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ABSTRACT

The following study aims to explore and describe the opinions and motivations of senior 
English pedagogy undergraduate students from a private university in Chile towards the 
C1 Advanced test, a standardized English language proficiency test by Cambridge. In 
order to answer the research questions, a study following both a quantitative and qualita-
tive approach with a descriptive design was carried out. This included a questionnaire that 
was completed by 82 students from four different regions where the English pedagogy 
program has current students enrolled. The main results show that students nationwide 
generally agree with the importance of taking international standardized English language 
proficiency test, although there are some discrepancies among the degree of agreement 
among students from different regions. Students also indicate high levels of anxiety, stress, 
and nerves as driving feelings they experience leading up to taking the exam. 

Keywords: Standardized testing, language proficiency, student perceptions, English 
pedagogy. 

1 This article is the result of an internal research project titled “Student Perceptions and Moti-
vations towards the Advanced C1 Test”, approved by the Scientific Ethics Committee (126-22) at 
Universidad San Sebastián.
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RESUMEN

El presente estudio tiene como objetivo explorar y describir las percepciones y motivación 
de estudiantes de último año de la carrera de Pedagogía en Inglés en una universidad 
privada en Chile con respecto al examen C1 Advanced, un examen estandarizado de 
dominio del inglés ofrecido por Cambridge. Para responder las preguntas de investigación, 
se implementó un estudio descriptivo de índole cuantitativo y cualitativo. Se incluyó un 
cuestionario, que fue completado por 82 estudiantes de cuatro regiones del país diferentes 
donde el programa en Pedagogía en Inglés tiene estudiantes matriculados. Los principales 
resultados muestran que a nivel nacional los estudiantes encuestados generalmente están 
de acuerdo con la importancia de rendir un examen internacional estandarizado de 
dominio de la lengua inglesa, aunque existen algunas discrepancias entre los niveles de 
acuerdo, basado en las regiones de procedencia de los estudiantes. Los participantes de la 
investigación también indican altos niveles de ansiedad, estrés y nervios como emociones 
predominantes mientras se preparan para realizar el examen. 

Palabras clave: Pruebas estandarizadas, dominio de una lengua, percepción de estudiantes, 
pedagogía en inglés.

Recibido: 10/12/2022. Aceptado: 25/06/2023.

1. INTRODUCTION

Students, educators and professional workers from around the world, including 
Chile, oftentimes find themselves in the need to certify their English language 

proficiency for both academic and professional purposes (Brown, 2019). The 
specific reasons range from participating in international exchange programs and 
having a gap year to working abroad to applying for a job that requires a certain 
level of English. 

This study focuses on senior undergraduate students from four different re-
gions of Chile enrolled in an English pedagogy program at a private university. 
For these students, certifying their English proficiency is part of the last year of 
the academic program as well as a common requirement among educational in-
stitutions that employ English language teachers in Chile. The expectation of the 
university program and the general requirement from educational institutions 
hiring English language teachers is to have a certified C1 level of English. This 
proficiency level corresponds to an advanced use of the language based on the 
Common European Framework of Reference for Languages (Council of Europe, 
2022). In order to obtain such a certification, there are a number of international 
standardized tests that can be implemented. At the time of this study, the English 
pedagogy university program that was considered for this research administered 
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the C1 Advanced exam (formerly known as CAE) by Cambridge English Lan-
guage Assessment.

Considering the high-stakes nature of this international standardized language 
exam, students from the English pedagogy program are faced with a considerable 
challenge that can have an important impact on their academic and professional 
outcomes. For this reason, it is of great significance to learn more about students’ 
perspectives, thoughts, and experiences around this exam.

The objective of this study was to identify the perceptions and motivations of 
senior undergraduate students of English Pedagogy from four different regions of 
a private university in Chile towards the C1 Advanced exam by Cambridge. Based 
on this objective, this study addressed the following research questions:

 
• What are the motivations of students towards the C1 Advanced exam?
• Are there differences between students’ motivations towards the C1 Advanced 

exam based on the region they are from?
• Is there a relationship between the variables examined in regard to students’ 

perception of the different language skills evaluated through the C1 Advanced 
exam?

• Are there any differences between the motivation of students towards the C1 
Advanced exam based on the level of English they believe to have? 

• Are there differences between the feelings and thoughts students experienced 
leading up to take the C1 Advanced exam based on the region they are from?

