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ABSTRACT

Changes of the educational system in the Czechliiefhave lead not only to changes
in the teaching methods but also to changes iruatiah forms. Self-evaluation is the

highest but most difficult skill learners shouldigt to acquire. This thesis consists of
two parts. The first part is aimed at providingdfegical basis for the action research
conducted and described in the second part of iksid The research focuses at

developing self-evaluation skills in young learnefshe English language.
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NAZEV

Rozvoj dovednosti sebehodnoceniak vyuce anglického jazyka

ABSTRAKT

Zmeny ve vzdalavacim systémueské republiky vedou nejen ke &mam webnich

metod ale také ke zmam hodnoceni. Sebehodnoceni je nejvySSi ale takézsi

N OREI T

Prvni ¢ast poskytuje teoreticky zaklad pro vyzkum, kteey gopsan ¥asti druhé.
Vyzkum se zabyval rozvojem sebehodnoticich dovednogaki mladsiho Skolniho
véku pri vyuce anglického jazyka.
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hodnoceni; sebehodnocenigakvyzkum; kebni styly; debni strategie
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l. INTRODUCTION

This thesis focuses on the development of selfuat@n in young learners in
English lessons. Self-evaluation is a fairly newid¢ahat has already provoked a lot of
discussion.

Due to the changes in the educational system irCzexh Republic there has
been a lot of debate over different methods ofhieactogether with evaluation and
assessment. However, these two terms are not ysligtihguished in Czech.

The first chapter of the theoretical part summarigbanges in the educational
system in the Czech Republic. It is followed byexplanation of basic terminology
related to evaluation and assessment. The quedtioividual learner differences and
motivation is touched upon briefly, followed by timeain issue of the thesis, self-
evaluation. Self-evaluation is further describedaggath leading to learner autonomy
and possible ways of reaching this goal are outline

The chapter focused on self-evaluation provideswarview of its functions,
aims and outcomes. It also shows some examplesvofttr develop self-evaluation in
young learners.

In the following chapter, one of the self-evaluatitechniques, portfolio, is
discussed. It shows types of portfolios and agawvides a possible procedure of
creating one. This chapter also refers toEheopean Language Portfolithat has been
lately in the centre of attention.

The question of teaching vocabulary and listeniogether with a very brief
overview of techniques of its assessment is dedéh w the final chapters of the
theoretical part of the thesis.

The practical part of the thesis describes an maeggearch which attempted to
introduce self-evaluation and its advantages tolgup

Throughout the paper, learners and pupils are rexgfeto as “he” and the
teachers are referred to as “she”. This decisionwade without any gender prejudice.

In the practical part the “learner” is referredamthe “pupil” due to the fact that
| talk about specific children and the term seemmate appropriate. However, the
anonymity of all the pupils was kept. It is alsopiontant to add that all the translations

of sources other than English are my own.



Il THEORETICAL PART

1. Education at the Beginning of 21st Century

“How long can we keep preparing today’s children tomorrow’s problems in
yesterdays schools with the day before yesterddyaus?”

Considerable changes in society and its demandpeople have inevitably
caused major changes of the educational systenmenCizech Republic, that have
happened during the last few years.

The quote stated above is an often presented opthat points at the fact that
teachers cannot continue using the same methotsaciing and evaluating since the
shift in educational goals (i.e. learner autonofmgomes more than just evident.

In 2001, the Ministry of Education have issued atbec White Paper (National
Programme for the Development of Educationyvhich it is clearly stated that whereas
education was formerly based on passing knowledag® dhe pupils without schools
having much to say in what and how they will beckeiag, the educational reform that
iIs now happening concentrates on preparing pupisa@itonomous lifelong learning.
The White Paper(2001, p. 14), also asserts that learners shoel@dguiring skills
needed in today’s society and therefore have biglgance “to survive in the changing
conditions of employment and the labour market”.

The Education Act No.52004, p. 2) defines, apart from other issuesegs
principles and goals of education, and it also &xgl the system of educational
programmes. It is imprinted in th&hite Paper(p. 15) that one of the main aims of an
educational system is ,the development of humasqrelity”.

In the White Paper(2001, p. 39) the “multi-level education programms”
introduced and defined. It includébe Framework educational programmes (“national
curricula”) and School educational programmes (“school curriculaJhe former
provides general aims of education. The lat&ehool Educational Programmes
created in accordance wittational curriculabut by every school individually. Based
on the specific school curricula teaching in schools should be realized and
implemented, having also its own aims and condstibased omational curricula

already mentioned.



This new conception of curriculum is based mamnydeveloping skills and on
acquiring values while combining educational cohtamd goals with stress put on the
acquisition of key competences

Hand in hand with changing ways of teaching goesnied to imply different
ways of assessment and evaluation. An importaneisshools deal with is whether
(and to what extent) the pupil has achieved keypmiances and goals of school
educational programme. As stated in Wbite Pape 2001, p. 40):

Education will have a new orientationo learn how to know imanaging
methods of learning, using information and commatin technologies,
avoiding a flood of trivial information but learmgrhow to process information,
turn it into knowledge and apply it, being ablethink and assess criticallyo
learn how to act and live togetherto be able to work both independently and in
teams, to communicate openly with others, to manam#licts, to respect
different views
In other words, education is starting to conceatmt different goals and to use
different ways and techniques to achieve them. f\glefined byThe Framework
Educational Programmg2005, p. 12), one of the main aims of educatisnthe
development of key competences since they providebasis of further learning and
life in today’s society in general. The key is togaire learning strategies and to
motivate learners in their development, thus cngagiutonomous learners.
Autonomous learners should be able to evaluate sblkes in accordance with
given criteria and since self-evaluation is the &yl learners should strive to master, it
is the main topic of this thesis, and will be fatldiscussed throughout the paper. The
question of evaluation and assessment will be dismli leading us to the core of this
paper. That is preceded by discussion about leautmomy and different learning
styles and strategies.
First, the differences in the Czech and Englishyleage terminology will be
discussed and then the terms formative and sumenaisessment will be explained. At
the end of the chapter, the issue of marks asra fdran assessment will be briefly

touched upon.

! Universally used and required competences comppiiowledge, skills and attitudes (Hmova, 2005)



2. Evaluation and Assessment

“Tell them what they will learn, teach them whatywave promised to teach them, and
test them on the grounds of what you have beehitgathem.”
(Pasch, et. al, 1998, p. 109)

As mentioned above, the question of Czech and &mgéirminology is an issue
that needs to be discussed. As Slavik (1999, p. cdms, Czech pedagogical
publications see little difference between the geawaluation and assessment therefore
these terms are quite often used interchangeablyskavik also brings few examples of
such practice. On the other hand, non-Czech ausiea€lear differences between these
two terms. However, opinions about the meanindhefterms greatly differ.

In other words, authors provide us with a broagldis of what assessment and
evaluation means to them. It was noticed that tiereot a particulary unified way of
using the terms. Some authors provide similar dedims of these two terms while
others use the terms in opposing ways. That createsof difficulty in understanding
the terms and its usage. Below | will mention saesvs on the terminology.

As Arends explains: “the term assessment usuafgrgeto the full range of
information gathered and synthesized by teachewutakheir students and their
classroom.” Furthermore, Arends (1991, p. 198) fgsoout the ways of collecting such
information, as for example “verbal exchange” ohest “formal means such as
homework, tests, and written reports.”

Jill Hearne (2007) claims that by assessment sartt®es mean “the process of
observing learning; describing, collecting, recogdi scoring, and interpreting
information about a student’s or one’s own learhing

According to Brown (2004, p. 4), assessment is tagoing process” that
happens “whenever a student responds to a quesfi@ns a comment, or tries out a
new word or structure, the teacher subconsciousliyes an assessment of the student’s
performance.” Adding also that “a good teacher neeases to assess students, whether
those assessments are incidental or intended.”

Jill Hearne (2007) further points out that an “@sseent can have a positive

connotations and consequences when it is usedas #or learning”. That means that



assessment is also used as a way of teaching sfutlahnot only outcome is important
but also the learning process, when carefully eatald, can be helpful.

Brown (2004, p. 4) tries to compare assessmemsts and says that:

[an] assessment is a popular and sometimes misstoddrterm in current educational
practice. You might be tempted to think of testangl assessing as synonymous terms,
but they are not. Tests are prepared administrativeedures that occurs at identifiable
times in a curriculum when learners muster allrtfagsulties to offer peak performance,
knowing that their responses are being measure@\aldated.

On the other hand, the term evaluation is, namglyrbeedman & Houtz (2004)
defined as ,a judgment or determination of valug placed on some performance.”

Arends (1991, p. 199) also summarizes the termuatiah as “usually refer[ing]
to the process of making judgements, assigningeyatw deciding on worth.” To
exemplify, Arends (ibid.) further claims that: “est, [...] is an assessment technique to
collect information about how much students know arparticular topic.” While
pointing out that: “Assessing a grade, howevegnsvaluative act because the teacher
is placing a value on the information gatheredrantéest.”

Slavik (1999, p. 112) states that evaluation shbelthformative and it becomes
a guide for the pupil of what and how he is supddsedo something, it should not be a
punishment for something he has not done or habiamanaged.

After going through the definitions presented terature, some of which | have
mentioned above, | have decided that throughostghaper the term assessment will be
used primarily as a term describing learning preessand their formal measurement.
The term evaluation, will be used in connectionatmy process of judgment and
deciding on value and worth of ones work based @mds (1991, p. 199).

It should be stressed that when quoting, the aaigierm will be kept even in
case of not being used in accordance to what lsa®@en agreed on.

Next, the issue of formative and summative assesswi be discussed and
followed by providing some evidence on motivatignnbarks.



2.1 Formative and Summative Assessment

“Assessment is not only the means but also thectgeof learning and
teaching”
(Slavik, 1999, p. 139)

Freedman & Houtz (2004) define so-called formatgsessment as “any form
of assessment, such as quizzes, tests, essaysctpranterviews, or presentations”
where the main aim is to help students to lookaeir twork while still working on it and
before it becomes the final product.

Kolat and Sikulova (2005, p. 32) state that formativeeasment is based on
finding out learner's weaknesses and on offerinp te improve those, to which
Cangelosi (2006, p. 109) adds, that this assessofidaarners considers and compares
with specific goals in mind. Therefore a learneassessed according to how well he
has done a certain task.

Similarly, White Paper (p. 53) clarifies that learners should be assessed
“principally with respect to their individual perimance.”

Arends (1991, p. 199) explains that: “formative laa#ion is collected prior to
or during instruction and is intended to inform diears about their students’ prior
knowledge and skills in order to assist with plaugyi

Brown (2004, p. 6) explains formative assessment as

evaluating students in the process of ‘forming’itheompetencies and skills
with the goal of helping them to continue that gtiowrocess. The key to such
formation is the delivery (by the teacher) andrimédization (by the student) of
appropriate feedback on performance, with an eyard the future continuation
(or formation) of learning.

The other term that needs to be defined, is summassessment.

Freedman & Houtz (2004) describe it as “a judgnaddut a final product or
about the quality of performance at the end ofatructional unit or course.”

Similarly, Arends (1991, p. 199) sees summativesssent as “efforts to use
information about students and programs after ao$enstructional activities has
occurred.” Arends (ibid.) adds that “its purposdéassummarize how well a particular
student, group of students, or the teacher ha®meed on a set of learning goals or



objectives.” Summative assessments are “designethatojudgements can be made
about accomplishments.”

Although opinions differ, for the purposes of thiiesis, it is important to state
that formative assessment will be used with regaodsoncentrating on learners as
individuals and their learning processes. Whenigiog the learners with feedback, the
language should always be informative and shoutduatye the learner as a person. On

the other hand, summative assessment will conberpupils’ final products.
2.2  Assessment and Motivation

“Flowers are weeds when there are too many of tbethey are in the wrong
place.”
(Halliwell, 1992, p. 24)

There are many different forms of assessment. Hewyédor the purposes of this
thesis only the question of marks, especially wiheed as a tool for motivation, will be
touched upon briefly.

Marks are definitely the most commonly used fornagsgessment in our schools.
There have been debates over substituting marksosatl evaluation and unsuccessful
attempts were made to do so (as stated iniiK8i&ulovéa, 2005, p. 79).

As claimed by Ziegenspeck (2002, p. 38), marks ltawre motivational effect
but usually only in good learners. While Koy (1994, in Kol& and Sikulové, 2005, p.
83) adds the dimension of comparison to the le&ms¥ers which can have a very
negative effect.

He (ibid.) also warns that marks lack the “whattonext”, and “how to reach
my goals” dimension. According to Kd#land Sikulova (2005, p. 83) this can be helped
by adding an oral commentary but it is still nobegh. Especially because teachers
usually express verbally the same as what the ma&dkns, they do not add any of the
dimensions of what to do next, how to continue weahrning and goals achieving.
Hence the learners who do not have the top marks moa feel motivated towards

further learning.



It becomes clear that as such, marks do not hateeafunctions that assessment
should provide. For instance, as already menticaisal/e, motivational function or a
function of clear information about how to reaclesgoals.

Amonasvili (1987, in Kolaand Sikulova, ibid., p. 82) claims that the leashe
tendency to learn to achieve good marks is alreathjent in & graders. | believe that
is quite alarming. Learners should be shown why the learning and how to reach
their goals regardless of marks or any other formsakssment form.

The problem, as Kotaand Sikulova (2005, p. 79) see it, does not lighia
assessment form the teachers primarily use bueréibw they use it. They (ibid.) also
point out that the teachers should use differermmh$oof assessment wisely, and always
know what purposes it will serve.

To sum up, Kol& and Sikulova (ibid.) remind us that it is not g@bss or
advisable to change the forms of assessment witficgtt changing the overall
conception of teaching and learning. That corredponicely with the changes
described in chapter 1 and furthermore it means tthia time the change should be

successful hence, society is being prepared fooit
3. Learning Styles and Strategies

“To learn is to develop relationships between witat learner knows already and the
new system presented to him, and this can onlybe Oy the learner himself.”
(Barnes, 1976, in Dam, in Sinclair, McGrath, LarB00, p. 48)

Every person is different, every learner is diffareEvery learner also uses
different strategies to remember, recall and uk®nmation he is presented with. We are
all individuals and learn in different ways.

Many authors have tried to classify learners adogrtb their specific learning
styles and strategies they use when learning. Ré¢s®a have created numerous
definitions and classifications, some of which wilé looked at in the following
subchapters. For the purposes of the followingamreseit is vital to introduce different

learning styles and strategies hence these willitheer used in the research.



3.1 Learning Styles

Richards and Lockhart (1996, p. 59-60) describernleg style as
“predispositions to particular ways of approachliegrning [...] [that] are intimately
related to personality types.” Richards and Lockljaid.) further claim: “Differences
in people’s cognitive styles reflect the differewhys people respond to learning
situations.” As Richards and Lockhart (ibid.) sugfgéearning style and cognitive style
refer to the same idea. Richards and Lockhart .jilgcbvide a few examples of what
they mean by their definition of learning style r fiwstance:

some people are willing to take risks and to makesges without worrying
about the possibility of being wrong, while othémgto avoid situations where
there is such a risk. Some people learn best wienuse visual cues and write
notes to help them remember, while others learnebehrough auditory
learning, without writing notes.

Similarly, Knowles (1982, in Richards and Lockh&at®96, p. 60) recognizes
four possible cognitive styles according to whielrhers can be divided. Each learning

style has its own characteristics:

* concrete learning style  — learners actively process information, theygre
verbal or visual stimuli or physical involvement in
learning

 analytical learning style — learners are serious about learning, are

independent and enjoy solving problems, they
prefer a logical, systematic presentation of new
materials

e communicative learning style— learners need personal involvement, they
prefer a social approach to learning and enjoy
discussions and group-work

* authority-oriented learning style — learners are responsible but dependable,
they need structure and prefer traditional
classroom

A few other authors, for example Wright (1987, Hiarmer, 2001, p. 42) or
Willing (in Harmer, 2001, p. 43) also define fouaim learning styles. They provide us
with different terms but the ideas behind theseugsoare to some extent similar. Since
learning styles are to a certain extent unobseeyahk time devoted to the following
research is not sufficient to deal with these. €fare other theories will not be further
discussed.



Gardner (in Harmer, ibid.) has introduced a welbwn theory of Multiple
Intelligences” According to Gardner everyone has a combination ddferent
intelligences, for example “mathematical, musidaterpersonal, spatial, emotional,
etc.” However, not one person has same proportidheintelligences. One learner’s
“mathematical intelligence might be highly develdpewhile his “interpersonal
intelligence [...] might be less advanced”.

Teachers have to consciously make decisions abeuteaching methods and
activities they employ in their classrooms henegrlers are not the same.

Correspondingly, Harmer (2007, p. 16) claims thare learner is different and
every learner responds differently to differentmsti. Some learners needviSual
stimuli” to learn successfully, others may neeauditory input” or “kinaesthetic
activity”. As mentioned in Harmer (ibid.), this medis called Neuro-Linguistic
Programming (NLP)”. This model explains that some learners need to théags to
remember them better (auditory input). Whereasksarthat prefer visual stimuli, need
to see what they are supposed to learn. Some tearaed to be “involved in some kind
of physical activity” which he refers to as kindesic activity.

We all are to some extent affected by the stimudit jmentioned but some
learners need mostly one or another to learn ssftdgs Although opinions on what is
a learning style and how to define and categotizdifier, | have decided to use the
division last mentioned. Therefore for the purposesy action research | will use the
NLP model.

