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Cohesion in Finnish EFL essays: Digital analyses and
observations on the use of online sources

Marja-Leena Niitemaa'

School of Languages and Translation Studies, Department of English, University of Turku,
Finland

DOI: 10.14232/edulingua.2022.1.1

The study investigated cohesion in Finnish upper-secondary school EFL learners’ essays (N=46).
Cohesive devices were digitally identified using TAACO 2.0.4, and robust correlations were run to
examine how the devices related to human-rated holistic essay quality. The analyses found that the two
most important predictors of writing quality were the use of modifying adverbs and adverbials as
referential devices across paragraphs, and a wide array of connectives to organise the text. Further, the
writing sessions were video-recorded to examine the role of consulting digital sources in cohesion-
building. The recorded data suggested that consulting online dictionaries and informational pages assisted
cohesion-building if the writer possessed adequate vocabulary knowledge and computer skills and knew
how to exploit the sources efficiently. Pedagogically, the findings indicated that learners need more
instruction and practice not only on writing cohesive texts but also on how to search for information and
lexis effectively.

Keywords: cohesion, EFL essays, online dictionaries, video-recorded data, writing process

1. Introduction

In written language, cohesive features are particularly important for readers with insufficient
vocabulary or background knowledge (cf.,, McNamara, Kintsch, Songer, & Kintsch, 1996),
while in speech, cohesive markers can decrease misunderstandings between first (L1) and
second language (L2) speakers (Crossley, Salsbury, & McNamara, 2010). Although crucial in
all communication (e.g., Lintunen, Mutta, & Peltonen, 2020; Council of Europe, 2018b),
learning to employ cohesive devices is one of the major challenges for learners of English as a
foreign language (EFL).

In Finland, the L2 curricula are based on the guidelines of the Common European
Framework of Reference for Languages (CEFR, Council of Europe, 2018a). Overall, CEFR
emphasizes the ability to produce clear, detailed text on a variety of topics. Accordingly,
Finnish upper-secondary school students should reach the CEFR level B.2 in EFL written
production by the national school-leaving examination. Regarding cohesion, B2 descriptors
highlight the ability to employ cohesive devices to produce clear, coherent text following the
established conventions of the genre. This includes, e.g., structuring texts in paragraphs, using
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contextually appropriate lexis, avoiding errors disrupting readability, and linking clauses and
paragraphs with a wide range of connectives (Council of Europe, 2018a). All these skills take a
long time to develop for EFL learners. Moreover, language teachers often consider cohesion one
of the most strenuous issues to teach, e.g., Finnish learners often forget to write EFL essays in
paragraphs, although they do so in L1.

Better understanding of EFL writing processes may offer new insights into approaching
cohesion in the classroom. The present study sets out to examine, which cohesive features
characterize Finnish upper-secondary school EFL learners’ essays and how the CEFR
descriptions for cohesion are met at level B2, i.e., the level that Finnish students are expected to
reach before taking the national school-leaving examination in English. Another aim is to
examine the role of consulting online dictionaries and other digital sources in cohesion-building.
For these purposes, cohesive devices are digitally identified and compared against the human-
rated holistic writing scores and the CEFR requirements at level B2, and the authentic writing
sessions are video-recorded to examine consulting the Internet during writing. Further, the rate
of successful consultations of digital sources is compared against the writer’s vocabulary
knowledge.

2. Literature review

Cohesion commonly denotes linguistic signposts that help readers notice relationships between
the ideas and information presented in texts. In the framework of Halliday and Hasan (1976),
cohesive features are categorized to referential devices (e.g., demonstrative reference by
this/these, similarly/otherwise); substitution (replacing words instead of repeating them); ellipsis
(omitting words); connective links within and between clauses and paragraphs; and lexical
cohesion, i.e., using different but semantically related words and collocations. Recent studies
have employed digital tools to identify cohesive features in tertiary-level EFL students’ texts
and to examine how such features relate to holistic writing quality and text organization, and
moreover, investigated the writing process in real time to develop teaching and feedback
practices, which could help writers produce cohesive texts.

2.1 Cohesion in relation to essay quality and text organization

This subsection introduces four studies using digital analyses to examine cohesion in EFL texts.
The first two focus on the longitudinal development in using cohesive devices in relation to
human rating, while the last two examine the role of elaboration in teaching cohesion. To
facilitate comparison between these and the present results, the review is limited to studies using
different versions of TAACO, and the titles for the cohesive devices are italicized. Examples of
cohesive features in the present data are provided below in section 4.2.

Crossley, Kyle and McNamara (2016b) examined three sets of 30-minute descriptive
essays written by university students attending English for Academic Purposes courses within a
semester. The analyses conducted by TAACO 1.0 (Crossley, Kyle, & McNamara, 2016a)
showed that 44% of the variance of holistic essay ratings was collectively explained by
Function words across paragraphs and sentences, and Pronouns across paragraphs and the
whole text. Regarding text organization, the best predictors were Function words at the
paragraph and text levels and Pronouns and Coordinating conjuncts between sentences
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explaining 36% of the variance of the scores. In these analyses Function words across
paragraphs appeared to be the best single predictor. To explain this, the researchers suggested
that human raters may show bias for organizational devices in L2 writing, since content may not
be as rich as in L1 essays. As for longitudinal development, the analyses reported significant
growth over a semester for about a half of the cohesive features examined such as Nouns and
Synonyms across paragraphs. However, the increased occurrences did not necessarily correlate
with human ratings.

Kim and Crossley (2018) analyzed the joint effect of lexical, syntactic, and cohesive
variables on 30-minute argumentative essays and 20-minute source-based texts using structural
equation modelling (SEM). The essays were written by tertiary-level students with diverse L1
backgrounds. Four indices (TAACO 1.0) were employed to examine cohesion: Overlap of lexis
across sentences and paragraphs, and the incidence of Positive and Negative logical
connectives. These devices are thought to increase readability via referential links. Overlap, i.e.,
repetition of the same lexical items, helps readers notice connections between the ideas
presented, while connectives provide explicit links to them.

The results also showed that sentence-level, Overlap of lexis correlated positively with
the scores of source-based texts but not with the argumentative essays, while Overlap of lexis
across paragraphs correlated positively with the scores of both types of writing and thus, was
selected to measure cohesion in the SEM analysis. This index together with lexical
sophistication and syntactic complexity explained 82% of the variance of the scores of both
argumentative and source-based essays. However, lexical sophistication and syntactic
complexity explained a greater share of the variance compared to referential cohesion.

Two studies, Crossley and McNamara (2016), and Crossley, Kyle and Dascalu (2019),
examined whether elaboration can be used to draw EFL writers’ attention to cohesion during
writing. Both the studies used the same essays written by American university students. The
texts were written on computers but using notes or the Internet was not allowed. When ready,
the participants were to spend 15 minutes to elaborate the main ideas by adding two more
paragraphs. The same procedure was repeated with a new prompt so that each writer produced
two original essays and two elaborated versions. Next, an expert was asked to manipulate the
texts and increase referential cohesion via lexical overlap across the text segments. Finally, the
original essays, elaborated texts and manipulated versions were digitally analysed for cohesion.

In the earlier study from 2016, all the versions were analyzed for Lexical overlap across
sentences and paragraphs using TAACO 1.0. The analyses indicated that the elaborated essays
did not score significantly higher than the original ones, whereas the essays with expert-added
cohesion scored higher than the original and elaborated versions. The index measuring Lexical
overlap between paragraphs was a strong predictor of essay scores. Analysing the same texts,
the study from 2019 employed measures of Semantic similarity provided by TAACO 2.0.
Contrary to the earlier results, the elaborated versions scored higher points than the original
ones, but the expert-added essays still scored the highest. Semantic similarity (word2vec) across
paragraphs appeared to be an important predictor of the essay ratings.

In sum, the TAACO analyses indicate that higher-rated writing is associated with two
cohesive features, referential cohesion, i.e., the use of pronouns and lexical repetition, and
organizational tools, such as connectives and function words. These devices are thought to
enhance comprehensibility of the text. The researchers suggest, however, that different textual
genres may require different cohesive means.
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2.2 Cohesion-building in the writing process

Employing different methods, the following three studies examine EFL learners’ text production
processes in order to improve writing assessment, teaching practices and feedback. The essays
analysed in these studies were written on computers without access to the Internet.

Bowen and Thomas (2020) investigated in real time how L1 and L2 students developed
clauses, added information, and used lexis to refer backward and forward across the paragraphs.
The participants were three L1 and three L2 students (Chinese) at a British university, the latter
scoring intermediate points on the International English Language Testing System. Using
keystroke logging (Inputlog), the researchers analysed writing essays which were to include
description of the data presented in charts, responding to the prompt, and revising the text by
adding information. The data was then used to examine how the text evolved from one section
to another. The findings suggested that the writers could produce informationally dense and
interconnected texts when revising but that L1 and L2 students employed different cohesive
means: L1 writers preferred substitution and modification of complex noun groups, while L2
students relied on coordinating conjunctions and demonstrative pronouns.

Abdel Latif (2021) analysed the basic components of text production and composing
strategies among a group of 30 university students with Arabic as L1 and intermediate
proficiency in English. The participants were asked to write an argumentative essay, as this text
type requires more textual organization compared to other genres. The researcher employed
think-aloud data to investigate how the writing process evolved. The participants were first
trained on how to verbalize and record their concurrent actions during writing. The transcribed
think-aloud data showed that cohesion emerged via adding, changing, or deleting words and
phrases, in other words, using referential devices, substitution, ellipsis, and connectors. The
findings also suggested that such revisions were associated with the writers’ linguistic
resources, as proficient writers were able to monitor and revise their texts, whereas less skilled
writers had difficulties in finding alternative choices for words and expressions and needed to
verify L2 meanings using L1.

Lyashevskaya, Panteleeva and Vinogradova (2021) examined features of lexical,
morphological, syntactic, and discursive complexity in EFL texts written by Russian university
students. The aim was to develop a digital feedback application to provide recommendations for
revising the text and alerting for L1 interference. For this purpose, the researchers analysed over
3000 essays including descriptions of graphical material and expressing opinions on social and
cultural problems. The texts were then divided in the best and non-best essays assessed by
human raters. The findings indicated that discursive complexity emerged from three cohesive
features: the use of discourse-organizing nouns, i.e., semantically unspecific abstract nouns like
fact, issue, and argument referring to information given in different text sections, multi-word
connectors, e.g., on the other hand, or in my opinion, and single-word connectives to
communicate addition, cause and effect, clarification, or contrast such as moreover or
consequently. Overall, the best essays contained more discourse-organizing nouns and diverse
linking tools compared to the non-best essays.

To sum up, the findings suggest that writing quality is strongly associated with cohesion.
Research on various aspects of the writing process and findings on text complexity indicate that
higher-scoring texts progress logically from one topic to another and employ multiple types of
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cohesive devices, while lower-scoring texts demonstrate difficulties in connecting ideas across
paragraphs, although the learners manage writing at the sentence level.

3. The present study

The present study aims to contribute to cohesion research in two respects. Firstly, we examine
essays written by upper-secondary school learners, while previous research mostly focuses on
writing at tertiary-level. Secondly, the participants are allowed to use the Internet during
writing, as there is an overall scarcity of examinations simulating authentic writing sessions
with free access to online dictionaries and webpages.

Subsection 4.1 reports on how digitally identified cohesive features are connected to
holistic writing quality in Finnish secondary-school EFL essays, and how the CEFR
expectations for cohesion at level B2 are met (RQ 1). Subsection 4.2. focuses on the role of
consulting the Internet in cohesion-building. As employing cohesive devices may be connected
to EFL learners’ lexical development (e.g., Crossley et al., 2016b) and linguistic resources (e.g.,
Abdel Latif, 2021), successful use of digital sources is compared against the writer’s receptive
vocabulary knowledge (RQ 2). The research questions are formulated as follows:

RQ 1. Which cohesive features characterize Finnish upper-secondary school EFL
essays? How do the essays fulfill the CEFR expectations for cohesion at level B2?

RQ 2. Under what conditions can using digital sources enhance cohesion?

3.1 Participants

The participants were 46 students, aged 16—17 with Finnish as L1, at a typical Finnish
municipally maintained upper-secondary school. They volunteered to be tested for lexical
knowledge and writing tasks during the first two academic years. Previously they had studied
L2 English circa 600 lessons (45 min.) in the general basic education and circa 120—150 lessons
(75 min.) during the first and second year at the upper-secondary level. To persuade the students
to take all the tests, they were offered a credit of one course in English. It was also agreed that
the test performance would not affect their English grades and that the tests would be conducted
during school hours. The present examination is based on the data from the second year.

3.2 Essays and scoring

The participants were asked to write an essay with 150-250 words on “My second school year”.
They were encouraged to regard this task as an additional opportunity to train their writing skills
before the national high-stakes examination in the following year. The prompts included, e.g.,
discussing their academic success and expectations in front of the upcoming school-leaving
examinations as well as their future plans for the tertiary level. To hinder priming effects, the
prompts were given in L1 using 3—5 bullet points. The writing time was 60 minutes, as the
participants were expected to use online sources to search for lexis and information and to
revise their texts using editing functions. They were also informed that the essays would be
checked for plagiarism.
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The essays were rated on a four-point scale from 0 to 99 points (e.g., 80—82—85—88 at the
upper-intermediate level) accounting for the content and structure of the text, lexical richness
and accuracy, and the candidate’s ability to communicate the message clearly. The same criteria
are used in the national Matriculation Examination. The raters were twenty-eight teacher
trainees finishing their studies at the Faculty of Education at a Finnish university as a part of
curricular training. The trainees first assessed the essays on their own and then discussed the
assessments in small groups. They were, however, encouraged to give the scores independently.
The interrater reliability (Cronbach’s alfa) was strong ranging from 96% to 99%.

Before running the automated analyses, the essays were cleaned for spelling errors that
changed the word meaning, e.g., taught instead of thought. The raters also used the cleaned
version, as the purpose was to draw attention to the structure and cohesiveness of the texts
instead of accuracy.

3.3 Recording of the writing session

A freely downloadable video-recording software, CamStudio, was installed in the computers to
record the individual writing processes. The participants were first shown how to switch on the
software and then asked to start writing as usual. The recording is unobtrusive for the writer. We
examined the recorded data to monitor which online sources were used, how many times each
source was consulted, what was searched, how the writers used the findings, and evaluated
whether the search results suit the context. However, due to space problems in the computer
rooms, we were able to record only thirty-one students out of forty-six.

3.4 Vocabulary knowledge

To examine the use of online sources in relation to vocabulary knowledge, the participants were
assessed for receptive vocabulary knowledge using the revised version of the Vocabulary Levels
Test (the VLT; Schmitt, N., Schmitt, D., & Clapham, C., 2001; Nation, 1983) with 30 items in
the 2™, 3™, 5™ and 10" thousand frequency bands (maximum 120 points). Each frequency band
consists of ten item groups with six words and three definitions. The task is to match the words
to the definitions. The VLT is commonly considered a reliable and valid measure of receptive
vocabulary (e.g., Meara, 2009; Read, 2000). The test sections are scalable, i.e., the knowledge
of rare words implies knowledge of more familiar words. The test administration coincided with
the writing session. The rationale for using the VLT in a cohesion study is that receptive
vocabulary size is closely connected to EFL learner’s ability to use English in multiple ways
(Alderson, 2005; Schmitt et al., 2001) and thus, may also interact with cohesion (Crossley et al.,
2016b).

3.5 Automated analysis

To analyze the essays for cohesive features, the present study employed TAACO 2.0.4
(Crossley, Kyle, & Dascalu, 2019). It is a freely accessible tool designed to detect cohesion
across sentences (local cohesion), paragraphs (global cohesion) and the entire text (text
cohesion). TAACO also provides diagnostic output files to show how the words in the
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individual essays are tagged. For detailed information on calculation of the indices, please see
https://www.linguisticanalysistools.org/taaco.html.
The present study analysed 123 indices:

* 60 indices at the sentence level: 48 lexical overlap indices, 2 semantic overlap indices,
the incidence of 10 types of connectives

* 50 indices at the paragraph level: 48 lexical overlap indices and 2 semantic overlap
indices

* 13 indices at the text level: measuring type-token ratios, determiners, demonstratives,
pronoun to noun ratio and pronoun density

Lexical overlap calculates repetition of words across sentences and paragraphs, while Semantic
overlap measures repetition of semantically related words such as synonyms for nouns and
verbs. At the text level, cohesion is measured by the incidence of determiners, demonstratives
and type-token ratios (TTR) of various parts of speech. The latter, lexical diversity, signifies
referential cohesion.

3.6 Statistical analyses

Robust bootstrapped correlations (Larson-Hall, 2016, 213-214) were computed to examine the
strength of connections between TAACO indices and essay ratings. Robust tests provide
confidence intervals (CI), which indicate that the actual correlation coefficient is within the
bounds of the CI with a probability of 95%. Although wider in smaller samples, the CI indicates
that the correlation is statistically significant if it does not pass through zero. The values for the
effect (R2) are interpreted according to Plonsky and Oswald’s (2014) guidelines: R2 = 0.06 is
small, R2 = 0.16 is medium and R2 = 0.36 is large. Robust multiple linear regression analyses
were run to identify which cohesive indices were predictive of human-rated essay scores.
Robust tests do not assume normal distribution, but the assumptions of regression, including
linearity, normal distribution of errors, homogeneity of variances and multicollinearity were
checked (Larson-Hall, 2016, 251). The analyses were conducted using SPSS, version 27.

4. Results

The digital analyses were based on 46 essays comprising 10.835 words. On the Finnish national
assessment scale (c.f., 3.2.), the mean score approached the upper-intermediate level (mean
77.7; SD 9.2). Regarding the CEFR descriptors (Council of Europe, 2018a), the essay scores
ranged between C1 and B1 so that 15% reached the level C1, 46% were at the level B2, while
39% remained at B1. Regarding the VLT results, the mean score (77.48) was 65% of the
maximum points, which is on par with multiple results among the same age group (e.g., Peters,
2018). However, the standard deviation (SD 30.18) was exceptionally wide, as 30% of the
participants scored 50% or less, while 33% of them scored 80% or more.
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4.1 Which cohesive features characterize Finnish upper-secondary school EFL essays? How do
the essays fulfill the CEFR expectations for cohesion at level B2? (RQ 1)

The essays were analysed for the 123 indices introduced above (c.f., section 3.5), and robust
bootstrapped correlations (c.f., section 3.6) were conducted to examine whether the essay scores
(dependent variable) were related to the cohesive features (independent variables). The analyses
showed that 28 (roughly 23 %) variables were significantly correlated with the essay scores
including 25 paragraph-level measures and three sentence-level measures, while text-level
features, such as the incidence of determiners and demonstratives, did not correlate significantly
with writing quality.

Fifteen indices (c.f., Appendix) with at least medium effect sizes (R2 > .160) were chosen
for further analyses. After checking for multicollinearity (» < .700), a series of multiple linear
regression analyses with two independents were conducted using robust tests. The calculations
were checked for outliers, homogeneity of variances, and normality and independence of
residuals. The results indicated that two measures, Adverb 2 paragraph normed and the
incidence of Conjunctions and/but, collectively reported the best significant model (F (3.42) =
14 008, p < .001, R2 = .37). The coefficients are provided in Table 1. The confidence intervals
inform that the association is statistically significant. The other combinations with two
independents yielded effect sizes from 30% to 34%, whereas the analyses with three
independent variables did not report significant equations.