2. LITERATURE REVIEW

2.1. What is standardized testing?

2.1.1. General introduction

Testing has been used throughout history by institutions and organizations to 
generate a scalar notion of individuals’ skills and knowledge, typically to decide 
who has the qualifications to become a part of them. Advocates of testing have 
claimed its usefulness lies in the potential to inform teachers, students, parents, 
administrative staff and even policymakers on how a determined population of 
test takers are meeting certain standards, and as such make decisions related to 
programs, practices, and opportunities (Brown & Abeywickrama, 2021). An ex-
ample that has become massively commonplace in the past half-decade is stan-
dardized testing. In the area of English language aptitude, international standard-
ized English language proficiency tests (henceforth ISELPTs) have emerged as 
the most widely acknowledged proficiency assessment instruments by universities, 

English pedagogy students’ motivations towards the C1 Advanced test as a tool to... / rogEr ramírEz d., nicolás cardEnas t.
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workplaces, and other score users. As the definition by Katz (2014) indicates, pro-
ficiency tests differ from other forms of assessment in that they are meant to gauge 
“students’ ability in a language independent of a curriculum or specific course 
content” (p. 321). Following this worldwide trend, a steadily increasing number 
of Chilean universities are requiring their students to take an ISELPT such as 
TOEFL, TOEIC, IELTS and the Cambridge suite of tests to certify their level of 
proficiency before they graduate.

 
2.1.2. The case of C1 Advanced (formerly known as CAE)

The C1 Advanced test is one of the exams offered by Cambridge. Relatively popu-
lar in Chile as a way to measure language proficiency, the C1 Advanced test is 
administered by the end of the last year in the English Pedagogy degree across a 
variety of universities. Albeit it is not a requirement for graduation, and it does 
not affect students’ grades directly or indirectly, the results of this test can be an 
important milestone for pre-service teachers. For many the first instance of an 
ISELPT, the C1 Advanced test represents an outside measurement of the lan-
guage skills students have developed throughout the duration of their university 
program.

Intrinsically tied to the CEFR proficiency level in its name, a “C” grade (a 
score of 180–192 on the Cambridge English Scale) is the cut to be considered as 
having a C1 level (Green, 2018). The C1 Advanced test is made up of four “pa-
pers” (one for each language skill), lasts around 4 hours, and can be taken in either 
physical or computer-based formats. Table I shows further details and the specific 
duration of each paper, taken from the Cambridge English website:

 
Table I. Papers, features, and duration of C1 Advanced exam by Cambridge.

Paper (skill) Key Features Time allotted
Reading and 
Use of English

• Eight parts, for a total of 56 questions.
• Integrates questions to test knowledge on grammar and 
vocabulary.

90 minutes

Writing • Two tasks:
- Writing an essay to answer a compulsory question.
- Writing a situation-based piece based on one of three 
options.

90 minutes

Listening • Four parts, for a total of 30 questions.
• Test items range in complexity from multiple choice to 
multiple matching.

40 minutes

Speaking • Conducted by a pair of examiners. Taken in pairs (i.e. 
two test-takers together).
• Four parts that vary in length of contribution and level 
of interaction with interlocutors.

15 minutes
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2.2. Why testing at the end of a teacher education degree?

2.2.1. National guidelines & education market

Taking a language proficiency test by the end of a teaching degree has become 
a more frequent practice in the past decade, influenced by factors coming from 
different parts of the education system. Universities seek to examine both how 
pre-service teachers meet the proficiency benchmarks set by their programs, and 
whether these students align with the exit profile expected by national and inter-
national standards (Cisterna-Zenteno et al. 2016). In Chile, the national Ministry 
of Education releases and updates teaching standards that schools and educators 
are meant to observe. This initiative was born in 2004, as part of a series of stra-
tegic reforms to improve international business connections across language bar-
riers (Matear, 2008). After a national diagnostic proficiency test the same year, 
results positively correlated the students with the best scores to teachers with high 
levels of proficiency (Ministerio de Educación/SIMCE/Cambridge ESOL Exami-
nations, 2004), which became a flagship for the development of teacher quality 
expectations.

The current standards for teachers of English place the ideal educator at a C1 
level in their section on communicative competence, both at the production and 
comprehension levels (Ministerio de Educación, 2021). In practice, these nation-
wide standards issued by the Ministry of Education are strong recommendations. 
They do not act as a sole mandate that establishments are required to follow. Nev-
ertheless, the strong demands of the education market make institutions embrace 
these guidelines. Public or private school administrations pose their own require-
ments when hiring educators, and it is not uncommon for them to include a C1 
level of proficiency in the CEFR scale among the prerequisites to enlist English 
language teachers.

2.2.2. Suggestions by researching institutions

As part of their study results, institutions researching the teaching and learning of 
English around Latin America have suggested Ministries of Education and teach-
er-training programs to strengthen the quality of teacher education by imple-
menting stricter screening and recruiting processes, such as the implementation of 
ISELPTs (see for example, Cronquist & Fiszbein, 2017; Bruns & Luque, 2015). 

All of the reasons above point towards the implementation of an ISELPT in 
the last semester of a teaching degree, in the months leading to graduation.

English pedagogy students’ motivations towards the C1 Advanced test as a tool to... / rogEr ramírEz d., nicolás cardEnas t.
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2.3. Does standardized testing reflect proficiency levels?

