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Annotation

This diploma thesis explores the portfolio, a tool for developing learner self-assessment,
in English language classes. The theoretical part focuses on the introduction of necessary terms
such as assessment and evaluation, self-assessment, portfolio in the context of both general
education and English language teaching. Furthermore, the thesis proposes a critical insight on
these terms. The practical part presents an action research with the aim to incorporate the
European Language Portfolio into a lower-secondary English classroom and to describe the

whole process in detail from a teacher's perspective.

Key words

European Language Portfolio, portfolio, self-assessment, self-assessment awareness,

short-term aims, action research

Anotace

Tato diplomova prace se zabyva portfoliem, nastrojem pro rozvoj sebehodnoceni zak,
v hodinéch anglického jazyka. Teoreticka ¢ast se zaméfuje na predstaveni potiebnych pojmd,
jako je hodnoceni a evaluace, sebehodnoceni, portfolio v kontextu vSeobecného vzdélavani 1
vyuky anglického jazyka. Dale prace predklada kriticky vhled do téchto pojmt. Praktickd ¢ast
predstavuje akéni vyzkum, jehoz cilem je zaclenit Evropské jazykové portfolio do vyuky
anglického jazyka na druhém stupni zdkladni Skoly a cely tento proces detailné popsat

Z pohledu ucitele.

Klicova slova

Evropské jazykové portfolio, portfolio, sebehodnoceni, zvédomovani sebehodnocenti,

kratkodobé cile, akéni vyzkum
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INTRODUCTION

The learner portfolio is regarded as a functional tool for the development and
demonstration of a wide range of key competences in specialized literature. In particular, it
enables the development of competences for self-reflection and self-assessment. The emphasis
on self-assessment and, more specifically, the maintenance of a learner portfolio is
recommended in the contemporary literature by a variety of authors. On the other hand, these
terms seem to be rather fashionable concepts that are often overused without their effectiveness
being grounded in empirical evidence or other studies. Therefore, the author of this thesis
decided to explore this topic and form her own stance on this issue with regard to her future

teaching practice.

The theoretical part of this thesis attempts to provide a comprehensive insight into the
issue of self-assessment and portfolios in English language teaching. Thus, to understand the
topic, the reader must first be introduced to the basic concepts, both in the context of general
education and from the perspective of English language teaching. Hence, the selected topics are
arranged in such a way that the reader's attention is gradually drawn to specific notions. Thus,
the emphasis is first on explaining the concepts of evaluation and assessment, their functions
and types. This is followed by a chapter devoted to self-assessment, where again both general
and specific principles related to English language teaching are introduced. Following this, the
reader is presented with a portfolio, a specific tool for developing self-assessment in the learner.
Attention then turns to the introduction of an ambitious project called the European Language
Portfolio, which is a document used for recording and reflecting on the process of foreign
language learning and intercultural experiences. This is followed by a chapter that critically
explores self-assessment and portfolios through the lens of research because, as already
mentioned, these terms are often overused with no empirical evidence being provided. Lastly,
the reader is introduced to the seventh grade basic school pupil, as this group plays an important

role in this thesis.

The practical part of this thesis presents an action research which was conducted by the
author of this paper. The aim of the research is to incorporate the European English Portfolio
into the lower-secondary English classroom. Furthermore, this research aims to investigate the
whole process of integration of the ELP from the point of view of the interested teacher and to

describe the challenges and questions that might arise throughout this process.
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Theoretical part

1 Assessment and evaluation

Assessment in schools has the potential to both benefit and harm a pupil. The successful
conduct and outcome of assessment in schools involves a wide range of intellectual and
emotional abilities as well as full commitment not only from the teacher, but also from the
pupils. Assessment both determines the quality of teaching and also forms one of the most
important components of communication between the teacher, pupils and the parents of pupils
(Slavik 1999, 9).

Many authors use the terms evaluation, assessment and even testing interchangeably.
However, they do not possess the same meaning. Testing is only one specific part of assessment.
Evaluation and assessment are two slightly different terms concerning more general and global
processes (loannou-Gergiou and Pavlou 2003, 4). Before explaining the terms in detail, it is
necessary to briefly look at their origin and history.

The word “assessment”, in the context of learning, has existed for centuries. Its roots
could be traced back to the 3™ century in China where people had to pass “entrance exams” in
order to entry craft guilds or high public office (Earl 2013, 11). However, assessment as we
know it today emerged in the times of industrialization and universal schooling at the end of
the 19" century. Thanks to the industrial revolution, people were moving from rural
communities to urban ones which led to accumulation of newcomers and emigrants from
various countries or different cultures.

In order to educate many young people differing in their social structures and economic
bases, the universal education was born to develop the basic skills of writing, reading, and
arithmetic. After this change, “evaluation of students achievement” became a significant
dimension of schooling (ibid, p. 12). Nonetheless, assessment and evaluation came to be the
underlying terms of the development and history of education due to the discussion brought up
by The Assessment Reform Group (ARG) in the 1990s. The ARG was formed by the British
Educational Research Association as a voluntary group of researchers with the goal of ensuring
that relevant research evidence is considered in assessment policy and practice at all levels.

The advocates of this group questioned the current form of accountability, grading and
standards and suggested that “assessment that is explicitly designed to promote learning is the
single most powerful tool we have for raising standards and empowering life-long learning”

(The Reform Group in Earl 2013, 15). Other researchers also joined the exploration of
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assessment and its innovations which could not remain unnoticed by the policy makers and
practitioners (ibid, p. 16).

As it was previously mentioned, the terms “evaluation and assessment™ are rather broad
and general and therefore, opinions about the most suitable approach towards them vary across
researches, practitioners or even countries. However, the trend of making the assessment
authentic which was proposed by The Reform Group in the 1990s, and then stressed by other

authors continues to the present day.

1.1 Definitions of evaluation and assessment
As mentioned above, the terms evaluation and assessment are often used
interchangeably. Thus, it is important to define the terms in detail and put them into the context

of this paper.

Starting with the term evaluation, the Educational dictionary views it from two
perspectives. The first one concerns the scientific field in which “to evaluate” is a synonym for
“to assess”. However, the second one relates to the educational field and is defined as
“identification, comparison and explanation of data that characterize the condition, quality,
functioning and effectiveness of schools or the educational system as a whole.” (Prucha,
Walterova and Mare§ 2013, 190). Furthermore, the educational evaluation is crucial when
identifying and planning innovations which are needed for the development of the educational
system. In other words, it is an independent scientific discipline which is supported by the

theoretical and methodological base (ibid, p. 190).

The above mentioned claim could be transformed into the context of foreign language
teaching as well. According to loannou-Georgiou and Pavlou (2003, 4), evaluation is “the
process of gathering information in order to determine the extent to which a language
programme meets its goals”. These sources of information might be the teachers' and parents'
opinions, textbook quality, exam results or children's attitudes. The tools for gathering such
data might be questionnaires, observations, tests or various analyses. (ibid, p. 4). Harris and
McCann (1994, 90) define the term almost identically by stating “evaluation [is] consideration
of all the factors that influence the learning process such as syllabus objectives, course design,

materials, methodology, teachers and assessment”.

Pursuing this further, evaluation is the added value of assessment because what we also

take into consideration are the consequences. In other words, in order to evaluate we need to
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have a piece of information which was gathered by some form of assessment procedures. If
such information is gathered e.g. results of a test, we can start interpretating the collected data.
In many cases we can refer to the consequences depending on the (good or bad) quality of such

performance (Brown, Abeywickrama 2018, 3).

Moving on to the examination of the term “assessment”, it is also necessary to start by
exploring it in the context of general education. Broadly speaking, assessment might be defined
as a process of comparing various information, during which we distinguish “good” from “bad”,
choosing “the good” or at least we are trying to find the way towards correction or improvement
of “the bad”. Each of these partial steps — comparing, distinguishing, improvement or correction

could be considered as the subject of the pedagogical interest (Slavik 1999, 15).

Skalkova (2007, 176) provides more specific, yet brief definition of assessment by
stating “assessment [is] taking and expressing a positive or negative opinion on various
activities and performances of pupils in the classroom”. Valisova and Kovatikova (2021, 144)
share the same viewpoint, however, they emphasize that assessment primarily focuses on

recognizing the degree of pupil's development in terms of the set aims.

Pursuing the claim of the paragraph above even further, it is important to stress the
systematicity of such process. Majority of the assessment people experience outside the school
is either too general or occasional. What makes the assessment in schools systematic is the fact,
that the teacher prepares and organizes such activities on a regular basis and then compares
them with the chosen norms (Kolat and Sikulova 2009, 18). In the Czech educational system,
the teachers of lower secondary schools work with Framework Educational Programme for
Basic Education and School Education Programme. These curricular documents will be later

discussed in this paper.

To shift the focus on the role of assessment in the foreign language classroom, Mousavi
(2009, 35) defines it as “appraising or estimating the level of magnitude of some attribute of a
person”. Brown and Abeywickrama (2018, 3) share the same view by stating “whenever a
student responds to a question, offers a comment, or tries a new word or structure, the teacher
subconsciously appraises the performance”. In other words, the teacher automatically assesses

every performance of the student.

loannou-Georgiou and Pavlou (2003, 4) offer slightly different angle at assessment by

stating ““it includes all methods used to gather information about children’'s knowledge, ability
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and understanding, attitudes, and motivation”. In comparison with the above-mentioned-

authors, they stress the process of gathering rather than appraising or comparing.

Cheng and Fox (2017, 1-2) select the definition of assessment in language teaching
provided by Black and William (1998): “[it concerns] all those activities undertaken by
teachers, and by their students in assessing themselves, which provide information to be used
as feedback to modify the teaching and learning activities in which they are engaged” and they
emphasize its two important aspects. The first one are the participants of assessment — the
teacher and the students. Assessment might involve teacher and a student only, or it could
concern the teacher and a group of students. Moreover, assessment might take place between a
student and another student or between students themselves. The second one concerns the
multiple dimensions of assessment in language teaching since it contains daily reactions to
students' performance, classroom tests, entrance tests or, for instance, large-scale tests.
Furthermore, these assessment dimensions are best described by the following two terms:

= Assessment for learning refers to the process of seeking and interpreting evidence for
use by students and their teachers to decide where students are in their learning process,
where they need to go and how best to get there.

= Assessment of learning refers to assessments that happen after learning has occurred,

to determine whether learning has happened. They are used to make statements about a

student's learning status at a particular point in time.

(Cheng and Fox 2017, 4)

As it was already mentioned in this chapter, when discussing the systematicity of
assessment in schools with the support of Kolat and Sikulova (2009), Cheng and Fox (2017)
also stress out the importance of having precise criteria and norms which serve for the

comparison with students' performance.

Concerning the “criteria and norms” which are available to a basic school English
teacher when assessing students' performance, there are three essential documents in the Czech
Republic. The first one is the briefly mentioned Framework Education Programme for Basic
Education (FEP BE), which was established on the national level. The most relevant parts of
the FEP BE concern the objectives of basic education and the chapter dedicated to foreign
language acquisition. The chapter concerning the objectives of basic education proposes that it
should help pupils to “form and gradually develop their key competencies and provide them
with the firm foundations of general education” (FEP BE 2021, 8). The key competencies are
defined and further described in the following chapter as: “a set of knowledge, skills, abilities,

attitudes and values which are important for the personal development of an individual and for
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the individual's participation in society” (FEP BE 2021, 10). To further explain, the reason for
mentioning this in the paper is that these competencies are interconnected which means that the
entire educational content, as well as all school activities, must be focused towards the
formation and development of the competencies (ibid). The other relevant chapter is explicitly
dedicated to the expected outcomes of foreign language. These outcomes are separated into
categories for either the first or second stage of basic education. Moreover, these stages are

divided into two cycles, each of which is discussed in further depth.

The second important document, which represents the school level of the Czech
educational system is the School Educational Programme (further only SEP). SEP is produced
by each school's administration and must be based on the FEP BE. What makes each SEP
unique is the fact that each thematic area could be further defined in a greater detail in
comparison with the FEP BE (ibid, p. 5).

The third document is the Common European Framework of Reference for Languages
(further only CEFR). This document “defines levels of proficiency which allow learners'
progress to be measured at each stage of learning and on a life-long basis” (CEFR 2003, 1). The
reason for mentioning this document is the fact that FEP BE refers to these levels (Al and A2)
as they should be attained either in the first (A1) or second cycle (A2) of basic education (ibid,
p. 17).

Distinguishing the two terms was important since many authors use “assessment” and
“evaluation” while discussing the same topic. For the purposes of this paper, the preferred term
is “assessment” since the focus is on gathering data of students' progress, abilities, attitudes etc.
and not on examining the consequences and judging, whether a language programme meets its

goals.

Also, mentioning the curricular documents which are available for a basic school
English teacher when assessing the learners' performance is considered important by the author

of this theses as the criteria and norms are emphasized by the studied authors.

1.2 Functions of assessment
The term “assessment” might come across as threatening and evoke panic in some

people. However, it is an integral part of teaching and learning and therefore, it is important to
examine the purposes and functions it can serve. On that note, it would be appropriate to ask
the question: Why do we assess the students in the first place? William (2011, 3) responds by
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stating: “It is only through assessment that we can find out whether a particular activity has

resulted in the intended learning outcomes”.

As it was already mentioned, assessment in the educational environment should be
systematic and organized and thus, it is crucial for the teacher to be aware of its functions so
that they can be applied accordingly. The classification of the assessment functions and its
terminology varies depending on the author. In many cases, the function is named differently
but its content differs only in details. For the purposes of this this paper, the starting point of

classifying the functions of assessment is the division provided by Slavik (1999, 16-18).

The first function concerns motivation. Motivation is based on the human needs,
particularly social needs such as recognition, self-realization or success (Cap and Mare§ 2007,
174). Therefore, this function is directly related to the emotional side of assessment and thus, it
interferes with the intimate and personal sphere. Not only the feelings of a person who is being
assessed are involved but also the feelings of a person who is in the position of the assessor.
Thus, this part of assessment must be carried out delicately (Slavik 1999, 16-17). Kratochvilova
(2011, 24) suggests that assessment should at first involve the positive aspects of students'
performance and then focus on the areas which need little more work or correction because
focusing only on the negatives might be demotivating for the learners. Kolat and Sikulova
(2009, 47) point out that since the motivational function is connected to emotions and feelings,
it makes the function the most effective one in terms of influencing the learner. If the learner is
motivated, he/she desires to learn new things. Such desires need to be grounded by emotional
impulses. This idea is also supported by Hvozdik (in Kolaf and Sikulova 2009, 47), who claims
that assessment affects the learners only if they experience the success or failure of their
learning outcomes. loannou-Georgiou and Pavlou (2003, 5) share the same viewpoint and also
add that assessment is especially important for young learner because they need tangible
evidence of their progress in order to stay motivated to learn. A specific example might be

achieving short-term goals.

The second function of assessment deals with cognition. Cognition allows us to grasp
the meaning or purpose of everything which surrounds us. It concerns the intellectual side of
assessment and questions the subject of assessment. For example, we can ask “What this has to
do with this?”. Such question makes us think about the “bigger picture”. To put it differently,
it makes us think about the connections. If we can think of the connections, it means we

understand, or start to wunderstand, the particular area (Slavik 1999, 17).
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The third function of assessment is conative. It mainly concerns volition. Assessment
appeals to the active participation of the learner in the educational process. Furthermore, it is
about finding the way of improvement. Such reflection can be done retrospectively. When an
activity is over, the learner might think about possible improvements, suggestions or the ways
needed for maintaining at this level. The aforementioned issue applies to the teacher as well.
(Slavik 1999, 18).

