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ANNOTATION

This diploma thesis deals with the issue of feedback provision in the lessons of English. The
theoretical part introduces the system of aims, describes associated terminology and
emphasizes the importance of interaction with objectives in the learning process. Next, the
introduction of feedback follows, which is closely related to previously mentioned interaction.
The term is defined and investigated from various points of view, while the alignment of
feedback and aims is emphasized. Feedback classification is described and specific aspects of
its content are stated. Also, strategies and techniques for feedback provision are suggested.
This thesis emphasizes the importance of learners’ active participation in feedback provision.
The practical part presents an action research, which investigates feedback provision in
lessons of English.

KEY WORDS

Facilitator, aims, interaction with objectives, feedback, alignment, learning strategies,

formative feedback, self-assessment, scaffolding, action research



ANOTACE

Tato diplomova prace se zabyva problematikou poskytovani zpétné vazby ve vyuce
anglického jazyka. Teoreticka Cast predstavuje systém cilll, souvisejici terminologii a diraz je
zde kladen na prospéSnost interakce s dil¢imi cili aktivit. Nasleduje pfedstaveni dalSiho
konceptu, ktery Gzce souvisi s jiz zminénou interakci, a to zpétné vazby. Ta je zde definovana
a zkoumana z riznych uhli pohledu, ptiCemz diiraz je kladen na jeji soulad s cili. Je zde
popsana klasifikace zpétné vazby, pricemz jsou uvedeny jednotlivé slozky jejiho obsahu a
jsou také navrzeny strategic a techniky jejiho poskytovani. Zakova aktivni ucast
ve zpétnovazebném procesu je v této praci povazovana za nezbytnou. Praktickd c¢ast

prezentuje akéni vyzkum tykajici se poskytovani zpétné vazby v hodinach anglického jazyka.

KLICOVA SLOVA

Ucitel jako facilitator, cile, interakce s dil¢imi cili, zpétna vazba, elaborace, strategie,

sebehodnoceni, scaffolding, akéni vyzkum
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INTRODUCTION

Feedback is a powerful tool to use in the learning process and it can influence it either
positively or negatively, depending on how it is approached. This diploma thesis, consisting
from a theoretical and a practical part, tries to look at the issue from the viewpoint of the
interconnection of feedback provision and the system of aims. The theoretical part attempts to
present a comprehensive overview of concepts that are necessary to take into consideration
when pursuing a path to facilitative feedback provision. The first chapter opens with
contemplation about the indispensability of aims in each meaningful human activity. A
discussion about teachers as facilitators in the learning process follows, emphasizing essential
conditions for fostering learners’ self-efficacy and other qualities, to enhance their openness
towards feedback and interaction with aims. An overview including terminology and concepts
associated with aims is presented and elaborated in the following subchapter about aims in

ELT, which is predominantly concerned with the communicative competence.

The next part discusses the management of aims and objectives in practice, suggesting
techniques for their manipulation and facilitation of interaction with them in lessons. The
paper suggests that feedback is a vital tool for the previously mentioned interaction, as it can
provide learners with information about where they stand in connection to their aims.
Following chapters introduce the concept of feedback and highlight the importance of its
alignment with aims, particularly objectives. Further, individual components of feedback
content are described, accompanied by strategies for its provision. Practical issues connected
to feedback in ELT, concerning the focus on fluency and accuracy, are mentioned, addressing
areas such as praise, correction or scaffolding. The last chapter is devoted to feedback
provision by learners, which is seen as pivotal to be cultivated in them, as it is necessary for

autonomous learning development.

The practical part of this thesis presents an action research on feedback provision in lessons of
English, conducted by the author of this paper. Its intention was to analyse feedback
provision, investigate its alignment with objectives and determine action points for
intervention. Further, the intervention to address the action points was planned, carried out

and evaluated.
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I. THEORETICAL PART
1. Aims

This thesis believes that each human activity needs an aim, so that it is directed towards a
specific target. Even though it might be correctly claimed that the journey is what matters
most, it can be objected that without the aim, the passenger might get easily lost, searching for
something to follow. This paper suggests that feedback in alignment with objectives
represents the railing, which can direct the passenger, specifically the learner, on his/her way
towards the desired aim. This system of progressive fulfilment of objectives and aims is
called ‘means-end model’ and is discussed and dealt with throughout the whole thesis
(Kalhous, Obst, 2009: 274).

Interestingly, aims have been considered pivotal since long time ago, for example by lan
Comenius, a well-respected 17" century pedagogue (Cabalova, 2011: 44). Further, it has been
long believed that the absence of a clear aim to follow is likely to cause chaos and might
result in unsuccessful learning (Vrana, 1936: 13 in Kalhous, Obst, 2009: 291). On the other
hand, it is important to be aware of the fact that an opposite standpoint to this phenomenon
exists. The so called ‘encountered model’ does not consider the system of aims and objectives
pivotal, as it emphasizes the creative activity through which learners obtain valuable
experiences, without having predefined journey towards a specific aim (Kalhous, Obst, 2009:
274; Pasch, 1998: 91). This model probably also has its strengths in some aspects, however,
this thesis tries to suggest that having the aims and objectives clearly stated does not
necessarily mean neglecting the learners’ creativity and having strictly predefined routes

without opportunities to learn authentically.

Before looking at aims from a specific point of view, the first subchapter tries to describe
what teachers should be aiming at, in terms of conditions underlying the facilitation of
learners’ learning through feedback and interaction with aims. As Petty states, “good teachers
are not born, nor are they made by tutors. They make themselves.” (Petty, 2006: 516). This
thesis tries to support this claim from a specific point of view, as it believes that if the teacher
works on conditions underlying formative feedback provision and on the use of facilitative
feedback provision techniques, s/he can become a skilful feedback provider, which can have

positive impact on the learning process as a whole.
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1.1 Teacher

Looking closer at the teacher as a feedback provider, whose behaviour is closely investigated
in this paper, a standpoint about his indispensability in educational processes, particularly
English language teaching (ELT), needs to be acknowledged. A specialist from the pedagogic
field, Robert Marzano claims that, “the teacher is the most important school factor to improve
students’ learning” (Marzano et al., 2001 in Pollock, 2012: 4). Thus, it is vital to gain some
insight into this human factor’s specific characteristics, which are necessary to be cultivated
and aiming at, in order to facilitate and improve the process of learning (not just) English.

The traditional concept of a teacher as the centre point of learning processes, transmitting
his/her knowledge to learners, is no longer valid, nor desirable (Ur, 2012: 16, Kasikova, 2010:
41, Thornbury, 2006: 97). Currently, the focus has been shifted more and more from the
teacher on learners. Experts agree that rather than importing the knowledge to learners, it is
more suitable to offer them a helping hand, so that they are able to come to and create the
knowledge themselves (Kasikova, 2010: 41; Meddings, 2009: 140). In order for the learners
to be able to create the knowledge or skill themselves, teachers are encouraged to act as role
models, who teach and show them what is necessary to manage to fulfil their tasks
independently (Council of Europe, 2001: 144). At first, special conditions that underline this

teacher-as-a-model system are necessary to be clarified.

Positive classroom climate and rapport, which means an open and harmonious relationship
between teachers and students, pose simultaneously a great challenge and ideal conditions for
teaching and learning processes (Harmer, 2012: 148; Mares, Kiivohlavy, 1995: 64). In order
to cultivate the previously mentioned qualities, learners are suggested to be given more
control over their learning (Petty, 2009: 364). At the same time, teachers should cultivate and
reinforce learners’ confidence in their capability to learn and succeed, in other words, support
learners’ self-efficacy development (Brookhart, 2008: 21). In connection to this, learners
should get enough opportunities to express themselves, to develop their identity in terms of
ideas, opinions, creativity and so forth, which is likely to contribute to their self-efficacy
growth (Harmer, 2007: 109; Petty, 2009: 58; Oxford, 1994: 140).

In such situations, teachers are expected to encourage and help learners but definitely not to

‘take charge’ of their learning, as Harmer emphasizes (2007: 109).
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In other words, the teacher is supposed to act as a facilitator, who, in a respectful, non-
judgemental and sensitive way directs his/her learners to become, as Petty calls them,
‘empowered learners’ (Petty, 2009: 58). Such learners monitor their progress, know what
facilitates their learning and, not less importantly, are motivated to move forward (Stary,
2008: 16; Harmer 2012: 148; Petty, 2009: 359). There are obviously other teacher roles, such
as the ‘controller’, ‘resource’, etc. that are convenient to be used in other specific situations
and teachers should be flexible to implement them (for more detailed overview, see Harmer
2007: 108-110). However, for the purpose of this thesis, which primarily focuses on feedback,
the role of the facilitator serves the best function.

In order to pursue the route of becoming a facilitator, it is assumed that the teacher needs to
cultivate feedback provision, interaction with aims and objectives and learners’ self-reflective
activity, to make the learning process more effective, directing learners to independency and
most preferably, to autonomy. This immensely important educational aim is described by

Dam as follows:

Learner autonomy is characterized by a readiness to take charge of one’s own learning
in the service of one’s needs and purposes. This entails a capacity and willingness to
act independently and in co-operation with others, as a socially responsible person.
(Dam, 1995 in Sinclair, 2000: 6)

Clearly, to achieve the qualities mentioned previously, a lot of time and effort is necessary to
be devoted to training. Teachers should inspire and equip their learners with learning
strategies, so that after some time, they are able to manage learning on their own. What is the
mission for the teacher then? The first step is to establish appropriate targets, enabling the
learners to pursue what they need and/or wish. The following part draws readers’ attention

closer to this issue.
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1.2Aims - Terminology

To begin, aims are regarded essential prerequisites for not just successful teaching but also
learning by many experts (Pollard, 2005: 329; Harmer, 2007: 111; Meskova, 2012: 44; Stary,
Laufkova, 2016: 43). Various metaphors were established to manifest the indispensability of
aims in learning processes. For instance, Petty likens aims to ‘compass directions’, similarly
does Harmer, who calls them ‘destinations on our map’ and Stary and Laufkova claim that an
aim is like ‘the middle point of the target’ (Petty, 2009: 410; Harmer, 2007: 371; Stary,
Laufkova, 2016: 47). Further, Oxford remarks that the absence of aims affects the learning
process adversely, mentioning that learners without aims are like ‘boats without rudders’
(1990: 157). With respect to the previously mentioned statements, aims are supposed to have
highly facilitative potential to foster learning, as they can make it more organised and
focused. If teachers work with aims and objectives appropriately, they might motivate
learners, facilitate monitoring of progress, stimulate learners’ activity and harmonize the

whole learning process (Cabalova, 2011: 46).

Nevertheless, it is the terminology associated with aims that poses a slight discrepancy in
specialized literature written in English. Some authors call them goals meanwhile others
define them similarly and refer to them as aims or targets. Kumari and Srivastava draw
attention to the fact that these terms are sometimes used interchangeably (Kumari, Srivastava,

2005: 75). Therefore, it is necessary to clarify them for the scope of this thesis.

1.2.1 Aims

In this paper, the term aim is referred to as the most general one. Stary and Laufkova define
aims as *“verbal descriptions of what the learners are expected to learn, what knowledge,
skills, attitudes are to be the result of their learning” (Stary, Laufkova, 2016: 40). This
definition clearly implies that aims are not associated with only cognitive sphere, as also skills

and attitudes are mentioned.

! “my translation” Vzdé&lavaci cile jsou slovni popisy toho, co se maji Zici naugit, jaké znalosti, védomosti,
dovednosti, postoje budou mit jako vysledek jejich uéeni. (Stary, Lauftkova, 2016: 40)
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There is a distinction between three domains: cognitive, affective and psychomotor (Pasch,
1998: 51). These domains cover specific knowledge or skill area to which the aims can be
assigned. Cognitive domain is associated with the intellectual sphere, including for example
knowledge acquisition, assessment or analytic skills and others (Kantorova, Grecmanova,
2008: 116; Pasch, 1998: 51). Despite the fact that this area is usually most emphasised at
schools, it is highlighted that in order to develop the learner as a whole, all domains need to
be addressed. Kumari and Srivastava encourage planning the aims in this ‘holistic’ way,
pointing out that it might result in more interesting, stimulating and unforgettable learning
experiences (Kumari, Srivastava, 2005: 75). To complete the domains’ description, affective
domain is concerned with emotional sphere of learning, which includes not just emotions but
also learners’ attitudes, values, etc. (Pasch, 1998: 51). Lastly, psychomotor domain is
connected to physical activity and coordination of movements. To state an example from
ELT, this domain is associated with pronunciation (Kalhous, Obst, 2009: 276).

When formulating the aims, it is emphasized that they should not be worded as a lesson theme
or a description of teacher’s activity, which unfortunately often happens (Kalhous, Obst,
2009: 275). Specialised literature draws attention to the acronym SMART, which is advisable
to follow when formulating the aims. It suggests that they should be specific, measurable,
achievable, realistic, and timed (Harmer, 2007: 371). Petty replaces the word ‘achievable’
with ‘agreed’, which is likely to presuppose the presence of learners in the process of
establishing them, a subject to be discussed in subchapter 1.4.1 (Petty, 2009: 411).

Petty claims that these ‘statements of intent’ are of significant importance, as they show the
desired destinations, be it in a lesson or a longer time span (Petty, 2009: 410). However,
falling into a certain hierarchy, aims are advised to be further specified (Kumari, Srivastava,
2005: 75). As they do not inform enough about specific testable learner’s activity, they are
assumed to be insufficient when it comes to checking if they were achieved, which is often
not even entirely possible (Stary, Laufkova, 2016: 40; Petty, 2009: 410). Thus, having only
the aim stated is claimed not to be sufficient for activity choice facilitation or for making a

decision if learning was successful (Anderson, Krathwohl, 2001: 20).
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From this reason, specialists recommend further analysis of aims to create more specific
phenomena, namely objectives, which help with the previously mentioned activities (Pasch,
1998: 44).

1.2.2 Objectives

Objectives are defined as “explicit formulations of the ways in which students are expected to
be changed by the educative process” (Handbook, 1956: 26 in Anderson, Krathwohl, 2001:
3). As this definition suggests, objectives should help teachers define specific actions that
learners need to undergo in order to pursue the aims. Petty likens them to ‘stepping stones’
which direct learners towards aims (Petty, 2009: 412). Thus, clearly, an objective should be
closely related and aligned with the aim (Kantorova, Grecmanova, 2008: 113). It is further
elaborated that objectives can serve as essential criteria for the assessment of learner’s
performance, supposing that they are specific enough and aligned with aims (Kantorova,
Grecmanova, 2008: 124).

Obijectives are, as well as the aims, recommended to be formulated from learner’s point of
view, rather than the teacher’s (Stary, Laufkova, 2016: 41). In this way, the teacher can
visualize what the learners are supposed to learn, assure if it is in alignment with aims and
then devise instructional activities, which should enable the objective attainment. An
important aspect that distinguishes objectives from aims is that objectives are likely to take a
shorter period of time to achieve (Petty, 2009: 411). Objectives should be practical, as they
are supposed to be useful for interaction in lessons, which is a topic to be discussed in
subchapter 1.4.2. However, specialists highlight that the objectives should not be confused
with instructional activities, which fulfil the function of means to achieve the objectives
(Krathwohl, Anderson, 2001: 18).

For the purpose of facilitating the categorization of aims and objectives, various taxonomies
have been introduced (Kantorova, Grecmanova, 2008: 117). One of them is shortly described

and discussed in the following subchapter.
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1.2.3 Bloom’s Taxonomy

Bloom’s Taxonomy is a facilitative tool that can “help educators clarify and communicate
what they intend students to learn as a result of instruction” (Krathwohl, Anderson, 2001: 23).
It is stated that the first version of this taxonomy was introduced in 1956 in New York,
created by Benjamin S. Bloom and his colleagues. In this thesis, our attention is paid
predominantly to its edited version, namely A Taxonomy for Learning, Teaching, and
Assessing, A Revision of Bloom’s Taxonomy of Educational Objectives, which was adjusted
by Lorin W. Anderson, David R. Krathwohl and their collaborative team in 2001 (Cerna,
Kostkova in Betakova 2009: 27). Bloom’s Taxonomy organizes aims into the following
hierarchical categories, according to the complexity of cognitive processes: Remember,
Understand, Apply, Analyse, Evaluate, Create; and a knowledge type: Factual, Conceptual,
Procedural and Metacognitive (Krathwohl, Anderson, 2001: 5). Pasch points out that aims
can be planned in a way that they are linked across various categories, which is more
demanding and at the same time more enriching for the learners (Pasch, 1998: 77). Evidently,
Bloom’s Taxonomy is a very convenient tool for educators not just to realize the possible
span of areas to develop but also to find out if their aims, objectives and assessment are in
alignment (Krathwohl, Anderson, 2001: 36).

1.3Aims in ELT
In this section, the aims of ELT are introduced and discussed. Readers’ attention is drawn to
the communicative competence, probably the most quoted and elaborated aim of language

learning and teaching.

1.3.1 The Communicative Competence

The term communicative competence was firstly used by Dell Hymes in 1967, while the first
model of it, including grammatical, sociolinguistic, discourse and strategic competences, was
created by Canale and Swain in 1980 (Celce-Murcia, Dornyei&Thurell, 1995: 7).
Grammatical competence includes “knowledge of lexical items and rules of morphology,
syntax, sentence-grammar semantics, and phonology” (Canale & Swain, 1980 in Brown,
2007: 219). Sociolinguistic competence is described as “the knowledge of the sociocultural

rules of language and of discourse” (Brown, 2007: 220).
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Further, discourse competence is associated with ‘intersentential relationships’ and the ability
to “connect sentences into stretches of discourse and to form a meaningful whole out of a
series of utterances” (Brown, 2007: 220). The last category, strategic competence is described
as “the strategies that one uses to compensate for imperfect knowledge of rules — or limiting
factors in their application such as fatigue, distraction, and inattention” (Savignon, 1983 in
Brown, 2007: 220). Communicative competence models offer detailed overviews of various
aspects that learners need to cultivate, so that they improve their skills of speaking, reading,
listening, writing and others, in order to be able to communicate effectively (Oxford, 1994: 7).

Importantly, communicative competence does not cover only the language itself but also
cultural aspects, which are closely connected to the community speaking the language and if
neglected, misunderstandings might occur, notwithstanding the knowledge of the verbal code
(Hymes, 1972: 281). Further, concerning the strategic competence, the model suggests that
effective language learners should be equipped with strategies that can help them manage
possible difficulties, likely to occur in the process of learning the language (Oxford, 1994: 7).
This is further elaborated in the part about feedback on process, in subchapter 2.2.1, as it has

the potential to develop this competence.