The concept of standardized testing might equivocally seem synonymous to a 
fair, objective measurement of a subject’s level of proficiency. Test results should 
effectively reflect what the person is capable of doing with their language skills 
and be a predictor of relative success using the language. In reality, the relationship 
between how test takers perform and their level of proficiency is a complicated 
one (Benavides, 2015; Jenkins, 2016). Although ISELPTs are implemented in 
a controlled environment and are founded on the basis of continual improve-
ment by the institutions that generate them, it is not entirely correct to assume a 
unidimensional score scale can faithfully reflect a multidimensional construct as 
language aptitude. The field of standardized language testing is still in continual 
evolution. Although the quality of the processes and products associated with it 
has allegedly improved in the last decades, research is still necessary and signifi-
cant. Listening to test takers is one step in this direction. 

 

2.4. How does standardized testing affect higher education students?

2.4.1. State of research

Even though testing acts as a gatekeeper for job opportunities and ultimately the 
socioeconomic trajectory of many students and pre-service teachers’ lives, the field 
of test takers’ perception has been severely under-researched (Suryaningsih, 2014; 
Brown, 2019). Most of the literature in this regard comes from the last decade, 
indicating a growing interest in the human element of ISELPTs. Test-takers’ per-
ceptions should be critical for an evaluation instrument that decidedly influences 
their careers, as it is them who prepare for it, undergo the process of taking it, and 
live with the results. Consequently, their voices should not be left out of the equa-
tion (Kirkland, 1971; Shohamy, 2015).

The authors found that some research has been conducted to understand the 
influence of standardized testing on students and their perceptions, but only a 
small fraction considers higher education students. From these, a much smaller 
portion focuses on pre-service educators. Although specific, this area of investiga-
tion should be especially relevant since teachers draw on their own experiences 
as learners to form their beliefs around education (Borg, 2003; Zheng, 2009). 
Students’ perception of their learning experiences can mold how they learn, and 
for future teachers this holds true for aspects such as assessment and test prepara-
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tion (Struyven et al., 2005). Teachers’ values and belief systems tend to inform 
their actions in the classroom consciously or unconsciously, making their own 
interpretations of reality a cascade effect that might affect their students (Pérez 
Andrade, 2019).

2.4.2. The effect on test-takers’ motivation

The effect of standardized testing on student motivation is mixed and inconclu-
sive, and seems to vary with factors such as personality, culture, beliefs, and expe-
rience with test preparation and implementation. Studies have found that higher 
education students can feel motivated to learn when faced with the challenge of 
taking an ISELPT as part of their program (for example, see Ockey & Gokturk, 
2019; Li et al., 2012; Rohman et al. 2019; Vongpumivitch, 2012). Conversely, 
the motivation that many test takers feel tends to coexist with feelings of stress, 
anxiety, and frustration (for example, see Suryaningsih, 2014; Castro Acosta, 
2009; Pan, 2009).

2.4.3. The effect on test-takers’ learning

The literature consulted rarely focused on what higher education students learned 
about their own language ability by taking an ISELPT, or how they process the 
feedback offered through the results. Nonetheless, it has been reported that stu-
dents tend to struggle most with extensive listening and extensive reading (Cister-
na-Zenteno et al. 2016; Castro Acosta, 2009). 

2.4.4. Test-takers’ perception of ISELPTs

Research on younger students in the school system emphasizes that high stakes 
testing can be understood as necessary, but also perceived as identity-defining 
and shame-inducing (Taylor, 2013). The perception of higher education students 
tends to lean towards an acknowledgement of why institutions implement IS-
ELPTs, combined with unconformity by not being familiar enough with the test 
items, target culture and perceived level of challenge (Jenkins, 2016; Ockey & 
Gokturk, 2019).

Across ages, students’ perceptions of ISELPTs and standardized testing at large 
seem to be influenced by their performance in them. Students who obtain higher 
scores are more likely to be satisfied with the notion of testing and their overall 
test-taking experience (Tsai & Tsou, 2009; Kirkland, 1971).

English pedagogy students’ motivations towards the C1 Advanced test as a tool to... / rogEr ramírEz d., nicolás cardEnas t.
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3. METHODOLOGY

The purpose of this exploratory research is to identify the motivations of senior 
undergraduate students from a private university in Chile towards the C1 Ad-
vanced exam by Cambridge. Based on this intention, non-experimental research 
has been carried out following a quantitative and qualitative approach with a de-
scriptive design (Cohen et al., 2018). 

3.1. Context and participants

This study took place at a private university in Chile, which has campuses in 
Puerto Montt, Valdivia, Concepción, and Santiago. At this university, English 
pedagogy students in the last semester of their undergraduate studies are required 
to take an ISELPT to certify their English language proficiency. Nonetheless, stu-
dents are not required to achieve a certain score in order to graduate. The Eng-
lish pedagogy undergraduate program has a current duration of eight semesters. 
It is important to point out that the recently updated version of the program 
has a duration of ten semesters. However, the participants of this study were all 
students from the eight-semester long version of the program. Throughout this 
English pedagogy program, students are required to complete two semester-long 
courses aimed at preparing them for taking an international standardized exam: 
one focused on test-taking strategies and one focused on better understanding and 
practicing taking a variety of mock ISELPTs. 