Table 1. Coefficients in the robust test. N = 46

BCa 95 % Confidence Interval

B sig. 2-tailed Lower Upper
(Constant) 84.583 <.001 77.32 92.04
Adverb 2 paragraphs normed 3.359 <.001 1.86 4.83
Conjunctions and/but —256.958 .001 -380.06 —133.05

To answer RQ 1, the digital analyses indicated that the best predictors of writing quality were
using a rich array of adverbs and adverbials as referential devices across paragraphs and a wide
range of connective devices. In terms of the CEFR descriptors for cohesion, EFL writers at level
C1 knew how to employ referential and lexical cohesion, substitution, and a wide range of
connectives, B2 writers were able to avoid errors disrupting readability but used fewer types of
connectives, while B1 writers overused the conjunctions and/but and often forgot to structure
the text in paragraphs, which diminished the clarity of the text.

4.2 Under what conditions can using online affordances enhance cohesion? (RQ 2)

Based on the video-recorded data of authentic writing sessions of thirty-one upper-secondary
school EFL students (cf., 3.3), this subsection reports how the participants employed online
dictionaries and informational sites, what they searched, what they found, and what problems
they encountered during consultations. We also discuss how the online findings were related to
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the cohesive indices identified by TAACO and what role the writer’s lexical knowledge played
in searching for words, expressions, and information online.

Number of consultations, sources, and the search language

The writers consulted online sources 341 times (Table 2). Eight writers conducted from one to
five queries, thirteen consulted from six to fifteen times and nine searched from sixteen to 26
times, which was the maximum number of individual queries. Those who queried frequently
returned to the same items several times. One participant did not consult any online sources.

The students employed from one to four different sources. These included freely available
multilingual dictionaries, translation tools and informational sites like Wikis and home pages of
educational institutions. The most frequently consulted sources were Sanakirja.org® (174
queries) and Google Translate (140 queries). The majority used only one source so that fourteen
chose Sanakirja.org, six writers used Google translate, and four writers employed them both.
One writer consulted EUdict.com (four queries) while five writers employed different
combinations of dictionaries, translation tools and informational sites, e.g., Wikipedia or home
pages of educational institutions (86 queries). No expert-constructed learners’ dictionaries were
consulted. Roughly 91% of the consultations were conducted from L1 to L2. Sixteen students
searched only from L1 to L2, while fourteen also used L2 when crosschecking meanings or
consulting informational sites.

Table 2. Sources, consultations, and the search language

iesr | comier | comitons |+ comutton | L | 120

14 D 138 107 126 12

6 GT 70 54 69 1

4 D+ GT 43 [33 +10] 24 39 4

1 oD 4 4 3 1

1 GT +K 11[6+3] 10 10 1

1 OD +GT 26 [4+22] 20 26 0

1 GT +1 19 [13 + 6] 17 19 0

1 D+GT+1 22 [1+19 +2] 20 12 10

1 D+OD+I+1 8[2+1+5] 8 5 3
Total 30** 1 to 4 sources 341 264 (77%) 309 91%) | 32 (9%)

*D = Sanakirja.org; GT = Google translate; K = Kaannos.com; OD = Other dictionaries; I =

Informational sites; **One of the 31 recorded participants did not consult any online sources.

After searching, the writers chose one of the five following actions: found the item, and used it
correctly, found the item but used it incorrectly, hesitated and decided not to use a word

% Information provided by Sanakirja.org and IlmainenSanakirja, and the translation tool Kaannos.com are
based on Wiktionary articles.
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unknown to them, did not find the item and replaced it with something else or did not find the
item and discarded the topic.

What was searched frequently?

The most frequently searched item was the official term for the Finnish national school-leaving
examination (matriculation examination) searched by twenty students. Fifteen students queried
the noun (school) subject. Eleven queries were made for tertiary-level schools such as
polytechnic and university of applied sciences.

How did the consultations succeed?

Although consulting the references was not without problems, 77% of the queries were
conducted successfully. Thirteen participants found matriculation examination either in
Sanakirja.org, or later by chance in Wikipedia when searching for something else. The word
seemed unknown to the majority, which manifested as hesitation in the recorded data. For
example, three students replaced it by final test or the verb graduate. Four queries were
unsuccessful: one writer did not find the item, another chose baccalaureate but used it as a verb,
while two writers accepted the literal translation from L1 (student writings*) by Google
translate. The noun (school) subject was successfully found by eleven students from
Sanakirja.org. Four students chose the literal translation from L1 (substance, material) but
changed the word after consulting other sources. However, three of them also used the
inappropriate words in their texts. Instead of searching for subject, five students replaced it with
specific terms, such as history or physics. Twenty-two students searched for adjectives to
characterize school subjects or examinations. The most frequently queried adjectives were
compulsory (3 queries), mandatory (7 queries), obligatory (1 query), and optional (6 queries).
Apart from one case, these searches were successful.

What was not searched?

The verbs collocating with matriculation examination or subject were not searched. The verb
choice was strongly affected by L1 interference, as in Finnish, you “write an examination” and
“read a subject”. When consulting Wikipedia for matriculation examination, one student found
the collocate take, but also used the incorrect combination in another sentence. Regarding the
collocating verb for subject, Google translate suggested read, e.g., read subjects* or read
mathematics*. Connective devices were searched rarely. One successful query was made for
each of the following connectives: although, compared to, even though, firstly, however,
nevertheless, and unfortunately. One student searched for the combination on one hand without
finding it.

Problems in searching

The recordings revealed three major problems: ineffective use of online sources, lack of basic
computer skills and inadequate vocabulary knowledge.
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Firstly, most participants tended to rely on one source without crosschecking and
evaluating the information in the entries. Neither did they consult definitions and examples,
which would have provided collocates and information on register. For example, the Finnish
counterpart for (school) subject is a polysemic word covering such meanings as matter, material
and substance. The suggestions in Sanakirja.org are provided in decontextualized word lists,
which resulted in choosing *material or *substance. The latter was also the primary suggestion
by Google translate. Moreover, the users of Google translate often relied on the suggested
literal translations. For example, aiming to express “/ am going to take the matriculation
examination in the fall,” one student copied the suggested phrase “I am going to write a fall in
the matriculation examination.” Another student intended to communicate his future plans,
which Google translate formulated as “I read myself a building engineer.” There were only few
cases in which changing the search term helped the writers to find the appropriate target.

Secondly, some participants lacked basic computer skills. Instead of using the copy-and-
paste function, some students navigated back and forth between the source and the task copying
one word at a time, while more skilled students had the primary source opened in its own
window next to the writing task allowing a quick navigation between the task and the sources.
Regarding misspelt words, most writers corrected the errors when flagged. A few students
corrected only some of the spelling errors, while two students ignored them all. However, the
writers rarely noticed errors that changed the word meaning as the proof-reading function did
not flag them, e.g., chance instead of change, or curses instead of courses. At times, the
dictionary did not provide any suggestions due to spelling errors. Some spelling errors occurred
even in L1 queries.

Thirdly, the students with low vocabulary knowledge could not evaluate the words and
phrases suggested in the sources as demonstrated in the examples above. Regarding the VLT
results (c.f., the beginning of section 4), the examples of incorrect choices originated from
writers scoring under 64 % or less in the VLT. In contrast, the participants scoring 80 per cent or
more seemed to know most of the topic-related key words without having to search for them,
but when they searched, they knew how to crosscheck the findings.

Lastly, some students stopped querying if the item was not found immediately. This may
indicate low motivation due to the problems experienced when consulting the sources.
Moreover, the participants knew that their language teacher would not grade the essays.

To answer RQ 2, the video-recordings suggested that consulting online dictionaries and
informational pages may help to enhance cohesion if the writer possesses adequate vocabulary
knowledge and computer skills and knows how to exploit the sources efficiently. Regarding the
framework of Halliday and Hasan (1976), this indicates that consulting online sources facilitates
using substitution and lexical cohesion. Substitution allows the writer to exploit a greater range
of topic-related lexis, for example, to replace the noun subject with more specific terms such as
social studies or psychology. Regarding lexical cohesion, higher-scoring writers searched or
checked semantically related words when presenting information (curriculum, examination,
mathematics, matriculation examination, pronunciation, skills) as well as adjectives to specify
meanings (advanced, basic, complicated, compulsory, optional, oral).

Regarding the role of connectives and demonstrative reference in cohesion-building, the
overuse of conjunctions and/but correlated negatively with writing quality and made the texts

>

resemble spoken language, e.g., “And I have good memories.” or “And the second year’s

courses are a little bit harder”. In contrast, demonstrative reference, such as using adverbs as
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modifiers across paragraphs (especially, definitely, hopefully, luckily, nearly, personally,
probably) was a positive predictor of essay scores. However, higher-scoring writers, who
employed a wide range of connectors and adverbs, did not need to search for them.

5. Discussion

The present study on cohesion in EFL writing was grounded on the seminal framework of
Halliday and Hasan (1976) presenting five types of cohesive means: employing referential
devices, replacing words instead of repeating them, omitting words, linking text segments with
connectives, and using different but semantically related words and collocations. Multiple
research results have shown that such features facilitate reading comprehension and assist
noticing relationships between the ideas and information presented in the text, and that writing
quality is strongly related to the writer’s ability to produce cohesive text.

The study aimed, firstly, to ascertain which cohesive devices Finnish upper-secondary
school EFL students employed in their compositions and analyse how these devices associated
with human-rated writing quality. The present findings aligned with the results attained among
tertiary-level students (e.g., Crossley et al., 2016b; Kim, & Crossley, 2018) in that features of
paragraph-level cohesion were closely related to writing quality. In terms of the framework of
Halliday and Hasan (1976), higher-scoring Finnish upper-secondary school writers employed a
rich array of adverbs and adverbials as referential devices across paragraphs and linked
sentences and paragraphs using a wide range of connectives, i.e., both younger and older EFL
students tended to employ cohesive devices related to textual organization. In contrast to
Crossley et al. (2016b), no connection was found between writing scores and the type-token
ratios or the use of pronouns and determiners. The demonstratives are particularly problematic
for Finnish EFL learners, as the Finnish language does not take articles. However, the
correlation between the incidence of articles and essay quality in the Finnish essays was
approaching the significance level, suggesting gradual development towards more right types of
articles in the right places. Without digital analyses, such subtle change would have been
difficult to detect.

In comparison with the CEFR descriptions for cohesion (Council of Europe, 2018a),
approximately 60% of the essays had reached at least the level B2, which is the stage that
Finnish EFL students are expected to reach in English by the national school-leaving
examination. This means that over half of the writers structured their text in paragraphs, avoided
errors disrupting readability, and at least most of the time employed contextually appropriate
lexis. The writers at level C1 knew how to employ lexical cohesion, substitution, and also
employed more referential devices and a wider range of connectives compared to the students at
level B2. The students remaining at level B1 overused the conjunctions and/but and often forgot
to structure the text in paragraphs, which diminished the clarity of the text, and moreover, wrote
in a rather informal style.

With regard to second research question, recent examinations suggest that various real-
time observations are fundamental for understanding EFL students’ writing processes, as they
may assist teachers in introducing and instructing cohesion in the classroom (e.g., Bowen, &
Thomas, 2020). Following this line of research, the present study employed video-recordings to
investigate how cohesion emerged during essay writing.
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The present observations concurred with previous results in that cohesion-building is
closely connected to the writers’ linguistic resources. The recorded data demonstrated that using
online reference sources facilitated cohesion-building on the condition that the writer possessed
adequate lexical knowledge and digital skills to search for lexis in online sources. For example,
the present analyses indicated that writers scoring less than 64% in the VLT did not benefit from
consulting online dictionaries and other reference sources in cohesion-building. In contrast, the
participants scoring 80% or more in the VLT seemed to master most of the topic-related words
without having to search for them, but when they searched, they were able to choose the
appropriate option and crosscheck the findings. Higher-scoring writers also managed to add,
change, and delete words to avoid repetition, whereas lower-scoring writers had difficulty in
finding alternative lexis even if they had a chance to search for it. Efficient consultations were
particularly beneficial to finding semantically related lexis. In this respect, the results supported
previous observations conducted among adult students and based on different methodologies
(Bowen, & Thomas, 2020; Abdel Latif, 2021; Lyashevskaya et al., 2021) and aligned with
earlier findings on translation tasks (Mutta et al., 2014) as well as on indirect writing tasks
(Niitemaa, & Pietild, 2018).

6. Conclusion

As regards limitations of the present study, the small sample size restricts generalizing the
findings on the use of cohesive features in EFL essays. However, the present findings seem to
concur with recent results on cohesion-building. In the case of the video-recordings, the sample
was even smaller due to scarcity of time and space in the computer room. Moreover, it may
have been worthwhile to survey the students’ individual experiences on the benefits and
problems of accessing online affordances when writing. In relation to pedagogical implications,
the findings demonstrate, firstly, that EFL learners need to be taught which properties different
online dictionaries and translation tools provide and how they function. Although EFL learners
encounter English in multiple digital environments in their free time, they mostly participate in
activities which do not require consulting online dictionaries (Niitemaa, 2020). Thus, EFL
students also need opportunities to practise using online reference sources in the classroom.
Furthermore, emphasizing the individual nature of the writing processes, the present
observations point towards searching for the optimal ratio between automated and person-to-
person feedback.

In the context of observational research, future studies could benefit from recent
developments in key-stroke logging such as GenoGraphiX-LOG 2.0 (www.ggxlog.net). This
tool stores the whole writing process and total navigation as a log file, calculates the writing
bursts, additions, insertions, and deletions, and moreover, provides graphs of the writer’s
actions. For now, the tool has been used at the tertiary level to investigate, e.g., the types of
collocations produced in different languages, and for feedback in consultations between the
student and the teacher. Another area calling for future research is to examine more closely how
lexical competence develops from recognition skills towards a large associative lexical network
allowing productive use of lexis, e.g., for cohesion-building. In this regard, researchers could
approach productive use of lexis from the perspective of lexical networks (Meara, 2009;
Sigman, & Cecchi, 2002) comparing differences between cohesion in texts written by learners
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with large but loosely organised lexicons and by learners with similar-sized but more densely
organised lexicons.
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The present study examines the pronunciation- and accent-related beliefs, views, and experiences of
future English teachers in Hungary. International research has shown that teaching pronunciation or
specific aspects of it might be challenging for teachers (Burns, 2006; Darcy et al., 2012; Levis et al.,
2016). To implement any change in the way pronunciation is taught, it is crucial to observe a) whether
pronunciation-teaching issues and attitudes to pronunciation development in Hungary are similar to the
ones reported in international research, and b) what the current beliefs of future teachers are when it
comes to pronunciation learning and teaching. One hundred twenty-eight second-year English teacher
trainees were given a questionnaire containing open and closed questions regarding accent, pronunciation,
and pronunciation teaching. The present study only looks at some of the open questions. Comments and
responses were analyzed qualitatively, and tendencies and categories were extrapolated, focusing on
comments that convey teacher trainees' early beliefs and concepts on “correct” pronunciation and their
ideas and views about learning and teaching pronunciation. The results indicate that students are
optimistic regarding the controllability of pronunciation and sounding native-like; they reported being
somewhat, although not entirely, satisfied with their current pronunciation but actively and consciously
working on improving it. Their reports also indicate that the amount of feedback on pronunciation
received in school is insufficient and very general.

Keywords: L2 pronunciation, accent, learner beliefs, pronunciation teaching, self-evaluation

1. Introduction

English teachers today are in a difficult position when teaching pronunciation. The questions of
what to teach, what materials to use, and how to teach are complex in and of themselves. If they
present themselves together, they may easily result in the teacher neglecting pronunciation
teaching in the classroom for a lack of time, adequate background knowledge, resources, and
personal learning experience. It is one of the significant tasks of teacher training to eliminate the
insecurities that stop teachers from developing this aspect of their students’ language
knowledge, as well as to dedicate class time to questions and problems related to pronunciation.
The first step is to learn more about how future teachers see pronunciation-related issues, what
they bring with them from their school years, and what techniques they use to improve their
pronunciation skills. In this way, it becomes possible to deal with misconceptions, and reinforce
their sense of responsibility for their own and their student’s pronunciation skill development.
The present study aims to uncover the beliefs, ideas, attitudes, and past experiences of future

" Author’s e-mail: dkarina@lit.u-szeged.hu;  https://orcid.org/0000-0001-6129-1989

EduLingua 8(1), pp. 17-38 (2022)
ISSN 2415-945X


https://doi.org/10.14232/edulingua.2022.1.2
https://orcid.org/0000-0001-6129-1989

Baranyi-Dupak: Pronunciation and accent-related beliefs, views and experiences

English teachers regarding pronunciation. It also attempts to discover how pronunciation
teaching happens in Hungarian education through their lens.

2. Background

The sheer number of people speaking English as a second language, combined with its
unprecedented expansion, has resulted in a heterogeneous and variable language (Mauranen,
2017). Due to this heterogeneity, as Kachru (1992) puts it, “the term ‘English’ does not capture
this sociolinguistic reality; the term ‘Englishes’ does” (p. 357). The status of native varieties
changed, and the focus shifted to English as a Lingua Franca (ELF), that is, “English when it is
used as a contact language across linguacultures whose members are in the main so-called non-
native speakers” (Jenkins, 2006, p. 157). Therefore, for learners of English, the perfect imitation
of native models is no longer the only achievable goal but remains a possibility, influencing
both ESL teaching and learning. Students of English seem to have a positive attitude towards
ELF (Kalocsai, 2009; Ranta, 2010), but studies show that university students, for example,
despite being aware of ELF, still prefer native varieties (Hynninen, 2010; Kontra & Csizér,
2011). As far as teachers are concerned, Illés (2016) points out that “even though teachers of
English are aware of the major developments that have taken place in the use of English, they
are unsure about how they are to be understood, or how they are to be related to their own
teaching practice” (p. 135). Under ideal circumstances, the factors that should be taken into
consideration when choosing a variety are, among other things, whether the variety is suitable in
a particular context, whether the resources are suitable or available, or whether the variety will
be motivating and attainable (Seargeant 2016, p. 20). The reality, however, often overwrites
these aspects.

The prestige, omnipresence, and codification of standard British and American Englishes
give them an advantage over other varieties, which might be less known and have considerably
less material available (Seargeant, 2016). However, taking the native variety as the default
option is problematic because it is difficult for adult L2 learners to attain native-like
pronunciation (Flege & Fletcher, 1992; Flege et al., 1995; Scovel, 2000) even after instruction
(Saito, 2021) and success could depend on how close their L1 is to the target language
(Bongaerts et al., 1997; Saito et al., 2020). Therefore, as Derwing and Munro (2005) argue,
insisting on it in the classroom could be unrealistic and even harmful to students. Jenkins
(2002), furthermore, argues that the “choice of pedagogic model is (or should be) a matter of
selecting the NS accent which will have widest currency among the learner’s target (NS)
community” (p. 85). This means that in the international community, where most conversations
will not necessarily happen with a NS, the focus should be on intelligibility and
comprehensibility. As far as accentedness is concerned, “the identification of the features of an
accent that interfere with comprehensibility and intelligibility is the key to helping L2 speakers”
(Derwing & Munro, 2022, p. 147).

International research has shown that teaching pronunciation or specific aspects of it
might be challenging for teachers (Burns, 2006; Foote et al., 2012; Darcy et al., 2012; Levis et
al., 2016). The reasons mentioned by teachers include the difficulty of assessment, the lack of
teaching and learning materials and curricula, gaps in their phonetics and phonology knowledge,
a lack of pedagogical knowledge; moreover, lack of confidence in their pronunciation, and lack
of time or lack of appropriate textbooks for teaching pronunciation (MacDonald, 2002; Couper,
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2021). All these problems may lead to the absence of systematic pronunciation teaching or
possible reliance on coursebooks which are not based on pronunciation research or are not
entirely appropriate for the context in which they are used (Derwing & Munro, 2005). To
address these problems, MacDonald (2002) recommends the following:

(1) “Give pronunciation increased prominence within formal curricula, offering detailed
guidance for teachers on teaching and learning goals and assessment; develop
‘centre policies’ or a ‘centre culture’ conducive to the teaching of pronunciation.”

