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ELOSZO

Jelen kotetben az ELTE TOK Idegen Nyelvi és Irodalmi Tanszék oktatdinak tu-
domanyos eredményeit adjuk kozre. A tanszéken angol, német és szerb mun-
kacsoport miikodik, de egy francia nyelvii cikket is tartalmaz a kotet, ugyanis
korabban francia nyelvet is oktattak a karon idegen nyelvként, és egy jelenleg
a Magyar Nyelvi és Irodalmi Tanszéken dolgozé francia szakos oktato is meg-
tisztelte a kotetet egy irdssal, hiszen szabadon valaszthat6 kurzusként még ok-
tatja a francia nyelvet az ELTE TOK hallgatéinak. Rajta kiviil a tanszékkel ku-
tatdi és oktatoi kapcsolatban 1évé hazai és kiilfoldi kollégak, valamint 6vodak,
gyakorlé intézményeink pedagogusai is publikdlnak a kotetben. Az oktatok ko-
zott taldlunk habilitaltakat, PhD-fokozattal rendelkezéket, PhD-hallgatokat, de
fokozat nélkiili nagy tapasztalattal rendelkezd f6iskolai/egyetemi oktatokat és pe-
dagdgusokat is ugyanigy, mint az utanpétlast képviseld volt hallgatonkat, aki je-
lenleg MA-tanulmanyokat folytat.

Tiz éve, 2003-ban jelent meg az el6z6, Education and/und Forschung cimet
viseld kotet az — akkor még - ELTE TOFK tudoményos kodzlemények sorozat-
ban. A cim azt érzékelteti, hogy a kar és a tanszék specialis helyzetben van, hi-
szen pedagogusképzéssel foglalkozik, ebbdl adododan egyrészt gyakorlatorientalt,
ennek kdszonhetd a szép szama mddszertani témaju cikk, masrészt elméletibb
jellegti, tudomanyos munkakat is taldlunk a kotetben, hiszen a fokozatszerzés-
hez tébben nyelvészeti, irodalmi témat dolgoztak fel. Négy nagyobb fejezetre osz-
tottuk tematikailag a kotetben megjelené munkakat.

A legnagyobb terjedelmi az elsé fejezet, mely a ‘Pedagogia — Nyelvpedago-
gia’ cimet viseli. Elsként Dr. Arva Valéria, az ELTE TOK adjunkutusénak an-
gol nyelvi cikkét olvashatjuk, amelyben PhD kutatasat 0sszegzi. Kvalitativ ku-
tatasanak célja az volt, hogy feltarja, miert szorul hattérbe az angol mint
idegennyelv kozépiskolai oktatdsa soran a négy nyelvi készség koziil az irds- / fo-
galmazasi készség tanitasa. A témakort tantervi elemzések, tanari interjik, ko-
zépiskolas didkok fogalmazasanak vizsgalataval és diak-kérddivek segitségével
vizsgalta meg. Dr. Nikolaus Frank, az Augsburgi Egyetem professzora a gyere-
kek természethez valé viszonyat veszi gorcs ala. Az Augsburgi Egyetemhez régi
Erasmus-kapcsolatok fiizik a tanszéket, élénk oktatoi és hallgatdi csere folyik in-
tézményeink kozott. Nikolaus Frank kitér arra a problémara, hogy sok gyerek
mara eltdvolodott a természettdl, s6t némelyek ellenségként élik meg azt.
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Hasonl6 témat dolgoz fel a linzi székhelyt Fels6- Ausztriai Pedagogiai Féiskola
oktatoja, Christian Kogler. Az 6 cikkében konkrét tippeket kaphat az olvasé ar-
rél, milyen jatékos mddszerekkel lehet a természetet kozel vinni a kisgyerme-
kekhez, és hogy ennek milyen driasi jelentésége van a gyermek egészséges fej-
16dése szempontjabdl. Természetesen alapvetden a természetben kivitelezend6
jatékokrol, tevékenységekrol esik sz6, amelyek nagyban hozzajarulnak a gyermek
személyiségfejlodéséhez és amelyek az altalanos iskolai teljesitményére is 6sz-
tonzoleg hatnak. Jeney Dalma végzett tanitd szakos, angol muveltségteriiletes
hallgaténk dolgozata a parban tanitast vizsgalta a magyar als6 tagozatos tarta-
lomalapti nyelvoktatast végzé altalanos iskoldkban angol anyanyelvii és ma-
gyar anyanyelvii tanitok kozott. Juhdsz Csilla 6vodapedagogus a budapesti Né-
met Ovodéban, az 6 tanulmany4dbdl megismerhetd egy reformpedagdgiai
modszer, az infans-koncepcid, amely alapjan az dvoda miikodik, és melynek se-
gitségével a kisgyermekeket egyedileg tudjak segiteni fejlédésiikben egy érzel-
mileg megtamogatott feln6tt-gyermek dialogikus egytittmikodés keretében.
Dr. habil. Kovdcs Judit kiilonboz6 magyar 6vodakban vizsgalta a kisgyermekek
angol nyelvelsajatitasi eredményeit, az eredmények 6sszevetését tartalmazza az
itt publikalt kutatasi beszamoloja. Dorothee Lehr-Ballo német lektorné dolgo-
zataban arra vallalkozik, hogy bemutassa, milyen jelentdsége van az el6zetes ta-
nuldi tapasztalatok figyelembevételének a német mint idegen nyelv oktatdsaban,
és konkrét otleteket, javaslatokat is megfogalmaz, hogyan lehet a nyelvoktatést
tanulokozpontian és a tanuldi autonémiat figyelembe véve atalakitani, hatéko-
nyabbd és izgalmasabba tenni. Molndrné Dr. Batdri Ilona német nyelvii munkéja
az alsé tagozatos kornyezetismeret német nyelvi tanitasarol szol. Szamba veszi
a felmeriil6 nehézségeket mind tanuléi, mind tanitéi oldalrol, és felvazolja a le-
hetséges tanitasi utakat, kiilonos tekintettel a kiillonb6z6 nyelvhasznalati szoka-
sokra az o6ran. Nagy Katalin Gabriella végzett tanité szakos, angol és német m-
veltségteriiletes hallgatonk jelenleg egy kétnyelvii dltalanos iskolaban dolgozik
Németorszagban, ahol angol mint idegen nyelvet tanit. A Mozaik Kiad6 szamara
is készit német nyelvii tananyagokat. Cikkében a projektalapu oktatas elényei-
16l és felhasznalasi lehetdségeirdl ir a nyelvoktatasban, konkrét javaslatokkal, 6t-
letekkel az 1-4. osztalyos tanulok szdmadra. Radvai Teréz adjunktus munkdjaban
egy kutatas részeredményeit kozli, mely kutatds célja az iskolai nyelvoktatas ha-
tékonysaganak vizsgalata volt a Pest megyei német nemzetiségi iskolak 1-6. osz-
talyaban. A nemzetiségi iskoldk pedagogiai programjait vizsgalta a szerz6 abbdl
a szempontbdl, hogy milyen szerepet jatszik az adott iskolak programjaban az
autoném tanuldsra nevelés. Székely Sarolta a budapesti Osztrak-Magyar Ovoda
tapasztalt évodapedagdgusa egy német nyelvi, 6vodasok szamara kidolgozott
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komplex matematikai fejleszté programot mutat be dolgozatdban, konkrét ta-
pasztalatokkal fiiszerezve, hiszen ki is probalta sajit csoportjaban, dolgozik
a “Komm mit ins Zahlenland” nevi jatékos anyaggal, amely egy mesét és dalokat
is tartalmaz. Tolnai Katalin, a Habakukk Ovoda évodapedagdgusa az 6voda spe-
cialis nyelvfejleszt6 programjat mutatja be, a német nyelvet meghatarozott szi-
tudciokhoz kototten hasznaljak, példaul étkezések, gondozasi tevékenységek
alkalmaval, valamint a német nyelven tartott foglalkozasok soran. A magyar
nyelv szamara is megvannak a tipikus hasznalati helyzetek, példaul kirandula-
sok alkalmaval, a szabad jaték soran, a mesélésnél és a magyar nyelvii foglalko-
zasok soran hasznaljak, igy valosul meg a két nyelv kiegyensulyozott hasznalata
a Habakukk Ovodaban. Trentinné Dr. Benkd Eva adjunktus az ELTE TOK an-
gol-magyar kétnyelvi képzésre jelentkez6é 6vodapedagogus hallgatdinak nézeteit
és motivacidit vizsgalta és mutatja be irasdban. A megfelel6 idegennyelv-tudas
ugyanis elengedhetetlen, de nem kizarélagos feltétele a hatékony és jo6 kisgyer-
mekkori pedagdgusi munkanak. A hallgato6i belépd nézetek, a gyermekek iranti
elkotelezettség, a modern kor kutatasainak és elvarasainak megfelelé pedagogiai-
pszichologiai beallitodas, a nyitottsag, a kétnyelvi fejlesztés iranti pozitiv hoz-
zaallas, a kitartds, a megfeleld értékvalasztasok mind fontosak a hallgato palya-
szocializacidja szempontjabol. A kétnyelvli programokban tanité-neveld
pedagdgusok kompetencidi rendkiviil sokrétiiek és specialisak: magukba fog-
laljak az egynyelvli pedagogusi kompetencidkat, kiegészitve azokat a kétnyelvii
kontextus szempontjabol specialis ismeretekkel és képességekkel, példaul cél-
nyelvi, szaknyelvi, nyelvpedagdgiai, szakmddszertani, interkulturalis és IKT-s te-
riileteken.

A masodik fejezet tartalmazza a nemzetiségi kutatasok eredményeit, hiszen
a tanszéken német és szerb nemzetiségi tanito- és 6vodapedagogusképzés is fo-
lyik. Hukné Dr. Kiss Szilvia, a BGF KKK Német Tanszéki Osztalyanak docense
tanulmanydban a Veszprém megyei, Zirc kornyéki németek torténetéhez szol-
galtat fontos és érdekes adalékokat az elmult tébb mint 300 évbdl. Dr. Juhdsz
Marta, a PPKE VJK docense attekintést nyudjt a magyarorszagi német nyelvja-
rasi lefrasokrol. Szamba veszi a XX-XXI. szdzad legfontosabb tudomanyos
nyelvjérasi munkait és a kiemelkedd nyelvjaraskutatokat. Dr. habil. Mdrkus Eva,
az ELTE TOK docense Nagyborzsény/Deutschpilsen német nemzetiségi tele-
piilés torténetét mutatja be a kozépkortol napjainkig. A telepiilés kiilonleges he-
lyet foglal el a magyarorszagi német falvak kozott, ugyanis a telepesek itt a ko-
zépkor ota folyamatosan jelen vannak, a torok uralom alatt is megszakitas
nélkiil fennmaradt a német népesség, akik ‘szaszok’-nak nevezik magukat, ellen-
tétben a magyarorszagi németekre altalanosan jellemz6 ‘svab’ megnevezéssel.



Arva Valéria — Markus Eva

Ez azzal magyarazhato, hogy Nagyborzsony a mai Szlovékia teriiletén talalhato
Hauerland nevi szaszok altal lakott teriilet legdélebbi telepiilése volt. A kozép-
kori telepesek banyaszok voltak és Karintia, Tirol, Tiiringia és az Erchegység vi-
dékérol érkezhettek, ez a nyelvjaras alapjan kovetkeztethetd ki, irasos emlékek,
oklevelek sajnos nem maradtak fenn a telepités idejéb6l. Dr. Phil. Pusztai Edina,
Dél-Tirolban €16 pedagdgus és nyelvész, dolgozataban a régidban létezé nem-
zetiségi és migracios eredetii két-, illetve tobbnyelviiséget, a torvényi szabalyo-
zast és ennek 6vodai, iskolai megjelenését, illetve kezelését vazolja.