Currently, there is a tendency to fulfil the needs of a language learner in a broader sense, with
respect to the globalized world, multicultural society and focus on individuality (Ur, 2012: 5).
In connection to this, Aase emphasizes the role of a language as “a means of communication
and personal development as well as a tool for learning and thinking, for artistic expression
and for building identities” (Aase, 2006: 4). With regards to this, a necessity to pursue
language learning and teaching that enables, apart from others, personal growth and cultural
awareness is encouraged (Fleming, 2010: 8; Aase, 2006: 10; Council of Europe, 2001: 1). It is
The Common European Framework (the CEFR) that enables its readers to gain some insight

into this issue.
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1.3.2 The CEFR

The CEFR is a tool that not only provides assessment criteria for language proficiency testing,
but it also presents the whole span of competences possible to develop in learners, so that they
can get an opportunity to develop also in the previously mentioned phenomena (Ur, 2012:
167). The concept introduces ways to develop the ‘whole human being’ through language
learning processes, in a way that learners are not just able to survive, but efficiently utilize the
potential of todays’ multicultural society with the help of effective means of communication
(Council of Europe, 2001: 1). It is not in the scope of this thesis to deal with individual CEFR
categories in detail, as it focuses more on the manipulation of aims in lessons. To briefly
introduce the concept of communicative competence presented by the CEFR, it includes two

groups of competences that are further divided into subgroups as follows:

General competences:

e declarative knowledge

e skills and know-how

e existential competence

e ability to learn (Council of Europe, 2001: 101-108)

Communicative language competences:

¢ linguistic competence
e sociolinguistic competence

e pragmatic competence (Council of Europe, 2001: 108-130)

This overview illustrates that language teachers can develop their learners in various areas,
associated with the language and communication. Therefore, it is up to them if they accept
this challenge and plan the aims, objectives and instructional activities in a way that enables
development in all areas. In such a way, learners’ horizons might be, quite possibly,

expanded.
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As Brown emphasizes, it is important that the aims are planned in a way that encourages

learners to develop in all areas of communicative competence:

Communicative goals are best achieved by giving due attention to language use and
not just usage, to fluency and not just to accuracy, to authentic language contexts, and
to students’ eventual need to apply classroom learning to previously unrehearsed
contexts in the real world. (Brown, 2007: 79)

Notwithstanding the importance of developing the communicative competence as a whole,
teachers should bear in mind that each learner has different needs and preferences. Thus,
instruments such as Bloom’s taxonomy, the CEFR or other models of communicative
competence can help in selecting, organizing and planning the most suitable aims and
objectives for particular learners, as they show the whole spectrum of areas to develop.

1.4Aims and Objectives in Practice

In this part, the main focus is placed on how aims and objectives can be approached in

practice.

1.4.1 Lesson Planning

To begin with, planning is regarded an important prerequisite for a successful lesson and it is
also an activity that most teachers consider a part of their professional life (Harmer, 2007:
365; Underwood, 1987: 61). As foreshadowed previously, aims and objectives should not be
excluded from this process. More importantly, they should be pedestals for the next planning
steps. Petty emphasizes that considering and establishing aims and objectives should precede
planning of instructional activities (Petty, 2006: 299). Unfortunately, research shows that
teachers often do not to pay enough attention to these vital tools when planning. For example,
Kyriacou states that the planning manual, “specifying objectives > selecting learning
activities > specifying the evaluation procedures to be used during the lesson to monitor
pupil’s progress and learning outcomes”, is often not followed, as many teachers spend most

of their planning time by thinking about the content (Kyriacou, 2009: 88).

What steps should teachers follow to utilize the full potential of aims and objectives? Firstly,
they should be planned with respect to learners’ needs and interests, in order to be meaningful
for them to work with (Stary, Laufkova, 2016: 43; Harmer, 2007: 372).

For this purpose, a needs analysis is recommended to be used, as it can help teachers to find

out important information about their learners (Petty, 2006: 340).
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This might be vital if a syllabus, defined as “a document which resents information on what
topics or content are to be covered in a course of study” (Ur, 2012: 185), is not provided by an
institution and the teachers are allowed to create the course aims on their own. Further,
notwithstanding the fact if the syllabus is provided or not, teachers can utilize the information
from the needs analysis when planning objectives and instructional activities, to make them
more personalized. Importantly, the previously discussed models of Bloom’s taxonomy and
communicative competence can be used to plan the aims and objectives more efficiently, so

that their progressive attainment is assured and neglecting of some important areas is avoided.

It is emphasized that learners should be given responsibility to decide about aims together
with their teacher, in order to become ‘active agents in their learning’ (Anderson, Krathwohl,
2001: 38; Kirr, 2017: 145; Harmer, 2012: 90). Stary and Laufkova suggest that for the sake of
training, aims can be at first only modified by the learners, so that they make them more
personalized (Stary, Laufkova, 2016: 44). However, as mentioned before, an appropriate
learner preparation and the teacher available as a prompter are necessary for the procedure of
modifying aims, otherwise it could become rather confusing. Teachers should gradually raise
learner’s metacognitive awareness concerning (not just) this issue (Oxford, 1990:137). It can
be done, for example, through discussions. They might be helpful in developing the
understanding of aims and objectives’ importance. Additionally, through this way, learners
can get acquainted with how to interact with aims and especially objectives in the learning
process (Anderson, Krathwohl, 2001: 61).

1.4.2 Interaction with Aims and Objectives

Aims and especially objectives can be very effective if they are actively referred to and
interacted with during the lessons. The very first condition to manage the interaction is to
make the learners aware of them. The aim and objectives for a particular lesson should be
clear not just to the teacher but also the learners (Pollard, 2005: 329; Petty, 2009: 67). As
Pollock states, having the objective written on the blackboard is not enough. It is with the help
of feedback, through which the teacher can refer to and cooperate with objectives throughout
the whole lesson, so that the learners know where they are and what they need to do to get

closer to the desired ‘destination’ in the form of objective (Pollock, 2012: 21).
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Furthermore, learners can be encouraged to self-assess their performance with the help of
objective that is, as stated before, considered to be the essential criterion for the task
(Kasikova, 2010: 42). Regarding more complex tasks, it is vital to create more elaborated
criteria that concern various aspects of learners’ performance, as they help to specify what the
learner should master in order to be successful in particular areas of the performance (Stary,
Laufkova, 2016: 50). Hall and Hewings suggest that the clarity of goals and criteria can be
supported by letting learners establish their own criteria for specific tasks or even aims for a
particular lesson or course, as already suggested before (Hall, Hewings, 2001: 22).

Teachers should be aware of the fact that sometimes the pre-planned objectives do not have to
fulfil the best function for a particular lesson. Unexpectedly, a learner might have an
interesting experience to share with the class and it is meaningful to pay attention to it or a
new structure is used by a learner and the teacher decides to practise it with all, which is
called, as Harmer states ‘opportunistic teaching” (Harmer, 2007: 366) Lastly, a need for a re-
teaching session might occur and the teacher considers it more convenient to do so, instead of
following the original plan (Petty, 2006: 329; Pasch, 1998: 92).

To accept the aims and objectives as tools for cooperation, teachers need to make them almost
tangible for the learners. Specifically, objectives should be demonstrated as practical tools
that learners do not need to be afraid of, as they are present in the lessons to facilitate
learning, not to make it more complicated. It is the teacher who can change learners’ attitude
towards aims, objectives and the assessment question. If learners get acquainted with the
concept in an appropriate way, they can become natural parts of their learning. The teacher is
encouraged to teach learners, or even better, let them realize, that these seemingly
‘uninteresting issues’ can be practical and helpful. In the same way, it is necessary for them to
realize that feedback is a vital tool to specify what to improve, in order to achieve an objective

and thus pursue an aim, which is further discussed in the following chapter.

2. Feedback

Having foreshadowed that feedback represents a vital tool for interaction with the system of
aims and objectives, this chapter pays closer attention to feedback characteristics and ways it
can be used in the educational process. Before looking at the concept from the specific point
of view associated with the management of objectives, it is necessary to introduce feedback
and define terms associated with it.
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This thesis does not view feedback as only the information about learner’s performance, it
emphasizes its potential to improve and develop learning. In agreement with this, Pollock
asserts that, “feedback is typically characterized as assessment of progress towards a goal, but
it is also a cue to seek more information or instruction” (Pollock, 2012: 5). This presupposes
the fact that if well delivered, feedback can provide learners with valuable information to

improve not just their performance, but also learning in general.

2.1Feedback in Alignment with Aims

Feedback, which is clearly connected to objectives of the activities and aligned with aims, is
beneficial not just in terms of logical and systematic lesson structure, but also in the
development of autonomy in learners. It is claimed that learners who are trained to cooperate
with feedback message are more likely to manage their own learning, including self-
assessment and self-driven growth in the language (Pollard, 2005: 327). Stary and Laufkova
draw attention to the fact that feedback should inform learners about their performance in
connection to objectives, so that they know what specifically needs to be done to achieve
them (Stary, Laufkova, 2016: 80). In connection to this, Slavik points out that teacher’s
assessment significantly contributes to the development of learner’s self-assessment (Slavik,
1999: 28). Therefore, teachers should pay attention to the way they provide learners with

feedback, as it presents a model for their learners’ self-assessment.

Feedback should be connected to course or lesson aims and especially to objectives of the
activities, as it makes it more specific and more meaningful for the learners (Anderson,
Krathwohl, 2001: 252). Moreover, as Dempsey highlights, “feedback given in response to
learner goal-driven efforts can affect both a learner’s motivation and self-esteem” (Dempsey,
1993: 36). Therefore, it is important for all to be acquainted with the system of aims and
objectives and use them as a target. As mentioned before, tools such as Bloom’s taxonomy
can facilitate the process of manipulating the aims and objectives when planning, in order to

tailor them to learners’ needs, keep them aligned and varied.
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Hattie presents three questions that clearly illustrate what information in connection to aims

and objectives feedback should convey. The questions are worded as follows:

e Where am | going? (What are the goals?)

e How am | going? (What progress is being made towards goals?)

e Where to next? (What activities need to be undertaken to make better progress?)
(Hattie, 2011: 4)

The first question ‘Where am | going? " highlights the necessity of learners’ being acquainted
with the aims and objectives, so that they always know what their final destination in an
activity, lesson, etc., is (Stary, Laufkova, 2016: 25). The second question ‘How am I going?’
suggests that the teacher and learners should reflect on what has been achieved in relation to
an objective or aim, in other words, monitor their progress. Lastly, the third question ‘Where
to next?’ implies that the process of working with aims is infinite. Once an objective is
attained, another should be established and worked on. If a problem occurs, the learner should
be encouraged to solve it herself/himself or find a clue in teacher/peer feedback if necessary.
In such cases, Stary and Laufkova suggest that techniques like scaffolding and questioning are
vital to use, in order to gradually teach the learner to find out a solution herself/himself (Stary,

Laufkova, 2016: 26). These techniques are further discussed in subchapter 2.4.

2.2Feedback Content

Concerning the facilitative potential of feedback, it depends on what type of information is
delivered and how. Thus, in the following part, feedback content is in the center of attention,
so that all its important aspects are recognized. Brookhart divides feedback content into the
following categories: Focus, Comparison, Function and Valence, Clarity, Specificity and
Tone, which are discussed below and her feedback content table is included in the Appendices
section (Brookhart, 2008: 6-7).

2.2.1 Focus

The first aspect of feedback content to be dealt with is focus. As the term suggests, it is
concerned with what aspect of learner’s performance is the feedback information about. It can
focus on the task, process, self-regulation or ‘self” (Hattie, Timperley, 2007: 90). In the

following sections, the four previously mentioned feedback levels are discussed individually.
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Feedback about the task

Feedback about the task provides learners with information about fulfillment of their task
(Hattie, Timperley, 2011: 5). Specifically, it informs them about its correctness, which is
called ‘verification’ (Sed’ové, Svaricek, 2012: 113). Feedback about the task is claimed to be
important because it serves as a springboard for the next two feedback phases, feedback about
the process and self-regulation (Hattie, 2011: 6). These two feedback stages are considered
pivotal, as they have potential to improve learning in general, unlike feedback about the task,
which can be helpful at the moment of its provision but “may not transfer to other tasks
because it is specific to the particular assignment” (Brookhart, 2008: 20). Therefore, feedback
provision should not stop at this point and should proceed further to the feedback about the

process.

Feedback about the process

Besides verification, learners should be provided with some build-up comments. Such piece
of information can indicate what the next phase to be achieved is or what facilitative strategies
might be used next time, in order to proceed more smoothly (Hattie, Timperley, 2011: 6).
Didactic specialists sometimes call this process ‘elaboration’ (Sed’ova, Svaficek, 2012: 113).
In order to be able to provide sufficient elaboration, teachers should be acquainted with
various learning strategies to be able to equip their learners with (Lightbown, Spada, 2006:
67). One of the well-known authors associated with this topic is Rebecca Oxford, whose book
Language Learning Strategies: What Every Teacher Should Know (1990) might be ideal for
such purposes. It needs to be emphasized that feedback about the process is exceptionally
powerful, as it can cultivate the “learning how to learn skill” and thus suggest that with effort

and use of specific strategies, improvement is likely to come (Brookhart, 2008: 20).

Further, this skill is immensely important to be cultivated for the purposes of autonomous and
lifelong learning, and thus should be definitely cultivated (Kirr, 2017:145).

Feedback about self-requlation

Self-regulation is defined as “the process students use to monitor and control their own
learning” (Brookhart, 2008: 21). Teachers can develop this process through directing learners

to monitoring their work and progress.
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This is closely related to the interaction with objectives and aims, through which learners’
attention is drawn to what they should focus on, and their monitoring can be thus facilitated.
As Pollock points out, “when the students interact deliberately with the goal, they self-assess
and at once become more focused and engaged in the learning process” (Pollock, 2012: 37),
so the incorporation of monitoring is likely to activate learners. Further, supporting learners’
self-regulation might have positive effects on their self-efficacy (Brookhart, 2008: 21).
Therefore, feedback that encourages learners to think about their performance and to take
more control over their learning might have positive effects on their perception of themselves

as learners.

Feedback about ‘self’

Feedback about ‘self” is considered to be harmful, as it iS not connected to learners’
performance but their personal qualities (Hattie, 2011: 7). Notwithstanding the fact if
feedback is related to learners’ positive or negative personal qualities, it is viewed as
dangerous (Slavik, 1999: 103; Norrish, 1983: 99). Feedback should be viewed as a tool to
facilitate learners’ ways to aims and not as a tool to judge who is capable and who is not. As
Dweck points out, “when stereotypes are evoked, they fill people’s minds with distracting
thoughts — with secret worries about confirming the stereotypes” (Dweck, 2006: 75).
Therefore, teacher’s task is not to create the stereotypes but reject them and build learners’

self-efficacy and conviction that they can improve if they are willing to and work for it.

To conclude, according to this classification, feedback should address the first three levels,
feedback about the task, process and self-regulation. It does not just provide learners with
information about correctness of their task, it also pays attention to the processes applied to

approach the task and it can direct learners to self-regulation.

Contrastively, the fourth feedback type about the ‘self” should not appear in lessons, as it has
negative impact on learners’ self-efficacy and represents the fixed mindset, which is

dangerous, as it views learners’ performance “as a direct measure of their competence and

worth” (Dweck, 2006: 8).

2.2.2 Comparison
Learners’ performance can be assessed, either formally or informally, in various ways,

depending on what it is compared with.
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Specialists in the didactic field claim that comparing learner’s performance with specific
criterion is more appropriate than using norm-referenced feedback which “compares a
student’s performance to the performance of other students” (Brookhart, 2008: 23; Black and
William in Pollard, 2005: 325). This approach is likely to cause the division of the class on
‘the winners and the losers’, which is not beneficial, as it “implies that achievement is
something beyond the student’s control” (Brookhart, 2008: 21; Slavik, 1999: 34). Division of
learners on ‘the good’ and ‘the weak’ is closely related to the previously mentioned fixed
mindset. In comparison to this, teachers with the growth-mindset inform their learners about
their performance in connection to objectives and provide them with ‘tools to close the gap’,

which are for example the learning strategies (Dweck, 2006: 203).

To make this overview complete, self-referenced feedback, which compares learner’s
performance with his/her previous performance, cannot be unacknowledged (Brookhart,
2008: 23). Supposedly, it is vital for talking about the processes used to accomplish the task.
Further, it is claimed to have positive impact on motivation of ‘struggling learners’, as it can

make their improvement more visible (Brookhart, 2008: 23).

To conclude, there are three possible ways to compare learners’ performance with. Criterion-
referenced and self-referenced feedback is encouraged, as it can make feedback provision less
judgemental, more systematic and learner-friendly. Contrastively, norm-referenced feedback
should be avoided, as it does not cultivate the previously mentioned qualities and can cause

the division of the class on the winners and the losers.

2.2.3 Function and Valence

Authors of specialized literature coincide in a claim that rather than judgemental feedback,
which often undermines learners’ self-esteem, it is more appropriate to positively reinforce
particular learner’s performance qualities and efforts, so that they feel that everybody can
contribute to the learning process (Bowen, 1994: 56; Brookhart, 2008: 6; Harmer, 2007: 137).
Kyriacou points out that such feedback can cultivate mutual rapport between teachers and
learners and might contribute to maintenance of positive classroom climate (Kyriacou, 20009:
44).

In connection to this, Brookhart states two terms — function and valence. The former

emphasizes that feedback should be descriptive rather than evaluative (Brookhart, 2008: 24).
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This means that the teacher should observe learners’ performance and describe it in
comparison to criteria, so that the learner has an opportunity to use feedback to improve
before being assigned with a grade (Brookhart, 2008: 25). The latter raises awareness about
the fact that feedback should be positive rather than negative. Brookhart explains that positive
should be understood in a broader sense, as it means that the feedback information is likely to
help the learner to improvement because “just noticing what is wrong without offering
suggestions to make it right is not helpful” (Brookhart, 2008: 26). Therefore, it is up to the
teachers if they invest their efforts to make their feedback more descriptive and positive,
which can go hand in hand.

2.2.4 Clarity

Pollock highlights the importance of feedback clarity because she claims that clear feedback
helps and facilitates the interaction with objectives in lessons, as it delivers information in a
suitable way for the learner (Pollock, 2012: 3). Clarity is closely related to the language and
level of complexity of thoughts conveyed through feedback. Brookhart emphasizes that
teachers should adapt the level of language to convey their feedback and also, they should not
use very complex ideas. She further informs that it is not sufficient to assume that feedback
message is clear enough, it is necessary to check learners’ understanding of it (Brokhart,

2008: 32). This can be done through questioning, discussed in subchapter 2.4.2.

2.2.5 Specificity

As mentioned previously, feedback should specify not only what has been achieved in
connection to an objective, but also what needs to be improved and how to do it, in order to
make learners’ performance better next time (Burrel and Bupp in Pollard, 2005: 327).
Brookhart suggests that suitable means through which the teacher can improve this feedback
quality, is a use of descriptive adjectives, feedback message connection to specific criteria and
learning strategies that might facilitate the task accomplishment in the future (Brookhart,
2008: 34). Looking closer at feedback specificity, it is possible to notice that it is closely

connected to elaboration and criterion-referenced feedback.

2.2.6 Tone

Learner’s individuality plays an important role in this process. Teacher’s task is to consider
what tone is suitable for particular learners, so that they feel comfortable when being provided
with feedback.
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The teacher should know his/her learners well to be able to predict what they prefer in a
particular situation (Mares$, 1995: 64). For these purposes, monitoring can help to find out
learners’ preferences concerning the tone of feedback delivery. It is recommended that the
teacher should try to put himself/herself in learner’s shoes, which might help to determine

what is suitable and appropriate for him/her at a given moment (Brookhart, 2008: 11).

Generally, feedback should be delivered in an encouraging tone, indicating that learners are
“agents, active learners — the captains of their own ship of learning” (Brookhart, 2008: 34).
Feedback provided in this tone might remind learners of their responsibility for learning and
might contribute to the development of self-regulation and autonomy (Petty, 2009: 367).
Thus, the tone in which feedback message is provided should be well considered, as it can
either support or harm their self-efficacy.

It is noticeable that all individual feedback content qualities are closely connected and related
to each other. It is likely that paying attention to all of them might foster formative feedback

provision, which is discussed further in the following subchapter.

2.3Feedback in Practice
Many teachers of English would probably agree with the statement that feedback plays an

irreplaceable role in the processes of teaching and learning the language. However, some of
the teachers would also perhaps admit that they struggle when it comes to delivering feedback
in practice. For instance, they might not know when it is the most convenient time or situation
to do so, how detailed feedback information should be, or what aspects of learners’ speech it
should be targeted at. Moreover, research shows that many teachers experience hard times
providing feedback when their learners’ responses become unexpected, surprising or too
creative. In such cases, some teachers rather avoid providing their students with feedback

because they simply do not know how to manage the situation (Sed’ova, Svaficek, 2012: 121).

