena

Jing

3.Typ gymnazia, které navitévujes *
() osmileté
() sestilets

() étyilete

4. jakém jsi rocniku? (Odpovidej prosim ve formé éislice a tecky.) *

5. Kterou formu maturitni zkousky z Aj si zvolis / sis zvolil/a? *
O l.-I -
() profilovou (Zkolni)

() certifilét (misto profilové zkousky)

6. Jaké znamky z anglického jazyka jsi mél/a na vysvédceni v poslednich tfech pololetich?
{Odpovide] prosim ve formé Cislic oddélenych Earkou.) *
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&3

7. ZtotoZriujes se se svymi znamkami? *
-O Ano
D MNe

8. Pokud chees, okomentuj svou volbu v pfedchozi otazee:

9. Ziskals / ziskalas certifikat z mezinarodni jazykove zkousky z AJ7 *
O Anc
O Me

10. Jakou mezinarodni jazykovou zkousku jsi slozil/a a na jake drovni? *

11. Co si mysliE o souc¢asné podobé maturitni zkousky z anglického jazyka? *




Pribéh hodin AJ

12. Pribéh hodin anglického jazyka *
Na skdle od dasto po nikdy zhodnot prosim ndsleduficl furzeni. Ke kaZdému terzeni vyber vy fen jednu

odpovdd.
casto obéas mélokdy nikdy
Hodiny AJ mé bavi. O O O O
Hodiny A mé nudi. O O O 9
Atmosféra v hodinach
fﬂl T e

&) je pijernna, - O ~ ~
Atmosféra v hodinach e O ~ ~
A& je nepfijemna, - - - -
W hodinach &) mam
dostatecny prostor @ O O O
it
W hodinach &) ucitel -~ - ~ -
vita zapojeni studentd, - O O O
' hodinach & vznikaji - - - -~
spotanni diskuze. O O © ©
Ucitel A mluvi v
hodinach vice neZ 0 O O O
studenti.

13.Jak éasto Je v hodinach AJ vénovan prostor procvi¢ovani nasledujicich dovednosti? Ke
kaZdé dovednosti vyber prosim vidy jen jednu odpovéd. *

fasto obéas malokdy nikdy

poslech / listening O O O QO
gramaticka oviceni / - - — —~
grammar O O I“-”' '“-’I
psani / writing O O O O
samostamé miuveni . !

i C O O @)
speaking
diskuze / discussion O O O )

84



14. Obecné otazky k wyuce anglického jazyka *
Na skdle od zeela souhlasim po zeela nesouhlasim prosim shodnot ndsleduficr tvrzeni Ke kaZdému tvrzeni
vyber vy fen jednu odpovéd,

zcela souhlasim  spide souhlasim  spife nesouhlasim zcela nesouhlasim

Uceni se o realiich zemi,

jejiché jazyk se udim, do - O ~ A
hedin ciziho jazyka et - o W
patii,

S wyukou A) na své e [:_:‘ ~ ~
Zkole jsem spokojeny/a. - ' ! bt
Ucitel &) mé motivuje k -

lepdim wkondm. O O O Q
Hodiny Al zlepsity mou O ) ~ ~
jazykovou arover, et et et —
B&hemn hodin AJ se

Zlepsuji v _jazykm'].i'cr"l O O 0O O
dovednostech, kieré - d -

wudji v realném Zivots,

Maturitni zkouska z AJ

15. Piiprava na maturitni zkougku z anglického jazyka ~

zcela souhlasim  spise souhlasim  spife nesouhlasim zcela nesouhlasim

V' hodinach AJ bychom

se méli vice vénovat Y e ~ )
piipravé na maturitni - ~ - !
zhousku.

Véttina hodin AJ v nasi
ikole se zaméfuje na -

"y Ty Y
piipravu k maturitni wJ O L W
zhousce.,
V' hodinach &J se
e primene O ® O 0
phipravé na statmi -

maturitni Zkousku.

Priprava na maturitni

zhowsku v Al v ~ — — .
hedinch je zcela b ) i )
dostatedna

Ma maturitni zkowsku =

&) se z velke Easti O O S O

pfipravuji samostatng,
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16. Forma maturitni zkousky z anglického jazyka *

zcela souhlasim  spife souhlasim  spife nesouhlasim zcela nesouhlasim

Soufasna forma statni
maturitni Zkousky z Al O O O )
dava smysl.

Soucasna forma

rofilove (Skolni
fnatun'mli_komlzy Al O O O O
dava smysl.

Chapu rozdily mezi
stitni a profilovou O O ) O
(Skolni) Zhoukou 7 Al

Witam moinest slodit
mezinarodni certifikat a
nahradit tak profilovou
(Skolni) maturitni
zhousku z Al

O

O O O

Zkouseni z realil zemi,

Jejichz jazyk se udim, by -~ - - -
mélo byt soudast’ - O O O
miaturitni Zkousky.