3.2 Learning Strategies

“It would be a mistake to assume that learners camethe language classroom with a
natural ability to make choices about what and howearn.”
(Nunan, 1995, in Harris, 1997, p. 4)

A question whether strategies can be taught has baesing a lot of debate
recently. According to various scholars and als&rashen and Brown’s (2007) article
What is Academic Language Proficiency&trategies can be taught directly and

consciously learned.” They (ibid.) claim that “wancdetermine effective strategies by

-10 -



examining ‘good language learners’ [....] [and] onee isolate the strategies we can
teach them to students.”

Many authors, such as Richards and Lockhart (199&is (1997), Thornbury
(2002), Bygate (1987), Wright (1987), Carter andQdcthy (1988) and others have
dealt with the issue of learning strategies. Somhas provided clear definitions,
whereas others described learning strategies ardgnnection to a specific skill or sub-
skill. A very detailed overview of how strategiege alefined by various authors is
provided by Ellis (1994).

Richards and Lockhart (1996, p. 63) point out #i#ftough cognitive styles as
described in the previous sub-chapter are to sot@nestable, “learning strategies are
the specific procedures learners use with indiMidearning task.” While adding that:
“An important aspect of teaching is to promote theas’ awareness and control of
effective learning strategies and discourage tleeofineffective ones.”

Wenden and Rubin (1987, p. 16-17) describe howheyacthemselves can
encourage strategy use. Teachers may do so byidpray] an environment which
facilitates the [strategy] identification by stutterof those strategies which work best
for them.” Similarly to Richards and Lockhart (1996 63), Wenden and Rubin (1987,
p. 16-17) claim that teachers can “suggest altermattrategies for organizing and
storing information and [...] encourage studentsdosider which strategies work best
for them.”

Moreover, Wenden and Rubin (ibid.) claim that sinteés not possible for
teachers to notice all the learning strategiesieaeners use and therefore it would be
“difficult to determine how each student learnstpetudents must be taught to help
themselves.” The fact that learners should be #st judges of their learning is also
vital in regards to their autonomy and life-longreing.

In like manner, Williams and Burden (1997, p. 14Bmind us that some
strategies are used consciously but others uncmrsgi Similarly to what was
mentioned above, sometimes “a strategy can be wdgkesuch as when we repeat
words aloud, and sometimes they are not observabtd as when we try to work out
rules in our heads.”

Numerous classifications of learning strategieseh@een introduced. Some

differ only in their terminology, others differ itheir definitions completely. For the

-11 -



purposes of my thesis | have found the followingsslfication according to O’Malley
et. al (1985, in Brown, 1994, p. 115) together with classification of communicative
strategies, provided by Tarone (1981, in Brownd.ibp. 119) worth mentioning and
will further use them in my research.

O’Malley (1985, in Brown, 1994, p. 115) recognizbsee main categories of
learning strategies:

* metacognitive strategies—strategies that involve planning for learning,
thinking about the learning process as it is taknhgce, monitoring of one’s
production or comprehension, and evaluating legrnafter an activity is
completed

* cognitive strategies— more limited to specific learning tasks and imeamore
direct manipulation of the learning material itself

» socioaffective strategies— have to do with social-mediating activity and
transacting with others

In Brown (1994, p. 116-117) the table with examptdseach strategy is
provided. The metacognitive strategies include-eedfiluation. The cognitive strategies
are for example: “repetition, translation, groupingte taking, deduction, imagery,
auditory representation, keyword, contextualizdtiamd others. The socioaffective
strategies are “cooperation” and “question forifitztion”.

It has to be noted that alongside learning stratedhere is a category of
“‘communication strategies”. And as Brown (ibid., J18) explains: “While learning
strategies deal with the receptive domain of intakeemory, storage and recall,
communication strategiegpertain to the employment of verbal or nonverbal
mechanisms for the productive communication ofrimiation.”

It is sometimes not possible to clearly distinguistween learning strategies
and communication strategies due to the fact stage@larone (1983, in Brown, ibid.).
He claims that “comprehension and production caioalmost simultaneously.”

Communication strategies, according to Tarone (188Brown, ibid., p. 119)
are classified as follows together with their salbegories:

» paraphrase approximation (use of a single target language vocabulary item o
structure, which the learner knows is not corrdxtf which shares
enough semantic features in common with the desdieed to satisfy the
speaker)

- word coinage (the learner makes up a new word in order to
communicate a desired concept)
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- circumlocution (the learner describes the characteristics or exdsnof
the object or action instead of using the appropriarget language item
or structure)

* borrowing -literal translation (the learner translates word for word from theveat
language)
- language switch(the learner uses the native language term without
bothering to translate)

« appeal for assistancdthe learner asks for the correct term)
* mime (the learner uses nonverbal strategies in placel@fical item or action)

e avoidance topic avoidance(the learner simply tries not to talk about corisdpr
which the target language item or structure iskmaivn)
- message abandonmenthe learner begins to talk about a concept but
is unable to continue and stops in mid-utterance)

Although there are many more strategies and thagsiications, for example
by Oxford (1990, in Richards and Lockhart, 199668-65), not all will be presented
here. A few more examples of learning strategidslvei provided in chapter 7 and 8,
since they deal with a skill and a sub-skill on ebhiself-evaluation of learning
strategies will be introduced in the following rasgh and therefore | found it more
useful to state them there.

To conclude, Bialystock (1990, in Harris, 1997 5ppoints out that it is “more
fruitful to teach Learning Strategies than Commahan Strategies.” While further
claiming that “some of the more complex Communaratstrategies will develop only
once Learning Strategies have allowed pupils sefiicaccess to the language.”

| cannot agree more. | believe that once the leamable to use a learning
strategy correctly he can apply it to any giverk taissituation he is confronted with.

As was previously mentioned, strategies can behtatigerefore teachers should
try to do so. However, Bialystock (1985, in Browir§94, p. 124) stresses: “Teachers
cannot always expect instant success in [...] effafrfacilitating learners’ autonomy]
since students often bring with them certain preeored notions of what “ought” to go
on in the classroom.”

Unfortunately, regardless of the changes in ourcatlonal system, it is still
common practice that learners develop strategid®wafto survive at school. Williams
and Burden (1997, p. 147) explain that many learnatl learn how to cope “with
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demands of the school curriculum”. They will alsmd ways to meet the requirements
imposed by teachers” which will result in usingréségies which will pay off in the
classroom situation but serve no useful purposaten life.”

That is a problem which, as discussed throughoist plaper, should make
teachers realize how important it is to introduteps needed for developing learner
autonomy via successfully acquired self-evaluatibimat would consequently lead to
learners seeing education and learning not as assaxy evil but as a way of
developing their autonomy in learning. This issud Wwe further discussed in the

following chapter.
4.  Autonomous Learning and Motivation

“Possession of strategies for gaining subject mattewledge and acquiring language
are the tools necessary for autonomy, which igptiraary goal of education.”
(Krashen, Brown, 2007)

As already mentioned, in our society we are reguicemaster new skills all the
time; certainly more than in the past. The termldihg learning is becoming widely
accepted. Learners in our schools should be tauphtto take responsibility for their
own learning hence after their formal educationsamools they will be required to
further expand their knowledge and capabilitiethigir professional and personal lives.
However they also have to be somewhat motivateib teo.

Harmer (2001, p. 53) explains that motivation iso%ely bound up with a
person’s desire to achieve a goal.” Further hel(jldiscusses the short and long term
goals, claiming that short term goals are mucheedsi reach and therefore there is a
higher chance of increasing their motivation tdtiar learning and goal achieving.

The definition of the concept of autonomous leagniras been provided by
many authors, although the term is sometimes perdais self-explanatory.

Little (in Gathercole, 1990, p. 7) states: “Autonois not synonym for self-
instruction; [...] autonomy isot limited to learning without a teacher.” To whichi@a
(in Sinclair, McGrath, Lamb, 2000, p. 49) completseby describing autonomous
learning as “what takes place in situations in \utite teacher is expected to provide a
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learning environment where the learners are given gossibility consciously to be
involved in their own learning and thus become aatoous learners.”

As Dam (ibid., p. 49) also points out, within astitutional context, autonomous
learning is therefore: “the means as well as tlme af the development of learner
autonomy. As a result of this, evaluation autonosndearning must include an
evaluation of the process as well as the outcome.”

Dam (in Gathercole, 1990, p. 17) claims that:

Greater influence/responsibility on part of thertess in planning and in

conducting teaching-learning activities will leanl & greater degree of active

involvement/better learning in the actual teacHewning situation, which
again will influence the learner’s potential foradwation the process.

Dam (in Sinclair, McGrath, Lamb, 2000, p. 50-53}Her lists formats and types
of autonomous learning evaluations such as selfiatian, written evaluations in form
of diaries, and so on. Dam (ibid, p. 50) shows tabugh self-evaluation learners
“cover, to a large extent, the elements involvecim when learning — elements that
were introduced in evaluation during the teachetiated and directed activities.”
Learners evaluate their “linguistic competena@avn performance, social behaviour and
responsibility as regards individual work as weallgroup work even from a beginner’s
level”.

However, autonomous learning produces similar thoab self-evaluation does.
As Dam (ibid., p. 58) puts it, many teachers $tdlieve that “It is the teacher’s job to
teach.” Adding other teachers’ concerns: “Will tHegrn enough? What about the weak
learners? What about the difficult learners?” Fartto mention “waste of time/lack of
time” or “the learners’ ability to act responsibjynd others.

In The Practice of English Language Teachiiktgrmer (2001, p. 335) draws
attention to the fact that learners “need to dgvéh®ir own learning strategies, so that
as far as possible they become autonomous ledriéesaddresses the reader with
some general ideas of how “teachers can promotenamtous learning”. At first,
Harmer (ibid., p. 336) states that teachers shpubdtide the learners with “strategies
for dealing with different kinds of activities amutoblems and offer them different

learning-style alternatives to choose from.” Thetrgtep would be discussion about

2 One component of communicative language compet@mamon European Framework of Reference
for Languagesp. 13)
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how the learners learn, what they find difficultdaon the contrary what do they
consider easy and why. Harmer (ibid.) continue$ witggesting

discuss[ions] [with learners about] how and whyythemember certain words
and not others [...] and what they might do to hetem with the less
memorable or difficult words (writing their own gences, looking for them in
anything they read, reading more, memorizing listEhey can also be
encouraged to evaluate their own progress [...] bgwaning questions about
how well they think they have learnt the materrathe last few lessons. [The
learners can] reflect on the language itself: tloay list the most difficult
grammar they came across, or say what their fakeoten new words have been
in the last fourteen days. [...] Students can bergsgecific strategies for better
learning. This may be given in the form of ‘learmpinints’

My position for the practical part builds on theoab stated ideas and
suggestions by Harmer irhe Practice of English Language Teaching.

According to Harmer (2007, p. 21), low to Teach Englishearners have to
“become active learners (rather than passive reaipiof teaching).” And he (ibid.) also
suggests possible steps of how “to gradually exteedstudents’ role in learning” as
follows:

* [learners] make their own dialogues after theyehlistened to a model on an
audio track

* individual students [...] investigate a grammau&s®r solve a reading puzzle
on their own

* [learners] look for the meanings of the words dmv they are used in
dictionaries

* [learners] do various kinds of homework, suchvagien exercises

All of the above are considered being good firgpston the road to learner
autonomy. Harmer (2007, p. 21-22) also points batddvantages of learners’ use of
monolingual learners’ dictionaries, which are dinfiries “written only in English, but
which are designed especially for learners” whitiliag that “at earlier stages of
learning, goodilingual dictionaries serve the same function and allow the students a
large measure of independence from the teacher.”

For the purposes of my research, | have found &abkpall the above stated
ideas of possible steps helping learners to be@rt@omous.

Next, the question of autonomous assessment wilkiedly dealt with.
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4.1 Autonomous Assessment

Slavik (1999, p. 112) defines autonomous assessasefdn assessment that a
pupil can do, understands at least to a certainedegnd which he can explain or justify
if needed.”

As a way to autonomous assessment, Slavik (199938-:139) sees the
importance of pupils learning how to learn anduidher deal with their learning styles
and mistakes which should be taken as a chanaederstand and realize rather than as
something negative that needs to be gotten rid of.

Another example of autonomous assessment could bent@act between a
learner and teacher or self-evaluation which wdlflrther discussed in the following
chapter.

To sum up, learner autonomy should be a goal eteagher should lead her
learners to achieve. Autonomous assessment agsvelirious steps needed in order to
achieve learners autonomy have been considered.

The core of this paper is the development of learreelf-evaluation skills
further leading to autonomy and therefore the goesif self-evaluation, its functions,
aims and outcomes are discussed in the followirgten.

5. Self-evaluation

As described in the first chapter, all the chanigesur educational system are
inevitably leading to wider and more common usealf-evaluation which as already
mentioned leads to learner autonomy. In the liteeatavailable |1 have found some
definitions of self-evaluation, however it seemattiome authors treat the term as self-
explanatory. Others, on the other hand, tried aéx why self-evaluation is important
or what it leads to.

Heaton (1990, p. 122) describes it as a followiragedure:

Students are asked to assess themselves each weskliag to the most
appropriate grades listed on a simple form. Thaleits then show [their
teacher] their forms at the end of the week anéflgridiscuss their results
individually with [their teacher’s]. Whenever pdsig, [the teacher] can compare
[his] own grades with the grades which studentel@wvarded themselves. [....]
Sometimes part of the first lesson the followingewecan be spent on
discussions of the completed forms.
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Little and Perclova (2001, p. 53), raised similaestions to Dam (in Sinclair,
McGrath, Lamb, 2000, p. 58), such as: “How canrheas possibly assess
themselves?’, ‘Do they know enough?’, ‘Can theybgctive?’, ‘Can self-assessment
be reliable?. | believe the answer is “yes”. Amted above, learner's evaluation is
usually compared to the teacher’s one therefarantbe edited or further modelled.

The Common European Framewdrkp. 191) defines self-evaluation as
“jludgements about your own proficiency” while fugthpointing out that self-evaluation
“can be an effective complement to tests and teaabsessment.” Consequentlihe
Common European Framewoiibid.) states criteria needed for self-evaluation
increase its accuracy. One of these assessmestiaiig to be connected with “clear
descriptors defining standards of proficiency” wehanother assessment criteria is to be
“related to a specific experience”.

However, as stated imhe Common European Framewqyk 192)the main
value of self-evaluation lies in its use as a nadtonal aspect of learning by “helping
learners to appreciate their strengths, recognimsdr tweaknesses and orient their
learning more effectively.”

Petty (2004, p. 352-3) sees self-evaluation as hanoform of formative
assessment. Self-evaluation is used by the pugiltasl for realizing his strengths and
weaknesses. It also helps the pupil take respdibgibr his learning which can be
achieved by having regular teacher-learner meetamgistalks, as similarly claimed by
Heaton (1990, p. 122) above. During these talkspilgils should be encouraged to
state their own learning aims and goals and howesastul they were in reaching them.

On the contrary, some authors, for instance, Kati Sikulova (2005, p. 123)
regard self-evaluation not as a form of formatigsessment but as something that
developed naturally from formative assessment. dpatly, | believe that both
possibilities just mentioned are partly correct @ndould be difficult to state which
one is more true.

It is imprinted in theSchool educational programmef school where the
research for this paper has been conducted thatspsipould use self-evaluation
techniques regularly and cooperate with the teacivaen deciding about future aims
and ways of reaching their goals. However, thisnfaf evaluation has been used very

% European document setting standards for languegaihg Common European Framework of
Reference for Languagqs, 1)
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little so far. It is more difficult to develop thekill when only one teacher is trying to do
so. That could have been one of the reasons faditheulty | have had after collection
of the ground data for the research which will bgplained in more detail in the

practical part of the paper.

5.1 Functions of (Self)-evaluation

Different authors, namely Slavik (1999, 16-21), &ohnd Sikulova (2005, p.
44-55), Kyriacou (2004, p. 121-123) and Rakous@@98) distinguish various number
of evaluation functions. Some even state up toesldunctions. For the purpose of this
thesis, | have selected the main functions takem fRakouSova (ibid.) and Kdl@and
Sikulova (2005, p. 44-55) which are, “informativédjagnostic” and “motivational”.

RakouSova (2008) defines informative function of-sgaluation as the most
important one. Through such, the learner realizegptocesses of his learning and aims
he has achieved. Self-evaluation gives feedbackonbt to the learners but to their
parents and teachers. RakouSova (ibid.) seesdleaktic function of self-evaluation in
the teacher choosing appropriate methods and fofrtesaching in accordance with the
learners achievements and additional goals. Thdrgs to be established whether the
learner has achieved his set goals.

To conclude, a learner who is aware of his goatkteow to achieve them, can
never be unmotivated towards learning. He knowst\wkas capable of and how to go
about his own learning. Therefore he never seetaka@s or something that he has not
accomplished yet as a failure but as a challendendlhfurther continue expanding his
learning skills and strategies to reach his goals.

52 Aims of Evaluation and Self-evaluation

Every day, for every thing we do we are being eatdld somehow. Whether we
are being evaluated or whether we evaluate ourselxaluation should always be
focused somehow. Chris Kyriacou (2004, p. 121) wless what such evaluation or
assessment should look like. As he points out\veryeevaluation, the question “why
are we evaluating” should be answered.

Kyriacou (ibid.) defines six main aims of self-&wtion. The first aim is to help

the pupil to see or realize whether he managedaohrthe aims or goals that were set.
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Through using backward relation the pupil or teachan uncover problems or
misapprehensions that might have occurred in #u@ieg process.

Kyriacou (ibid., p. 122) explains the second aimewéluation. It should show
the pupils their progress while assessing it inoet@nce with the standard. The third
aim is to motivate the pupils. The fact that pupiiee evaluated leads to better
organization of pupil’s work and this can be basadso-called internal motivatictor
external motivatiorfor, even better, some sort of well balanced contiginaof both.
The fourth aim of self-evaluation is to have a bafr decisions connected with
pedagogical and educational needs of every indatidu

The fifth aim is to ensure that the teacher is awair where, on the scale of
educational needs, the pupil is. Marks at the ensichool year, for example, can be
decided on grounds of such evaluation. The lastiaito show pupil’s readiness for
further education. Therefore the teacher, befoetuating a pupil, has to be well aware
of the goals she wants to achieve by this partreetaluation.