A harmadik fejezet Baloghné Nagy Gizella elméleti nyelvészeti kutatdsait mu-
tatja be. Az angol nyelvi cikk témdja a szintaxis. Egy lehetséges elemzést mutat
be arra vonatkozdan, hogy egy optimalitaselméleti keretben (a mondattan alapu
illeszt6 rendszerben, Syntax First Alignment) milyen morfolégiai-funkcionalis
és pragmatikai jegyekkel modellezhet6k a nomindlis kifejezések, azaz a f6névi
csoport. A pragmatikai jegyek bevonasa dltal a tanulmany alapul szolgal tovabbi
mondattani vizsgalatoknak, amelyek a kiemeléses szerkezetekkel (topikalizacio,
balra kihelyezés, fokusz) foglalkoznak.

A negyedik fejezetben Bereczkiné Dr. Zdluszki Anna francia nyelvii cikkét ta-
laljuk a befogadaskozpontu irodalomoktatasrol. A szabadon valaszthato francia
kurzus keretei kozott folyo kisérleti jellegli 6rak fazisai, tapasztalatai talalhatok
az irasban. A felvazolt folyamatban Maurice Caréme (1899-1978) francia nyelvti
meseszovegeit vizsgaltak. A belga kolt6t, irot — még életében — Parizsban a kol-
t6k hercegévé valasztottak. A Contes pour Caprine (1948) cimd, kilenc mesét tar-
talmazo gytijteményébdl felsejlik az irracionalis vilag, az északi atmoszféra,
a tenger kozelségébdl fakado misztikus vilag. Az interaktiv és reflektiv tanu-
lasszervezés keretei kozott megvalositott irodalomoktatds a tantargyak kozotti
integracios gyakorlat jegyében 6sszekothetd az idegen nyelvi kommunikacios
kompetenciak fejlesztésével, az alkalmazasképes nyelvi tudas és kulturaltsag el-
mélyitésével. A hallgatok elézetes olvaséi tapasztalatara épitve a francia nyelvi
oraba illesztett frankofon szovegek olvastatasaval és forditasaval lehet6vé valik
a nyelvi kompetencidk fejlesztése, az olvasasi attittid tudatos formalasa, az ide-
gen nyelvi és az anyanyelvi kifejezésmod stildris kiillonbségeinek dsszevetése, va-
lamint a kultarak kozotti hasonlosagok és eltérések reflektalasa.

Végezetiil szeretnénk koszonetet mondani a kétet anyanyelvi lektorainak,
Dorothee Lehr-Ballénak a német nyelvii szovegek és Dr. Maria Teresa Reyesnek
az angol nyelvii irasok nyelvi lektoralasaért.

Budapest, 2013. julius

Arva Valéria - Mdrkus Eva
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Arva Valéria

(Budapest, ELTE TOK)

TEACHING ENGLISH WRITING SKILLS
AT HUNGARIAN SECONDARY SCHOOLS'

1 Introduction

The present study deals with teaching writing in English in the Hungarian
secondary educational system. Writing as an area of study has been significantly
growing since the 1980s (Krapels 1990; Matsuda et al. 2003; Polio 2003). It was
only in 1990 that the first major collection of studies (Kroll 1990) was published
and the Journal of Second Language Writing has been issued since 1992. Second
language writing research has been examining second language texts, writing
processes, the participants in writing instruction, such as students, teachers and
examination raters, and the social context of second language writing instruction.
Second language research has also proposed new models of teaching (Cummings
1998; Polio 2003) and lately, metadisciplinary studies of second language writing
have also appeared (Matsuda 2003b). However, research has mainly focused on
English as a second language, in English-speaking countries. Writing instruction
in an English as a foreign language context, in secondary education seems to be
an area that little attention has been paid to (Grabe & Kaplan 1996; Santos et al.
2000; Harklau 2003; Matsuda 2003a; Polio 2003). The field of English writing
instruction has been underrepresented in the Hungarian professional literature,
as well.

This research project has been triggerred by the underlying assumption that
students graduating from secondary schools do not possess effective writing

1 The present article is based on the PhD dissertation handed in at the Programme of Language
Pedagogy, ELTE in 2006.

13
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skills in English language as a result of inadequate teaching. The assumption

about the poor second language (L2) writing abilities of secondary school

graduates is supported both by recent surveys (Rényiné Fehér 1997; Bors et al.

1999; Abrahdm et al. 1999; Taganyiné Sillé 2001) and personal experience as

a writing tutor of English teacher trainees at university. The surveys pointed

out that students perform the weakest in writing, among the four main language

skills.

According to the research hypothesis, secondary graduates’ lack of efficient
writing skills may be traced back to the following causes:

1) Other language skills, first of all speaking, take priority in the school
curriculum and therefore there is an inadequate amount of explicit teaching
of L2 writing skills at secondary schools.

2) Students are not motivated to learn L2 writing, since they do not perceive any
real need for L2 writing in language examinations or in their future lives.

3) Teachers do not feel properly trained for teaching writing.

4) Students are not competent writers in their mother tongue, either, since
writing in L1 (First Language) is not adequately taught.

The aim of the research has been to discover some of the reasons underlying
the failure of L2 writing instruction and answer the following research question:

Why are English writing skills not taught adequately at Hungarian secondary
schools?

In order to achieve the research aim, English writing instruction in secondary
education has been investigated through the example of three secondary schools.
Writing instruction is examined from a number of different angles: at each of
the three schools all of the teachers of English language and two of the teachers
of Hungarian were interviewed about writing instruction in English and
Hungarian, a student questionnaire on perceived English writing skills was
administered for 11th-year students, samples of student writing were collected
and analysed, and a number of English language teaching (ELT) documents,
such as the Core Curriculum, examination specifications, etc. were also examined
from the point of view of writing.

The research takes a mainly qualitative approach, aiming for a thick
description of the case of the three schools with the help of the above-mentioned
research tools. The example of these schools is hoped to explain the situation in
the educational system. The results of the research are hoped to be suitable for
making recommendations for syllabus designers, practising teachers and
programme-developers in teacher education.

14
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2 Research design and method

2.1 Rationale for the study

The focus of the study is teaching English as a foreign language (EFL) writing
skills in secondary education, which, it seems, is a rather neglected area in the
Hungarian context. The reasons for this lack of interest are manifold.
Traditionally, in the grammar-translation approach to language teaching, the
role of writing was limited to practising and checking grammatical accuracy
and vocabulary. Later on, the communicative method put speaking skills into
the focus of studies. In addition, the most popular language examinations at the
time of planning and carrying out the research, such as the school-leaving
examination (at the time of writing this paper) or the intermediate state
language examination, do not include a written component at all, or their weight
within the examination is insignificant (Noijons & Nagy 1995; Abrahdm & Jilly
1999; Fekete & Katona 1999).

On the other hand, there seems to be a need for English writing skills in
various areas of adult life, such as universities, jobs and the academic life (Major
2000; Medgyes & Laszl6 2000). For instance, job seekers are expected to write
CVs, letters of application in English and employees should be able to compose
reports, summaries or proposals in English, as pointed out by Major (2000).
Canagarajah (2003) refers to English as the language in which knowledge
construction takes place in the world of academic publications. That is, important
academic publications are written in English. This is supported by the results of
a survey carried out among Hungarian scholars (Medgyes & Laszl6 2000). As
it turned out from the survey, 49.6 % of all their publications were written in
English and only 41.9% in Hungarian (p. 274). English language publications
showed an increase by 10%.

Thanks to the rapid development of information technology, the changing
communication patterns, in which the Internet and e-mail exchanges form the
main means of communication, writing skills are gaining in importance here,
as well. The significance of writing skills is further emphasized by the fact that
English is the dominant language of online communications and the Internet is
the primary medium of English language writing for second language speakers
around the world (Warschauer 2003).

In spite of the above mentioned arguments in favour of putting more emphasis
on developing writing skills in English, the educational system does not seem to be

15
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able to help students acquire these skills effectively. Recent surveys on primary and
secondary students’ language competence show that students’ writing performance
scores the lowest among the language skills. Studies carried out in Pécs (Bors et al.
1999), Budapest (Rényiné Fehér 1997; Taganyiné Sill6 2001) and Budapest
combined with country towns (Abrahdm et al. 1999) provide evidence of students
performing more poorly in writing skills than in any other language skills. The
situation does not seem to improve at tertiary level, as experienced by the author,
who is a writing tutor at an English teacher-training institute. This personal
impression is supported by a number of articles published in Hungary, which
report the inadequate writing skills of philology students who are supposed to
come from among the more talented secondary graduates and to possess a natural
affinity to texts and writing (Magnuczné 2003a, b; Molnar & Czachesz 2003).

As a result of the rising awareness of inadequate writing instruction, there
is a growing literature on the topic, dealing with the need to change attitudes in
teaching or even teacher training (Magnuczné 2003b; Molnar & Czachesz 2003;
Szalai 2003; Horvath 2003). The recent articles represent a high level of conscious-
ness and professionalism in the field of writing instruction in the Hungarian
context. This is even more evident when contrasted with earlier articles, which
were more or less restricted to providing practical ideas for the teacher to
invigorate their writing teaching and lacked academic background (Valentiny
1996; Kovacs 1996; Kovacs 1997).

However, there seems to be a lack of research on the actual practice of
teaching English language writing skills at schools. Therefore, the decision was
made to carry out the research project on examining writing instruction at
secondary schools, based on a case study of three schools. The following
sections contain a detailed description of the research hypothesis and questions,
the context and participants of the research and the justification for the research
methods and tools applied.

2.2 Hypothesis and research questions

The hypothesis underlying the present thesis is that the poor English writing

skills of secondary school-leavers are the result of inefficient L2 writing

instruction at Hungarian schools. It is also hypothesized that this situation can

be traced back to the following causes:

1) Other language skills, first of all speaking, take priority in the school
curriculum and therefore there is an inadequate amount of explicit teaching
of L2 writing skills at secondary schools.
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2) Students are not motivated to learn L2 writing, since they do not perceive
any real need for L2 writing in language examinations or in their future lives.

3) Teachers do not feel properly trained for teaching writing.

4) Students are not competent writers in their mother tongue, either, since
writing in L1 is not adequately taught.

5) In order to test the validity of the research hypotheses, the dissertation aims
to answer the following research question:

6) Why are English writing skills not taught adequately at secondary schools in
Hungary?

To answer the main research question the following questions have to be

investigated:

1) How does the representation of the main (foreign) language skills, and
writing in the first place, in the National Core Curriculum (in effect at the
time of the research) and the local school syllabi, influence the teaching of
writing?

2) What are the perceived future L1 and L2 writing needs of secondary school
students?

3) How do the requirements of the writing components of the most frequently
taken English language examinations influence the teaching and learning of
writing?

4) What is the attitude of secondary school English teachers towards the
teaching of writing?

5) How are secondary school EFL teachers trained to teach L2 writing?

6) How is writing taught in the mother tongue?

The rationale for using these questions is as follows:

1) In theory, the National Core Curriculum should determine the teaching that
goes on in classes, therefore the writing-related extracts need to be filtered out
and examined.

2) and 3) Students’ attitudes to writing are in my opinion strongly determined
by instrumental motivation, therefore questions No.2 and No.3 refer to the
need they see for writing skills and the writing components of the examinations
they prepare to take.

4) In addition to the curriculum and the local syllabi, it is the attitude and
aptitude of teachers that determine the quantity and quality of writing
instruction in a class. Question 4 therefore aims to investigate EFL teachers’
view on the role of writing in the language learning of secondary school
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students. Their answers are supplemented with the results of the text analysis
of student writing papers.

5) An important factor in teachers’ aptitude is their training for writing
instruction. Question No. 5 explores how teachers are trained to teach writing at
present and how teachers participating in the study were trained.