Kratochvilova (2011, 25) based her functions of assessment on Slavik's division and
added the developing function. This function is particularly relevant to this paper because
assessment might help in developing student's self-concept and self-image.

Since this paper is concerned with the use of portfolios, there are two other functions of
assessment, which should not stay overlooked, the first one is the informative function.
Assessment gives concrete information about student's knowledge, abilities or attitudes. The
informative value is based on the comparison of a norm which should be acquired and the actual
state of learner's abilities. This function is not only valuable for the learner and teacher, but also

for learner's family members (Kolat and Sikulova 2009, 48).

The second one is the regulative function. The teacher is able to regulate each learning
activity by assessment. In other words, it is too late to assess only the final product/performance
of the learner. It is important that the teacher focuses on the processes and pays attention to the
preceding steps e.g. intensity of student activity, usage of methods and learning styles or

learner's volition (ibid, p.50).

To conclude, each of the above-mentioned functions can be applied to every type of
assessment in the educational environment. However, the differences are between the
proportions which are dedicated to the particular function. Every function is important and
should be included. Therefore, it is necessary, for the teacher, to reflect upon the representation
of each function and making sure that the ratio is not staying the same (Slavik 1999, 18).

1.3 Types of assessment

Similarly to the functions of assessment, the authors define different types of assessment
as well. However, for the purposes of this paper, the basic classification of the types is

sufficient.

Majority of the authors define two basic types of assessment. The first one is the

summative assessment. According to Brown and Abeywickrama (2018, 8), its aim is to
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“measure, or summarize, what a student has grasped”. This type of assessment typically takes
place at the end of a particular unit or at the end of a term or a school year. In other words, it
“measures the product of a student's learning” (Harmer, 2015). Slavik (1999, 37) supports this
view and adds that it serves as a final overview of students' abilities. Therefore, its purpose is
to inform the learner and the teacher about the success rate. Usually, the term summative
assessment is only associated with written tests, however it can also be done orally e.g. “Peter

seems to be distracted lately at school” (ibid, p. 37).

According to Brown and Abeywickrama (2018, 8), the type of assessment which is more
present in the classroom is the formative assessment. As noted by Kratochvilova (2011, 27),
formative assessment helps with self-development of the individual. It happens in the process
of learning and thus, is classified as ongoing, corrective and a source of feedback. Also, the
learner is not being compared to other classmates and their abilities but the focus is on the
progress of each learner.

Slavik (1999, 182) defines formative assessment as a support for the learner. As it takes
place in the process of learning, the learner is provided with feedback when there is still space
for improving the given performance. In other words, the aim of formative assessment is to
navigate the learner and the teacher towards a particular goal. In addition, Harmer (2015, 408)
states “formative assessment looks to the future, rather than focusing exclusively on what has
been achieved up to a given point in time. For this reason, it is sometimes called assessment for

learning.”

According to Kratochvilova (2011, 21), formative assessment should predominate in
the classroom. Although, it is mainly provided by the teacher, it is also important to lead the
learners towards assessing their classmates and also themselves. Kasikova (2010, 94) also
agrees with this statement and further explains that if the learners are able to assess themselves
and provide their classmates with feedback, they remain motivated to learn because they
understand their strengths and weaknesses and also, know what should be done in order to

improve their performance.

In the previous paragraph, the importance of learners' ability to assess themselves was
briefly mentioned. In the modern concept of education, the terms “self-assessment” or “self-
evaluation” are used and stressed frequently. These terms are directly connected to the use of

portfolios and therefore, it is crucial for this thesis to define the terms in detail. Also, this chapter
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has focused on a bigger notion, the assessment and now, there will be a shift towards more

specific area of assessment which derives from the formative assessment.

2 Self-assessment

Merriam-Webster dictionary (n.d.) defines the term self-assessment as “the act or
process of analyzing and evaluating oneself or one's actions”. Such definition implies that self-
assessment is ubiquitous in our lives because each aspect of our everyday life might be the
subject of further assessment. The personality of an individual is confronted with given social
environment due to self-assessment. Such confrontation contributes to a more realistic self-
concept. Self-concept plays a very important role in connection with self-assessment. If we
define self-concept as an idea of one's own Self, then self-assessment is a tool for shaping that
Self (Pricha, Walterova and Mare$ 2013, 258-259).

The above-mentioned claim can be transformed into the educational context as well. To
accomplish so, curriculum documents that constitute the foundation of the Czech Republic's
entire educational system must be analyzed. The already mentioned FEP BE (2021, 10) states
that at the end of basic education, the pupil: “recognizes the meaning and purpose of learning,
has a positive attitude towards learning, assess his own progress and identifies obstacles or
problems that impede learning, plans ways in which he can improve his learning, critically
evaluates and discusses the results of his learning”.

In addition, incorporating pupil's self-assessment into the educational process is also
legally bound by law, as an amendment, to Decree No. 48/2005 Sb., on basic education and
certain requisites of school attendance, specifically in §14. Therefore, each school should

implement principles and guidelines for pupil's self-assessment into their school curriculum.

It is clear from the aforementioned that nowadays society has made it desirable for the
students to be able to self-assess their own performance, which is reflected in both curriculum
documents and the laws of the country. Therefore, providing the learners with opportunities to
assess themselves should not be viewed as some extra burden the teachers have decided to place

on their learners.

Based on the key competencies mentioned in the FEP BE (2021), it is apparent that one
of the main goals of upbringing and education is helping the learner become an autonomous
person, who is able to function in the society by responding adequately to the stimuli of the

outside world. Therefore, it is crucial that this intention is further supported by various didactic
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strategies. Putting emphasis on developing self-assessment in learners is one of the ways of
shaping their personality (Kargerova, 2004) and (Rakousova, 2008). In addition, Stary and
Laufkova (2016, 35) state that good-quality self-assessment, in fact, saves time in the classroom

since it supports the learning process of the student.

2. 1 Self-assessment in the context of education

As noted by loannou-Georgiou and Pavlou (2003, 10), self-assessment in the
educational context is highly important because it “promotes invaluable learning skills such as
monitoring one's own progress, reflecting on one's abilities and learning styles and setting
personal goals.” Learners are also able to grasp the assessment criteria which are used by
teachers more clearly since they are able to assess their performance as well. Moreover, the
learners feel empowered since they feel like they are able to intervene into the process of

assessment or they can at least express their opinions about it. (ibid, p. 10).

Furthermore, (Stary and Laufkova 2016, 34) define self-assessment the same as the
authors in the paragraph above but they further develop the ability to reflect one's process of
learning. To be more specific, self-assessment not only helps the learners to realize, whether
the aim was achieved but also helps them to identify, what exactly contributes into achieving

the goal in terms of their own specific and unique learning needs.

Pursing this further, according to Brown and Abbeywickrama (2018, 313-314), the
notion of autonomy derives from the ability to assess oneself and it is one of the ways towards
successful learning. Such ability includes:

1. setting one's own goals both within and beyond the structure of a classroom curriculum
2. pursuing those goals without the presence of an external stimulus
3. monitoring that pursuit independently

(Brown and Abbeywickrama 2018, 314)

Similarly to Brown and Abbeywickrama, Slavik (1999, 139) stresses the term autonomy
as well. Moreover, Slavik states that since assessment is not only the means of teaching but also
its aim, it is absolutely essential to provide the learners with opportunities to assess their own
performance and to let them find the ways of improving themselves. Such assessment is also

called autonomous assessment and derives from the autonomous learning.

In addition, Kolaf and Sikulova (2009, 151) state that since self-assessment supports
autonomous learning, the learner feels responsible for his own learning and therefore becomes

less dependent on the teacher.
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Having defined the term self-assessment in the educational environment, there are other
perspectives of how to approach this notion. For instance, Oxford (1990, 20) describes self-
assessment as one of the indirect learning strategies. In general, learning strategies are: “specific
actions taken by the learner to make learning easier, faster, more enjoyable, more self-directed,
more effective and more transferable to new situations” (ibid, p. 8). These strategies could be
further divided into two categories: direct and indirect. However, they are both connected and
equally essential (ibid, p. 12). The indirect ones include metacognitive, affective and social
strategies. The metacognitive strategies could also be divided into several categories, however,
for the purpose of this paper, only evaluating your learning is relevant. This set has two parts.
The first one is self-monitoring which focuses on “student’'s conscious decision to monitor”.
Moreover, Oxford proposes, that learners should be asked to write down their main struggles
in language learning and try to come up with ideas what is the reason behind them. By doing
this, the learners are not only able to identify their difficulties but they might also be able to
track the cause of them (ibid, p. 161). The second one is self-evaluating, which might concern
the language progress as a whole or it could be focused on progress in one of the skills. For this
purposes, Oxford recommends using journals, checklists or diaries (ibid, p. 162). It is also
important to note that, both of these strategies are beneficial for learner's development in all the
skills areas (ibid, p. 160).

Another view on self-assessment is provided by Dérnyei (2001), who classifies it as one
of the motivational strategies. Motivational strategies are: “techniques that promote the
individual's goal-related behavior” (ibid, p. 28). The author mentions the benefits of
implementing self-assessment into the classroom several times in the book. For instance, the
author discusses the anxiety that is connected to testing and assessment and proposes that
combining these methods with learners' self-assessment might prevent such anxiety and
discomfort (ibid, p. 94). Also, Ddrnyei, as other authors mentioned in this chapter, connects
self-assessment with the learner autonomy by stating: “[it] gives them a concrete sense of
participation in the learning process” (ibid, p. 105). To continue, Ddrnyei proposes an
interesting idea, implying that self-assessment techniques should be incorporated because the
teacher therefore not only believes that learners' are able to assess their work by themselves but

also their opinion is valid and taken seriously (ibid, p. 133).

As it was already mentioned, self-assessment is ubiquitous in our lives. However, it is
important to note that people are not born with the ability to assess themselves with reference

to some specific criteria. Such ability is gradually shaped by the influence of external and
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internal factors in the process of cognitive development (Kolaf and Sikulova 2009, 142). For
this reason, we as teachers, should perceive the ability to assess oneself as a competence which
should be further developed at schools (ibid, p. 151).

2. 2 Implementation of self-assessment into a classroom

As noted in the previous subchapter, people do not born with the ability to assess
themselves with the connection to criteria. Therefore, assigning the learners with “tasks for self-
assessment” as home-work or just asking them what mark they would assess themselves after
an oral examination is not sufficient nor it motivates them towards self-assessment (Kolaf and
Sikulova 2009, 151).

The pursuit of incorporating self-assessment into the lessons must come from the
teacher himself. New methods bring success only when the teacher is convinced of their
benefits and believes in using them on a regular basis and is willing to do so even though it

requires more pedagogical work and effort (Slavik 1999, 134).

Furthermore, Slavik (1999, 136) states that introduction of self-assessment cannot be
done without preparation, which he divides into two dimensions. The first one is called the
cognitive dimension which deals with the preparation of the learners for the analytical self-
assessment. If the teacher implements formative assessment into the classes, the learners are
gradually able to critically evaluate their learning processes and performances. In other words,
the learners are trained to be the assessors themselves in the most objective way possible. The
second one is called the psychosocial dimension and it concerns the preparation of social
climate in the classroom. The learners are being trained to be able to manage the emotional part
of evaluation, to be tolerant of other people opinions and to take such opinions into
consideration. In essence, it is a form of training in social behavior which aims to create an
atmosphere of cooperation, mutual trust and mutual respect not only between the pupils
themselves, but also between them and the teacher.

Elaborating on the use of formative assessment, Kolaf and Sikulova (2009, 151) suggest
that suitable starting point could be done by asking questions (starting with “what” or “why”)
which support learner reflection. Pupils need a helping hand to find out what they are good at
and where and how they can improve in the future. The following questions, for example, will
help them to do this:

=  What did I learn?
=  What am I doing well in school?
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= What can | improve?

= What do | want to focus on this year and what do | want to improve?
=  What is still giving me a bit of trouble?

= What can | do to get better results in ...?

=  Why have | improved in ...?

= Why did the teacher give me this grade?

(Kolét and Sikulova 2009, 152)

The above-mentioned questions might enable the learner to assess the current level of
their performance, while also encouraging them to set further goals for the future.
Simultaneously, these questions can help the learners to talk openly about their learning
experiences (ibid). Stary and Laufkova (2016, 35) suggest that from the very beginning, the
teacher should introduce the question "Why do | evaluate my work the way | do?" into the
students' thinking. This increases pupils' interest in their own learning and enables them to take
responsibility for their learning and the outcomes of their work.

Another aspect of formative assessment which helps the learners towards self-
assessment awareness is working with the aim. It is necessary to set not only the overall aims
in teaching, but also to formulate the sub-aims as precisely as possible. The detailed formulation
of the sub-aims will then make the assessment criteria much easier, as this will give us a
comprehensive picture of what exactly is required of the learners and what we should focus on.
Subsequently, we will then be able to give feedback to pupils as they learn, when they can still
improve (Slavik 1999, 112-113). Additionally, Kolaf and Sikulova (2009, 142) hold the same
opinion and further say that if the pupils are used to working with aims, they will not only be
able to understand why they have been given, for example, a failing grade, but will also be able

to objectively assess their own performances and the results of the learning process.

As already indicated, the pupil's journey from teacher assessment to self-assessment of
his or her own performance is difficult. For this reason, there should be a gradual transition
from teacher-directed assessment towards pupil-directed assessment. This might be realized by
giving the pupil more and more responsibility of the assessment, so that the pupil gradually
becomes an advocate who is able to judge not only his own performance but also that of his
classmates (Kolaf and Sikulova 2009, 143). Kasikova (2001, 132) believes that "if students take
responsibility for their own learning, they should also take some responsibility for its reflection,

that is, to shift the assessment from the teacher more towards the group and its members".

Peer assessment contributes not only to students' personal but also to their social

development. If pupils discuss together what went well in group work, for example, where there
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were problems and what the causes might have been, they also learn the ability to communicate
effectively and to give constructive feedback. By repeating such reflection, pupils soon realize
that if they themselves want to receive feedback that is both objective and valuable, they must

also be perceptive about performance of others in the classroom.

Peer assessment should have been grounded by rules. It is essential that the pupil first
appreciates what his classmate has done well, what is right and what his work fulfils. Only then
can he focus on the shortcomings. Moreover, if the pupil discovers any shortcomings or
inconsistencies, he or she should try to suggest procedures that would help to improve the
performance or work in the future. When peer assessment is regularly incorporated into the
teaching, pupils will appreciate the quality of each other's work and will find it natural to
recognize such work (Kolai and Sikulova 2009, 148-149).