Thus, as the research proves, pupils’ learning potential often remains unexploited because of
their teachers’ insecurities to go beyond the surface, meaning that the teachers feel they can
easily lose their control over what the learners say. Clearly, such restrictions are not
advantageous in any respect, because learners need a certain level of freedom to express

themselves, without being too restricted.

31



Unfortunately, teachers are not often aware of this restrictive aspect and might unconsciously
drown their learners’ willingness to share their insights. Nevertheless, there are strategies and
techniques that enable teachers to provide quality feedback in any situation, which is
discussed in the following part.

It is claimed that feedback can be very powerful if teachers approach and handle it well
(Brookhart, 2008: 2). Unfortunately, research shows that learners often do not receive quality
and helpful feedback that would specifically inform about their performance and suggest
strategies for improvement (Stary, Laufkova: 2016: 84). How to provide feedback that
facilitates learners’ paths to aims and enhances their engagement and motivation? Brookhart
emphasizes the so called ‘double barrelled approach’, which means that feedback should
address both, the cognitive and motivational aspects, so that the information provides clues to
improve and is provided in a way that is encouraging and enhances learner’s self-efficacy
(Brookhart, 2008: 2). If an aim to pursue is important for the learner, the motivational
potential of feedback provided in alignment with the aim is not likely to be
insignificant. Importantly, it should be provided in a way that facilitates taking the steps
towards improvement and thus brings the learner closer to his/her aim. For these purposes,

formative feedback is vital to be used.

Shute describes formative feedback as follows, “[...] information communicated to the
learner that is intended to modify his or her thinking or behaviour to improve learning [...]
formative feedback should be non-evaluative, supportive, timely, and specific” (Shute, 2008:
153). Learners should be provided with constructive information about their performance,
they need both, the medals, “information about what they have done well and what is good
about it” and the missions, “information about what needs improving and how to improve it”
(Petty, 2009: 482). Even though it is not always practicable to formulate complete formative
feedback, as Petty elaborates, it is important to bear the fact about its importance in mind and
try to deliver it whenever possible (Petty, 2009: 67). Significantly, Pollard further remarks
that in order for the feedback information to function effectively, “pupils need time to put into

practice the suggestions for improvement” (Pollard, 2005: 327).
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Generally stated, feedback is suggested to be delivered in time, at the so called ‘teachable
moment’, so that the learners are given an opportunity to improve before e.g. being formally
tested (Dempsey, 1984: 24; Anderson, Krathwohl, 2001: 101-102). Therefore, teachers should
bare this in mind and provide learners with sufficient time for practice. As stated by
Brookhart, “feedback isn’t “feedback™ unless it can truly feed something. Information
delivered too late to be used isn’t helpful” (Brookhart, 2008: 57). This claim indicates that the
teacher needs to be attentive to realize when it is the best time to provide his/her learners with
feedback, so that it can be utilized before formal testing comes.

2.3.1 Praise

Concerning praise, it should be always well considered in advance. Teachers should assure
that it is meaningful and specific, so that the learners really feel they deserve it and take it
seriously (Sed'ova, Svafi¢ek 2012: 135; Harmer, 2012: 148). Gavora points out that praise
words, such as ‘good’ or ‘excellent’, are not sufficient to fulfil the motivational potential of
praise (Gavora, 2005: 87).

Dweck further elaborates and suggests to praise learners for the processes they implement,
namely ‘strategies, effort or choices’ and to avoid comments representing the fixed mindset,
such as praising them for ‘intelligence or talent’, as discussed in the subchapter about
comparison (Dweck, 2006: 221). Therefore, the teacher should monitor and provide feedback
about the processes, as it is more encouraging and meaningful. Referring to the previous
arguments, it is important to bear in mind that positive and negative aspects concerning
learner’s performance should be provided at the same time and communicated on a positive

note, which brings us to corrective feedback (NeleSovska, 2005: 86-87).

2.3.2 Corrective Feedback

As foreshadowed previously, learners’ performance weaknesses should not be neglected, as
there is always great potential for improvement. Corrective feedback is a vital tool to use, but
it depends on the way it is implemented. If done well, with care, mutual respect and kindness,
learners’ improvement is likely to happen. It is emphasized that feedback should not make
learners afraid of making mistakes (Stary, Laufkova, 2016: 81). An important topic to be
discussed here is the attitude to errors. Underhill’s statement reflects the way erroneous
utterances should be seen, he claims that “getting it wrong is part of getting it right” (in

Bowen, 1994: 46).

33



Scrivener and others agree that teachers should not approach errors as if they were something
harmful. They consider errors a natural part of learning and state that they are vital for the
learning process, as they offer opportunities for learning and further practise (Scrivener, 1994:
109; Oxford, 1994:137; Brown, 2007: 276).

Significantly, not all mistakes should be paid the same attention to. For instance, Norrish
distinguishes between errors, mistakes and lapses. Errors are considered to be the most
important to deal with, as they mean that the learner has difficulty understanding a new
concept. Mistakes happen because learners have not automatized the practised phenomenon
yet and lapses happen “due to lack of concentration, shortness of memory, fatique...” and
they do not have to be dedicated such attention (Norrish, 1983: 8). Clearly, the teachers
should try to diagnose the errors through careful monitoring. For this purpose, paying
attention to learners’ uptake, which means “observable immediate response to corrective

feedback on his/her utterances”, might be useful (Lightbown, Spada, 2006: 205).

In order for the corrective feedback to have formative potential, it should be as specific as
possible, so that the learner is given suggestions to improve, otherwise s/he can feel frustrated
when just being told the mistakes (Shute, 2008: 157). The amount of elaboration is
recommended be tailored to individual learners and situations, it should be neither
overwhelming, nor lacking in information (Brookhart, 2008: 33). In consonance with this

view, the following principles should be respected when delivering corrective feedback:

e Building confidence
e Raising awareness

e Acknowledging achievement and progress (Scrivener, 1994: 109)

2.3.3 Fluency vs. Accuracy

Even though fluency is claimed to usually ‘win over accuracy’ in real life situations, to pursue
communicative competence, activities should concentrate on both, accuracy and fluency
(Norrish, 1983: 3). Feedback on accuracy and fluency is recommended to be provided
differently. Harmer states that during activities targeted at fluency, it should be commented
not just on form, but especially the content should not be neglected. Corrective feedback
should be provided in a gentle, implicit way, using techniques such as reformulation or recast,

while over-correction is suggested to be avoided (Harmer, 2007: 145-146).
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However, as Lightbown and Spada postulate, the practices should be always decided with
respect to learners’ preferences, as different approaches might be preferred by various
learners, when it comes to correction in fluency-based activities (Lightbown, Spada, 2006:
191).

Regarding activities on accuracy, learners should be informed about their errors concerning
the practised phenomenon, in other words, utterances should be corrected in connection to the
objective, as foreshadowed in the alignment section. This can be done through various ways,
for example with the help of techniques such as recast, elicitation, clarification request,
repetition, etc. (Ur: 2012: 94-95; Meddings, 2009: 61). This classification was further
investigated and can be found in my bachelor thesis (Petrova, 2015: 28-31). Clearly, the rules
are not to be strictly followed by the teacher in every single situation. It is always vital to
consider the priorities of a given activity, to somehow balance feedback on content and form,
depending on the objectives.

It is stated that teachers can discuss the way of correction with their learners and find out what
way they feel most comfortable with (Harmer, 2007:145; Ur, 2012: 91). As Ur further
explains, “we are not necessarily obliged to do exactly as they want — our own professional
judgement also counts for something! — but we can certainly gain insights and awareness that
can inform classroom decisions” (Ur, 2012: 91). Hence, the teacher can get inspired by
learners’ comments concerning correction and adjust his/her way of correction accordingly

only in some aspects.

To summarize the characteristics of formative feedback, teachers should take into account
both, positive and negative aspects of learners’ performance. Learners should feel encouraged
to continue in learning, which can be either supported or ruined by feedback, depending on its
appropriateness. As mentioned earlier, teachers should avoid judgemental comments and stay
rather descriptive, always on a positive note, reinforcing performance strengths and
suggesting ways to work on weaknesses. Overall, teacher’s intention should be to provide
learners with such information that can be practically utilised in the future to make their

performance more fluent, comprehensible, appropriate and autonomous.
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2.4 Techniques to Facilitate Feedback Provision

2.4.1 Scaffolding

Meddings and Thornbury state that the term ‘scaffolding’ was established by Jerome Bruner
and it describes “the way that the learning of any skill is co-constructed in the interaction
between learner and teacher, whether the teacher is a parent, peer, sibling or actual teacher”
(Meddings, 2009: 10). Harmer defines scaffolding as follows: “a kind of supportive
framework for the construction of knowledge” (Harmer, 2007: 59). This construction can be
built through questioning or suggesting, prompting and commenting on specific points, so that
the teacher interacts with the learner accordingly to his/her level, in order to pursue the
objective (Lightbown, Spada, 2006: 131). Significantly, Applebee emphasizes that
scaffolding requires fulfilment of the following criteria, to function beneficially for both, the

learners and teachers.

Student ownership of the learning event

Appropriateness of the instructional task

1.
2
3. Structured learning environment
4. Shared responsibility

5

Transfer of control (Applebee, 1986 in Foley, 1994: 101)

Looking closer at the criteria above, their author claims that a learning event should enable
learners to participate actively and should be planned in a way that the activities address
learners’ needs and interests. Further, he explains that the ‘structured learning environment’
enhances “a natural sequence of thought and language, thus presenting the students with
useful strategies and approaches to the task” (Applebee, 1986 in Foley, 1994: 101). Such
environment clearly requires the presence of elaboration. The fourth criterion draws readers’
attention to the roles of the participants in the learning process. The learners are encouraged to
take greater responsibility, while the teacher should act more as a facilitator rather than the
controller, as also highlighted in the first chapter of this thesis. Last but not least, according to
Applebee’s fifth principle, the challenge of the instructional activities and learner’s level of
responsibility in interaction should gradually grow (Applebee, 1986 in Foley, 1994: 101). As
Harmer and Pollard point out, when the learner is able to function without the ‘imaginative
scaffolding’, teacher’s help is reduced and eventually stopped (Harmer, 2012: 147; Pollard,
2005: 149). Hence, with the help of scaffolding, the teacher helps learners on their way from

dependency to independency and, most desirably, to autonomy.
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It is noteworthy that scaffolding is vital also for self-assessment training, as it supports
learners’ (self) reflection and critical thinking (Petty, 2009: 369, MeSkova, 2012: 125). As the
teacher acts as a role model for the learners, his/her way of asking questions and critical view
might be copied by learners themselves in the future, using these activities as facilitative tools
for their self-reflection.

2.4.2 Questioning

Questioning can be viewed as a form of scaffolding, which is vital to use to direct learners
towards an established objective and aim (Kyriacou, 2009: 45). Petty states that teaching by
encouraging learners to respond to their teacher’s questions is called a ‘Socratic method’
(Petty, 2009: 202). This way of teaching is considered to be enhancing because it can broaden
learners’ knowledge, develop critical thinking and support curiosity and engagement (Mares,
Kftivohlavy, 1995: 63; Harmer, 2012: 161). Although this technique is not easy to master, it is
possible to learn how to apply it appropriately in practice (Petty, 2009: 193).

Research shows that a vast majority of teachers tend to ask closed questions just to find out
basic factual information and the nature of the questions is thus not challenging enough, as no
elaboration is required (Petty, 2009: 202; Kyriacou, 2009: 42-43). According to Lightbown
and Spada, such ‘display questions’ are not to very beneficial, as they “require little cognitive
effort on the part of the learner” (Lightbown, Spada, 2006: 130). Gavora argues that closed
questions can be useful for information retrieval but, unlike open questions, are not very

facilitative in terms of critical thinking development (Gavora, 2005: 81).

Even though open questions can be much more beneficial, it depends on their content and
formulation (Gavora, 2005: 81). It is suggested that teachers should start by training and
preparing questions in advance, so that they can assure their alignment with objectives
(Pollard, 2005: 329; Gavora, 2005: 84). This preparation is supposed to facilitate asking
questions of wider potential promptly in the classroom. Specialists in the field acknowledge
that questions should be comprehensible, short and rather open, as they offer a variety of
answers and thus encourage creativity (NeleSovska, 2005: 43; Meddings, 2009: 35). When
asking the questions, teachers should be attentive to engage all learners and also, they should

not overwhelm them by asking more than one question at a time (Petty, 2009: 194-195).

Questioning can enable and facilitate feedback provision, as it encourages verification and

elaboration in an interactional way.
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Moreover, through these techniques, teachers can help learners not to divert from the

objectives, as they can direct towards them through suitable questions and comments.

2.5Feedback Provided by Learners

To make the section about feedback provision complete, it is necessary to emphasize that the
teacher should not be the only person in the class to provide feedback.

2.5.1 Peer-assessment

Learners, as foreshadowed previously, should be gradually trained to provide feedback on
their own and their peers’ performance. In this way, the teacher can direct his/her learners to
reflection and thus raise their metacognitive awareness (Stary, Laufkova, 2016: 27). First of
all, it is necessary to make learners acquainted with feedback principles, so that it is
appropriate before bringing it into practice (Slavik, 1999:76). This should ensure avoidance of
inappropriate judgemental comments, unrelated feedback and so forth. For these purposes, it
is recommended that learners begin with written feedback provision, so that they have more
time for its formulation. The teacher should emphasize the fact that formative feedback
should start with encouraging and positive comments and continue with a suggestion or a
question concerning the weaknesses (Stary, Laufkova, 2016: 31, 32). Pollock mentions
another technique to train feedback provision, with the help of the so called ‘turn-and-talk
techniques’, in which learners provide feedback on their ideas or performance to each other,
following clear criteria (Pollock, 2012: 52). She further elaborates on the positive impact of

this technique, saying:

When students are given the opportunity to turn-and-talk, they initiate feedback
through peer teaching, ask questions that pertain to their own understandings, and gain
the confidence to initiate feedback and instruction from the teacher. (Pollock, 2012:
52)
Clearly, peer feedback training needs time, patience and certain rules for the learners to
follow, in order to work properly. However, as Pollock states, its facilitative and motivational
impact might be soon realized by all participants of the learning process and regarded as a

natural part of the lesson (Pollock, 2012: 39).
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2.5.2 Self-assessment

Self-assessment or self-reflection is explained as the process of thinking about positive and
negative aspects of one’s own actions (K¥ivohlavy, 2015: 62). It is an important activity that
every learner should have the opportunity to learn and participate in. Petty emphasizes the fact
that self-assessment has formative potential and thus is very convenient to develop in learners
(Petty, 2006: 352). However, to fulfil this potential, again, it needs to be approached well.
Pollard draws attention to the fact that, similarly as feedback in general, “self-assessment
must be related to the task, not the learner. For example, ‘What did you find hard, and why?’
not ‘Who found it hard?’” (Pollard, 2005: 329). Many authors claim that self-assessment is
valuable especially because of its potential to develop autonomous learning and stimulate
intrinsic motivation and metacognition (Brookhart, 2008: 58; Meskova, 2012: 125; Stary,
Laufkova, 2016: 27). Therefore, the aim should be to enable learners and encourage them to
become, as Petty states, reflective practitioners. In ideal case, the learner critically reflects
upon his/her performance, devises strategies for improvement, monitors progress and

establishes new objectives to pursue the aims with (Petty, 2009: 339).

Self-assessment activity should not be considered a natural part of learner’s behaviour and
teachers should be aware of the fact that it needs to be practiced (Pollard, 2005: 327).
Brookhart states that it is the teacher’s responsibility to practise the process of monitoring,
assessing and setting objectives with his/her learners (Brookhart, 2008: 60). Moreover, Harris

and McCann emphasize that:

If students are encouraged to assess their own work, to think about their own mistakes
and to try to correct them, they are more likely to improve than when only the teacher
assesses and corrects (Harris, McCann, 1994: 64).

Concerning the reflective training in practice, an important condition is that learners are
provided with an objective or criteria, depending on the complexity of the task, so that they
know what to focus on. As mentioned previously, learners can also participate in the process
of establishing the criteria, after having been trained for it. To facilitate the self-assessment
process, the criteria can be organized into a form or a checklist, worded and prepared
appropriately for the given level and age of the learners (Petty, 2009: 369; Kasikova, 2012:
102; Stary, Laufkova, 2016: 37).

39



Regarding young learners, the use of graphic symbols reflecting the scale of successful
fulfilment of observed phenomena is recommended to use, as it is more comprehensible for
them (Stary, Laufkova, 2016: 36). Further, learners can be encouraged to establish diaries or
portfolios, which can facilitate monitoring of their work and might support intrinsic
motivation and self-esteem (Harris, McCann, 1994, 66; Stary, Laufkova, 2016: 75). The
previously mentioned directive tools can help with activities such as self-assessment,
feedback provision or interaction with objectives, notwithstanding the fact if feedback
information is to be delivered in a written form or if intended as preparation for oral feedback.

To conclude, directing learners towards self-assessment activity is crucial. It can have positive
impact on their autonomous learning, for which it is necessary to be able to establish an aim,
suggest steps for its pursuance and self-assess towards individual objectives planned to

achieve the aim.
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. PRACTICAL PART

3. Research

The practical part of this diploma thesis presents an action research conducted by a trainee
teacher, the author of this paper. The research was carried out in one of the language schools
in Pardubice, from the beginning of March to the end of June 2017, while the main aspect for

investigation was feedback provision and its connection to objectives.

3.1Research Aim

An overall aim of this action research is to analyse feedback provision, investigate its
alignment with objectives and determine action points. Further, to suggest and carry out
modifications to address the action points and evaluate if the modifications contributed to any
changes. For the sake of clarity, each phase of the action research was assigned with its own

research question to focus on.

Analysis:

e What are the strengths and weaknesses of feedback provided in lessons? Is feedback
aligned with objectives of the activities? What are the problematic areas?

Planning:
e What techniques can be used for modification to address the problematic areas?
Intervention and Reflection:

e How did the intervention proceed? Did the implementation of techniques contribute to
any changes? In what ways?

Reflection:

o What are participants’ perspectives on the procedures introduced by the action
research?

3.2Research Population
Firstly, general information regarding the teacher who conducted the action research, the
author of this thesis, is stated. From now onwards, the first person “I” is used, as Tracy

encourages it by suggesting that it “reminds the reader of the researcher’s presence and

influence” (Tracy, 2013: 234).

41



Being 25 years old, my teaching practice is not that far-reaching. Apart from compulsory
teaching practice during my studies, | have worked as a tutor of English for learners of
various levels, from beginners to upper intermediates, in Pardubice since 2014. The main
reason for conducting this research is the fact that after paying attention to feedback theory
and conducting a research concerning this topic at a secondary school in my bachelor thesis, I
realized its great potential and also possible consequences of poorly delivered feedback.
Therefore, gradually, a need for a change in my own feedback provision aroused. | started
noticing certain problems concerning my feedback at some points and as | knew that a change
would not happen overnight, the action research seemed to be the most suitable procedure to

select.