6) Since second or foreign language writing skills are partly determined by
students’ first language writing conventions and skills (Kaplan 1966; Péry-
Woodley 1990; Friedlander 1990; Bell 1995; Connor 1996; etc.), the last
question is intended to shed light on how Hungarian language teachers at the
participating schools approach writing instruction in the mother tongue.
The above outlined research questions make it necessary to carry out

document and text studies, as well as empirical research using interviews and
questionnaires. The research starts from a hypothesis, which is based on the
literature, and relates to the quantitative research traditions. However, the main
research question needs such exploratory studies, which necessitate a mixed
approach in the research methodology and therefore both quantitative and
qualitative methods were used in the research. The following chapter details the
context and the participants of the research project.

2.3. Research context and participants

2.3.1 CONTEXT

This article, based on the PhD dissertation, focuses on EFL writing instruction
in the secondary school system in Hungary. Although the research project had
to be limited in scope, every effort has been made to ensure that the context
should remain representative of the state secondary school system. In this
system a student has a choice between grammar schools (“gimnazium”),
secondary vocational schools (“szakkozépiskola”), which both offer a school-
leaving examination at graduation (“érettségi” or school-leaving examination),
or a three-year vocational training school (“szakmunkasképz”), which offers
qualification for a trade.

To satisfy the requirement of equal representativeness, the decision on the
choice of schools was based on the distribution of grammar and vocational
schools in the country. According to the available statistics, there were 145,210
students at secondary grammar schools and 241,369 students at vocational
schools in the academic year 1999/2000 (Halasz & Lannert 2000). Although the
difference between the numbers of students learning English at the two school
types was smaller (128,601 at grammar schools and 127,211 at vocational
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schools), the decision was made to include one grammar school and two
vocational schools in the study. The two vocational schools were necessary since
these schools vary more in their training profiles and the students they attract
than the grammar schools, which are fairly homogeneous.

The two vocational schools are very different in their training profiles, one
being a technical, the other one a business skills school, and therefore they have
student populations of different characters. The former one is characteristically
attended by boys with a technical bent and presumably with a lower level of
motivation for languages and the latter one mostly by girls studying business
skills, which are traditionally linked with foreign languages. Thus, the students
at the latter school are supposed to be more interested in languages. This
hypothesis was generated by personal experience and the opinion of secondary
school teachers. The hypothesis was also reinforced by the English teachers
participating in the course of the interviews. This choice aimed to achieve
a more representative sample of vocational schools.

Geographical location also played an important part in the choice of the
participating schools. Instead of choosing schools in the capital, the decision
was made to select three secondary schools in smaller towns, which are
probably more representative of ordinary schools in the country. The three
schools are situated in two small towns in the Danube bend area north of
Budapest. They are typical small town schools, attracting their students from
the town and from the neighbouring villages. However, they are within easy
reach of Budapest, so the teachers and the students can equally exploit the
professional advantages of the capital, such as libraries, in-service training,
conferences, bookshops, etc.

2.3.2 PARTICIPANTS

Data were collected from both teachers and students. All of the full-time English
and two of the Hungarian language teachers at each school took part in the
research as interviewees. Eleventh year students (age 17/18) were chosen to
participate, since they have already spent long enough at the school and possess
ample language learning experience, but are not preoccupied with the final
exam yet. They filled in a questionnaire about writing needs and provided
samples of student writing.

As already mentioned, the grammar school is in town B. The two vocational
schools are in town A. They are all fairly big schools, each with a student
population of about 500. English and German is taught in all of them, French
is offered at the grammar school, and Japanese at the business skills school. All
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three schools offer 4-year programmes, in addition to which the grammar
school also runs an 8-year-long “alternative” programme.

The data collection procedure of the research, that is, document and text
analyses, conducting interviews and evaluating the questionnaires was carried
out by the researcher. However, the description of the processes is written down
in third person singular in order to keep the necessary distance for the research.

2.4 Research approach

The main approach of the research is qualitative in nature, yet in its design
the research takes a mixed approach. The qualitative approach is explained
by the fact that the study intended to find in-depth answers to the research
questions, for the purpose of which the case study approach seemed to be
the most appropriate. However, in order to throw light on some of the
connections and correspondences within the qualitative data, quantitative
methods were also used. The design that was therefore chosen for the research
lies along the continuum between qualitative and quantitative research, closest
to the descriptive approach (Seliger & Shohamy 1989). It is close to quantitative
research in the sense that it starts with a hypothesis, which is tested during the
research, serves as a guideline for the research questions and for narrowing
down its focus. Another quantitative feature is the etic perspective of the
research, which takes an external view, as in the case of examining curricular
and examination documents, analysing student papers and data collected
through questionnaires.

2.4.1 CREDIBILITY AND TRANSFERABILITY

The credibility of the research was achieved by applying three of the criteria

described by Denzin (1994):

1) Prolonged engagement and persistent observation, which meant a long-term
relationship with the schools and the teachers working there, in order to
establish confidence in the researcher and learn about the educational
context of the sample schools;

2) Triangulation, that is, examining the data from multiple perspectives;

3) Member checking, that is, the data and interpretations were verified with
the respondents.

Overall, the research took a primarily qualitative approach, which was also
supported by quantitative methods. The multiple perspectives and data sources
used in the research, the thick description of the context, the researcher’s long-

20



TEACHING ENGLISH WRITING SKILLS...

term association with the participants and their personal involvement all
contribute to the trustworthiness of research focusing on case studies.

2.5 Research tools

In the course of the research, a wide range of research tools was applied:
interviews, questionnaires and document analysis. The aim of applying multiple
data collection tools was to ensure research credibility through triangulation. As
it is illustrated in Table I, each research question was investigated with the help

of at least two data collection tools.

Table 1 Research questions and tools

Why are English writing skills not taught adequately at secondary schools in Hungary?

Research questions:

Research tools:

Subject/Participant:

1) How does the representation of the
main (foreign) language skills, and
writing in the first place, in the
National Core Curriculum and the
local school syllabi influence the
teaching of writing?

- Document analysis

- National Core
Curriculum, school syllabi

- Interviews

- 19 teachers of English

- Text analysis

- 72 student compositions

2) What are the perceived future L1
and L2 writing needs of secondary
school students?

— Questionnaire

- 152 students

- Interviews

- 19 teachers of English

3) How do the requirements of the

- Document analysis

- Language examination

school English teachers towards the
teaching of writing?

writing components of the most descriptions
frequently taken English language [ terview ~ 19 teachers of English
examinations influence the teaching - -

and learning of writing? — Questionnaire — 152 students

4) What is the attitude of secondary |- Interview - 19 teachers of English

- Text analysis

- 72 student compositions

5) How are secondary school EFL
teachers trained to teach L2 writing?

- Documents analysis

- University methodology
course descriptions

- Interview

- 19 teachers of English

tongue?

6) How is writing taught in the mother

- Interview

- 6 teachers of Hungarian

- Document analysis

- National Core
Curriculum, school syllabi
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3 Data collection and analysis

3.1 Document analysis

The aim of the document analysis is to answer the following research questions:

1) How does the representation of the main (foreign) language skills, and
writing in the first place, in the National Core Curriculum and the local
school syllabi influence the teaching of writing?

3) How do the requirements of the writing components of the most frequently
taken English language examinations influence the teaching and learning of
writing?

5) How are secondary school EFL teachers trained to teach L2 writing?
Answering research questions No.1, No.3 and No.5 involves a significant

amount of documents analysis. The documents included are the National Core

Curriculum, the framework syllabi, the school syllabi, four state-accredited

intermediate language examinations (Pitman, Trinity, Origo and BME /Budapesti

Miszaki Egyetem/), both the traditional and the newly introduced (2005)

school-leaving language examination and the writing related extracts from the

curricula of university level English teacher training programmes. Two of the
language examinations involved in the study are international ones (Pitman and

Trinity) and the other two had been developed in Hungary (Origo and BME).

All of them are available at a number of different levels, ranging from basic to

advanced. The university documents include curricular extracts and syllabi of

writing and methodology courses at the teacher training programmes of the
following universities: E6tvos Lorand Tudomanyegyetem, Budapest, Szegedi

Tudomanyegyetem, Pécsi Tudomanyegyetem and Debreceni Tudomanyegyetem.

The aim of the analysis of the educational documents is to collect the foreign
language writing skills requirements set by the educational system, local
authorities and language examinations, and compare them with the actual
teaching practice of school teachers. The reason for reviewing the curricula of
university level teacher training programmes is to gain a perspective on the
writing related instruction teacher trainees go through during their- pre-service
training. Both writing (academic writing, advanced writing, creative writing,
etc.) and methodology courses will be included in the survey, since it is
important to have an overview of what kind of training is offered to English
language teachers as writing instructors and as writers themselves in the foreign
language.

22



TEACHING ENGLISH WRITING SKILLS...

As a result of the data analysis, it is possible to contrast the writing
requirements of the National Core Curriculum (in effect during the time of the
research) and local syllabi with those of the traditional and newly-introduced
school-leaving examination and state language examination. The data will also
allow comparisons with teachers interpretations of these documents and how
these requirements affect their teaching practice.

Table 2 is a chart for the comparison of the main writing-related expectations
of the above mentioned curricular documents and Table 3 has been designed for
the comparison of the language examinations. The analysis of the curricular
documents aims to enable the researcher to contrast the expectations articulated
here with the practice of the teachers as described by them in the interviews.

Table 2 Criteria for the comparison of curricular documents and language

examinations
Document: |Language |Ratio of the writing|Text ~ |Writing |Basic Document:  |Language
level: skills within the ~ |types |skills  |expectations level:
curriculum / listed: |listed:  |described
measured in the about
examination: writing:

Table 3 Criteria for the comparison of language examinations

Language |Language |Ratio of the writing|Text |Writing |Basic Language Language
examination: |level: skills within the ~ [types |skills  |expectations |examination: |level:
curriculum / listed: |listed: ~ |described
measured in the about
examination: writing:

The curricular documents of the teacher training programmes at university
provide information on English teacher trainees’ writing-related learning
experience both as writers and future teachers.

Table 4 Criteria for the comparison of writing courses at English teacher
training programmes

University |Writing Methodology lecture  |Methodology seminar / |Optional
programme: |coursesin  |course/ no. of lectures |no. of seminars about  |writing
English: about writing: writing: methodology
courses:
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3.2 Interviews

There were two sets of interviews planned for the study: the first one for the
teachers of English and the second one for the teachers of Hungarian
participating in the research project. The interview as a research tool was
applied in the course of the research because it is a suitable means for collecting
emic information, that is, understanding the actors’ views (Davis 1995). A new
angle is opened on the topic of writing instruction: in addition to analysing the
curricular documents, asking students about writing in English and analysing
student writings, teachers also talk about their own practice of writing
instruction. Therefore, interviews helped to achieve triangulation in the
research process (see Table I in section 3.5).

The aim of the interviews was to gain an emic perspective on English and
Hungarian teachers’ views on students’ writing needs, abilities and their own
report on instructional practices of writing skills. This was achieved by applying
guided interviews in both cases. The interviews with the English teachers
contributed to answering the research questions concerning the curricular
documents of the educational context (No.1), the writing needs of secondary
school students (No.2), the writing requirements of some of the language
examinations (No.3), teacher attitudes towards teaching writing (No.4) and the
teachers’ training background (No.5), while the interviews with the Hungarian
teachers contributed to answering research question No.6 about writing
education in the mother tongue.

The decision to involve teachers of Hungarian in the research was triggered
by the research hypothesis that foreign language writing skills are partly
determined by students’ first language writing conventions and skills. This
hypothesis is based on literacy studies dealing with the acquisition of L2 literacy
and its relationship with L1 literacy and also studies in contrastive rhetoric,
which deal with the relationship between writing in L1 and L2.