Furthermore, if the student has learned to judge the work of others objectively and
critically, he is able to focus on his own performance in the same way. Thus, the motivation for
self-assessment can be an opportunity to take responsibility for one's own actions, because the
essence of self-assessment is in working with error. Error is not perceived as something to be
feared, but rather as a challenge that students can face. If the learners are able to identify the
mistakes they have made, they are then able to assess the current state of their knowledge and
skills. Based on this, they can set intermediate goals and plan the next steps that will help them
to eliminate the errors discovered. At the same time, they could reflect on what caused the error
and how it could be avoided next time. This is, of course, also feedback for the teacher, who is
better able to understand the situation in the classroom and is able to respond to students'

suggestions in order to make his teaching as effective as possible (Rakousova, 2008).

To conclude this chapter, it should be mentioned that the procedure described above
should not be regarded as the only correct one. Undoubtedly, there are many other variations
on how to proceed when introducing self-assessment into teaching. In the forthcoming chapter,
the reader's attention should again be drawn to a more concrete phenomenon that is linked to

self-assessment.
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3 Portfolio

In this chapter, the focus shifts towards a specific technique which supports learner's
self-assessment: portfolio. This notion is at first defined in general and then put into the

educational context.

Defining the term “portfolio” is crucial for this thesis because as Vaclavik (2013, 11)
aptly states in his dissertation “portfolio is usually treated as a folder that is stored somewhere
in the classroom without teachers and students paying any further attention to it or working

with it in a systematic way”.

The aforementioned claim could be rooted in the ambiguous perception of this notion
which is apparent in the literature. For instance, Arter, Spandel and Culham (2001, 288) say
that there is no correct, reliable and guaranteed way to work with a portfolio. On the contrary,
Panitz (1996, 25) is of the opinion that there are countless such effective ways and new ones
are being constantly developed.

The ambiguity in the understanding of the term is thus certainly not only among authors,
but also among teachers themselves. For this reason, PiSova (2007, 50) notes that the term
“portfolio” is often associated with something that is popular, desirable and highly promoted in
the educational context. Although, when something is perceived as popular, there is always a

risk of overusing such term due to incorrect definition and understanding.

This chapter therefore focuses on the definition of the term “portfolio” in general and

then proceeds to putting the term into the context of English language classroom.

3.1 General definitions

The term “portfolio” has various interpretations and could be encountered in a wide
range of different fields. According to The New Oxford Dictionary of English, the term
portafogli is of an Italian origin and could be traced in the 18" century. Furthermore, the Latin
compound portafoglio could be divided into portare, which could be translated as “carry”, and
foglio, which means “a leaf or sheet” (1998, 1445).

When defining any term in order to understand its meaning properly, using various
sources might be viewed as reasonable. For this reason, this paper examines three definitions
provided by English dictionaries, which are considered to be trusted and frequently used among

learners and researchers.
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Starting with The Cambridge Learner's Dictionary (n.d.), portfolio is defined as “a
large, thin case used for carrying drawings, documents, etc.” or as “a collection of drawings,
documents, etc. that represent a person's, especially an artist's, work™, or in the British English,

it could be ““a particular job or area of responsibility of a member of a government”.

To continue, The Oxford Learner's Dictionary (n.d.), provides almost identical
definitions, there are, however, minor variances. The word portfolio could either mean “a thin
flat case used for carrying documents, drawings, etc.” or it might be “a collection of
photographs, drawings, etc. that you use as an example of your work, especially when applying
for a job” and finally, the use in the British context is also mentioned, by stating that portfolio

is “the particular area of responsibility of a government minister”.

The final dictionary, which is represented in this thesis is Merriam-Webster Dictionary
(n.d.) and it defines the portfolio as “a hinged cover or flexible case for carrying loose papers,
pictures, or pamphlets”. Then it could also concern “the securities held by an investor: the
commercial paper held by a financial house (such as a bank)” or as mentioned in the previous
two dictionaries, it could mean “a set of pictures (such as drawings or photographs) usually
bound in book form or loose in a folder”. The last definition provided by this dictionary is what
makes it unique in comparison with the previous two dictionaries, as it states that portfolio is
“a selection of a student's work (such as papers and tests) compiled over a period of time and
used for assessing performance or progress”. This is the first definition which takes into account
the use of portfolios in the educational context.

Having analyzed three prominent and popular dictionaries, it is save to conclude that
the most complex definition of the term “portfolio” is provided by Merriam-Webster Dictionary

because it covers various areas, including the educational one.

3.2 Portfolio in the educational context
Since the term was explained in general, it is now time to put the notion of portfolio into
the context of this thesis. In this subchapter, the attention is paid to portfolios which are used in

the educational environment.

Examination of various editions of the Educational Dictionary (Pedagogicky slovnik)
which were published throughout the years yielded some interesting results that only illustrate
the fact that the term “portfolio” is, indeed, a relatively new concept in the Czech Republic.
Starting with the first published version in 1995, the term “portfolio” does not appear in the

dictionary. This suggests that at that time this concept was not only unexplored but also not
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used in the context of education in the Czech Republic. However, in the next edition, which
was published in 1998, portfolio is defined as a term which originally comes from the field
concerning economics. It is further defined as “a collection of various pupil products (written
work, artwork, laboratory reports) that documents the pupil's work and development over a
period of time” (Pricha, Walterova and Mares, 179). The authors of the dictionary also add that
some teachers share the opinion that portfolio makes the system of assessment of the pupils
only by grades more complex (ibid). The next version of this dictionary, which was available
for the author of this thesis, was published in 2003 and remains unchanged. A significant change
in interpretation of this term occurs in the latest version of the dictionary published in the 2013.
Portfolio is defined as:

a set of different products of a pupil, student or teacher that document their development

and work over a certain period of time. The portfolio becomes an important means of

reflection on education or career, documenting the story of the creation of personal or
professional identity, key points and impulses in the process of identity development.

(Prticha, Walterova and Mares 2013, 209)

What makes the above-mentioned definition interesting, is the fact that portfolio is not
only viewed as a collection but as a tool which is used for conscious reflection of the educational
process and might also be used by the teacher. However, this thesis only focuses on the portfolio
produced by the pupils themselves, therefore the other possible forms are excluded.

Kolai and Sikulova (2009, 149) do not examine portfolio in a great detail as they refer
to the definition provided by other Czech author Slavik (1999, 106), who states that it is “an
organized collection of pupil's work that provides information about the pupil's experience and
performance”. The frequently occurring designation of a portfolio as collection of pupil's work

prevails among other authors as well (Kratochvilova 2014, Krejcova and Kargerova 2003).

Kostalova, Mikova and Stang (2008, 112) share the same viewpoints on portfolio as the
mentioned authors, but they stress two important concepts that are related to the use of
portfolios. The first one concerns the fact that they view the portfolio as an synonym for
“evidence”. Moreover, the portfolio serves as an evidence, that illustrates the progress the pupils
have done in some particular area. The second one relates to the connection between portfolios
and time. In order for any progress to be noticeable, a certain amount of time needs to pass.
This claim is therefore connected to the fact that keeping portfolio is an activity that has to be

done regularly over a longer period of time.
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Furthermore, Tomkova (2007) distinguishes herself from other authors by stating that
portfolio is ”an organized and commented collection of pupil's materials”. What makes this
understanding of the use of portfolio by the learners different, is the fact that Tomkova stresses

that it should be accompanied by a commentary from the student, the teacher or the parent.

3.3 Purpose and aims of using portfolio

As it was implied in the previous subchapter, although portfolio represents a collection
of pupil's work, it should be treated as a tool from which the learners and teachers can benefit.
This claim is supported by Klenowski, Askev and Carnell (2006, 276) who say “the portfolio

itself is nothing, just a lot of documents that are a stepping stone for further work”.

Tomkova (2007) further develops the idea above, as she points out that producing
portfolio is not the goal of pupil's learning processes, but rather a means to it. Pupils do not
produce their materials in order to include them into some folder. The aim of this organized
collection is to work with it further by reflecting on the included materials. Such reflection
might result in means of learning for the pupils.

The question of the meaningfulness of introducing portfolios into teaching is answered by
Kostalova, Mikova and Stang (2008, 112) by listing the following reasons:

= The portfolio links teaching and learning with assessment;

= It becomes the basis for teachers' lesson planning which is supported by information on
the progress and outcomes of pupils' learning;

= |t gives pupils a sense of responsibility for their own work;

= |t opens up a discussion between teacher and pupil that can cover both the progress that
the pupil has made as well as the mistakes which occurred;

= |t can serve as a basis for the teacher's assessment, as it is unquestionable evidence of
the pupil's work;

= Portfolio makes it easier for the student to work with self-assessment;

The above-mentioned list implies that portfolio is a tool which intervenes into several
different areas in the educational context. Mare$ and Gavora (1999, 128) support this claim by

stating that portfolio presents a holistic view of the learner.

According to Kratochvilova (2014, 25), the portfolio has a great potential in the context of
education and it is up to the teacher to critically decide which way will be the most suitable for
the given class. In comparison with the already mentioned authors, she defines other functions

of the portfolio implementation:

= the pupil creates something of value to which he or she has a positive relationship;
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= the portfolio helps to assess the results of pupils' work in a comprehensive, long-term
way;,

= the teacher might better differentiate and individualize the education of pupils;

» it combines summative and formative assessment;

Moreover, Slavik (1999, 107) implies that learners with specific learning difficulties such
as dyslexia and dyscalculia, might benefit from the use of portfolios since only their learning

achievements are compared with each other throughout some period of time.

Similarly to Kratochovilova (2014), Rolheiser, Bower and Stevahn, (2000, 1) further
elaborate on the diversity which is connected to the use of portfolios, as they note that its
purpose is based on the teachers' predetermined goals. The teachers must have a clear vision of
what they want to achieve by the use of the portfolio in their classroom in advance. The goals
should be determined in a way that the pupils “develop a love of learning, become self-directed

learners and have a positive sense of self” (ibid).

3.4 Portfolio in the English language classroom
The purpose of this chapter is to link the previously mentioned references to portfolios

and to place them into the context of them portfolios in the English language classroom.

loannou-Georgiou and Pavlou (2003, 23) view the portfolio as “a compilation of an
individual pupil's work, showing his/her language abilities, effort, and language development
over time”. This definition is almost identical to the general definitions of portfolio in the
educational context, as the key concepts remain the same: compilation, learner's development

and some period of time.

As already discussed, portfolio is viewed as “an organized collection” by the authors. To

be more specific about this collection, it may include:

Essays and compositions in draft and final forms;

Reports, project outlines;

Poetry and creative prose;

Artwork, photos, newspaper or magazine clippings;

Audio and/or video recordings of presentations, demonstrations, etc.;
Journals, diaries, and other personal reflections;

Tests, test scores, and written homework exercises;

Notes on lectures;

Self and peer-assessments — comments, evaluations, and checklists;

(Brown and Abeywickrama 2018, 321)

When discussing the aims of incorporating the portfolio into the language classroom,
loannou-Georgiou and Pavlou (2003, 23-24) examine this notion from two points of view. The

first one concerns the teachers and they state that it provides them with “a global view of the
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individual child's progress, including attitudes, learning strategies, interests, and talents” (ibid).
Moreover, the provided information not only involves the global view on the progress, but also
the small steps towards improvement and development which could be recorded through the
continuous work on portfolio. The authors also add, that portfolio might serve as a base for
discussion. This discussion might involve the teacher and the pupil individually, as they further
talk about the issues recorded in the portfolio. By setting up these “conferences” the teachers
can “genuinely get to know and give particular attention to all the children and establish a strong
relationship with them” (ibid). Alternatively, these meetings might involve the parents as well,

in order for them to be also part of the learning and assessing processes (ibid).

The second point of view, is oriented on the pupils and their benefits of using the
portfolio. All of these aspects are based on the fact that the pupils are actively involved in the
learning and assessing processes. By being active participants, the learners might reflect on
their own learning experience and progress they made, or they might be asked to set their
personal goals which should be supported by individual learning strategies. Moreover, keeping
a portfolio might increase motivation and promote excitement for learning as it becomes a
tangible evidence of pupil's efforts and progress (ibid). The authors also add the pupils “observe
progress as it takes place, and have access to the products of their efforts to show (off) to friends
and family” (ibid). Such claim implies that the pupils might have emotional connection to their

portfolio as it a result of their ongoing work.

Brown and Abbeywickrama (2018, 322) introduce probably the most complex view on
the attributes of using portfolios in language classrooms. They refer to Margo Gottlieb's
developmental scheme which illustrates the purposes and nature of portfolio. This scheme is
based on the acronym CRADLE, which stands for Collecting, Reflecting, Assessing,
Documenting, Linking and Evaluating.

“Collecting” refers to the fact that the pupils need to be informed what materials are
expected from them to be included in the portfolio, however, the final selection should reflect
their own free will and control over the selection. “Reflecting” involves the integral part of each
portfolio, which is conscious practice in self-assessment techniques. This is also connected with
“Assessment” which implies that the pupils should be able to recognize the quality of their work
with the comparison to some criteria. “Documenting” is connected to the evidence of learner
achievement. “Linking” might be interpreted in various ways, however, it means that portfolio

links not only the pupil with the teacher, but also the pupil with parents and other members of
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given community. And finally, “Evaluating” represents a time-consuming process which needs

to be supported by learner's responsibility.

3.5 Portfolio in legislative and curriculum documents in the Czech Republic
Having defined the term “portfolio” and its use in the educational context, it is also
important to examine, how this term is viewed by the documents that form the basis of the

educational system in the Czech Republic.

Starting with the Education Act, specifically with Act N0.561/2004 SB., on pre-school,
basic, secondary, tertiary professional and other education, as amended, it does not directly
mention the pupil portfolio. To continue, the already mentioned Decree No. 48/2005 Sb., on
basic education and certain requirements for compulsory school attendance, is more specific,
as § 14 is dedicated to the assessment of pupils, and section (2) states that the guidelines for
pupils assessment are individually defined by the rules of each school, however, pupils' self-
assessment as well as its related documents should be included. Although the portfolio is not
directly mentioned, it is a tool used for self-assessment and includes documents which illustrate

the learning process.

Furthermore, several versions of the Framework Educational Programme for Basic
Education (FEP BE), which were published in the previous years, were examined for the
purposes of this thesis. The version published in 2013 refers to the use of portfolios with the
connection to gifted learners (FEB BE, 126). However, in the edited version of this document,

this mention is no longer included, which is still the case of the version published in 2021.

To conclude, the implementation of pupil portfolio is strictly in hands of management
of each school, however, it is recommended that self-assessment and its means should be

included in the school rules.
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4 The European Language Portfolio

This chapter aims to provide a comprehensive view into the phenomenon of The
European Language Portfolio (ELP). Firstly, the background and history of this tool is briefly

mentioned and then the ELP and its parts and functions are introduced to the reader.

4.1 Introducing the ELP

Based on the website of Council of Europe! (n.d.), The European Language Portfolio is
defined as “a document in which those who are learning or have learned one or more languages
can record and reflect on their language learning and intercultural experiences”. As this

definition suggests, the ELP is a tool, which is used for learner's self-assessment.