There were six learners participating in this research. Four of them attend individual classes,
plus there was a group of two. As the participants were not homogeneous, it is appropriate to
state essential information concerning their level of English, approximate age and gender, so
that the reader becomes, in a way, acquainted with them. However, specific personal data is
avoided, in order to follow the confidentiality principle (Svatidek, Sed’ova, 2007: 45). The
first person, referred to as ‘learner number one’ (L1), is a middle-age woman who attends
intermediate individual classes of English that take 60min. She takes one lesson per week.
The second learner (L2), a woman in her twenties, is a pre-intermediate learner of English and
her lessons are of the same frequency and timespan. It might be noteworthy to state that
unlike the rest of the learners, whom I have been teaching approximately three years, this
woman started taking the course at the same time the research period started. The third person
(L3), a man in his thirties, attends individual elementary English classes, 60min once a week.
Next, the fourth participant (L4) is a nine years old girl and attends a 60min beginner lesson
once a week. In the previously mentioned group (G), there are two women in their forties,

attending 90min lessons of English for upper-intermediates.

3.3Research Methodology and Schedule

Concerning methodology, the action research was selected, as it intends “to bring about
change in some aspect of the teacher’s class with subsequent monitoring of the effects of the
innovation” (Richards, Lockhart, 1994: 6). In order to achieve the desired change, teachers are
supposed to act as ‘reflective practitioners’, who are prepared to learn from both, positive and

negative aspects of their teaching (Petty, 2012: 339; Kumari, Srivastava, 2005: 97).
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Conducting an action research, it was advisable to carry out the following phases in cycles:

1. Planning

2. Action

3. Observation

4. Reflection (Richards, Lockhart, 1994: 12)

Before planning the action/intervention, there was a need to analyse feedback provision, in
order to be able to determine the action points, which was done in March 2017. Having the
action points determined, planning the action, intervention and observation was carried out in
cycles from the beginning of April to the end of June. In sum, there were 11 lessons per each
learner and the group, apart from L4, with whom it was possible to have just 8 lessons due to
her absence and impossibility to have substitute lessons. All in all, the action research was
conducted within a span of 52 lessons. At the end of June, the research was formally
concluded by holding interviews with learners, who reflected on their experience connected to

the action research procedure.

3.3.1 Instruments for Data Collection and Analysis

For the purpose of qualitative data collection, several instruments were worked with,
specifically audio-recordings, reflective diary and interviews. The first tool, audio-recordings,
enabled me to capture feedback as it really was. The second tool, a reflective diary, was used
to reflect on the action research procedures from the teacher’s point of view. Lastly,
interviews were conducted in order to find out learners’ opinions concerning the new way of

feedback provision.

For the purposes of analysis, lesson transcripts, lesson plans, and later also self-assessment
forms were used, to find out information about feedback alignment with objectives. Samples
of these can be found in the Appendices section. In order to analyse and find important
sections related to the investigated phenomena, open coding was used with all — lesson
transcripts, diary entries and interviews. Coding enables to find, classify and categorize
specific data important for the research, in a way that given parts of the text are assigned with
specific words or more complex phrases, which are subsequently worked with for the analysis
purposes (Svati¢ek, Sedova, 2007: 92). Hendl informs that open coding enables the

researcher to flexibly broaden the set of codes with further study of the text (Hendl, 205: 247).
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For the sake of clarity, data analysis and interpretation is presented in a chronological order,
so that the reader is acquainted with the research phases gradually, in a way they proceeded.
From time to time, readers are provided with lesson excerpts, which serve as explicit

demonstrations of discussed phenomena.

3.4Feedback Analysis (March)

The first step of the action research was to analyse feedback provision at the initial stage of
the action research, to realize its strengths and weaknesses, in order to be able to proceed
further to suggesting, planning and employing alternative techniques. The analysis can be
viewed as a sieve, through which all feedback is guided, to retain the action points for further
manipulation. Therefore, this part tries to find answers to the following questions:

e What are the strengths and weaknesses of feedback provided in lessons? Is feedback
aligned with objectives of the activities? What are the problematic areas?

In order to find out specific information concerning feedback provision, the following seven
criteria about feedback content were worked with while analysing the lesson transcripts, so
that no important aspect of feedback was neglected. They are based on Susan Brookhart’s
feedback content descriptors, discussed in the theoretical part of this thesis. Individual aspects
are convenient to work with, as they represent the essential feedback qualities. Neither of
them should be neglected to unveil an overall image of feedback provision. It is necessary to
mention that the second category was added for the purpose of this thesis, as it believes that

quality feedback consists of teacher feedback and learner’s self-assessment.

1. COMPARISON:

Is feedback criterion-referenced, self-referenced or norm-referenced? Is feedback

aligned with objectives of the activities?
2. AGENT:
Who is the agent providing feedback? Is it the teacher, learner himself/herself or
peers?
3. FOCUS:
Is feedback targeted at learner’s performance rather than the learner himself/herself?
4. FUNCTION and VALENCE:

Is feedback descriptive rather than judgemental? Is it provided in a positive way?
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5. CLARITY:

Is feedback provided in a way and language that is clear for the learner?
6. SPECIFICITY:

Is feedback information specific enough but not overwhelming?
7. TONE:

Is feedback provided on a positive note?

Exploring feedback with the help of these criteria enabled both, investigating the quality of
feedback provision and its alignment with objectives of the activities. Overall, in March, there
were 18 lessons, specifically three lessons with L1, five lessons with L2, three lessons with

L3, two lessons with L4 and five lessons with the group.

3.4.1 Comparison

The first section is dedicated to comparison, while the primary focus is placed on feedback
alignment with objectives. First of all, it is vital to comment on the planning procedure itself,
as it can be closely connected to the interaction with aims and objectives in lessons. Each
lesson plan included an aim that was supposed to be met at the end of the lesson. Next, there
were activities supposed to enhance the aim attainment. However, individual objectives of the
activities were not included in my plans, nor were they interacted with. Having no objectives
to follow during the lessons seems to influence my feedback, especially its clarity, adversely,
as it either focused on many various aspects of learners’ performance simultaneously, or was

provided in a very vague way, as | did not know what to focus on.

It was found out that norm-referenced feedback was not used in any cases. Further, self-
referenced feedback, which compared learners’ performances with the previous ones,
occurred to emphasize their progress, which seemed to have positive impact on learners’ self-
efficacy, as their uptake was positive. Next, attention to aims was paid only at the beginning
of the lessons. | plainly stated them, so that the learners would know what approximately to
expect. Interaction with aims in lessons, or concluding comments concerning their attainment,

was not registered.

Thus, it can be assumed that the learners did not attach much importance to aims, as the
teacher did not encourage it in any significant way. The following excerpt from the lesson

with the group illustrates the previously mentioned misalignment.
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G 31/3/17

Lesson aim: At the end of the lesson, the learners will be able to state pros and cons of
being on a diet with the use of the following phrases: ‘to gorge on’ ‘to binge on’ and
‘to cut down on something’.

Instructional activity: Discussion about what food people usually binge on.

L (b): I think people usually binge on chocolate or things like that.

L (a): That’s true, but for example I don’t like chocolate and I binge on totally
different things... for example coffee, | drink like six cups a day... horrible.

L (b): Huh, quite much...

T: Yeah, that’s quite a lot, ‘L (b)’ you mean too much coffee... or you should say too
many if you mean cups of coffee, is that clear?

L (b): Yes yes, | know.

This example shows that learners’ conversation was interrupted by my corrective feedback,
which could have been delivered afterwards, as also recommended for fluency-based
activities. Not following the objective, as it was missing in the system, one would assume it
will focus on the aim, on what was done well and what might have been done differently.
However, my corrective feedback was associated with accuracy, drawing learner’s attention
to incorrect utterance associated with uncountable nouns. Even though the learners were
encouraged to continue after my interruption, the activity lost its flow. When they finished,
they were provided with the following unspecific praise: “Good job, I really like the way you
talked about it”. This excerpt was selected as an illustration of a problem occurring in all

March lessons.

Thus, concentrating on different aspects than intended, ignoring the activity focus and the

lesson aim, the logic of my feedback provision was very poor.

As emphasized in specialized literature, the interaction with aims and objectives in lessons is
beneficial because it is likely to make the lesson more systematic and focused (Pasch, 1998:
92). Also, as stated in the theoretical part, just stating the aim is not enough (Anderson,
Krathwohl, 2001: 20). My March lessons proved that the absence of objectives in the lesson
planning activity and lesson interaction negatively influenced the learning process, as it made

it unorganized and both, the teacher as well as the learners did not know what to focus on.
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Therefore, the integration of objectives in my planning routine, introducing them to learners
and interacting with them was viewed necessary, as it might improve he previously mentioned

problems.

3.4.2 Agent

The next aspect to be dealt with is the agent. According to lesson transcripts’ analysis, the
only active feedback provider was the teacher. The learners were not sufficiently encouraged
to self-assess or, regarding the group, to provide feedback on each other’s work. Moreover, all
my March diary entries are concerned only with teacher feedback, which illustrates that I did
not pay much attention to learners’ self-reflective activity. | am aware of the fact that peer and
self-assessment were neglected, as | did not know how to approach and integrate them in my

lessons.

Even though there were hints of trying to get learners’ opinions on their performance, calling
them opportunities for self-reflection would be too optimistic, as they did not provide
learners with actual space and encouragement to express their views. Articulated in a form of
comments including question tags, such as “It was good, wasn’t it?”, learners were indirectly
forced to respond with an affirmative answer. They reacted with “uhuh”, “yes, it was good”,
or nonverbally. Clearly, the learners were not used to monitoring their work, as they did not

know what to focus on, how to self-assess and why to do so.

To further illustrate the inability to direct learners in their self-assessment activity, a role play
situation is presented. The learner was supposed to follow and give directions, while
distinguishing specific kinds of flowers in English. Each of us had a picture of a maze, one of

the pictures included flower beds and the other was empty.

At first, the learner was supposed to follow my directions and to draw a flower bed at the
specific place. After this, she gave directions to me and | was supposed to find the specific
flower bed. In this way, we swapped our roles after each round. The learner fulfilled all the
steps, which was confirmed by drawing the flowerbeds at the given places. The activity was

concluded by the following discussion:

47



L2 31/3/17

T: It was fine, wasn’t it?

L: Hm, yes but my instructation was bad.

T: Instructions, your instructions weren’t bad.
L: I can’t give instructions.

T: And what was good?

L: Now I can talk... um... give names to flowers.

As reflected by this excerpt, the first question indirectly forced the learner to agree with my
statement. Looking closer at the learner’s reaction, she agrees with the fact that ‘it was fine’
but at the same time, she complains about having problems with the direction giving,
probably suggesting that further practise would be appreciated. Notwithstanding her
complaints, an incorrect utterance ‘instructation’ is corrected, while the lapse is not connected
to the activity objective, and thus should not be corrected. Then I disagree with the statement
that her instructions were poor, not explaining why. The learner emphasizes her concerns
again and probably needs to hear some strategies for improvement or to agree on further
practise. Instead of these, | ask her to look at the positive aspects of her performance, ignoring

her problem.

This situation illustrates my inappropriate behaviour and necessity for learners’ self-
assessment training, as they did not know what specifically to assess. Clearly, the absence of
objectives caused that learners’ self-assessment, regardless of how rarely it occurred, lacked

objectivity, because they did not know what their performance should be compared with.

As specialised literature suggests, each participant of the learning process should be enabled
both, to receive and provide feedback (Kluger and DeNisi in Hattie, 2011:1).

In terms of ‘agent’, the way feedback provision was carried out in my lessons was antithetical
and might have inhibited learning. There was a clash in my feedback and their perception of
their performance, which is likely to be caused by the absence of objectives. Thus, concerning
the ‘agent’ question, major changes needed to be introduced, especially in terms of raising
learners’ metacognitive awareness and training in the area of self-reflection and objectives. As
it is stated, in order to cultivate learners’ feedback, there needs to be teacher’s formative
feedback to serve as a model (Slavik, 1999: 28).
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Therefore, on the basis of feedback analysis in terms of agent, fundamental changes needed to
be implemented in my feedback provision techniques, in order to cultivate learners’ self-

assessment.

3.4.3 Focus

Looking closer at feedback focus, it was realized that feedback information was related to
task, process, self-regulation, and did not focus on the learners themselves. The following
sections describe the observed phenomena separately, with the use of example situations, so
that the reader can develop better awareness of what feedback focused on.

Feedback about the task:

Feedback about the task was provided in the form of verification or concise elaboration.
Learners’ correct utterances were praised with the help of words such as “yes”, “perfect”,
“good job”, “correct”. Concerning incorrect utterances, corrective techniques included
recasts and explicit correction, which can be seen in the first example stated below. L1 was
supposed to describe what she did at the weekend. The incorrect plural form of sheep was
corrected with a recast. In the same excerpt, explicit correction was used to provide learner

with the word ‘hoof’.
L1 16/3/17

L: We visited our sheeps and cut their... er... legs.

T: Oh, you have sheep, that’s interesting. And you probably mean you cut their
hooves not legs.

L: Yes, hooves.

Repetition, the third technique that was used, is illustrated in the excerpt from a lesson with

L3. He was supposed to describe objects using suitable adjectives.

L3 8/3/17

L: The bottle is full.
T: Full?

L: No... um... empty!
T: Good, empty.
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Lastly, the fourth observed technique was metalinguistic feedback. It can be seen in the
following excerpt with ‘L(b)’ from the group. They were supposed to discuss books and films
that inspire them.

G 17/3/17

L(b): Yeah, it was a nice book... also about dogs but I'm not sure if we have it still at
home... maybe I throw it away because the kids are too old for it now.

T: You talk about the past, so you need to put throw away also in the past, it’s
irregular, you know...

L(b): Ah... throw threw thrown, so threw away!

The last example unveils an important aspect to be commented on. It was found out that there
was discrepancy between activity focus and teacher’s feedback. In the example above, it is
possible to notice that the primary focus was on fluency and | provided feedback associated
with accuracy. As the theoretical part acknowledges, during activities aimed at fluency, the
learner needs to concentrate on what s/he is saying and corrective interruptions might be
stressful for him/her. Moreover, the teacher should rather encourage the learner and comment
on content. Facing this problem, strategies to avoid this overconcentration on accuracy needed
to be planned. Clearly, the presence of objectives in lessons might contribute to improvement
of feedback focus as well, as they help the teacher and learners concentrate on a specific

point.
Feedback about the process

Although suggestions on further practice or language learning strategies occurred in feedback
information, the whole process was quite unorganized. The most significant problem was that
the strategies were not usually linked to what was intended to achieve through the activities.
Therefore, learners’ attention was drawn to different phenomena, which is often undesirable,
as it might be confusing for them. Overall, feedback on process was not provided in a very
facilitative way because it was either too brief or not clearly connected to objectives of the
activities, which were absent but possible to formulate when thinking about the intention of

activities. The following examples are presented to better illustrate my previous claims.

The first situation to be presented occurred in a lesson with the group. The learners were

supposed to suggest their tips to keep a healthy lifestyle and discuss them.

50



They were discussing their tips, talking about benefits of drinking tea and L(b) asked L(a)

what his favourite tea was. The response was as follows:

G 31/3/17
L(a): Er... I don’t remember the brand...but I drink...how to say sypany caj?
L(): Hm... I also don’t know.

T: Loose leaf tea. It could help you to read the information on the boxes in English, 1
actually learned it this way.

| interrupted the discussion, provided learners with translation and a strategy for learning
vocabulary (underlined). Rather than encouraging learners to use circumlocution in such
cases, they were provided with translation and a strategy to learn vocabulary, which was not

connected to the activity objective.

Next, it is worth mentioning that my behaviour did not contribute to learners’ actual need to
use the strategies, as | provided them with vocabulary translation or other utterances
whenever they asked for it. This can be seen from the lesson excerpt with L2, who was

supposed to ask yes/no questions to find out a country.

L2 31/3/17

L: Is this country in Europe?

T: Yes, itis.

L: Are there many... jezera?

T: Lakes...yes, there are.

L: Haupttown Oslo?

T: Its capital city is Oslo, yes.

L: Norway!
As possible to notice from the excerpt, instead of encouraging the learner in managing the
situation on her own, specifically directing her to approximation or explanation of the word
‘lake’ in English with the use of vocabulary she knows, | provided her with translation. In the
second case, instead of using the recast to provide her with the word ‘capital city’, | could
have reinforced the strategy of using her second language, German, to help her when she is
lost. If the strategies had been reinforced and praised, the learner might have felt more

independent.
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As mentioned in the theoretical part, if the teacher helps learners too often and too much, their
self-efficacy might be impaired, because the learners can assume they are unable to manage
their task without teacher’s help (Brookhart, 2008: 21). Feedback about the process is
considered to be of pivotal importance, as it fosters learners’ metacognition and can improve
their learning. This is likely to happen if the teacher approaches process feedback well. It is
vital to equip learners with facilitative strategies or suggestions on alternative approaches to
their task. Provided that learners are delivered with these strategies, they should have an
opportunity to utilize them and realize their potential to improve their learning. As illustrated,
my feedback on process did not fulfil the previously mentioned requirements and thus needed

to be modified to be more facilitative for the learners.
Feedback about self-regulation:

| realized that the process of self-regulation was closely connected to my feedback provision,
especially corrective feedback. | noticed that learners monitored their pronunciation or
grammar issues and tried to self-correct the mistakes that | frequently corrected. As an

example, a situation from the third lesson with the group is presented.

G 17/3/17

2L(b): “1 had a great weekend, there was an event /i:vnt/ in the theatre. Ah, uZ zase!
Event / 1'vent/. Ja se to snad nenauc¢im!”

Although self-regulation occurred with frequently corrected utterances, the main problem was
that learners’ attention was fragmented in the same way as mine, focusing on various aspects
of their speech, without any prioritized direction. For this purpose, objectives were seen as a
possible solution. Further, in terms of self-assessment activity and monitoring, there was an
immense potential for improvement, as | did not foster those in any significant and directed
way, as discussed previously in the agent section. Furthermore, my excessive help, such as
finishing learners’ utterances or providing them with translation, apparently did not contribute
to autonomy development, which is seen as crucial to be cultivated in learners (Pollard, 2005:
327). Therefore, realizing that self-regulation is the next area necessary to improve, it needed

to be addressed in the plan for improvement as well.

2 English translation: Ah, again! Event / 1'vent/. I'm not able to remember this one!
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Feedback about “self”

Regarding feedback about “self’, March lesson revealed that my feedback did not focus on
the learners themselves. Notwithstanding the fact if praise or criticism, feedback message was
targeted at learners’ performance. To provide the reader with an example, in his third lesson,
L3 was supposed to name specific pieces of furniture. When the activity successfully finished,
instead of saying “You are so talented, no mistakes, you were brilliant as always ”, which is
not recommended, | said “Good job, you can name all these pieces of furniture and great that

you remember ‘ph, th, kh’ like table, picture .

This way of stating feedback reinforces learner’s work and does not concern the learner
personally, which is the way it should be done (Dweck, 2006: 221). Thus, as feedback about
“self” was not provided, it was consistent with the claims in theory and intervention in this

area was not necessary.

3.4.4 Function and Valence

Analysing the transcripts from March in terms of function, it was possible to observe that my
feedback did not entirely fulfil the quality of descriptive feedback. It provided learners with
either general praise words or unsystematic information concerning their performance,
probably caused by the previously discussed misalignment of feedback and aims. The central
point to make is that the descriptive level of my feedback was low and needed to be modified
in order to meet formative feedback requirements. As foreshadowed in the previous part about
focus, my feedback included verification or brief elaboration, not connected to the objectives
of activities, as they were not worked with. From time to time, | provided learners with
strategies, but generally, my feedback was delivered in an unorganised and confusing way. In
some cases, it even happened that there was a mismatch in a feedback message, which is

illustrated in the following example from a lesson with L3.

L3 1/3/17

Lesson aim: At the end of the lesson, the learner will be able to use phrases for picture
description in the context of shopping.