The following sections contain the description of the interviews, with their
aims and foci, the data collection procedures and the methods for data analysis.

3.2.1 INTERVIEWS WITH THE TEACHERS OF ENGLISH

The interviews with the teachers of English at the schools survey the teaching
of English writing skills from the perspective of the teachers. The main foci of the
interviews were their views on the language skills of their students (questions
1.1, 1.2), general aspects of teaching writing skills in English (questions 2.1, 2.2,
2.3 and 2.4), arguments for and against the teaching of writing skills in English
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(questions 3.1, 3.2), the methodological aspects of their teaching of writing skills
(4.1,4.2 and 4.3) and the teachers’ self-confidence and self-perceptions on their
aptitude for teaching writing skills (5.1, 5.2 and 5.3). Thus, they contributed to
answering the research questions No.1, 2, 3, 4 and 5.

In order to make the results comparable, structured interviews were applied,
using the same set of questions with each participant. All but three of the
questions were open-ended ones. The remaining three questions were yes/no
questions. The selectional procedures of the questions included considering the
research questions, deciding on the focus of the interview questions, conducting
three pilot interviews and evaluating them.

The interviews were conducted in Hungarian for the sake of making the
participants more comfortable. However, this solution brought up the problem
of professional vocabulary: methodology is usually taught in English to ELT
trainees in Hungary, therefore the professional terms the teachers used were
rather varied. Their vocabulary also revealed a great deal about their
professional background, in terms of being familiar with the professional
literature.

A total of nineteen teachers of English were interviewed during the course
of the research (see Table 5). This number included all the full-time English
teachers at the three schools. That is, once the schools had been chosen, there
were no selectional procedures applied among the teachers for the interviews.
The number of the teachers at each school depended on the number of students
and classes learning English at the school.

Table 5 Interviews with the English teachers: participants at the schools

School English teachers interviewed
Grammar School 9
Technical Vocational School 7
Business Skills School 3
Total: 19

At each school, it was the head English teacher who acted as a mediator between
the researcher and the respondents, helping to establish contact, explaining the
aims of the research and agree on the time and place of the interviews.

The interviews were planned to be audio recorded, but in most cases notes
had to be taken instead, due to the uneasiness of the respondents: since the first
three teachers refused to be audio recorded, the decision was made to rely on
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note-taking at each of the interviews. This solution led to the lack of a word-by-
word record of the interviews, but it encouraged the teachers to digress to
a lesser degree in their answers and be more focused on the questions. The lack
of a tape-recorder thus led to making the respondents more at ease. The
transcripts were made within a few days of each interview, in order to ensure
a more reliable recollection of the conversations. Finally, the interviews were
summarized in the form of a chart in order to make the task of the interview
analysis easier.

3.2.2 INTERVIEWS WITH THE TEACHERS OF HUNGARIAN

The interviews with two of the Hungarian teachers at each of the three schools
surveyed the teaching of Hungarian writing skills from the perspective of the
teachers. Their main foci were curricular issues, the practical sides of teaching
composition, opinions on the school leaving examination and the teachers’ pre-
service training for teaching writing skills, that is, answering research question
No.6.

The decisions and justifications behind the interview with the teachers of
Hungarian were the same as those with the teachers of English. Thus, for instance,
similarly to the interviews with English teachers, these interviews were also
structured ones, in order to make the results comparable and easier to analyse.

The questions focused on curricular issues, composition types studied,
issues of assessment and correction, the teachers’ perceptions of their students’
future needs for writing skills, students’ attitude to writing, how the teachers
saw the goals of writing instruction, their opinion on the writing component of
the school-leaving examination in Hungarian and their own writing instruction
and methodology courses on writing during their teacher training. The
respondents were finally asked to evaluate the efficiency of writing instruction
in general. This last question invited them to reflect on the issue and elaborate
on their personal opinion.

The aim of the interviews was to gain an emic perspective on the Hungarian
teachers’ opinion and perceptions of the requirements for writing skills in the
educational system, how the teaching of these skills was conducted and how
satisfied they felt with the results of the instruction.

The planning process included conducting a pilot interview in order to test
the interview questions. As a result of this procedure, an extra question was
added, which asked the teachers to judge the effectiveness of writing instruction
at secondary schools. Most of the questions in this interview were comparable
with those ones in Interview A.
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There were six teachers involved in the interviews, two at each school. Their
number was limited to six, since the main focus of the research is not on
Hungarian writing instruction. The participants were selected at random, based
on their availability and willingness to participate. In the case of the teachers of
Hungarian it was possible to record the conversations since in contrast with the
English teachers, they all accepted the presence of the tape-recorder.

The interviews were transcribed from the recordings and the transcripts
were then compiled into a chart, which served as the basis of the data analysis.
The sections about the individual teachers were sent back to them for checking
and approval.

The purpose of the data analysis was to answer research question No. 6
about the teaching of writing skills in Hungarian. The answers were added up,
compared and analysed question by question. In this case, the schools were not
separated: the six teachers were treated as a single group. The small number of
participants did not make it worthwhile to analyse the three couples of teachers
separately.

The interview results were compared with the results of the English teacher
interviews. This was possible in the case of most of the questions, as presented
in Table 6.

Table 6 Comparison of the two interviews

Comparison of interview results

Focus of the questions: Number of question in the | Number of question in the

interview with the teachers | interview with the teachers
of English: of Hungarian:

integration of writing skills into

Hungarian literature and 41,3.2 1,4

grammar

curricular issues 4.1 4

text types 4.2 2

assessment 4.3 6

writing needs after graduation 3.1 7

goals of writing instruction 2.2 9

examinations 32 10

teachers' methodology training

at university / college 52 1

teachers' writing courses at

university / college >3 12
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As can be seen, the areas of comparison are how the teaching of writing is
integrated into the syllabus, the writing components of the National Core
Curriculum and the framework syllabi, the text types dealt with, assessment
practices, teachers’ predictions on students’ writing needs after graduation, the
aims of writing instruction, writing in examinations and the teacher training
background of the participants. Questions concerning language skills were not
dealt with in the comparison. The result of the data analysis of the interviews
with the teachers of Hungarian and the comparison of the two sets of answers
contributed to answering how writing was taught in the mother tongue and
how this influenced L2 writing at the schools (research question No.6).

3.3 Text analysis

The text analysis of the student compositions collected at the three schools
contributed to answering research question No.1.

The aim of the text analysis was to obtain some empirical evidence of the
results of writing instruction at the secondary schools and to contrast the results
of the teaching process with the requirements of the curricular documents used
at secondary schools, such as the National Core Curriculum, framework and
local syllabi, and the declared beliefs, aims and practices of the teachers of
English at the schools.

The student compositions come from the eleventh year language classes,
where the students also filled in the questionnaires. The justification for
choosing 11th-year student papers is that these students are already spending
their third year at the school, but are not yet at the phase where they already
stopped attending language classes (as they can, once they have passed an
intermediate-level language examination, at the time of writing this paper) or
are focusing solely on the school-leaving examination.

A total of 72 student papers were collected (see Table 7 for division by
schools), none of which was longer than a one-page assignment. They were
collected in a random fashion: the teachers teaching in eleventh-year classes
offered some of the tasks they had set during the school year. As it turned out
from the teachers’ unwillingness, they had little to offer in the way of student
compositions: there were not many tasks in general and they did not feel ready
to hand over these papers. This situation contradicted the long list of text types
the teachers of English gave in their interview answers. They certainly did not
possess a great many student papers.
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Table 7 Numbers of student papers collected

School: Number of student papers collected:
Grammar School: 17
Technical Vocational School: 22
Business Skills Vocational School: 33
Total: 72

Since it was a difficult task to obtain student assignments from the teachers,
they lack uniformity in task, length or correction, rubrics are often missing and
the teachers were able to give only vague information concerning how these
tasks fitted into the syllabus. However, since it is the general features of writing
that were in the focus of the text analysis, the different genres of the student
compositions did not pose any difficulty in the research process. Even the lack
of some features, such as rubrics, correction or marking carried important
information about the teaching instruction at the schools in question.

The criteria for the text analysis were worked out taking into consideration
writing subskills that are usually taught in writing handbooks (Cory 1996; Csomay
& Szerdahelyi 1997; Blanton & Lee 1998) or appear in examination marking
criteria. The main focus is on writing skills, but language level was also included
among the criteria, since, on the one hand, appropriate language skills strongly
contribute to the successful completion of the task, and, on the other hand, it is
also included in the marking criteria of the above-mentioned examinations.

In the evaluation of all but three criteria, there are three possible “labels”
attached to how well the writer satisfied the given criterion. The labels were
used to aid the assessment process. These were natural answers to the guiding
question of whether the writer had fulfilled the requirement in each subskill. For
the purpose of data analysis values were given to the labels: two points were
awarded to papers where the writer satisfied the requirement and successfully
applied the writing skill in question. One point was given to cases where the
writer was obviously aware of the requirements and showed evidence of that, but
did not succeed in their efforts. The third category, with no points awarded,
represents cases where the writer showed no evidence of awareness of the skill
and therefore failed in satisfying the requirements.

There are three exceptions to the system: in criterion No.1 the text type is
named, criterion No. 2 (Title) may also turn out to be irrelevant, for instance in
the case of letter writing. Finally, the overall language level can be evaluated as
good, acceptable or poor.
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Table 8 contains the detailed description of the values in the evaluation of
each criterion:

Table 8 Evaluation chart for the written student papers

Criteria:

1) Text type: |e Formal:

- essays
- argumentative, persuasive, descriptive, narrative, opinion, description,
comparison
- letters (inquiry, complaint, application)
- reports
- summaries
-CVs
- interview
- newspaper article
e Informal:
- letters
- notes
- messages
- e-mail messages
- recipe
- story
- poster
No text type specified (“Write a composition”)
Original Description of scores:
labels:
2) Title: yes/ 2 = the text has a title, which is relevant to the topic / content.
inappropriate |1 = inappropriate title for the topic
/no 0 = the text has no title
3) yes / 2 = the text is divided into cohesive paragraphs.
Paragraphs: |inappropriate |1 = inappropriate attempts at organising the text into
/ no paragraphs.
0 = the text is not divided into paragraphs.
4) Topic yes/some/ |2 = each paragraph starts with an appropriate topic sentence
sentences: no 1 = not all of the paragraphs start with a topic sentence and/or

they are not always appropriate
0 = none of the paragraphs start with a topic sentence

5) Overall structured / |2 = the text is appropriately structured: thesis, introduction,
structure: partly discussion and support, conclusion; formal conventions are
structured / kept to.
unstructured |1 = attempts at structuring and / or formal conventions are
partly kept to.
0 = the text is not structured, formal conventions are not kept
to.
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Criteria: Original Description of scores:
labels:

6) Cohesion: |appropriate/ |2 = the text contains appropriate linking and referencing

some / none |1 =some cohesion is achieved, but the writer mainly fails to
achieve this, due to e.g. inappropriate use of linking devices

0 = the text lacks cohesive devices, writer is apparently unaware
of them, no cohesion in the text

7) Coherence |yes /some/ |2 = the text is coherent and is logically organised.
/logical none 1 = unsuccessful attempts at coherence and logical organisation.
organisation: 0 = incoherent and has no inner logic.

8) Sense of yes /some/ |2 = the writer is aware of his/her audience, and this can be felt
audience: no in the composition.

1 = some sense of audience present.

0= no signs of being aware of an audience.

9) Task yes /some/ |2 = the task is fulfilled, the topics are relevant and are described

achievement |no in enough detail.

1 = the task is only partially achieved, but not in enough detail
or contains irrelevant parts.

0 = the task is not supported with enough detail or contains
several irrelevant parts.