4.1.1 The background of the ELP

Although the first impulses for developing a tool, which would be used by the learners of

a second language in order to report and reflect their learning experiences, already appeared in
the 1970s, the final decision to develop the ELP was proposed in 1991. In this year, the
Riischlikon Symposium took place in Switzerland. There were two main results of this
symposium: the Council of Europe should design and promote the Common European
Framework of reference for language learning and also to get a working party together which
would focus on the possible functions and forms of the ELP (Little, Goullier and Hughes 2011,
7). Over the next year, the aims of both documents were defined. The first one, being The
Common European Framework of Reference for Languages (CEFR) would have the purpose to:
promote and facilitate cooperation among educational institutions in different countries;
provide a sound basis for the mutual recognition of language qualifications; [and] assist

learners, teachers, course designers, examining bodies and educational administrators to
situate and coordinate their efforts

(Council for Cultural Cooperation 1992, 37)
Moreover, the European Language Portfolio should:

contain a section in which formal qualifications are related to a common European scale,
another in which the learner him/herself keeps a personal record of language learning
experiences and possibly a third which contains examples of work done. Where appropriate
entries should be situated within the Common Framework.

(ibid, p. 40)

1 The Council of Europe is the continent's human right organization which facilitates and promotes
understanding between its member states
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These definitions clearly indicate that the ELP and CEFR are connected to each other. As
previously mentioned, the ELP should be used as a tool for self-assessment and the criteria to
which each owner of this portfolio should compare his/her skills and abilities in the given
language is provided by the common reference levels described in the CEFR. These levels are
used when defining the proficiency in the second language in regard to the five communicative
activities; reading, listening, writing, spoken interaction and spoken production. The levels
could also be divided into six categories: Al and A2 (Basic User), B1 and B2 (Independent
User), C1 and C2 (Proficient User). Each of the common reference levels is defined by the “can
do” statements which were formulated with the support of empirical research which was funded
by the National Science Foundation (North 2000, Schneider & North 2000). For greater clarity,
the self-assessment grid, which illustrates each of the levels of proficiency, was designed (Little,
Goullier and Hughes 2011, 8).

There were two drafts of CEFR produced by the project called Language learning for
European citizenship in 1996 and also recommendations for the design of the ELP with
variations for the given levels of proficiency. In 1997, it was finally decided that CEFR is ready
to be piloted and the ELP needs to be finalized and proposed “at first on an experimental basis,
to be followed by its evaluation and finalization in time for large-scale launching in the
European Year of Languages to be planned for 2001 (Council for Cultural Cooperation 1997,
73).

4.1.2 The pilot projects

Between the years 1998 and 2000, 15 fifteen member states of the Council of Europe
participated in the development and piloting of their versions of the ELP, the Czech Republic
was one of the involved countries. These pilot projects covered all of the sectors of education:
primary, lower secondary, upper secondary, vocational, university and adult. Some of them
addressed issues which needed to be reflected in the portfolio e.g. the necessity of integrating a
high number of immigrant students into mainstream education (Little, Goullier and Hughes
2011, 8).

As stated in the official report (Schérer 2000) the ELP “led teachers and learners to
reflect on the reasons for learning languages, the language learning process, and the criteria by
which learning might be evaluated”. Based on this report, is was save to conclude that both
teachers and learners viewed the ELP as a beneficial tool which should continue to be used in

schools. Moreover, the final layout of the ELP was introduced in this report, by stating that
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there should always be three parts in the portfolio: the Language Passport, the Language
Biography and the Dossier (ibid).

4.1.3 The ELP in the Czech Republic

As it was mentioned in the previous subchapter, the Czech Republic was one of the
countries which participated in the pilot projects. If we examine only the feedback provided by
the Czech teachers and pupils, the results were also promising and positive. However, as
Perclova (2006, 102) notes, these opinions were provided by the teachers who, based on their
own initiative, participated in the pilot projects. Also, mainly grammar schools were involved
which implies that the learners could have been on a higher level of language proficiency in
comparison with other learners of the same age. These learners could therefore have a higher
motivation and will for completing the ELP and having positive attitudes towards the tool.

Currently, there are five versions of the ELP available for the Czech learners: up to the
age of 11, between 11 and 15, between the 15 and 19, for adults and finally, for university
students. It is important to mention that there is also an on-line version of the ELP, which is,
however only developed for the first four mentioned groups and the university students are not

included.

The implementation of the ELP was highly supported by the Ministry of Education as
many seminars aimed at the introduction of the ELP and its integration took place across the
country (Brychova 2009, 61). Nevertheless, interest in the ELP implementation seems to have
declined in recent years, as there are almost no current resources available. The latest official
source was published in 2012 and should inform the reader about the online version of ELP. To
this date, the e-portfolio is still available to the learners, however, the most recent changes were
done in 2014.

4.2 ELP and its parts

It was discussed that the ELP has several versions depending on the age of the learners
to which it is intended to. The differences mainly concern the complexity of the language which
is appropriate for the given group and this is connected to the already discussed levels of
language proficiency. However, there are always three parts of the ELP that remain the same.
This subchapter focuses on the introduction of each part but it is important to note that since
this paper focuses on the lower-secondary classes, The European Language Portfolio for

learners aged 11 to 15 in the Czech Republic will serve as an example.
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4.2.1 Language passport

This part of the ELP serves as a clear and concise overview of the language learner as
both home and school contexts are included. At first the learners are instructed to fill-in their
personal information e.g. name, address, mother tongue and other languages they use. Then the

learners should focus on the following areas:

= My language study

= Other ways | learn languages and get to know other cultures
= How do I assess myself?

= Languages in which I can do more

= Teacher' assessment

= Language exams
(ELP 2001, 5-8)

Moreover, the learner is provided with self-assessment grids which are directly
connected to the levels of proficiency in CEFR (see subchapter 4.1.1). The language passport
does not and cannot in any way replace official documents such as certificates and diplomas
(Brychova, Janikova, and Sladkovska 2012, 34).

Because the language passport clearly and comprehensibly describes what the learner
knows and which practical experience of using the language he or she has acquired, the user
can use it, for example, when transferring from one school to another, when changing teachers,

when enrolling in a language course or when applying for internship (ibid).

4.2.2 Language biography
The term which could be used when defining this part of the ELP is “a language process
guide”. This section is based on learners self-assessment as they are asked to cover the

following questions:

= How can you learn foreign language?

= Can you become a better language learner?
= What do you want to be able to do?

= What can you already do?

= Your own list of what you can already do
(ELP 2001, 12-34)
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The part “What can you already do?” is the most complex one as the learners should
compare their communicative language competences with the levels of proficiency defined in
CEFR. Each skill has its own indicators, also called can do statements, and is further elaborated
with the connection to the given level (Al, A2 and B1). For instance, concerning the spoken
production at Al level, the learners are provided with the indicator “I can describe where |
live”. It is up to the learners to decide whether the statement is true for them or not. It is also
assumed that the user will make additional notes concerning the given statement. By making
these notes, the learner is encouraged to reflect on his/her learning styles, strategies and other

intercultural experiences.

The remaining parts help the user with setting their personal goals they want to achieve in
the second language and also with finding the ways of accomplishing them (Brychova,
Janikova, and Sladkovska 2012, 23).

It is important to note, that the Language Biography is a part that is ever-changing as it
should be updated regularly. By this ongoing work, the users will obtain a better understanding

of their progress (McLagan 2006, 6).

Ican
understand

someone asking
questions about
my name, age
and where
Ilive

——

I can say words to

arap or a beat

4.2.3 Dossier

I can read
an e-mail
message

I have made

contact with

someone from
another country

I can label

objects

Figure 1: Speech bubbles in the Language Biography (McLagan 2006, 7)

The last part is called the Dossier and it is considered to be one of the most important

sections of the ELP. It is a selection of the user's materials and it serves as an evidence of the
language learning process. There is no regulation that determines what belongs here and what
does not. Moreover, it is up to the judgment of each portfolio user what he or she considers
valuable. However, these criteria might change with age and therefore, revision of the included

materials is recommended (Brychova, Janikova, and Sladkovska 2012, 39).
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It was implied that the Dossier should be updated regularly and therefore, the collection
becomes more complex with time. McLagan (2006, 8) thus suggests “children can divide it into
different sections according to different skills, intercultural materials, or on a term-by-term or

yearly basis to show progress, for example”.

Qi &

Songs and rhymes L know My e-pal My pictures and words
e éﬂ
6 S Lﬁﬁ
Meeting people Stories I've heard Stories I've read

Figure 2: Possible sections in the Dossier (McLagan 2006,7)
4.3 Functions of the ELP

The ELP was designed in order to fulfill two functions: reporting and pedagogical. The
reporting function is similar to an artist who shows his abilities through portfolio. The user of
the ELP also puts his knowledge and abilities on display but in relation to foreign languages.
As it was stated, the ELP cannot replace official diplomas and certificates, but it can serve as
its complement as it provides additional information about the user. This function corresponds
to the Council of Europe's interest in “facilitating individual mobility and relating regional and
national qualifications to internationally agreed standards in CEFR” (Little and Perclova 2001,
3).

Concerning the pedagogical function, by ongoing reflection and self-assessment, the
learning process becomes not only more transparent to the learners but they also gain more
responsibility for their own learning (ibid). This function is connected to the interest of the
Council of Europe in “fostering the development of learner autonomy and promoting lifelong

learning” (ibid).

4.4 Aims of the ELP

“The ultimate aim of the ELP is to support and improve the learning and teaching of
languages” (Council of Europe, n.d.). This is achieved by keeping the learners motivated
through the use of the ELP. Moreover, the learners are encouraged to set up their personal goals
in language learning. These goals need to be supported by learner's efforts and dedication to the

whole process. As the users progress with their work on the portfolio, they are provided with
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“a record of the linguistic and cultural skills they have acquired” (ibid). This way, the progress
iIs visible to the learners which might result in learner's satisfaction with the language learning

process.
There are other sub-aims of the ELP and they include:

= The ELP encourages learners to take responsibility for their learning.

= The ELP promotes communication within the class by providing a common language.

= The ELP helps make achievement visible and comprehensible for employers, for other
schools, etc.

= The ELP puts learning into a wider European context.

= The ELP facilitates mobility.

(Council of Europe, n.d.)

4.5. Using the ELP in the classroom

When implementing the ELP into the classroom, the preparation must start with the
teacher. Moreover, it is necessary for him to be familiar with ELP's contents and its aims and
functions because only then he will be able to convey this information to the learners and

motivate them to use the portfolio.

When considering how often should the learners work with the portfolio, there are two
important aspects that the teachers have to bear in mind. The first one concerns the pupils and
their work with the ELP and the second one involves the teacher and his time devoted to the
discussion, reflection or setting targets related to the ELP. Generally, it is recommended to work
with the ELP at regular intervals throughout the whole school year. The first part that should
be filled-in is the Language Passport as it serves as the concise overview of the learner. The
work on the Language Biography should also begin from the outset and then the learners should
go back to each section regularly in order to reflect on their progress, achievements and goals
they have set for themselves. And finally, the Dossier should be updated whenever the learners
feel that some specific material should be included in the folder as a concrete evidence of the

learning process (McLagan 2006, 12-13).

As it was already mentioned, the ELP aims at developing learner's autonomy. However,
the teacher cannot be excluded from the process of working with this tool. The teacher has to
set up fixed routine connected to the work with portfolio and also function as a guide throughout

the whole process (Little 2000, 12). Also, the information provided by the learners might serve
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as the basis for further discussion and it is the teacher's responsibility to moderate such
discussions in order to help the learners understand their struggles and other questions related

to the process of language learning (McLagan 2006, 12).

Moreover, McLagan (ibid) suggests that the work with the ELP should also be supported
by classroom activities which are directly based on the “can do statements” because this way,
the learners can easily decide whether they have achieved the aim of the activity and they are
also being trained to complete the self-assessment tasks in the ELP as they are connected to the

“can do statements” as well.

5 Self-assessment and portfolio through the lens of research

As it was already stated, self-assessment and its specific technique in the form of
portfolio became two fashionable terms that are frequently used by various authors in the field
of education. Any person interested in this topic is provided with a plethora of sources in which
these terms are explained in detail, including its functions and forms and most importantly, the
reader is encouraged to accept that these techniques are desirable and beneficial not only for

the learner but also for the teacher himself.

For the purposes of this thesis, the book Pedagogika pro ucitele, written by ValiSova
and Kasikova in 2011 serves as an example of the above mentioned issue. This book claims to
be “the indispensable source of information for future teachers” as it covers contemporary
pedagogical trends and ideas. In the chapter Current trends in development of school
assessment, the authors present two main tendencies: the learner should be assessed in a
complex way and the learner should be included in the process of assessment. Surprisingly, the
authors do not cover these aspects any further as they discuss whether it is reasonable to replace

traditional way of assessment which are the grades.

To shift the focus to the authors interested in the field of foreign language teaching,
Harmer (2015), Richards and Rodgers (2014) and Larsen-Freeman and Anderson (2011)
mention self-assessment and portfolio in the relation with techniques that should be
implemented in the foreign language classrooms. None of these aforementioned authors,

however, supports this idea by some concrete study which would confirm this claim.

The above-mentioned facts made the author of this thesis interested in actual studies
exploring the effects and assumed benefits of self-assessment and its techniques in the English
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classroom. It should be noted, that not all of the mentioned studies focus directly on lower-
secondary classes, as not many of them have been conducted.

Starting with the most recent source available to the author of this thesis, Keplova (2021)
carried out a literature review of ten research studies focusing on the development of self-
assessment in English studies in tertiary education. It is not possible to summarize this review
unequivocally as it has produced mixed results. To begin with, the included teachers view self-
assessment to be beneficial on one hand, but demanding on the other one. Concerning the
benefits, according to the review, learners who were involved in self-assessment techniques
were significantly more successful in passing tests and exams. Also, self-assessment carried out
in a written form has been proved to improve learners' writing skills in English. Furthermore,
students have a positive attitude towards self-assessment, which is, however, conditioned by
the role of the teacher, who must set clear criteria and also raise awareness about techniques,
which are connected to self-assessment.

To shift the focus towards portfolios in particular, group of researchers from
Netherlands were interested if there is any relation between the use of portfolios with the
support of self-assessment techniques and student motivation towards second language
learning. They created two groups of learners?: experimental and control. The experimental
group involved learners who were using portfolios as the basis for further reflection of their
learning processes. The control group did not use the portfolio and the learners were not
involved in self-assessment techniques. The questionnaire survey revealed that student
motivation was not enhanced by the portfolio implementation and therefore, the relation
between the use of portfolios and motivation is not as straightforward as it is assumed in the

literature (Baas, Vermeulen, Castelijns, Martens and Mien Segers 2020).

Concerning the studies focusing on the ELP implementation, the case study conducted
by Spanish researches has shown that the learners® were more motivated towards second
language learning as they felt responsible for their own progress in the second language.
Moreover, the communication in the target language between the learners and teachers

increased due to the use of the ELP. Nevertheless, learners were not able to work with the

2 The experimental group included 419 learners and the control one consisted of 117 learners. They were all 9-12
years old.
3 This case study lasted 4 months and included 25 fifth graders.
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portfolio on their own and needed precise instructions and assistance from the teacher (Roman
and Soriano 2015).

The second example is a study that investigates the experiences with the ELP in a
private school in Turkey?. This school created their own version of the ELP which is based on
their school curriculum and is validated by the Council of Europe to publish it and use it. The
implementation of the ELP is supported by five common practices: raising awareness, goal
tracking, making choices, reflection and self-assessment. In practice, this is accomplished by
the teacher selecting a descriptor that becomes the aim of the lesson. Learners assess themselves
before and after the activity and plan the strategies needed for mastering the task. The main
finding of this study is that if learners have a specific goal, they are also motivated to learn a
foreign language. Furthermore, learners agreed that they apply the strategies they learn in
school in real life and they also have more self-confidence because they have a clear picture of
what they can do in a given context (Yilmaz and Akcan 2011).