17. Postoje k maturitni zkousce z anglického jazyka *

zcela souhlasim  spide souhlasim  spiZe nesouhlasim zcela nesouhlasim

Statni maturitni
zhousku z AJ bych
dokazal/a slogit u v O O O @]
prvnim rodniku
gymnazia.
Profilovou (Skolni)
miaturitni zZkousku z Al _
bych dokazal/a slodit uz ) O O O
v prvnim rocniku
gymnazia,
Maturitni zkouska Al
ma vypoidajict
hodnotu o myich 0 O O @)
jazykovych
dovednostedh,
Maturitni zkouska z A ~ -~
O )

je snadna. h O ~ =
Maturitni zkouska z A — - - -
Jje narofna, O O o
Maturitni zkouska z A -
mé motivuje. o - O O
Maturitni zkouska z A
mé sl O O Q QO
Maturitni zkouzka je
primérnim cilem vuky O O o D]
ciztho jazyka.
Vyuka ciziho jazyka by
méla vzdélavat nad - -~ o~ ~

)] ] W WA

ramec poZadavki
miaturitni’ zkougky.



Doplnujici otazky

Ma ikéle od zcela souhlasim po zcela nesouhlasim prosim zhodnot’ nasledujic’ tvrzeni, Ke kaZdému tvrzeni
wyber vZdy jen jednu odpovéd:.

18. Dopliujici vyjadieni *

zcela souhlasim spiSe souhlasim  spise nesouhlasim zcela nesouhlasim

Wim, ve ktenych
oblastech Al bych se O O i O
mél/a zlepsit.

Anglickému jazyku se

venuji ze zajmu i ve O O i
svém volném fase,

Vétina uditeld nas

maturitni Zkouskou O O
stradi.

!
L
P

L

Nejasnost pribéhu

maturitni’ zkousky ve

Skolnim roce O —
20202021 koadli e
pandemii mé

nepokojuje.

—
b
Fa
L"
i
-

19. Medialni ocbraz *

zcela spise spise zcela
souhlasim spuhlasim nevim nesouhlasim  nesouhlasim

Sdélovad prostredky

vénuji maturitni ) — ) — —
zkowice dostatecnou - l“J - - ~
pozomast,

Sdélovad prostiediy
informuji o maturite P O ) i )
nezaujate.
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Zavéreéné otazky

Odpovidani v této sekd je sice nepovinné, ale pisemné odpovédi jsou pro vyzkum velice cenné.

20. Vyjadf se kjaké}(nli ¢asti dotazniku, pokud chees:

21. MNapis jakykoli dodatecny komental k maturitni zkoudce z A), pokud chees:

22. Kdybys mohl/a v hudﬂumc#ti ovlivnit formu maturitni zkousky z ciziho jazyka, jak by
zkouska vypadala?

Microsaft terto obsah nevyteofil ani neschydil Data, ke odeflete, se podlou visstnikosi formuliie.

i Microsoft Forms
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8.3 Full thematic analysis tables (OPEN Qs)

OPENI11
appropriate 54
certificate 10

certificate - appropriate
certificate - indifferent
positive 2
easy 30
easy 15

easy - bad 11

easy - common 4
negative 68
negative

negative - certificate expensive
negative - certificate not accepted
negative - changes 12

negative - difficult

negative - length 2

negative - proficiency level

negative - school 3

not relevant to real life 17

chaotic 8

chaotic - two parallel systems 11

indifferent 6
neutral 13
unclear 11

total 194

Table 6: OPEN11 maturita opinions pre-questionnaire themes
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OPEN20

certificate 3
certificate - fear of failure 1
certificate - indifferent to examination 1
certificate - unclear rules
EFL lessons content 5

[

lessons content

lessons content - grammar

lessons content - online limited prep time
factual information should be less important
teacher 3
teaching methods not up to date

teacher determines my success (+) 2
recent changes chaos

too much English everywhere

questionnaire commentary

no comment

—_— = = N

AN 9 =N

unclear

total 27
Table 7: OPEN 20 additional questionnaire commentary themes

OPEN21

certificate 2
factual information 5
factual information - important 1
factual information - negative 4
EFL maturita examination 5
maturita - easier than certificate

maturita - hope to pass

maturita - inaccurate assessment of one's skills
maturita - writing should not be examined
maturita - does not reflect real-life needs

S i U WY

scared

unclear changes

unclear form of examination
pandemic - difficulty higher

N DN =N

no comment
total 21

Table 8: OPEN21 additional maturita examination commentary themes

90



OPEN22

examination form 4
common - should be harder 2
common - school should assess tests
common - should be easier 1
proficiency / difficulty level choice 5

choice needed 4

[

same for all necessary
design specifics 21

less factual information examined

no factual information

less drilling

no writing

speaking - more communicative tasks

more speaking

speaking - only

speaking - with a peer, not a teacher

N = = W NN = N W

more complex examination, mock thesis defence
certificates (profile) 2

certificates should be accepted everywhere 1

only Cl1 certificates should be accepted 1

changes 26

there should be no abrupt changes

changes to the system

should reflect real-life needs

topics should change

everything should change

no changes needed

same as before

same as before - writing

N — W Q = W W = W

same as certificates
unsure

unclear

total 62
Table 9: OPEN22 what the learners would change about the examination
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