At the time of this research, the C1 Advanced exam by Cambridge, formerly 
known as Cambridge English: Advanced (CAE), was the test being implemented. 
This standardized test is administered by an external institution in Santiago that 
is licensed by Cambridge. The test is offered to English pedagogy students at no 
additional cost besides what is already paid through their university tuition. The 
directors and academic staff of the university are the ones who coordinate all the 
administrative logistics, including registration and scheduling, with the external 
test provider.

For this study, a total of 98 students were invited to participate in a question-
naire focused on their perceptions and motivations towards the C1 Advanced test 
as a tool to measure their English language proficiency. When these senior un-
dergraduate students were asked to complete the questionnaire, they had already 
taken the C1 Advanced test. The questionnaire was completed anonymously us-
ing Google Forms. No personal details like name, sex, age, phone number or 
emails were collected through the questionnaire. Since one of the researchers of 
this project is the director of the undergraduate program of the university consid-
ered, participants were contacted through local teachers of the program. 
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3.2. Instrument and data collection 

An online questionnaire was designed and administered to gather senior English 
pedagogy undergraduate students’ motivations towards the C1 Advanced exam 
by Cambridge. In order to obtain this information, the questionnaire included 
12 Likert scale questions (Muthén & Kaplan, 1985). The Likert type responses 
included: strongly agree, agree, neutral, disagree, and strongly disagree. In addi-
tion to these items, participants were asked to answer 10 multiple choice type 
questions in which they could select more than one answer. 8 of the 10 questions 
were included to ensure validity of the questionnaire since these items addressed 
information already encountered in the Likert scale questions. The remaining 2 
questions aimed at collecting data regarding concrete motivations for taking the 
C1 Advanced exam and feelings and thoughts participants experienced leading up 
to taking said exam. Finally, the questionnaire included 1 open-ended question 
for responders to expand and offer more details on their perception of the overall 
value of taking an international standardized English language test at the end of 
an undergraduate English pedagogy program. 

To confirm the relevance and clarity of the questions, the questionnaire was re-
viewed by two external experts on the topic of ISELPTs. Afterwards, it was piloted 
with a group of 18 students from the same university in Santiago, Chile. It was 
carried out in a physical classroom at the university with volunteer students over 
a period of 45 minutes. The pilot consisted of participants completing the virtual 
questionnaire in fifteen minutes followed by a thirty-minute focus group on their 
reactions and feedback towards the research instrument. These participants made 
specific observations on the number of open-ended questions included in the 
questionnaire. All 18 students agreed that three of the four open-ended questions 
felt redundant since they found themselves writing the same answers they had 
already selected in the previous Likert and multiple-choice questions. Participants 
from the pilot also suggested to use the acronym CAE throughout the question-
naire instead of C1 Advanced since this new title of the test is not as familiar to 
them. Students also mentioned that the questionnaire felt concise and straight-
forward. They confirmed that it could be completed within fifteen minutes, espe-
cially if two or three of the open-ended questions were to be removed. 

Based on the results of the pilot and the focus group, a new version of the ques-
tionnaire was constructed in which only one open-ended question was included 
at the end for participants to share further opinions and thoughts on the C1 Ad-
vanced test. The questionnaire was also modified so that the use of the test title 
CAE was consistent throughout most of the instrument. Finally, when applicable, 
a line was added to some questions of the survey clarifying that more than one 
answer could be selected. 

English pedagogy students’ motivations towards the C1 Advanced test as a tool to... / rogEr ramírEz d., nicolás cardEnas t.
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3.3. Population 

The population for this research was composed of senior English pedagogy un-
dergraduate students from four different regions of a private university in Chile. 
The total population of these students reached 98 people. For the purposes of this 
study, a convenience sampling technique was used (Griffee, 2012; Rea & Parker, 
2014; Warner, 2013). The sample consisted of 82 students from all four regions. 
Specifically, the sample included 20 students from Santiago, 21 from Valdivia, 21 
from Puerto Montt, and 20 from Concepción. 

3.4. Procedure 

The questionnaire was sent to all 98 students enrolled in the last year of the Eng-
lish pedagogy undergraduate program from the four regions where it is offered. 
Even though participation in answering the questionnaire was highly encour-
aged, it was completely voluntary. Responders were assured of the confidential 
and anonymous nature of their responses. Participants who agreed to participate 
in the study signed an informed consent that had already been approved by the 
Scientific Ethics Committee of the university. 

3.5. Data analysis

The data and results received through the questionnaire, were analyzed based on 
descriptive statistics (Gordon, 2012). Cross-tabulation and Pearson’s Chi-square 
were conducted to measure whether and to what extent students from differ-
ent regions had significantly different perceptions and motivations towards the 
C1 Advanced test. These analyses were performed using the SPSS Statistics 26.0 
software. 