(p- 12)

(2) “Redefine the teacher’s role with regard to pronunciation as that of a speech coach
responsible for monitoring student speech and encouraging self-monitoring.” (p. 13)

(3) Develop teachers’ skills in integrating pronunciation, and increase their access to a
range of suitable activities for teaching the various elements of pronunciation to
students at all levels and from different backgrounds.” (p. 14)

Even if teachers assume a more active role in the classroom regarding pronunciation teaching,
they are bound to face challenges. Research has shown that it is difficult to observably change
adult L2 pronunciation (Macdonald et al., 1994; Kennedy & Trofimovich, 2010), but instruction
can be effective in improving certain aspects of it and, consequently, L2 learners’ intelligibility
(Derwing et al., 1997, 1998; Derwing & Rossiter, 2003; Derwing & Munro, 2009; Saito &
Lyster, 2012), even if learners have fossilized errors (Derwing et al., 1997; Couper 2006, 2011;
Derwing & Munro, 2014). Regarding intonation, Kelly (2000) points out that it is believed to be
an aspect of language difficult to improve, and given that students are unconsciously sensitive to
intonation, they can perceive, understand and use it without more profound analysis, so
exposure is often believed to be the best way of acquiring it. However, he emphasizes that “in
dealing with intonation in the language classroom, we need to examine the nature of these
unconscious processes, bring them to the surface and show how we believe they work™ (p. 86).
Another useful classroom tool is feedback. In a study on the short-term effects of individual
corrective feedback on L2 pronunciation, Dlaska and Krekeler (2013) concluded that ICF
(individual corrective feedback) proved to be a more helpful tool in improving L2
comprehensibility than a listening-only intervention (that is when the students only listened to
their own recorded pronunciation and after that, the teacher’s model pronunciation).

If pronunciation is to be addressed in the classroom, it is essential to find out which
aspects of it have been fruitful in increasing students’ intelligibility and comprehensibility so
that limited class time can be used efficiently. As far as segmentals are concerned, in Munro and
Derwing’s (2006) study, high functional load errors affected listeners’ perception of
accentedness and comprehensibility more than low functional load errors did. Other important
aspects affecting comprehensibility include vowel length, initial consonants (Levis, 2018), and
suprasegmentals (Derwing et al., 1997; Munro & Derwing, 1995; Hahn, 2004). Word-stress
instruction has also been identified as being beneficial to learners (Field, 2005; Waniek-
Klimczak, 2015). Stress placement is not always equally crucial for intelligibility, but evidence
suggests it has an important role. For example, Jenkins (2002) found that misplaced nuclear
stress can affect intelligibility in ELF interactions. Pitch movement and relative pitch level have
also been reported to have a prominent role in intelligibility in ELF interaction (Pickering,
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2009). For example, a lack of pitch variation makes the speaker seem disinterested and distant
(Pickering, 2001).

Coursebooks and materials could be a solid starting point in any pronunciation teaching
situation. However, their logic and organization do not necessarily reflect the needs of certain
learner groups in different places of the world. For example, in an analysis of L2 ESL general-
skills textbook series, Derwing et al. (2012) found that although some series feature a variety of
pronunciation task types, others operated only with a limited range of tasks. This calls for a
broader range of task types and more explicit explanations featuring more aspects proven
helpful in increasing intelligibility.

The issues in today’s pronunciation teaching are clear from the above-reviewed research.
There is evidence that instruction is effective, and plenty of results show what aspects of
pronunciation are worth focusing on. However, materials are not necessarily optimal for
achieving these goals yet. In the following, the present study will attempt to determine how the
Hungarian situation differs from or aligns with international research by involving teacher
trainees. This population is close enough to school to remember good and bad practices but has
spent enough time at university to develop their beliefs on pronunciation learning (and possibly
teaching), as well as their habits of improving themselves and forming an early opinion about
the strengths and weaknesses of their pronunciation learning past.

3. Data collection and analysis

The data collection was carried out over two years, from May 2020 to May 2022, as part of a
larger research project. A questionnaire was designed based on findings from the reviewed
literature (some questions, in particular, were based on Cenoz & Lecumberri (1999) and
Derwing & Rossiter (2002)), as well as the author’s experience of the problematic areas of L2
speech and pronunciation learning in Hungary in general and among university students in
particular. The language of both the questionnaire and the responses was English. The foci of
the questionnaire were self-evaluation and views on L2 speech, accent, and pronunciation. It
contained twenty questions, nine closed-ended and eleven open-ended questions. Of these, five
open-ended questions (the ones pertinent to views on pronunciation) serve as the basis of the
present study. The questionnaire was administered in three consecutive years, twice during
distance teaching (2020 and 2021) because of COVID-19 and once in a face-to-face teaching
situation. In each case, the questionnaire was a take-home assignment for which they had
approximately a week. The participants gave consent to have their answers used anonymously
for research. One hundred twenty-eight participants filled in the questionnaire: 46 in 2020, 38 in
2021, and 44 in 2022. After each administered round, the questionnaire was revised, and new
questions were added to gain more insight into the problems addressed. For this reason, of the
five questions discussed below, the first two were answered by all 128 participants. The third
and fourth questions were answered by 82 participants, and the fifth question was only inserted
into the final (2022) version and thus was answered by 44 participants. The questions used in
this study can be found in the Appendix. The answers were analyzed with emergent coding to
identify recurring categories, themes, and thoughts connected to each question. After coding,
similar categories were quantified in an Excel table. Some insightful and elaborate comments
provided by the participants are used as examples in the presentation of the qualitative analysis.
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4. Results

4.1 Positive or negative feedback on pronunciation

Participants were asked if they had ever received a positive or negative comment on their
pronunciation and if so, to elaborate on any of the two. Of the 125 answers that could be
processed here, 114 (91%) indicated receiving some kind of feedback on their pronunciation,
whereas 11 (9%) received none. Of the 114 participants who did, 69 (60%) claimed to have
received positive feedback, 26 (23%) negative feedback, and 19 claimed to have received both
positive and negative feedback (17%).

Participants who received positive feedback reported on the source and the content. As
far as the source is concerned, 26% indicated that positive feedback came from teachers, from
other people (not specified who) (17%), native speakers (9%), foreigners (but non-native
speakers) (8%, friends (5%), classmates and family members (1% each). Regarding the content
of the feedback, the following categories emerged: clear and understandable pronunciation
(either after a presentation [5%] or in general [9%]), good intonation (3%), improvement in
pronunciation (3%), native-like accent (3%), being mistaken for a native speaker (2%),
foreigners not realizing the speaker was Hungarian (2%), praise for pronunciation of certain
words (2%), no detected foreign accent (1%), getting a maximum score at an oral exam (1%),
and being made to read because the teacher liked the accent so much (1%). In 6% of the cases, it
was merely indicated that they had received positive feedback but never specified what it was.
In two cases, participants indicated that a non-native speaker had told them they had a cute or
lovely accent. In evaluating these comments, participants could not decide whether they
considered this a compliment or a negative comment. One of the two participants indicated that
this comment motivated them.

Of the 26 cases where negative feedback was reported, 58% mentioned a teacher as a
source. Further negative feedback came from other people such as classmates (in the form of
laughing at incorrect pronunciation), friends, or sometimes from strangers (48%) in a context
where there was interaction with them for some reason (class, visit abroad, etc.). Regarding the
form of feedback, the most frequent negative feedback was considered correction when the
teacher corrected the pronunciation (46%). Some participants pointed out that although the
teacher corrected them, they did not consider it a negative thing, but the majority viewed
correction negatively. In 8% of the cases, participants mentioned harsh criticism from their high
school teachers, and there was one example when a university instructor said that the
pronunciation should be “softened” (4%). Even harsher negative feedback came in the form of
laughter from classmates at incorrect pronunciation (8%). The typical content of the feedback
was that the pronunciation sounds Hungarian (31%), it is not good enough, and practice is
required (15%), the student is difficult to understand (12%), there is a problem with intonation
(8%), there is a problem with a specific sound (8%), an accent that bothers other people or that
they find strange (native and Hungarian feedback) (20%), mixing of accents (4%). In 8% of the
cases, receiving negative comments was mentioned, but it was not specified what they were.
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4.2 Improvement of pronunciation

Participants were asked whether they had done anything consciously in the past to improve their
pronunciation: 27% said they had not done anything in particular; the other 73% gave specific
examples.

Of the 73% who gave specific examples, the more passive side of pronunciation
development came in the form of consuming English-language media (movies, TV shows,
YouTube videos, Ted Talks) (26%), listening to podcasts and music (12%), or listening to class
audio files multiple times (2%). More active, although not entirely pronunciation-focused,
activities include speaking with native speakers (5%), foreigners (3%), or friends (2%). A more
active use of media is when the participants reported pausing and re-watching parts of films or
videos and trying to repeat what the speaker said (13%) or when they imitate whole monologues
or lines from comedy routines, TV shows, movies, or musicals (7%).

Other reported ways of improving pronunciation include searching for the phonetic
transcription and audio pronunciation of words in the dictionary, then listening to them and
practicing them (16%), repeating new words aloud until the pronunciation is close to the
original (11%), singing (6%), recording oneself and listening to it (6%), speaking to oneself in
English (6%), watching videos dedicated to improving pronunciation (6%), imitating or
repeating things after native speakers (6%), reading aloud (5%), doing repetition exercises from
coursebooks (4%), memorizing conversations, poems, and texts (2%), shadowing everyday
conversations or movies (2%), studying aloud (1%), learning tongue-twisters (1%), focusing on
vowels and consonants problematic for speakers of Hungarian (1%), and attending classes
related to pronunciation (1%).

Some students, although having mentioned that they do not focus on pronunciation, made
some additional remarks: one of them said that they pay attention to corrections coming from
other people; another said that they used to work on pronunciation at school but then stopped
taking the time to continue practicing alone. One participant expressed surprise that
pronunciation development had not been part of any of their previous classes in school; another
pointed out that having been complimented on their pronunciation, they did not think it was
necessary to be too concerned about pronunciation. Finally, a participant said they did not
believe focusing on pronunciation would have changed anything for them.

4.3 Views on native-like accent

The first question aimed to determine whether participants thought it possible for a language
learner to attain native-like pronunciation if they learned English as a foreign language. 85% of
the participants said they believed it was possible, and only 15% thought it was not. The reasons
for believing it was not possible were the following: age, meaning after a certain age, it is
simply not possible to sound native-like (25%); the effect of L1, which will always be there
(17%); the difference between languages which hinders the acquisition of some sounds that are
non-existent in the native language (8%); and one participant thought that it is only possible if
you are bilingual, otherwise not (8%). Three participants (25%) gave no reason.

Those who expressed the belief that it was possible to attain native-like pronunciation can
be put in two groups, those who merely stated that it was possible without any further comment
(19%) and those who expressed some conditions to it (81%). Among those who said that it was
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possible but mentioned no conditions, one participant gave an example of their grandmother,
who, as a German teacher, was mistaken for a native by native Germans. Two other participants
mentioned having friends who speak with what they called a “native-like” accent (3%). The
conditions which were considered to be necessary are as follows (sometimes a student
mentioned more than one possibility): abundant practice (49%), living or spending time among
native speakers (19%), listening to native speakers (9%), dedicating enough time to it (7%),
having musical pitch (4%), learning the language in childhood (4%).

4.4 Self-evaluation of pronunciation

Participants in the 2021 and 2022 groups (n=82) were asked whether they thought they had
good pronunciation. In an earlier study, which administered this same questionnaire but focused
on different questions (Baranyi-Dupak, 2022), participants did not list pronunciation when
asked about the problematic aspects of English L2 speech, and less than half of the participants
expressed any need to work on it. However, after listening to their own recorded speech sample,
more than half of the participants reacted negatively to aspects of their pronunciation,
intonation, and accent. In the revised version of the questionnaire, students were directly asked
whether they thought their pronunciation was good to elicit their general opinion on the matter
without them having to listen to their speech. Eighty-two participants answered this question,
and 43% were satisfied with their pronunciation. However, 40% of this group named an aspect
of pronunciation that they still had problems with, so only 26% of the participants were
completely satisfied without any additional concerns. The ratio of those dissatisfied with their
pronunciation was 18%, whereas 39% thought it was sometimes better, sometimes worse. In
each case, participants were asked to justify their opinion, which showed that the decision was
unclear to most participants. They provided many reasons, exceptions, and goals to support their
answer, summarized below.

If participants were satisfied with their pronunciation (n=35), the majority of the answers
gave positive feedback as a reason: a teacher, a fellow student, or a native speaker told them that
they had good pronunciation (20%). One student, in particular, mentioned that they thought they
had good pronunciation because the teacher never said that they should improve it. Another
reason was that the participants felt they could perfectly pronounce most of the words and did
not have problems with them, as well as the fact that they thought other people had no difficulty
understanding them (13% each). Native speakers were also a re-occurring reference point for
some participants: they claimed to sound close to how a native speaker sounds (9%) or said the
reason for their good pronunciation was that while learning the language, they often listened to
native speakers (9%). Two students claimed that speaking helped them in some way (4%) —
either speaking in class or talking to native speakers. The last group of students (9%) used a
Hungarian accent as a reference point against which they could define why they thought their
pronunciation was good: not sounding Hungarian or not having a Hungarian accent and
sounding better than the average Hungarian speaker.

Those who did not answer with a yes or no (n=32) also explained the reasons. Among
these, 38% of the participants considered their general pronunciation good, even though there
were still many words they could not pronounce. Two other popular reasons were that although
the pronunciation was considered good, there was still room for general improvement and the
improvement of intonation (19% each). An additional area to be improved was stress (14%).
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Other reasons include the pronunciation not being native-like (14%), pronunciation problems
when speaking fast (10%), problems when tiredness occurs, anxiety in front of native speakers
or other people, and problems with specific sound combinations, such as the word-final /-sts/
sequence (5% each)

The participants who claimed not to be satisfied with their pronunciation (n=15) gave
their reasons, too. For five students (33%), the main reason for their dissatisfaction was that they
had a Hungarian accent. Some students were not satisfied with their intonation (27%), then
came reasons such as wanting to sound more native-like, lack of confidence, problems with
focusing on pronunciation while speaking, and problems with stress (13% each). In addition,
some particular problems were mentioned, such as not speaking English too much or wanting to
improve a specific sound (7% each).

4.5 Ways of learning pronunciation in school

This question was a new addition to the last (2022) version of the questionnaires; hence only 44
of the 128 participants answered it. Students were asked to write about ways their teachers,
either in elementary school, high school, or university, dedicated in-class time to improving
pronunciation. Of the participants, 70% (n=31) were able to mention an example of a
pronunciation-related activity, with the other 30% not having any recollection of pronunciation
practice in class or outright claiming that there was no particular focus on pronunciation in
English classes.

Based on those participants’ answers who reported having dealt with pronunciation in the
classroom, repetition was the most popular technique used by teachers (65%). This included the
repetition of sentences, words (particularly new ones), parts of the listening material, or the
repetition of the mistake of a particular student by the whole class. Apart from repetition,
several participants mentioned that the teacher corrected them during speaking (23%) or when
they read aloud and mispronounced a word (6%). Only a handful of students reported doing the
pronunciation exercises in the coursebook they used or being taught the IPA (10% in each case).
Some students brought up a shadowing task done in the class the research took place (13%), two
participants mentioned stress practice (6%), and one participant reported intonation practice,
imitating rhythm, and marking pauses (3% each). Finally, one student reported having received
positive feedback on good pronunciation (3%).

5. Discussion

5.1 Positive or negative feedback on pronunciation

One of the solutions that Macdonald (2002) mentions in his article for current pronunciation
issues in teaching is monitoring speech and giving feedback on pronunciation. It gives reason
for optimism that in the present study, teachers were the leading source of positive feedback
regarding pronunciation. However, considering the total number of participants (n=128), the
percentage of those whose pronunciation has been praised by a teacher is still small (18%),
meaning that not even a quarter of all the participants recall having received any kind of positive
feedback on their pronunciation from their teachers. It seems to be the case that teachers mostly
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or only praise students if the pronunciation is good overall, even though there would be several
opportunities to provide feedback regarding the improved pronunciation of a sound, a type of
intonation, stress patterns, words, and so on. Naturally, it may be the case that the participants
did not recall having been praised when they, in fact, were. Still, when participants received
very positive or negative feedback, they tended to describe it in great detail, which could
indicate that if they did not remember, they likely did not receive memorable positive feedback,
which would be both surprising and problematic. In their review of 25 years of research on oral
and written corrective feedback, Li and Vuono (2019) conclude that “[oral] CF has significant
effects on L2 learning, with the magnitude of the effects ranging from medium to large” (p. 97),
which means that systematic feedback must be an integral part of the teaching process. When it
is, however, it seems that it is more focused on grammar. In his meta-analysis, Brown (2016)
pointed out that only 22% of corrective feedback is aimed at pronunciation errors as opposed to
43% of grammar. Therefore, teachers must dedicate more attention to feedback on
pronunciation whenever possible.

Another interesting point is that quite a few students mentioned being praised for their
pronunciation after a presentation. When a student has to present something, it is a rare occasion
when they have an extended period at their disposal to speak. Often it is only on these occasions
that the teacher hears the student’s pronunciation, possible mistakes, and where there is room
for improvement, which is why leaving room for class presentations, in addition to all the other
benefits of letting students do presentations in general, should be considered.

Pronunciation is a sensitive issue, and feedback on it can be highly subjective, sometimes
scarring the student for life. That is why it is important to establish a positive atmosphere in the
classroom where positive feedback and good examples regarding pronunciation are encouraged
— it seems that participants appreciate and remember these occasions. This is clear in the
example of one participant, who describes the following:

(1) One particular example that I can recall is when at the beginning of my academic
studies, one of my teachers complimented my pronunciation and how I sounded and made
me read a whole slide full of information aloud because she liked a lot how I sounded.
She also told me that I should become a voice actor.

This certainly felt like a motivating experience for the student. Of course, it is questionable
whether every student would have enjoyed being under the spotlight in this fashion. However, if
the teacher knows that the student feels comfortable doing this, it certainly gives them incentive
and motivation to continue improving their pronunciation.

The leading sources of negative feedback were, once again, teachers. However, it needs
to be clarified that there is no consensus among participants on whether corrective feedback
counts as negative feedback. A few students indicated that although their teacher had
occasionally corrected them, they did not mind and thought it was helpful. However, other
students worded their answers in a way that made it clear they considered correction negative
feedback. As mentioned above, pronunciation is a sensitive aspect of language learning, and
teachers should be cautious when giving feedback. On the other hand, it is also the
responsibility of teachers to make the student understand that if their pronunciation is corrected,
it is not necessarily intended as criticism (if it is done appropriately). There are two examples of
how extremely negative feedback affected the participants:
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(2) I received a lot of negative comments on my English and my knowledge, and
trying was never enough. I was constantly corrected during my oral presentations
and made to repeat the phrases and words correctly. The most specific and most
“memorable” negative comment I got was when my teacher advised me to listen to
English songs (...) because my pronunciation is terrible (this is the exact words she
used). This happened in 12th grade before the school leaving exam. I felt extremely
demotivated and sad. By that time, I had given in [submitted] my application for
university (...).

(3) One of my English teachers said I not only have the worst grammar she had
seen in her life, but my pronunciation is just not English and that I'll never be able
to learn any language. It was when I was 14.