Instructional activity: Describe a picture ‘in the shopping centre’.

T: “Ok, perfect. Remember, every time you describe a picture, you need to say: he is
shopping or she is smiling and there is a shop or there are people, ok? Um...but you
know the vocabulary quite well, good job... you used incorrect prepositions, but don 't
worry, we will talk about them in the future”
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The first highlighted part suggests that the task was successful, while the second comment
suggests that the learner did not manage to fulfil the task, as he struggled to use the essential
prerequisites for picture description. Next, an unspecific praising comment concerning
vocabulary follows and feedback is completed with an unspecific remark concerning
prepositions, which is unrelated to the activity objective.

Moreover, the word ‘preposition’ was inappropriate for the learner’s level of English, so he
probably even did not understand to this part. Even though there were specific comments
concerning incorrect utterances, the learner was not informed about what specifically was
done well and what to do in order to improve the problematic areas. Clearly, this feedback

cannot be called formative, similarly as the following situation.

L1 23/3/17

Lesson aim: At the end of the lesson, the learner will be able to talk about herbs, using
specific vocabulary.

Instructional activity: What do you think are the advantages of herbs? Talk about them.

T: “Uhuh, fine... great that you remember the pronunciation of ‘potatoes’, ‘cilantro’ and
also the difference between ‘I’m cold’ and ‘I have a cold’.

Instead of commenting on her ideas and the way the advantages were presented, comments
concerning pronunciation and a correct use of the phrase ‘I have a cold’ are highlighted.
There are no suggestions for further improvement, which would have been suitable, as the
learner struggled to present her recommendation in a natural way and presented it more like a
list of advantages. Therefore, she probably felt that her performance was good, while she
failed to meet the main objective. Another problem is that the learner was not acquainted with
ways how to summarize in English, so telling her how and practising it at first and then

commenting on what might have been done differently would be more meaningful.

Obviously, there was also a need to improve feedback valence, as my feedback messages
were not very positive, meaning potentially helpful. T tended to praise learners’ utterances a
lot even in situations that would require rather suggestions and encouragement for further
practise. Also, it is necessary to point out that | was not able to talk about learner
performance’s weaknesses in a comprehensible manner, so that the learner would know how

to work on them.
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As discussed in the theoretical part, feedback needs to reinforce positive aspects of learner’s
performance, gently pinpoint its weaknesses and suggest steps for improvement to be

formative, which was not fulfilled in my lessons.

3.4.5 Clarity

Concerning feedback message clarity, several problems were already realized and mentioned
in the valence, function and comparison sections, supported by examples. These examples
indicated also shortcomings in feedback message clarity, as it lacked information concerning
strong and weak aspects of learners’ performance, as well as possible steps for improvement.
Thus, feedback clarity was intended to be improved by the interaction with objectives,
through which enable to focus on particular aspect.

In terms of language clarity, my language was adapted to learners’ level of English. With
beginners, complex feedback messages were delivered in Czech, to minimize
misunderstanding. According to learners’ uptake, which suggested their understanding, it can
be stated that in terms of language my feedback was clear. An excerpt from a lesson with L4

is presented to support my claim.

L4 31/3/17

Lesson aim: At the end of the lesson, the learner will be able to recall days and
months.

Instructional activity: Sing a song about days and months.

T: Well, let’s sing the song about days and months.
3L: Co je month?

T: Mesic.

L: Ne ne, to je moon!

T: Eh, well, this is the moon (drawing it) but months are, for example, January,
February, March... is it clear?

L: Aha!
As hopefully visible from the lesson excerpt, | tried to assure that the learner understands and
if not, | tried to clarify my message with the help of examples, non-verbal means or with the

help of Czech.

3 English translation: L: What does the month mean? T: Mésic L: No, that’s not true, it is the moon!
55



3.4.6 Specificity
Feedback specificity requires particular attention, as the learners were provided with vague
feedback that did not suggest any specific steps for improvement. The following examples

illustrate the insufficiency regarding feedback specificity.

L4 24/3/17

Lesson aim: At the end of the lesson, the learner will be able to use present continuous
to describe what people are wearing.

Instructional activity: Describe what Susie, a girl in your picture, is wearing.

T: ‘L4, tell me, what is Susie wearing?

L: Susie wearing a sweater.

T: Uhuh, Susie is wearing a sweater, what colour is it?
L: Pink and blue.

T: Ok, now, how about her trousers?

L: Yellow.

T: Uhuh... and what is this?

L: Boots, brown.

T: Ok, good job ‘L4’

This excerpt illustrates my incapability to provide the learner with appropriate and
corresponding feedback. Clearly, the objective of this activity was not fulfilled, as its
intention was to practise present continuous structures. Instead, | started to ask for vocabulary
retrieval, such as colours and clothes items. It is noticeable that feedback at the end of the
activity was delivered in a form of unspecific praise, not informing the learner about specific
positive aspects of her performance, which is seen as not very useful (Harmer, 2012: 148).
Again, in such cases, the learners might think they succeeded in everything and thus do not
have to work harder, although there is always something to improve. In other words, if the
teacher assesses the performance as perfect every time, there is probably nothing more to
work on. | was supposed to make specific both, the medal and especially the neglected
mission, which might help learners to see improvement in specific aspects and, importantly,

realize that there is always something to improve.

3.47 Tone
In the area of tone, no major problems were anticipated. Even though not very facilitative, my

feedback was provided on a positive note and in an encouraging way.
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Superlatives concerning learners’ performance were used rather excessively, and thus
probably did not have much of an impact. At that time, | considered this to be a good way to
encourage learners. Later, after realizing the importance of formative feedback, I found out
that unspecific praise, delivered even at times when not appropriate, does not help very much.
In order for the praise to be effective and taken seriously by the learner, it needs to be specific
(Sedova, Svaiicek 2012: 135). Thus, the concluding statement is that | did not need to change

the tone of my feedback but change the provision strategy and its content.

3.4.8 Action Points
On the basis of feedback analysis, the following action points were determined as most

critical to improve.

Incorporation of objectives:

The following steps were suggested to address the comparison aspect.

e Incorporate objectives in lesson plans and interact with them in lessons.
e Provide feedback in alignment with objectives.

e Direct learners to self-assessment against the objectives.

Formative feedback delivery:

The following steps were suggested to improve the valence and function, focus and specificity
of feedback.

e Avoid unspecific praise and overcorrection.
e State specific strengths, weaknesses and suggest how to improve.

e Provide learners with suitable and aligned strategies.

Learners’ independence and self-assessment activity:

The following steps were suggested to address the problems anticipated in ‘the agent’ area.

e Do not help learners too much to get their message across.
e Stop translating vocabulary in fluency based activities.
e Ask learners to comment on their performance before providing them with

feedback.
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The change in feedback provision needed to come gradually, to make it as manageable and
meaningful for all participants as possible, and thus the intervention was divided into two
phases. In order to start working on modification in the previously mentioned three areas,
techniques for intervention were planned and implemented, which is described in the next

chapters.

3.5Intervention | (April)

The primary intention of this part is to answer the following:
e What techniques can be used for modification to address the problematic areas?

e How did the intervention proceed? Did the implementation of techniques contribute to
any changes? In what ways?

In April, special attention was dedicated to objectives and formative feedback provision, to
create a better model for learners’ self-assessment, as recommended in the theoretical part
(Slavik, 1999: 28). Further, the learners started to be asked to gradually self-reflect on their
performance in connection to objectives. Unfortunately, there were many absences in April,
there were three lessons with L1, one lesson with L2, L4, the group and two lessons with L3,
so eight lessons in sum. However, notwithstanding the number of lessons, there were

significant findings realized, possible to read about in the next subchapters.

3.5.1 Formative Feedback in Alignment with Objectives:

The following paragraphs describe what techniques were implemented to improve the
previously mentioned phenomena. First of all, in order to be prepared for the lessons,
formative feedback provision was practised at home on situations from March, recorded and

reflected on, so that its formulation would become clearer, easier and more automatic for me.

Secondly, the lessons started to be planned in a more rigorous way, dedicating extra time for
feedback in each activity, so that the learners could be delivered with sufficient feedback,
without being too constrained by time. Thirdly, when planning, | paid more attention to
Bloom’s taxonomy to state clear and specific not just lesson aims, but especially

corresponding objectives, to make my feedback related to the specific objectives.

Besides the training outside the classroom, techniques like scaffolding in the form of
questioning and prompting was planned to be used in the lessons, in order to stimulate

learners’ self-reflection in alignment with objectives.
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For the sake of training, | pre-planned specific questions for particular activities, so that I
could employ them more promptly in lessons. Lastly, a set of strategies that might facilitate
particular objectives attainment started to be included in lesson plans, in order to be able to
provide learners with aligned elaboration.

Looking closer at formative feedback, the process of implementing the new way of feedback
provision was not immediate. However, lesson transcripts’ analysis shows that by the end of
April, there was a certain shift concerning formative potential of feedback information and its
alignment with objectives of activities. The training thus seemed to be worthwhile.

Having the objectives prepared and clearly stated in the plan, it was much easier for me to
direct my feedback towards them. Frequent delivery of unspecific praise was substituted by
longer clusters of more specific, thoughtfully provided feedback. However, notwithstanding
its length, my feedback information was still not as it should be. Even though | knew that in
order for feedback to be formative, a medal and a mission need to be present, feedback
provision in April showed that I struggled to incorporate the mission. To illustrate this, the
following excerpt introduces a situation with L(b) from the group, who was supposed to
analyse a complaint concerning food delivery services. She managed to meet the objective

and I provided her with the following feedback:

G (L(a) absent) 7/4/17 (F)

Aim: At the end of the lesson, the learners will be able to complain about services in a
polite and assertive way, with the use of specific structures.

Objective: Ls identify principles for making a complaint polite and assertive from the
text

Instructional activity: Read the complaint about food delivery services, find out its
specificities and discuss why it was worded like that.

T: | really liked the way you analysed the complaint and commented on various
aspects of it... | mean things like formality, appropriateness... and also, that you
found specific examples in the text. Good job, ‘L(b)’!

There are certain aspects in this situation worth commenting on. The first part in bold shows
my effort to make feedback information more specific, giving examples of what was done
well to successfully attain the objective. Clearly, | could have been even more specific, but in
comparison with feedback in March, when my feedback was very concise, there was a certain

level of improvement in terms of specificity and usefulness.
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Although the improvement of the medal in the form of specific praise is observable, the
mission is not present, suggesting the previously mentioned incompleteness of formative

feedback message.

The next excerpt below shows that, if formulated, the missions included elaboration. Thus,
after mentioning the weaknesses of learner’s performance, alternative strategies were

suggested to avoid the problematic issues in the future.

L3 12/4/17 (F)

Aim: At the end of the lesson, the learner will be able to use compensation strategies
(circumlocution and approximation) in the context of work.

Objective: L recalls specific professions and describes what people of those
professions do, without mentioning the name of the profession.

Instructional activity: (Guessing game) Describe a profession without saying the word
and then swap and guess.

T: Uhuh, well done, great that you remember to say a doctor, not just doctor. Jinak
jste dokazal opravdu dobie popsat tu prodavacku a doktora, jak jste viasné rekl kde
pracuji a co k tomu potrebuji. Jen pristé, aZ nebudete znat piesné néjaky slovo,
zkuste misto toho pouZit jakoby néjaky obecnéjsi, nez se zaseknout a premyslet...
treba misto toho kostete byste mohl 7ict... a thing for cleaning, ok?

The learner fulfilled the task quite successfully, the only issue was making long pauses
because of the search for vocabulary. | tried to draw his attention to this problem and
suggested a strategy to overcome it in the future. Concerning this case, the reader was given

all, the specific medal, mission and a strategy for accomplishing the mission.

In order to make the elaboration feedback meaningful, | needed to make learners more aware
of strategies they were using to fulfil their tasks and make them acquainted with new ones,
which would facilitate the objective attainment in the future. The following lesson excerpt
illustrates the way | tried to incorporate discussion about strategies in the lessons. In this
activity, L1 was supposed to reflect on her homework, which was reading an article about

Hygge, a Danish concept of happiness.

4 English translation: Next time, when searching for a word, try to use a more general one, rather than
get stuck and trying to recall it... instead of recalling the broom, you could have said a thing for
cleaning, ok?
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L1 27/4/17: (HW)

Objective: L explains the main point of the Hygge

Instructional activity: What is Hygge?

T: What helped you to understand the article?

S: It helped me to find some words in dictionary. Then | use them here when I talk
about it and | remember it.

T: Ok, that’s fine that you learn vocabulary this way, but remember that sometimes
you don’t need to understand every single word, ok?

S: Yes, I know it... But I have to say that when | read it for the first time my feeling
was very sad because | did not know anything. But for the second time it was better. |
know that it works.

T: Great that you know what works, that’s important.

As the transcript suggests, questioning enabled the revelation of strategies that the learner
used to accomplish the task and then she was reinforced in what she used, while
foreshadowing an alternative way, which the following activity was concerned with. This is,
as mentioned in the theoretical part, vital for the learning process, as it might cultivate

learners’ self-regulation and metacognitive awareness (Stary, Laufkova, 2016: 27).

Concerning the interaction with objectives, | observed that feedback comparison improved,
since the objectives were clearly stated in my lesson plans and I could refer to them whenever
needed. Additionally, practising feedback provision in alignment with objectives in advance
seemed to contribute to focused interaction with them in lessons. Having the targets clearly
stated, | managed to suppress the need to overpraise and correct aspects that were not
connected to objectives and lesson aims. With regards to this, | gained more time to prepare

feedback of better quality and formative potential.

Moreover, specific praise connected to an activity objective seemed to be taken more
seriously by the learners, as they, according to my reflective diary, listened attentively to
information about what exactly was done well. However, although my feedback started to be
aligned with objectives, interaction with them in lessons from learners’ side was still not

sufficiently developed, which is described more in the following section.
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3.5.2 Self-reflection Training

Regarding learners’ self-reflection activity, which was neglected before, scaffolding in the
form of questioning started to be used to enhance and facilitate learners’ reflection in
connection to objectives. | tried to ask simple, clear and open questions, not to confuse the
learners as recommend in specialized literature (Petty, 2009: 195). Clearly, at the beginning of
questioning implementation, | needed to check my pre-planned questions and did not always
manage to formulate them well enough, as possible to see in the lesson excerpt with L1.
Formulation of my questions, however, was gradually getting better, hand in hand with the

training.

Concerning learners’ self-reflection with the help of questioning, I noticed that most of them
were able and willing to reflect on their work. However, it is noteworthy to mention that L1
did not seem to feel comfortable to self-assess, and generally to talk about her performance.
For instance, in one of the cases, despite the fact she succeeded in the activity, my diary entry

from the particular lesson states the following:

L1 13/4/17 (D)

After she had given clear instructions to dye eggs, seeing the egg properly dyed, |
asked her what she thought about her performance and she told me she was not
satisfied. It quite surprised me.

To specify the situation, the learner was supposed to give instructions to dye eggs after she
had learned necessary vocabulary, phrases and watched an instructive video. Her
performance was really good, as she used the phrases for instructing, such as ‘at first’, ‘then’,
imperative verb structure and specific vocabulary. Moreover, she skilfully utilised
compensation strategies, such as circumlocution. For example, when she struggled to retrieve
a word pin, she said a needle instead. Despite this, her answers to my questions were as

follows:

L1 13/4/17 (S-A)

Aim: At the end of the lesson, the learner will be able to apply specific rules for
instruction giving, with the use of imperative and sequence adverbs.

Objective: L uses sequence adverbs in giving instructions to dye Easter eggs.

Instructional activity: Step by step, instruct me to dye an Easter egg, using the marble
technique.
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T: Ok, so what do you think about your instructions, they were good, weren’t they?
L: Yes but...

T: You used the phrases like at first, then and so on correctly, you used the vocabulary
correctly, you didn’t use Czech at all...hm?

L. Yes but I think my expressing isn’t good.
T: Why do you think so?

5 ’ . . o v . . . ’ . v v Ve
L. Ja nevim, ja se nemuzu hodnotit, neumim to, jsem hroznd. Nevim, nékdy mné to prijde,
Ze to skladam hrozné, nemam z toho moc dobrej pocit, dneska viibec.

Drawing attention to my questions, it can be noticed that even though I directed learner’s
attention to the objective, | did not manage to ask the question without a question tag,
suggesting that her performance was successful. This is seen negatively, as it might influence
learner’s standpoint to his/her performance, as discussed previously. In the second case,
instead of asking and finding out what she thinks was positive about her performance, I
presented it myself. Although provided in a specific way and connected to the objective, it
was the learner who was supposed to reflect on her work. The third question, an open
question, was supposed to enable the learner to state why she considered her performance to
be weak. Her response illustrates that she struggled not just to self-to assess, but especially to

praise herself.

The main problem was that she assessed her performance in terms of level of English and did
not focus only on the objective. Afterwards, | explained to her again that she is not supposed
to assess her general level of English but just the objective, which was stated before

instructions and also before the self-reflection itself.

This situation proved that just informing the learners about the objective before an activity
and before self-reflection was not sufficient to make the learners interact with it. Therefore, |
realized that for grasping the system, meticulous attention needed to be paid to gradual

metacognitive learner training.

A different situation occurred with L4. After reading a story about a caterpillar by Eric Carle

and practising necessary phrases, she was supposed to act as the caterpillar.

5 English translation: I don’t know, I can’t assess myself, I'm not able to do so, it’s horrible. I don’t know,
sometimes it seems to me that | put words together so badly, I don’t have a good feeling from it and especially
today.
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She was supposed to say that she is hungry, what she would like to eat, in order to become a
cocoon and eventually a butterfly. The learner managed to come to the final phase and was
using the phrases correctly, but sometimes forgot to say please. The following reflection in
Czech proceeded as follows:

L4 7/4/17 (S-A)

Aim: At the end of the lesson, the learner will understand and be able to react to the
question ‘What would you like?’, she will be able to ask for food politely, using the
phrase ‘I’d like’ and words please and thank you.

Obijective: L uses ‘I’d like’ to ask for specific food, saying please and thank you.

Instructional activity: Act like the caterpillar from the story, but remember that you, unlike
the caterpillar, can speak. You are hungry and would like to eat the food from the table.
Be polite.

°T: Tak jak ti to 5lo?

L: Super!

T: A Co jsi pitesné zvladla?

L: Noo, najedla jsem se, jako hodné jsem se najedla... uh... pak se, no stala se ze mé kukla
a ted je ze mé, tada, krasnej motyl!

T: A jak teda anglicky ieknes, e mas hlad a co by sis dala?

L. I'm hungry! I'd like a banana!

T: Perfect! A... myslis, Ze sis o to jidlo Fikala slusné?

L: Hmm, jako jo.

T: Proc?

S No tak rekla jsem please a thank you.
Although with considerable amount of scaffolding and use of mother tongue, the learner was
able to specifically comment on particular aspects of her performance. It is evident that
scaffolding in the form of questioning helped to direct learner’s attention towards particular
aspects of her performance and importantly, in connection to the objective. A combination of
open and closed questions facilitated the process of justification and exemplification of

learners’ opinions concerning their performance.

® English translation: T: How was it? And what specifically did you manage to do? L: Well, | ate, got
stuffed actually...uh...then I turned into a cocoon and here I am, a beautiful butterfly! T: And how do
you say that you’re hungry and what you would like to eat in English? And do you think you asked
for the food politely? L. Yeah, let’s say. T: Why? L: | said please and thank you)
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The convenience of questioning was recognized in terms of enhancing more detailed self-
reflection in connection to objectives, which confirmed the claims mentioned in the
theoretical part. Specifically, asking focused questions enabled learners to elaborate on their
performance in terms of processes. For example, there were times when learners unveiled
strategies to approach their task, we discussed them and | could provide them with some
more. This was likely to have positive effects on learners’ metacognitive awareness and more

thoughtful approach to future tasks.