4. RESULTS AND DISCUSSION

4.1. Descriptive analysis of students´ opinions towards the C1 Advanced test by 
Cambridge

As shown in Table II, the descriptive analyses convey that students pertaining to 
all four regions where the university runs the program generally agree with the 
importance of taking the C1 Advanced test as senior English pedagogy under-
graduate students. The items that generated the highest positive ratings (agree and 
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strongly agree) were based on the following statements: as a senior undergraduate 
student of English pedagogy, I believe it is important to take the CAE C1 test (88.2%) 
and the CAE C1 test is an effective tool for measuring my English language proficiency 
as a senior undergraduate student of English pedagogy (84.4%). On the other hand, 
the item where most students least agree with the C1 Advanced test relates to the 
alignment of their English language preparation at the university with the exam. A 
total of 75% of the responders believe their university preparation does not align 
well with the C1 Advanced exam. 

Table II. Descriptive analysis of students´ opinions towards the C1 Advanced test.

Items Min. Max. Mean Standard 
Deviation

As a senior undergraduate student of English peda-
gogy, I believe it is important to take the CAE test.

0 5 4.51 .984

The CAE test is an effective tool for measuring my 
English language proficiency as a senior undergradua-
te student of English pedagogy.

0 5 4.34 .922

The results of the CAE test help me better unders-
tand my English language speaking proficiency.

0 5 3.25 1.061

The results of the CAE test help me better unders-
tand my English language reading proficiency.

0 5 2.75 .985

The results of the CAE test do not help me better un-
derstand my English language listening proficiency.

0 5 3.15 1.045

The results of the CAE test do not help me better 
understand my English language writing proficiency.

0 5 2.40 1.024

Many educational institutions in Chile require a C1 
level of English language proficiency. The CAE C1 
test is an effective way of meeting this requirement.

0 5 3.48 .948

The types of questions of the CAE test are appropria-
te for measuring English language proficiency.

0 5 2.50 1.070

The results of the CAE test motivate me to improve 
my English language skills.

0 5 3.75 1.763

The CAE test is reputable among educational institu-
tions that employ EFL teachers.

0 5 3.77 .960

The CAE test aligns well with the English language 
preparation I have received at the university.

0 5 1.25 .524

If it were my decision, I would make it mandatory 
for senior university students of English pedagogy to 
take an international standardized English language 
proficiency test.

0 5 2.76 1.982

English pedagogy students’ motivations towards the C1 Advanced test as a tool to... / rogEr ramírEz d., nicolás cardEnas t.
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According to the analysis of the information collected during the research and 
regarding the questions established for this study, we can conclude that the stu-
dents generally agree that it is important to take an ISELPT like the C1 Advanced 
test. In addition, over 60% of respondents indicated that they became more aware 
of their speaking and listening language skills after taking the C1 Advanced test. 
This shows that participants are interested in and inclined towards having a better 
understanding of their own language skills. In contrast, reading and writing were 
the two personal language skills that students felt they became the least aware of 
by taking and receiving the results of the C1 Advanced test. This result provides 
a clear sign of what areas participants might need more support with throughout 
their English language development at the university they attend and in prepara-
tion for taking the C1 Advanced test – or any other standardized language test. 

A total of 75% of the responders also suggested that the results of the C1 Ad-
vanced test motivated them to continue improving their English language skills 
and proficiency levels. Students demonstrate through this question a keen inter-
est in working on their English language skills based on their own results from 
the standardized language test. It also became evident through the survey that 
students feel that the C1 Advanced test is reputable among employers in Chile, 
and that it is an effective way of certifying students´ English language skills (70% 
overall agreement). This result is a clear indication of the importance of this stan-
dardized test in the Chilean teaching work environment and the high regard that 
students hold the test at. 

4.2. Descriptive analysis of students´ motivations and feelings towards the C1 
Advanced test by Cambridge

The descriptive analyses of students´ motivations for taking the C1 Advanced test 
show that the students, from all regions of the university, had a variety of motiva-
tional sources ranging from work to personal purposes (Table III).

A high 70% of participants revealed that what motivated them to take the 
C1 Advanced test was to receive an international certification of their language 
proficiency level. 74% expressed that they were motivated to apply for a job in 
the Chilean teaching context. These two results may be indicative of the weight 
of language certifications for educators at a national level and how important it 
is for employers that language teaching candidates hold a valid English language 
proficiency certificate. 

A more intrinsic and personal motivational source comes from the results of two 
particular items. 70% of respondents indicated that what drove their motivation 
to take the C1 Advanced test was to have a better understanding of their English 
language skills and to validate their own personal language learning process. These 
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results are highly encouraging since they reflect the importance of self-awareness 
and pro-active learning from students. In addition, the results demonstrated that 
students do not only take the C1 Advanced test because it is required, but also 
because they are personally interested in seeing how their English language skills 
fare based on the CEFR (Common European Framework of Reference). 