Both are examples of harsh criticism that not only failed to guide students in improving their
pronunciation but seems to have crushed their confidence as well, or at least became a memory
that remains with these participants to this very day. Both teachers’ attitude gives the impression
that they felt they did not have a role in improving the students’ pronunciation and that it was
something that students should manage on their own. Today, plenty of materials are available in
any of the target languages students learn, particularly English, and it is easy to come to the
above conclusion. However, every student is different in how much they are willing or capable
of picking up pronunciation patterns from the media they consume. Teachers are responsible for
providing help and guidance in achieving the pronunciation goals they set for themselves (the
literature is increasingly focused on providing the material that facilitates this; see, for example,
Murphy, 2017; McGregor & Reed, 2018; or Jarosz, 2019). Another illustration of not entirely
effective feedback is the comment where the teacher did give constructive feedback, but in a

(13

way that was not understandable for the student: “a university instructor said that my
pronunciation should be softened.” The idea that pronunciation needs to be “softened” is too
vague and subjective for a student to understand, so more explicit guidance is necessary.
Naturally, pronunciation improvement involves plenty of individual work, but the classroom is
an excellent place to start. In this regard, exercises that avoid singling students out and include
plenty of joint practice can provide more comfort. Individual utterances can then follow if the
group feels comfortable.

In terms of the content of the reported feedback, there is a varying degree of objectivity.
Feedback indicating incomprehensibility due to problematic pronunciation or intonation or a
mispronounced sound is clear, understandable, and can be utilized. To help students understand
and improve challenging aspects of pronunciation, Fraser (2001) says that learners should not
necessarily imitate native speakers’ production but suggests the application of critical listening,
which “involves learners’ listening to learners’ pronunciation, as opposed to that of native
speakers, and learning to judge whether the pronunciation is ‘acceptable’ (by whatever
standards are appropriate in that particular class) or not” (p. 55). She adds that it would be a
good idea for learners to “listen to recordings of their own voices, and especially if they can be
recorded saying similar things several times, and then listen back to see if they can pick the
versions that are correct or incorrect” (p.55), which indicates that comparing them to themselves
could be more realistic than comparing them to a native standard. However, comments which
say that the accent sounds Hungarian, that it bothers people, that it is a mixture of accents, or
that pronunciation is not good and requires work are not only vague and subjective but also
suggest that there is a perfect version of which students fall short. Pronunciation problems that
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affect intelligibility and comprehensibility certainly need to be worked on, but when it comes to
accent and pronunciation, words like too, not enough, and bothering should be avoided.
Teachers can and should carefully consider how they convey this information to students. Of
course, what other English or native speakers say to students cannot be controlled because they
have their views and (mis)conceptions about language learning and accents. Students, however,
can be taught that there are Englishes spoken in the world and that even if their pronunciation or
accent is commented on, they should be able to decide how much of it is constructive criticism
and how much is a subjective opinion. This can prevent future negative feelings and insecurity.

5.2 Improvement of pronunciation

Remarkably, as much as 73% of the participants mentioned having done something consciously
to improve their pronunciation. However, one interesting data point that stands out is that 26%
(n=24) considered listening to English language media as a way of developing pronunciation.
Immersion has been proven to develop stress timing in naturalistic learning (Trofimovich &
Baker, 2006). In such a situation, learners may observe and notice pronunciation phenomena
that they could integrate into their speech later. However, the necessary interaction that could
contribute to such gains is missing in a FL learning situation. Students might feel like listening
is the next best option in terms of “surrounding” themselves by the L2. Although some
participants wrote about more ways of developing pronunciation than just watching movies, this
was the only answer given by many. Some participants believed that listening to plenty of
English language material and talking to native speakers contributed to or even shaped their
current pronunciation. One participant pointed out that when they want to watch a show or a
video for study purposes, they listen more consciously than when they watch them for fun.
Compared to the previous decades, the volume of material available for streaming and listening
has skyrocketed, which makes regular listening to English easy and accessible and could
provide today’s students with a confidence that previous generations might lack. However, the
fact that despite the availability of this much material, some learners still claim to be dissatisfied
with their accent or strive for a native-like one suggests that listening to songs, watching
movies, or TV shows may not be the best solution for improving pronunciation for everyone.

As for the participants who claimed not to be working on their pronunciation in any way,
three comments are worth special attention. One of the students pointed out that they found it
strange that there was no course in their university program dedicated to pronunciation
development (and several added that shadowing done in class was the first exercise in their lives
that they considered active development of pronunciation). As mentioned above, at the
university where the author of the present study teaches, teacher trainees receive their first
formal training in phonetics and phonology in their fourth year. Naturally, the topic may appear
as part of different courses, but systematically, as research suggests, it is not necessarily
addressed in university programs. However, first addressing pronunciation issues this late into
their language learning experience indicates that pronunciation teaching is indeed missing in
some schools. The other two seemingly opposing comments are also worth noting: one
participant said that as they had never had problems with pronunciation, it did not seem
necessary to focus on it. The other believed that working on pronunciation would not have
changed anything for them. Saito (2021) points out that even though instruction might not
improve accentedness, a balanced focus on different aspects of L2 could contribute to the
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improvement of the comprehensibility of speech. Therefore, working on pronunciation is still
worth the effort, even for the less optimistic, as there are gains that might not be immediately
obvious or present themselves in an aspect of their L2 they would not have thought of. Although
these are just two examples, they represent two opinions that might be much more common than
they seem. Research shows that some individual differences, such as motivation and effort
(Moyer, 2007; Nagle, 2018), musical aptitude (Slevc & Miyake, 2006; Milovanov et al., 2010),
or a higher working memory capacity (Darcy et al., 2015) may help some students achieve
outstanding results. Students who are gifted with the ability to quickly and effortlessly improve
their pronunciation rarely experience it as a struggle. However, not having experienced the
specific focal points of pronunciation development, when these students become teachers, they
might underestimate its difficulty for other people or may be unable to advise their future
students.

5.3 Views on native-like accent

Participants were asked to express their views on whether they thought it possible to achieve a
native-like accent. Students who believed it was impossible to have a native-like accent seem to
echo the views and reasons described by previous research. However, optimistic people feel that
even a native-like accent is possible if one works hard enough. Interestingly, most (85%) of the
participants did believe it was possible to achieve a native-like accent, and more than half of this
85% emphasized the importance of conscious practice and socializing with native speakers.
This is in line with Cenoz & Lecumberri’s (1999) findings, who reported that students consider
contact with native speakers important in acquiring pronunciation. Although motivation has
been shown to affect L2 foreign accent to at least some extent (Suter, 1976; Flege et al., 1995),
there is no automatic connection between the two (Piske et al., 2001), meaning that
determination and drive to sound as native-like as possible or the desire to imitate a particular
accent and work very hard on it does not mean that they actually will be able to achieve this
goal (however, positive attitude combined with other factors could bring results, cf. Moyer,
2007). The remaining participants imagined a less active approach to achieving a native-like
accent, that is, listening to native input or living among native speakers. The latter could
naturally involve seeking out opportunities to socialize with them, but this was not necessarily
clarified. However, these two views might indicate that the desired pronunciation automatically
happens if the necessary input and context are available. In a study on learners’ views of social
issues in pronunciation learning in the US, Levis (2015) reports a similar belief among students
who already live in an L2 setting, namely, that “they could ‘catch’ (like a cold) good
pronunciation from input alone” and “they were afraid that they could also ‘catch’ the defective
pronunciation of a NNS teacher” (p. 52). As he points out, this reflects the belief that models are
more important than effective teaching. This belief also emerged in the present study, which is
especially clear from how none of the participants thought a qualified teacher could help them
achieve their goal of having (close to) native-like pronunciation. Musical ability and training, a
condition mentioned by a handful of participants, have been reported to affect how L2 speech is
perceived and produced (Arellano & Draper, 1972; Sleve & Miyake, 2006).

It gives reason for optimism that students feel like achieving their desired goals is an
option. Still, even those students who initially seem optimistic think that it can only happen
under particular circumstances and that they are left to their own devices in achieving their
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goals. This belief could prevent them from feeling responsible for aiding their future students in
attaining their potential goals of sounding native-like, despite research having emphasized
experienced teachers' important role in achieving positive pronunciation changes (Derwing &
Munro, 2005). Thus, apart from knowing that the proper context, social situations, and agency
in social settings contribute a great deal to a possibly desired native-like accent, future teachers
of English need to see what additional tools they have if the conditions are not exactly right.

5.4 Self-evaluation of pronunciation

Less than half of the participants considered their pronunciation to be good. In deciding, most of
them relied on someone whose opinion they valued, such as a teacher, a friend, or a native
speaker. It is interesting, however, that some students believed their pronunciation was good
because nobody claimed the opposite. Although self-assessment is a pedagogical tool used and
viewed positively in assessment among teachers (Noonan & Duncan, 2005), learners might find
the process difficult (Dlaska & Krekeler, 2008). In addition, anxiety also affects the self-
assessment process (Maclntyre et al., 1997; Szyszka, 2011), leading students to under- or
overestimate themselves. Also, there are discrepancies between objective measures and self-
assessment performances (Dlaska & Krekeler, 2008; Trofimovich et al., 2016) and between a
general and a task-focused self-assessment (Baranyi-Dupak, 2022), which urges teachers to use
this tool cautiously in their teaching process. Regular feedback on pronunciation, even if it is
generally good and the student is comprehensible, helps students see their performance more
clearly.

Another criterion which helped students judge their pronunciation favorably was that they
thought they pronounced most of the sounds and used intonation as native speakers do or
because they learned via listening to native speakers. Thus, native speakers proved to be a
reference point for these students. Of the 8 participants who claimed this, 6 gave a specific
example of feedback in an earlier question which supports that their self-evaluation is based on
external opinions.

Some participants either seemed optimistic about their pronunciation but admitted to
some weaknesses and difficulties or belonged to the category who sounded undecided about the
quality of their pronunciation. It is interesting to look at what the reasons were for the lack of
complete satisfaction: upon encountering new words, there might be qualms about the correct
pronunciation; specific areas such as intonation, accent, and stress placement were considered
problematic; and having generally good pronunciation, but pointing out that there is always
something to be worked on. Some students acknowledged that their pronunciation performance
might be influenced by anxiety or nervousness (cf. Szyszka, 2011; Derwing & Rossiter, 2002),
their state of mind, tiredness (cf. Mercer, 2012), or even whether they have to speak faster than
usual or utter specific sounds or sound combinations. The most problematic sounds mentioned
were the dental fricatives [0] and [0], which are missing from Hungarian. In their study, Bloem
et al. (2016) indeed point out, based on their data, that Hungarian speakers tend to replace [3]
with [d] in the words these and the.

The biggest reasons for dissatisfaction were a Hungarian accent, intonation problems, not
sounding native-like, lack of confidence, inability to focus on pronunciation during speech, and
stress. The mentioned categories are not surprising because acquiring English stress patterns
tends to be difficult for Hungarians, as “Hungarian lexical words (i.e., non-function words),
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whether simple (...) or derived (...), have a single primary stress, which falls on the first
syllable of the word, and they have no secondary stresses” (Varga, 2002, p. 130).

The positive feeling associated with not sounding Hungarian, “getting away with” the
accent, and not giving one’s L1 away frequently resurfaced among the answers. Feyér (2012)
reported that Hungarian participants favored native-speaker pronunciation and reacted
negatively or even ridiculed non-native and Hungarian English. In addition, Piiski (2022)
reported that those university students who perceived their Hungarian accent as strong had a
stronger desire to sound native-like, and the participants of the study often found non-native-like
speech problematic. She also found that participants were not satisfied with their own
pronunciation. Although this particular aspect is not the focus of the present study, in another
question of the questionnaire, 67% of the participants expressed the desire to sound native-like
which supports the findings mentioned above and explains why any trace of Hungarian in their
speech is rejected.

5. 5 Ways of learning pronunciation in school

In the new question of the 2022 questionnaire, which aimed to glean more information on
whether pronunciation learning took place during the participant’s primary and secondary
education, and if yes, how, 70% of the 44 participants recalled having learned pronunciation in
the classroom during their studies. Regarding the type of exercises, more than half of them
(65%) mentioned repetition. Students did not always specify what they were required to repeat,
but words and sentences were separately mentioned in about 50% of the cases. This supports
previous results saying that teachers prefer phoneme- and word-level repetition (Baker, 2014;
Buss, 2016; Foote et al., 2016.) Such decontextualized drills, as Sardegna and McGregor (2022)
point out, allow “learners to make changes to their pronunciation with the help of pronunciation
learning strategies, repetition and speech models at their own pace and in a safe environment”
(p.118). However, they go on to point out that the next step should be contextualized practice
because, ultimately, it is these types of tasks that enable skill transfer into spontaneous speech.
Signs of contextualized practice came from the answers of the seven participants who
mentioned having been corrected during speaking (although not specified when or how). It is
important to remember, of course, that students may not recall occasions when other types of
pronunciation-focused activities took place. However, the popularity of repetition tasks in this
dataset points to the need to clarify the role and function of these exercises and introduce other
possibilities for teachers to focus on.

About a quarter of the students mentioned examples of what could be identified as
explicit instruction or perceptual training, such as teaching IPA symbols, intonation, stress,
rhythm, and pauses or doing pronunciation exercises related to them. One participant, in
particular, recalled the learning of IPA symbols like this:

(4) “The most boring way possible. They tried to show us the symbols of phonemes
with drawings behind them. ... I don’t recall more information because I tend to
forget boring things.”

According to the research done in seven European countries by Henderson et al. (2015), 82% of
the English teachers in their study taught symbol recognition to their students, and 40% focused
on symbol writing. Of course, this one comment does not necessarily mean that every student
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would find this activity boring. However, it does point out that students need to see the point of
learning these symbols and how it could contribute to their perception and, ultimately, better
production of the sounds of the target language.

The answers given by participants seem to show teachers’ preference for textbook
materials, as only one participant mentioned that their teacher used a news channel to improve
their pronunciation. In Henderson et al.’s (2015) study mentioned above, there was a clear
preference for language-learning websites and YouTube among teachers, none of which was
used by the teachers of the participants of the present study. As textbooks might not be the most
appropriate for the context or specific problems, teachers should be encouraged to find
interactive and innovative material which goes beyond simple repetition to engage students and
make pronunciation learning more memorable. Other answers revealed that students find ways
of honing their pronunciation skills through online materials regardless. However, it would be
necessary for teachers to assist them in this activity or make it more conscious by
recommending websites and content that is useful and appropriate for their learning goals.

6. Conclusion

The present study aimed to gain insight into pronunciation-related views, beliefs, and attitudes
of Hungarian teacher trainees as well as their pronunciation learning past and self-evaluation
regarding pronunciation. The results indicate that students are very optimistic about the
attainability of a native-like accent, that only a little more than half of the participants ever
received positive feedback on their pronunciation, and that students feel that they are actively
working on improving their pronunciation, with which less than half of them are satisfied. A
smaller group of students reported having worked on pronunciation with their teacher in school,
but the main form of pronunciation improvement was repetition or learning from the teacher’s
corrections of pronunciation mistakes.

The results of the present study on participants’ past and current pronunciation learning
habits and experiences underline the necessity of improved pronunciation teaching methods and
strategies in school, as well as more nuanced and frequent feedback from teachers. Students
have reported using plenty of techniques to work on their pronunciation individually. However,
individual work and classroom work should intertwine regarding pronunciation teaching, during
which the teacher focuses on and assesses students’ pronunciation, gives feedback on it as well
as provides opportunities for further practice both in the classroom and in the form of
recommendations for individual work. This could also increase students’ satisfaction with their
pronunciation, which was present only in less than half of the participants in the present study.
Despite this, teacher trainees believe in the possibility of attaining a native-like accent, feeling
that hard work brings results. Even though research says there are boundaries to what one can
achieve in terms of native-like accent, the willingness to work on pronunciation and accent and
the belief that it is fruitful is undoubtedly a prerequisite for implementing this type of work into
their teaching practices later. However, the terminology and expressions in students’ answers
also necessitate clarification of pronunciation goals and pronunciation-related concepts early on
in teacher training.

Results also showed that repetition is the leading form of pronunciation improvement.
Although it certainly has its functions, the amount of online material available today calls for
updated and revised ways of teaching pronunciation, which could incorporate repetition (and
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other techniques) into classroom work in a more exciting and, most importantly, context-
appropriate way. It is also the responsibility of teacher training to show future teachers helpful,
challenging, and engaging ways of pronunciation teaching, which target the problematic aspects
of pronunciation in their L1 and not just in general. As long as future teachers must rely on
themselves in pronunciation improvement, they might have creative and novel ideas, but they
will not necessarily appear in education systematically. Only by making teachers and,
consequently, learners of English aware of pronunciation difficulties and possible strategies are
we likely to reach a point where Hungarian learners develop a healthy attitude towards their
speech, accent, and pronunciation. In this way, they can keep pushing their boundaries but,
hopefully, learn to feel comfortable with what they have achieved.

Appendix: Open-ended questions used in the study

1. Have you ever received a positive or negative comment on your pronunciation?
If yes, what was it?

2. Have you done/do you do anything to consciously improve your pronunciation
(in school or on your own)? If yes, what?

3. Do you think it is possible for a language learner to attain a native-like accent (if
they learn English as a foreign language)?

4. Would you say your English pronunciation is good? If yes, why do you think so?
If not, why? What would you like to improve?

5. If your teachers (elementary, high school, or university) have dedicated time to
pronunciation in English class, please explain how.
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A nyelvtanari palya Magyarorszagon tanar szakos hallgatok
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Jelen tanulmany f6 célja, hogy megvizsgalja 41, képzése felénél tartd, angoltanar-szakos hallgatd jovébeli
tanari palyaképét. Mivel a kutatds alapjaul egy hasonlo, finn felmérés szolgalt, a szakirodalmi attekintés
felépitése is koveti ezt a kettsséget, €s a finn és a magyar viszonyokat a tanarképzés, a tanari palya
presztizse, illetve a hallgatok tanari palyaképe mentén hasonlitja dssze. Jelen vizsgalat a magyar, tanar
szakos hallgatok sajat magukrol mint tanarokrol irott fogalmazasait kvalitativ modon elemezte, és azt
talalta, hogy az adatkozlok egy része nem tudja vagy nem akarja magat tanarként elképzelni. Ennek oka
az lehet, hogy eredetileg sem ezen a palyan szerettek volna elhelyezkedni, vagy az olyan kiilso,
tarsadalmi-gazdasagi tényez6k, mint a tanari palya alacsony presztizse és az alacsony fizetés arra 6sztonzi
Oket, hogy mas foglalkozast valasszanak maguknak. A palyaclhagyasban szerepet jatszhat még az a
jelenség is, hogy a tanar szakos hallgatok képzésiik felénél ugy érzik, hogy bizonyos személyes
tulajdonséagaik alkalmatlanna teszik 6ket a tanari palyara.