10) Language |good / 2 = the language is accurate, varied grammatical structures and
acceptable / good vocabulary for the task and the student’s level.
poor 1 = contains several grammatical and lexical mistakes, simple

language, but the text can be understood; acceptable for the
student's level.

0 = the language (grammatical structures and vocabulary)
is inaccurate, the text cannot be understood.

The above table contains both the natural categories that were created during
the pilot markings and the numerical labels, as well. These numerical labels
express three basic ideas concerning the students’ command of the writing skills
examined in the analysis. Two points stand for the appropriate application of the
skill, one point signals that the performance is partly satisfactory and no or zero
point means the writer failed in applying that skill. The numerical labels are
accompanied by their brief descriptions.

At first, the text type was stated. The list in the chart was compiled while
going through the papers. The second criterion considered whether the writer
was able to give an appropriate and relevant title to their piece of writing. Third,
the presence of paragraphs was looked at. The use of topic sentences was treated
as a separate category (No.4). Then, the appropriate structuring of the
composition was evaluated. The sixth and seventh categories dealt with
cohesion and coherence/logical organisation in the student writings. The eighth
category dealt with the presence of a sense of audience in the compositions.
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Finally, one of the last categories, which was task achievement, examined
whether the task had been successfully performed on a holistic level. As a last
category, the overall language level of the student was also scored. The aim of
this category was to focus on the general language level as reflected in the
compositions. Accuracy, variety of structure and range of vocabulary were
considered when awarding the scores.

The final list of criteria was refined and worked out after a number of
alternatives had been tested. The earlier versions were piloted through
benchmarking a number of papers by the researcher. The set of criteria that
seemed to work the best for her was then tested by two secondary-school
teachers. They were given the same set of papers (one from each text type) for
marking, the criteria for analysis were interpreted and when they were ready,
their scores were discussed together. After this, the labels were finalised: for
instance, the overall language criterion was added upon their suggestion and
the number of evaluation labels was limited to three in each category. The idea
of numerical evaluation occurred during the final process of text analysis.

The aim of the analysis was not to evaluate the texts, but to establish whether
the writing subskills regarded by the literature as essential were present in the
samples of student writing. Therefore, most of the criteria were intended to
signal whether those subskills were found or not in the texts, in other words,
whether the students were able to apply these skills in their eleventh year.

3.4 Questionnaires

The questionnaire in the study was designed to contribute to answering research
questions No.2 and 3.

It also served as a means of triangulation since it provided information on
how the students at the schools perceive the issues of L1 and L2 writing needs,
the writing component of language examinations and in addition, the
importance of the language skills in language learning.

The questionnaires were filled in by all eleventh year students learning
English at each school participating in the research, that is, a total of 152
questionnaires were collected (see Table 9). Eleventh year students were chosen
to participate in the study since they had already spent three years at secondary
school and could be expected to have enough learning experience to formulate
opinions on the issues investigated. For the sake of the students’ convenience,
the questionnaire was compiled in Hungarian and they were administered by
the English teachers during classes.
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Table 9 Number of questionnaires filled in

School: Number of questionnaires:
Grammar School 83
Technical School 31
Business Skills School 38
Total: 152

A number of different question types were applied: open-ended, ranking,
multiple-choice and matching. The questions asked the students to rank the
four language skills in order of importance (Question 1), to decide if learning
to compose in English is important (Question 2) and where they thought they
would need writing skills (Question 3). If their answer was no to Question 2,
they were asked to explain why they would not need English writing skills
(Question 4). They were asked to choose which language skill they needed to
study the hardest for the state language examination and the school-leaving
examination (Question 5) and to choose the text types they would be most likely
to write in Hungarian (Question 6) and English (Question 7) after leaving
school. It should be noted that the state language examination (Origo language
examinations) was chosen because although there were a number of accredited
language examinations in use at the time of the research, this is the examination
most of the students could be expected to be familiar with.

Although this was a quantifiable part of the study, it was also qualitative in
that it offered an emic perspective from the students’ point of view on their
writing needs and the writing component of language examinations.

The answers to the questions were added up and quantified both by schools
and together. They were then interpreted and compared between the schools.
The answers also allowed comparisons between the students’ and the teachers’
opinions on a number of issues, such as
- the importance of language skills in language learning;

- where and what they expected to have to write at present and in the future,
that is, after leaving secondary school;
- how they saw the place and role of writing in language examinations.

3.5 Pilot study

The research was preceded by a pilot study in the spring of 2001. This involved
testing the teacher interviews with both the teachers of English and Hungarian,
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and the student questionnaires. The results of the pilot study provided the
necessary information to finalise the questions in the interview and the
questionnaire.

Since at the time of the first interview the participating schools had not been
chosen yet, in the case of the interviews with the teachers of English, the first
participant was a teacher from a grammar school in Budapest. The following
two interviews were already conducted with two teachers from the participating
grammar and technical vocational schools. The questionnaires were tested at the
grammar school in Town B, being filled in by a group of sixteen 11th-year
students.

Since the interview questions were designed to elicit subjective information
from the teachers, the purpose of the pilot interviews could not be to check
reliability and validity, but to test its relevance, understandability and order, and
to determine the length and language of conducting the interview. The
interviews during the pilot study were conducted in English and Hungarian,
depending on the interviewee’s choice. They were all tape-recorded, transcribed
and compiled into a common script for the purpose of comparison.

3.6 Limitations and implications

The aim of the research is to test the initial hypothesis by answering the research
questions. The answers are based on both objective (documents, texts) and
subjective (interviews, questionnaires) data. The study uses a mixed approach,
using elements from both qualitative and quantitative methodologies in order
to obtain a descriptive overview and a more thorough understanding of the
issues in focus.

If the hypothesis that the poor English writing skills of secondary school-
leavers are the result of inefficient L2 writing instruction proves to be true, it will
be possible to draw conclusions in connection with EFL writing instructions at
secondary schools. It should be borne in mind, however, that the results of the
study are limited, being valid only within the research context, which consisted
of three schools. In spite of the limited nature of the study, its findings may
contribute to working out recommendations for curriculum design, teacher
training and in-service teacher training programmes. This, of course, can only
be achieved if the research context and the procedures are described in detail,
that is, a “thick” description may ensure a higher degree of transferability.
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4 Conclusion

The aim of the research was to investigate the teaching of English language
writing skills at secondary schools in Hungary and thus, to contribute to the
body of research on writing instruction in English language teaching in
secondary education and to test the research hypothesis that secondary school
leavers possess inadequate writing skills in English. This hypothesis was
triggerred by the surveys revealing that Hungarian secondary and primary
students performed the weakest at writing among the four main language skills.

The survey results were further reinforced by the professional experiences of

the researcher as a writing tutor at a university teacher training programme.

The reasons why the secondary graduates possess poor writing skills must be

searched for in secondary education: secondary school English language

education obviously neglects the teaching of writing.

The possible reasons underlying the hypothesis were specified as the
following:

1) Other language skills, first of all speaking, take priority in the school
curriculum and therefore there is an inadequate amount of explicit teaching
of L2 writing skills at secondary schools.

2) Students are not motivated to learn L2 writing, since they do not perceive any
real need for L2 writing in language examinations or in their future lives.

3) Teachers do not feel properly trained for teaching writing.

4) Students are not competent writers in their mother tongue, either, since
writing in L1 is not taught adequately.

The research started by asking the main research question:

Why are English writing skills not taught adequately at secondary schools
in Hungary?

In order to answer this question six smaller-scale questions had to be
researched. The results of the research are expected to provide sufficient
information for answering the research questions and prove or disprove the
research hypothesis.

The research, which took a mainly qualitative approach, attempted to
answer the research questions with the help of an overview of English writing
instruction at Hungarian secondary schools through the example of three
schools. This small sample is a serious limitation of the study, but in order to
counterbalance its effect and to ensure the transferability of the study, the author
aimed to provide a detailed, thick description of the schools. However, the study
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can only be transferable to other schools after having made a careful comparison
between the school environments described in the study and the school in
question. In order to increase the validity of the research, each of the questions
was examined with the help of at least two research tools. However, in order to
receive more reliable results, the repetition of the study with a bigger sample of
schools would be necessary.

The answers received to the six questions are the following:

1) How does the representation of the main (foreign) language skills, and
writing in the first place, in the National Core Curriculum and the local school
syllabi influence the teaching of English language writing?

When investigating the representation of writing skills in the official
curricular documents, it has turned out that these documents aim to provide an
equal status to each of the four main language skills, and thus, to writing, as
well. However, there are two problems with the curricular documents: first, they
contain little specific information for the reader and consequently, they are likely
to exercise little direct impact on their users. Second, the interviews gave
evidence that the participating teachers are not only unfamiliar with the
specifications of the National Core Curriculum and the framework syllabi but
they do not have a local syllabus to refer to, either. Their main source of
orientation proved to be the coursebooks they used. The results of the text
analysis reinforced this impression: there was no evidence in the texts that the
writing skills featured in the framework syllabus were acquired. They mirrored
a language teaching which more or less neglected the conscious teaching of
writing skills in English.

2) What are the perceived future L1 and L2 writing needs of secondary school
students?

Most of the teachers of English regarded writing skills as necessary, but they
ranked it as the last among the four main language skills. On the other hand,
they admitted that their students would need to be able to compose texts in
English, particularly at university, when applying for posts or in clerical jobs.
The teachers of Hungarian had a more negative attitude about the students’
future needs for writing skills. In addition, it was the literary essay of the then-
in-use school-leaving examination, which seemed to exercise the most influence
on their writing instruction. On the other hand, the results of the student
questionnaire proved that the students considered writing more important both
in English and Hungarian in their future lives than their teachers. They mainly
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expected to need to write CV's and formal letters both in English and Hungarian.
These genres are obviously job-related ones. However, these are also the genres
most frequently dealt with by the teachers of both languages.

3) How do the requirements of the writing components of the most frequently
taken English language examinations influence the teaching and learning of
writing?

The commercial language examinations included in the study all cater for
writing, usually in the form of a letter-writing task. It also turned out that the
language examinations seem to exercise greater influence on the teaching of
writing: the most preferred genre among the teachers was found to be letter
writing. This means that although they expect their students to need writing at
university or at work, the genres likely to occur at these places are neglected in
their teaching. The school-leaving examination in use at the time of the data-
collection process exercised negative influence on writing instruction, since it
contained no element involving composition skills.

4) What is the attitude of secondary school English teachers towards the
teaching of writing?

The teachers’ answers in the interviews suggested that they favoured
a communicative way of language teaching, which they associated with a strong
focus on speaking skills. The teaching of writing seems to be neglected, however,
not only for this reason: the majority of the teachers also expressed a great deal
of uncertainty in the field because of the absence of writing methodology and
writing in their teacher training programmes. Their minimal training from their
pre-service schooling was not improved at in-service courses, either. However,
if any kind of approach characterizes writing instruction in English at secondary
schools, it is the genre approach that can best describe it. A number of teachers,
who had probably realised the fact that their students needed to become aware
of the social functions of written language, expressed their aim as familiarising
her students with the different genres in English writing. The analysis of the
written products of the students also reinforced the random approach of the
teachers to writing instruction.

5) How are secondary school EFL teachers trained to teach L2 writing?

The results of the document analysis gave evidence of the existence of
systematic writing courses in pre-service teacher training at the time of the data
collection. The amount of methodology training in the area of teaching writing,
on the other hand, proved to be rather minimal at each university programme
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included in the study. The results of the interviews, however, were rather
disappointing. The majority of the teachers reported having had no such courses
or had no recollection of it at all. As a result, they unanimously seemed to lack
knowledge and professional confidence in the field.

6) How is writing taught in the mother tongue?

On the surface, writing instruction in Hungarian seems to be taking place
more effectively, than in English: the teachers frequently referred to the
curriculum and rhetorics coursebooks in their interview answers. However, the
answers of the teachers seem to lack a uniform set of goals and means. It also
turned out that the teaching of writing seems to be in fact dominated by the
literary composition task of the school-leaving examination, which was in use
during the time of the data collection.