To summarize the findings from the area of self-reflection, there were three key issues that
aroused and were seen as necessary to address. Firstly, knowing that there is a learner who
struggles to self-assess, it was important to devise an alternative way of doing so, to alleviate
the pressure, likely caused by my questioning. Secondly, there was a need to make learners
more aware of how to assess in connection to objectives and to emphasize their importance.
Thirdly, the self-reflection activity needed to be done more automatically, in a systematic
way. Additionally, I thought about ways to make the whole process more enjoyable for the
learners, so that they would see it positively and would be able to self-assess independently of
the teacher. Although questioning was immensely helpful at the beginning of the self-
reflective training, the next step was to provide learners with opportunity to become more

responsible and independent in this process.

3.5.3 Conclusion of Intervention I

To conclude the first intervention phase, the most obvious shift was observed in the area of
feedback delivery, as the amount of unspecific praise and overcorrection was reduced by
increased focus on formative feedback provision and its alignment with objectives.
Conveniently, thanks to avoidance of the two previously mentioned, extra time for monitoring

and formative feedback preparation was gained.

Therefore, | found out that home preparation and training were worthwhile. Another notable
improvement occurred in feedback delivery in alignment with objectives, which became
much easier with the help of detailed and systematic lesson plans, including the objectives and
other facilitative notes. Questioning fostered learner’s self-reflection in connection to
objectives but did not sufficiently support their independent self-assessment activity. Thus,
learners’ self-reflection and interaction with objectives throughout the lessons required further

cultivation.
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The learners needed something to follow, so that the individual objectives would be
constantly reminded and their importance stressed. For these purposes, measures for
modification were planned and implemented, which is discussed in the following section.

3.6Intervention Il (May and June)

The claim that scaffolding in a form of questioning helps with feedback and self-assessment
in connection to objectives was confirmed in our April lessons. My next intention was to help
learners to become more independent in the assessment process and more aware of the
objectives. In this second part of the intervention phase, there were twenty-six lessons, six

with L4 and the group and five lessons with each of the rest of the participants.

3.6.1 Self-assessment and Interaction with Objectives

Before looking at the procedures taken towards previously mentioned intentions, it is worth
noting that my English courses were not constrained by pre-defined syllabi and the aims could
be thus planned entirely with respect to learners’ needs. To encourage learners’ involvement, |
decided to discuss the upcoming lesson aims with individual learners, as recommended by the
specialised literature (Harmer, 2012: 90). In this way, suggestions and adjustments could be
made by the learners themselves. This personalised planning step was supposed to make the
objectives, tools for pursuing the personal aims, more meaningful for the learners and

hopefully increase their attention to them.

L1 and L2 took advantage of this opportunity and suggested what they would like to learn in
the next few English lessons, so | created aims with respect to them. L3 and the group did not
want to, L3 mentioning that | know what is best for him and the group saying that they need

everything.

Concerning L4, there was a decision making activity prepared, as she always likes to choose
out of various options and in this way, | could provide her with something meaningful, as she

would otherwise want to ‘practise animals’ all the time.

3.6.2 Self-assessment Form

In order to direct learners more towards the interaction with objectives, Pollock recommends
the use of, as she calls them, ‘goal-accountant templates’ (Pollock, 2012: 22). Thus, in order
to facilitate the interaction with objectives, self-assessment forms were designed and

implemented.
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As the oral introduction and interaction with objectives were viewed as insufficient in April,
written form was supposed to enhance their incorporation in the learning process. Learners’
attention was planned to be drawn to gradual steps that have been achieved towards an
objective, to aspects necessary to be worked on and to strategies for improvement. In this
way, the learners were supposed to be trained in constructive self-assessment and monitoring,
to improve their self-regulation. Moreover, this tool was also supposed to offer a helping hand
to L1, who struggled to self-assess. It was important to get her acquainted with little steps
towards improvement of her general level of English, to change her view on progress. A
sample of the assessment form can be found in the Appendices section.

To describe the technicalities, descriptions of individual columns of the self-assessment
follow. In the first column, the learners were supposed to write down the activity, to be able to
recall it later, and the objective, which served as the essential criterion for assessment. In the
second column, the learners were supposed to note to what extent they think their
performance was successful in connection to the objective. In the ‘strengths’ column, the
strong aspects of their performance were supposed to be stated, while the ‘action points’ part
was included there for stating its weak aspect and strategies for improvement. As my
feedback also suggested ‘how to improve’ strategies, the learners were invited to add those in
their forms too, to broaden their strategy knowledge and portfolio. After each lesson, the
learners received copies of their filled-in forms, so that they could store them, refer to them
later and monitor their progress. Before implementing the self-assessment form, the learners
were acquainted with the terms, they were told how the tool should be used and its
convenience was emphasized. For the sake of clarity, apart from the group, this introduction

of self-assessment forms proceeded in Czech.

Concerning L4, the whole self-assessment procedure was approached differently, as the adult
version of the form was too complicated and too terminology-laden for a child. I decided that
after each activity, she could self-assess with a help of graphic symbols, as prompted by Stary
and Laufkova (2016: 36). At first, she was reminded, in a very simple way, of the activity
objective. Further, she was supposed to colour a corresponding smiley (which she later
decided to draw herself, as she can draw nicer ones), while her performance’s strengths and
weaknesses were specified through questioning. Furthermore, the ‘strategy talk’ was
reinforced. With the help of questioning and encouragement, she was trained to devise her

own strategies. Her self-assessment sheet sample is also included in the Appendices section.
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At the very beginning of self-assessment forms implementation, it was necessary to
repeatedly remind the learners of the system, as it was quite complicated for them to learn and
get used to. After some time, the process of filling in the forms was automatized.

Concerning L1, who did not like to talk about her strengths, | had to explain several times
that ‘10’ in the second column does not mean ‘a native speaker-like-performance’. She kept
highlighting that ‘her English has many flaws’. Responding to this that everybody’s English
has some, even native speakers’, | stressed the importance of her willingness to improve. The
situation was getting better after highlighting that the activities are designed specifically for
her needs and that sometimes she is likely to get even the maximum number of points. In this
way, she slowly started to realize that the objectives are little steps for improvement of her
general level of English. Although she was still very strict with her, she managed to focus not
just on the weaknesses, but also the strengths of her performance, which was a significant

change. The following excerpt illustrates the shift in her attitude to self-assessment.

L1 (22/5/17) (S-A)

Aim: At the end of the lesson, the learner will be able to carry out instruction giving in
the context of recipe description, using specific vocabulary connected to cooking.

Objective: L describes a recipe, using imperative structures of specific verbs and
sequence adverbs

Instructional activity: Describe how you prepare your favourite dish.

S: I think I was successful, I described how | cook it... just here I noted that 1 use add
and mix too much... like learn more words and use them.

T: Uhuh, good job, I would be able to cook it... And concerning the vocabulary, you
know what, watch some cooks in English and pay attention what they say...um and
then you can play the video without sound and try to describe it on your own.

S: Ok, I will try it, thank you.

There are several self-assessment situations | would like to mention, so that the reader could
better see the shift in the procedure as well as the focus on objectives. The first example
shows learner’s ability to devise a specific personalized strategy for the problem which

occurred.
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L2 (19/5/17) (S-A)

Aim: At the end of the lesson, the learner will be able to carry out a discussion about
what food she needs to buy, distinguishing between countable and uncountable nouns
and using corresponding quantifiers with the uncountable ones.

Objective: L retrieves an uncountable noun and quantifier combination.

Instructional activity: Assign corresponding quantifiers to individual pictures.

’S: It was ok, | remember them because | practise very often... a teda na tu kostku
cukru.

T: Uhuh...and do you have any tip to remember a lump of sugar?

S: Noo, to se budete smat, napsala jsem si, kdo ji cukr, ten je lump, haha.

T: Haha, no to je super, vidite, jak se ta ¢eStina taky obcas hodi... diky tomu viastné i
budete védeét, jak se to pise.

Concerning this particular excerpt, I assume that if the teacher manifests genuine curiosity

and interest towards learners’ strategies, it might contribute to learners’ motivation to devise

other personalised strategies in the future. As experts recommend, it is vital to encourage and

reinforce learners’ effort, in order to support their self-efficacy (Harmer, 2007: 109).

The following excerpt presents the way strategy devising proceeded with the youngest

participant. In many cases, questioning proved to be a very helpful technique to direct the

learner towards a specific strategy in connection to objectives. Next, it was also necessary to

find out if the learner really understands her own strategy suggestion, so that she could really

use it in the future.

L4 25/5/17 (S-A)

Aim: At the end of the lesson, the learner will be able to distinguish between essential
verbs connected to senses and use specific adjectives connected to them.

Objective: L retrieves verbs associated with senses

Instructional activity: Match the pictures with verbs

" English translation: S: apart from the lump of sugar. S: Well, it’s funny because I wrote there: The one who
eats sugar is a villain (in Czech = lump). T: That’s perfect, see, Czech can also sometimes come handy...
actually, you can also remember the spelling thanks to that.
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8. Hmm... taste jako testovat jazykem.
T: Good idea! And smell?
L: Smell... jakoze smiila.

T: Myslis, Ze by sis jako predstavila viini smiily?

L: Uhuh

T: A umis si tu vini takhle vybavit? Do you like it or not?
L: | don'’t like it!

Even though it could be objected that too much time was spent over the forms in lessons, | do
not regard it as useless because it led to improvement in learners’ self-assessment activity in
connection to objectives, which was one of the action points. Obviously, in the future,
learners are expected to self-assess independently of their teacher’s or other help.

In relation to this, concerning this action research, the assessment form proved as an effective
starting point towards the independent self-assessment. The sheet itself was intended to be
used as a tool for the learner training and its use was planned to be gradually eliminated.
However, it was realised that two months were not enough to automatize the individual steps
of constructive self-assessment in connection to objectives to such level, that the learners
would be able to do so without the form. Because of this, the forms were used until the end of

the intervention phase.

3.6.3 Formative Feedback

To comment on the development of my formative feedback provision, as the delivery of a
specific mission was problematic in April, increased attention was devoted to it. Monitoring
of learners’ performance from a narrower point of view, not paying attention to all erroneous
aspects but focusing only on those associated with objectives, helped me to devise the mission
more easily. After gaining a certain level of practice, its provision became easier and more

automatic.

8 English: L: Hm... taste like test with your tongue. L: like sap. T: You think that you'd like imagine the smell of
sap? T: Eng.: And can you really recall the smell?
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Significantly, the learners seemed to pay attention to my feedback, despite the fact it was
delivered after their self-assessment. It proceeded like this intentionally, not to influence their
views and to hopefully spur their curiosity about my feedback and its consistency with their
self-assessment. The last excerpt from a lesson with the group is presented to illustrate the
shift in my formative feedback provision since the beginning of April.

G 2/6/17 (F)

Aim: At the end of the lesson, the learners will be able to incorporate specific
language tools for informal conversation in their discussion, such as shortenings and
interjections.

Objective: Ls make informal suggestions and react to them appropriately, using
interjections.

Instructional activity: (Role-play) Suggest an activity associated with the chosen
picture and the other should react accordingly in an informal way, with the use of
interjections.

T: Well, you used the informal phrases, like ‘do you fancy’ and interjections... trying
hard to make it as natural as possible. You correctly made everything shorter... 1
mean, I'm gonna, gotta... Keep practising it and as you said, try to use it when
speaking to someone in English or even just in your head... you know, when you are
surprised or disappointed, use the interjections. You’ll see it’ll become automatic
soon and your speech will sound more natural.

This particular lesson excerpt shows that feedback information was aligned with the objective.
The learners were provided with a medal, which drew their attention to what specifically was
done well. Further, also their efforts were reinforced, which might have positively influenced
their self-regulation. Next, learners were provided with suggestions for improvement to make

their performance more automatic and make it sound more natural, the mission.

Monitoring learner’s performance from a narrower point of view and concentrating on the
objectives contributed to completeness of feedback information. In comparison to feedback
provided before the intervention phase, the new way of provision seem to offer the learners

with clearer, more specific and facilitative information.

3.6.4 Conclusion of Intervention 11

To conclude the second intervention phase, two areas were in the centre of attention, learners’
self-assessment activity in connection to objectives and incorporation of missions in
formative feedback provision. In order to support the former, modification of aims according
to learners’ preferences was carried out and self-assessment sheets were introduced and
implemented. In order to cultivate the latter, increased attention was paid to monitoring

learners’ performance, so that the mission would become easier to formulate.
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Improvement was possible to observe in both areas. After the two months, learners were able
to self-assess against objectives and seemed to view the objectives as natural parts of our
lessons. Further, they seemed to enjoy the process of self-assessment and strategy devising.
The self-assessment also seemed to help with learners’ self-efficacy, including L1 who
struggled with it before. Learners started to notice both, strengths and weaknesses of their
performance and were confident to discuss them. Regarding the inclusion of mission in my
feedback, careful monitoring and increased attention to it helped to automatize it. After
training, | learnt to formulate it more promptly, with the help of notes made during the
monitoring. All in all, the steps taken in both phases of this action research seem to contribute
to feedback provision of higher formative potential and learners’ self-assessment, both in
alignment with objectives. However, to make the conclusion complete, participants’ views of

the action research procedures need to be presented, which is done in the following section.

3.7Reflection and Evaluation

In this part, reader’s attention is drawn to participants’ subjective views of the action research,

trying to address the following questions:

e What are participants’ perspectives on the procedures introduced by the action
research?

3.7.1 Poetic Enquiry

To illustrate my overall view of this research in a concise way, | decided to create a poetic
inquiry, which is described as “a method in which the author extracts key words from the data
and strategically truncates these words into poetic structures” (Tracy, 2013: 254). My
reflective diary entries, held from the beginning of April to the very end of June, were
analysed with the help of coding, a sample of which can be found in the Appendices section.
The key notes were pinpointed, transferred into poetic structures and in this way, my

subjective view of the action research is presented.

March, the story of a lost feedback provider
Unorganised,

Plenty of correction done;

Perfect, good job!

Are you paying attention to my praise?

Maybe it is too general.
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Focus on grammar all the time,
Cutting it into pieces might be better.
Why am | always helping you with vocabulary?

I’m not a walking dictionary!

April, building a better tomorrow

Objectives, you make my feedback more focused!

Even my praise is getting more specific.

Instead of providing with vocabulary,

| ask you to look it up in a dictionary, or explain it.

Formative feedback, nice to meet you!

Medals and missions are more powerful than just a medal.

But... missions, you are troublesome.

Strategies, | see, you work better when targeting at specific problems.
Learners, how to make you more focused on objectives as well?

May and June, improvement — see you soon!

The assessment form introduced.

| explained it several times,

She asked me to explain it again.

Not the level, the little steps, ok?

Focus more on the objectives!

Ok, you seem to grasp it, finally.

Responsibility, are you appreciated?

Are you really looking forward to filling in the form?
Your how-to-improve strategies, WOW, they surprise me!
She seems to feel more confident now.

Formative feedback, you are not a stranger anymore.
Missions, | see, practice makes perfect!

However time-consuming and complicated,

Action research, you were definitely worth it!

As my poetic inquiry suggests, conducting the action research was demanding, be it in terms

of planning or training procedures in the class.
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However, each little step seemed to contribute to gradual improvement in the feedback area,
which was desired. Thanks to the action research, | feel more confident in feedback provision,
as it became more meaningful, aligned with the objectives and well incorporated in lessons.
Once | learnt to provide formative feedback, | feel encouraged to continue in its provision
with all my learners in the future. Hopefully, after taking this action research journey, the

learner training in terms of interaction with objectives will be much easier.

3.7.2 Interviews with Learners

Interviews with learners were held at the very end of June, after concluding the second
intervention. They intended to investigate learners’ opinions concerning the procedures
associated with the action research. Classified as semi-structured, the interviews enabled a
certain level of freedom in discussion, while a list of pre-planned open questions was used to
direct the learners towards specific topics (Svaficek, Sed’ova, 2007: 160). The participants
were invited to share their insights concerning the new approach, specifically the presence
and management of objectives, teacher’s feedback and self-assessment. For the purpose of
analysis, the interviews were transcribed and assigned with codes to find, organise and

compare the key data.
Learner 1

This learner claims she feels much better about her English after the research because now
she, unlike before, notices improvement. She says the system helped her to think more
objectively about her English. She no longer assumes her level of English stagnates, as the
self-assessment form taught her to focus on the little steps. Concerning self-assessment in
general, it used to be her nightmare before, as she absolutely did not know what to say, but

now she feels more confident about it and is satisfied that she can do it.

Looking closer at the objectives, the learner acknowledges that they fulfil ‘the leach’ function
for her, as they show what to concentrate on. She admits she can no longer imagine lessons
without them. Overall, she states objectives are good to work with, to consider if they were or

were not achieved and why.
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Concerning feedback about the process and especially the incorporation of strategies in
connection to objectives, the learner says she realized that strategies help her to think about
the ways she approaches particular activities and how to improve. Now she knows what helps
her e.g. to be faster with her reactions, better at listening or vocabulary retrieval. The learner
also thinks her English became more fluent, as she realized that it is not necessary to say
everything precisely. She mentions that it is pivotal ‘not to get scared at the beginning’ and
that the strategies function as tools for this, as they can make the tasks easier in advance.

Asking the learner about feedback delivered by the teacher, the learner prefers when it focuses
only on aspects connected to the objectives. Further, she says she likes when the correction is
done systematically, in a way that she does not get lost. Also, she appreciated that feedback
delivery, including error correction, started to be delivered not during but after the fluency
activities, as she needs to focus on her ideas. She admitted that before the action research,
when feedback was often delivered during the fluency activities, she did not pay such

attention to it, as she would otherwise get lost in her speech.

Self-assessment and the assessment form posed a challenge for her, as she struggled to grasp
the system at the beginning, she admits. After practising filling it in and remembering the
meaning of individual categories, it became easier and she claims not to have problems with it
afterwards. Eventually, the form helped her to understand the whole system better and she

would like to continue in the same way.
Learner 2

This learner appreciated the way feedback was delivered, as it helped her to realise what
specifically works to improve in various areas. She claims she likes to implement the
strategies suggested through feedback. For instance, she started English speaking sessions
with her friends, got rid of the barriers and managed to order a dish at a restaurant and bought
a ticket in English. She emphasizes it does not matter that she bought a ticket for five people

instead of four, that finding the courage to overcome the barriers of fear was most important.

Obijectives are seen positively by this learner, explaining that she imagines them like stairs.
She emphasizes that no stair can be skipped if she wants to achieve ‘something bigger’. She
adds that it is also beneficial to realize how well a particular stair was taken and if

unsuccessfully, she thinks about why and devises a strategy to improve.
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Thanks to this way of learning, she realized that she is capable of activities which she had

considered to be just teacher’s task before.

Regarding the use of strategies, she mentions she did not encounter them in the past. She was
not used to thinking about how to approach tasks in advance and considers it useful, as it
makes the whole task easier.

Further, the learner appreciates that a big part of a lesson was tailored to her needs, as also the
aims were modified according to her ideas. She got inspired by the strategies | mentioned and
tried to think of similar ones in the next lessons. She says she gets acquainted with totally new
things in this way, and she likes it. For example, she explains, she started watching cooking

shows in English to learn the verbs and now she watches them just for fun.