Kulcsszavak: tanari palya tarsadalmi megitélése, tanarképzés, Finnorszadg, Magyarorszag, tanar
szakos hallgatok palyaképe

1. Bevezeto

Mind a nemzetk6zi, mind a magyar szakirodalom szdmos tanulmanyban elemzi a finn oktatasi
rendszert. Ezek az elemzések olyan kovetendé példaként emlitik Finnorszagot, amely egy
nemzetkdzileg elismert és sikeres rendszert miukodtet (Huhtala & Vesalainen, 2017,
Medovarszki, 2021), szemben a magyarorszagi, tobb tekintetben is problémasnak nevezhetd
rendszerrel (Smid, 2018). Jelen tanulmany egyik f6 célja az, hogy egyrészt a szakirodalom
alapjan Gsszehasonlitsa a két rendszert a finn €s a magyar viszonylatban elsdsorban a tanari
palya tarsadalmi megitélését és a tanarképzést alapul véve. Ezen tal, a tanulmany masik
kozponti kérdése az, hogy magyar, angolnyelv-tanar szakos hallgatok sajat, jovobeli
palyaképiikrdl irt fogalmazasaiban megjelennek-e, és ha igen, milyen moédon a tanarképzés,
illetve a tanari palya tarsadalmi megitélésének kérdései. A fogalmazasok elemzése ahhoz is
hozz4jarul, hogy képet kapjunk azokrol a faktorokrol, amelyek befolyasolhatjdk a
diplomaszerzés utan a hallgatokat abban, hogy valdban a tanari palyat valasztjak-e.
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2. A tanari palya Finnorszagban és Magyarorszagon

2.1. Tanarkeépzés

Mig Finnorszdgban a tanarképzés mar a hetvenes évek elejétdl, az dvodapedagdgus képzés
pedig a kilencvenes évek kozepétdl az egyetemeken folyik (Marsh et al., 1998; Bus, 2015: 20;
Csapo, 2015: 7), addig Magyarorszagon a tandrképzés intézményrendszerére az 1990-es
években a széttagoltsag volt jellemz6. Az 6vodapedagogusokat, az altalanos és kozépiskolai
tanarokat foiskolakon képezték, mig az egyetemen oktatott bolcsész vagy természettudomanyi
szakok mellé meg lehetett szerezni a tanari képesitést is (Lehmann et al., 2011: 260; Bacskai et
al., 2020: 71). A 2000-es évek elején tortént atalakitasok (egyetem-0sszevonasok 2000. januar
1-tdl, Bologna-rendszer bevezetése 2004 utan) bizonyos mértékig megsziintették az intézményi
széttagoltsagot, ugyanakkor a kétszintli képzések bevezetése azt eredményezte, hogy a
tanarképzés tartalma és keretei a mai napig folyamatosan atalakuldban vannak — a legutobbi
valtozést 2022. szeptemberétdl vezették be a tanarképzésért felelds intézmények.

A nyelvtanarok képzése Magyarorszagon az 1990-es években tobbféle formaban valosult
meg. Egyrészt az addig orosz nyelvet tanit6 tanarokat atképzésére szervezodtek programok,
illetve kialakitasra keriiltek egyszakos, angol vagy német nyelvtanari képzések is, amelyeket
harom év alatt lehetett elvégezni (Lehmann et al., 2011: 259; Kontra, 2016). Emellett a
tanarképz6 foiskoldkon négy, az egyetemeken 6t év alatt lehetett nyelvtanari diplomat szerezni.
Ezek mind osztatlan képzések voltak, melyek még vagy a kétszintli Bologna-rendszer
bevezetése eldtt megsziintek, példaul az egyszakos nyelvtanari képzés (Kontra, 2016: 1), vagy
pedig a rendszer bevezetésével atalakultak, és mar csak a 2 és fél éves mesterképzéseken folyt
nyelvtanar képzés (Lehmann et al., 2011: 260; Bacskai et al., 2020: 72), mégpedig ugy, hogy
két szakos tanarra valtak a diplomasok. Ez a képzési forma tobb szempontbol is problémas volt,
egyrészt mert egy foszakbol és egy minor szakbol szereztek a tanarok egyenértékii képesitést
ugy, hogy mar a foszakon is csokkent a szaktargyi képzések oraszama a korabbi képzésekhez
képest, a minor szakon pedig még ennél is kevesebb idot fordithattak a programok a
szakképzésre. Emiatt aztan a ,,fél” szak hasznalhatatlanna valt a gyakorlatban, a tanari palyan
(Radnoti & Kiraly, 2012: 106). Talan ennek is koszonhetden allt vissza 2013-ban az osztatlan
tanarképzés rendszere, melyben 4+1 gyakorld év alatt lehetett altalanos iskolai, illetve 5+1
gyakorlo év alatt kozépiskolai tandri diplomat szerezni (Smid, 2018: 20; Bacskai et al., 2020:
72-73). A Bologna-rendszerben kialakitott 2 és fél éves, mesterképzéses tanarszakok 2017-re
sziintek meg teljesen. A 2013-ban bevezetett 4+1, illetve 5+1 éves képzéseket 2022.
szeptemberétdl felvaltottdk a 4, illetve 5 évesre atalakitott, szintén osztatlan tanarképzési
programok a 830/2021 (XI1.29.) Kormanyrendelet szerint.

A finn nyelvtanar-képzés, csakugy, mint mas szakok tanarképzése, az 1970-es évek ota
egyetemi diplomahoz kotott (Mankki & Raihd, 2022:1), ezt a Bologna-rendszer bevezetése ugy
erésitette meg, hogy tanari diplomat a mesterképzés elvégzésével szerezhetnek a hallgatok
(Jyrhdma et al., 2008: 2; Bus, 2015: 21). A nyelvtanar-képzés tartalmaért az idegen nyelvi
tanszékek €s a pedagogiai tanszékek kozosen felelosek (Marsh et al., 1998). Az egyik 1ényeges
kiilonbség a magyar rendszerrel Osszehasonlitasban az, hogy a tanar szakos hallgatok a
gyakorloiskolak ¢életébe mar rogton a képzés elején bekapcesolodnak, ezaltal folyamatosan, egész
képzésiik soran figyelemmel tudjak kdvetni, hogy mi toérténik az iskolakban (Bus, 2015: 25). A
masik kiilonbség pedig az, hogy a tanarképzési programok olyan tandrok képzését tlizik ki célul,
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akik a palyan sajat osztalytermi kutatasaikra alapozva tervezik, szervezik, valdsitjadk meg a
tanorakat (Jyrhdma et al., 2008; Csapo, 2015).

2.2. A tanarok tarsadalmi megitélése

Amikor a tanari palya megitélésérol beszéliink, kiilonbséget kell tenniink a tanari szakma,
valamint a tanar palya kozott (Gordon et al., 2016: 140). Tanari szakmardl a képzettség
megszerzése kapcsan van szo, mig a tanari palya magat az iskolaban eltoltott pedagogusi
munkat jelenti. Amikor ezek presztizse keriil emlitésre, a ketté nem minden esetben ugyanolyan
mértékli. Példdul a tanari diploma megszerzése jarhat magas tdrsadalmi elismertséggel,
mikozben maga a tanari palya alacsony tarsadalmi presztizzsel rendelkezik. Finn viszonylatban
a tanulmanyok egyetértenek abban, hogy a finn tanarok tarsadalmilag elismertek, magas szintii
autonomiaval birmmak munkajuk soran, amelyért megfelelé fizetést is kapnak. A finn
tarsadalomban tisztelet 6vezi mind a tanari szakmat, mind a tanari palyat, a tanarsag presztizse
tehat magas (Bus, 2015: 21; Huhtala & Vesalainen, 2017; Griinthal & Lapajde, 2020: 90;
Medovarszki, 2021: 217; Kuusisto & Tirri, 2021). Magyarorszagon ugyan egy tanari diploma
megbecsiilést ¢€lvez, azonban maga a tanari palya kozel sem nevezhetd tarsadalmilag
elismertnek. A tanarok fizetése alacsony, a munkaidejiiknek kevesebb mint a felét teszi ki a
tanitas, a tobbi munkadraban mindenféle mas, adminisztracios €s egyéb, oran kiviili feladatuk
van, példaul versenyfeliigyelés (Smid, 2018: 21). Osszességében elmondhaté, hogy mig
Finnorszagban a tanari palya népszerii (Csapo, 2015: 7; Huhtala & Vesalainen, 2017), addig
Magyarorszagon ennek az ellenkezéje figyelhetd meg.

A tanari palya tarsadalmi megitélése abban is mérhetd, hogy hanyan jelentkeznek
tanarképzésre, majd a képzést elvégezve hany friss diplomas lesz valoban tanar és 6k milyen
statuszba keriilnek a palyajuk elején, illetve mérvado az is, hogy hanyan hagyjak el a palyat és
valasztanak masik foglalkozast egy-két éven beliil (Gordon et al., 2016: 136, 147, 148).
Finnorszagban azt lehet latni, hogy sokszoros (akar harmincszoros is lehet) a tiljelentkezés a
tanarképzésben (Bus, 2015: 21; Gordon et al., 2016: 143; Griinthal & Lapajoe, 2020: 96). Ez azt
is jelenti, hogy valogatni tudnak és ezaltal a legjobb jelentkezOket fogjak felvenni, akik aztan
nagy valoszinliséggel el is végzik a képzést, majd — a tanari palya magas presztizse miatt is —
tanarként fognak elhelyezkedni. Finnorszagban a végzett tanarok egyébként is azonnal
pedagogusi — és nem pedig gyakornoki — statuszba keriilnek (Gordon et al., 2016: 148).
Mindezek miatt kevés a valdszinlisége annak, hogy tanarhidnnyal kelljen a finn oktatési
rendszernek megkiizdenie. A magyarorszagi helyzet szamos ponton eltér a finntdl. El6szor is,
egyes, foként természettudomanyi szakokon mar évek ota alig jelentkeznek az érettségizok a
tanari képzésre (Radndti, 2021), és visszaesés tapasztalhatdo az elmult par évben a nagyobb
népszeriiségnek o6rvendd tarsadalomtudomanyi tanarszakokon is. Tobbszords thljelentkezésrol
tehat nem lehet a magyar rendszer kapcsan beszélni. A kotelezo palyaalkalmassagi vizsga soran
a rendszer ugyan kisziiri a tanari palyara nem alkalmas jelentkezOket, azonban a legjobbak
kivalogatasa a jelentkezok alacsony szdma miatt nem valdsulhat meg. Ezek utan a magyar
rendszer kiilonféle problémakkal szembesiil mar vagy a képzés soran (lemorzsolddas), vagy a
képzés befejezésekor, hiszen a végzett tanarok a tanari palya alacsony presztizse €s a fizetés
miatt vagy nem fognak tanarként elhelyezkedni, vagy egy-két éven belill mas hivatést
valasztanak maguknak (Bacsa-Ban, 2021). A helyzetet az is neheziti, hogy ellentétben a finn
friss diplomas tanarokkal, a magyar friss diplomasok, amennyiben a tanitast valasztjak,



Balogh: A tanari palya Magyarorszagon

gyakornokként kezdik meg munkajukat, és a tanari statusz elsé fokozataba csak kiilon vizsga
soran tudnak bekeriilni egy-két év utan. Ez aztan ahhoz vezet, hogy a tanarhiany egyre tobb
tantargy kapcsan okoz problémat Magyarorszagon.

2.3. Tanar szakos hallgatok palyaképe

Szamos tanulmany kisérli meg feltérképezni azokat az okokat, amelyek a tandri palya
elhagyasahoz vezetnek mind a kezdd, mind a mar tobb éves tanitasi gyakorlattal rendelkezd
tanarok korében (elobbire 1asd példaul Veenman, 1984; Fimian & Blanton, 1987; Kim & Cho,
2014; utobbira példa Bacsa-Ban 2021-es tanulménya). Ezek a vizsgalatok arra vilagitanak ra,
hogy mig a tanari palya pozitiv vagy negativ tarsadalmi megitélése inkabb a palya kezdetén
jatszik szerepet abban, hogy a diplomaval rendelkezd tandrok ténylegesen a tanari palyan
helyezkednek-e el, addig a tanari palya els6 par éve meghatarozé jelentdségli abbol a
szempontbdl, hogy valoban a palyan maradnak-e a kezd6 tanarok vagy palyaelhagyok lesznek.
A palya kezdetét sokszor dramai valtozasként, akar traumaként is megélhetik a kezd6 tanarok
(Veenman, 1984: 144; Kim & Cho, 2014: 67). Az ezzel jaro stressz és esetleges korai kiégés is
nagyban befolyasolja, hogy magas azoknak a tandroknak a szdma, akik mar az elsé par év
tanitas utan kilépnek a tanitasbol (Fimian & Blanton, 1987: 157, 163). Ezen tl nehézséget
jelent még a kezdd tanarok szamara a fegyelem és a motivacio fenntartasa, az osztalytermi
differencialas, az értékelés, valamint a tananyagok Osszeallitisa és az osztalytermi munka
szervezése is (Veenman, 1984: 143).

A mar palyan 1év6 tanarok mellett a tanarszakra felvételizo jeloltekkel vagy a mar tanar
szakos hallgatokkal végzett kutatdsok is nagyban hozzajarulnak ahhoz, hogy a palyaelhagyas
egyeb okait mar akar a tanarképzés korai szakaszaban be lehessen azonositani, és megfeleld
segitséggel végiil mégis a palyan lehessen tartani a friss diplomas tanarokat. Egyik kutatasdban
Delamater azt figyelte meg (2015: 1-2), hogy mar a felvételi elbeszélgetés soran az deriil ki,
hogy a jelentkezdk tulidealizaljak a tanari palyat és egyben sajat jovobeli szerepiiket is ezen a
palyan, mert elképzeléseik sem sajat magukkal, sem a tanitassal kapcsolatban nem realisak.
Ezen kiviil a didkok életének megvaltoztatasat fontosabbnak tartjak, mint magat a tanitast,
illetve azt is gondoljak, hogy a kettd kizarja egymast, tehat egy tanar vagy tanitja, vagy
inspiralja a diakokat, de mindkettore egyszerre nem képes. Ennek az az egyik kdvetkezménye,
hogy amikor a tanitasi gyakorlat szembesiti 6ket a valésaggal mind sajat tanari személyiségiik,
mind a tanitas kapcsan, akkor gyakran arra a kdvetkeztetésre jutnak, hogy mégsem szeretnének
tanarra valni.

Magyarorszagon angoltanar-szakos hallgatokkal végzett vizsgalatok egyetemistak
véleményét kérdezték meg a képzéssel kapcsolatban (Lehmann et al., 2011), illetve a tanari
palya iranti motivacidjukat (Smid, 2018) és a tanari palyaval kapcsolatos jovobeli
elképzeléseiket (Doro, 2022) tanulmanyoztak. A Lehmann és munkatarsai (2011: 266, 273-274)
altal végzett kutatas azt mutatja, hogy a hallgatok alapvetdéen elégedettek a mesterszakos
angoltandr-képzéssel, mert ugy érzik, hogy a jovobeli munkajukban jol hasznalhato tudast
szereznek. Ugyanakkor bizonyos kurzusok esetében azt érzik, hogy azok nem fejlesztik
megfeleld6 modon és mértékben a tanari kompetenciaikat. Ez azért jelenthet problémat a
késobbiekben, mert ha a hallgatok bizonytalannak érzik felkésziiltségiik mértékét a tanari
palyara, akkor az hozzajarulhat ahhoz, hogy mas hivatast valasszanak. A motivaciojukra
vonatkozo vizsgalat azt allapitotta meg (Smid, 2018: 28-29), hogy a magyar egyetemistakat
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kiils6é faktorok nem motivaljak a tanarra valas folyamataban, amely nem meglepd a tanari palya
tarsadalmi megitélésének tiikrében Magyarorszagon. Amennyiben tanarként szeretnének
elhelyezkedni, ezt foként belsd indittatasbol teszik. Ebben az esetben tehat a kiils faktorok
jatszhatnak szerepet abban, hogy a palyan maradnak-e a diplomat szerz6 nyelvtanarok. Tanar
szakos egyetemistak fogalmazasainak elemzése (Dord, 2022) fontos kiinduldpontot jelenthet
annak megértésében, hogy mikor dontenek Ggy a hallgatok, hogy mégsem a tanari palyat
valasztjdk. Ez a vizsgdlat azt talalta, hogy az els6évesek korében ugyan megfigyelhetd a
bizonytalansag és a félelem a jovobeli palyajukkal kapcsolatban, ugyanakkor tobbségiiknek mar
a képzés kezdetén is nagyon hatarozott elképzelései vannak arrol, hogy a tanari palyan szeretne-
e maradni vagy mas palyat fog valasztani.

Svédnyelv-tanar szakos hallgatokkal végzett vizsgalataban Huhtala azt talalta (2015),
hogy Finnorszagban a tanari palya presztizsének €s a tanari palya elhagyasanak kérdése meg
sem jelenik a finn egyetemistak jovobeli palyajukrdl irt fogalmazasaiban, hiszen tanari
munkajuk tarsadalmi elismertséggel és megbecsiiltséggel jar. Ezt Griinthal és Lapajoe (2020) is
alatamasztja, akik finn és észt, anyanyelv-tanar szakos hallgatok motivacidjat vizsgaltak a tanari
palyaval kapcsolatos elkotelezettségiik szempontjabol. Vizsgalatuk szerint a tanar szakos
hallgatok tobbsége mindkét orszagban ugyanolyan erds motivacidoval bir a tanitast illetden,
ugyanakkor mig Esztorszigban a tanari palya alacsony tarsadalmi megitélése negativan
befolyasolja a palyan maradast. Ez a kérdés azonban Finnorszagban nem meriil fel, mert ott a
tanari munkdnak nagy a presztizse. Ami a finn, tanar szakos hallgatokat inkabb foglalkoztatja az
a tanari identitasuk kialakulasa-kialakitasa, majd a munkajuk soran az osztalyteremben nyujtott
teljesitménylik, ezen beliil foként a szaktudasuk, valamit a didkokkal és a sziilokkel vald
kapcsolatuk, és végilil a nagy munkaterhelés miatti kevés szabadid6é kérdése is felmeriil
résziikrél, amikor a jovobeli palyajukrél gondolkodnak (Huhtala, 2015).

3. Kutatasi kérdések

A tanulmany alapjdul szolgaldé kutatds Huhtala 2015-6s tanulméanydnak mddszertanat
alkalmazva keresi a kovetkezd kérdésekre a valaszt: 1) Hogyan jelenik meg a tanarképzés
kérdése ¢és a tanari palya tarsadalmi megitélése magyar, nyelvtanar-szakos hallgatok
fogalmazasaiban? 2) A finn eredményekkel Osszehasonlitva, milyen hasonlosagok ¢és
kiilonbségek figyelhetok meg a magyarorszagi nyelvtanar-szakos hallgatok jovobeli
palyaképében a tanari identitasuk kialakuldsara-kialakitdsara vonatkozdan? 3) Milyen
mértékben hasonlitanak vagy kiilonboznek azok a kérdések, amelyek a finn és a magyar
hallgatokat a tandri palyaval kapcsolatban foglalkoztatjak?

4. Modszertan

41 magyar, nyelvtanar-szakos hallgato vett részt a kutatasban. Mindannyian a hatéves, osztatlan
tanarképzési programban vettek részt, angol és egy masik szakos tanarnak tanultak — a masik
szakjuk egyénileg kiilonboz6 volt. Az adatfelvételkor mindannyian harmadévesek voltak, tehat
képzésiik felénél tartottak, viszont a tanitasi gyakorlatukat még nem kezdték meg. Részvételiik a
kutatasban 6nkéntes alapon tortént és anonim volt.

A résztvevok feladata abbol allt, hogy angolul irjanak egy 300 szavas esszét, Me — a
teacher-to-be cimmel, amely Huhtala 2015-0s tanulmanyénak is alapjat képezte. Az ezekbdl a
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fogalmazasokbol 0Osszeallitott korpusz szolgalt a kutatds alapjaul. A jelen tanulmanyban
szerepld példakat az angol esszék alapjan a szerzo forditotta magyarra.

A fogalmazasok a kutatasi kérdések mentén, a tematikus tartalomelemzés modszerével,
kvalitativ médon keriiltek feldolgozasra. A kddolas utan, a tobb fogalmazasban is megjelend
témak — a tanarképzés, a tandri palya presztizse, a tanari identitds kialakuldsa és jovobeli
palyaképiik — mentén tortént meg a magyar és a finn hallgatok meglatasainak 0sszevetése.