The current research has proved the hypothesis that secondary school graduates
have not been taught adequate writing skills in English. However, the reasons
underlying the hypothesis have been only partly proved:

1) Other language skills, first of all speaking, take priority in the school
curriculum and therefore there is an inadequate amount of explicit teaching of
L2 writing skills at secondary schools.

This statement of the hypothesis has been found to be valid, since the
teachers regarded speaking skills as the priority in their teaching. They
identified this skill as the cornerstone of communicative language teaching,
even though the educational documents divided teaching equally between the
four skills. However, the teachers proved to be unfamiliar with the documents
and the language examinations did not provide enough motivation for writing
a more systematic instruction, either.

2) Students are not motivated to learn L2 writing, since they do not perceive
any real need for L2 writing in language examinations or in their future lives.

The second statement, however, did not prove to be true: as expressed in
the questionnaires, the students regarded writing as a skill they would later need
to use in their lives.

3) Teachers do not feel properly trained for teaching writing.

This part of the hypothesis has been found to be true: the teachers gave
account of minimal or non-existent training in writing instruction or in writing
itself, which led to a lack of professional confidence and motivation on their
part.

4) Students are not competent writers in their mother tongue, either, since
writing in L1 is not taught adequately.

38



TEACHING ENGLISH WRITING SKILLS...

The teachers of Hungarian were more consciously teaching writing skills
than the teachers of English. However, their main focus was on preparing their
students for the written task of the school-leaving examination, which was
a literary essay at the time of the data collection with an emphasis on its content.
This examination seemed to exercise the main influence on the teaching
practice of even those teachers who were highly critical of the examination.
Thus, other genres and the systematic treatment of general writing skills was
either left out or superficially treated and the students cannot rely on their skills
in Hungarian.

Finally, the results of the study seem to imply that in spite of the writing
needs sensed by the secondary students and to a certain extent, the teachers, as
well, systematic and conscious English language writing instruction is not taking
place at secondary schools. The causes for this may lie in the insufficient
training of the teachers in the field and the lack of direct motivation. However,
there was evidence found that a somewhat increased importance has been
attached to writing instruction in English teacher training programmes, since
each of the ones involved in the study ran writing courses and included lessons
on the teaching of writing skills. Unfortunately, it is unrealistic to expect
university course developers to devote more attention to writing at the expense
of other skills. In addition, the new school-leaving examination, which includes
a writing task, may serve as a new source of motivation for teaching writing
skills.

The majority of the teachers at secondary schools, however, seems to be in
need of in-service teacher-training courses in this area. These courses could be
writing courses in English, or take a number of different angles on the teaching
of writing, such as a review of approaches to teaching writing, techniques in
teaching writing, exploiting writing for developing thinking skills and can even
be linked the new school-leaving examination.

Almost ten years have passed since the research described in the article was
conducted. During this time not only the educational context has gone through
a number of changes, but the Internet has also triggered significant changes in
communication. A repetition of the study would shed more light on the changing
role of writing.
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WAS MAN NICHT KENNT,
KANN MAN NICHT SCHUTZEN

EMPIRISCHE ASPEKTE ZUM NATURBEZUG VON KINDERN
UND JUGENDLICHEN

“Alles Sichtbare ist Ausdruck, alle Natur ist Bild, ist Sprache und

farbige Hieroglyphenschrift. Wir sind heute, trotz einer hochent-
wickelten Naturwissenschaft, fiir das eigentliche Schauen nicht
eben gut vorbereitet und erzogen, und stehen tiberhaupt mit der
Natur eher auf dem Kriegsfufs” (Hermann Hesse).

Diese Zeilen schrieb H. Hesse 1935.1 Was wiirde er heute wohl sagen? Die Na-
turwissenschaften haben sich seitdem rasant weiter entwickelt und die Natur-
kunde in der Schule hat sich zur Biologie, Chemie und Physik ausdifferenziert.
Die Folge davon ist eine Verwissenschaftlichung des Unterrichts im Sinne ei-
ner Theoretisierung und Abstrahierung, die grundlegende didaktische Prin-
zipien wie Veranschaulichung oder Realitatsbezug weitgehend ignoriert. Den
Schiilern ist haufig kaum noch klar, warum diese Fiacher Naturwissenschaften
heiflen, bestehen sie doch iiberwiegend aus Formeln, Reaktionsgleichungen
und theoretischen Modellen. So erschliefit sich den Schiilern nur schwer, wo
da die Natur sein soll, die sie sowieso nur noch vage und oft nur “aus zweiter
Hand” tiber die Medien kennen. Dabei erfahren sie dann meist mehr tiber die
Natur in irgendwelchen weit entfernten Landern und Kontinenten als tiber das,
was (noch) vor der eigenen Haustiir wachst oder sich bewegt.

1 Hesse, H. (1982): Schmetterlinge. Frankfurt/M.
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Alle Bekanntschaft entsteht aus Begegnungen. Aber viele kennen heute
nicht einmal mehr ihre menschlichen Nachbarn. Wen wundert es dann, wenn
viele keine Ahnung mehr haben, welche Lebewesen sonst noch unseren Le-
bensraum teilen. Die moderne, vor allem urbane Welt hilt eine Menge sinn-
licher Ablenkungen bereit, die alles Natiirliche, einschlieSlich des Menschen,
in den Hintergrund treten lassen bzw. sogar vor unserer bewussten Wahr-
nehmung abschotten. Besonders augenfillig wird dies, wenn man in einem
Wagen der U-Bahn sitzt und von einer nicht unbetrachtlichen Zahl Menschen
hinter dunklen Sonnenbrillen und mit Kopfhorern auf den Ohren umgeben
ist. Seit der bekannte deutsche Schulpadagoge Harmut von Hentig zu Beginn
der 1990er Jahre mit der beginnenden Computerisierung der Gesellschaft vor
dem “allmdhlichen Verschwinden der Wirklichkeit” warnte, wurde das Leit-
ziel der primdren Erfahrungen fiir viele Lehrkrafte zum didaktischen Be-
kenntnis. Allerdings mangelt es, zumindest was primidre Naturerfahrungen be-
trifft, den meisten Padagogen heute schon selbst an solchen. Ich habe das
Gliick, an einer Universitdt zu arbeiten, deren Campus vor einigen Jahren von
einer bekannten Zeitschrift zum schonsten Deutschlands gekiirt wurde. Die
Uni-Gebdude sind auf einem parkartig angelegten Areal mit vielen Wiesen,
Wasserflichen und Baumen angesiedelt, das viele Studierende und Mitarbei-
ter in den Pausen als Naherholungsgebiet nutzen. Manchmal frage ich in
dem einen oder anderen Seminar die Lehramtsstudierenden danach, welche
Baumarten auf dem Campus wachsen. Es sind alles einheimische, haufige Ar-
ten und dennoch kennen die meisten der jungen Leute gerade einmal zwei
oder drei davon.

Vor allem die angehenden Grundschullehrerinnen und -lehrer macht dies
nachdenklich, sollen sie doch im Sachkundeunterricht solche Kenntnisse ver-
mitteln. Der Naturbezug gilt aufSerdem in vielen umweltpadagogischen Kon-
zepten als zentraler Aspekt zur Anbahnung umweltsensiblen Verhaltens. His-
torisch betrachtet fillt auf, dass die Umweltprobleme in dem Mafle zunahmen
wie sich der Mensch von der Natur entfernte. Je mehr sich der Mensch durch
die Abkehr vom Jdger- und Sammlerdasein hin zur Nahrungsmittel- bzw. Kon-
sumgiiterproduktion aus der unmittelbaren Abhéngigkeit von der Natur l6ste,
desto mehr schien er auch an Sensibilitét fiir diese zu verlieren. Dieser Prozess
nahm seine hochste Auspragung durch Industrialisierung und Urbanisierung
an. Heute gibt es nicht wenige Menschen, die sich tiberwiegend in kiinstlichen
Lebensrdaumen aufhalten. Diese scheinen nicht selten schon fast das Bewusst-
sein dafiir verloren zu haben, dass sie selbst ein biologischer Organismus sind,
der in seiner Existenz von einer intakten biologisch-6kologischen Umwelt ab-
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héngig ist. “In der Stadt wird noch deutlicher, dass der Mensch nicht mehr als
Teil der Natur angesehen wird. Die Natur ist etwas auferhalb des Menschen ste-
hendes, etwas Fremdes. Wenn das Kind, der Mensch nicht die Moglichkeit hat,
sich an der Natur erproben zu kdnnen, sie zu entdecken, zu erforschen, kann sie
leicht zu einer Quelle der Angst werden” (Fischerlehner 1993, 160). Dies wird
auch durch eine Studie von Margadant-van Arcken (1997) mit dreizehn- bis
achtzehnjihrigen Jugendlichen gestiitzt. Danach wird der Mensch von den Ju-
gendlichen nicht als Teil, sondern eher als Storenfried der Natur aufgefasst. Viele
Bewohner der sog. hochentwickelten Regionen betrachten Natur sogar als et-
was eher Feindliches. Dies hat seine archaischen Wurzeln in einer Verteidi-
gungshaltung des Menschen gegen gefahrliche Tiere und im Zuge der Agra-
risierung auch gegen unerwiinschte Pflanzen (Eibl-Eibesfeldt 1996; Etschenberg
1997).

Gerade aber auch bei jenen, die sich nicht mehr diesem Existenzkampf
stellen miissen, hat sich eine merkwiirdige Aversion gegen Teile der Natur kon-
solidiert. Pflanzen werden zu Unkrautern erkldrt und auch dort bekampft, wo
sie eigentlich niemandem schaden. Es werden irrationale Angste oder Ekel vor
Miusen, Spinnen, Regenwiirmern, Schmutz und Infektionsgefahren ritualisiert
und Kindern ankonditioniert. Wind, Regen, Schnee und Eis werden als Be-
drohung und nicht als Teil notwendiger geophysiologischer Prozesse betrach-
tet und sie werden ebenso wie die Dunkelheit der Nacht haufig als Verkehrs-
hindernis, das den Fahrgenuss schmalert, eingestuft. Aber fiir diejenigen, die
an die Wichtigkeit der Verbindung von Mensch und Natur glauben, bleibt
Hoffnung. Einige Indizien sprechen dafiir, dass die meisten von uns doch noch
mehr oder weniger mit “Mutter Natur” verwurzelt sind. So veroffentlichte der
Starnberger Studienkreis fiir Tourismus und Entwicklung 1998 eine Unter-
suchung, wonach fiir 63,3% der Inlandsreisenden und 55,4% aller Fernrei-
senden der Naturgenuss das wichtigste Motiv der Reise ist (n. Hiichtker 1998;
Schweis 1993).

Der Psychologe Rainer Dollase (1996, 12) geht davon aus, dass das Kind ein
Homo oecologicus ist. “[...] es wird erst durch die Sozialisation zu einem Um-
weltschiander gemacht”. Er bezieht sich dabei u. a. auf die Biophilietheorie, die
von dem Harvard-Professor Edward O. Wilson geprigt wurde. Diese Hypothese
geht davon aus, dass es im Menschen ein fundamentales, eventuell sogar gene-
tisch angelegtes Bediirfnis nach Natur gabe. Dem zugrunde liegt die evolutio-
nére Tatsache, dass der Mensch den grofiten Teil seiner phylogenetischen Ent-
wicklung im unmittelbaren Kontakt mit der Natur verbracht hat. Dies trifft fiir
lindliche Regionen noch bis ins 20. Jahrhundert zu. Erst durch die wachsende
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Industrialisierung? und damit verbundene teilweise explosionsartige Urbani-
sierung begann eine extreme Entfremdung von der Natur. Fiir die Pddagogik von
besonderer Relevanz ist in diesem Zusammenhang das verdnderte Spiel- und
Freizeitverhalten der Kinder und Jugendlichen, der Riickzug der Kinder aus den
Wildern, Wiesen und Feldern in die Wohnungen vor die modernen Medien
(Blinkert 1998; Zinnecker 1990). Wihrend noch vor wenigen Jahrzehnten Kin-
der und Jugendliche einen grofien Teil ihrer freien Zeit draufien verbrachten, ist
dies heute selbst in Kleinstddten kaum noch méglich und auf dem Lande nicht
mehr tblich. Dieser Umstand fiihrt die Biophilietheorie fast ad absurdum,
wenngleich sowohl Dollase (1997) als auch Gebhard (2001) auf eine Vielzahl em-
pirischer Studien verweisen konnen, welche diese zu verifizieren scheinen (vgl.
auch Louv 2011).