According to (Kol#, Sikulovéa, 2005, p. 124) if the pupils know thenaif their
own activity, and are therefore aware of what tlaeg supposed to learn, they can
decide what learning strategies they will use atah gheir own work with given
objectives in mind. This can be encouraged, iftdaeher, for instance, writes the aim
of the lesson on the blackboard, together with sooreurrent aims and pupils or the
teacher can cross out goals they have alreadyedach

Kolét, Raudenska and Fruhaufova (2001, in Kol&ikulova, 2005, p. 124)
claim that the more specific and measurable thiese will be, the easier it will become
for pupils to evaluate themselves. Similarly, wetihted criteria will help pupils and
teachers with their evaluation.

Nunan (2004, p. 149) ihask-Based Language Teachpgnts out that although
“self-assessment has been criticized on the grotimasnot all learners are accurate
judges of their own ability, this criticism misstge point to some extent, which is to
involve learners in their own learning processes.”

Cram (1995, in Nunan, 2004, p. 149) similarly atsseat the “major purpose
of self-assessment” is, explaining that through-aetessment the learners get the

* Influences coming from inside the learner (WillgmBurden, 1997, p. 120-121)
® Influences coming from outside the learner (Wit Burden, 1997, p. 121
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chance to realize their own skills and knowledgdevaking their aims of learning into
consideration.

Fisher (2004, p. 140) claims that self-evaluatieadls to active looking at ones
learning processes which should lead to abilitgedf-knowledge and self-esteem. That
should be the main purpose for introducing selfhgation.

This sub-chapter has provided some basic aimsesalfsation has. The next
chapter will discuss the possibilities of develapiself-evaluation skills in learners

which will be further used in the research parthig thesis.
5.3  The Development of Self-evaluation Skill

Before looking into different ways of developinglfssvaluation skills, |
consider it important to mention a statement foumiola and Sikulova (2005, p. 124)
and Slavik (1999, p. 112). They similarly mentidre tnecessity of starting with a
guality teacher evaluation before asking the pupilase self-evaluation. | view it as a
vital aspect of successful lead-in to learnerseediiuation.

Authors, such as O’Malley and Pierce (1996, p. B8jhg another useful
suggestion on how to start with developing learnse#f-evaluation skills. They state:
“If you are new to student self-assessment, yowlshstart small. [...] begin with one
assessment at a time and gradually build a repenbdiself-assessment approaches and
techniques that most closely match your instruetiogoals. [....] However, it is
important to remember that self-assessmenpi®eesshrough which students must be
led.” While they (ibid.) further claim that: “Teaicly students to evaluate their progress
begins with realizing that students will be leaghimew skills. As such, they will need
plenty of opportunities to learn and apply theséisswith feedback from you on how
they’re doing.”

Grecmanova and Urbanovska (2007, p. 68) togethidgr @iMalley and Pierce
(1996, p. 41) show that the skill of self-evalugtran be developed by letting learners
set their own learning goals, usually with theiadieer's cooperation. The learner is
therefore learning to state his own learning anggelly important objectives which
he consequently evaluates.

Grecmanova and Urbanovska (ibid.) provide a Iistvbat the learner should

become clear about. Firstly, he needs to realizatwie would like to learn and
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understand. Secondly, what skills he would likemaster or obtain. Consequently,
which personal traits he would like to develop afsb what specifically he has to do in
order to reach his long term goals; these he hdsdak down into smaller goals, of
which, setting the specifics is a requirement, lsat ton such basis the learner can
consider whether his goals are attainable.

Grecmanova and Urbanovska (ibid.) also claim tih@tearner should be guided
towards recognition of criteria our society hasaset also to determine his own criteria.
Moreover, the learner has to be conscious of @itee is evaluating; the outcomes of
the learning process, his own cooperation in theniag process (to what extent he has
been involved, for example).

RakouSova (2008) similarly shows that apart frorneamly mentioned
cooperative goals and criteria stating what is aigportant is the fact that evaluation
covers a broad area of learner’s work. A learneukhdefine up to what extent he has
reached his goals. Some schools created learmaetdooks where the learner evaluates
his results according to given criteria togethethwiis teacher. Both Grecmanova and
Urbanovska (2007, p. 68) and RakouSova (2008) expita use of learners’ notebooks
and interactive diaries and state them as toolsuocessful self-evaluation.

Brewster, Ellis and Girard (2002, p. 65) point thdt “even children as young
as five can be asked to assess their work.” Whientraning that the their self-
evaluation can have a “pictorial form”. To thatftls and Perclova (2001, p. 56) add a
suggestion saying that young learners can use ‘siniperhaps a happy face to
indicate success and a sad face to indicate theacghwhen evaluating themselves.
That would just be the initial phase. Eventualhg tearners should be able to evaluate
themselves in English. An example procedure sthiedittle and Perclova (2001, p.
47) is that after the teacher discusses the legrgoals with pupils in Czech she
produces a poster in English stating what theyeyom.

Another important issue is mentioned by Fisher £00. 147) who sees as
particularly important to employ every day, weeklhglf-term or term evaluation time
with each pupil.

Likewise, while talking about self-evaluation steddrewster, Ellis and Girard
(2002, p. 65) state that “self-assessment sheatgit@er have a general format for use
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at the end of each lesson or unit of a courseboolg specific format related to a
particular learning opportunity”. Thus complemegtio Fisher’s idea stated above.

To follow, Brewster, Ellis and Girard (ibid.) waragainst using written
evaluation too soon or with learners that are toong. In other words, “a teacher-led
question/answer session obviously allows more speaity and flexibility as the
teacher can pursue an unanticipated point that anag, and pupils also benefit from
listening to their peers.”

As explained inYoung Learnerdy Phillips (1993, p. 11-12), feedback plays a
“vital part of the language learning process.” Thehor further states a few ideas of
how to implement feedback or self-evaluation irfte tearning process, such as going
through the learner’s folder and stating “five wdgdieces of language that they have
learned” and get the learners to “write sentenceb ss these on a regular basiam
good at ...,  am not good at ..., | am going to ... nedk.”

To conclude, RakouSova (2008) claims that if alieagvants to teach a learner
to evaluate himself, a whole range of differentetyf self-evaluation processes which
are well combined together need to be introducethabthe process leads to specific

goals and the outcome becomes the learner’s congeete
5.4 Positive Outcomes of Self-evaluation

Grecmanova and Urbanovska (2007, p. 66) stateotteaof the most important
outcomes of regular self-evaluation of the pupdativity and it's outcomes is the
pupil’s realization of his own learning; what isshiearning style, which learning
strategies were successful and which were not heckfore will not be used again.
Consequently, the pupil is able to state what lgod at and what is beyond his reach
at the moment. All of which also leads to highdf-esteem and motivation to learning.
The learner is also ready to deal with difficultses] does not give up easily.

All the above is similarly claimed by Urbanovsk®04, in Kritické Listy, p. 4)
who in like manner further explains that the learaeooses learning tasks in such a
way that would make his future learning perfecte Tearner also knows why he was
unsuccessful and will choose such learning strasethiat will help him avoid repeating
his mistakes. Adding that the learner will learmsthing from his mistakes, he will not

perceive them as a threat.
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Scott and Ytreberg (1990, p. 7) also state thetigeseffect of self-evaluation in
children, and claim that: “[it] can be done in vesiynple terms, stressing the positive
side of things and playing down what the pupil has been able to master. Nothing
succeeds like success.”

To conclude, it is vital for learners to be intnoed to self-evaluation slowly and
in well prepared steps. The teachers should proeidgood model and use such
techniques that would further develop learnerspoesibility for learning. That can be
achieved via own goal setting and taking decisiabsut learning strategies they use.
All that further leads to self-knowledge and motiga for further personality growth.

The next chapter will introduce another technitpechers can (and are advised

to) use in the lessons for the purposes of devadpgelf-evaluation skills.
6. Portfolio

As preceded above, another self-evaluation teclenthat is becoming widely
used is the learner’'s portfolio. Most authors defiportfolios in a similar way,
sometimes the only difference is terminology ad & shown in this chapter and its
subchapters.

O’Malley and Pierce (1996, p. 14) describe portf@s: “a purposeful collection
of student work that is intended to show progressr dime”, specifying that many
teachers would like to use portfolios since, esgBcin the last decade, they have
become very popular, while on the other hand threyasare of the fact that not many
teachers use them due to the amount of time “reduior the teacher to collect the
information or to score the students’ performance”.

Similarly, Ko%alova (2004, in Kritické Listy 13, p. 8) definesrffolio as a
collection of all the work a student has created.

While Wolf (in O’Malley and Pierce, 1996, p. 3@ains that: “A portfolio is a
unique opportunity for students to learn to monitbeir own progress and take
responsibility for meeting goals set jointly withet teacher.” Unfortunately many
teachers are still afraid to give students “thimaontrol” over their learning.

Luckily, many teachers also realize the potent@ttfplios have which can be
seen through what Hana K@dova (2004, in Kritické Listy 13, p. 7) suggestsher

article. She states that teachers who do not leelievonly transferring knowledge to

-24 -



students can but benefit from using them. She .ilsidds: “At school, portfolio is not
valuable because we collected something, evenaif something is student’s own
works, but because of what it allows us to do”.

As O’Malley and Pierce (1996, p. 38) claim: “Theyk& using portfolios
successfully in classroom is engaging studentselfiassessment.” Teachers have a
very important role, and that is to help pupilderome independent evaluators of their
own work and progress together by being able téusete goals for themselves.

Kastlova and Podéplova (2006, p. 100) point at another importanteatp
which is to teach pupils to show their progress #tstheir parents who, in cooperation
with the teachers, should be able to positivelypsuptheir children by appraisal.

To sum up, portfolios can be primarily used forieas purposes by different
teachers. Yet, the most general division remaiassime and follows in the next sub-

chapter together with a brief explanation of wh&uaopean Language Portfolis.
6.1  Types of Portfolio

Portfolio is a way of combining three important tgsaof language learning.
Knowledge of ones achievements to date, knowledflgénat the learner’s goals are and
a selection of materials he has created or hisesehients, including formal
examinations.

The Common European Framewodefines so-calledEuropean Language
Portfolio which consists of three main parts:

» Language Passportin which the learners assess their language qeeoftty
and language skills to criteria statedlime Common European Framework.

» Language Biography which involves learners in planning their futgeals.

* Dossier, which is a selection of materials that learnes Hacided to include
and that shows his learning achievements.

European Language Portfolioas also a version for younger learners célhed
Junior VersionSince the research conducted in this thesis ingojeeing learners, this
version is considered appropriate and of interest.

Similarly, O’'Malley and Pierce (1996, p. 37) digjfinsh three main types of a
portfolio as “a showcase”, “a collections portféland “an assessment portfolio”.
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O’Malley and Pierce (ibid.) define these as followse first type, a showcase
portfolio, primarily displays student’s best workdacan be seen as equivalent to
Dossier mentioned imhe European Language Portfolibhe second type, a collections
portfolio, includes all of a student’s work “thatavs how a student deals with daily
class assignments”, and accordingly, can be sedraaguage Biography. The third
type, the assessment portfolio which is describedf@cused reflections of specific
learning goals that contain systematic collectiarfs student work, student self-
assessment, and teacher assessment.” Entrieshrpstfolios are selected with both
student and teacher and are also evaluated byabotrding to set criteria.

Let us have a look at further use of portfoliosvemwved and suggested by
O’Malley and Pierce and Ké&lova.

Terminology concerning portfolios can differ. Inrpeular, the terms O’Malley
and Pierce (ibid.) and Ké8lova (2004, in Kritické Listy 13, p. 8) use. O'Ni&} and
Pierce (1996, p. 37) mention “portfolio night’ wigeportfolios can be discussed with
teachers, students and parents” which can be seeguwvalent to “portfolio mini-
conference” suggested by Kafova (2004, in Kritické Listy 13, p. 8). Furthermep
O’Malley and Pierce (1996, p. 37) also mention “king folders” as another term for
“collections portfolios”, which is a term that Ki&#ova (2004, in Kritické Listy 13, p.

8) uses in a likewise sense.
6.2  The Procedure of Creating a Portfolio

An example of how to create a portfolio is given Kg&alova (2004, in
Kritické Listy 13, p. 8).

According to her, portfolio is primarily a colleoti of all the work a learner has
created. Later, the learner decides what to keepisnportfolio and it becomes a
“documentary portfolio” (which can be seen as egl@nt to O’'Malley and Pierces’
showcase portfolio). Ko&lova (ibid.) furthermore suggests, that in thetrmhase the
pupils are expected, or at least encouraged, tanarg a “portfolio mini-conference”
where they introduce to their classmates work #w&yproud of, together with stating
what has not gone so well and then they can tadie thassmates’ advice on how to

improve their work next time.
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For the purposes of my research, | have found tea iof starting with
collections portfolio which consequently developgoi a show-case portfolio and
eventually even assessment portfolio as benefi¢talthermore the pupils in the
consequent research will be introduced to the alemportfolio via Chit Chat 2 Diary.
It contains a simple language passport and a layggbegraphy. It is constructed so it
would appeal to young learners and is primarilyuiog learners’ awareness to
learning strategies. The third part of the portfplDossier (to use the terminology of
European Language Portfolipwill be introduced by creating an English fold&his
folder will be used for storing any material thareers will find useful or anything that
they will have created in the lessons.

To sum up, one of the most widely used self-evanatechniques, portfolio,
and its positives have been discussed above. [eopuhposes of my research, some
theory concerning teaching vocabulary and listeriiag to be tackled. This skill and
sub-skill has been used as grounds for introdusaifyevaluation to my pupils which
was done via introducing different learning straégeg most of which were already

mentioned in chapter 3.2, and some of which wilbf@ in the next two chapters.

7.  Teaching Vocabulary

“Without grammar very little can be conveyed, withwocabulary nothing can
be conveyed.”
(Wilkins, D., in Thornbury, 2002, p. 13)

As teachers and learners agree vocabulary is otteedtey elements needed in
language teaching and learning and therefore iarbeca widely discussed topic
although this was not always the case. The impoetafi grammar was stressed (Allen,
1983, p. 1-3) together with notions that vocabulargo complex it is no worth to be
taught.

Allen (1983), Thornbury (2002), Kastlova and Pagépva (2006), Scrivener
(1994) and many other authors are interested irswagabulary is taught and learnt.
Most of them agree that it is vital for teacherscomsider learners’ different learning

styles and strategies used when learning.
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Allen (1983, p. 7), similarly with Kastlova and dRgelova (2006, p. 22) state
that for successful vocabulary learning, the learnas to be presented with new
vocabulary via use of as many senses as possible.

In Techniques in Teaching Vocabuldry Allen, (1983, p. 12-13) it is claimed
that the learner has to feel the urge to use tlealtudary for purposeful communication
and once this requirement is fulfilled, the leartsemore likely to remember and further
to use the vocabulary learnt.

Thornbury (2002, p. 30) adds that “memory of newadsocan be reinforced if
they are used to express personally relevant mgghiifhat is similarly claimed by
Allen (1983, 12-13) while consequently suggestiraysvof showing meanings of words
to the learners. Examples of which are: “pictur@gplanations in the students’ own
language, definitions in simple English, using Jmdary that the students already
know”.

Commands and real objects, or “realia” as Hadfeeldd Hadfield (1999, p. 4)
call them, are also considered to be useful innlegr new vocabulary. Thornbury
(2002, p. 30) supports this argument and says:rfisxa need to be actively involved in
the learning of words.”

Allen (1983, p. 30) further shows that the need l&arning a word can be
created through guessing games, actions performeesponse to commands, picture
dictations or discussions of pictures drawn by memlof the class.

In other words, the importance lies in introduciwagabulary that is somehow
connected with the learner’s life, and getting ldrner to use the new vocabulary in
sentences that are somehow relevant to his lifinairare dealing with topics that the
learner is interested in.

Furthermore, Kastlova and Podelova (2006, p. 23) suggest the use of rhymes,
poems, songs and other devices which are commoyoforg learners since these are
much easier for young learners to remember. As thagt out, words, phrases or
sentences that are connected to rhythm are eatgafmrers to hold in their memory.

Thornbury (2002, 75-76) mentions the importancétight meaning-and-form-
fit” which means that new vocabulary should be pnésd in such a way that the form
and meaning are presented closely together.
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Although some authors prefer the presentation anhffirst others prefer the
opposite, | personally believe that what is of mmkevance is the above mentioned
meaning-and-form-fit rather than a rigid vocabulprgsentation type.

Hadfield and Hadfield (1999) iRresenting New Languageem to adopt only
the first mentioned approach. Nevertheless, forpghgoses of my research, | have
found some of the vocabulary presentation ideas tlos book useful.

Thornbury (2002, p. 75-76) notes that also théadity and the teachability of
new words (whether they can be easily explainedeononstrated) has to be taken into
account. The meaning can be presented in many i@ysxample: “translation, real
objects, pictures, actions/gestures, definitiorplaning situations.”

Moreover, Thornbury (2002, p. 77) discusses theaathges and disadvantages
of using direct translations in the English languafpssrooms, seeing advantages of
direct translation especially in times when a véagt understanding is needed,
specifically when a lot of random vocabulary incit@ly pops up and has to be dealt
with immediately. The disadvantages are clear, asdt is evident from the above
pages, the need of direct translation for effediéaening is very seldom.