5. Eredmények

5.1. Tanarkeépzés

A részt vevo hallgatok a tanarképzést inkabb negativ jelzokkel irjak le: nehéz és hosszi, v és
problémas; stresszes; nem kiegyensulyozott az oktatas; illetve a bevezetd kurzusokrdl azt
gondoljak, hogy azok hasznosak, de unalmasak. Magara a képzési programra reflektalva, csak
két hallgatdo nyilatkozott pozitivan, a tobbiek inkabb kritikat fogalmaztak meg ezzel
kapcsolatban is. Az egyik hallgatdé a képzési program egészével, a masik mar inkabb csak a
képzés angolos részével elégedett, mert szerinte az angolos oktatok megprobaljik a kurzusokba
a modszertant is beleépiteni még akkor is, ha nem az a kurzus téemdja. Ugyanakkor tobben
éppen azt kifogasoljak, hogy ahhoz képest, hogy tul hossza a képzés — annyit kell tanulnunk,
mint egy orvosnak vagy mint egy jogdsznak — kevés hasznos modszertani kurzusuk van,
ellentétben sok olyan kurzussal, amelyhez vagy nincs meg a hattértudasuk, vagy nem
kapcsolodnak szorosan sem a tanitishoz, sem az iskoldban tanitandé anyaghoz, sem a
szakmodszertanhoz. Ez egybecseng a Lehmann és munkatarsai (2011) altal megkérdezett
hallgatok véleményével, ugyanis Ok is azokat a kurzusokat hianyoltak a képzésiikbol, amelyek
jol felkészitették (volna) dket a tanitasra. Ezen tul a hallgatok még azt is negativumként emlitik
a programban, hogy csak viszonylag késon jutnak el az iskoldkba, a tanitasi gyakorlatra,
szerintiik ennek hamarabb kellene megtorténnie.

A 2022. szeptemberétdl atalakitott képzés remélhetdleg javulast hoz harom problémas
pont tekintetében is: 1) a képzés egy évvel rovidebb lesz, 2) a tartalmat illetéen is olyan
valtozasok keriilnek bevezetésre, amelyek tobb szakmodszertanos kurzust biztositanak a
hallgatoknak a képzés soran, 3) a képzés mar egy korabbi szakaszaban is el fognak jutni a
hallgatok az iskolakba. Ez utobbi valtozas egybecseng a finn rendszerben mar 1étezo
gyakorlattal, mely szerint a hallgatok mar a képzés kezdetén megtapasztaljak az iskolakban
foly6é munkat (Bus, 2015).

5.2. Presztizs

Mig a fogalmazasokban a hallgatok a tanari szakmat pozitiv jelzokkel illetik, maganak a tanari
palyanak az alacsony tarsadalmi elismertségével is tisztdban vannak. A tandri szakmat a
kovetkezokkel jellemzik: kreativ és kihivasokkal teli; gydnyori; egy olyan szerep, amely a
legfontosabb a mai tarsadalomban. Osszességében ugy vélik, hogy maga a tanari szakma egy
olyan fontos és felelOsségteljes foglalkozas, amely hatassal van a kdvetkez6 generaciok életére.
Ugyanakkor Gordon et al. (2016) allaspontjaval 6sszhangban, a kutatdsban részt vevod
hallgatok éles hatarvonalat hiiznak a magas presztizsii tanari szakma és az alacsony presztizsi
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tanari palya kozott. Erre a kdvetkeztetésre a tanarokkal szembeni tisztelet hianya és az alacsony
fizetés miatt jutnak, ahogyan ezt az 1. és 2. szamu példak is mutatjak.

(1) A tanarra valas ellen szol a fizetés. (...) A legnagyobb probléma a pénz, és ha ugy érzem,
hogy nem kapom meg, amit megérdemlek, akkor mast fogok keresni. A pénz beszél, és az
a szomoru, hogy amiatt kell aggodnunk, hogy nem kapunk elég pénzt, hogy eltartsuk
magunkat és félretegyiink a jovore.

(2) Manapsag a tandri palya nem olyan népszerii Magyarorszdgon a fizetés miatt, és mert
egyaltalan nem tisztelik oket.

Finn kortarsaikban ez a kérdés fel sem meriil, hiszen Finnorszagban a tanarokat tisztelik,
elismerik és megfizetik (Huhtala & Vesalainen, 2017; Medovarszki, 2021; Kuusisto & Tirri,
2021). Ezért a finn oktatasi rendszer kevésbé van kitéve a tanarhiany veszélyének, mig
Magyarorszagon a tisztelet hidnya és az alacsony fizetés népszeriitlenné teszi a palyat, amely
ahhoz vezet, hogy sok hallgatdo mar tanar szakos koraban ugy dont, hogy diplomaval a kezében
mas palyat valaszt, vagy ha tanitisra szanja magat, akkor sem a kozoktatasban fog
elhelyezkedni, hanem biztosabbnak latja a jovojét nyelvtanarként egy nyelviskolaban vagy egy
multinacionalis nagyvallalatnal.

5.3. A tanari identitas kialakulasa

Azok a magyar, nyelvtanar-szakos hallgatok, akik tanarok szeretnének lenni, hasonléan a finn
kortarsaikhoz (Huhtala, 2015), arr6l szamolnak be, hogy életiiknek mar egy korai szakaszdban
is tudtak, hogy tanitani szeretnének, példaul azzal, hogy ezt irjak: Mindig is tandr akartam
lenni. Ez 6sszecseng Smid, (2018) eredményeivel, amelyek azt mutatjak, hogy azok a hallgatdk,
akik tanarok szeretnének lenni, ezt foként bels6 motivaciobdl teszik. Azonban az ebben a
vizsgalatban részt vevé hallgatok esetében masok — volt tanarok, rokonok, osztalytarsak —
hatasa, inspiracioja is segit nekik annak felismerésében, hogy a tanari palya az ¢ utjuk (lasd a 3.,
4. és 5. példat).

(3) A kozépiskolaban volt egy annyira nagyszerii és okos tandarom, hogy ugy dontottem, hogy én
is tanar leszek.

(4) A csaladomban mindenki tanar, tehat elmondhatom, hogy a véremben van [a szakma].

(5) Amikor az osztalytarsaim, a barataim vagy a testvérem megkért, hogy segitsek nekik, mindig
nagyon élveztem, hogy segithetek. Az osztalyfondokom ugyanezt tette. Tamogato volt,
segit6kész és kedves. O volt az az ember, akire felnéztem.

Azonban mig a finn hallgatok és néhany magyar hallgaté tanari identitasanak kialakulasa
viszonylag egyszer(i és egyértelmil modon torténik, addig a magyar hallgatok tobbségének esete
ennél arnyaltabb. Elészor is, tobben koziililk nem pozitiv példa, hanem éppen ellenkezdleg,
valamilyen negativ élmény hatasara szeretnének tanarok lenni.

(6) Az étlet, hogy tandr legyek, akkor meriilt fel bennem, amikor az elsé olasz gyakorlo tandrral
taldalkoztam az iskolaban. Mindig azt gondoltam, hogy nem elég jok, és hogy én jobban
tudnam csinalni, ami abban motivalt, hogy ezt a foglalkozdst valasszam.
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(7) Azért dontottem ugy, hogy tanar leszek, mert a kozépiskolai angoltanarom rossz volt, aki
nem tanitott nekiink semmit, vagy csak nagyon keveset. Ugyhogy tigy déontiottem, hogy
jobb tanar leszek, mint 6 volt.

Ezen tul gyakran az torténik, hogy egyes hallgatok ugy keriilnek be a tanarképzési programba,
hogy nem tudjak, mik szeretnének lenni, de azt felismerik, hogy az angol szakos diplomajukkal
nem csak a tanari, hanem mas palyan is el tudnak majd helyezkedni.

(8) A kozépiskolaban sokdig nem voltam abban biztos, hogy mit akarok majd tanulni az
egyetemen. Csak azt tudtam, hogy szeretem a nyelveket, és elég sikeres nyelvtanulo
voltam, és hogy folytatni akarom a nyelvtanulast.

Vannak olyan esetek is, amikor mas palyat szerettek volna eredetileg valasztani, de vagy
meggondoltak magukat, és mégis tanarszakra jelentkeztek, vagy pedig nem vették fel dket oda,
ahova eredetileg szerettek volna menni, ezért igymond végsd megoldasként valasztottak az
angoltanar-képzést, hiszen a koztudatban az all, hogy egy angol szakos, mesterképzéssel
egyenértékii diplomaval Magyarorszagon tobb lehetOségiik is van az elhelyezkedésre, ahogy ezt
a 9-12. példak is mutatjak.

(9) A kozépiskola utolso évében nem tudtam pontosan, hogy mi akarok lenni. Csak azt tudtam,
hogy érdekel a nyelvtanulas. Sokaig németet akartam tanulni, de az utolso pillanatban
meggondoltam magam, és ugy dontéttem, hogy angol- és némettanar-képzésre
Jjelentkezem.

(10) Be kell vallanom, hogy eredetileg pszichologus szerettem volna lenni. Aztan megijedtem
attol, hogy naprol napra hogyan fogok reagalni a sok érzelmi fajdalomra. Ez az oka
annak, hogy meggondoltam magam, és ugy dontéttem, hogy mdsik palyat valasztok: mini-
pszichologus, azaz tanar leszek.

(11) Arrol almodoztam, hogy épitész leszek, de a rajzkészségem nem volt az elvart szinten. Ezért
valasztottam az angol szakot, és egy évvel késobb atjelentkeztem az angoltandr-képzd
programba.

(12) Ha azt mondanam, hogy mindig tandr akartam lenni, akkor hazudnék. Jogi egyetemre
mentem a kozépiskola utan, de rdjottem, hogy az nem az én vilagom. Miutan eldontottem,
hogy mégsem a jogi egyetemre szeretnék jarni, ugy gondoltam, hogy valami olyat kellene
tanulnom, amiben jo vagyok, és megprobaltam valami olyat taldalni, amit szivesen is
tanulnék. (...) Logikusnak tiint, hogy a tandarképzésre jelentkezem, mert az sok lehetdséget
kinal.

Osszességében a tanari identitds kialakulasaban van egy kevés hasonlésag a finn és a magyar

hallgatok kozott, ugyanakkor a példakbol az is lathatd, hogy a magyarorszagi tanar szakos

hallgatok egy része nem azért tanul a tanarképzd programban, mert tanar szeretne lenni. Inkabb
az motivalja Oket, hogy egy angol szakos diplomat szerezzenek, amellyel tobbféle palya is

nyitva all el6ttik. Ez egybecseng Doro eredményeivel (2022: 78-79), amely szerint a

megkérdezett hallgatok tobbsége elsdévesként nem biztos abban, hogy valdban tanar szeretne-¢

lenni, illetve néhany hallgaté mar a tanarképzés kezdetén tudja azt, hogy 6 nem a tanari palyat
fogja valasztani.
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5.4. Mi foglalkoztatja a hallgatokat a jovébeli palyajuk kapcsan?

Mig a tandri identitas kialakuldsandl inkabb kiilonbségek, addig a jovobeli tanari palyaképiikkel
kapcsolatban inkdbb hasonldsagok figyelhetok meg a finn és a magyar hallgatok kozott. Az
egyik ilyen kérdés a felkésziiltség, a szaktargyi tudas, illetve ennek hianya: aggddnak, hogy
nincs/nem lesz elég targyi tudasuk, amikorra befejezik az egyetemet és az iskolakba keriilnek.

(13) Sok mindent elfelejtettem, amit dltalanos és kézépiskolaban tanultam, és az egyetemen nem
az altalanos és a kozépiskolai tananyaggal foglalkozunk, hanem magasabb szintii
temakkal. Ezért ugy érzem, hogy hianyos a tuddasom.

(14) (...) az elsé szamu félelmem az, hogy rosszat tanitok a jovébeli didkjaimnak. Hallottam
néhany embertdl, hogy a tandraik alacsonyabb szinten voltak, mint 6k, és én sohasem
akarok ilyen lenni.

Egy masik, kozponti kérdés a fegyelem fenntartasanak modja (lasd a 15., 16., 17. és 18. példat).
Egy tovabbi kérdés, amely miatt mind a finn, mind a magyar hallgatok aggddnak, az a
munkaterhelés (19. és 20. példak).

(15) Legjobban a fegyelmezéstol félek.

(16) Nehéz elképzelni vagy nehéz felkésziilni azokra a helyzetekre, amikor sok gyerekkel kell
egyszerre foglalkozni, akik folyamatosan rosszalkodnak. Mi lesz, ha erre nem leszek
keépes?

(17) A masik félelmem az, hogy nem lesz elég tekintélyem a didkok szemében és nem leszek

képes iranyitani az osztalyt. Nem gondolom magamrol, hogy nagyon szigoru lennék, ezért
feélek ettdl.

(18) Amitdl a leginkabb félek, az az, hogy hogyan fogok egy egész osztalyt egyediil iranyitani és
lehet, hogy arra jovok ra, hogy nem vagyok elég jo, hogy tanar legyek.

(19) Jelenleg azt ldtom, hogy a tanarok munkdja sosem ér véget.

(20) Egy masik dolog, ami miatt aggodom, az a rengeteg adminisztracio (ami kételezd), ezért
kevesebb ido marad nemcsak a tanitasra (felkésziilés), hanem a maganéletre is (alvas,
csalad, hobbik).

Az egyik nagy kiilonbség a finn és a magyar tanar szakos hallgatok kozott az, hogy a magyar
hallgatok fogalmazasaiban megjelenik az Onreflexid, amely soran gyakran arra a
kovetkeztetésre jutnak, hogy személyiségiik és az ebbdl eredd bizonytalansag nem teszi Oket
alkalmassd arra, hogy tanarokka valjanak. Ezt a jelenséget a 21., 22. és 23. példak mutatjak be.

(21) Sajnos nem vagyok biztos abban, hogy ez foglalkozds nekem valo. Nagyon nehéznek
talalom, és azt gondolom, hogy nem vagyok olyan magabiztos, amilyennek lennem
kellene.

(22) Vannak félelmeim a tandrrad valassal kapcsolatban, mert néha azt érzem, hogy nem vagyok
elég intelligens és magabiztos ahhoz, hogy jo tanar legyek.
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(23) Ezen a ponton azt érzem, hogy mindegy, hogy jo/rossz vagyok egy-egy targybol, sosem
leszek ’jo tanadr’, egyszeriien azért, mert nem gondolom magamrol, hogy olyan
tulajdonsdgaim vannak, mint egy jo tandarnak. Példaul, azt gondolom, hogy nem vagyok
masokkal sem nagyon tiirelmes, sem empatikus, és egy ilyen palyan ez gondot okozna.

A fentiekbdl az kovetkezik, hogy azok a kérdések, amelyek a finn és a magyar tanar szakos
hallgatokat hasonl6 mértékben foglalkoztatjak, nem vezetnek még direkt modon a palya
elhagyasahoz. Azonban az, hogy sajat magukat olyan negativ tulajdonsdgokkal ruhdzzak fel,
amelyek szerintiik a rossz tandrokra jellemzd, és amely miatt aztdn megkérddjelezik sajat tanari
képességeiket, eredményezheti azt, hogy az egyetemet elvégezve mégsem a tanar palyat
valasztjak.

6. Osszegzés

Huhtala (2015) tanulmanya azt mutatja be, hogy a vizsgalataban részt vevo, finn, nyelvtanar-
szakos hallgatok szaméara nem kérdéses, hogy tanarok lesznek a program elvégzése utan.
Mindazonaltal foként kiilsé faktorok (didkok, sziil6k, munkaterhelés) miatt fejezik ki
aggodalmukat a jovobeli palyajukhoz kapcsoloddan. A tanarképzés, illetve a tanari palya
tarsadalmi elismertségének kérdése nem meriill fel a finn hallgatok fogalmazasaiban,
valoszinlileg azért, mert ezek nem vetnek fel olyan problémakat, amelyek elgondolkodtatjak
vagy elbizonytalanitjak oket a tanari palyaval kapcsolatban.

Ezzel szemben jelen felmérésbdl az deriil ki, hogy a magyar, angolnyelv-tanar szakos
hallgatok egy része mar a képzésre vald jelentkezéskor tudja, hogy nem akar tanar lenni, de
olyan szakon — idegennyelv, foként angol — szeretne tanulni és diplomat szerezni, amellyel
aztan mas palyan konnyebben elhelyezkedhet. Azok kozott a hallgatok kozott, akik tanarok
szeretnének lenni, vannak olyanok is, akik ugyan tanitani szeretnének, azonban Ok sem a
kozoktatasban, hanem vallalatoknal vagy nyelviskolaban képzelik el magukat tanarként. Ebben
kozrejatszanak olyan kiils6 faktorok, mint példaul a tanari palyanak altaluk is érzékelt alacsony
tarsadalmi presztizse és az alacsony fizetés, ugyanakkor belsd okai is lehetnek, példaul az, hogy
nem tudjak magukat tanarként elképzelni bizonyos személyiségjegyeik miatt. Mivel a
kutatasban részt vevo hallgatok képzésiik felénél vallottak meglatasaikrol a jovojilikkel
kapcsolatban, ezért jelen vizsgalatbol nem deriil ki, hogy képzésiik végén, esetleg a diplomajuk
megszerzése utan is ugyanigy gondolkodnak-e a tanari palyarol.

A tanarképzésért felelos intézmények a tanari palya elhagyasaért felelos gazdasagi-
tarsadalmi okokat nem tudjak befolyasolni, illetve a jelenlegi rendszer arra sem ad lehetéséget
vagy modot, hogy kisziirje azokat a jelentkezdket, akik mar a képzés kezdetén tudjak, hogy nem
akarnak tanarok lenni. Azonban a hallgatok elbizonytalanodésa a tanari palya kapcsan egy olyan
jovobeli kutatasi teriilet lehet a tanarképzoé intézmények szamara, amelyeken a bizonytalansag
kialakulasanak okai mélyrehatéan elemezhetek, igy a tanar szakos hallgatok tanari
identitasanak megfelel6 iranyu fejlesztése azt is eredményezhetné, hogy nem valasztanak
magunknak masik hivatast, hanem a tanari palyan maradnak. Az okok feltérképezése azt is
lathatdva tenné, hogy hogyan lehetne a palyaelhagydokat mégiscsak a palyan tartani.
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English title and summary
Being a teacher in Hungary from the perspective of teacher trainees

The main aim of the current paper is to investigate how English teacher trainees (N=41) view their future
teaching careers in Hungary. Since the research design of the study is based on a similar investigation in
Finland, the Hungarian and Finnish contexts are compared and contrasted throughout the paper. In the
literature review, the paper shows that, as far as the teaching profession is concerned, the most significant
difference between Hungary and Finland lies in the perceived low and high social prestige of teaching,
respectively. In Hungary, the disadvantageous societal status of the teaching profession is also shown by
the large number of newly trained teachers leaving the field either immediately or within one or two years
after graduation. Therefore, research conducted with Hungarian teacher trainees attempts to determine
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teacher trainees’ relationship with their chosen professional path in order to find the means that can lead
to the development and improvement of both the training programs as well as the perception of their
career. The present study asked Hungarian university students to write an essay about themselves as
teachers imagining the future. The participants were all studying to be English teachers, and by the time
of the data collection, they had completed three years of the six-year teacher training program. The
written narratives were examined with the help of thematic content analysis. The main focus points of the
respondents’ writings include reflections on the teaching training program itself, the prestige of teachers
and the teaching profession, the development of teacher identity, and their thoughts and worries in
connection with their future in the field. Compared to Finland, similarities can be observed in how teacher
trainees view the training program as well as in the ways they identify the most important notions of their
teacher identity development. As for the future, although both Hungarian and Finnish students worry
about the same issues, for example, whether their subject knowledge will make them suitable for the
profession, Hungarian trainees also believe that some of their personal traits, such as lack of patience,
confidence, or empathy, will not enable them to become effective and successful teachers. The most
notable difference between Hungarian and Finnish teacher trainees can be attributed to the difference in
the social prestige of teaching in the two countries. That is, while Finnish trainees do not display any
intention of leaving the field, many Hungarian students claim that they cannot or do not want to imagine
themselves as teachers, with low prestige and low salaries playing a key role in such decisions. As a result
of the disadvantageous social and financial situation of teachers in Hungary, graduate teachers often feel
forced to find employment in completely different fields. In fact, teacher training institutions and research
in this domain may not be able to offer solutions to economic or societal incommodities novice teachers
have to encounter; however, it might be beneficial for the future of the teaching profession if they could
provide adequate help both with teacher identity and personal traits development of the future teachers.
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Az utobbi években nagyszamu szakirodalom foglalkozik a tanari identitdssal és meggy6zodésekkel,
amelyek kulcsfontossaguak az osztalytermi folyamatok megértésében. Mikdzben egyre tobb tanulmany
foglalkozik a gyakorl6 tanarok identitasaval és meggydzddéseivel, a tanarképzds hallgatok meglatasaival,
tanari identitasuk alakulasaval kevés kutatas foglalkozik, és még ritkabbak a kiilonb6z6 tanulasi
kornyezetek Osszehasonlitasara iranyuld vizsgalatok.