Denkbar wire natiirlich auch, dass in den Industrienationen durch die
neueren technischen Entwicklungen seit den letzten drei bis vier Jahrzehnten das
phylogenetische Erbe von der sog. kulturellen Evolution “tiberrollt” wird. Viele
Wissenschaftler sehen in dem zunehmenden Riickzug aus der Natur nicht nur
eine psychische und geistige Verarmung, sondern auch den “Keim” fiir viele Zi-
vilisationkrankheiten. Adipositas und ADHS oder motorische Defizite sind
dabei nur die augenfilligsten (Gebhard 2001; Louv 2011). Richard Louv hat in
seinem US-Bestseller “Last Child in the Woods” fiir diesen Syndrom-Komplex
den Begriff Naturdefizit-Storung geprégt. Aber wie sieht es mit der Biophilie,
dem Bediirfnis nach Natur, bei Kindern und Jugendlichen des beginnenden drit-
ten Jahrtausends tatsichlich aus? Dies versuchten wir in mehreren Teilstudien
mit insgesamt ca. 700 Kindern und Jugendlichen aus Kindergarten, Grundschule
und Sekundarstufe 1 zu eruieren. Der Forschungsansatz orientierte sich an
entsprechenden Studien, die bereits in den 1970er Jahren in den USA durch-
gefiihrt wurden (vgl. Kaplan/Kaplan 1989). Den Kindern und Jugendlichen wur-
den zehn Bilder vorgelegt. Die eine Halfte enthielt Motive aus der Natur, die an-
dere Objekte unseres urbanen-technischen Lebens (Gebdude, Auto, ICE-Zug,
MP3-Player usw.). Wir achteten dabei darauf, keine aulergewdhnlichen, spek-
takuldren Darstellungen zu verwenden, da die meisten Kinder und Jugendlichen
auf einen Panda-Baren anders reagieren als auf ein Rotkehlchen oder auf einen
Porsche anders als auf einen durchschnittlichen Mittelklassewagen. Die Aufgabe
der Probanden war es nun, so etwas wie eine Hitparade mit den Bildern aufzu-
stellen. Das heif3t, sie mussten die Photographien nach dem subjektiv empfun-

2 Und auch Intensivierung der Landwirtschaft.
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denen Schonheitsgrad in eine Reihenfolge bringen. Die Ergebnisse zeigten,
dass im Kindergarten und in der Grundschule die Naturmotive iiberdeutlich das
Ranking gewannen. Diese Dominanz der Naturmotive findet sich zwar durch-
aus auch noch bei den Fiinfzehn- bis Siebzehnjdhrigen, aber mit deutlich ge-
ringerer Auspragung und vor allem getragen durch die Madchen, die ihre Vor-
liebe bis ins Jugendalter beibehalten.? Bei einem Grofiteil der Jungen ist mit
Einsetzen der Pubertit ein “Gesinnungswandel” vor allem hin zu technischen
Objekten festzustellen. Natiirlich wire es fiir die Umweltpddagogik spannend zu
wissen, ob es sich dabei um die Folgen von erzieherischen Prozessen oder eine
genetische Disposition handelt, dies ist aber wohl kaum eindeutig zu erforschen.
Als ziemlich eindeutigen Hinweis fiir erzieherisches (Fehl)verhalten interpre-
tierten wir den alterspezifischen Rankingverlauf eines Naturmotivs. Es handelte
sich dabei um die Abbildung einer Honigbiene. Wahrend dieses Foto von den
Grundschiilern noch unter die ersten fiinf gewdhlt wurde, nahm seine Beliebt-
heit mit zunehmendem Alter deutlich ab und landete im Gesamtranking auf
dem letzten Platz. Hier scheint sich doch dngstliches oder aversives Verhalten
von erwachsenen Vorbildern ausgewirkt zu haben.

Tabelle 1: Gesamtranking der den Kindern vorgelegten Abbildungen

Bild Durchschnittswert* Endplatzierung
Park 4,16 1
MP3-Player 4,38 2
Wiese 4,39 3
Berge 4,57 4
Wald 4,97 5
Geschift 5,99 6
Hochhauser 6,13 7
Strafle 6,27 8
Fuflgdngerzone 6,90 9
Biene 7,18 10

3 Uberaus interessant, weil ganz im Sinne von Wilsons Biophiliehypothesen, ist der “Gewinner” des
Rankings, eine Abbildung einer Parklandschaft. Wilson interpretiert das Phdanomen, dass man in den
Stadten tiberall auf der Erde Parkanlagen als beliebte Erholungsrdume findet, mit dem genetischen Ge-
ddchtnis. Parkanlagen entsprechen in ihrer Grundstruktur (Gras, Wasser, Bdume, Strducher) der
“Wiege” der Menschheit, der Savannenlandschaft Afrikas.

4 Bezogen auf die Einzelwerte der Altersgruppen bzw. Geschlechter.
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Biophilie ist die evolutiondre, aber sicher nicht die einzige Erklarung fiir das
Bediirfnis des Menschen nach Natur. Viele andere, vor allem psychologische
und kulturelle Faktoren spielen in diesem Zusammenhang eine wichtige Rolle und
sind umfassend von Ulrich Gebhard (2001) zusammengetragen. Darauf, dass
Menschenkinder Zuwendung und feste Bezugspersonen (zumal in den ersten
Lebensjahren) brauchen, haben von wissenschaftlicher Seite vor allem die Hos-
pitalimusstudien von René Spitz aufmerksam gemacht. Dass die menschlichen
“Brutpfleger” auch durch andere Spezies ersetzt werden konnen, scheint zu-
mindest die Phantasie der Menschen seit der Antike zu befliigeln. Romulus und
Remus, die Begriinder Roms, sind dafiir ebenso ein Beispiel wie der Roman-
bzw. Filmheld Tarzan oder Mogli aus dem Dschungelbuch der seine realen Vor-
bilder in den sog. Wolfskindern von Midnapore (vgl. Portmann 1964) fand. Viele
solcher Tier-Mensch-Geschichten, egal ob sie dem Reich der Mythen, der
Phantasie oder der Realitdt zuzuordnen sind, zeigen doch eine deutliche emo-
tional positive Verbundenheit zwischen Mensch und Natur. Eine Vielzahl von
Untersuchungen belegen die positive Beziehung zwischen Haustieren und der
kindlichen Entwicklung und zwar nicht nur in sozialer und emotionaler, son-
dern auch kognitiver Hinsicht (vgl. Gebhard 2001). Auch der Erfolg tierischer
Helfer in der Therapie ist heute wissenschaftlich anerkannt (Olbrich & Otter-
stedt 2003). Ebenso scheint fiir die Anbahnung umweltschiitzerischen Verhal-
tens der Umgang mit Tieren wichtig zu sein. So meint der renommierte Hu-
manethologe I. Eibl-Eibesfeldt, “.[...] dass der Mensch, der mit Tieren aufwichst,
einen anderen okologischen und affektiven Zugang bekommt. [...] wer ein
Eichhérnchen aufgezogen hat oder irgendein anderes nettes Tier, der gewinnt
eine grundsitzlich freundliche Einstellung anderen Lebewesen gegeniiber”
(Eibl-Eibesfeldt 1990, 10). Haustiere werden von Kindern als Familienmitglie-
der betrachtet, denen die gleiche emotionale Zuneigung und Verantwortung wie
nahestehenden Mitmenschen entgegengebracht wird. “Das Kind zeigt noch
keine Spur von jenem Hochmut, welcher dann den erwachsenen Kulturmen-
schen bewegt, seine eigene Natur durch eine scharfe Grenzlinie von allem an-
deren Animalischen abzusetzen. Es gesteht dem Tier ohne Bedenken die volle
Ebenbiirtigkeit zu; im ungehemmten Bekennen zu seinen Bediirfnissen fiihlt es
sich wohl dem Tier verwandter als dem ihm wahrscheinlich rétselhaften Er-
wachsenen” (Freud 1912/13, 154). Oft sind Hunde oder Katzen die besten
Freunde und Seelentroster. Daher ist die Vermutung naheliegend, dass Men-
schen mit solch intensiven Beziehungen zu Tieren diese nicht, wie die Ge-
setzgebung hierzulande, als Sache sehen und diese Einstellung auch auf Wild-
tiere, vielleicht sogar auf Pflanzen {ibertragen. Wenn Biologiestudenten nach
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ihrer Motivation fiir ihre Studienwahl gefragt werden, so ist nicht selten ein bio-
graphisch tief in der Kindheit und Jugend verwurzelter Naturbezug die Ant-
wort. Dies scheint ein verbindendes Merkmal der meisten Menschen zu sein,
die sich auch im Erwachsenenalter die Liebe zu unserer natiirlichen Umwelt be-
wahrt haben.