To complement the issue of direct translation thestjon of dictionaries should
be tackled. InHow to Teach VocabularyThornbury (2002, p. 74) sees the use of
dictionaries as “a tool” and “a resource for vodaby learning”. Thornbury (ibid., p.
66) also raises the question of monolingual ongilial dictionaries which was already
briefly touched upon in chapter 4, page 16, altiotaken from a slightly different
angle.

Thornbury (2002, p. 61) further mentions severalaatiges and disadvantages
of dictionary use. | have selected two advantagelsame disadvantage that may be of
further importance in my research. The advantagegglthat bilingual dictionaries help
the learners with production, speaking and writiAgd also the fact that bilingual
dictionaries disrupt minimally reading and listemiactivities. The disadvantage can be
seen in the chance of not finding the correct eajamnt to a word.

For the purpose of my research | have found thenoemts about the use of
dictionaries helpful and worth mentioning. | willovk with 4" graders, therefore it

would not be very reasonable to use monolinguaiatiary.
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Another important issue that should be briefly eabtis the question of
productive and receptive vocabulary. Scrivener 4199 74) explains that productive
vocabulary is vocabulary we use and receptive wdeap are such words we
understand but are unlikely to produce ourselvdthoigh most words that young
learners are taught will immediately be used, th@$ should be on receptive skills
rather then on productive skills.

To briefly conclude, learning strategies were ckdimo be aimed at receptive
skills while communication strategies on productkéls.

Thornbury (2002, p. 88) also addresses the issuenadflving learners in
presenting new vocabulary. Apart fromlititation”, he also uses the termassociation
networks” or as Bowen and Marks (1994, p. 100) call theopid areas, evolving
around a new word or a new topic. The learners Havdraw a map or a diagram
consisting of words that are somehow, even if refgpotonnected with the given word.

According to Fisher (2004, p. 71), all techniguesneethods that somehow
depict thoughts (the connections between thoughktsjctured graphs or word
overviews) are an excellent way of learning. They @lled “mind maps” and visually
symbolize mutual relationships.

Bowen and Marks (1994, p. 103-105) consequenthkg stanumber of strategies
that are helpful when memorizing and recalling \oadary:

* association with a mental image or picture.

* association with a situation, topic or story.

* association with a need of some kind (persomgiicance).

* association with another word (same languageyenéinguage).
* association with a feeling (positive; negative).

* association with a smell, sound or movement.

As Bowen and Marks (ibid., 105) further note, tH@we mentioned mental
associations can not only “extend teachers’ ranfieomtions when presenting
vocabulary” but, and maybe even more importantivé teachers more chance of
being in touch with individual learners’ preferredrning styles.”

For the purpose of my research, | have found tleabalary learning strategies
of Bowen and Marks useful, together with Thornbarglicitation techniques and

associations network. | will use them in the piadtpart of this thesis.
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To sum up, when teaching vocabulary, teachers kavemember that every
learner has different learning style and that hiategies to learn also vary. Therefore,
the teachers should employ such vocabulary presamtaand learning tasks that would
satisfy most of the learners present and they shchiinge their routine every so often.
Teachers should also include the use of dictioraageanother strategy of how to teach
vocabulary. This will lead to greater independemcearners and consequently to the

much desired learner autonomy.
7.1  Vocabulary Assessment

As already mentioned, the way of checking whetlher learners have really
learnt what they think they did can happen, fornegie, either via informal talks with
the teacher or by formal assessment measure, tests.

According to Bowen and Marks (1994, p. 102), dudah® limitations of our
short term memory, it is usually useless to teskidal items shortly after they have
been presented to learners”.

To add, Bowen and Marks (ibid.) suggest that volalguishould be tested in a
similar way as it was presented. That way learaeesmore likely to recall the words
from their long-term memory to which it was stomaok only via some repetition but
“through some kind of association”.

There is much more to be said about vocabularysassent, however due to the
nature of my research and its limited space faodicing all the methods mentioned
above, | will not further discuss this issue.

| should also explain at this point that often Jmdary and listening activities
are closely correlated as may be evident from #uot that some of the methods for
teaching vocabulary may also be used for teachstgning which is discussed in the

final chapter below.
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8.  Teaching Listening

“What does it mean for a native speaker to havdenstood what someone has said to
him? As soon as you start thinking about this qaesteriously you find that you want
to introduce some hedges.”
(Brown, Yule, 1983, p. 58)

The above quotation is, in Brown and Yule (198358-59) followed by an
example sentence: “Shut the door’, bellow[ed] Fasher at him.” The learner of
English would have to understand the message hiddbind these words and hence
understanding differs in different situations. lar@xample, the learner has to also
grasp the mood of the speaker and “the contexthiciwit occurs” which consequently
determines the listeners reaction, verbal or nabale

Similarly, Harmer (2007, p. 135) claims that leasnéneed to be able to
recogniseparalinguistic clues such as intonation in order to understand mood and
meaning.”

Recently, much has been written and researched &btmming comprehension
although previously, as Brown and Yule (1983, p. $i4ggest, it was believed that “the
student would just pick it up somehow in the gehpracess of learning the foreign
language.”

Brown and Yule (1983, p. 57) further explain thaics it is impossible to
“process every word and [...] to try to work oall that is involved in the literal
meaning of the utterance”, the real “aim of a hatg comprehension exercise should
be for the student to arrive successfully at acealsle interpretation”.

Similarly, Anderson and Lynch (1988, p. 11) litstening,introduce the term
“coherent interpretation”. Coherence is dependanivbat we know about the speaker,
the situation in which the message has been sadittee world in general”.

Apart from being able to listen for paralinguistices, as mentioned by Harmer
(2007, p. 135), he also stresses the importandeaohers being able “tbsten for
specific information (such as times, platforms, numbers, etc.), and sorag for more
general understanding (when they are listening to a story or interactinga social

conversation).”
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As Harmer (ibid.) also points out, several listgnstrategies can be employed
when designing a listening activity. Namely, “enge students to listen as often and
as much as possible”, “help students to prepardisten” and “once may not be
enough.”

Harmer (ibid.) also suggests: “Encouraging studéottisten as often and as
much as possible” can apart from other ways beigeovnot only via CD’s or the
Internet but also via the teacher herself given thast of the time she uses English in
the lessons to give the learners more listeningtinpo which Bowen and Marks (1994,
p. 136) add that apart from the teacher being thedel [..] for learners to imitate, [..]
[and] listen to”, the teacher can also support nmeptby facial expression, gesture and
body language.”; therefore: “The speaker can regpgornverbal and non-verbal signals
from the listeners, and the process can be inieeatt

As also discussed by Harmer (2007, p. 134-136),ymather features and
principles concerning listening, for example “en@gjing] students to respond to the
content of a listening, not just the language”.témng that students perform in the
classroom or listening that they do outside thesstlzom, for their own pleasure, or
non-authentic and authentic listening. The latteferring to listening which is not in
any way adapted for purposes of learning Engligiicc@out will not in this thesis) be
further discussed.

Svecova (2006, p. 6) claims that learners leara lys“listening to instructions
and performing them.” Thus, listening activitie®shd include a lot of “movement and
physical involvement”. She (ibid.) further claim®y listening to instructions and
following them, children can develop understandingfore they speak. Physical
response not only activates their memory and tesatttean to think in the language, but
also makes learning enjoyable, playful and fun.’e Stbid., p. 7) also advises the
teacher to use “a lot of body language in claske[feacher] can point at objects, show
what [she] mean[s], mime, make gestures or facigressions, and let the learners
imitate the actions.”

To conclude, as in real life, there should alwagsbme purpose in the listening
and the learners should know it in advance. We different listening strategies
depending on the situation and reason for ournliste Hence the learners should be

somehow acquainted with what they are going to,hgarpictures, predicting content
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or vocabulary. Those are also excellent meansafiging learners with visual cues of
the listening context.

For the purposes of my research | found the aboeationed suggestions
applicable and will further use them together wite points mentioned in the following

sub-chapter.
8.1 Listening Assessment

“Grade the task not the material(Bowen, Marks, 1994, p. 137)

As rightly represented by the above quote, Bowenh Marks (ibid.) stress the
fact that the teacher should “ensure that the ddsassociated with the mechanics of
the task don’t inhibit the learners’ chances ofiaging it.”

Bowen and Marks (ibid.) explain that test tasksudthGrequire non-linguistic or
minimally linguistic responses (ticking boxes,ifith in details on a map, etc.)”. The fact
that learners may not be able to do the task cstelsh from other than listening reasons.
Those could be, for instance, lack of time to wiaegthy answers which the learner
might not remember (that has nothing to do with lisitening skills). Another reason
could be that the learner has difficulty with spgJland therefore he looses valuable
time on issues unrelated to listening as such.

Mead and Rubin (1985) point out that listeninggdesdtould include material that
“model[s] the language that students might typicddle expected to hear in the
classroom, in various media, or in conversatiod$ey also add that the materials
should be fairly short and interesting in theirumat since “listening performance is
strongly influenced by motivation and memory”.

Another test Mead and Rubin (ibid.) suggest is édgrmance test that requires
students to select a picture or actually perfotiasé based on oral instruction.”

To conclude, listening is one of the most importahkills a learner should
acquire when learning English. It is closely coradcto vocabulary teaching and
learning. Unfortunately, again, despite the facttimuch more could be said about

listening and its assessment, due to the limitattbrs paper has, it has to be left out.
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[l. PRACTICAL PART

9.  Aim of my Action Research

Educational studies ... are a ‘practical sciencetliie sense that we do not only
want to know facts and to understand relationgfersake of knowledge, we
want to know and understand in order to be abladiband act ‘better’ than we
did before.
(Langeveld, in Bell, 1993, p. 16)

The aim of my research is to introduce self-evadunato the pupils | teach and
to develop the habit of self-evaluation. | woul#elito show them different self-
evaluation techniques and explain the positiveauts self-evaluation brings.

The idea is to show the pupils how self-evaluatan be used. | will use one
skill and one sub-skill, namely, listening and Viegiary, and via these show the pupils
the benefits of self-evaluation and why it is inpot to master the highest skill of
evaluating oneself.

Through self-evaluation, the pupils should consedy realize their key
learning styles and strategies. It is helpful naydor their further learning at primary

school but also, and even more importantly, foirthetonomy and life-long learning.
10. Action Research Theories

Slowly, the profession as a whole is realizing thatmatter how much intellectual
energy is put into the invention of new methodséw approaches to syllabus design,
and so on), what really matters is what happenswibachers and learners get
together in the classroom. .... Being a good classr teacher means being alive to
what goes on in the classroom, alive to the problefrsorting out what matters,
moment by moment, from what does not. And thahag elassroom research is all
about: gaining a better understanding of what gteachers (and learners) do
instinctively as a matter of course, so that ultiehaall can benefit.
(Allwright and Bailey 1991, xv-xvi in Bailey, Curtis, Nunan, 2001, p. 133)

Many scholars deal with the question of action aedg trying to explain its
principles and focus. Nunan (1992) provides us witjood overview of the definitions
of action research. Kemmis and McTaggart (in Nuri#92, p. 17) see it as having

three main characteristics. According to Kemmis andlaggart (ibid.) these are:
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Action research is carried out by practitioneragsroom teachers), it is collaborative
and it is aimed at bringing about a change.

Whereas Nunan (1992, p. 211), in spite of agrewiitly the first characteristic
that Kemmis and McTaggart (in Nunan, in Edge anth&ids, 1993, p. 42) have stated,
requires different three components. These are:uastgpn, data, analysis and
interpretation.

Even though Cohen and Manion (in Nunan, 1992, p.pt@viously included
collaborative issue as well, later (in Bell, 19936) they leave it out and define action
research as:

essentially an on-the-spot procedure designed &b wligh a concrete problem

located in an immediate situation. This means thatstep-by-step process is

constantly monitored (ideally, that is) over varyiperiods of time and by
variety of mechanisms (questionnaires, diariegrurtws and case studies, for
example) so that the ensuing feedback may be ataaslinto modifications,
adjustments, directional changes, redefinitions)ex®ssary, so as to bring about
lasting benefit to the ongoing process itself.”

Nunan (1992, p. 18) expresses his opinion thabagth “collaboration is highly
desirable, | do not believe that it should be seem defining characteristics of action
research.” While supporting his claim with a fevaysible reasons and examples, such
as the fact that it is not always possible andrebk to do collaborative research or that
it will not always bring about a change. However lang as the main characteristics of
action research are met, those being “a questsu@jgdata, and interpretative analysis”,
we can talk about an action research.

Richards and Farrell (2005, p. 12) see action rekeahich refers to “teacher-
initiated classroom investigation” as two dimensiornwhereresearch“refers to a
systematic approach to carrying out investigatiand collecting information that is
designed to illuminate an issue or problem andniprove classroom practice.” The
word action is described as “taking practical action to resatl@ssroom problems.”
Furthermore Richards and Farrell (ibid., p. 17lijppout that:

action research takes place in the teacher's oags@om and involves a cycle
of activities centering on identifying a problemissue, collection information
about the issue, devising a strategy to addresss$he, trying out the strategy,
and observing its effects.
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In Learning to TeachArends (1991, p. 479) claims similarly, adding tihat
many aspects action research is like any othearelseince “it is the process of asking
questions, seeking valid and objective answers,iatedpreting and using the results.”
Arends furthermore states that “it differs from sowother kinds of research in that its
goal is to produce valid information and knowledigat has immediate application — in
this instance for teachers or their students.”

Correspondingly, Bell (1993, p. 7) points out thatany other research, action
research also needs to be carefully planned anehdéem on the “nature of information
required” the methods for gathering data shouldddected.

Arends (1991, p. 479) adds that although actioeaieh uses the theory of
scientific research, its aim is to bring about demin the classroom, and “it is not
intended to inform the larger research or educatioaommunity.”

Although Pficha (2002, p. 429) argues that action researchiutisabffashion”
that will fade out and will not have any considéealeffect on advancement of
pedagogy as a science, | personally believe thainatesearch is a very good way of
finding out more about one’s teaching and classraeality, especially for novice
teachers. They come to the classrooms knowing afléheory, however as will be
further mentioned, that is often not enough anckrceive action research as a great
possibility to change this fact.

What has just been said, also corresponds to Gasige(2006, p. 278) claim
that novice teachers are armed with a lot of thednch does not necessarily make
them good or experienced teachers. Emphasis isolaitlrther development of each
novice teacher, in connection with an experieneagher or at least by getting a lot of
feedback.

Likewise, Richards and Farrell (2005, p. 171) shdlat action research not
only brings practical improvements in the classrobot through action research
“teachers can develop a deeper understanding oy msanes in teaching and learning
as well as acquire useful classroom investigatiiiss

Bell (1993, p. 7) similarly sees action research kesng “attractive to
practitioner-researchers who have identified a lgrmabduring the course of their work,
see the merit of investigating it and, if possiloeimproving practice.”
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Various researches have stated different modetboiofy action research. Some
are very similar or even the same, for example &ty and Farrell (2005, p. 183) and
Kemmis and McTaggart (1981, in Arends, 1991, p.-480) who have both designed
cycles that continue when needed. These cycles fmilaws: plan, act, observe, reflect
and when the issue is further to be tackled, tlgaina plan (revised plan), act, observe
and reflect. The only difference between these &wthors is the terminology. While
Kemmis and McTaggart (ibid.) name the steps as @bBRichards and Farrell (2005,
p.183) use terms: plan, intervene, data, reflewd, @ntinue with another cycle in the
same way as Kemmis and McTaggart (1981, in Aret@8], p. 480-481).

Some researchers have added additional stepex&onple van Lier's model as
shown and explained in Bailey, Curtis and Nunar®{2(®. 136-137) or Burns (2002, in
Richards and Farrell, 2005, p. 175) and Richardsog&khart (1994, in Richards and
Farrell, 2005, p. 174-175). Van Lier's model (1982Bailey, Curtis, Nunan, 2001, p.
136), together with other models here mentionelipvias for the fact that the original
goals of an action research project often evolhar time.”

Likewise Cohen and Manion (in Bell, 1993, p. 6)tetahat another vital
characteristic of action research is the fact ttied task is not finished when the project
ends.” Personally, | have known from the start that action research is but a
beginning of a longer period of research and plamrhat should lead the pupils to
being able to evaluate themselves and realize streingths and weaknesses.

For the action research | have conducted, | dedidezmploy the model stated
in Nunan (1992, p. 19). This model includes sevasidsteps. The first one is called
Initiation (or “problem identification” as in Nungin Edge and Richards, 1993, p. 42)),
the second one is called Preliminary investigatidme third is Hypothesis, followed by
Intervention, Evaluation, Dissemination and the $&ep is a Follow-up.

According to Richards and Farrell (2005, p. 178ewldeciding on topics for
action research “we emphasise the importance obsthg issues that can be fairly
readily explored and that are likely to lead togbical follow-up.”

To which the author oboing Your Research ProjedBell (1993, p. 16) adds
that “whatever the size and scope of the study,wiiun all cases analyze and evaluate
the information you collect and you may then beiposition to suggest action which

will bring about changes in policy and / or improvents in practise.”
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Question of reliability is touched upon by Harnf2001, p. 347) who adds that
“the more methods we use for data collection, tloeenmeliable our analysis is likely to
be. By weighing up our journal entries, our obstoves, and our students’ written
responses, we will be in a good position to deoidéuture action.

For my research | have used a questionnaire, nteoviews and | kept a simple
teaching journal. Bailey (1990, in Nunan, 1992120) sees teaching journals as diaries

about “a language learning or teaching experiedoeumented through regular, candid

entries in a personal journal and then analyzeddourring patterns or salient events™.
Nevertheless, some critics, as mentioned in Nud&®9Z, p. 123) claim that these
diaries are just a “ground-clearing or hypotheaising preliminaries to real research,
but they are not of themselves valid or reliableanseof doing research.” | believe
journals can present interesting data, especialignMooked at some time after they
have been written. My journal was very simple. Intg lesson plans | have noted brief
statements of how the pupils have reacted to thenileg strategies or self-evaluation
techniques we have done or when something unexpecteteresting happened. An
example of a lesson plan with such a note is atthob this thesis. See Appendix 1.