To conclude, the implementation of self-assessment and portfolios in particular is
proposed by various authors not only in education in general, but also in the context of language
teaching. However, there is thin empirical evidence that would either proved the assumed
benefits or covered the concrete practices which are used to foster learner involvement in self-
assessment techniques. Nevertheless, the studies reviewed by the author of this thesis indicate
that self-assessment in language teaching can be beneficial, but it is conditioned by the role of
the teacher, which is crucial in its implementation, as the teacher must not only set clear criteria

related to the learner's self-assessment, but must guide the learner through the whole process.

6 The learner in the seventh grade of basic school

Since this thesis focuses on a learner who is in the seventh grade of basic school, it is
necessary to take a closer look at this age group and to introduce characteristics that could be
relevant to the context of this thesis.

A seventh grade student is normally around 12-13 years old. Vagnerova (2005, 323)
refers to this period as early adolescence. It is a period where, in addition to rapid and seemingly
noticeable physical changes, emotional, cognitive and social development continues (Thorova
2015, 414).

4 This study included 44 learners (9-12 years) and two teachers. They were observed for 3 months.
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As part of the overall development there is a change in the way of thinking, the
adolescent is able to think abstractly, even about variants that do not really exist (Vagnerova
2005; Thorova 2015; Langmeier and Krej¢ifova 2006). Piaget (1966, 1970) refers to this period
as the formal operational stage of cognitive development. It means that the adolescent is able
to work with various information systematically as he or she is able to set up different
hypotheses and by successive steps either to rule them out or confirm them (Vagnerova 2005,
333). Langmeier and Krejcifova (2006, 150) even describe the adolescent as a researcher who

forms different hypotheses.

Due to the new way of thinking, there is a change in the approach to the time dimension.
For adolescents, the future becomes important. This may involve anticipating or planning future
events. In a similar way, it is possible to think about the past - to think about why a given
situation happened, whether it was necessary and whether it could have developed differently
(Vagnerova 2005, 335).

The development of metacognition is also linked to the above-mentioned, as the
estimation of one's own abilities and skills improves. Based on this, the adolescents can set
more realistic goals they can achieve (ibid p. 339).

However, it is important to mention that the new way of thinking becomes a source of
uncertainty. Adolescents tend to be overly critical when assessing their own performance. This
may be due to general insecurity and emotional imbalance, which manifests itself as low self-

confidence or fear of failure (ibid).

To shift the focus back towards implementation of portfolio, the learner in the 7\ grade
of basic school possesses all the prerequisites to be able to work with this tool as the ability to
work critically with different information should be developed as well as the ability to assess
one's performance and plan realistic goals. However, it is important to take into account the fact
that adolescents can be overly critical and insecure about their performance.
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Practical part

7 Action research

The empirical part of this thesis presents an action research that was designed and
conducted by the author of this paper. To begin with, it should be mentioned that the author is
a trainee teacher, who conducted this research during her teaching practice at a basic school in
the Pardubice region. The action research began with a diagnostic phase in February 2021 and

formally ended in January 2022 with a group discussion with the involved pupils.

7.1 Introduction

Before introducing the aim, questions and specific methods of this research, it is
necessary to introduce the reader to what led the author of this research to explore this topic. In
addition, from now on, the first person “I” is used in this thesis because as Tracy states “it

reminds the reader of the researcher’s presence and influence” (Tracy 2013, 234).

In the course of studies, we often encounter the term "professional identity"”, which
includes, for example, teacher's beliefs, values and approach to teaching in general. On this
basis, | also reflected on how | would describe myself as an English language teacher.
Personally, | believe that it is desirable for the learner to be involved in the learning process,
and for this reason | have also been interested in literature which discusses and supports this
belief. One of the tools to achieve this is the portfolio, which is often mentioned and
recommended by the authors. Later, | began to notice how the term was sometimes overused,
which sparked my curiosity about the subject. It also raised another question in my mind: How
could I consider something to be part of my professional identity when I do not have sufficient

empirical evidence for it, nor have | experienced it for myself?

7.2 Research aim

The main aim of this action research is to incorporate The European English Portfolio
into the lower-secondary English classroom. Furthermore, this research aims to investigate the
whole process of integration of the ELP from the point of view of the teacher.

Based on the above-mentioned aim, the following research questions were set for the

practical part of the thesis:

= What challenges might a teacher face when implementing the EJP?

= What are the concrete steps when implementing the EJP?
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7.3 Research methodology and schedule

Regarding the chosen methodology, for the purpose of this thesis the previously
mentioned action research was selected. Action research can be applied in many social domains,
but if we focus on the context of education, it means that the teacher selects specific area of his
teaching that could be improved, better explored or understood and suggests new practices or
alternatives to improve his teaching practice (Burns 2010, 2). The teacher thus becomes a
researcher, or what Petty calls a "reflective practitioner,” who not only critically examines the

context of his own teaching, but also becomes a participant in that research (Petty 2009, 4).

Action research is characterized by its cyclical nature. Although the authors describe the
phases of this research in different ways, what they agree on is that these cycles may repeat
until the researcher determines that satisfactory results have been achieved (Burns 2010, 7).

The model chosen for this research includes the following phases:

1. Planning
2. Action

3. Observation
4

Reflection
(Burns 2010, 8)

To introduce the aforementioned phases in the context of this action research, the
planning phase started with a diagnosis of the situation in the chosen classroom in February
2021, in response to the data, preparations for the implementation of the European Language
Portfolio took place over the course of June and August 2021, with final changes being made
in October 2021. In addition, action points of the research were selected. The intervention and
observation were carried out over a period of 5 weeks, followed by a reflection on the first
cycle, for which one week was set aside. Based on the reflection, changes were made to the
intervention, which together with the observation lasted for another 5 weeks. In early January

2022, the research was formally concluded with a group discussion with the involved pupils.

7.3.1 Instruments for data collection

In order to answer the research questions, a variety of instruments were used. To be
more specific, observations, interviews, reflective diary, filled-in ELP and other classroom
documents were used to collect qualitative data. Starting with the first tool, observation, enabled

me to focus on specific information. For instance, during the diagnostic phase, | focused on
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situations during which the learners are given opportunities to assess their own performance
and also on activities which are based on portfolio work. As Burns (2010, 63) recommends, |

created very simple check list which covered the two aforementioned issues.

Concerning the interviews, they were conducted during the planning phase in order to
gather more information on the use self-assessment techniques and work with portfolio from
the point of view of the mentor. Moreover, interviews with the learners took place at the end of
the research in order to find out learners' opinions in regards to the new techniques which were
presented to them. To further specify the nature of the interviews, they were conducted as semi-
structured interviews. This means that | had specific areas that | wanted to explore and thus, |
prepared concrete questions or points which were presented to the mentor or the learners. Then
it was necessary for me to lead the interview and guide the participants. As Burns (2010, 75)
points out “you are likely to find out some things in more depth and so will get richer

information” by conducting a semi-structured interview.

As for the reflective diary, which Burn (2010, 89) defines as a tool which “allows you
to record the events and happenings in your location, your reflections, beliefs and teaching
philosophies, your ideas and insights about your practice”, | started keeping it in May 2021
during the diagnostic phase of the research, since the results raised important questions and
issues that needed to be addressed afterwards. Furthermore, | finished writing the journal after

the final lesson dedicated to ELP took place in January 2022.

And lastly, filled-in ELP and other classroom documents, in this case, concern lesson
plans and self-assessment materials used throughout the phase of intervention. Moreover, as
Burns (2010, 91) proposes these materials “can become a means for collecting data and

identifying the key issues”.

7.4 Research background

Before presenting the specific phases of this action research in detail, | consider it
necessary to give a closer look at the background in which this research was carried out, as it
had a great influence on the course of the whole research. It has been already mentioned that
this research was performed during my teaching practice, meaning that I first observed my
mentor's lessons and then conducted the lessons myself while being observed and evaluated by

the mentor.

However, the course of the teaching practice was significantly affected by the Covid-19

pandemic, due to which all schools in the Czech Republic were closed for several months. As
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a result, teaching was dramatically affected as it was moved to online platforms. Pupils and
teachers were therefore joining classes from home which was challenging for both of the
parties. Due to these facts, the planning phase of this research was especially affected as it was
challenging to get a comprehensive view of the classroom in which | was to conduct my
research. It was clear that not all of the practices in my mentor's teaching were transferable to

the online environment.

To continue, the intervention was also influenced by the pandemic, mainly in the sense
of uncertainty in the case of teaching moving back to online mode, which | was prepared for,
but | was also aware that this could significantly bias the research results. In the end, the
intervention was not carried out with the support of online platforms. However, in the previous
chapter, it is stated the intervention together with the observation lasted five weeks in both
cases. Nevertheless, four weeks were initially allocated for these phases. The delay was caused
by the pupils being either in quarantine or due to other organizational issues, which will be

addressed later on.

To give a closer look at the school where the research took place, it was a medium-sized
school located in the Pardubice region. Regarding the pupils involved, it was a seventh grade

class that was split in half. Thus, 15 pupils participated in the research.

The group that was selected for the purpose of this research was chosen on the
recommendation of my mentor, as she is also the form teacher of this class and thus, knows the
pupils very well. According to her, this was a group with a good classroom climate, so she

anticipated that the pupils would also be open to new approaches to teaching.

Moreover, the selected group had three English lessons per week. For the purposes of
this research, Thursdays were set aside for ELP work and other related activities were covered

during the remaining lessons.

7.5 Planning the action

This phase of research begins with a clear definition of a problem or issue to be focused
on. However, it does not end there, in addition, plan of action that will bring about change in
the given area has to be developed (Burns 2010, 8). According to Burns (ibid), these issues
should be taken into consideration: “i) what kind of investigation is possible within the realities
and constrains of the teaching situation; and ii) what potential improvements are possible”. In

my case, however, the goal was clearly stated; what needed to be explored and well understood
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was the environment in which the research would be conducted. The following chapter
therefore discusses how this initial diagnosis was carried out and what results it produced.

7.5.1 Diagnostic phase
As mentioned, this phase began in February 2021 during the teaching practice, which
was conducted in an online format. At the beginning of the practice, | observed my mentor and

set two questions that | wanted to answer using the simple checklist:

= Do they use The European Language Portfolio or other forms of portfolio?

= Do the learners have opportunities to assess their own performance?

To continue, a class suitable for this research was recommended to me by my mentor,
however, it must be added that during the time of observations, she was not yet informed about
the aim of the research. That was done in order to ensure that the observations were not

influenced by anything, even indirectly.

Based on the observations, it can be concluded that the selected learners did not use the
European Language portfolio in English classes or any other form of portfolio. Concerning the
opportunities for self-assessment, | encountered several situations during which the teacher
asked the learners if they thought they were able to complete e.g. a test or a homework or
whether there was still something they needed to work on in detail. However, majority of the
learners confirmed that everything was clear and no further practice or explanation was
necessary. It is only a speculation of mine, but I am not certain if the learners truly contemplated
about the issues they might be having in terms of their language acquisition.

Also, during one of my observations, the aim of the lesson was a revision of the current
unit (grammar, vocabulary) from the textbook. Moreover, in the textbook there was a final
exercise in which the learners were asked about their progress in the particular unit. The mentor
let each pupil reflect on this and then they could individually comment if they wanted to. Some
pupils simply said that the unit was easy for them, others said it was too hard, but no specific

achievements or struggles were mentioned.

To summarize, the observations showed that pupils do not use the European Language
Portfolio in English lessons. As for the opportunities during which they are encouraged to assess
their own performance, they do occur, but they are rather shallow as they are based more on

preferences and a more in-depth assessment is not much fostered.
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As the end of the teaching practice period approached in May, schools reopened in the
Czech Republic and the teaching format was once again face-to-face. Therefore, | decided to
interview the mentor and as already mentioned, | used semi-structured interview and focused

on the following areas:

= Does the mentor have some experiences with the European Language Portfolio?
= Does she use any form of portfolio in her lessons?

= What is mentor's view on self-assessment in English classes?

Based on the interview, | could conclude that the mentor heard about the ELP during
her university studies and therefore, she had some general idea about its aim but she was not
familiar with its functions and the specific aims. Following this information, | gave her more
comprehensive insight into the usage of the ELP.

As | introduced the Dossier to her, she told me that her students are used to having
something similar to this. Although they call it a "portfolio™ it rather performs the functions of
a folder. Each of the students should have their own folder in which they gather everything
connected to their work in English lessons e.qg. tests, projects and handouts. Maintenance of this
folder is compulsory however, it is up to the learners to decide which materials are worth
gathering.

The mentor then said that the folder servers the learners either as a complex study
material where they can find relevant sources for their further learning or practice e.g. in case
there is a mid-term test, the materials in the folder should cover the important areas needed for
passing the test. Also, the folder should remind the learners of the progress they made during
the school year.

From the point of the mentor, at the end of the term she collects all of the folders and
marks them. However, she is not focused on each individual piece in the folder but rather on
the folder as a whole. The main area of interest is regularity for the mentor as the folder should
mirror the progress during the year. Also, when there are cases in which the teacher is conflicted
between two marks at the end of the term, she goes through the folder once again and it helps
her to decide which mark is more suitable for the learner. The mentor also mentioned that the
families of the learners find the folder beneficial too since they can see all the work their child

or grandchild did throughout the year.
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Concerning her views on implementation of self-assessment into the classroom, she
finds it suitable to focus on them at the end of the given unit. Moreover, in her view, the
exercises in the textbooks are sufficient.

To summarize the diagnostic phase of this action research, it yielded three important results:
=  The work with The European Langue Portfolio will be completely new experience
for the selected learners.
= The learners are used to maintaining portfolio, however it is used as a means of
gathering classroom materials. This folder might serve as a learning material for the
learners, however, it is not used for self-assessment.
= Activities focusing on pupils' self-assessment are marginally introduced but without

further depth as they tend to focus on general views and opinions.

On the basis of the afore-mentioned, | had to start planning the concrete steps that need
to be made when implementing this tool. The following subchapter focuses on this issue.

7.5.2 Preparation for implementation of the ELP

Based on the conclusions of the previous section, it was essential to plan how exactly
The European Language Portfolio will be introduced to the learners and how the work with this
tool will be organized and further supported by other self-assessment techniques. The first and
quite reasonable source of information for me was the official manuals which, in my view,
should cover these issues. Unfortunately, to my knowledge, the official sources focus more on
the general introduction of this tool, e.g. its history, parts, functions and aims, or its connection
with the CEFR. An example that illustrates this issue may be the handbook Preparing teachers
to use the European Language Portfolio written in 2007 by the major proponents of this tool
Little, Cohonen and Perclova, as it does not contain any specific steps or activities related to

the actual implementation.

In light of the above, there was a need to review studies that dealt with the
implementation of the ELP and thus mentioned specific steps that needed to be taken or other
information that was relevant. From July to August 2022, | attempted to piece together
information from various studies conducted around the world. Some of these studies are
mentioned in Chapter 5, others were not included because they contained similar results. To
summarize the information that | have found to be important for the conduct of this research,

these are:
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= Implementation of the ELP is considered to be successful if it is supported by the use of
other self-assessment techniques.