Participants also seem to have an important interest in taking the C1 Ad-
vanced test to further their education and pursue post-graduate studies with 56% 
of respondents revealing that they were motivated to take the C1 Advanced test 
to apply for a master’s degree. Another 52% mentioned that they were motivated 
to take the C1 Advanced test to potentially participate in an exchange program 
abroad. These results show that students have motivations that expand beyond 
just immediate work purposes. Students also hope to travel abroad, have intercul-
tural experiences, and continue to learn through a master´s program. The great 
majority of exchange programs and master´s programs do require a certified C1 
level of English. For this reason, the C1 Advanced test seems to be an effective 
instrument for most students. 

Finally, it is important to mention that the research survey included a state-
ment where students could select as an option that they were not motivated to 
take the C1 Advanced test or that they took the test just because it was mandatory. 
A mere 2% selected both items, revealing that 98% of students do have sources of 
motivation to take the C1 Advanced test which include work, study, travel, and 
personal reasons. 

Table III. Descriptive analysis of students´ motivations towards the C1 Advanced 
test.

No. Items Yes
f (%)

No
f (%)

1 To have an international certification 57 (70) 25 (30)

2 To apply for a teaching job 61 (74) 21 (26)

3 To do an exchange program abroad 43 (52) 39 (48)

4 To apply to a master’s program 46 (56) 36 (44)

5 To apply for future scholarships 39 (48) 43 (52)

6 To have a better understanding of my English proficiency 57 (70) 25 (30)

7 To validate my process of learning English 58 (71) 24 (29)

8 To learn more about areas of improvement for my English 
language skills 56 (68) 26 (32)

9 Not motivated 2 (2) 80 (98)

10 It was mandatory 2 (2) 80 (98)

English pedagogy students’ motivations towards the C1 Advanced test as a tool to... / rogEr ramírEz d., nicolás cardEnas t.
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In terms of how students felt in the weeks and days leading up to taking the C1 
Advanced test, the results indicate an overwhelming inclination towards negative 
and stressful feelings (Table IV). Respondents selected stress, anxiety, and nerves 
as the predominant feelings they experienced in the weeks before taking the test 
(80%, 78%, and 74% correspondingly). This result is highlighted by 52% of stu-
dents pointing out that they felt concern and lack of confidence. Conversely, only 
26% of respondents indicated that they felt curiosity and positively challenged. In 
addition, 18% of the responders revealed that they felt excited as they prepared for 
the test. These results highlight a general concern from students who feel anxious, 
stressed, not prepared, and unconfident in the timeframe prior to taking the C1 
Advanced test. Even though it may be difficult to avoid stressful and anxious feel-
ings before taking such a high-stakes exam, there is significant work to be done 
and emotional support to be provided to students who prepare for taking the C1 
Advanced test. This is a challenge that lies ahead for both the leadership of the 
English pedagogy undergraduate program and the students who will be taking the 
C1 Advanced test or a similar one in the future. 

Table IV. Descriptive analysis of students´ feelings towards the C1 Advanced test.

No. Items Yes
f (%)

No
f (%)

1 Excitement 15 (18) 67 (82)

2 Anxiety 64 (78) 18 (22)

3 Positive challenge 21 (26) 61 (74)

4 Stress 66 (80) 16 (20)

5 Curiosity 21 (26) 61 (74)

6 Nerves 61 (74) 21 (26)

7 Self-confidence 16 (20) 66 (80)

8 Concern 43 (52) 39 (48)

9 Lack of confidence 43 (52) 39 (48)

10 Feeling prepared 15 (18) 67 (82)

4.3. Differences between students´ opinions and motivations towards the C1 
Advanced test based on regional background

With respect to the regional differences, respondents from all four regions includ-
ed in this research (Puerto Montt, Valdivia, Concepción, and Santiago) generally 
selected similar answers, with different degrees of agreement, for most items of the 
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survey regarding their opinions and motivations towards the C1 Advanced test 
(Table V). Items shared in Table V were selected based on results that indicated 
most predominant differences, similarities and opportunities for further discus-
sion. For example, regarding statements connected to the importance of taking 
the C1 Advanced exam as senior undergraduate students of English pedagogy, stu-
dents from all four regions agreed on the importance of this exam (Puerto Montt: 
94%; Valdivia; 96%; Concepción: 92%; Santiago: 68%). A worthy difference to 
note with these results is that even though most students from all regions agree, 
students from Santiago have at least a 24% lower indication rate in this agreement 
compared to all three other regions. 

Regarding students´ motivation indicators for taking the C1 Advanced test 
there is a similar difference. Students from Puerto Montt, Valdivia, and Concep-
ción all agree more strongly that the results from the C1 Advanced exam motivate 
them to improve their personal English language skills (80%, 78%, and 76% 
correspondingly). However, respondents from Santiago have a lower agreement to 
being motivated to improve their English language skills based on results from the 
C1 Advanced exam with a 60% agreement rate. 