To conclude, action research is defined in varimaygs. Yet, most researches
agree that it is a research happening in a classrdone by a teacher and it leads to
realization of issues important for the teachealdb shows the potential of consequent
longer-term research and helps especially novaehiers.

Some general data about the research | have cawiedill be provided in the

following chapter.
11. My Action Research — General Data

The research was carried out at a primary schoathwis situated near the
centre of a city of about one hundred thousandhbi&ats. This school is one of the
larger schools in the city, and it counts aboué fnundred pupils from which about a
third attend so-called sports classes.

The researched group of pupils attend tRegeade sports class. It means that
pupils have good study results and quite oftercésthey perform athletics) they are, or
they are lead to being, very individualistic. Dwemhany competitions they crave not

only feedback as such but especially good marksn Ithe researcher as well as the
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teacher in the class of sixteen pupils. There leneea girls and five boys. They all have
very good study results.

The group is fairly small therefore | am awarehd# fact that the outcome of the
action research will not be used in a larger comtguiiowever, it will be of a great
importance to me. | am positive that there willdmsequent actions taken in order to
further work with the findings and to continue dieyegng self-evaluation skills in the
pupils. 1 am already planning further steps andsioiigies of using other self-
evaluation techniques in the classroom. The rekedrgroup has previously had one
year of English lessons with a different teachdrave started the research after about
three months of teaching them. The research ldstea the beginning of December
2007 until early March 2008.

11.1 Step 1. - Initiation (Problem identification)

Very soon after having started to teach this grotipupils have | realized that
they were highly motivated and extremely eager dard. In my opinion, their
motivation mostly stemmed from their good resultsl @aheir high learning potential.
The pupils were used to getting a large amount arksn(usually good ones of course)
and frequently required formal testing. As | hawarfd out via personal talk with their
class teacher the pupils have always been gettingxgensive number of marks not
only in English lessons, but in other subjects ta®discussed in chapter 2.2 (page 7-8)
marks can have a positive effect on motivation, alsb very negative effect. That
depends on the mark.

| employ different teaching methods than theirvmyes teacher and (as
discussed in chapter 1 and 2.2.) changes in teqcttiould go hand in hand with
changes in assessment and evaluation. For thabrrdadiave decided to aim my
research at developing self-evaluation skills imnyg learners. It goes without saying
that self-evaluation should not replace testinguah, but it should be used as a tool for
pupils to realize what and how well they have leamd consequently, over the time,
for them to require less marks and formal testiagaboise they would know how they
are “doing” concerning their learning. | should calstate that | had to learn how to
provide more frequent feedback and formative agsest
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Due to countless possibilities of how to approduk tssue, | had to limit my
action research somehow. As was already mentiomezhapter 9 | have decided to
teach (or introduce at least) some basic self-ew@ln techniques and skills on one
language skill and one language sub-skill, listgrand vocabulary. Prior to the action
research, as a little preview of self-evaluationave given the pupils a picture of a fish
with “fish scales” that were to be coloured by thepils when they have felt they have
done something well. This idea was taken from Kelad Sikulova (2005, p. 153). It
was not much of a surprise for me that the puglsally wanted to colour in a fish scale

for getting a star for their homework or for gegtia good mark.
11.2 Step 2. - Preliminary Investigation

In order to examine the issue it was necessarylieat information about it.
The baseline data were collected via questionram@ also via a short one-to-one,
structured, interview. The questionnaire was talkethe classroom and the interview
was taken right outside the classroom with indigldpupils. The reason for this was
that such young learners are likely to repeat @neparrot what someone else has
already said without really thinking about it. Thiesearch etiquette concerning
anonymity was kept.

At the time when the questionnaire was handednd the interview was
conducted there were only thirteen pupils presierg,boys and eight girls. They both
happened in the same day with same pupils. Theoditine interview was to find out
how the pupils were assessed and evaluated in ake gnd if they ever evaluated
themselves. An example questionnaire is attacleedAppendix 2.

Unfortunately, the baseline data collection leaddme misunderstandings from
the parents side, (as | was told by the headmsstidgave personally not spoken to any
parent about the issue) together with the headesstof the primary school where |
have carried out the research. Personally, | belibat this actually proves that schools
should but are not always using self-evaluatioro@e of the ways of evaluation and
how broader public, especially parents should dlsonformed about all the changes
educational system in the Czech Republic is undeggo

The questionnaire included three questions, onagleeitest of answer reliability
that is called a “control item”, according to Chkaq2007, p. 165). Although | have
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piloted the questionnaire on my colleague, at the lehave decided to leave it out on
the spot due to the puzzled questions the pupdseaded me with.

As based on Chraska (2007, p. 169-170), | havd toemake the questions as
understandable and short as possible considerngupils’ age. That was also a reason
for the questionnaire being in Czech rather tha&nglish. The questionnaire did not
include instructions of how to fill it in, sincewas explained to the pupils together with
the reason for the questions and the questionmaifgerson prior to filling it in. |

believe it did not compromise the collected datang way.

Questionnaire

The questionnaire asked only two simple guestitmsyuestion number one,
pupils could choose more than one answer. Sucpedf question is called “listing”.
(Bell, 1993, p. 77) and falls into the category‘dbsed (structured) items” (Chraska,
2007, p.166).

In the second question the pupils were meant tossa statement that was true
to them, and add either “It is difficult for me” 6it is easy for me” or “something in
between”. This question type is, according to BEY93, p. 77), called “a scale”.

The questionnaire is translated below and it's inaly version is in the
attachments as Appendix 2. :

1. My most favourite way of saying what | have deoved! is:

a) picture

b) smile

c) word — Czech x English

d) sentence — Czech x English
e) mark

f) other answer

2. When | evaluate my own work/achievement | dwisg it is easy-difficult-
something in between:

a) picture

b) smile

¢) word — Czech x English

d) sentence — Czech x English
e) mark

f) other answer
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Question No. 1

The answers to question number one were as follmwds are also shown in
Graph 1 below. Seven pupils have chosen smileais féovourite way of showing that
they have done something well together with seuguilp that stated a Czech word as
their most favourite way of expressing their susces picture was chosen by four
pupils, Czech sentence, mark and other way (fom@ka fish scale) were all ticked by
three pupils. An English word as well as an Englishtence were both stated by two

pupils. See Graph 1 below:

Graph 1 - The most favourite way of self-evaluation
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Question No. 2

Question number two has allowed me to create @ goain the easiest to the
most difficult, which is shown in Graph 2 below améds as follows. The easiest form
of evaluation was a picture, chosen by twelve puitleven pupils have chosen Czech
word as the second easiest. The third was smitediby nine pupils. The forth place
was given to a Czech sentence with seven pupilagéeas an easy way of evaluating
their achievements. The fifth was, rather surpghkirior me, a mark, chosen as easy by
six pupils. The sixth place was granted to an Bhgivord, by five pupils. And the
seventh place belonged to an English sentencehimgetith other (fish scale) ways,

chosen by two pupils.
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Graph 2 - The easiest way of self-evaluation
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When both questions were evaluated it was fairldevt that the easiest type of
evaluation was also seen as the most favourite. @nmy hypotheses, as will be
mentioned below in chapter 11.3 was that whatsdyeaxpressed is not always also the
most favourite therefore at the beginning of theeesch this hypothesis was not proved
truthful. At the time of collecting this data, tpapils just started to get acquainted with
self-evaluation techniques so | did not even expestto prove otherwise.

However, when | looked at the individual questiane®s and examined both
guestions in a same questionnaire, | found interg@sliscrepancies. As | noticed, some
pupils have ticked a smile as their most favowsiés of self-evaluation yet wrote that it
is also the most difficult means of evaluation.sTbiher analysis could serve as a proof
of whether the pupils understood the questiong.full

The findings have shown that in eight questionsathee pupils’ answers have
corresponded with each other. Three questionndiee® had major discrepancies
between the answers and two pupils had one ankaecaorresponded and one that did

not. See Graph 3 below.
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Graph 3 - Discrepancies in answers
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To collect further data, | have also had a onerte4aterview with all the pupils.
For an abstract of the interview see Appendix 3esfions such as “How were you
assessed last year?” or “Have you ever evaluatecsgth?” were asked. The interview
questions have revealed that all the pupils weeel tig marks as their main type of an
assessment. Five pupils said, that giving mark ass accompanied by a short oral
comment.

Eight pupils have said that about once a week tizaye been asked to express
how they liked or disliked the lesson/s either lapping hands or booing. Certainly this
cannot be taken as self-evaluation or peer evaluaince it does not consider what the
pupils learnt, it only shows their attitude towatle lesson. It only evaluates how they
enjoyed the lesson. | do not believe this to be@m@ect way of evaluating how much
have the pupils learnt and what are their furtearding goals.

Two pupils have remembered getting pictures asrimn fof feedback. Three
pupils stated being orally praised by an Englishrdydor example: “Great. Perfect.”
Two pupils have also recalled being praised by gaareby allowance to decide what
activity they would like to do next. That can hawetivational effect.

Previously they have never evaluated themselvd®wgh occasionally they
have evaluated their peer’'s work by using a maalkesd his was consequently checked
by the teacher and the mark was changed when ihatidit the teacher’s assessment.
This was expressed by four pupils. Two of whicloaslded that they found it fairly
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difficult to do so. One pupil has also mentioneat thnce every half a year they selected
one pupil who they thought was the best learner.

Personally, | see danger in such an activity wiuah lead to disillusionment in
weaker pupils. They might feel that since theneasvay they would ever be selected as
the best learner even when they tried, they migbe lthe motivation to learn. In this
respect, self-evaluation avoids such an outcomeeh#a main point is not to compare

pupils but to compare individual pupil’s progre&3ee Graph 4 below)

Graph 4 - Inicial interview
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From the above findings it is obvious, that théiahistage of the pupils’ self-

evaluation skill is very low. Clearly, they havet meached the phase of self-knowledge

and self-esteem yet.

11.3 Step 3. — Hypothesis

Here, the hypotheses or research objectives shioelldtated. According to
Verma and Beard (in Bell, 1993, p. 18) a hypothearsbe defined as:

a tentative proposition which is subject to vedfion through subsequent
investigation. It may also be seen as the guidbdaesearcher in that it depicts
and describes the method to be followed in studfiegproblem. In many cases
hypotheses are hunches that the researcher hag #b®uexistence of
relationship between variables.

One of my hypotheses was that the pupils were ed tes marks as a means of
their feedback and praise that they will feel rednt to obtain a different way of

- 46 -



feedback. Possibly, they might see it as anothgr afdhow the teacher finds out how
well they are doing in their process of learnintpea as a way of their own evaluation.
Another hypothesis which will have a “longer-terrjextive” (Bell, 1993, p.
16) is that eventually the pupils will realize tliaé easiest way of self-evaluation may
not always also be the most preferred one. Thengsson being that although some
ways of self-evaluation are easy it may not be iptesso express everything the pupll
would like to through this type of self-evaluatichn example: the pupil might find it
easy to evaluate himself via a smile, smiley faca fish scale whereas at the same time
his most favourite way of evaluation might be a @rzesentence (later English
sentence). He may realize that it gives him theodppity to fully express not only

what he has achieved but also how will he contioygrogress in his learning.
11.4 Step 4. Intervention - Developing an Action Bh and Observing its Effects

On the basis of the collected data | have devel@ethn “for acting on this
information to bring about changes in the classrddRichards and Farrell, 2005, p.
178)

| have also, as similarly suggested by Richards Badell (ibid., p. 182)
employed changes in the classroom practices, spabifin the forms of assessment
and evaluation.

Richards and Farrell (ibid., p. 178) claim that ¢era strategy for implementing
the change has been developed, it then needs itagbemented in the classroom and
the effects of the change observed.”

| have slowly introduced a few self-evaluation teclues, namely, the fish
scales, the pupil’s Chit Chat 2 Diary and the ‘héiag styles” sheet, (see Appendices 4
and 5) together with showing pupils useful learnstigitegies. We have also created a
folder but at this point it is still in a form of eollections portfolio, as described in
chapter 6. In the near future, | would like to, dthger with the pupils, set criteria for
works that can be included in the learners’ poidfoAlso | would like to formally
introduceThe European Language Portfolio-Junior Versiafthough | see the pupils’

Chit Chat 2 Diary as a language passport itselftdube nature of tasks included.
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At first, after completing a task the pupils wesked to non-verbally (smile,
thumbs up, etc.) express to what extent (or how)wd they believe they have
accomplished the given task.

As already mentioned, together with the pupils Hesy how to evaluate
themselves, | was also learning. In particularabwearning how to give more feedback
and use formative assessment together with infovenddnguage which is needed as
good grounds for self-evaluation. Therefore theilsupere provided with a model of
how to evaluate and how to use informative languaben evaluating themselves. |
also started to tell the pupils aims of the lessand also aims of particular tasks
together with stating criteria needed for succdssimpletion of the task.

An overview of techniques and strategies | haved usghin my research is

provided below:

Chit Chat 2 Diary

Chit Chat 2 Diary is designed as a portfolio tyfiehelps the pupils to realize
their achievements after each topical unit. Fitste¢ diaries we have completed
together, at school during the lesson. The pupd& the consequent diaries home to be
filled in which | have seen as a chance for parentget acquainted with them.

Questions in Chit Chat 2 Diaries are usually basedome translation, recalling
of listening activities and stating whether the ifgipave found those difficult or easy.
Last questions usually ask how well the pupils haamaged the whole unit. Questions
such as: “Why?” or “What helped you to ...?” arenebow implemented. When | have
gone through all the diaries | have noticed thdirat, this “Why” and “What helped
you to ...” questions presented a lot of difficulties the pupils. Eight pupils even
avoided them completely and in class they told na¢ they do not know the answer to
those questions. Starting from units three and foisr began to change. All the pupils
suddenly always answer these question somehow. fgaamswers to the question
“What helped you to remember the direction instang?” being: “waving my hands”,
“that some words rhymed” or “left sounds like anlim Czech]’. For more answers see

Appendix 5.
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At the end of each task, lesson or time period aeehevaluated the pupils’
progress. As already mentioned in the theoretieat, pn chapter 5.3, page 22, it is

important to evaluate in regular intervals.

Learning styles

Based on the NLP model described on page 10, | Hasigned a sheet that was
attempting to tackle an issue of different learnisiyles. For two weeks, at the
beginning of each lesson, the pupils were askqulita tick in one of the squares. At
the end of the lesson they expressed how well tiiek they achieved what was stated
in the column they ticked via a smiley or frownifgce. | also required them to
accompany this by an oral explanation. When the&ytb&y would draw a smiley face |
asked them to show me that they really are, fomge, able to use the words in a
sentence correctly.

The options on the sheet were as follows (see Agipeh):

| understand new words when | hear them (+eelthem on a picture)

I understand new words when | see them writtenl(see them on a picture)

| am able to correctly repeat/say a new wora@rto translate it from Czech
to English

| am able to use a new word correctly in a secgeor in a dialogue

Notes

Learning strategies

As already mentioned, | have decided to developlgigelf-evaluation skills on
one skill and one sub-skill. Therefore whenever ave done any listening or
vocabulary task or presentation (or both sinces itgually difficult to deal with one
without the other), | have tried to show pupilsewnearning strategy (as described in
chapter 3.2) they could use to tackle the taskessfally. Their Chit Chat 2 Diaries are
also full of hints on how to learn which proveda® of interest of the pupils. | have also
kept notes on my lesson plans sheets on how welinidfividual strategies worked and
whether pupils seemed to be able to use them wythetp or independently. My notes

were considered when drawing final conclusions gpfresearch.
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Teacher vs. pupil evaluation

One important aspect of self-evaluation is the faat pupils need to learn how
to assess themselves realistically. As one pupinfthe researched group, claimed:
“we are usually either under- or over-estimatingselves”. He said so absolutely
correctly. Pupils in general do not know how toleate their achievements. They are
used to teachers doing so, completely relying antédacher’s evaluation and further
identifying themselves according to those.

As already discussed in chapter 5, page 17, aswlvbkre, it is important to
compare the teacher’'s grades with the grades tpdspaward themselves. For that
reason, in my research | have | tried to draw ap=aomon between the pupil’'s self-
evaluation and my own evaluation. To do so, | hpxiearily used the Chit Chat 2
Diary and consequent tests or observations as laofodinding out whether our
evaluations differ or are the same, at least texaent.

| usually asked whether anyone would colour insh fcale for anything they
think they have done well in that lesson or tadkaight after that | have asked how
would they justify it. Then | have also evaluatéedrh by stating why | think they
should colour in a fish scale. Therefore | havevgled a model of informative
statements as suggested in the theoretical p#ntsofhesis. | have to admit that it is not
always easy, | am not used to that, | have pergonaler done it before consciously
and since | realize how important my model is, bwadten really nervous and scared |
will not do it correctly.

After some time, | observed that pupils try to gsuilar language to mine, but
not as sophisticated and well aimed. Based on ngsnalso regular aim and criteria
setting proved helpful.

When we were discussing their Chit Chat 2 Diaryriesf where was, for
example stated: “How many sports can you name?&r @dhe pupils answering the
guestion | always asked them to tell me the ansaets write them down. That way |
could see whether their evaluation is correct.Mehalso used tests, taken from the Chit
Chat 2 classbook to see whether the pupils havetleéat they were meant to. An

example test is shown in Appendix 6
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Final data collection

At the time the final data were collected there evagain only thirteen pupils
present, again five boys and eight girls. Therefoteust the data to present fairly
relevant outcome.