Concerning feedback provision, the learner prefers feedback that focuses just on the
objectives, stating that she is ‘no longer at school’. The learner explains that in this way, she
can concentrate on the task and adds that even people who can speak the language well
sometimes make mistakes, so ‘why to correct everything’. Further, she points out the she likes
the way we focus on her performance and pay attention to it in detail, as it makes her

motivated to do her best.

She was never required to self-assess in the past, so this experience was new for her. She
mentions that at the beginning, she was a little bit sceptical. She was afraid that she would not
know what to fill in in the form but then she realized that it is not so hard and that it is
actually useful to think about her performance like this. Moreover, she claims it is better than
just being given feedback from the teacher. In this way, she is able to formulate her own
opinion concerning the performance and then she can compare it with teacher’s feedback. She
summarizes that she has no problems with this system and would like to continue in the same

way.
Learner 3

This learner also stated he realized improvement in some areas and that he started noticing it
with the help of the self-assessment forms. He often reads them at home because they help

him to stay positive about his English, looking at what was done successfully.
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He used to feel bad about his English before because he focused only on his weaknesses,
which sometimes demotivated him. Now he knows that it is good to focus on both, strong and

weak aspects to ‘have the whole picture’.

Regarding the objectives, the learner considers them to be very important, as they help him to
always know what to focus on. Otherwise, he would not know what exactly he is supposed to
do and thus might do and assess something else. Also, during the process of pursuing the
objective, he claims he feels what needs further practice.

Strategies to improve in specific aspects help him to remember vocabulary, for example, he
often reads food labels to remember vocabulary, he listens to songs to remember some
phrases or explains words if he does not remember them. He claims it became easier for him

to devise the strategies, since we have started paying more attention to them in the lessons.

Concerning my feedback, he likes the fact that now | inform about specific weaknesses and
give tips on how to improve them. However, he admits that lately, he is able to figure out the
strategy for improvement usually on his own. When it comes to correction, this learner also
prefers when | correct just utterances associated with the objective. In this way, he thinks it is
clearer, as he usually makes a lot of various mistakes. If everything was corrected, he states he

might get lost and forget about what was intended to practise.

Self-assessment made him feel good because he realized that with the help of the objective, he
is able to determine what needs further improvement and what is done well. He admits it is
more motivational for him to realize what needs to be worked on harder by himself, rather
than if the teacher states it. The beginnings with the form were quite difficult for him but now
he likes it, as it facilitates his home preparations. He says he pays attention to both, weak and
strong aspects, in order to cultivate the weak ones and not to negotiate and forget the strong

ones. He would also like to continue learning in the same way.
Learner 4

The interview with L4 was held differently, with the help of scaffolding, using example
situations through which I tried to find out the child’s opinions concerning the observed

phenomena.
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It is necessary to mention the limitations to this way of conducting the interview, however,
even without finding out as much information as with others, interesting insights have been

revealed.

Looking closer at feedback, | asked her what could help a struggling boy to learn the song
Head, Shoulders, Knees and Toes. She explained that | should encourage the learner to try it
one more time and that I should tell him that he is going to make it, encouraging him that his
performance was not that bad. These comments might mean that she considers reinforcement
very important. She claims she would correct the errors if the learner would say something

incorrectly.

She says she would show him how to do it correctly and if he said it incorrectly again, she
would tell him to try it slowly, together with her. The last suggestion was to choose a different
song which might be better for him. Apparently, this learner thinks correction is important,
that the teacher should help the learner and tailor the aims according to his/her needs.

Regarding strategies, | again used the example of a struggling learner. | asked her if there is
something which can help him to become better at English. She mentioned that it is useful to
listen to and sing English songs and to watch some videos that are funny, like the one about
the strange bear they watched at school the other day. This might mean that every learner

should find something he likes and enjoy it in English.

Concerning self-assessment, the learner thinks that colouring the smileys is good and she also
suggests that | should do it with all learners. I asked her why and she replied that ‘to self-
assess is also quite difficult’. Therefore, it can be assumed that she thinks it is important to

learn to self-assess.

Then | told her that I liked when she informed me about what was good and gave me tips to
make it better next time. For example, when taking animals to the doctor to cure them, |
behaved inappropriately, on purpose of course, so that she could tell me what needed to be
done differently. Then I continued and told her that | also sometimes told her what to improve
and how it could be done. Her reaction to this was “hmm, and it was ok™, so | hope she likes
the system. | finished by asking if she wants to continue learning in the same way and she

agreed.
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The group:

The learners wished to hold the interview together, so they are still distinguished with the help
of abbreviations L(a) and L(b).

Regarding the first question about the change, L(a) thinks the lessons are the same as before
but now they first self-assess and then they are provided with feedback from me, which is
new, because before they just received feedback from me. L(b) proclaims that because of their
laziness, they do not do much and that it is why she thinks the shift is not that considerable.

L(b) mentions that if they had applied the strategies to improve, they would have been much

better now.

Both learners agree on the fact that when they self-assess and praise specific aspects of their
performance in connection to objectives, they feel good about it, as the progress is clearly
proved. L(a) says the objectives were useful, as they help to specify, for example, what a
discussion with a customer should look like. Then it was easier to do so because they knew
what to focus on, she states. L(b) agrees and adds that it might be the objectives that made the

lessons more structured.

Looking closer at strategies to improve, the learners like to get inspired by them or devise
them themselves. The problem is, L(b) states, she did not use many of them, as she did not
prepare for the lessons. L(a) reacts with a claim that she uses them also in the lessons to be
more fluent or sound more naturally and L(b) agrees that she actually also uses these in the

lessons but that it would be helpful to use them also in preparation stage.

Both learners appreciate that | provide them with feedback regularly, in comparison to the
situation before, when | sometimes did not manage to provide them with feedback at all, as
the lesson was not that structured and they are very talkative. L(a) says she prefers correction
in connection to objectives, unlike L(b) who prefers when the teacher corrects every single

mistake. She claims she needs to know all the errors to avoid them in the future.

L(b) points out that in comparison with the situation before the research, she thinks now the
lessons are more clearly structured, they know what exactly to focus on and that they are
visibly more organized. L(a) holds the same opinion, saying that now she focuses on what is
supposed to be filled in the form and puts effort in it.
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L(b) states that she likes that they learnt to self-assess according to the objective but she does
not need the form for it, as it takes time to fill it in. L(a) said that she thinks it helped her to
understand how to self-assess but agrees that now she would be also able to do without it.
Both learners would like to continue learning in the same way, but they would prefer to self-

assess without the forms because they think they are quite time-consuming.

3.7.3 Summary

All in all, according to the interviews, the new system of feedback provision is seen
positively. It was confirmed that learners’ self-efficacy was raised, as they now feel more
confident to talk about specific strengths and weaknesses of their performance. Moreover,
they became more aware of what works for them in specific tasks, so their meta-cognitive
awareness in this area was enhanced. Concerning their attitude towards the objectives, their
insights reflect that they see them positively, claiming that objectives made the learning
process more structured and organised, as they know what to focus on and to put their efforts
in. Apart from L(b) from the group, all of them prefer to be delivered with feedback
connected only to a particular objective. Self-assessment sheets were seen sceptically at first
by L1 and L2, but eventually, after automatizing the process of filling it in, most learners
found them helpful and seem to appreciate the responsibility to self-assess, as pinpointed by
L3. However, the group, even though they think the interaction with objectives is vital, they
prefer to exclude the sheets, claiming that they are too time-consuming. Lastly, concerning
the strategy devising in connection to objectives, most of the learners seem to enjoy
incorporating strategies in their learning and find them helpful. L(b) from the group nicely
emphasized the fact that in order for the strategies to work, they need to be put into practice,

implying that she has not utilized their potential fully yet.

3.8Final Evaluation of the Action Points

In this part, the action points established in March and their fulfilment are evaluated. The first
action point was to incorporate objectives in the learning process. This action point seems to
be successfully fulfilled, as the objectives became pedestals for feedback and learners’ self-

assessment in lessons, and thus made feedback more focused and criterion-referenced.

The second action point, to make feedback message more formative, was achieved as well.
Feedback specificity improved a lot, as not only verification but especially elaboration was

provided.
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Learners were delivered with descriptive information about strong and weak aspects of their
performance in alignment with objectives, while also provided with strategies for
improvement, which was likely to positively influence the valence and function, as the

feedback message became more constructive.

In terms of learners’ independence and self-assessment activity, improvement was noticed as
well. Learners were given more responsibility, as the excessive help from the teacher was
reduced and they had to rely more on themselves. Also, they were trained in self-assessment
activity in alignment to objectives. In this way, their self-reflection was reinforced. They
learnt to focus on both, positive and negative aspects of their performance, which might have
contributed to monitoring their progress, and more objective views of their performance.
Additionally, they were encouraged to think about alternative ways to approach their tasks in
the future. In this way, their self-efficacy was worked on, so that they could feel more capable

of learning and progress.

To summarize, all the action points were addressed and positive changes associated with all of
them were possible to observe. As previously indicated, feedback provision in connection to
objectives was supported by both intervention phases, and the action research can be thus
considered fruitful. However, clearly, there are limitations necessary to be pinpointed, which

is done in the conclusion.
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CONCLUSION

This diploma thesis has investigated the process of feedback provision in lessons of English.
The theoretical part attempted to establish essential pillars for facilitative feedback provision
in connection to aims and objectives. It was suggested that learners should not perform the
passive role of donkeys that blindly follow a carrot (instruction), not knowing where they go
and why they go there. In order to become active participants in the learning process, learners
need to be acquainted with the aim, consider it important and most preferably interact with it
in lessons through self-assessment. Teachers, referred to as facilitators, play a pivotal role in
the previously mentioned processes. They are the ones who can provide learners with
formative feedback in alignment with objectives and self-assessment training, through which
learners’ way to aims and autonomy development can be facilitated. Having explored these
concepts in the theoretical part, the practical part investigated feedback in actual lessons.

The action research concentrated on feedback provision in alignment with objectives.
Feedback analysis unveiled certain action points, which were subsequently addressed through
thoroughly planned intervention. The whole process of feedback modification was reflected
on and evaluated in the final section. It was found out that the techniques mentioned in the
theoretical part, such as questioning or the use of self-assessment sheet, do facilitate the
introduction and interaction with objectives. The results suggest that the presence of
objectives in lessons make feedback, if delivered well, clearer and the learning process more

organized.

Despite the positive results, it is necessary to point out limitations. Clearly, conducting such a
small scale research, it is impossible to formulate generalizations. The intervention techniques
might work differently with other learners, especially larger groups of them, and could also
yield interesting results. Also, there could be some alterations done, such as with the
assessment form, which could include both, objectives and aims. In this particular case, only
objectives were interacted with through the form, as they were of primary focus, and aim
attainment was discussed just orally. Further, more complex criteria could be introduced and
worked with. These activities were not included in this action research because of time
constraints and the whole demandingness of the research. However, having improved
feedback provision in alignment with objectives, a pedestal for the development of the build-

up activities was established and can be further cultivated in the future.

82



RESUME

Ucitel a jeho pocinani v hodiné je téma, kterym se muizeme zabyvat z ruznych hledisek,
ptriCemz realita nam je schopna nabidnout rizné vzorce chovani, kolikrat mozna nepiedvidané
a ne upln¢ v souladu s tim, co je odborniky povazovano za prospésné. S ohledem na zpétnou
vazbu mohou vyvstavat problémy, jako naptiklad takzvané ,,nalepkovani, kdy je ucitelova
zpétna vazba ovlivnéna jeho pohledem na zdkovu osobu a nasledné hodnoceni ma poté
tendenci tuto ,,nalepku® potvrzovat. Dale také hodnoceni zaki samotnych, a ne jejich prace, je
vidéno jako velmi nebezpecné, jelikoz to mize mit negativni dopady na studentovo vnimani
sam/sama sebe a jeho/jeji schopnost dale se rozvijet. V této praci Ctenaf zjisti, ¢eho konkrétné
by se mél ucitel v tomto ohledu vyvarovat a jaky postoj naopak zaujmout, aby jeho zpétna
vazba byla pro zaky motivujici a usnadnovala u¢eni. Diplomova prace se sklada z teoretické a

praktické Casti, ptiCemz teoretickd ¢ast poskytuje teoretické podklady k vyzkumu v praktické

¢asti, které jsou nasledné popsany.

Prvni kapitola pokryva problematiku cili. Nejprve je zde stru¢né kontrastovan pohled na
ucitele Vv minulosti a soucasnosti, poukazujici na zaka jako ucastnika uc¢ebniho procesu, ktery
by mél byt pfizpusoben jeho potiebam, a Zak samotny by mél byt veden k monitorovani své
¢innosti a sebereflexi tak, aby byl ptipraven se v budoucnu efektivné ucit sam. U¢itel je zde
piedstaven jako nezbytny faktor v ucebnim procesu, podporujici zaktv rozvoj v raznych
ohledech, jako je naptiklad kritické mysleni, kreativita, nebo diive zminénd samostatnost. Je
zde zduraznéno, Ze ucitel svym piistupem ma moznost naucit a podporovat zaky v tom, Ze
kazdy jedinec se miize rozvijet. Je tedy tfeba, aby se ucitel snazil vytvaret piiznivé podminky
pro vhodnou zpétnou vazbu, aby se setkala se spravnym uc¢inkem. Doporucuje se péstovat
dobré vztahy se zdky a pozitivni klima tfidy, kde se zaci nemusi bat oteviené¢ komunikovat,
spontanné vyjadiovat a ocenovat jedine¢nost ostatnich i svoji, a také piijimat a poskytovat

zpétnou vazbu.

Nasledujici ¢ast definuje cile v obecné roviné a terminologii s nimi spojenou. Popisuje
rozdéleni cild do jednotlivych domén: kognitivni, afektivni a psychomotorické. Je zde
vysvétleno, Ze cile je dobré planovat tak, aby zasahovaly do riznych domén a tak holisticky
rozvijely Zdkovy kompetence. Dilezitost obecnych dil¢ich cilii je zde spatfena piredevSim
VvV tom, Ze urcuji hlavni smér, kterym se Zzak potiebuje ubirat. Dil¢i cile jsou chapany jako

zakladni kritéria pro hodnoceni a jsou definovany jako cile jednotlivych krokt (aktivit),
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kterym se zak v hodinach vénuje a tak se postupné piiblizuje k obecnéjSimu cili. Jako velmi
uzitecna se zde jevi interakce s dil¢imi cili v hoding, je ovSem potieba s nimi zaky nejprve
seznamit, K ¢emuz je zapotfebi vhodnymi zpusoby zvySovat jejich povédomi o této

problematice.

Nasleduje popsani nastroje, ktery muze samotné planovani a praci s cili usnadnit a zdokonalit,
tzv. ,Bloomova taxonomie vzdélavacich cili“. Ta rozd€luje cile do hierarchicky fazenych
kategorii podle naro¢nosti kognitivnich tkonti a druhu znalosti. Tento nastroj je shledavan
jako uzite¢ny i pro ucitele anglického jazyka, jehoz cile jsou specifikovany v nadchazejici

¢asti.

Nadchazejici ¢ast se zabyva predev§im komunikac¢ni kompetenci, ktera definuje a popisuje
kompetence potiebné k uspéSnému osvojeni ciziho jazyka. Je zde =zdaraznéno, Ze
komunika¢ni kompetence nezahrnuje pouze kompetence z hlediska jazykového, které jsou
dulezité pro dorozuméni se v daném jazyce, ale napf. i kulturniho, kterému by Vv dnesni
globalizované spole¢nosti mélo byt vénovano vice pozornosti, jelikoz umoziuje hlubsi
porozuméni v interakci odliSnych kultur. Rozsah komunika¢ni kompetence je dale indikovan
v podkapitole vénujici se CEFRu (Spole¢nému evropskému referenénimu ramci), ktery
jednak definuje jazykové trovné, ale zaroven také detailn¢ popisuje jednotlivé kompetence,

které je u zaka potieba rozvijet v ramci vyuky jazykd.

Posledni oddil v kapitole o cilech se vénuje jejich manipulaci v praxi, do ¢ehoz spada
planovani a interakce v hodinach. Pti planovani ciltt ma ucitel dbat na to, aby byl zék rozvijen
holisticky a zaroven aby vySel vstfic jeho pfanim a potifebam, které mohou byt zjistény diky
jejich analyze. V hodindch pak cile nemaji byt zamléeny, ale doporucuje se s nimi

spolupracovat skrze zpétnou vazbu, coz je rozvedeno v dal§im oddile.

Nasledujici ¢ast prace je vénovana zpétné vazbé a jejimu souladu jak s obecnymi, tak
predevs§im s dil¢imi cili, ¢ehoz muze byt vyuzito pro jiz zminénou interakci. Tento soulad
ptispiva ke smysluplnosti a provazanosti jednotlivych aktivit probihajicich v hodiné¢ a ma
pozitivni dopad na proces uceni. Je zde zdiraznéno, ze zpétnd vazba by méla informovat o
tom, kde se Zaci nachazi, kam sméfuji a jak mohou postupovat dal. Neméla by tedy
poskytovat pouhou verifikaci, ale méla by zahrnovat i elaboraci, ktera blize informuje o

procesu dosahovani cile a mize obsahovat i pomocné ucebni strategie. Dale je pozornost

84



vénovana tomu, co by méla zpétnovazebnd informace obsahovat a jakym zpisobem byt

zaktum poskytnuta, tak aby se zvysil jeji formativni potencial.

Je zde zminéno, ze zakliim se vétSinou nedostdva formativni zpétné vazby, kterd je
charakterizovana jako informace seznamujici zaka jak S pozitivnimi, tak i S negativnimi
aspekty prace. EXxistuji urCité techniky, které ucitel mize pouzit, aby se naucil poskytovat
formativni zpétnou vazbu ve spojeni s cili. Tyto techniky, jako napiiklad ,,scaffolding®, jsou
zde popsany a je poukdzano na jejich pozitivni dopady v souvislosti jak souladu cili a zpétné
vazby, tak i na poskytovani formativni zpétné vazby. Tyto techniky také napomahaji
procviCovani zakovy sebereflexe, kdy je pomoci otazek podpoieno sebehodnoceni

v souvislosti s danym cilem.

Posledni oddil teoretické casti se tykd problematiky poskytovani zpétné vazby Zzakem
samotnym, a to jak na jeho vlastni praci, tak na praci spoluzék. Je zde popsano, jak Ize tuto
dovednost procvicovat, co je potieba zduraznit a také to, jak se Zaci mohou postupné podilet
na planovani a tvorbé kritérii pro hodnoceni a sebehodnoceni, coz mize piispét Kk rozvoji

autonomie.

Prakticka c¢ast prezentuje akéni vyzkum, probihajici od biezna do konce ¢ervna roku 2017,
kterého se zucastnilo Sest zakli. Jeho zamérem bylo analyzovat zpétnou vazbu Vv hodinach
anglického jazyka, zjistit zda je vsouladu s dil¢imi cili aktivit, navrhnout a uskute¢nit
intervenci a zhodnotit jeji ptinos. Sbér dat pro analyzu umoznily audio-nahravky a reflektivni
denik. K analyze piepist hodin a reflektivniho deniku bylo pouzito oteviené kodovani a také

plany hodin, které pomahaly zjistovat soulad zpétné vazby a cild.