Kutatasunk célja egy longitudinalis vizsgalat, mely soran az egyetemi tanarképzésben részt vevd
hallgatok tanulasi, tanarra valasi folyamatat kdvetjiilk nyomon. Jelen tanulmany ennek a vizsgalatnak az
elsé 1épését mutatja be. Egyrészt arra voltunk kivancsiak, hogy a kiilonb6z6 szociokulturalis kontextusok
milyen mdédon befolyasoljak a tanarjeldltek szakmai identitasukrol és a jovobeli idealis tandrakrol alkotott
elképzeléseit, masfeldl pedig, hogy milyen elképzelésekkel, meggydzddésekkel érkeznek a hallgatok a
tanarképzési programba.

RésztvevOink tanarképzésben részt vevd hallgatok, Szegedrél (Magyarorszadg) és Csikszeredabol
(Romania), akik az adatgyiijtés idején még nem kezdték meg szakmodszertani kurzusaikat €s tanitasi
gyakorlatukat. A tervezett longitudinalis vizsgalat els6 1épéseként arra kértiik 6ket, hogy készitsenek egy
vizualis alkotast (rajzot, képet, kollazst, stb.) az idealis jovObeli angolorajukrdl és azt irasbeli
magyarazattal egészitsék ki.

Az eredmények azt mutatjak, hogy a tanarjeldlteknek nagyon konkrét elképzeléseik vannak az idealis
orajukrol, abrazolasaik sok részletet és sokféle szempontot tiikroznek.

Kulcsszavak: tanarképzés, tanari identitas, multimodalis narrativak, transzformativ tanulés

1. Bevezeto

Az elmult évtizedekben egyre tobb kutatas foglalkozik a tanarok meggydzddéseivel és a tanari
identitas alakuldsaval (lasd Borg, 2009; Arshavskaya, 2017; Kalaja és mtsai, 2018; Melo-Pfeifer
és Chik, 2020; Dor6, 2020; Maijala, 2021), melyek mind egyetértenek abban, hogy a
tanarképzOs hallgatok korabbi, didkként szerzett tapasztalatai jelentés hatdssal vannak a
tanitassal kapcsolatos meggy6zodéseikre, elképzeléseikre. A  tanarjeldlteket vizsgalo
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tanulmanyok célja az volt, hogy feltarjak a tanarjeldltek nézeteit, és megprobaljak nyomon
kovetni a pedagogiai gondolkodas fejlodését, vagyis azt, hogy a tanuldi perspektiva hogyan
alakul 4t fokozatosan tanari perspektivava.

Mivel a meggy6zOodéseket és a gondolkodast nem lehet kozvetleniil megfigyelni, a
kutatok kiilonbozo tipusu (irdsbeli, szobeli, vizualis, stb.) narrativakat hasznalnak a tanarok és a
tanarjeldltek tanitassal kapcsolatos nézeteinek és meggy6zOdéseinek megismerésére. Egyre
tobb, a tanarok meggy6zddéseire és identitasara 6sszpontositd tanulmany multimodalis adatokat
igyekszik gytijteni, ahol fotok vagy rajzok szolgdlnak késébbi irdsok vagy beszélgetések
alapjaul (1asd pl. Nikula és Pitkédnen-Huhta, 2008; Kalaja és mtsai., 2008; Dufva és mtsai., 2011;
Melo-Pfeifer és Chik, 2020; Maijala, 2021; stb.). A vizualis adatok gyakran tovabbi
adatgytiijtésre és informaciok eldhivasara szolgalnak. Tovabba, Johnson és Golombek (2011)
kiemeli, hogy a narrativdak nem csupan kutatasi eszkozok a meggy6zodések és nézetek
feltarasara, hanem mivel olyan kontextust biztositanak, amelyben a tandrok vagy a tanarjeldltek
kifejezhetik gondolataikat és reflektalhatnak ezekre, a narrativak eldsegitik és hozzajarulnak a
tanarok fejlodéséhez, "transzformativ erdvel" rendelkeznek (Johnson és Golombek, 2011: 491).

Egy Birelloval (2012) készitett interjuban Borg azt allitja, hogy a longitudinalis
vizsgalatok értékesebbek a tanarjeldltek fejlodésének vizsgalata esetében, mivel betekintést
nyujthatnak a tanarok vagy tanarjeldltek tanuldsi folyamataba. Mivel a tanarjeldltek a tanarra
valasuk soran szamos kiilonboz6 tapasztalattal gazdagodnak és korabbi tanuloként szerzett
tapasztalataikat kiegészitik, a tanarképzés sordn latogatott 6rak és a tanitasi gyakorlat, Borg
inkabb a longitudinalis vizsgalatokat tartja célravezetOnek a tanarrd valas folyamatanak idobeli
nyomon kdvetése érdekében.

Tanulméanyunk célja, hogy négy éven keresztiil kdvessiik a tanarjeloltek tanulasi
folyamatat, transzformativ tanuldsukat, amikor a tanari megismerés, a meggy6zddések és a
tanari identitasuk folyamatos valtozdson megy keresztiil. Jelen iras e longitudindlis vizsgalat
elso Iépésének eredményeit mutatja be, amelyben a tanarjelolteket arra kértiik, hogy abrazoljak
idealis jovobeli angol orajukat, mieldtt barmilyen modszertani képzésben részesiilnének, vagy
miel6tt barmilyen osztalytermi tanitasi tapasztalatra tennének szert.

2. Elméleti hattér

A transzformativ tanuldas elméleti kerete Mezirow (2006, 2009) transzformativ felnottkori
tanulas elméletén alapul, amelyben a szerz6 arra a folyamatra utal, amelynek soran a felndttek
egy altaluk megtapasztalt, életiiket megvaltoztatd esemény kapcsan egy 0j nézOpontot vagy
referenciakeretet fogadnak el. A transzformativ tanulds elméletét a felnottkori tanulési
folyamatok elemzésére hasznaltdk, de gyakran hasznalt elméleti keret a tanarképzés
kontextusaban is (lasd Weinberg és mtsai., 2020; Arshavskaya, 2017). Mezirow (1998: 190)
szerint a tanulas ugy foghato fel mint egy korabbi néz6pont vagy meggy06zddés Gjraértelmezése
a folyamatosan atélt, megélt tapasztalatok hatasara.

Ahogy Tillema (1997: 209) is ramutat, a tanarképzési programok vagy tanfolyamok célja
nem csupan az, hogy a leendd tanaroknak eszkdzoket, technikakat és modszertani ismereteket
adjanak at annak érdekében, hogy a jovében képesek legyenek orat tartani, hanem az is, hogy
korabbi meggy6zodéseiket alakitsik, formaljak. gy tehat fontos figyelembe venni a
tanarjelltek korabbi meggy6zddéseit, szilkség van azok feltarasara és igazitasara vagy
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megerdsitésére, ahhoz, hogy a tanarképzoés hallgatok szakmai identitdsanak fejlodését segitsiik
(Melo-Pfeifer és Chik, 2020).

A tanari megismerés vizsgalata azzal foglalkozik, hogy megértsiik, mit gondolnak, tudnak
¢és hisznek a tanarok (Borg, 2009: 163). A tanarképzés soran akkor tudjuk igazan megérteni a
tanarjeldltek tanitasrol és tanuldsrol kialakitott felfogésait, elképzeléseit, ha figyelembe vessziik
ennek a tanulasi folyamatnak a gondolkodasbeli dimenzidjat. A tanari megismerésen beliil
targyalt egyik kulcsfontossagi kérdés a korabbi nyelvtanulasi tapasztalatok hatasa a
tanarjeldltekre. A tanarjeloltek didkként atélt korabbi tapasztalatai befolydsoljak a tanitdssal
kapcsolatos meggy6zodéseiket. A tanarképzési programba érkezO tanarjeldlteknek mar
hatarozott, sok esetben egészen konkrét meggy6zddéseik vannak a tanitasrol, és szdmos
bizonyiték van arra, hogy ezek az elképzelések hosszu tavon befolyasoljak a tanarjelolteket
nemcsak a tanarképz6 program soran, hanem azon tilmenden, a tanitasuk soran is (Borg, 2009:
164; Herrera, 2016: 2).

Ahogy Miller (2009) ramutat, Borg (2009) tanari megismeréssel kapcsolatos kutatasai
nem emlitik a tanari identitas fogalmat, azonban a tanarok meggy6zddései, gondolkodasa és
gyakorlatai mind a tanari identitas részét képezik, amely folyamatosan alakul és atalakul a
kiilonb6z0 tapasztalatok révén. Az identitas tehat nem allando entitasként értelmezhetd, hanem
inkdbb ugy, hogy folyamatosan valtozik, és az egyén korabbi és jelenlegi tapasztalatai alakitjak
azt. Barkhuizen (2017) meghatarozasa szerint, a tanari identitds magéaban foglalja a tanarok
meggy0zodéseit és elméleteit melyeket gyakorlati tapasztalatokkal (pl. megfigyelés, tanuloi
visszajelzések) kombinalva a tanarok képesek értelmezni sajat viselkedésiiket és tanitasi
gyakorlatukat.

A tanarjeloltek jovobeli idealis tandrajukrol alkotott elképzeléseinek tanulmanyozéasa azt
jelenti, hogy a hallgatoknak még a gyakorlati tapasztalatszerzés elétt kell elképzelniiik magukat
tanarként. Ez a jovobeli kép, amely 6ket leendd tanarként abrazolja, egy lehetséges én, amely
magaban foglalhatja (1) a hallgatok aktualis énjének részeit, azaz jelenlegi meggy6zddéseiket,
attitlidjeiket és tulajdonsagaikat, (2) idealis tanari énjiiket, azaz milyenné szeretnének valni, és
(3) a sziikséges tanari énjiiket azaz azt, amit szerintilkk masok elvarhatnak téliikk (Kubanyiova,
2009; Dornyei és Kubanyiova, 2014).

Doré (2020) ramutat arra, hogy az els6éves hallgatok szamara nehéz a tanari identitas
megkonstrualasa, mivel még a tanitasi gyakorlat elétt allnak, igy az osztalytermi tapasztalatok
vagy a tanuldk reakcioi, visszajelzései ekkor még hianyoznak. Tanari identitasuk igy inkabb
elképzelt, mint szakmai vagy gyakorlati identitas (Doro, 2020: 27).

A tanarok identitasanak és meggy6z0déseinek tanulmanyozasa soran szamos modszertani
kihivassal talalkozunk, mivel a viselkedéssel, cselekvéssel ellentétben, a meggy6zddések nem
figyelhetok meg kozvetleniil. Birello (2012) interjijaban Borg azt javasolja, hogy a kdzvetlen
adatgyiijtési modszerek helyett inkabb kozvetett modszereket alkalmazzunk, példaul vizualis
adatokat, tehat rajzokat, képeket, kollazsokat.

3. Multimodalis narrativak hasznalata a tanari meggy6zodés kutatasa soran

Amint azt a fentieckben emlitettilk, az utdbbi években a kutatok gyakran hasznalnak
multimodalis adatkdzlési formakat a tanuloi, illetve tanari identitas és meggy6zodések kutatisa
soran. Kress és van Leeuwen (2006) nyoman a multimodalis narrativak egynél tobb
kifejezésmoddal felépitett, példaul fényképekkel vagy rajzokkal kiegészitett irasbeli
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narrativaként definidlhatoak. Egyre tobb, a tanulasi folyamatokra dsszpontositd tanulmany gyijt
multimodalis adatokat, ahol altalaban a fotok vagy rajzok kiindulopontként szolgalnak a kés6bbi
adatkozléshez (1asd pl. Nikula és Pitkénen-Huhta, 2008; Kalaja és mtsai., 2008; Dufva és mtsai.,
2011; Melo-Pfeifer és Chik, 2020; Maijala, 2021). A vizualis adatokat gyakran hasznaljak fel
tovabbi adatgylijtés céljabol és mas elbeszélési modok létrehozasara. A nyelvoktatasban is
beszélhetiink vizualis fordulatrol, amely hasznos ¢és hatékony eszkdzzé valt, melynek
segitségével a kutatok 1) betekintést nyerhetnek a meggy6zddések, érzelmi vetiiletek és a
megélt tapasztalatok megismerésébe (Kalaja és mtsai., 2018; Melo-Pfeifer és Chik, 2020).

Példaul, Dufva, Kalaja és Alanen (2011) Finnorszagban, a tanarképzés végén vizsgaltak a
nyelvszakos tanarképzos hallgatdkat és arra kérték dket, hogy rajzoljanak egy portrét magukrol,
hogy hogyan latjak magukat tanarként és adjanak rovid magyarazatot vagy értelmezést a
rajzaikhoz. Az eredmények azt mutatjdk, hogy a tanarképzds hallgatok gyakran egyediil,
tanulok €s tanitasi segédeszkozok nélkiil dbrazoltak magukat, inkabb pedagogiai szaktudasukat
emelték ki, mintsem a nyelvtudasukat. A résztvevok tovabba nagy hangstlyt fektetnének a
nyelvtan €s a szokincs mellett a kommunikacidra, az interakciora, az egylittmiikodésre, a szobeli
készségekre, s6t a kultura tanitasara is.

Tovabba Alanen és mtsai (2012) kutatasuk soran arra kérték a tanarképzos hallgatokat,
hogy rajzoljak le, vagy abrazoljak egy idegennyelv-orajukat, melyet a jovoben tartananak. A
kutatok arra voltak kivancsiak, hogy a hallgatok hogyan képzelik el egy jovobeli nyelvorajukat,
hogy képzelik el a tanulokat, az osztalytermet és sziikséges taneszkOzoket, tanitasi
segédanyagokat. A szerzOk a tanar elhelyezkedésére (kdzéppontban vagy sem), a tanulasi
kornyezetre (tabla jelenléte vagy hianya), valamint a tankdnyvek és mas médiumok jelenlétére
is Osszpontositottak. Az eredmények azt mutattdk, hogy azokon a képeken, amelyeken volt
tabla, magat az osztalytermet strukturaltabbnak abrazoltak, a tanuldk asztaloknal iiltek, bar nem
feltétleniil hagyomanyos sorokban. Ugyanakkor, par metaforikus vizualizacio is sziiletett, mint
példaul napban fiirdéz6 viragok.

Dor6 (2020) szintén tanarképzoés hallgatokat vizsgalt, de a két el6z6 bemutatott
tanulmanytol eltéréen 6 elsOéves egyetemi hallgatokat vont be, akik még tanarképzéssel
kapcsolatos targyakat nem tanultak. A szerzo a hallgatok irasos narrativait (esszéket) vizsgalta.
Eredményei azt mutatjak, hogy a hallgatok irdsaiban gyakran eléfordultak olyan témak, mint a
tanar személyisége, a tanar-diak interakciok, a tanari készségek és képességek, a tandri kozosség
tagjava valas és mas, a tanitason talmutato, altruisztikus jellegii célok, mint példaul a tanulok
segitése, motivalasa.

Maijala (2021) tanulmanya szintén multimodalis képeslapokon alapul, amelyeket egy
finn egyetem tanarképzds hallgatoi jovobeli dnmaguknak cimeztek. A kutatds célja az volt,
hogy egy egyéves tanarképzési program soran megvizsgalja a hallgatdk tanulési folyamatat. A
szerz6 az egyéves idGszak alatt a tanari meggy6zodésekben bekovetkezett valtozasokat és a
tanuldsi folyamatban bekovetkezé 4talakulasokat figyelte meg. Maijala (2021) arra a
kovetkeztetésre jutott, hogy a hallgatok elképzelései és meggy6zddései megvaltoztak a képzési
program soran. Ezek a valtozasok leginkabb olyan téren nyilvanultak meg, mint a hallgatok
Onbizalma ¢és a tanitdshoz vald pozitivabb hozzdallas. A tanarképzési program végén a
hallgatoknak valaszolniuk kellett sajat képeslapjaikra, ami egyfajta parbeszédet tett lehetové
onmagukkal, és lehetOséget adott arra, hogy kritikusan reflektaljanak a fejlodésiikre (Maijala,
2021: 12).
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Mint fentebb emlitettilk, a hallgatoknak gyakran mar konkrét elképzeléseik,
meggy0zddéseik vannak a tanitds folyamatarol amikor elkezdik az egyetemi tanarképzési
programot. Tanarszakos tanulmanyaik soran a hallgatok kiillonb6z6 pedagodgiai, pszichologiai,
szakmodszertani és egyéb tudassal, tapasztalattal gazdagodnak, melyek mind hozzajarulnak
szakmai fejlodésiikh6z ¢és tanari identitdsuk alakuldsdhoz. Ezen fejlédési folyamat
megismerésére, a transzformativ tanuldas nyomon kdvetésére a multimodalis narrativak
bizonyultak az egyik legalkalmasabb adatgytijtési eszkdznek, ahol az abrazolt és irott kifejezési
moédok kiegészitik egymast, ezaltal mélyebb betekintést nytjtanak a hallgatok reflektiv
folyamataiba.

4. Célok

Amint azt a bevezetében emlitettiik, longitudinalis kutatasunk tavlati célja, hogy a kutatasban
részt vevo tanarjeldltek transzformativ tanulasat kdvessiik nyomon. Jelen tanulmanyban magyar
nyelven Osszefoglaljuk e vizsgalat elsé 1épésének eredményeit, melyeket két angol nyelvii
kozleményben (Dégi és T. Balla, 2022a és Dégi és T. Balla, 2022b) korabban kdzreadtunk.

5. Adatgyiijtés

Az itt bemutatandé adatok tehat egy négy évre tervezett longitudinalis vizsgalat els6
szakaszanak eredményei. A vizsgalatban két orszag (Magyarorszag €s Romania) egy-egy
egyetemének angoltanar-szakos hallgatoéi vesznek részt, akik az elsd adatgyjtés idején még
nem vettek részt olyan egyetemi kurzusokon, melyek az angol nyelv tanitasara, illetve annak
modszertanara iranyulnak. A Szegedi Tudomanyegyetem 48 és a Sapientia Erdélyi Magyar
Tudomanyegyetem Csikszeredai Karanak 16 masodéves hallgatojat, tanulmanyaik negyedik
félévének elején, 2022 februarjaban arra kértiik, hogy — Kalaja és Méntyld (2018) nyoman —
rajzoljanak (kézzel vagy szamitogépes szoftverek segitségével) vagy egyéb modon (kollazs,
képek kivagasa és 0sszemontirozasa Ujsagokbol vagy magazinokbdl, szamitdgépes grafika, stb.)
hozzanak létre egy képet, melynek a cime: “Almaim angolorija”, és amely az egyetemi
diplomajuk megszerzése utani egyik orajukat abrazolja. A résztvevoket arra is megkértiik, hogy
néhany mondatos indoklast is flizzenek az alkotasaikhoz angol vagy magyar nyelven. A
feladatot a félév legelején kotelezd hazi feladatként adtuk, kéthetes hataridével. A résztvevok
szamara egyértelmiivé tettiik, hogy a feladat elkészitése kotelezd, de magukat a beadott
anyagokat nem osztalyozzuk.