Due to the complications | have described in chapie?, page 41, | decided to
collect the final data via interview with all theipls present in the classroom, again
during a normal lesson. However, this time the [supere assigned a group-work task
and while they were working on the task, | joinedte group and spoke to them. They
also had their Chit Chat 2 Diaries ready at hankdave asked them a series of five
questions to which all of them answered without amgler. | have not used any
technical support. | only relied my memory and sdeken consequently.

The previous decision about collecting base-line datside the classroom and
with individual pupils proved to be of more valuace (as expected) the pupils had to
think only for themselves. Whereas this time, altfto some pupils tried to think
“outside the box” most of them thought a little aheén joined the thoughts of the rest
of the group.

Yet, to avoid answers such as “I do not know” thpifs were promised a star if
they proved to be thinking about their answerselleve it succeeded especially with
some pupils hence most of the pupils in each grweere really trying hard and even
gave me examples of what they considered as bedeficdheir learning.

Due to the nature of the data collection | can eexact numbers only as far
as my memory allowed me unlike with the previousdallection techniques. Reasons
for that were already provided.

The pupils were asked five questions. Each is ¢thdow together with the

answers.

Question No.1 - Which kind of self-evaluation do yw like most?

The Graph 5 below shows the preferred self-evalnais being fish scales
stated by thirteen pupils and smiley faces, statedhe same number of pupils. The
Chit Chat 2 Diary is preferred by three pupils, aaven a Czech sentence was

mentioned once. The pupil also stated that doing sery hard.
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Graph 5 - The most favourite kind of self-evaluatio
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Question No.2 - Which kind of self-evaluation is th easiest for you?

Graph 6 below shows which self-evaluation technigoethe pupils find the

easiest. Here two types of self-evaluation gothiighest score. For twelve pupils a fish

scale is the easiest means of self-evaluation anthé same number of pupils it is the

smiley face. No other self-evaluation kind was reered.

Graph 6 - The easiest kind of self-evaluatio
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As opposed to the initial questionnaire, this shtied the pupils are becoming
to be aware of what it means to evaluate themse8tdk due to the time limitation this
action research had there is little chance of tlermeady realizing the benefits of
expressing themselves via whole sentences evdrosetwould be in Czech at first.
However, as | have noticed one pupil seems to ptefexpress himself via a Czech
sentence. He told me so and | have also noticaddthhis “learning styles” sheet once,

instead of drawing a face he wrote a sentence.Appendix 4)

Question No.3 - What helps you when we are doing lstening exercise or
when you listen to me(the teacher)? Is there anythg you do now that you were

not used to do? Is there anything that helps you tanderstand?

Ten pupils mentioned that it was helpful that twesre regularly working with
pictures and other visual clues when doing listgr@rercises. Five pupils said that the
fact that the teacher repeated what was said €iffgr or used different ways of
expressing what was said together with miming astith@ the meaning out was helpful.
Same number of pupils mentioned that they foundulge mime themselves or
otherwise react to listening stimuli. All the statents just mentioned were also claimed

to be done this year and not previously. (See Grapélow)

Graph 7- Listening (strategies)
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Question No.4 - What helps you when we are learning new vocabulary,
when you are supposed to understand a word or wheyou are supposed to get the
meaning of a word? Is there anything you do now thiayou were not used to do? Is
there anything that helps you to understand, rememér or guess the meaning of

new words?

Ten pupils mentioned rhymes and songs together pittures and actions
(giving example of how they acted out new vocaljutaimnected to sports) and saying
for example: “It helps me to see the pictures we arsd to hear the word at the same
time, then | am able to remember it better.”

Five of them also remembered and claimed it usefidreate and further use
posters with mind maps, pictures, dialogues andesers all connected to one topic.
One pupil explained: “I try to link new words wigomething | know already or to
words that are somehow connected. It also helpsvhen | am actively working on
creating a poster and that | can cooperate wittriagds.”

One of the pupils have also said that now he kneWwat to do in case of not
understanding a new word. First, he tries to gaghareaning from the context, if that
does not help, or there is little context to prevglch an aid, he either asks another
group member, but most often he takes his pocketiodary and finds the word
himself.

Five pupils also mentioned the use of their podkéhgual dictionaries. To
exemplify, one pupil said the following: “Now, whémlo not know a word, | look it up
in a dictionary.” Another pupil proudly claimed tHae became really good at working
with a dictionary and that he was previously nédvaéd to use one on regular basis. He
further explained that what is also good is thathe still refer to me and ask about a
word which for example has more meanings in théatiary and | help him to choose
the one he should use in a given context. Thatasher learning strategy, as explained
in chapter 3.2 and chapter 4, page 16.

That proves that the pupils are aware of the siracof a dictionary and
understand that many words have more than one ngarhey are also able to find the
pronunciation of an unknown word which helped théan, example when trying to
come up with a poem based on a weather vocabulary.

See Graph 8 nelow.
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Graph 8 - Vocabulary (strategies)
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Question No.5 - Do you like filling in the Diary? Why? What do you think
that you are learning by doing so? Do you find anyting else in your folder helpful

to your learning? How?

Here, only two pupils said they do not particulaghjoy working with the Diary,
whereas eleven pupils pointed out that they enjoyking with it and sometimes even
colour it in therefore using it in the same waylasy are using the fish scales.

All eleven pupils realized that it helps them toak what they have learnt and
realize what they have achieved. Via the Diary ttay also see their progress and what
type of learning most suits them.

Three pupils recalled the “learning style” sheed aammented positively about
it. One of them said that it helped him to see ktieaheeds to see and hear a new word to
remember it better. Another pupil explained thatrbalized that drawing pictures
instead of direct translation also helps him toeerher new vocabulary.

See Graph 9 below.
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Graph 9 - Chit Chat 2 Diary
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11.5 Step 5. — Evaluation

Data collected throughout the action researchbeilevaluated here. The aim of
the research was to introduce self-evaluation ¢optlpils to an extent that they would
require it as means of evaluation and feedbackhBumore two hypothesis were meant
to be proven.

It follows from the data provided before, that tigioup has proved to react
really well to the researched topic. Pupils arengishore strategies when learning and
are more independent in working on their taskst €hald be observed especially when
they were cooperating in groups while working, éaample, on posters which included
not only what they have learnt in the lessons kst &xtra information they were
supposed to find themselves.

Based on my journal and the final interview, | cdate that ten pupils are now
aware of and consciously use specific strategiesdiarse they do not label it that way)
when learning vocabulary and listening. The mosifgered strategies proved to be

visual aids, rhymes and songs, the use of dictomand mind-maps together with
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miming, acting out and repetition. The pupils userenstrategies when dealing with
vocabulary tasks than with listening.

Four pupils now require self-evaluation on regudasis. They remind me to do
so, especially when | forget to evaluate a certagk. | have made comments of such
questions in my journal. They were for example:riCaolour in a fish scale today?” or
“When are we going to fill in the Diary for Lessb” and so on. That | see as being the
first step of their realization of its importandbge fact that they require self-evaluation
rather than asking for marks and tests which sofriteemn did at the beginning of the
academic year.

The final interview also revealed that three pupile aware of their preferred
learning style, that being a combination of visaatlitory. However, | think that the
“learning styles” self-evaluation sheet was introeld too early into the research. Most
of the pupils did not realize its outcomes. Havaaid that an interesting finding was
made. One pupil has written a short sentence irbttixewhere a smiley or frown face
was meant to be. Instead of a face he wrote: ‘i@taunderstand everything, but | guess
the meaning.” This particular “learning styles®eghis provided in Appendix 4.

Eight pupils are now able to answer the “Why” diges in their Chit Chat 2
Diaries whereas at the beginning they were not &b#o so. This transition happened
after the third or fourth diary entry. | take treegt a proof that their beginning ability to
evaluate themselves and to think about their legriias increased rapidly. Eleven
pupils enjoy working with the Chit Chat 2 Diariesdaalso consider it beneficial for
recalling what they have learnt. See Appendix 5.

It is evident from the tests and my other notes self-evaluation did not in any
way hinder the pupils learning processes. It iarcfeom the tests they have passed that
they did acquire the knowledge they were supposedrt example test is provided in
Appendix 6.

However, at least three pupils still do not showchavidence of realizing their
preferred learning style or use of learning stra®glrhey also show little thought when
completing their Chit Chat 2 Diaries which othemviprovides beneficial input

regarding learning as such.
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On the other hand, | believe that strategies thaiilp use when learning
vocabulary or doing listening tasks will becomeemglized for their learning in
general.

| believe that my first hypothesis that pupils aceused to marks they will feel
reluctant to a different way of feedback and evaduawas proven untrue. Hence, when
| looked at the data collected, it is clear, thapifs not only do not require tests and
marks that often anymore but more importantly, trexyire to evaluate their work on
regular basis. Therefore | see them at the beginafrtheir path to learner autonomy.

However, that does not mean that all the pupis Ibeir positive attitude
towards tests; as a proof, there is one pupil éncllass that was always very eager to be
tested. | suppose it is so due to the excellenksntdis pupil always had and has to this
date. Marks provide the primarily source of extémativation for this particular pupil.
As | have noticed via my notes, this pupil is Salrly reluctant to evaluate himself.

My second hypothesis that the easiest way ofesafuation may not be their
most favourite was also proven untrue. It surelydand to the fact that the research has
only been carried out for three months. | have emtion one pupil who stated that he
prefers to evaluate himself via a Czech sentent®wdh he perceives it being fairly
difficult. He is also the one who used a sentenstead of a smiley face in the “learning
styles” sheet | have mentioned already.

| have to point out another issue which | consalgreat achievement. The class
is focused on sports and due to the nature of poetsthey do, the children usually
become very individualistic. | have realized th#heugh they are normally very
competitive, for example when we play games, theyemot tried to compete with each
other at all whilst self-evaluating. | have neveticed them either say or write anything
that would try to be comparative to their classmat®hether it is due to the model they
have had or for other reasons, | cannot clearlie face that would require further
investigation into the issue but | have to adnaitr really glad about this.

| am aware of the limitations this research hawd tarting with time limit and
the fact that Christmas holidays were includedhi@ tesearch period. Nevertheless, |
consider the research as very successful in itsligim, which was to introduce self-
evaluation to the pupils and show them how diffetenhniques can be used and what

benefits they can have. Some possible follow upsséee described in the next chapter.
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Those | would like to soon introduce in my class lypave to point out that there are
many other possible research areas | could taCkie. of them was already stated one
paragraph above.

As a last comment | would like to provide a litfersonal reflection of the
experience gained while carrying out the resedré¢fave to confess that | have more
than enjoyed working on this issue and | am furtp@ng to work with it as long as |
teach those pupils but on the other hand | shaale shat at times it was getting really
difficult probably since | had no experience in fiedd of self-evaluation and | had to
learn together with the pupils. Unfortunately aé tbchool where this research was
carried out, at the moment, there are not manyheracemploying self-evaluation
techniques into their teaching and there are nbatdo so in a language class. There
are but a few who do self-evaluation with their jgijon regular basis. They are the
class teachers of the younger pupils therefore sheynt more time with them and know
them better since they have been teaching thersefegral years which is something |

also consider important.
11.6 Step 6. — Dissemination (Share the FindingstiOthers)

“The teacher runs a workshop for colleagues andspres a paper at a
language conference.”
(Nunan, 1992, p. 19)

Surely, running a workshop or present a paper wbal@ great outcome of the
action research | have conducted but apart froroudsng the issue with few of my
colleagues (two teachers of English and one teash@rech language who also tries to
employ self-evaluation into her teaching, togetivh a teacher of German who is
slowly working on the same task too) there isditilill in hearing about it let alone
having have to act upon it.

As | have mentioned in chapter 11.2, page 41, thexe a problem with the
preliminary data collection which was connectedni@ny teachers unwilling to change
but a little bit in their teaching routine or ineih beliefs about teaching and learning. |
believe that it is a pity and might further resint difficulties in implementing the
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School Educational Programme this particular school. Some evidence of whgh

already apparent.
11.7 Step 7. — Follow-up

The last step of action research cycle is callebvicup which is self-
explanatory. | will present some ideas of how tdHer continue working on the pupils’

self-evaluation and which | will use in my lessons.

Diary

| would also like to continue working with their €Chat 2 Diaries while
drawing attention to the pupils own diary takingiethl would like to introduce.

The above stated idea goes hand in hand with gréaiself-evaluation note or a
letter to oneself, which was another suggestioRhijlips mentioned in chapter 5.2 on

page 23.

Portfolio - European Language Portfolio (Junior Version)

At the moment, | already count on using Eieropean Language Portfolio - the
Junior Versionas means of further developing self-evaluatiolisski the pupils.

Likewise, | would like to systematize the use ofitbown portfolios which we
started to create at the beginning of the acadgeac. So far we have used their Chit
Chat2 Diaries and collected materials they haveterce Therefore in the next few
months | would also like to concentrate on stating criteria for what goes into the
portfolio and hence create a so-called showcaséfopor as mentioned in the

theoretical part of this paper, chapter 6, page 26.

Goal setting — Cooperation of Pupils and Teacher

As previously discussed in the theoretical parpeeglly in chapter 5.2, it is
very important for the pupils to be able to statearticipate on stating their learning
objectives and planning their work themselves. Yppuopils should always set more
short-term goals rather than only long-terms gdaigortunately the % graders | teach
have never had a chance to do so. Therefore | didcansider it possible at the

beginning of the research. | have also taken immoant that (as mentioned in the
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theoretical part) one should start “small” and dedi this would be one of the things |

would introduce gradually.

Self-evaluation Sheets Signed by the Teacher

As mentioned for example by RakouSova (2008), | ldidike to develop self-
evaluation sheets for the pupils which would benethby me as the teacher when |
would agree with the pupil’s evaluation. On theesthand, if the self-evaluation was
totally incorrect, for example, statements would nee informative language or pupils
would be under evaluating or overestimating theal@ation, | as the teacher would not
sign it. | would ask the pupil to evaluate himsaifain while guiding him how to do so

more accurately.

-61 -



IV.  CONCLUSION

To conclude, the topic of this thesis was to intic&l self-evaluation to young
learners. One of the aims was to include self-atadn in the lessons and provide the
pupils with basis for future development of thehagt evaluation skill learners can
achieve. It involves learners in the processe®aming and further leads to the much
desired learner autonomy.

Individual learner differences were considered whetussing learning styles
and strategies needed for successful learning esuarang the key competences. These
are stated imMhe Framework Educational Programraad are also a way to achieving
learner autonomy.

The theoretical part provided a baseline for theeaech conducted in the
practical part. Different ways of collecting datied to ensure reliability of the research.
However, due to the low sample of learners theditglof the research is quite low. On
the other hand, for my purposes the data colleatedf great value.

The data provided evidence that it is possible uocassfully introduce self-
evaluation even in classes where the learnersaresed to any autonomy at all and are
used to marks as their only way of feedback. Vegnsafter starting the research were
the pupils able to realize some of the learningtsgies they use while learning. Some
strategies proved to be used more often than ottery further research would show
whether the pupils are applying these strategsstal other learning situations.

Due to the time limits this research had, it was pussible to look further into
the issue of self-evaluation. On the other hands #vident that even after relatively
short time the learners were able to make a haliitod the various self-evaluation
techniques we were using and require self-evalndtiemselves.

Therefore, the research can be perceived as sfigcaitisough there is still a lot
more to achieve with these particular learnersymptas of which are provided in the

last.
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V. RESUME

Tématem této diplomové prace je rozvoj sebehodno¢adhi v hodinach
anglického jazyka. MSMT v roce 2001 vyda@dlou knihy ze které vychazramcovy
vzatlavaci program Zmeény vyukovych metod, které oba dokumentyngseji, vedou
nasledg ke znéndm hodnoceni. Zavést jedno bez druhého a dosapodatiovaného
efektu nelze. Takové pokusy se v minulosti objewale vedly k nedsjgchu. Nyni je ale
puda gipravena jak na zsmy metod vyuky, tak na z&ny hodnoceni.

Tato prace je rozdena do dvou hlavnichasti - teoretické a praktické. Teorie
poskytuje zaklad pro vyzkum popsany v druhém oddile

Prvni kapitola se zabyva zmami v sodasném Skolstweské republiky. Cilem
téchto znEn je vychovavat samostatné osoby schopné uplanitdalSim zivat. S tim
souvisi rozvoj kikovych kompetenci6, jez vedou k celkovému osobnostniistu a
Zzakow autonomii. Tato samostatnostedpoklada, Ze si je Zzak schopen sam nebo
s pomoci ditele stanovit své cile a posléze zhodnotit, dcéjakiry byl UspSnym
Vv jejich (s)plreni.

Druha kapitola se zabyva pojmy hodnocenicegkém jazyce se velntiasto
tento vyraz pouziva jak pro hodnoceni, tak pro eytuzovani. Anglicky jazyk tyto dva
terminy rozliSuje, avSakizni autdi na re nahlizeji rozliSnym zijsobem. Pod pojmem
hodnoceni se tak ime skryvat jak prbézné hodnoceni zakovy prace, tak i hodnoceni
kone&ne.