Analyza odhalila t¥i hlavni akéni body pro intervenci: formativni poskytovani zpétné vazby,
zahrnuti dil¢ich cili do ucebniho procesu a rozvoj Zdkovy samostatnosti a sebehodnoceni.
Ukézalo se totiz, ze zpétna vazba pted intervenci byla poskytovana vagnég, jednoslovna chvéla
zakd byla normou a to i v ptipadech, kdy by byvalo potieba navrhnout kroky ke zlepseni.
Dil¢i cile aktivit nebyly pouZivany a Castd korektivni zpétna vazba se tak tykala riznych
aspektl, coZ bylo pro zaky pravdépodobné zmatecné a demotivujici. Ucebni strategie se
v hodinach sice objevovaly, ale ne v souladu s danym zamérem aktivity, coz bylo pfisuzovano
pravé nepfitomnosti diléich cili. Zakovo sebehodnoceni nebylo ze strany ucitele nijak

vyrazn€ podporovano a z vyhodnocenych dat bylo zfejmé, Ze zaci ani nevi, jak na to.
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Nasledn¢ byla tedy naplanovéana intervence, pricemz prvni faze usilovala o rozvoj formativni
zpétné vazby v souladu s dil¢imi cili a postupny rozvoj zakovy sebereflexe ve spojeni
sdanymi cili. Pro tyto 0cely bylo potifeba upravit plany hodin a také zahajit tréning
poskytovani formativni zpétné vazby tak, aby zaci byli v€as informovani o silnych i slabych
strankach svého vykonu, byly jim navrhnuty strategie pro zlepseni, a to vSe v souladu s dil¢im
cilem aktivity. Zakova interakce s dil¢imi cili méla byt podpofena pokliaddnim navodnych

otazek.

Ukazalo se, ze soulad a formativni potencial zpétné vazby se diky dfive zminénym krokim
posilil. Zaméteni na dil¢i cil zpétnou vazbu zpiesnilo, piedev§im pochvala se stala
konkrétnéjsi a korektivni zpétna vazba se uz nezamétovala na rizné nedostatky, ale jen na ty
souvisejici s cilem aktivity. Nedostacujici posun byl shledan v poskytovani tzv. mise, ktera
zaka upozornuje na nedostatek v dané aktivit¢ a ma ho nasmérovat k dalSimu pokroku. Jako
dalsi a pomérn¢ signifikantni problém se jevilo sebehodnoceni ve spojeni s dil¢imi cili, kdy
byli Zaci zavisli na pokladanych otazkach a stale zatim zcela nepochopili, jak a vzhledem

k ¢emu maji svij vykon hodnotit.

Druha faze intervence se proto zaméfila na diive zminéné oblasti. K tomu, aby se Zaci vice
seznamili s dil¢imi cili a jejich sebehodnoceni mohlo byt v souladu a vice strukturované, byly
piedstaveny sebehodnotici listy. Do nich si Zaci zaznamenavali nazev a cil aktivity, na kolik si
mysli, ze dil¢i cil splnili, pficemz méli upfesnit silné a slabé stranky a navrhnout strategie pro
zlepseni. K Castéjsi a snazsi formulaci jiz zminéné mise bylo zahdjeno zvySené monitorovani
zékovy aktivity Vtomto sméru a psani poznamek. Ob¢ techniky se po urcité dobé ukazaly
jako efektivni, 1 pfes pocatecni nesnaze s pochopenim a zautomatizovdnim si zplisobu

vypliovéani hodnoticich lista.

V posledni ¢asti byly reflektovany nahledy uUc€astniki na cely pribéh akéniho vyzkumu a
pfedevSim na novy zplsob poskytovani zpétné vazby. Reflexe vyzkumu z pohledu ucitele
byla utvofena pomoci analyzy reflektivniho deniku, diky ¢emuZ mohla vzniknout tzv. poetic
enquiry, coz je Vpodstaté basen zahrnujici nejkritictéj$i a nejfrekventovangjsi vhledy
Z deniku. Dale pak byly vedeny polostrukturované rozhovory se zaky, které¢ odhalily jejich
nahledy na novy zptsob poskytovani zpétné vazby. Z této zakovské reflexe vyzkumu je
zietelné, ze novy pristup K managementu zpétné vazby byl bran pozitivné a ze by radi

pokracovali ve stejném duchu i nadale.

86



V zavéru jsou poté shrnuty hlavni poznatky, findlni zhodnoceni prace, je zde také poukazano
na limitace vyzkumu a jsou navrzeny alternativni kroky. Prace je doplnéna soupisem pouzité

literatury a prilohami.
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Appendix A — Lesson excerpts with codes

2.6.2017 L2 (1:27-5:03)

T: Ok, let’s get started... so, last time you told me you might try to cook something according to
English recipes, did you try something?

L: Um, uhuh, I tried one recipe from Donal Skehan, pasta carbonara.

=)

: Wow, really? How was it? /.
: It was very very easy, just four ingredients.
: Just four? And did you like it? ©

: Yes, it was very fresh. I was very promised.

L
18
I
T: Hmm...you probably miean surprised, like: Wow, it’s really tasty!
L: Oh, yes, sﬁ%‘%ﬁsed.

T: How did you cook it?

L: I just mixed egg, parmesan and pancetta... and spaghetti.

i

: Uhuh, so it’s healthier because you don’t use cream... Ok, so tell me how to do it, step by
step.

L: First you boil the water... Then I cook pancetta. Then I put olive oil in pan, pancetta and fry
and then you add egg, mix it... and it’s ready.

T: Aha, cool, I might try it.

L: Donal Skehan, I like his English very much.

T: Really? So you prefer Irish English then.

L: Yes, other were very fast f‘ﬂd Deliciously Ella [ don’t understand her.

L‘ ; X
T: I see, interesting. Great that you managed to cook it. What helped you to understand the
recipe?

L: No tak musela jsem si to pustit vickrat... neZ jsem vlastné zjistila ze boiling water je jako
vafici voda, to mi dalo celkem zabrat, haha... A nejdiiv jsem jen tak stdla a zkousela to
odhadovat a pak jsem se uz koukala a stopovala si to... no a sepsala jsem si recept. Jako na
poprvy bych to fakt neuvatila.

T: Uhuh, super, Ze jste si to takhleLgozgg'l_ila na vic fazi a zkusila to nejdifv bez toho videa jen
poslouchat... A skvély, ze jste si prisla na to, ze vam pomaha si to pustit vickrat za sebou,
stopovat si to a psit si jakoby pozndmky vlastng, abyste si napsala ten postup.
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L4 9.6.2017 (45:06-51:32)

T: Ok, so now we have this lion here... do you want to be the friend and the doctor again?
L: Yes, now elephant the doctor! Paw?

T OK... Oh, ouch, help me please!

: Oh, lion, what’s the problem?

: Can you see my paw? It hurts so much.

L% rowitoy EC belore
: Oh, don’t worry, I take you... Ill take you to the doctor.

: Ok, thank you se my friend.

: Hello, what’s the problem?

: Hello, my paw hurts me so much...

: Oh, yes.

: No no no, the left one...

: Ok. Sleep! J4 pak zatroubim jako na chobot, jo?

: Uhuh. [silence — surgery is going on]

: Tooot, your paw is ok!

: Perfect, hm, it’s much better, thank you so much doctor, goodbye!
: Goodbye!

Ok “L17, which one?

o S 1 1B e BNV o - M o BRI PR T~ PSR e R O O

: This one!
T: A prog?( /L Lhe SA
L: No protoze jsme vSem pomohly... jako s tim co je bolelo.

T: Uhuh, u vSech jsme zjistily, co presné je boli, takze zviteci &sti téla znas. A co presné teda
umis anglicky fict, abys mohla poméhat, az bude potreba?

L: Hmm... What’s the problem? Don’t worry, I’ll take you to the doctor.

115 Uhuh,'/perfecl:t:_: .aje s‘ﬁpef,'jé}k se to snazi§ Fikat prirozené v ty angli¢tiné “L1”... Vi3 co, zkus
doma jesté pomoct n&jakym plysakiim a pfisté sem jednoho prines a predvedes mi to, jo?
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Appendix B — List of codes (lesson excerpts)

Feedback (no F, teacher feedback TF, peer feedback PF)

(Focus: Task, Process, Self-reg., Tone +/-, Valence +/-

= Verification (Ver.):
1. Corrective F (CF) overcorrection, misalignment (EFObj), on
Fluency/Accuracy (voc.translation, helping too much, comment on content),
explicit corr., metacog. F, recast, repetition, elicitation

2. Praise — one word P., general P, reinforcement, overpraise, specific P

= Elaboration (Elab.): function descr./eval., overwhelming, (un)clear, no mission,
(un)specific mission (what to improve, challenge), medal+mission, L active agent,
exemplification, mismatch in F/Aim/Obij., criterion-ref., self-ref., strategy to improve
L/T (STR. to learn, compensation STR), STR appreciation, STR reinforcement

Aims, Objectives (Aim, Obj.)

Not mentioned, no interaction with, explanation, misalignment of F/Obj/Str, aligned
F/Obj./Str, little steps, clearly stated, problems to understand it (L), no problem with,
important (L)

Self-assessment (SA)

No SA, Segative aspects (too critical), problems with SA (level not performance), positive
aspects, misunderstanding, misaligned SA, SA form (SAF) +/-, SAF explanation, SAF
problems with understanding, SAF problems with filling it in, SAF (helpful), STR(creative),
confident, automatic, monitoring, self-efficacy +/-

Scaffolding/Questioning (Scaf., Q)

Question tag (QT), restricting, misleading, closed question (CQ), prompting, Open Q (0Q), Q
to make SA specific, STR. discussion, helpful, flow, to show curiosity, direct to Obj., to
support SA

Learner’s uptake (LUP)

+/-, disagreement with T, no verbal response, disagreement, misunderstanding,
+responsibility, asking for clarification, willingness to find out more, curiosity
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Appendix C — Reflective diary entry with codes

@ 7¢.2012
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Appendix D — Self assessment form samples
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Appendix E — Interview questions
Interview

> ZMENA

Zaznamenal/a jste n¢jaké zmény pred a po vyzkumu?

a) Ucitel (zpisob vyuky)
b) Zak (zptsob uéeni se)

» ZPETNA VAZBA, CILE
Spolupracovali jsme s cili, jaky na né¢ mate nazor?

a) Zpétna vazba/oprava chyb tykajici se cile/zaméfujici se na vSechno
b) Jaky nazor mate na hodnotici list? Jak se Vam s nim pracovalo?

» SEBEHODNOCENI

Jaky postoj mate k sebehodnoceni, které jste v hodinach pravidelné provadél/a?

a) Jaké pro Vas bylo mluvit o slabych a silnych strankach svého vykonu?
b) Jak nahlizite na strategie?

» CELKOVE ZHODNOCENI

Jaky mate celkovy nazor na novy systém téch zminénych aktivit v hodinach?

a) Napada Vas néco, co by se dalo zménit?
b) Chtél/a byste takto pokracovat i nadale?
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Appendix F — Interview samples with codes

@

Zaznamenala jste néjaké zmény pied a po vyzkumu? Asi si myslim, Ze jsem se rozmluvila, ty
DIFFICULTIES AT THE BEGINN NG L1 FEELS BETTER ABOUT HER €NG,
zatitky byly takovy tézky a ted’ myslim, ze mluvim plynujelc... Ze se mi vybavujou ty slovi¢ka.

A Ze to mé né&jakou hlavu a patu.

Pokud srovnite zpiisob moji vyuky pted a po vyzkumu, vidite néjaky rozdil? Kdyz jste
; THINKING ABOyT Obj, Acm'k/H'ENT:

zatala po mé chtit, abych se zaCala hodnotit, tak jsem se zatala zamyslet nad tim cilem a jestli
. $ = g NOTICING PROERESS s
Jsem schopné ho dokondit... tak asi jako spi$ to zamyslet se a uvédomovat si ten pokrok, kterej

PROBLENS WITH SA EXPLANATION RELFED

by tam mél bejt... protoZe ja se neumim ohodnotit, to jste vidéla, ale to jak jste mi vysvétlila, jak
; [MPROVETRAIT oF SA e

Je to minény, tak jsem si, myslim, trochu uvédomila ten pokrok, to splnéni toho cile a uvédomit si

jestli byl spInén a jak vlastng.

Tady jak jsme pouZivali ten hodnotici list, tady jste viastné méla tu aktivitu, kterou jsme

pak hodnotily podle jejiho cile, jaky na to mate nazor? Ty dil&i cile, ja jsem to brala tak, Ze

: Obj': IMPRTANT FoR AIT| ATTAINTIENT
kazdej cil ma n&kolik schodi a Zédnej schod se ned4 preskogit, protoze pak dojdete k cili a
- ! . STEPs ToWARDS PROGRESS NECEMARY
zjistite, Ze to nékde jakoby chybi, takze si myslim, Ze téma postupnejma krickama... ze prosté

jinak to nejde.

Jak vidite opravovani, mél by uéitel opravovat viechno nebo jen to, co souvisi s tim cilem?
) F N ALGNMENT WITH OL). ¥ X S
Myslim si, Ze spis to, co souvisi s cilem, ze'jako nejsem ve Skole. Toho jsme si uzili dost ve $kole
ST : 5 PERSONALLY 1P, 7oz :
a ted’ jako tim, Ze uz to ned&lam pro ty uéitele, ale pro sebe, tak mi vyhovuje, Ze se pak jako
+- of Am ACT. D 0L ; ; i ;
komplexné zhodnoti ta ¢innost. Myslim si, Ze i spousta lidi, co umi dobfe jazyk nefeknou
e ERRORS ARE Ok
vzdycky vSechno dobfe a nevim, pro¢ bych se méla stydét a byt opravovéna za kazdou chybu,

kdyz potbm komplexné z toho mam daleko vétsi radost, protoze tam téch chyb tolik nebylo a
.. . FinALGNNENT ~CLEARER - F on) EVERNTH/NG = OVERWHELT.
hlavn€ by mi to i narusovalo myslenky, j4 mam v hlave... prosté néjak premejslim a brzdilo by

me to.

Dobre, zminil jste cil aktivity, je pro vas dilezité ten cil znat?
by - NPorANT

. P i SN TARGET +
Pro mé je rozhodné diilezity znat cil té dané aktivity, abych védél, €eho zhruba se mam drzet,
abych tam nedaval néco, co tam nema byt a spis se vlastn& nevzdaloval. Diky tomu vzdycky vim

Oby- Focus |
na co se soustiedit.
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KdyZ se podivite na to, jak vis hodnotim ja. Preferujete, kdyZ opravuju chyby tykajici se
jen toho cile nebo vSechny nedostatky?
EC N ALIGNTIENT W\TH 0B
Spi$ mi vyhovuje, kdyz teda mame n&jakou tu aktivitu a ten urdity cil, tak je pro m& lepsi, kdyz
mé opravujete v ty dany oblasti, kterou potfebujeme, abych si zapamatoval... aby téch informaci
: ; T ey .
nebylo najednou tolik, lepsi je, si myslim, aspoit pro m&, Ze jakoby vsttebavam lip, kdyz v tom

daném cili opravujeme jen ty chyby v dany oblasti, abych si to lip zapamatoval... asi bych nebyl

schopnej, protoze vim, Ze délam spoustu chyb, zapamatovat si uplné vsechny. A taky bych pak
F oN evazvmme =LoNFUSIN G
vlastné mohl zapomenout na ten cil nebo vite, jak to myslim...Pak se zase probird dél tieba

n&jaky jiny téma... tak tam se mize opravit to, co jsem udélal predtim $patng, néco dalsiho

Co mysli§, Ze pomaha? Treba my jsme se dneska koukali, ono je to hrozna sranda, co tam déla
ATR: HAVIN G FUN TRRoULGH ENG .

ten divnej medvéd... a tak jsme se u toho mohli zasmat, tak jsme se u toho cela t¥ida zasmali.

Tieba i to Head, shoulders, knees and toes.

A ,L4%, Fekla bys mu tfeba, kdyby mu to head, shoulders neslo, kdyby to Fekl pfehazené a
nerozume to pravnla bys ho nebo bys ho pochvilila a nechala ho to délat $patn&?
Spis oﬁawfh ‘ﬁeaa .tak zkus néco fict.

T¥eba by zpival head, nose and knees and toes.

DPENONSTRATING
Tak bys mu ukazala.

No a on by to mél zase §patné. Co bys udélala?

: CTR.. T LernrN +
Tak at’ si to zkusi pomalu, pomalu at’ si to zkusi tieba head... sh...

Zaznamenaly jste néjakou zménu pred a po vyzkumu?

CLEAR. S’ﬁucwke
(L(b)) Mné ty hodmy jako od poc¢atku vyzkumu prisly jako takové jasné strukturované... s
] MoRE SYSTETAT(C
néjakym jasnym c1lem takové jako pevngji uchopene bych tekla. Z va3i strany je to jinak vedeny

bych fekla.

Oby. |INPORTAN T
(L(a)) No, mné taky To Ze jsme se soustedily na to, taky co pak budeme vypliiovat. Jinak jsme
ConTeENnT CHANGE ~ F
porad mluvily, poslouchaly, procvicovaly... délaly jsme to co pfedtim, akorat ta zpétna vazba,

myslim, jakoze byla Jako i od nas, predtim jen od vas Mysllm jako Ze jsme tfeba mluvily a vy

BeFoR e /\(e—w ACTWTY
jste nam fekla, co bylo blbe a ted’ uz jsme se musely zamys et i my nad tim, jak jsme to vnimaly.
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Appendix G — Lesson plan

7/4/17 GROUP (90min lesson)

Aim: At the end of the lesson, the Ls will be able to make a complaint in a polite and assertive way, with the use of

predetermined principles.

1. What does it mean “to make a complaint?” Q:
(5min) Do you remember the last time you
made a complaint?
What did you complain about?
Was it easy for you?
Obj.: Ls describe the act of making a complaint
2. A complaint letter analysis If you look at (the highlighted parts)
(15min) why do you think he put it like that?
What helped you to find the parts
including the specific language?
Obj.: Ls identify principles for making a complaint polite and S:

assertive from the text

Skimming, use colors to highlight,
focus on verb forms

3. Make the following statements more polite and assertive
10min)

Obj.: Ls reformulate the statements with the use of the previously
discovered principles

Imagine the real life situation, feel it
and think of clear reasons for why you
make the complaint

4. Video “Dealing With Angry Customers”
(15min)

If you consider the tone the woman
used, would you change it?

What do you think about the way the
woman is addressing the man?

What could she say to be more
indirect?

How would state the problems in a
more polite but assertive way?

Obj.: Ls identify inappropriate behavior and suggest modification

5. Role play: Perform the situation from the video, but in an
appropriate way (L(a) =customer)
(20min)

How do you think you managed it?
What helped you to stay calm?

Obj.: Ls put the suggested modification into practice and assess
how it went

Before: Imagine yourself in the same
situation, behaving appropriately, and
“play it in your mind”

6. Role play: Perform the situations you mentioned at the
beginning and perform them in a polite and assertive way (L(b) =
starts as a customer)

(20min)

Obj.: Ls demonstrate how the principles work in practice, assess
how it went and suggest alterations
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Appendix H — Brookhart’s Feedback Content Table (2008, 104-105)

Focus

Focus on “joint productive activity” (Dalton, 1998)—work done collaboratively with other
students (fosters language development as well as learning) that leads to a product, so
there is some concrete work to discuss.

Focus on the product and the activity that produced it.

Comparison

Make comparisons criterion-referenced (compare student work to standards).
Make comparisons self-referenced as appropriate (point out improvement).

Function and Valence

Be descriptive.

Clarity

Use student’s first language as well as English for feedback, if possible.
Repeat.

Speak slowly.

Use simple vocabulary; explain important terms.

Use routines.

(continued)
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Figure 7.2 Feedback Choices for English Language Learners (Continued)

Specificity

Connect feedback to knowledge and skills the student already has.
Connect feedback to real life (home, community) contexts.

Ask students to explain their reasoning.

Ask students to paraphrase feedback.

Tone

Be responsive and supportive,

o Listen to students and respond immediately with lesson adjustments related to feedback

conversations.
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