= The role of the teacher is crucial when implementing the ELP, as he should guide the
learners throughout the process and provide concrete criteria.

=  Working with aim has been proved to be a beneficial technique when raising self-

assessment awareness in learners.

With these insights and experiences, it was possible to have a better idea of what
working with the portfolio during the research process might look like. However in the course
of preparation, two more questions arose that needed to be answered:

= Should the whole European language portfolio be included or only part of it?
= Should the online or the printed version be used?

Concerning the first question, the ELP is designed to be worked with over a long period
of time e.g. throughout the whole school year, however, two months were set aside for the
research. Based on this information, | started to wonder, whether it is even possible to conduct
the research in such a short period of time. As for the second question, as it was mentioned in
chapter 4.1.3, there is an online version of the ELP and | began to consider whether it would be
more appropriate to use this version, especially in light of the unclear situation around the
pandemic and the possibility that teaching would move back to an online format.

The second question was promptly answered by the mentor. As there is one computer
room at the school, access would need to be arranged in advance and there is no guarantee that
it would be free at the time needed. Consequently, the mentor pointed out to me that a lot of
time would pass before pupils switched on their computers and logged into their accounts.
Moreover, she also mentioned that she had a poor experience with pupils having to create their
own accounts somewhere and being responsible for the login details. Thus, this question was
considered to be answered.

As for the first question, | had the opportunity to make an appointment with a teacher
who had experience with using the ELP in their classes. This meeting that took place in Pelou¢
was beyond useful. The teacher was introduced to the aim of this research and to concerns
connected with it. Before answering my questions, she revealed to me that she was using her
modified version of the ELP since the official version contains, especially the Language
Passport, a lot of data that is not useful for the learners and might be perceived as overwhelming.
Instead, her version contains the section My English World which is based on the Language
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Passport but is designed in a simplified form. Afterwards, she recommended that since there
were only two months to conduct the research, it would be more appropriate to focus on just
one skill from the Language Biography. In this manner, there might be more space for
developing self-assessment awareness in learners rather than spending this very limited time by
filling in the ELP. Hence, she suggested that simple self-assessment techniques should be
included, especially as this would be a new experience for the pupils.

Thanks to this preparatory phase, during which | first examined the necessary literature
and relevant studies and then discussed the issues with experienced teachers, | was able to
develop an action plan for this research. However, before proceeding to the presentation of the
plan, it is necessary to introduce my modified version of the European Language Portfolio

which is a direct result of this phase.

7.5.3 Modified version of the ELP

It has already been mentioned that | have created my own modified version of the
European Language Portfolio. The reasons for these modifications have been noted between
the lines, but need to be mentioned again specifically. The first reason is that it would not be
possible to focus on the whole portfolio due to the very limited time allocation for this research.
Based on this reason, | decided to focus on only one skill, which is speaking. The learners are
thus provided with descriptors for these areas at A1l and A2 level, as in the original version.
Also, it is important to mention that a self-assessment grid for all language skills is available to

the pupils in case they are interested.

Another reason is the Language Passport section, which is not only disproportionately
broad but does not reflect the current interests of the students. To be more specific, in this
section the pupils are asked to fill in the opportunities in which they use the English language
apart from school, but there is no mention of areas such as music, films, websites and apps.
Considering the fact that this version of the portfolio was published 20 years ago and has not
been edited in any way since, one is hardly surprised. Therefore, this section is simplified and
focuses on topics that might be close to the students' interests. Also, due to major changes that
no longer correspond to the original form of this section, | have decided to name it, in the same
way as the teacher | had a meeting with, My English World.

The other reasons are rather subjective, however, from my point of view, the dominant
language in the portfolio should not be Czech, but English. In the official version, all
information is always stated and explained in Czech and then translated into English and in

53



smaller font. In my version it is the opposite, thus the description of the task is first presented
in English and then in Czech.

In addition, and this is very much based on my personal opinion, the overall design of
the portfolio is not attractive to young learners as it appears more like some sort of manual at
first glance. For this reason, | attempted to create a more appealing cover of the portfolio, as it
displays typical symbols of English-speaking countries. As for the inside of the portfolio, |
aimed for a simplified content. | also added some motivational pictures to encourage the

learners.

In summary, my version of the portfolio is simplified as it focuses on only one of the
language skills. The other apparent change which concerns the Language Passport was renamed
My English World, is also condensed and at the same time enhanced to include areas in English
that might reflect students' current interests. Regarding the overall design of the portfolio,

efforts have been made to make it more attractive and straightforward.

7.5.4 Action points

Taking into account the information and findings from the planning phase of this

research, three main areas of focus were established for the intervention:

Implementation of the modified version of The European Language Portfolio

The following steps have been proposed to support a course of action in this area:

»  For the next 4 weeks, every Thursday will be allocated for portfolio work (20 to 15
minutes at the end of the lesson)

= In each of these lessons, learners will be introduced to a specific part of the portfolio.
Each pupil will first work alone and then a group discussion will take place.

= My role will consist of monitoring the students, answering any queries, assisting with
completion and formulating ideas. | will then lead a discussion based on the
information | have gathered from the pupils and then, they might update their notes.

Development of self-assessment awareness in learners

The following steps have been proposed to support a course of action in this area:

= Pupils will be engaged in simple activities based on self-assessment. These might
include simple check-lists after some activity, verbal assessment of given task either

from point of view of individual learners or in groups.
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= My role will involve developing pupils' responses. It is not desirable for pupils to simply
rate how they liked the activity or lesson as a whole, but rather to try to articulate exactly
why they did well, what could have been done in a better way, etc. These questions are

further discussed in chapter 2.2.

Work with short-term goals that are based on the long-term goals in the ELP

The following steps have been proposed to support a course of action in this area:

= Activities that focus on speaking will be based on the descriptors in the ELP where
possible.

= After completing such activities, pupils will be asked to take the portfolio and attempt
to find which aims were involved and also try to formulate the reasons why they think
s0.

= My role will be to develop activities that are based on the descriptors in the ELP and
also to evaluate the appropriateness of the activities for the lesson as a whole. Also, |
will be helping the pupils to formulate their ideas and leading the follow-up discussion.

For the purposes of the intervention, which includes these action points, | have created a
table in which I will record the steps on a weekly basis. It is not possible to plan in advance
which activity, apart from the EJP work, will fit exactly into the overall aims of the lessons that
will take place in the next 4 weeks. Moreover, | also intend to continue to keep a reflective

diary so that later on I will be able to capture this phase as genuinely as possible.

7.6 Intervention |

In order to maintain clarity, each week of the intervention will be described in relation
to the three areas mentioned in the previous chapter.

WEEK 1

Implementation of the modified version of The European Language Portfolio

As this was the first lesson in which the pupils worked with the portfolio, it was
necessary to introduce them to the tool and what it is used for. Also, the pupils were made aware
of why they would be working with this tool, that is, it was the subject of my research. The
pupils were then invited to ask questions concerning the portfolio. There were three areas of

interest to the pupils:

=  Will the portfolio be graded?
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= |s it compulsory?

= Will the portfolio be shown to anyone?

Although the mentor and I discussed these possible issues prior to the lesson, I did not
want to present it to the pupils as facts, but rather as an outcome based on a group discussion

of everyone involved. The discussion resulted in:

= The portfolio itself will not be graded, but will be part of the materials that pupils place
in the folder they are already familiar with.

= Participation in portfolio work will not be mandatory.

= Access to the portfolio, apart from the pupils themselves, will be provided to the mentor
and myself. There is also the possibility that | will scan some parts, but it will be
published anonymously and with the consent of the pupils.

After the initial discussion, one page was handed out to the pupils focusing on My
English World. This part was presented to the pupils and as there were no questions, the pupils
started to fill it in. This page took them about 15 minutes to complete. However, the rate of

completion varied from pupil to pupil. All pupils participated.

Development of self-assessment awareness in learners

As part of the textbook exercise, the pupils were asked to write about a person they
admire and then share their piece with a classmate. Afterwards, a whole-class discussion took
place to determine whether the learners were successful in the tasks and their reasoning for
thinking so. As both activities had clear criteria, in the first one the pupils were given clues to
cover and in the second one, the aim was to present their writing, it was not difficult for the

them to explain specifically, whether they had met the criteria or not.

Work with short-term aims that are based on the long-term goals in the ELP

Since the portfolio work started at the end of the week, there was not space to focus on
this area.

WEEK 2

As the Autumn Holiday took place during this week, and the only English lesson was

focused on Halloween, there was not space for the areas on which this research focuses.
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WEEK 3

Implementation of the modified version of The European Language Portfolio

Pupils were presented with another page from My English World. Discussion then

followed again, focusing on the areas of interest covered on this page.

Development of self-assessment awareness in learners

After completing a reading comprehension activity, the pupils were requested to

complete a simple check list in which they assessed their performance.

Work with short-term aims that are based on the long-term goals in the ELP

The aim of one activity was to interview a classmate about their weekend, e.g. what they
did and how they felt about it, and then switch roles. When the activity was finished, the learners
were asked to match the aim of this activity with the aims described in the ELP, for instance “I

can describe what I did in the past”.
WEEK 4

Implementation of the modified version of The European Language Portfolio

A new section in the portfolio, the Language Biography, has been presented to the
learners. Within 15 minutes at the end of the lesson, the pupils managed to fill one page, which
focused on How can you learn foreign languages?. Afterwards, a whole-class discussion was

held again.

Development of self-assessment awareness in learners

This lesson was designed to review the current unit. At the end of the lesson, | set aside
10 minutes during which the learners were asked to reflect on what they had learned in the unit,
what they had done well, what they could focus on more and how they could specifically

achieve it.

Work with short-term aims that are based on the long-term goals in the ELP

No such activity took place this week in order not to overwhelm the pupils by reflecting

on their performance.
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WEEK 5

Implementation of the modified version of The European Language Portfolio

In this lesson, the focus was once again on the Language Biography, specifically on the
part Can you become a better English learner?. After the learners completed the page, a whole-
class discussion was again held, focusing on the ideas that arose during the course of filling it

out.

Development of self-assessment awareness in learners

Since, one of the lesson was dedicated to a unit test this week, there was not enough
space for incorporating such activity.

Work with short-term aims that are based on the long-term goals in the ELP

An activity in the textbook focused on expressions related to inviting someone to an
event. The pupils were then asked to participate in a conversation during which they would
invite a classmate to the event and then, they were asked to answer the questions. Once they
were finished, the pupils were requested to match the descriptor in the ELP to the aim of the
activity. The primary descriptor was “l can invite someone somewhere and respond to

invitations”, however, there were other options that could be accepted as well.

7.6.1 Reflection of Intervention |

As in the previous chapters, this one will be structured according to the action points

that were identified for this research in order to maintain clarity.

Implementation of the modified version of The European Language Portfolio

Regarding this area, | consider the first lesson, during which the portfolio was presented
to the pupils to be fundamental, as it set the tone for the whole research. The learners were
introduced to the aims and possible benefits of keeping the portfolio and to the overall design.
In addition, they were informed that their opinions are valid and welcomed in order to determine
whether these claims were true. After being told this information, the pupils seemed to be
relieved and | would also say that they appeared to be more motivated, not only to keep a

portfolio but also to take part in the whole research.

Based on the intervention, | consider the main benefit of this modified version of the
ELP to be the fact that the pupils realized that learning English does not only takes place in

school or when studying for a test, but rather that the process includes any situation in which
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they use the target language. For some it was playing computer games, for others watching
videos and movies. | have often been asked by pupils "Does this really count?".

The paragraph above suggests another finding of this intervention. My assistance was
required while working with the portfolio. To be more specific, the learners needed my
reassurance that what they intended to write was 'correct’. Moreover, they found it helpful if |
asked them additional questions about the section, which helped them to further elaborate on
their ideas. Also, during the last lesson, two pupils worked together, as both were absent for the
previous lesson. | have observed that if the areas and issues they encountered could be discussed
with their peers, it was easier for them to work with the portfolio as the experience was shared.

In addition, I got to know the learners quickly through the portfolio work, as | found out
what they are interested in and what they do in their free time. Moreover, | found out what
strategies they use when learning a foreign language. Also, I can conclude that due to these

factors, planning lessons for these learners was much easier.

Development of self-assessment awareness in learners

Regarding this area, | can report that | was surprised by how well the pupils responded
to the development of self-assessment. At times they definitely seemed a little lost and needed
assistance in developing their ideas. It was clear that some pupils were not very comfortable
with having to assess their own performance and tended to focus more on expressing an opinion

as to whether or not they enjoyed the activity.

During the third week of the research, a situation worth mentioning happened. After
completing a reading comprehension task, the learners were asked to assess their performance
in a simple checklist. I noticed that although they were finished with the first task, the self-
assessment exercise had not been completed. When | asked the whole class about this issue,
they unanimously told me that they did not yet know how they felt about the exercise since the
results had not been checked. Thus, | requested them to complete it according to their current
feelings. It was evident that they were unsure of their performance and not comfortable with it.
When we checked the results, almost the entire class had the answers correct. Afterwards, |
asked them again about the checklist, whereupon the mood of the class changed completely and

the pupils told me that it was easy and they were satisfied with their performance.
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Work with short-term aims that are based on the long-term goals in the ELP

Despite the fact that these activities were not too challenging for the pupils, I consider
this area to be the most critical. Since | only focused on speaking-based activities, selecting
appropriate opportunities for them to be included was not as straightforward as | originally
assumed. This was compounded by other reasons, for example, many pupils were absent during
this period due to the pandemic, so learning fundamentals such as practicing new grammar was

considered to be more important by the mentor.

Other comments

During the week | used to reflect on this phase of the research, the pandemic situation
at the school worsened. Many classes were in quarantine or awaiting the results of whether they
would be quarantined. If pupils were in school, they were only in small numbers. Thus, it was
understandable the mentor wished to take maximum advantage of the time when the pupils
were present., i.e. to write a test with them or to teach new grammar in case they switched to
the online mode of teaching. Given these circumstances, it was clear that there would not be as
much space to focus on all points of the research, and if so, to a limited extent. Therefore, these

factors had to be taken into consideration when planning changes in the intervention.

7.7. Revision of intervention

In this chapter, the modifications for Intervention Il will be explained with direct

connection to reflection of Intervention I. Again, each area will be discussed separately.

Implementation of the modified version of The European Language Portfolio

» The implementation of the portfolio remains, but the organizational form will change.
Pupils will be divided into three or two groups and each group will be assigned a task.
One group will focus on portfolio work, and the other two will receive assignments
either from me or the mentor. After fifteen minutes, the groups will be switched.

= Three factors reflect this change. The first is that, based on my observation, | noticed
that the learners might work better on the portfolio if they can share their insights and
ideas with other classmates. Second, by having smaller groups, my assistance and help
with developing ideas will also be more efficient. Thirdly, the most will be made of the

lesson as the mentor can focus with the pupils on areas she considers to be important.
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Development of self-assessment awareness in learners

= This area remains the same, but in some cases the mentor will be involved. This change
was suggested based on discussions with the mentor who was both interested in issue
and, as mentioned, my time in the classroom became limited.