V podkapitole o hodnoceni je ¢rnut rozdil mezi sumativnim a formativnim
hodnocenim. Sumativni je ®eptji pouzivano pi hodnoceni &akého produktu a
dochazi p ném k srovnavani jednotlivych Zak Naopak formativni hodnoceni se
zan®iuje na proces a vzdy se vztahuje pouze k jednorkavtau kterého porovnava
souwasny rozvoj s ohledem na vysledky dosazené v mstiuldelikoz hodnoceni je
¢asto vigno jako mozna forma motivace, v dalSi podkapit@ergzebrana otazka
znamek jako motivaiho prostedku. Ve své knize Hodnoceni #akvadi Kol& a
Sikulova (2005), Ze jako motivai prostedek funguji pro zaky pouze znamky dobré.
Dale uvéadi, Ze zndmka zdaleka neplni vSechny fulkkagené na hodnoceni. Chybi

zejména funkce informativni. &oli byvaji zndmky doprovazeny slovnim komemeta

® Univerzalni znalosti a dovednosti #akteré &7ns potebujeme ve svém Zivoa které jsou vyuZitelné
v mnoha zivotnich i pracovnich situacicRafcovy vzilavaci program 2005, s.14)
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ucitele, zcela postradaji informaci o tom, co a jakzem zak udlat pro dosazeni cile.
Slovni komente znamek se totiz zpravidla omezuji na popis tawje vyjadeno
¢iselnou hodnotou (tj. kde zak chyboval, jald spravre resit aj.).

Autori Kolat a Sikulova (2005) dale tvrdi, Zeitel by msl vhodns volit a
pouzivat @izné druhy hodnoceni. Poukazuji také na hrozbupltersebou iinaseji
zmeny zpasohi hodnoceni izolované od 2mforem vyuky.

Poteba formativniho hodnoceni vyplyva také z toho,kaédy cloveék/zak je
jiny, a ma-li byt jeho ,deni se" efektivni, pdebuje znat vlastni gebni styl. Musi
védet, jak se mu nejlépecua jaké debni strategie mu vyhovuji. Tohoi#e dosahnout
také vhodnym rozvojem sebehodnoceni.

V nasledujici kapitole je tedy podatepled w@ebnich sty a strategii. Nktefi
autai klasifikuji ucebni styly dle toho, jak Zakigtupuje k @eni. Knowles (v Richards,
Lockhart, 1996) definujetyti zakladni @ebni styly. Zak, ktery ugdnosiuje tzv.
konkrétni @ebni styl, preferuje aktivni zapojeni do vyuky spdde slovnimi a
vizualnimi podsty. Druhy typ - analyticky bere sv&eni velmi vaza a sam se pousti
do systematického rozebiranietnich problém. Tretim typem je komunikativni styl
uceni, i némz zak patebuje osobni zapojeni, preferuje diskusi a pracskuginach.
Ctvrtym typem je debni styl orientovany na autoritu, &jfje Zak velice zodpasdny,
ale také zcela zavisly n&iteli, proto ugednosiiuje klasické tebni styly (nafiklad
frontalni vywovani).

V této kapitole jsou dale rozebrany dalSi dva mpdekbnich styk. Prvnim je
Teorie rozmanitych inteligenci H. Gardnera, kteozliSuje osm z&kladnich typ
inteligence: verbalni, logicko-matematickou, prostmu, hudebni, ¢&esre
kinestetickou, interpersonalni, intrapersonalni faopdni. Dle této teorie ma kazdy
¢lovek zastoupeny vSechny druhy inteligence, ale pokajaé&@m pongru. Dalsi @leni
se zandfuje predevsim na to, zdaeni probiha hlawhna zaklad vizualniho, hlasového
nebo kinestetického podiu. i svém vyzkumu jsem pracovala péavtimto modelem.

DalSim faktorem ovlisiujicim naSe &eni jsou strategie. AuitiorozliSuji strategie
ucebni a komunikativni. Krashen a Brown (2007) tvidi je moZné se&mto strategiim
nawit. Nejprve se definuji ¢ebni strategie, které pouZzivaji &@Spi Zaci, a tyto se pak
cileré predstavuji ostatnim. Ti je pak, v idealnifipadct, prenesou i na dalSi situace.

Nejcastji se pouziva rozéleni webnich strategii podle O’Malleyho (1985), na
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metakognitivni, kognitivni a socioafektivni. Metajutivni strategie jsou ty,ipkterych
Z&k pemysli nad sebnimi procesy a hodnoti ukol, ktery spinil. Kogmit strategie
vice vyuzivaji pimou manipulaci sdebnim materidlem afpuziti socioafektivnich
strategii je nutny kontakt s jinymi lidmi.

Podskupinou &ebnich postujpjsou jiz zmigné komunikativni strategie. Tarone
(v Brown, 1983) je roztluje na parafrdzovani, vygovani slov, vyhledani pomoci,
neverbalni strategie a vyhybani se ukolu. Tytebmi a komunikativni strategie byly
pouzity @i vyzkumu, ktery je dale popsan.

Pokud je Zak schopen redlzhodnotit svoji praci dle fipdem stanovenych
kritérii, vede to k dosazeni Zakovy autonomie.d g@nim z hlavnich dilvz&lavani a
je ji vénovana dalsi kapitola.

Autonomie neznamena, Ze se Z&k sam bez &itele, ale to, Ze je schopen si
stanovit své &ebni cile, naplanovat postup, jakym jichizea dosdhnout, a posléze
zhodnotit, zda se mu cil padla splnit. Fi uc¢eni ciziho jazyka je ndjklad prace se
slovnikem jednim z moznych préstlki rozvoje Zakovy autonomie.

V dalSi kapitole je vysitlen pojem sebehodnoceni, jsaeglozeny jeho funkce,
cile a konkrétni ukazka toho, jak je mozné sebeboeim rozvijet. Sebehodnoceni s
sebou ale nese podobné otazky, které vyvolava pajgianomie; ,Je Zak schopen se
sam hodnotit?*, ,MiZze byt sebehodnoceni objektivni?“ a dalSi. Odgova tyto otazky
je ,Ano“. Je kladen @iraz na nutnost zapojeni Zaklo stanovovani agbnich cili a
kritérii pro jejich spléni. Zaci jsou pak lépe schopni zhodnotit, zda daitéria spinili
a do jaké miry, pafpac se rozhodnout, co musi &ldt pro to, aby byli pS&€

V nasledujici kapitole je ipdstaven jeden mozny typ sebehodnoceni, a to
portfolio. Evropské jazykové portfolio vydané Radewropy mat ¢asti. Jazykovy pas,
Jazykovy Zivotopis a Sbirku praci a dokladtejré tak jsou rozdlovana i portfolia,
kterd jsou jiz v praxi &n¢ pouzivana. Je zde také zdokumentovan jeden {solp
jak si zalozit vlastni portfolio a jak s nim daleapovat. Nejprve 1ive byt pouhou
sbirkou materidi, pozdji si Zaci spolu s &itelem mohou stanovit tita kritéria toho,
co ve shirce nechaji a co do ni déle budou ukldat vznika portfolio ukézkové. ZAaci

si pak mohou sva portfolia hodnotit navzajem gagdat mini-konference, coz je pojem
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pouzivany Kogalovou (2004) jako protitermin portfolia-noci, ktezminuje O Malley
(1996).

Posledni d¥ kapitoly se ¥nuji oblastem vyuky, na kterych jsenthiem
vyzkumu Zakm predstavovalaizné &ebni strategie, tj. slovni zasoba a poslecht Ob
kapitoly obsahuji také podkapitolu, ktera se veltetné vénuje testovani dovednosti
z oblasti slovni zdsoby a poslechu.

Oproti minulosti se v saasné dob vétSina autolt shodne naidezitosti vyuky
slovni zasoby. Praxe ukazuje, Ze jerpba vytvdet takové gebni situace, které se co
nejvice blizi realnému Zivotu a jsou pro Zaky osofifjak dilezité. Je pdeba pouzivat
nejen obrazky, ale tak&euntty, vytvaet s Zdky myslenkové mapy a dalSi materialy,
jez zardi, Ze dti vSech @ebnich styk budou mit moznost se vhadmapojit. Déale je
zde rozebrana otazka pouzivani doslovnybdklpdi a zmirny strategie nutné pro
vhodné vyuZiti slovnik (jedno ¢i dvojjazyenych) s ohledem nackové zvlastnosti
Zak.

Posledni kapitola se zabyva metodami vyuky, ktexdevk rozvoji dovednosti
poslechu. Zde je @p kladen diraz na to, aby poslech alespalo ucité miry
napodoboval realné situace. Zejména mladSinimgkak ogt pomaha pouZiti obrank
a simulace redlnych situaci. Stejtak jako v pedeSlécasti i zde je kratce zména
problematika testovani.

V druhé c¢éasti této diplomové prace je pak na zaklatkorie proveden
autorem/ditelem akni vyzkum. Nejprve je vysilena teorie akniho vyzkumu a pak
nasleduje popis obecnych dat

Vyzkum probihal i mésice na zékladni Skole s ragfiou vyukou dlesné
vychovy se zamienim na atletiku, a to vévrté tidé. Bylo zde celkem Sestnacktd
Nikdy predtim se se sebehodnocenim nebo s jinym typem fimmteao hodnoceni
nesetkaly, coZ dokazuji data shrom#i& na poatku vyzkumu. Data jsem ziskala
prostednictvim dotaznik, witelského derku a individudlnim interview s Zaky
vedeném na zatku a na konci vyzkumu.

Vyzkum se také snazil o dokazani dvou vyzkumnycpoldz. Prvnitikala, ze
Z&ci zvykli gevazrt na hodnoceni znamkami budou tyto dale vyZadovetbaudou se

/////

po tak kratké dobjiz sebehodnoceni vyzaduiji.
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Druh& hypotézaiedpokladala, Ze nejjednodussi forma hodnoceni reebady
tou nejoblibejSi. Ani to se Upla nepotvrdilo, i kdyZ u jednoho Zaka jsou jiz &tid
zmeény v nahledu na Zisoby sebehodnoceni. Tento zZak prohlasil, Ze seaddhodnoti
vétou (prozatimceskou), avSak je to pro¢jnvelmi obtizné. Ostatni zaci dili za
nejjednodussi a také nejoblildgi hodnoceni, ip kterém si vybarvuji rybi Supinku,
kresli ,smajliky*, popipac se vyjadi neverbalnim zpsobem.Casem by ale ZAci #i
dojit k tomu, Ze tyto symboly jsou sice jednoduchyyadrenim toho, co dokazali, ale
nemohou jiz vyjatit to, na co Zak nestd a jak situaci zmnit. Jsem si ¥doma i
specifik mladsSiho Skolniho ¢ku, kterd vyznam# ovlivnila praw feSeni tohoto
problému.

Jelikoz vyzkum proéhl pouze v kratkéméasovem useku, ktery je pouze
zatatkem dlouhé cesty, na jejimz konci je Zakova snbepse hodnotit a posléze jeho
celkova éebni autonomie, ipdstavuji v zasru prace kroky, které bych déale é&lat
podniknout na cestk dosazeni vySe stanoveného cile.
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APPENDICES
Appendix 1 — Lesson plan
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Appendix 3 — Transcript of interviegart)

T (teacher): J& bych se é&lat zeptat, jakym zjsobem jste byli hodnoceni minuly rok od pani
ucitelky?

P1 (pupil): Ehmm, znamkou.

T: Znamkou?

T: A jeSE ngjak?

P1: Hmm, ne.

T: Nikdy?

P1: No, Ze sme, Ze nas pochvalila.

T: Joo? TakZe slown TakZe vam i sloventébarekla co vam Slo. A hodnotili st&kdy treba
Ze vam ®ico Slo vam, jakozZeekla si gkdy Ze n¢ se podslo tadyto tadyto.

P1: Hm, ne, to ani ne.

T: To ste ani nedlali ..

T: A co ti nejvic, co se ti nejvic libilo, kdyZ vaani gitelka hodnotila jak?

P1: Hmm, znamkou.

P1: Znamkou, dale.

T: Jak véas paniditelka hodnotila minuly rok f hodinach angtitiny
P2: Znamkou.

T: A jeSE ngjak?

P2: Hmm, emmm.

T: Ne?

P2: Ne, jenom znamkou.

P: A potom na konci hodiny jenom sme tleskali amlettyZ se nam libila ta hodina a kdyz se
nam nelibila, no tak sme jako takhigali emmm.

T: A mohli ste gkdy fict sama za sebe coittba 3lo nebo neslo?
T: To ste nedali, dolre.

T: A co se ti nejvic libilo, kdyZ vas panditelka hodnotila jak,ieba?
P2: Znamkou.

T: Zndmkou, to mas nejradsi, debtak jo.

T: Jak vas paniditelka hodnotila minuly rok i hodinach angétiny?

P3: Pani titelka nas jako hodnhodnotila jako znamkouigba kdyZ nantekla abysme igcetli
todle tak kdyZ sme to jakdgetli spravi tak ndm dalatéba jedniku nebo kdybysme tam
tkeba i ngli jednu chybu tak nebo jako vic chyb tak nAm naddintku alefekla nAmiteba
jenom dobbe a taklenc

T: A JeS¢ n¢jakym zpisobem vas ¢kdy hodnotila teba, vzpominas si?

P3: Asi ne, jenom tou znamkou, myslim.

T: Jenom&ma znamkama, doe...

T: A takZe ste se nikdy nehodnotili sanmighia jak to dlame se Supinkamad®@

P3: No, rkdy sme jakoitba kdyZ sme pracovali ve dvojcich tak sme sidnilip nebo pani
wéitelka nam diktovala jako slotka, my sme si pak pramili seSity v €ch dvojcich a
kontrolovali sme si to prtoZe pantitelka nekoho vyvolala, von 3el k tabuli napsal to slovo a
my sme se jako kontrolovali tomu druhymu a pak smedali znamku.

T: TakZe ste to potom ohodnotili znamkou, toho éhd) ne sebe?

P3: No ale my sme to neéfhale potom v Zakovksy, to smegthjenom v sesit

T: Hmm, jo ale svoji praci si nehodnotila? Jendebé praci sousedky nebo tak?

P3: No jakoiteba kdybysme sélil vedle sebe my sme si vZdycky prohodili seSity
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Appendix 4a — Learniqg style sheet
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Appendix 4b — Learnig style sheet
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Appendix 5a — Chit Chat 2 Diary

©) Sports time

1. Umim pojmenovat ﬂ_/ sportovnich aktivit, napf. dive. (Napis &islem kolik.)
P
2. Prefikal/a jsem Fikanku o sportech. ANO NE

3. Uz umim pfelozit: Umim plavat.ﬁWf/ AU -

Umt tancovat? (ona) _ 4/~ /j%’ MZ/ .

Ano, umi. Yes A/ﬁﬂ cdre
Ne, neumi. %‘ /]/{L i '/é

. My favourite sport is ﬂé///

4

5. Pfeéetl/a jsem si ¢lanek o triatlonu. ' E . .
Bylo to (podtrhni, co plati o tobé&): [ il SRS

6. Poslouchal/a jsem dal3i kapitolu kresleného A btisné
pfib&hu. Bylo to (podtrhni, co plati o tobé&): Shaghe SOMELE

Jak jsi zvigdl/a prvni lekdi? (Vyber a /c;zmi&.

Unit 1: excellent®***

Proé? _

Co se ti nejuic libilo? 7@{4’50 M/W/M dcan and
A can 7

.’ Dobra rada
Zapisuj si slovicka do zvistniho seditu, a to i ta, kterd se
v hodindch objevi na tabuli a nejsou ve slovnicku v knize.
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Appendix 5b — Chit Chat 2 Diary

sSports time

1. Umim pojmenovat _5__ sportovnich aktivit, napf. dive. (Napis ¢islem kolik.)

2. Prefikal/a jsem fikanku o sportech. (ANO NE
3. Uz umim prelozit: Umim plavat. = of '.]‘ A 7/
Umi tancovat? (ona) =
Ano, umi. ;" A4 :
Ne, neum(. / ; e _ gf {
4. My favourite sport is A : l:' ; : ,:'/‘.,- AN .
 petslo otk ot [ pouns  ovunne |
6. Poslouchal/a jsem dalsi kapitolu kresleného ) .
piib&hu. Bylo to {podtrhni, co plati o tobé&): r ~S0adng ghtizné _

Jak jsi zvladl/a prvnf lekei? (Vyber a oznat.) ) /)
e " =
Unit 1: excellent***  (“very good**”)  OK*  bad
VR, A

Proc¢?

Co se ti nejvic libilo?

'Q Dobra rada
L) Zapisuj si slovicka do zvidstniho seitu, a to i tag, kterd se
> v hodindch objevi na tabuli a nejsou ve slovnicku v knize.
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Appendix 5c¢ - Chit Chat 2 Diary

~ What's in the house? ©

1. Umim pojmenovat _57 mistnosti v domé a L kust nabytku.
(Napi gislem kolik.) : y

2. Zazpival/a jsem si pisnitku Duchové v domé. @ NE
: -

3. Preloz: There are three chairs in the bedroom.

B s fe

3’ : /"426"23;-:'8 Lol " f A h S

Pielozil/a jsi vétu tali;, Ze jsi zacal/a od vgrozu : .

in the bedroom, tedy odzadu? ' - é\_NO (@)} NE@)

_ : S A
4. Nakresli: a cat in the box, a bug on the box, a book under the box,
a plant behind the box

Preletl/a jsem si, co Andrea nopsala o svém domé. - NE
" Bylo to pro mé& (podtrhni, ‘ , ' :

cg plati?) tobé):? ) stfedné obtiZzné velmi-obtizné ] ;
6. Kde byla kouzelnd koruna z pfb&hu? Napi anglicky. :

':r,r;’:'" o A 7 4 ‘/ 7,/&,?_,:_;-.,;;_'_3‘{:{5;, : ” p,

wn

Jak jsi zviadi/a druhou lekei? (Vyber a oznad.)