Elso 1épésként a képi alkotasok tanulmanyozdsa soran arra torekedtiink, hogy jol
beazonosithatd, tobb képen megfigyelheté mintakat talaljunk (Dégi és T. Balla, 2022a). Célunk
ekkor az is volt, hogy megvizsgaljuk, a kiillonbdz6 szociokulturalis hattérrel rendelkezd
hallgatok masként abrazoljak-e az altaluk idealisnak tekintett nyelvorakat. Az alkotasokban
felmeriil6 mintak alapjan négy kiilonféle elemet azonositottunk be, és a képeket az alabbiak
alapjan elemeztiik: 1) tanulasi kornyezet, 2) a tanar elhelyezkedése, 3) az osztalyteremben folyo
tevékenységek, és 4) absztrakt képi megjelenitések.
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6. Eredmények

6.1 Tanuldsi kornyezet

A tanulasi kornyezet vonatkozasaban a legérdekesebb megfigyelésiink az volt, hogy a hallgatok
nagy részletgazdagsaggal rajzoltdk meg az osztalytermeiket. Amint arrdl két korabbi
tanulmanyban (Dégi és T. Balla, 2022a, 2022b) beszamoltunk, a hallgatok altal készitett képek
tobbsége hagyomanyos osztalytermi kornyezetet abrazol. Bar a képek kidolgozottsaga,
részletessége valtozo, a tobbség olyan, latszolag kotelezé elemeket tartalmaz, mint példaul a
tabla, a tanari asztal és a kiillonb6z6 mdodokon elrendezett padok (rendezett padsoroktol U- vagy
kor alakban elhelyezett asztalokig). Az aprolékosabban kidolgozott abrazolasok esetében
lathatunk faldiszeket, orakat, szekrényeket és polcokat konyvekkel és novényekkel, s6t, még
szOnyegek vagy babzsdkok is talalhatok, amelyek hangulatos kornyezetet biztositanak. Ezt
illusztraljak az alabbi képek is.

1. és 2. abra: Hagyomanyos tanulisi/tanitasi kornyezet

Az 1. és 2. képen hagyomanyos osztalytermi kdrnyezetet latunk. Az elsén a kétszemélyes padok
két oszlopban helyezkednek el, ugyanakkor a didkok egy része nem a padokban iil, hanem
valamilyen feladatot hajt végre a tabla el6tt. A masodik képen a padok elhelyezkedésébdl arra
kovetkeztethetiink, hogy a didkok csoportokban is dolgozhatnak, valamint az egyéb butorok
(konyvespolc, babzsakfotel) jelenléte arra utalhat, hogy tovabbi osztalytermi tevékenységekre is
van lehetOség.

A hallgatok altal megfogalmazott leirasok alatamasztjdk a kényelmes, hangulatos
osztalyterem kialakitasanak gondolatat: “Ugy gondolom, hogy ha puha pdrndkon, lazdbban
tiliink (alacsony asztalokkal) az csak fokozza a tandra jo hangulatat. Ez a nem tul szokvanyos
tilésrend kiilonosen eldnyds lenne azoknak a gyerekeknek a szamara, akik valamilyen
figyelemzavarral kiiszkddnek™.

Az osztalytermi berendezést illetden, Ugy a rajzok, mind a leirasok, a tanitési
segédanyagok és segédeszkozok boséges tarhazat mutatjak. A kdnyvespolcokon elhelyezett
konyvek, a falakat diszité dekoraciok (mint példaul plakatok és zaszlok), tankdnyvek,
szamitogépek, zene és térképek mind arrdl tantskodnak, hogy a hallgatok gondosan
odafigyeltek a részletekre is. Erdekes modon a redlidk (ebben a konkrét esetben kiilonbozd
gylimoélcsok) csak az egyik rajzon jelennek meg. A tablagépek és az okos- vagy interaktiv
tablak fontossaga a hallgatok irdsos magyarazataibol is kidertil.
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A nagyszamu, kifejezetten beltéri osztalytermi kornyezetet abrazold kép mellett néhany
nem hagyomanyos tanulasi kornyezetet is talalunk. A 3. képen allatkert-latogatast, a 4. rajzon
pedig angliai tanulmanyi kirandulast lathatunk, melyhez a csatolt leirasbol kideriil, hogy a
kultara tanitasa is fontos, “nagyszerii lehetoség lenne a(z) (cél)orszdagba utazni. A diakok
szamara a nyelv is érdekesebb lenne, ha lenne lehetdségiik odautazni’.

3. dbra: Osztalytermen Kkiviili tanitdsi/tanulasi kérnyezet - Az dllatkertben

4. abra: Osztalytermen Kkiviili tanitasi/tanulasi kérnyezet - Angliai tanulmanyi kirandulas

6.2. A tanar elhelyezkedése

A tanar elhelyezkedése a képeken meglehetdsen valtozatos, sok alkotdson hagyomanyosabb
modon, az osztaly el6tt, mig szamos mas képen a didkok kozott talaljuk a tanart. Az 5. és 6.
képeken a tanar az osztaly eldtt all. Az 5. rajzon a tabla segitségével vélhetden magyaraz, vagy
egyéb modon segiti a tanulasi folyamatot, a 6. képen pedig frontdlisan oktat vagy esetleg
csoportmunkat monitoral. Fent, az 1. képen a tanar szinte észrevétleniil a sarokban all, és onnan
figyeli a didkok altal végzett tevékenységeket.
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5. és 6. abra: Frontalis tanari elhelyezkedés

Az aldbb lathato 7., 8. ¢és 9. képeken a tanar a diakok korében, kozottik helyezkedik el. A
hetediken kdzépen allva, a nyocadikon pedig iilve, és szinte teljesen a diakok kozé vegyiilve:
val6jaban csak a beszédbuborékok teszik egyértelmiive, hogy a képen szerepld alakok koziil ki a
tanar. A 9. képen kisebb gyerekek kozott térdeld pozicidban helyezkedik el a tanar.
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A tanar testtartasa is valtozatos, gyakran teljes testtel odafordul, vagy odahajol a gyerekek felé.
Egy képen pedig azt lathatjuk, hogy egy kisebb gyerek kezét fogja. Az abrazolt tanar-arcokon
gyakran lathaté mosoly, mellyel a kellemes osztalytermi 1égkorre, segitdkészségre és baratsagos
hangulat kialakitasara utalnak az adatk6zlok. A mellékelt rovid leirdsokban visszatérd elem az
olyan pozitiv osztalytermi 1égkor fontossaganak hangsulyozasa, melyben a didkok aktivan
dolgoznak (“A4 legjobb ora az, amelyen a diakok [aktivan] részt vesznek, és figyelnek arra, amit
mondok.”), és ahol hasznos dolgokat tanulnak (“Az én osztalyom az a hely, ahol a didkjaim
fontos készségeket sajatitanak el, és ahol egyedien gondolkodhatnak™). A leirasokbodl az is
kideriil, hogy fontos, hogy az osztalyteremben a tanar is jol érezze magat (“Olyan tandrnak
képzelem el magam, aki 6rommel tanitja az angolt”), valamint a didkjai szamara is biztositsa,
hogy jol érezzék magukat (“Szamomra a legjobb visszajelzés a plafon felé nyujtozo kezek,
mosolyok és jo osztalyzatok lennének, ez a célom. Tanitani, oktatni és boldogga tenni a
gverekeket”; “emlékezetes oOrakat szeretnék tartani.”). A hallgatok koziil néhanyan
megfogalmaztak, hogy szeretnének “magabiztosak, kompetensek, és igazsagosnak lenni a
gverekekkel”, sOt egyesek azt irtdk, hogy szeretnének a didkjaik baratjava valni (“Azt szeretném,
ha a gyerekek baratot latndanak bennem”).

6.3. Tevékenységek, munkaformak

Az eddigiekben bemutatott képeken is jol lathatd, hogy sokféle munkaforma és osztalytermi
tevékenység jelenik meg. Megfigyelhetd csoportmunka, prezentacio, beszélgetés, és az
interakci6 és kommunikacié szamos kiilonféle formaja.

A jatékokat illetve kiilonb6zé mozgasformakat abrazold alkotasok koziil a 10. rajzon
Scrabble szokirako jatékot jatszo, a 11. képen pedig tancold alakokat latunk. A fenti 3., illetve 4.
kép iskolan kiviili tevékenységeket, az 5. kép pedig projektmunkat abrazol.

10. és 11. abra: Szokiraké jaték és tanc

Néhany adatkozlé kollazst készitett, ezek segitségével abrazolva az osztalytermi munka
sokrétiiségét. A 12. képen bemutatott kollazs olyan tevékenységeket mutat be, melyek
“zenehallgatasra és a zene szovegére tortéend odafigyelésre, rovid videok megtekintésere és
érdekes torténetek olvasasdra épiilnek”. A 13. képen lathaté kollazs csoportmunkat abrazol,
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mert “a gyerekek aktivabbak lehetnek csoportokban és a csoportmunka arra tanitia éket, hogy
hogyan dolgozzanak egyiitt”, valamint taneszkdzoket, utalast az elmetérképre, mint hasznos
technikara, amely a memorizalast segiti, illetve interaktiv eszkdzoket €s jatékokat.

“ AN IDEAL
o, ENGLISH CLASS

A

& Wordwall

13. abra: Kollazs 2: kiilonb6z6 tevékenységek
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A hallgatok leirdsai is alatamasztjadk a vizualis alkotasok sokrétliségét. Sokan
hangstlyozzdk, hogy a nyelvtanulok szaméara fontos valtozatos és érdekes feladatokat adni. Az
adatk6zl6k gyakran adnak hangot azon elképzelésiiknek, hogy az osztalytermi interakcioknak
kommunikacion és interaktiv feladatokon kellene alapulniuk, pl.: “Az éramon a didkjaim és én
érdekes témakat vitatunk meg.” A hallgatok irott szovegeinek elemzésekor azt talaltuk, hogy a
64 magyarazd szovegb6l 27 tartalmazott valamiféle utalast a célnyelven torténd
kommunikaciéra. Sok esetben a beszédkészség és a folyékony beszédre torténd fokuszalas a
legfontosabb. Az egyik adatkdz16 igy ir: “Annak fogok igazan oriilni, ha a didkok folyékonyan
beszélnek és kommunikalnak velem és egymassal, ez a f6 célom.”

Amellett, hogy a hallgatok hangstlyozzék a célnyelvi kommunikacié fontossagat, sok
esetben ezzel parhuzamosan megjelenik az a meglatds, hogy — kiillondsen a szobeli
kommunikacié esetében — fontos a biztonsagos €s motivalod osztalytermi kornyezet. Gyakran
visszatérd motivum a biztonsagos kornyezet (“A légkor is jo, a diakok biztonsagban érzik itt
magukat és tudjak, hogy megoszthatiak az étleteiket és a véleményiiket a tobbiekkel és velem.
Tudjak, hogy bizhatnak bennem és nem lesznek a személyiségiik alapjan [negativan]
megitélve.”), ahol a szorongas a lehetd legminimalisabb (“korben iiliink, hogy senki ne érezze
magat kirekesztve.”, “Egy baratsagos és jatékos kornyezet biztonsagérzetet kelt és
magabiztossagot nyujt.”’) és a tanulds motivalé és nyugodt kornyezetben zajlik, amelynek
mindenki részese, és ahol mindenkinek lehetdésége van arra, hogy kifejezze a véleményét
(“Stresszmentes kornyezetet szeretnék létrehozni, ahol minden egyes didk szabadon fejezheti ki
magat.”).

A fentieken tal gyakran meriil fel az elmetérképek hasznalatanak gondolata, a nyelvtani
szabalyok felfedeztetése a nyelvtanuldkkal, filmek és videdk nézése, jaték, ugyanakkor
hagyomanyos készségeket is emlitenek, mint pl. az olvasas utani szovegértés és az iraskészség
fejlesztése. Négy hallgatd kiemeli a célnyelvi kultira tanitasanak fontossagat, pl.: “Fo célom,
hogy az angoltanitas soran vwj kulturakat is tanitsak nekik”. Mindebbdl arra kovetkeztethetiink,
hogy a nyelvtanar szakos hallgatok mar modszertani tanulményaikat megel6zéen is
munkaformak és osztalytermi tevékenységek széles tarhazat ismerik.

6.4. Absztrakt alkotdasok

Az idedlis angolorat abrazold alkotasok kozott talaltunk néhany absztrakt alkotést is, melyek
értelmezéséhez kiilondsen nagy segitséget jelentettek a hallgatok altal készitett leirasok is. A 14.
képen a tanart egy nagy szaj, a didkokat pedig szemek szimbolizaljak.
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14. abra: Sz4j és szemek

A szinek szintén jelentdséggel birnak: a tanar fekete-fehér mondanivaldja kiilonféle szines
alakzatokként “szall” a didkok fejébe, mikdzben a szaj szines, a szemek pedig fekete-fehérek.
Az adatko6zl6 késobbi szobeli magyarazata szerint lehet, hogy a tanar altal leadott anyag szaraz
és monoton, de a didkok feladata is, hogy azt szinessé varazsoljak, a sajat maguk szdmara
értelmezhetové tegyék és a hasznukra forditsak. A szivek Osszekapcsolodnak, mert — az
adatk6zl6 szerint — igy lehet a legjobban tanulni: a tanarnak kapcsolodnia kell a didkokhoz, a
didkoknak pedig a tanarhoz és egymashoz is. E kapcsolat nem csupan intellektualis szinten
valésul meg (mint ahogyan azt egy oktatasi kdrnyezetben varnank), ezért nem az elmék vannak
Osszekotve, hanem a szivek, mert a kapcsolatnak szeretetteljesnek kell lennie.

A 15. abra egy osztalyterem metaforaja, mely az adatk6zlé leirasa szerint olyan, ahol
“minden didk egyedi lehet a maga modjan, ugyanakkor egy nagyobb kép része is. Egy olyan
csoport, amelynek a tagjaiként osszeadjuk az erdnket és arra 6sztonozziik egymdst, hogy ujat
tanuljunk, egyre szinesebbé valtoztatia a mozaikunkat”.
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15. abra: Mozaik

A 16. képen lathato digitalis alma-képen — melyet alkotoja egy angol nevén Death Note cimil
japan animébdl kolesonzott — az alma annak a célnak a szimbolumaként jelenik meg, hogy a
nyelvtanulokat az angoltanitas soran “uj kulturdkra és értékes tuddasra” tanitsuk. A hattérben
lathatd fekete pixelek a nyelvtanulas alkotéelemeit szimbolizaljak, “pl. a nyelvtant és a
Sforditast”.

16. abra: Alma

A 17. kép szimbolikaja talan mind koziil a legdsszetettebb. Az adatkoz16 altal adott magyarazat
szerint “a foldgémb a didak, a kéz a tandr, aki a didk tamasza, segiti, vezeti a kijelolt uton”. A
fejhallgatd és annak szivecskét formald zsinorja arra utal, hogy “a didk figyelmesen
meghallgatia a tandr szavait, elraktarozza a késobbiekhez”. A szivecske azt is jelzi, hogy az
ora, még ha azt a targyat a diak nem is szereti, pozitiv érzéseket kelt benne. A f6ldgdmbon
minden vonal 6sszefut, ami azt jelenti, hogy “a didkok az elraktarozott tudast tudjik hasznalni,
az informdciokat egymasba kotik. Az ora nem kényszer, inkabb irany, hogy nyissanak a vilag
fele”. A kérdo- és a felkialtdjel kivancsisagot és interakciodt, a villanykorte Gtletgazdagsagot



n T.Balla — Dégi: Az idedlis angol 6ra — ahogyan a tanarképzds hallgatok latjak

jelent. A kereszt tekinthetd Osszeadas- vagy szorzasjelnek, “ami az egyiittes munkat jelenti,
tovabba azt, hogy minden ora utan valamit mindig magukkal visznek a didkok”.

17. abra: Foldgomb fejhallgatéval

A 14-17. képek rendkiviil Osszetett szimbolikarol arulkodnak. A szamos apro, de nagy
jelentoséggel bird részlet segitségével betekintést nyerhettiink abba, hogy e viszonylag egyszerii
feladat kapcsan a hallgatok mar modszertani tanulmanyaik megkezdése eldtt milyen komplex
gondolatokkal rendelkeznek a nyelvtanulasrol és -tanitasrol.

7. Osszegzés

A fentiekben két, megjelenés alatt allé angol nyelvii tanulmanyunk legfontosabb eredményeit
foglaltuk 6ssze, mely eredmények két kiilonb6z6 orszag egy-egy egyetemének tanulmanyaik
elején jard angoltanar-szakos hallgatok adataibol szarmaznak, és egy négyéves longitudinalis
vizsgalat elsd lépéseként tekintiink rajuk. Ujszerii adatgyiijtési médszerrel dolgoztunk, igy
adataink képi abrazolasokbol és hozzajuk tartozé rovid szovegekbdl allnak. Az adatok elemzése
soran arra a megallapitasra jutottunk, hogy a tanari palyara késziil6 hallgatok mar
szakmodszertanos tanulmanyaik megkezdése eldtt konkrét elképzelésekkel rendelkeznek
majdani hivatasukrol, sajat tanari szerepiikrol. Ezen elképzelések sajat korabbi tanulmanyaikon
alapulnak, hiszen legtdbben olyan osztalytermi kdrnyezetet rajzoltak, amelyben 6k maguk is
tanultak, azokat sokan csak némileg tették kényelmesebbé, modernebbé vagy otthonosabba az
alkotdsaikon. A nyelvtanitasi célok, modszerek, eszkozok tekintetében pedig meglehetésen
széles skalan mozogtak az elképzeléseik, melyeket szintén didkkori €lményeik hataroznak meg,
akar pozitiv, akar negativ élmények megélése kovetkeztében. Erdekes modon a roméniai és a
magyarorszagi egyetemeken tanuld hallgatok adataiban — az eltéré szociokulturalis hattér
ellenére — nem talaltunk kiilonbségeket.

A longitudinalis kutatas kovetkezd 1épéseként a vizsgalatban részt vevo hallgatokkal egy
félévnyi modszertan oktatas utan interjukat készitiink, melyek segitségével betekintést reméliink
abba, hogy a nyelvtanitas elméletérdl tanultak hogyan formaljak meglévo elképzeléseiket.
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English title and summary

An ideal English lesson — in the eyes of teacher trainees

The present article is a Hungarian-language summary of two English-language studies (Dégi and T. Balla
2022a and 2022b) in which the authors have published what they consider to be the first results of a four-
year long longitudinal study.

The aim of the research is to follow the changes that teacher trainees undergo during the years of their
university studies and teaching practices in terms of their professional identities, ideologies and beliefs in
order for teacher trainers to have a better understanding of what preconceptions trainees arrive in the
teacher training programme with and thus improve and develop the contents of the teacher training
programme.

The participants of the research are 64 students at two different universities, the University of Szeged
(Hungary) and the Sapientia Hungarian University of Transylvania in Miercurea Ciuc (Romania), who, at
the time of the data collection had not yet completed any courses on the methodology of teaching English
as a foreign language. Using Kalaja and Mantyld’s (2018) data collection methods, we asked the trainees
to create a visual representation together with a short written description of how they imagined an ideal
English lesson that they would teach after graduation.

The data reveals that trainees have a large set of specific ideas regarding an ideal English lesson.
Interestingly, at this point of the research, students’ ideas do not seem to reflect sociocultural differences
(that is, the trainees studying in Szeged and Miercurea Ciuc provided similar pictures and descriptions).
The authors have found, however, that trainees arrive with a wide variety of experiences from their school
years and that their prior learning experiences either encourage them to teach in a similar way to their
previous teacher role models, or on the contrary, negative experiences inspire them to improve and apply
different teaching methods and techniques. Another common trend among participants is the willingness
to build a friendly teacher-student rapport and create a relaxing and stress-free classroom atmosphere
where learners will not be afraid to speak and express their thoughts.
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