When asking participants about their opinion around the reputation of the C1 
Advanced test, there are once again similar differences among students from the 
same regions. Respondents from Santiago agree to this statement with a 52% rate 
while participants from Puerto Montt, Valdivia, and Concepción have a higher 
agreement rate for the same statement (86%, 84%, and 80% correspondingly). 

In terms of factors that motivate students to take the C1 Advanced test, stu-
dents from all four regions agreed on work-related purposes, post-graduate studies, 
and to better understand their own English language skills as their three most im-
portant sources of motivation. These results are reflected in the following items: to 
have an international certificate (Puerto Montt: 70%; Valdivia: 66%; Concepción: 
72%; Santiago: 76%); to apply for a teaching job (Puerto Montt: 80%; Valdivia: 
68%; Concepción: 72%; Santiago: 74%); to apply to a master´s program (Puerto 
Montt: 52%; Valdivia: 50%; Concepción: 60%; Santiago: 62%); to have a better 
understanding of my English language skills (Puerto Montt: 72%; Valdivia: 70%; 
Concepción: 72%; Santiago: 64%). Students all seem to have similar motivational 
sources for taking the C1 Advanced test. 

When it comes to how students felt as they got ready to take the C1 Advanced 
test, there are generally similar results across all four regions. The results indicate 
that most students emphasized feelings of stress, anxiety, and nerves in the weeks 
leading up to taking the standardized C1 Advanced test with general results all 
above 74% for all four regions. These results are highlighted in the following 
items: stress (Puerto Montt: 82%; Valdivia: 78%; Concepción: 80%; Santiago: 
80%); anxiety (Puerto Montt: 80%; Valdivia: 76%; Concepción: 80%; Santiago: 
78%); nerves (Puerto Montt: 84%; Valdivia: 76%; Concepción: 74%; Santiago: 
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62%). The regional comparison in the emotional dimension of students´ experi-
ence regarding the C1 Advanced test once again highlights the need to work on 
this area and strategize around supporting participants as they prepare for taking 
this standardized language test. Participants´ C1 Advanced results may be directly 
linked to the feelings and emotions they experience days and weeks prior to taking 
the test (Suryaningsih, 2014; Castro Acosta, 2009; Pan, 2009). Improving stu-
dents´ emotional state of mind and overall confidence as they prepare for taking 
the C1 Advanced test could have a meaningful impact on their results. 

In a more controversial statement, participants were asked to indicate whether 
they would make the C1 Advanced test –or any other ISELPT– a requirement for 
graduating if it were up to them to decide. The results to this question reflected 
the most significant differences among Santiago and all three other regions. Par-
ticipants from Santiago responded with an 87.5% against making an interna-
tional standardized language test mandatory while most students from all three 
other regions agreed on making a test of this nature mandatory (Puerto Montt: 
72%; Valdivia; 66%; Concepción: 70%). These results highlight that students 
from Santiago do not agree with an international standardized language test being 
a graduation requirement while students from other regions agree for the most 
part. These are highly interesting results that may be due to students’ inconfor-
mity with the test, their results, the nature of standardized testing, their ability to 
apply to jobs with other requirements, and a disagreement towards the ability of 
standardized tests to truly reflect language proficiency among other possibilities. 
This particular result calls for further research and exploration with students from 
Santiago to better understand their differences as compared with students from 
other regions of Chile.

Table V. Differences in students´ opinions and motivations towards the C1 Ad-
vanced test based on regional backgrounds.

Items Santiago Concepción Valdivia Puerto Montt

M D M D M D M D

As a senior undergraduate 
student of English pedagogy, 
I believe it is important to 
take the CAE test.

3.4 1.225 4.6 1.125 4.8 .925 4.7 .988

The CAE test is an effecti-
ve tool for measuring my 
English language proficiency 
as a senior undergraduate 
student of English pedagogy.

3.2 1.024 4.6 1.026 4.6 .875 4.7 .925
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The results of the CAE test 
help me better understand 
my English language spea-
king proficiency.

3 1.058 3.8 .875 3.9 1.325 4 1.015

Many educational institu-
tions in Chile require a C1 
level of English language 
proficiency. The CAE test is 
an effective way of meeting 
this requirement.

3.2 1.525 3.6 .928 4 1.445 4.2 1.885

The results of the CAE test 
motivate me to improve my 
English language skills.

3 1.058 3.8 .875 3.9 1.325 4 1.015

The CAE test is reputable 
among educational institu-
tions that employ EFL tea-
chers.

2.6 1.725 4 .985 4.2 1.115 4.3 1.228

To have an international cer-
tificate motivated me to take 
the CAE test.

3.8 .785 3.6 1.925 3.3 .634 3.5 .775

To apply for a teaching job 
motivated me to take the 
CAE test.