Unit 2:  excellent* ** ,' OK*
Co se ti nejvic libilo? Z00 e e diwdt,

Které slovitko lahodi tvému uchu nejlépe? Napis ho. ({m)t

i Dobra rada . ; A - ! .
=L, Kromé zépisu slovicek z lekci miiZes také slovicka sestavovat do skupin podfe tématu:
w napf. zvitata, kterd uz znds, barvy, pfedloZky, slovesq atd. Tokové Zdpisy muZes
C

vytvdret z druhé strany slovnicku. .
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Appendix 5d - Chit Chat 2 Diary
What’s in the house? (

1. Umim pojmencvat 7%__ mistnosti v domé a _._/Lb_.__- kust nabytku.
(Napig gislem kolik.) .

2. Zazpival/a jsem si-pisniéku Duchové-.'v domeé. ( A@ NE

3. Pfelo: There are three chairs in the bedroom.

P )

¥V lazZaidi 1Sae  $7i 2] tg
‘Prelozil/a jsi vétu tak, Ze jsi zatalla od virazu P e
in.the bedroom, tedy odzadu? /ANO (@) | NE (@)

s
? l‘\ f

4. Nakresli: a cat in the box, a bug on the box, a book under the box,./ -~
a plant behind the §0x_*, N

5. Pietetl/a jsem si, co Andrea napsald

Bylo to pro mé (podtrhni,

co plati ¢ tob&): [ snadné @‘edné obtfine

—

6. Kde byla kouzeln koruna z pFib&hu? Napis anglicky. p )

Jak jsi zvladi/a druhou lekdi? (Vyber a oznat)

¢ Unit 2:  excellent**** m OK* bad . %

1 -".’ T B
Co se ti nejvic libilo? Mm ./C‘"\i AN { doynin,

|
/ ||
4+ C_If
s

Které slovitko lahodi tvému uchu r'aejlépe?‘Nup'is“; ho. !"\k - i e A

i Dobré rada ! : ' '
Kromé zdpisu slovicek z lekci miiZes také slovitka sestavovat do skupin podle tématu:
napf. zvitata, kterd uZ znds, borvy, pfed!ozky, slovesa atd. Takové zdpisy muZes

vytvdiet z druhé strany slovnicku.
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Appendix 5e - Chit Chat 2 Diary
Be healthy!

1. Umim popsat L ptiznakd nemoci. (Napis &islem kolik.)

2. Zahrél/a jsem si ve scénce U doktora NE

a miuvilfa jsem pfitom zpaméti.

3. Preloz: Nejez moc zmrzliny. «’(D’f j“ L M /?O’%‘Cﬁ /06@ /il
Pij hodné vody.W /47‘//‘ r‘r/ AUUM

4. Vytvofilfa jsem projekt o tom, co je a co neni zdraveé. @ NE
5. Precetl/a jsem si dalii éast prib&hu a vim, Ze korunu mé 43’%?9%2/-[%

6. Umis spravné pravopis slov? Dopli chybéjici pfsmena.

hedache choolate h@althg thmng jrfj it
~bad -

Jak jsi zviadi/a téeti lekci? (Vyber a oznad.)

——= Unit-3:- ---exceuent****@-- - —

Pro¢?

Co se ti nejvic libilo? fdft‘fcz/

Ktery viraz ti dal nejvic prace, aby sis ho zapamatoval/a?

Co ti pii tom pomohlo? /2 (f»’/’?’/f&/'f/

e f] Dobréarada - E
@‘l KdyZ se uéi§ slovicka, fikej si je nahlas a taky si je pis. Ta, kterd si nemdZe$ zapamatovat,
” si napis na malé karty (z jedné strany anglicky, z druhé strany Cesky). Dej si je
@D na zvigstni hromédku, nebo do krabicky a ¢asto si je opakuj.

DD DD
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Appendix 5f - Chit Chat 2 Diary

©) Be healthy! —

1. Umim popsat 4\3_' ptiznakd nemoci. (Napis gislem kolik.)

2. Zaohrél/a jsem si ve scénce U doktora —ANS

a miuvil/a jsem pfitom zpcmetl Add- %
3. preloz: Nejez moc zmrzlmi M% Aok,  Cxuta e

Pij hodné vody.
4, Vytvofil/a jsem projekt o tom, co je a co neni zdravé. NE*

5. Predetl/a jsem si daldi &ast pfib&hu a vim, Ze korunu mé&’%ﬁm_

6. Umi3 spravné pravopis slov? Doplii chybégjici pismena.

hedache choDolate h. ithy th.ng jr
m f

Jak jsi zviadi/a teti lekci? (Vyber a oznat.)

Unit 3:excellent*_ very good™—>-OK* badﬁ,
Pro? B le /”w..z e »w.

L . a P

Co se ti nejvic libilo? bt 4
P /
Kter{ v(raz ti dal nejvic préace, aby sis ho zapamatoval/a?

Co ti pfi tom pomohlo? M = mﬁ Aﬂga —W

Dobra rada

Q" Kdy2 se uéfs slovigka, fikej si je nahlas a taky si je pis. Ta, kterd si nem{iZe$ zapamatovat,
” si napis na malé karty (z jedné strany anglicky, z druhé strany Cesky). Dej si je
@D na zviGétni hromédku, nebo do krabicky a Zasto si je opakuyj.

OH oD@
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Appendix 59 - Chit Chat 2 Diary

=

My town ©

Umim vyjmenovat ;.i.__ obchodd. (Napis ¢islem kolik.)

-l

7
2. Umim se zeptat, kde je n&jak( obchod, a také umim odpovédét. [ ANO ) \NE
Z, C

. PfeloZ: Kde je kino? Z/MMJ; AN 0L b )

Vedle hotelu. Nexd, Ao Aslil.
4. Poslouchalla a pretetl/a jsem si text o méstech. Nejobtizné&jsi pro mé bylo:

/Ff%fﬂ;

5. Jak ses dozvédél/a, co bglo déle v prib&hu Draé’ikoruna?‘;i@wv@

x/u/m /f{c:* y / émfmu

Udelolla jsem viechna cvieni v Pracovnim sedité. “"A-Nd NE

Nejleh&i pro mne bylo cviteni ‘L‘ M/CJ Mﬂ/ 20 (‘/P})J

Nejtéi§ipromnebylocviéenij /{‘éCC 3“},//‘ M Ly ?
,;\“’iﬁ“zxx.ﬂxiﬁig:ﬂiﬂlmNﬂiﬁ@:"-'&ﬂ'.’:ﬁ‘l.ﬂ"ﬁ#ﬂ:’"ﬁ-‘f7-,&5“7-’*)-1.‘]5‘”514‘5hn’ﬁﬁm

Jak jsi zviadl/a étvrtou lekci? (Vyber a oznad)

W

(-]

+ Unit 4: excellent™*  (very good**)  OK*
. Pro¢? : h
Co se ti nejvic libilo? O\ ﬂl 3¢ 0 me 5% &?Ch D

e e i
% -64}4—@-@[1 n(\v’gﬂd \J'OTIZ ?&mm@ é\b\ na /\D}C\)Lﬁﬂl(ib\.
Co ti pomoPlo zapamatovat si pokyny na cestu (vlevo, vpravo...)? k

-:zxirza!&iunmzhnsﬁéﬁ?:ﬁ&ﬁimﬁwc'rad.“:'-'.:,'1:s»r).ﬁzsﬁumnx&mxaxﬁﬁxnazﬁ:’!‘:«:h:iﬂ:w'ﬂ.ﬁ,“

s ~

Dobra rada
Kdy? ¢ted text a neznds néjaké
slovitko, snaZ se nejdrive jeho

viyznam odhadnout. KdyZ to
nejde, pak teprve hledej ve slovnicku, zeptej
se svijch spoluzékt nebo svého pana uditele/
své pani ucitelky. V3imds si, jak ti k pochopeni
vgznamu mohou pomoci obrdzky?
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Appendix 5h - Chit Chat 2 Diary

1. Umim vyjmenovat L_ obchodd. (Napis ¢islem kolik.)

2. Umim se zeptat, kde je nejqu obchod, a také umim odpovédét. O y

/ﬂlfjf L. / A
3. Preloz: Kde je kino? \YA W/ A o A Uit

s ;
Vedle hotelu. 772/ I’/Z/' Ao~ Lot

4. Poslouchal/a a preéetllu jsem si text o méstech. Nejobtiznéjsi pro mé bylo:

f//m/J/tuL/ ;,?L'

4

Juk ses dozvédél/a, co bylo dale v pnbehu Draéi koruna? /(Cbﬂ/’ { [LL / )
ik g/; N ot ole //b// sl

1

A/ J
6. Udélal/a jsem viechna cviceni v Pracovnim sedité. /@ !\I_gz

)

iy
e
{ g ¢ EH1 /
’, ;F, 4

Nejt&zsi pro mne bylo cvifeni 2L Lo

oy

Nejlehti pro mne bylo cviceni

/

PR St SR R R T S 8 S et R R 8 & 8 xr:-uxﬂkmh

“ Jak jsi zviadl/a évrtou lekci? (Vyber a oznat.)

]

« Unit4: = excellent™** very good** OK*

’ Pro¢? - W /7/ %‘u Vi / /"’1’"’/ A

Co se ti nejvic libilo? £ 5’&‘{{«'/& .
Co tl pomohlo zapcmutovot si pokyny na cestu (vlevo, vpravo...)? “
j‘ /// /'///C / 7 G A .'../ff w "‘,1%‘/-/5;{ :v;,{,_./'-« 1 :f

e ¢ & 3 AMiﬂvh&3da{ﬁ3ﬂ"ri%hﬁ&y?ﬂ“ﬂﬁﬁﬁw‘ll‘;ﬂn)ﬂmﬂk2:‘57.'

'.;p'&t‘en'\s»v {k
AT /

- ™

Dobra rada
Kdy# &tes text a neznds néjaké
slovicko, snaZ se nejdrive jeho

viznam odhadnout. KdyZ to
nejde, pak teprve hledej ve slovnicku, zeptej
se sviych spoluZdkii nebo svého pana ucitele/
své pani ucitelky. V5imas si, jak ti k pochopeni
vyznamu mohou pomoci obrdzky?

\ J
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Appendix 5i — Chit Chat 2 Diary

©) on holiday
1. Umim vyjadfit, co brouéci na obrazku

v uéebnici na strané 24 délaji.

2. Nauéil/a jsem se rozhovor o tom, co délaji broudci. ANO

3. Co jste délali s piibéhem o Jet na prézdninéch? Podtrhni:

[ poslouchali getli hrali ]

Jesté néco jiného? Napis co: ﬁm

NE

4. Uz umim napsat dopis anglicky o tom, co pravé délam.

5. Pfibéh Draci koruna je pro mé (podtrhni, co plati o tobé):

NE

[ zajimavy — chci védét, jak vie dopqd@ @ ]
\ 4

o

Namaluj jednoduch{f obrazek kamardada a sebe pfi n&jaké finnosti.
Popi3, co délate. t/a
o

Je/

Jak jsi zvladl/a pétou lekci? (Vyber a oznat.)

Unit 5: excellent**** very good** OK*

* Prot? Mé’jﬁﬁz M/ Aé(id;ﬁ/ Za ﬂﬁ/ / /éxﬁﬂ

AEEEE R AR RS m A Ew i %‘4@ WWQ!W\F&FEF};H:&EW( E;l
B

ﬂ Co se ti nejvic libilo? /&{ﬂj ﬂg{j/’ 4 /MMM /Wfﬂ%/m

L]

'h!vuuha'ﬂn,![!‘t.l"? AN N BN A I I AR A IR W NI N AN TN NN r»

O Dobré rada ]
dJ Pred postechem si vZdy
ujasni, co je tkolem.
KdyZ posiouchds text

7 kazety, snaZ se porozumét tak,
Ze nejdFive jenom poslouchds. Text
&ti a2 pfi druhém poslechu. Kdyz
neporozumi$ viemu, nevadi. SnaZ
se rozeznat alespori nékolik slov.

¥
*
¥
13
K
%
E

OB OROW WO OE R R
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Appendix 5] — Chit Chat 2 Diary

on holiday

1. Umim vyjadfit, co broudci na obrazku { AN§ 3 NE
v u¢ebnici na strané 24 délaji.

2. Nautéil/a jsem se rozhovor o tom, co délaji brouéci. ANO @

3. Co jste délali s pfib&éhem o Jet na prdzdnindch? Podtrhni:

[ poslouchali — Zetli hréll ]

je#t8 néco jiného? Napi co:_NIC
4. Uz umim napsat dopis anglicky o tom, co pravé délam. ANO NE

5. Piibéh Draci koruna je pro mé (podtrhni, co plati o tobé):

e ey e e,
[ / zajimavy - chci v&dét, jok vie dopadne ) < nudn{ - nebavi mé. ) ]

6. Namaluj jednoduchy obrazek kamarada a sebe pfi n&jaké Zinnosti.
Popis, co délate.

JE‘{E-” L",\_'h}l”!55‘IHE)5'El!,'ll‘bCW‘?E’E.ﬁ‘}?‘.‘?:&h??'ﬂﬁﬂ&!ﬂﬁ;}‘Dl\:‘ih i 0 & & 0 8 0 8 ¥4 m
# Jak jsi zviadl/a pétou lekci? (Vyber a oznad.)

Unit5:  (excellent™*>  very good**  OK*  bad

prot? PROTQZE UZ JSEN TO UME LA.
Co se ti nejvic libilo? DOP}.S,I TROCHY TEST.

¥
—aﬂlkwmr’

e s S e

N E N N E IR IR AN ENEE N E N A N I K RSN AN A I N N A E R RA

O Dobréa rada 1
4, Pred postechem si vidy
ujasni, co je tkolem.
Kdyz poslouchds text
z kazety, sna? se porozumét tak,
?e nejdfive jenom poslouchds. Text
¢ti aZ pfi druhém poslechu. Kdyz

neporozumiz viemu, nevadi. Snaz
se rozeznat alespori nékolik slov.

\
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Appendix 5k — Chit Chat 2 Diary

g

A sunny day C

. Umim popsat ___L_ druh( poéasi. (Napi$ gislem kolik.)

Zazpival/a jsem si pisnitku. ANO NE.
Rozumél/a jsem ji. @ /N'E\

. Poslouchal/a jsem telefonovani o pocasi. @ ){

Rozumél/a jsem (podtrhni, co plati o tobé):

7 — ﬂ
. Nejvice se mi libila bésnitka o %WVMJZ’//’/;‘%’

4
5. Napsal/a jsem také obrazkovou bésnicku. (ANO pﬂi
Zalozilfa jsem si ji do Denitku. A (NE)

4
K

CERATZERAM A KA E RS E D

. '
= & 27
. Jaké bylo potasi v pfib&hu o koruné? Napis anglicky: //1/ A LM

AL AT 1%%/%%/} z/WM/% it
v 7

WO B OROJE RS XWX R ‘\."rnﬁ%‘.ﬁ.‘ﬁ,ﬂ:\f:‘aﬂ3\'wyx’:—'Qxﬂtn‘!nmwzaﬁm‘ﬁyunsﬁk,m' 8

Jak jsi zviadl/a estou lekci? (Vyber a oznac.) < ®
Unit 6: excellent****  (very good**) 4/ ' OK* bad
: Very goo K, . bad,

e/, : g g - R
Pro¢? 71e /) f/ W’ Jf L PP AG

7 ; nf‘f/!/‘?lf'ﬂ Do s
Co se ti nejvic Iibilo? 47‘{/&:-4 pr gpr JUVFPERL TA R
. g I .

-

O WOR N MWW x':vw wxwm

:/ :/\ /",,‘/.’/ | /,?‘ A s = _"/ ’ /‘ - M
N L R2AD /%’- ) A 2 AP e ANy S F AT AP

7/ K
[

7 g 7t g

AN AT NN M AN EN NN AN N RN X R

e

Dobré rada

Kdykoliv
néco napiies,
vZdy si text

po sobé precti.
Kdyz napi3es dopis nebo
vytvoifs projekt, nech si
ho a vloZ do Denicku.
Za rok uvidis, jak tvoje
prdce pokraluje, co ses
uZ nautil/a a jaké délés
pokroky.
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Appendix 5| — Chit Chat 2 Diary

1. Umim popsat _/[3_ druhl potasi. (Napis &islem kolik.)
2. Zazpival/a jsem si pisnicku. w Dté
Rozumél/a jsem ji. ( AND NE
3. Poslouchal/a jsem telefonovani o pocasi. &{“
/

Rozumél/a jsem (podtrhni, co plati o tobé):

[ viemu skoro viemu castem skoro ni¢emu J
4. Nejvice se mi libila basni¢ka &QM&&MM
5. Napsal/a jsem také obrazkovou basnigku. @ NE_
Zalozil/a jsem si ji do Denicku. ANQ N

6. Juké bylo potasi v piib&hu o koruné? Napié anglicky: ‘mﬂ(wﬁﬁ‘mg"}*
m@}//, 71;%&%1/ ‘

EERNRES CEME XN ET S NN R M NN NN RS X E %S X -'—.":i.civ:.\‘.'weiz'.;':_nsaw

Jak jsi zviadl/a destou lekci? (Vyber a oznat.)

‘ o
Unit 6: @ very good** OK* bad
Proé?ﬁﬁ&@M sl

1 Ak / i
Co se ti nejvic libilo? . U

B
miﬁms‘mslwxxmnm“nlﬁnr

AR E TN MM AN A EE N EE AN E A RN A M E N AN A SN ENENEN N R R A wa®

Dobra rada 220

Kdykoliv 2t

néco napiies, 0 ‘f‘__.,;:

vEdy si text ;P

po sobé piecti. =
KdyZ napises dopis nebo

vytvoiis projekt, nech si
ho a vioZ do Denicku.
Za rok uvidi3, jok tvoje
préce pokraluje, co ses
uZ naudil/a a jaké délas
pokroky.
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Appendix 6 — Listening Test

Name ~

tening test 2 25 points

i@g 1 Listen and number. 10 points |/

it
~
~
S
~
J
J

- ‘London
Liverpool e - ——Edinburgh
Cardiff - =3 ;

Oxford
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