Als typisches Merkmal archaischer Kulturen gilt der Animismus. Dies ist die
Auffassung, “[...] dass nicht nur Menschen, sondern auch Tiere, Pflanzen und
— fiir uns - unbelebte Dinge beseelt sind” (Nachtigall 1974). Diesen Animismus
finden wir aber nicht nur tiber wahrscheinlich sehr lange Zeitraume der mensch-
lichen Phylogenese, sondern er wiederholt sich auch in der Ontogenese als ty-
pisches Merkmal einer Entwicklungsstufe im Vorschulalter (Piaget & Inhelder
1986; Schenk & Danzinger 1976). Aber man braucht sich nur unter unseren Mit-
menschen umzuschauen, um festzustellen, dass Animismus nicht nur eine Ent-
wicklungsphase représentiert. Zugegebenerweise mag bei besonders ausge-
prégt rationalistisch, materiell und areligios denkenden Menschen diese Phase
frither oder spiter vollig als Personlichkeitsmerkmal verschwinden, bei sehr vie-
len erwachsenen Zeitgenossen bleibt sie aber bis an das Lebensende in modifi-
zierter Form erhalten und kommt nicht zuletzt in religiésen Ritualen zum Aus-
druck. Fiir viele Hunde-, Katzen- oder Pferdehalter steht es aufler Frage, dass ihre
tierischen Familienmitglieder eine Seele (vielleicht sogar eine reinkarnierte) ha-
ben und auch Pflanzen, vor allem Biaume, werden von vielen Menschen regel-
recht personifiziert, nicht nur von “einféltigen’, sondern auch von bedeutenden
Denkern und Kiinstlern. Stellvertretend sei hier noch einmal Hermann Hesse
(1984, 9) zitiert: “Baume sind fiir mich immer die eindringlichsten Prediger ge-
wesen. Ich verehre sie, wenn sie in Volkern und Familien leben, in Wialdern und
Hainen. Und noch mehr verehre ich sie, wenn sie einzeln stehen. Sie sind wie
Einsame. Nicht wie Einsiedler, welche aus irgendeiner Schwiche sich davonge-
stohlen haben, sondern wie grofle vereinsamte Menschen, wie Beethoven und
Nietzsche” Diese Beseelung nichtmenschlicher Lebewesen konnte durchaus ei-
nen positiven Ansatz fiir das Umweltbewusstsein und somit fiir die Umwelt-
bildung bedeuten. Es ldsst sich bei Menschen, die sich ihren Animismus tiber
das Kindesalter hinaus “bewahrt” haben, eher eine bio- bzw. physiozentrische
natur-ethische Einstellung erwarten als bei solchen, die nichtmenschliche Le-
bensformen anthropozentrisch als nutz- und ausbeutbare Sache betrachten
(vgl. Heiland 1992; Leiber 2002). Dass eine physiozentrische Grundeinstel-
lung, die allen natiirlichen Phinomenen eine Existenzberechtigung um ihrer
selbst Willen zuspricht, einen giinstigeren “Nahrboden” zur Anbahnung von
Umweltbewusstsein und -handeln darstellt, liegt auf der Hand.
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Als eine Variante des Animismus lasst sich wohl der Anthropomorphismus
bezeichnen. Dabei werden menschliche Eigenschaften und Fahigkeiten auf
Tiere oder sogar unbelebte Objekte projeziert. Wahrscheinlich ist dieses Pha-
nomen tatsachlich besonders ausgepragt im (frithen) Kindesalter. Aber auch bei
Erwachsenen kommt es vor. Ob Anthropomorphismus dann immer wie in
Hehlmanns Worterbuch der Psychologie dargestellt als Zeichen von Infantilis-
mus und geringem Reifegrad gesehen werden muss, ist sicher diskutabel. Auf-
fallig ist allerdings der Erfolg solcher Anthropomorphismen. Es gibt eine un-
tiberschaubare Menge von Geschichten, Comics, Spielfilmen und Fernsehserien,
in denen Tiere mit (sogar idealisierten) menschlichen Eigenschaften die Haupt-
rollen spielen. Der gestiefelte Kater, Lassie, Fury, Flipper und Kater Mikesch sind
nur eine kleine berithmte Auswahl. Die Erklarung fiir die individuelle Bedeu-
tung von Anthropomorphismen muss nicht zwingend etwas mit der intellek-
tuellen Reife zu tun haben, sondern kann auch in einem unterschiedlichen Zu-
gang zum Naturerleben (vgl. Berck 2001, 18 ff) begriindet sein. Ein eher
asthetisch-kontemplativer Zugang zur Natur bietet wahrscheinlich einen an-
deren Néhrboden fiir Anthropomorphismen als ein instrumentell-rationaler.
Dabei stellt sich aber sehr schnell die Frage, welcher Zugang eigentlich fiir eine
positive Umwelteinstellung die giinstigere ist. Zu den Zielen der heutigen Bio-
logie-Didaktik gehort es eher, solche Anthropomorphismen (weil nicht dem na-
turwissenschaftlichen Denken entsprechend) abzubauen (vgl. Berck 2001).
Vielleicht liegt aber gerade in der animistischen Vorstellungskraft (des Kindes)
eine besondere Chance fiir die Umweltbildung, ist doch die besondere Bedeu-
tung des Affektiven fiir Lernprozesse seit Pestalozzi® hinlinglich bekannt
(Damasio 1999; Spitzer 2002; Vester 2001). Der Biologie-Didaktiker, G. Trom-
mer, betont die Bedeutung des affektiven Naturbezugs fiir die Umweltverant-
wortung. “Es ist anzunehmen, dass wohltuende Naturerfahrung, vor allem aus
frither Kindheit, noch am ehesten Antrieb zur Natur- und Landschaftserhaltung
zugeordnet werden kann” (Trommer 1992, 131). Dieser Hypothese liegen die
grundlegenden Aussagen der Psychoanalyse, der Entwicklungspsychologie und
heute auch der Neurobiologie zu Grunde, ndmlich dass unsere (frith)kindlichen
Erfahrungen pragend fiir unser lebenslanges Denken und Fiihlen sein konnen.
“Wenn es richtig ist, dass die Erfahrungen, die das kleine Kind mit den primé-
ren Objekten macht, wesentlich die spatere Personlichkeit, das Lebensgefiihl, das

5 Lernen mit Kopf, Herz und Hand.
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Urvertrauen (oder wie immer man es nennen mag) bestimmt, dann wird eben
dieses Lebensgefiihl auch von der Art und Qualitit der nichtmenschlichen
Umwelt gepragt sein, wobei wir freilich wenig dariiber wissen, welche Art von
nichtmenschlicher Umwelt die kindliche Entwicklung eher fordert” (Gebhard
2001, 23). So wire es beispielsweise duflerst interessant, welchen Einfluss (nicht
zuletzt wegen der damit in der Regel verbundenen starken emotionalen Kom-
ponente) der regelmifliige Umgang mit Haustieren auf die individuelle Um-
weltverantwortung hat.

In einer kleinen Studie, die wir an der Universitdt Augsburg mit 120 Schii-
lern (Durchschnittsalter 15 Jahre) durchfithrten, versuchten wir den Zusam-
menhang zwischen Lebenswelt und Umweltdenken etwas zu erhellen. Die
Grundhypothese dieser Studie war, dass die Qualitit von Umweltwissen bei
Schiilern abhidngig ist von spezifischen biographischen Faktoren, wie zum Bei-
spiel der Wohnumgebung. Deshalb fithrten wir die Befragung sowohl in grof3-
stadtischen als auch landlichen Schulen durch. Dabei zeigte sich (naheliegend),
dass Landkinder deutlich mehr Zugang zur Natur haben. So hatten 94% der
Landschiiler zu Hause einen Garten, in der Stadt waren dies 45%. Nicht ganz so
drastisch war der Unterschied beim Haustierbesitz. In der Stadt hatten 50% ein
Haustier, auf dem Land 75%. (Noch) erwartungsgemaf3 wurde beziiglich des be-
vorzugten Ortes der Freizeitbetitigung von den Landschiilern haufiger (50%)
als von den Grof3stadtjugendlichen (33%) “drauflen” angegeben. Bei den Stadt-
schiilern spielt dabei sicher das mangelnde Angebot an attraktiven Freiflachen
als auch eine Vielzahl anderer Verlockungen, die es auf dem Land nicht gibt, eine
Rolle. Ob man 50% “outdoor” Freizeitaktivitdten als viel, ausreichend oder we-
nig bewerten muss, kann kaum objektiviert werden. Dieser quantitative Aspekt
wird vor allem auf dem Hintergrund seiner Kausalitit fiir die Einstellung zur na-
tiirlichen Umwelt relevant. Wenn ein Zusammenhang von Naturbezug und
Umweltsensibilitit nachgewiesen werden kann, so erscheint die gegenwirtige
Entwicklung allerdings fatal. Der Trend - auch auf dem Lande - geht ziemlich
deutlich in Richtung zunehmender “indoor” Aktivititen (vgl. Blinkert 1993). Bei
unserer Untersuchung erwies sich vor allem der Faktor “Gartenarbeit” als inte-
ressant. Schiiler, die aktiv an der Instandhaltung eines Gartens teilnahmen,
zeigten sowohl im grof3stadtischen als auch landlichen Bereich einen deutlichen
Vorsprung in Sachen Umweltwissen. Diese Gruppe der Stadtschiiler iibertrifft
sogar hinsichtlich der richtigen Antworten ihre landlichen Altersgenossen, die
keine Gartenarbeit ausfiihren. Allerdings war naheliegender Weise die Anzahl
der girtnernden Schiiler/innen auf dem Lande mit 60% deutlich grofer als in
der Stadt (27%), so dass hier natiirlich auch eine deutliche Korrelation von
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Umweltwissen und Wohnort herausrechenbar ist. Die bewusste Auseinander-
setzung mit Pflanzen und Tieren, die im Garten vorkommen bzw. diesen be-
suchen (Vogel, Igel, Maulwiirfe, Insekten, Spinnen etc.) und im Jahreslauf auch
okologische Zusammenhiénge beobachten lassen (z. B. bestimmte Schmetter-
lingsraupen brauchen spezifische Wirtspflanzen oder Spinnen sind niitzlich, weil
sie Stechmiicken und andere “Plagegeister” fangen), scheint positiv auf das
Umweltinteresse zu wirken.

Diese Ergebnisse weisen im Prinzip in die gleiche Richtung wie die bislang
profilierteste deutschsprachige Studie zum Zusammenhang von Naturerfah-
rungen und Umweltwissen bzw. Umwelthandeln von Susanne Bogeholz (1999).
Diese geht wie viele andere Autoren von der Grundhypothese aus, dass ein Zu-
sammenhang zwischen Naturbezug, Umweltwissen und Umwelthandeln besteht.
Dabei betrachtet sie den Naturbezug sehr differenziert hinsichtlich Qualitat und
Quantitdt. Sie unterscheidet vier Naturerfahrungstypen:

1. Der dsthetische Naturerfahrungstyp orientiert sich vor allem emotional,
sinnlich, kiinstlerisch an der Schonheit und Eigenart der Natur.

2. Der okologisch-erkundende Naturerfahrungstyp interessiert sich im “wis-
senschaftlichen” Sinne, ohne utilitaristische Griinde an spezifischen Spezies
sowie fiir den Biotop- und Naturschutz (6kologische Dimension).

3. Der soziale Naturerfahrungstyp, der durch eine enge Sozialbindung an ein
Tier mit einer hohen affektiven Valenz gekennzeichnet ist. Dazu gehéren also
alle, die sich Haustiere aus Zuneigung und nicht zu Nutzzwecken halten.

4. Dem instrumentell-erkundenden Naturerfahrungstyp steht der prakti-
sche Umgang mit der Natur im Vordergrund. Anbauen, Pflegen, Gebrauchen,
Verzehren sind seine priméaren Aktivitdten in und mit der Natur (vgl. Bogeholz
1999).

Sicher gibt es zwischen allen Typen Uberschneidungszonen. So kann in der
Regel der Gartenbesitzer sowohl dem instrumentellen als auch dem dsthetischen
Typ zugeordnet werden, zumal, wenn man den Nutzungsaspekt des eigenen
Grundstiicks auch im weiteren Verstandnis der Erholung und sinnlichen Er-
bauung versteht. Auffillig ist, dass die Mddchen in der Untersuchung von Bo-
geholz beim instrumentell-erkundenden Typ deutlich unterreprésentiert sind.
Daraus ergibt sich die fiir die Umweltpadagogik entscheidende Frage, ob dieser
unterschiedliche Zugang zur Natur irgendeine Bedeutung fiir das Umwelthan-
deln der entsprechenden Personengruppen hat. Nach Bogeholz zeigen der 6ko-
logisch-erkundende und der instrumentell-erkundende Typ die gréfte Hand-
lungsmotivation und -intention zum umweltgerechten Verhalten, sowohl
hinsichtlich Naturschutz als auch Miill, Energie und Verkehr (Bégeholz 1999).
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Einen Zusammenhang von Naturwissen und Umwelteinstellung konnte Gertrud
Scherf schon vorher aufzeigen. Sie fand “[...] einen signifikanten positiven Zu-
sammenhang zwischen pflanzlichen Formenkenntnissen und einer schiitzenden
Einstellung gegeniiber Pflanzen [...]” (Scherf 1985, 103). Solche Studien zeigen
einmal mehr, dass Wissen, eben auch naturkundliches Wissen, nur dann nach-
haltig wirkt, wenn es mit konkreten Erfahrungen und eigenem Handeln ver-
kniipft ist. Zwar bieten die dlteren und neueren Medien bisher nie dagewesene
Moglichkeiten der Wissensaneignung, allerdings weif3 wohl ein jeder, dass sich
eine reale Landschaft oder ein echtes Tier sinnlich vollig anders erschliefien als
deren Abbildung.

“Wenn du das Leben begreifen willst, glaube nicht, was man sagt und was 