3.7 1.992 3.6 1.668 3.4 .943 4 1.092

To apply to a master´s pro-
gram motivated me to take 
the CAE test.

3.1 .875 3 1.008 2.5 1.195 2.6 1.284

To have a better understand-
ing of my English language 
skills motivated me to take 
the CAE test.

3.2 .995 3.6 1.662 3.5 1.324 3.6 .094

I experienced stress leading 
up to taking the CAE test. 4 .694 4 .915 3.9 .876 4.1 .984

I experienced anxiety leading 
up to taking the CAE test. 3.9 .834 4 .426 3.8 .828 4 .998

I experienced nerves leading 
up to taking the CAE test. 3.1 1.095 3.7 .864 3.8 1.224 4.2 .764

If it were my decision, I 
would make it mandatory 
for senior university students 
of English pedagogy to take 
an international standard-
ized English language profi-
ciency test.

0.625 1.894 3.5 1.114 3.3 1.524 3.6 .988
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Regarding students’ overall perception on the value of taking an international 
standardized English language test at the end of an undergraduate English peda-
gogy program, they seemed to agree on the test being a great opportunity to 
demonstrate proficiency levels and linguistic progress by the end of the program. 
However, they also seem to consistently express that they do not feel emotionally 
prepared for such an exam. In the final open-ended question of the survey, one 
participant responded: “The test should and must be an obligation for English 
teachers and for their results to be at least C1”. Another responder mentioned: 
“The test functions as evidence of the progress made during the program but 
because the pressure and nerves some don’t show their real potential and language 
proficiency”.

4.4. Research limitations

The authors acknowledge the limitations of the research instrument and the re-
sults obtained in this study. First, the participants of this research attend classes 
in one university and in the central and central-south regions of the country, 
including Santiago, Concepción, Valdivia, and Puerto Montt. This geographical 
indicator leaves out students from the north and extreme south areas. Further 
research with students from other regions of Chile and from other universities in 
the country would contribute to a deeper and more inclusive understanding of 
students’ opinions and motivations towards standardized English language profi-
ciency tests.

Also, the research instrument was reworked to consist of mostly Likert scale 
items, with little room for participants to expand on their choices. The lack of 
more open-ended prompts could limit the complexity and depth of answers, 
opinions, and perceptions of participants of this research. 

Finally, due to the nature of the survey instrument implemented in this re-
search, the study would benefit from having individual interviews with volunteer 
participants who wish to elaborate and expand on their experience with the IS-
ELPT in focus.

5. CONCLUSION

This study aimed at exploring the perceptions, attitudes and motivations that 
senior students from an English pedagogy major in a Chilean private university 
hold as test-takers toward an ISELPT, in this case Cambridge’s C1 Advanced test, 
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as part of their last year. Since these tests can be gatekeepers in the career of future 
educators, the authors consider critical to observe how pre-service teachers are 
equipped to have a successful experience that reflects their language proficiency 
as accurately as possible. Program authorities are encouraged to evaluate the cur-
rent preparation students receive as they prepare of an ISELPT. This evaluation 
should include a deep look into how current course programs integrate prepara-
tion focused on question types, thinking skills, and test-taking skills needed for 
successfully taking an ISELPT. 

The findings reflect that students consider such a high-stakes test important to 
measure and understand their level of proficiency, but also unequivocally associ-
ate the time leading to the experience with negative feelings such as nervousness, 
stress and anxiety. This is consistent with the literature on the topic of standard-
ized testing at large, and might seem natural considering the influence an ISELPT 
can have in these students’ career paths. The results suggest that program au-
thorities would greatly benefit from examining how learners are being supported 
throughout the degree, and particularly in the months leading to the ISELPT 
selected. This may include the introduction and practice of meta-affective strate-
gies, perspective-taking and a separation between test results and their perceived 
self-worth. 

Especially in regions other than the capital (Santiago), most students consider 
that an ISELPT should be mandatory as part of the last year in an English peda-
gogy program, and perhaps controversially, a requirement for graduation. This 
further solidifies the complex perception of ISELPTs as a necessary benchmark, 
even when it may lead to undesirable negative feelings. It also unveils a differ-
ence in attitude towards this assessment tool between non-metropolitan areas and 
Santiago. Further research is needed to outline the extent of this discrepancy, and 
whether it encompasses other areas regarding evaluation or its connection to an 
external perceived power. 

Furthermore, a significant portion of the students surveyed also identified 
this test-taking instance as a chance for self-assessment and validation of what 
they have learned throughout the program. This also aligns with previous stud-
ies, which have established how standardized testing can influence students’ self-
perception and, potentially, their self-worth. The results indicate that these future 
educators would greatly benefit from an overt dialogue to make meaning of their 
experience and to better comprehend the reality of standardized testing, as they 
prepare for their own test-taking instances and also prepare to support young stu-
dents in taking a number of these during their time in the school system.
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