= |famentor is involved, instructions will be given to her first and then she will report on

the situation to me in detail.

Work with short-term aims that are based on the long-term goals in the ELP

= This area will be modified to continue to focus on short-term aims, but these aims may
not be linked to the aims defined in the EJP. Furthermore, not all activities will be based
on speaking.

= This is because it has been shown that if only speaking is targeted, the choice of these
activities becomes limiting. Especially when considering the current situation at the

school related to the pandemic.

7.8 Intervention 11

This section is again structured to describe what specific steps have been taken to
support the development in the three pre-identified areas. Also, it should be noted at the outset

that this phase had to be postponed by a week as the class was in quarantine.
WEEK 1

Implementation of the modified version of The European Language Portfolio

As part of the group work, pupils were introduced to another section of the Language
Biography, which addressed the question What would you like to be able to do?. There were

three to four pupils in each group.

Development of self-assessment awareness in learners

Due to time limitations, there was not enough space to develop this area.

Working with short-term aims

The aim of the lesson was presented to the pupils: "The pupils will be able to identify
new vocabulary associated with the future and summarize the reading”. At the end of the lesson,
5 minutes were set aside for a discussion to find out, whether the pupils considered the aim to

be achieved, and what evidence they had to support their claims.

61



WEEK 2

Implementation of the modified version of The European Language Portfolio

In this lesson, the pupils started to assess their language proficiency by using the
descriptors provided in the ELP. In some groups, they managed to use the descriptors only for

level Al, in other groups they started to work with the section dedicated to level A2.

Development of self-assessment awareness in learners

The class, led by the mentor, focused on comprehensive practice of future tenses and
related vocabulary. In some activities, the pupils worked on their own, while others required
cooperation. At the end of the lesson, the mentor set aside 5 minutes for discussion, the subject

of which was the pupils' self-assessment in terms of both performance and cooperation.

Working with short-term aims

The pupils were assigned to interview their classmates using the phrases listed in the
textbook. When they had finished, they were requested to find a descriptor in the EJP that could
be matched to the aim of the activity and to explain their reasoning for the choice. The primary
descriptor was “I can ask people questions about what they do at work or at school and in their

free time, and answer such questions”, however, other options were possible as well.
WEEK 3

Implementation of the modified version of The European Language Portfolio

In this lesson, the pupils were divided into groups to either continue with the self-
assessment through descriptors or to start working on the last part of the Language Biography,

which is Your own list of what can you already do in English.

Development of self-assessment awareness in learners

After completing a listening comprehension activity, the pupils were requested to
complete a simple check list in which they assessed their performance.

Working with short-term aims

The aim of the lesson was presented to the pupils: “Pupils will be able to explain what
their lives will look like in 20 years”. The pupils were then asked to determine whether the aim

had been met and to name concrete evidence to support their opinion.
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WEEK 4

Implementation of the modified version of The European Language Portfolio

The pupils were asked to browse through the whole portfolio again and to fill in any
additional information. Each group then discussed the entire process of completing the portfolio

and the other elements of the research.

Development of self-assessment awareness in learners

The mentor facilitated a discussion with the pupils regarding their state of preparation
for the test that would follow in the next lesson. Thus, the discussion covered the steps the
learners had taken to prepare for the test and their areas of strengths and weakness.

Working with short-term aims

Due to time limitations, there was not enough space to develop this area.

7.9 Reflection and Evaluation

The purpose of this chapter is to present two perspectives on the research after its
completion: the learners' and the teacher's. The source of the data is the semi-structured
interview | conducted with the pupils during the final lesson and also the reflective journal |

had maintained.

7.9.1 Learners' perspective on the research

As discussed earlier, the interviews with the pupils were conducted as part of the group
work during the final lesson in early January 2022. As explained in section 7.3.1, this was a
semi-structured interview during which | focused on the three identified areas of research. The
aim was to investigate the pupils' views on the procedures and activities related to these areas.
The pupils initially discussed these issues in groups and then presented their views to me,
whereupon | further developed their ideas with additional questions. On the basis of their
answers, notes were recorded. In addition, it should be mentioned that these discussions were
held mostly in Czech, but some of the pupils attempted to express themselves in English.

Implementation of the modified version of the ELP

Regarding the pupils' general views on the EJP, they agreed that they did not mind
working with it and also that they perceived it as a relaxing activity. Some of the pupils

commented that it was unusual for them to reflect on some of the issues mentioned, e.g. what
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helps them to learn English, as they had never thought about it. The most popular section was
My English World as it was a reflection of what pupils enjoy about English outside of school.
Some pupils also commented on the change in organization and agreed that working in groups

made them much more comfortable about the given tasks.
This was followed by specific questions on the area concerned:
= How could you benefit from long-term work with EJP?

The pupils agreed that this tool would enable them to see the progress they have made
in English. However, this would be dependent on careful and sustained recording and not all

were convinced that they would have this commitment.
» Did you find it difficult to assess yourself using the descriptors?

Here the pupils' opinions were divided into two groups. According to one of them, this
was not difficult at all, since they knew exactly what to imagine by the given descriptor. For
the other part, this was perceived as challenging, and they needed the situation to be put into

context.
= Would you be interested in working with EJP in the future?

The pupils agreed almost unanimously that although they did not mind working with
the EJP, they would not use it themselves if it was not required of them. However, if their
teacher would work with it in the future, they would have no issue with the tool and would

continue to participate.

Development of self-assessment awareness in learners

The pupils were not informed in advance that these activities, which were based on self-
assessment, were in fact part of the research. For this reason, I initially reminded them of these
activities again. Following this reminder, pupils seemed to have a kind of 'aha moment' as they

told me that they felt that these activities were somehow linked to completing the portfolio.

In general, the pupils agreed that they were most surprised by the checklists since they
had never filled them out. Nevertheless, they did not find the remaining activities difficult as

they are used to discussing their progress or issues at the end of the unit.

In relation to this area, pupils were asked only one question which referred to what they

mentioned in the introduction:
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= What was the specific link between the work with EJP and these activities based on self-

assessment?

Pupils agreed that in both cases the main interest was in their opinions and feelings. One

of the learners stated: “It was all about us”.

Working with short-term aims

In this case too, the pupils were not informed that these activities were part of the
research. After I introduced the activities again, some pupils told me that they thought it was a
game because they were asked to search for something in the EJP. They also told me that it was
not difficult for them to assess whether the aim was achieved because | specifically told them
what they were going to learn in that lesson.

Subsequently, I had no further questions.

7.9.2 Teacher's perspective on the research

This chapter discusses the three main areas of research from my perspective, a teacher
who participated in the research; the basis for these conclusions is the reflective diary.

Implementation of the modified version of the ELP

| perceive the EJP as a helpful tool to get to know the learners more deeply. It provided
me with a comprehensive overview of what particular pupils enjoy and what they like to do in
their free time in connection to the English language. Based on this knowledge, | was better
able to plan lessons for the class and generally enjoyed attending these classes. | always looked
forward to the discussion and topics that the pupils would open up thanks to one sheet of paper.
Clearly, some of the learners were a bit skeptical about the tool itself, but all of them participated

in discussions to varying degrees and this is what I consider to be essential.

Moreover, | found the moments during which the pupils seemed to realize, through the
EJP work, that learning a foreign language does not only take place in school, but that all
activities related to the foreign language are included and equally important, to be the most

important.

Development of self-assessment awareness in learners

The development in this area has reinforced to me the importance of precise criteria for
both teacher and learner. This may be seen in Intervention I, Week 1. As | emphasized the

precise clarification of what was expected of the pupils, it was not difficult for them to
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subsequently assess whether they were succeeded in the task. However, it should be stressed
that not all pupils were equally involved as not everyone was comfortable with expressing their

views on this matter.

Working with short-term aims

This area is linked to the above. By making sure that the lesson aim was stated as clearly
and specifically as possible, | made it easier for the pupils to decide whether the lesson aim had
been achieved and what the evidence was.

Other comments

As already mentioned in chapter 7.1, one of the reasons why | have decided to
investigate the topic of portfolios was to form my own stance on this issue with regard to my
future teaching practice. Having completed this research, | can confidently conclude that I
perceive the portfolio as a tool that has great potential for both the learner and the teacher. Thus,
I would like to continue with this tool and explore its possibilities during my teaching career.
However, | would rather use a modified version again or explore other current possibilities that

are available in the context of English language teaching.

7.10 Final evaluation of the action points

In this chapter, the action points determined for this research and their fulfilment is
evaluated. The first action point, the implementation of the European Language Portfolio in
lower-secondary English classroom, was stated first, as it is the overall aim of the research. The
remaining two action points, i.e. development of self-assessment awareness in learners, and
working with short-term aims, were thus identified in order to support the first action point of
this research as they are a direct result of the diagnostic phase.

As for the first action point, it can be regarded as successfully accomplished. The pupils
were first familiarized with the aims and functions of the EJP and then proceeded to actively
use the tool. All pupils were involved, but the rate of completion varied. The ELP caused the
learners to reflect on areas such as their learning strategies, their goals in the language or showed
them that learning a foreign language does not exclusively take place in school. As the EJP
raised issues that were new to the pupils, they practiced discussion and argumentation.
Although most of these discussions were held in Czech, it could still be stated that the
communicative competence described in FEP BE (2021, 11) was being developed in the pupils,

which was not originally anticipated but was discovered in the process of reflection.
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Furthermore, due to the EJP, pupils practiced their written proficiency in English, although
some of them used Czech.

The second action point, development of self-assessment in learners, was achieved as
well. Pupils were engaged in activities in which their ability to assess their own performance
was developed. Moreover, they were encouraged to elaborate on their answers rather than
focusing on the attractiveness of the activity. To illustrate, the pupils were requested to
articulate precisely what they had done well, what could have been better and how specifically
this could be achieved in the future. Nevertheless, this thesis does not claim that the pupils have
mastered the ability of self-assessment, but rather that they have been introduced to techniques

to foster this ability.

The third action point, working with short-term aims that are based on the long-term
goals in the ELP, was after the Intervention | modified to “working with short-term aims” since
focusing solely on the aims mentioned in the ELP was quite limiting. Nonetheless, this action
point was successfully fulfilled as well since the learners were involved in activities during
which they were required to match the aim of the activity with the aim described in the ELP, or
they were requested to judge whether the overall aim of the lesson was achieved and also
present their evidence for thinking so. Improvements in this area were noticeable over time, as
the pupils not only needed less time to formulate their answers, but they were also more

concrete.

To summarize, all the identified areas have been successfully developed. The main
achievement of this research is that the EJP has been implemented in an English language
classroom and has also been supported by other techniques that foster portfolio work and
subsequent self-assessment. Nevertheless, the limitations inherent in this action research are

important to address and this will be achieved in the conclusion of this thesis.
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8 Summary of the research outcomes

The purpose of this chapter is to link the aim and the questions of this research to the
instruments that were chosen for data collection. The aim of this research was to incorporate
The European Language Portfolio into the lower-secondary English classroom and to
investigate the whole process of integration of the ELP from the point of view of the teacher.

Subsequently, the following research questions were established:

1. What challenges might a teacher face when implementing the EJP?

2. What are the concrete steps when implementing the EJP?

In order to integrate the EJP into the classroom, it is first essential to explore and
understand the classroom environment. To achieve this, classroom observations and a semi-
structured interview with the mentor were used in the diagnostic phase. These instruments
revealed that working with the ELP would be a new experience for the pupils. Also, the pupils
were used to keeping a portfolio but only as a means of gathering materials. And lastly, self-

assessment based activities were only marginally introduced to the learners.

During the preparation for implementation of the ELP, the relevant literature and studies
had to be reviewed. Based on the findings, two more interviews were conducted. The first one
with the mentor and the second one with a teacher experienced in working with her version of
the ELP. This phase resulted in a modified version of the EJP which was then used during 8
lessons with the selected group of learners. During the final lesson, which served as the formal
conclusion of the research, the pupils were, as part of a group work, interviewed in order to
express their opinions on the procedures and activities to which they were exposed during the

research.

As for the first research question, reflective diary, kept by the author, significantly
influenced all the steps taken throughout the research. Furthermore, this diary contained the
momentary feelings and questions that gradually arose from the diagnostic phase to the final
lesson. Based on the reflective diary, the challenges a teacher might face when implementing
the ELP are:

= To decide whether the official or modified version of the ELP will be used.
o These modifications might include the length or the actual content.
= To decide whether the printed or online version will be used.

= To specifically plan how the EJP will be used in the classroom.
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o This might include time allocation and also organizational forms.
» To consider which activities could enhance the work with the EJP.
o Inthe case of this research, these included developing self-assessment awareness

in learners and work with short-term aims.

Concerning the second question, the answer was indicated. If the classroom
environment is well investigated, supportive activities can be designed. In the case of this
research, concrete activities were described in both interventions. These included, simple
checklists, discussions, and working with the aim of the lesson or the aim described in the EJP.
For clarity, two tables were created to provide a summary of such activities.

To conclude, as the European Language Portfolio has been implemented into the lower-
secondary English classroom and the whole process has been thoroughly investigated, recorded
in detail and subsequently evaluated, it can be assumed that the aim of the research has been

accomplished.
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CONCLUSION

This thesis dealt with the portfolio as a means of learner self-assessment in English
classes. The paper was divided into two parts: theoretical and practical. The theoretical part was
structured in such a way that the reader was first introduced to the general context of the thesis
and then the attention was drawn towards more specific notions. In the practical part, action
research was conducted, during which the European Language Portfolio was implemented into
a lower-secondary English classroom.

The first part of this thesis aimed to provide the theoretical background on which the
practical part was constructed. The reader was thus introduced to an approach to assessment
that involves the pupil himself, as he learns to assess his own progress, to suggest concrete steps
to improve his future performance or to articulate why he succeeded in a given task. This
approach, which is based on formative assessment, is called pupil self-assessment. Moreover,
a specific technique that fosters pupil self-assessment is the portfolio, which is an organized
collection of selected materials produced during pupils' learning. It is important to note that it
is not the goal of pupil learning but a means to it. Therefore, the activities that pupils engage in
while working with the portfolio are important, i.e. collecting, sorting, continuous reflection
and self-assessment, sharing, presenting and defending. Furthermore, it serves the learner to
learn effectively, to be aware of the learning process, to monitor their own efforts and progress
in learning, to participate in planning for further learning and personal development. To link
the tool back to the general terminology, by selecting and defending their best work, it enables

the pupils to participate in assessment.

As part of the practical part, action research was conducted with the aim of integrating
the European Language Portfolio into the lower-secondary English classroom and also, to
investigate the whole process from the point of view of interested teacher. For the purposes of
the research, a modified version of the EJP was developed that reflected the initial diagnosis in
the selected classroom, recommendations from experienced teachers, and the time allocation
for this research. The portfolio was successfully integrated into the classroom and also
supported by other activities such as self-assessment awareness and working with short-term
aims. The author of the research documented, reflected and evaluated this process over time.
The main findings of the research include, the importance of the role of the teacher, who must
choose the most precise criteria and also guide the pupils through the whole process of

implementation.
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Nevertheless, it is also relevant to mention the limitations of the research. The classroom
in which the research was conducted was chosen because of the good climate and the expected
cooperation from the pupils. However, if it had been a classroom that did not meet these
conditions, learners might not have been willing to engage in the chosen activities and might
not have accepted the portfolio work in general. Furthermore, this was a relatively small
research sample, thus it cannot be assumed that every attempt to implement EJP would be
conducted in this manner. The challenges encountered by the research author are hence very

subjective in their nature and may not apply to every teacher involved.
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RESUME

Rozvoj zakovy schopnosti sebereflexe a s ni spojené zaznamenavani vlastniho pokroku,
planovani ¢i sledovani vlastniho rozvoje pomoci portfolia, je v soucasné spolecnosti
povazovano za zadouci. Dukazem je nejen pfitomnost téchto témat v kurikularnich a
legislativnich dokumentech na tzemi Ceské republiky, ale také zajem zahraniGnich i
tuzemskych autord o tuto problematiku napfic jejich specializaci — v obecném vzdélavani ¢i ve
vyuce anglického jazyka. Tato prace, spadajici do kontextu vyuky anglického jazyka, si klade
za cil Ctenafovi nejprve predstavit teoretické pozadi této problematiky, tak aby se pozornost
postupné mohla ubirat ke konkrétnéjSim informacim, které vzdy logicky navazuji na ptfedchozi

obecnéjsi oblast. Nicméng, aby se nejednalo pouze o vyklad teoretickych pojmu a definic,

autorka se snazi Ctenarovi predstavit i kriticky vhled do této problematiky.

Tato diplomova prace je standardné roz€lenéna na dvé ¢asti: praktickou a teoretickou.
Pojeti teoretické casti jiz bylo zminéno v pfedchozim odstavci. Co se tyce ¢asti praktické, je

koncipovana tak, aby stavéla na teoretickych vychodiscich a konkrétné je rozvijela.

Teoreticka ¢ast se sklada ze Sesti hlavnich kapitol. Prvni kapitola je vénovana nejvice
obecnym konceptiim, které¢ jsou ovSem dulezité pro uvedeni do tématu této prace. Jedna se o
pojmy hodnoceni a evaluace, které mohou byt v obecné roviné oznaceny za synonyma, ovsem
v kontextu pedagogickém obsahuji patrné rozdily. Evaluace je Siroky pojem, do kterého spada
hodnoceni nejriznéjsich pedagogickych jevi, napt. kvalita vzdélavaciho systému jako celku,
¢i jeho Casti. Hodnoceni je oproti tomu vyuzivano pro konkrétni piipady, napt. hodnoceni zakt
¢1 uciteld. Pro ucely této prace tak autorka preferuje termin hodnoceni, kterym se nasledné
konkrétné zabyva, jak v obecné roviné vzdélavani, tak v kontextu vyuky anglického jazyka.
Ctenatovi jsou tak piedstaveny funkce a typy hodnoceni. Jednim ze zminénych typti hodnocenti,
je formativni hodnoceni, které slouzi jako podklad pro ziskavani priibéznych informaci ohledné
zakova ucebniho procesu. Tento druh hodnoceni je zaloZen na formulaci nejen celkovych cild,
ale hlavné co nejpiesnéjsi formulaci cilti dil¢ich, diky ¢emuz nejen ucitel, ale 1 zak ziskava

uceleny obraz toho, co se od zaka ocekava.

Druhé kapitola se zabyva sebehodnocenim, které je specifickou kategorii hodnocenti,
vychazejici z principt formativniho hodnoceni. Ctenaf je seznamen s tim, Ze diiraz na rozvoj
zakova sebehodnoceni je jasné stanoven v Ramcovém vzdélavacim programu pro zakladni
vzdélani jako soucast jedné z kliCovych kompetenci, kterou by si zadk v prubéhu zakladniho

vzdélavani mél osvojit. Pojem sebehodnoceni je nasledné vysvétlen za pomoci zakladnich
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definic, ale zaroven jsou ¢tenarovi poskytnuty i jiné vhledy, napf. sebehodnoceni mize byt
chapano jako jedna z nepfimych ucebnich ¢i motivacnich strategii zakl. Poté je predstaven
jeden z doporucenych postupt, jak sebehodnoceni do vyuky obecné integrovat. Zasadni ovsem
je nejprve role ucitele, ktery musi byt presvédcen, Ze nové metody pfinesou uspéchy i pies to,

ze integrace sebehodnoceni do vyuky nemusi byt zpocatku jednoducha.

Tteti kapitola si klade za cil predstavit konkrétni techniku pro rozvoj zékova
sebehodnoceni, tedy portfolio. Jiz zpocatku je Ctendi upozornén, ze napfiC autory panuje
nejednoznacnost, nejen pii definovani tohoto terminu, ale i celkovy pfistup k nému se zda byt
rozli¢ny. Dale se zda, Ze se jedna o pojem, ktery je v poslednich letech povazovan za moderni
a diky tomu i autory naduzivany. Nedostate¢né pochopeni tohoto nastroje je tak patrné i mezi
samotnymi uciteli. Portfolio se tak Casto stdva slozkou obsahujici nejriiznéjsi materialy, ktera
byva ulozena kdesi ve tfidé, ovSem dalsi systematicka prace s timto nastrojem neni se zaky
rozvijena. Aby se z portfolia stal uzite¢ny nastroj, ktery muze zakovi slouzit jako prostiedek
K uceni, zaznamenavani vlastniho pokroku a podklad pro sebehodnoceni, musi k nému byt i
takovy piistup. Zaci totiZ netvoii své materialy s tim zamérem, aby je mohli uloZit do portfolia,
ale aby s nimi dale pracovali. Portfolio by se tak mélo chapat jako odrazovy mustek pro dalsi

¢innosti, jako je naptiklad reflexe, diskuze nad vybranymi materialy, sdileni ¢i téidéni.

Ve ctvrté kapitole je Ctenafovi predstaven konkrétni nastroj zaloZeny na principu
portfolia. Jedna se o Evropské jazykové portfolio (EJP), které vzniklo pod vedenim Rady
Evropy jako ambicidzni projekt, ktery cilil na propojeni sebehodnoceni a zaznamenavani
pokroku v cizim jazyce s deskriptory popsanymi ve Spole¢ném evropském referencnim ramci.
Nejprve je tak popsan kontext, ve kterém pied vice nez dvaceti lety, tento projekt vznikal,
nasledné pilotni projekty, do kterych se kromé& 15 evropskych statii zapojila i Ceské republika
a Vv neposledni fad¢ je poskytnut bliz$i pohled na EJP a jeho vyvoj v tuzemsku. Poté je Ctenarovi
predstaveno portfolio z pohledu jeho tii ¢asti: Jazykovy pas, Jazykovy zivotopis a Sbirka.

Hlavnim cilem EJP je podpora a zlepSeni procesu u€eni se nového jazyku vSem jeho majitelim.

Pata kapitola se diva na sebehodnoceni a portfolio optikou vyzkumu. Jak jiz bylo fec¢eno,
Ctendfi se nabizi plejdda nepteberného mnozstvi informaci ohledné toho, Ze by se
sebehodnoceni a konkrétné portfolio mélo do vyuky zaintegrovat. Autofi se predhanéji, kdo
tyto pojmy vydefinuje 1épe a jaké dalsi dobré divody pro jejich zavedeni ¢tenafovi predstavi.
Mala pozornost se jiz ale vénuje naslednému dopadu na zaky a tomu, zda je to opravdu tak

efektivni, jak se v literatuie tvrdi. Autorka této prace tak prozkoumala né€kolik soucasnych
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studii, které se t€émto tématim vénuji v kontextu uceni se ciziho jazyka. Tyto prostudované
zdroje naznacuji, ze integrace sebehodnoceni, a tedy i portfolia, do vyuky muze byt pro zaky
efektivni, avsak je to podminéno roli ucitele, ktera je naprosto zasadni. Uc¢itel musi pfipravit
v dané tiidé¢ takové podminky, aby byl rozvoj sebehodnoceni podpofen doprovodnymi
¢innostmi. Doporucuje se tak napiiklad prace s kratkodobymi cili, vymezeni jasnych kritérii a

také funkce ucitele jakozto privodce timto procesem.

74k sedmé t¥idy na zakladni $kole zaujimé dilleZitou roli v této praci, jelikoZ je souéasti
praktické &asti. Sestd, a tedy posledni kapitola si tak klade za cil predstavit Etenafi tuto vékovou
skupinu a s ni spojena specifika. Vék zaka sedmé tiidy se bézné pohybuje mezi 12-13 lety a
prochazi tak obdobim ran¢ adolescence. Kromé na prvni pohled jasnych fyzickych zmén, se
také jedna o obdobi, kdy se ¢lovek rozviji po emocni, kognitivni 1 socialni strance. Nejvice
relevantni zménou pro kontext této prace je ovSem kognitivni rozvoj a s nim spojeny novy
zpisob mysleni, ktery se u této vékové skupiny postupné rozviji. Adolescent totiz zacina byt
schopny pfemyslet abstraktng, coZz znamena, Ze je schopen vytvaret rizné hypotézy a poté je
kriticky vyhodnocovat. Méni se tak i pfistup k vnimani ¢asové dimenze. Adolescent bere
Vv potaz nejenom minulé udalosti, ale zaroven se ¢im dal vice umi kriticky divat do budoucnosti.
Diky rozvoji v téchto oblastech, by mél zak sedmé tfidy mit vSechny ptedpoklady pro
vyhodnocovani vlastniho pokroku, ¢i planovani budoucich cilt. Je v§ak nutné podotknout, ze
adolescenti mohou byt diky nové rozvinutému kritickému mysleni také prehnané kriticti ke

svému vlastnimu vykonu a muize se tak jednat o citlivé téma.

Praktickd c¢ast prezentuje akéni vyzkum, ktery byl proveden na zékladni Skole
Vv Pardubickém kraji. Tento vyzkum zapocal v unoru 2021 a skonc¢il v lednu 2022 a zucastnilo
se ho 15 zakt sedmé tfidy. Cilem tohoto vyzkumu bylo zaintegrovat do zvolené tfidy Evropské
jazykové portfolio a cely tento proces detailné popsat z pohledu ucitele. Pro sbér dat byly
vyuzity observace, polostrukturované rozhovory, reflektivni denik a jiné téidnické dokumenty,

vcetné vyplnéného EJP.

Akéni vyzkum usiluyje o zménu V socidlni roving, vtomto piipadé v hodinach
anglického jazyka zvolené tfidy. Je také znamy svou cykli¢nosti, coZ znamena, Ze ma urcité
faze, které se mohou opakovat, dokud se zménou neni vyzkumnik spokojeny. Tento konkrétni
ak¢ni vyzkum zapocal diagnostickou fazi v unoru 2021, jejiz cilem bylo zjistit, zda zvolena
ttida pouziva EJP nebo jiny druh portfolia a zda se objevuji ptilezitosti, béhem nichZ jsou zaci

aktivné zapojovani do sebehodnoticich aktivit. Dilezité je ovSem zminit, Ze tato faze byla
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vrwe

republiky probihala v online rezimu.

Observace odhalily, ze Zaci EJP a ani jinou formu portfolia nepouzivaji a Ze sice jsou
zapojovani do aktivit, béhem nichz hodnoti sviij pokrok, napi. v dané lekci, ale jedna se o
hodnoceni velice povrchni. V kvétnu 2021 se opét Skoly oteviely, a tim se tak naskytla
prilezitost vyzpovidat ulitelku dané tfidy pomoci polostrukturovaného rozhovoru. Jeho
zjisténim bylo, ze ackoliv to v online hodinach nebylo patrné, Zaci jsou zvykli si vést své
portfolio, které ovSem slouzi spise jako slozka, obsahujici materialy za urcité obdobi, kterou
mohou vyuzit K naslednému procvicovani probrané latky. Postoj ucitelky k sebehodnoceni
zaka byl kladny, ale dostacujici v takové podobé, kterd byla observovana. Diagnostickd faze
tak zjistila, Ze jak zavedeni EJP, tak sebehodnoticich aktivit, bude pro Zaky kompletné nova

zkuSenost.

Dalsi ptipravna faze probihala od cervence do srpna 2021. Jejim cilem bylo shromazdit
informace ze specializované literatury, ktera se zabyva implementaci EJP do vyuky. Bohuzel
bylo zjisténo, ze se oficialni publikace soustiedi spiSe na obecné piedstaveni tohoto nastroje,
ale praktické tipy obsazené jiz nejsou. Autorka tedy prostudovala dostupné vyzkumy, které se
implementaci EJP zabyvaji a zaroven si vedla reflektivni denik, ktery obsahoval jeji
momentalni dilemata. Hlavnim z nich byla ¢asova dotace na provedeni akéniho vyzkumu, tedy
dva mésice a fakt, ze EJP je povaZovano za nastroj, ktery vyzaduje dlouhodobé zapojeni na

stran€ jeho uZivatelll.

Nasledn¢ v prvni pilce fijna probéhlo setkani s ucitelkou, ktera ma zkuSenosti
S pouzivanim své upravené verze EJP. Diky poskytnutym doporucenim bylo mozné vytvofit
finalni intervenc¢ni plan pro nasledujici fazi vyzkumu. Byly vytyCeny tfi ak¢éni body, na které se
autorka rozhodla sousttedit. Prvni z nich byla samotna implementace EJP, kter4 byla podpotena
vytvofenim modifikované verze EJP, ktera odraZela jak potieby vyzkumu, tak casové omezeni
na provedeni. Dalsi dva akéni body byly stanoveny na podporu implementace EJP. Jednalo se
0 zapojeni zakl do jednoduchych aktivit zaloZené na sebehodnoceni vlastniho vykonu a praci
s kratkodobymi cili, které byly propojeny s dlouhodobymi cili definovanymi v EJP. Po dobu 4
tydnt tak probihala prvni intervence, kterou autorka zapisovala do pfedem navrzené tabulky,

vedla si reflektivni denik a shromazd’ovala dalsi potfebné dokumenty.

Poté¢ bylo tfeba prvni intervenci vyhodnotit a navrhnout zmény ke zlepSeni.

Implementace EJP zustala, ale zména byla provedena v organiza¢nich formach a Zaci tak
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nepracovali samostatn¢, ale ve skupinach a o danych tématech tak mohli nejdiive diskutovat.
Aktivity pro zvédomovani sebehodnoceni také ztistaly, ale v nékterych ptipadech se zapojila i
ucitelka dané tiidy. Tato zména reflektovala zajem ucitelky o toto téma, ale hlavné zhorSujici
se pandemickou situaci a jisté omezeni na vykon vyzkumu. Prace s kratkodobymi cili také
zUstala, ale bylo rozhodnuto, Zze se nemusi vyluéné tykat cili definovanych v modifikované

verzi EJP, protoze se ukdzalo, ze tento postup mtize byt zna¢n¢ limitujici.

Zaverecnd hodina, ktera byla vénovana formalnimu zakonceni prace s EJP, prob&hla
v lednu 2022. Zaci b&hem ni pracovali opét ve skupinich a byli pozadani spole¢n& zhodnotit
celkovy prubéh tohoto vyzkumu. Mezi hlavni zjisténi patii fakt, ze zakim prace s portfoliem
nevadila, vidéli v ni dlouhodoby ptinos — ktery je ovSem podminén pili a znaénym odhodlanim,
ale sami by s portfoliem nepracovali, kdyby se to po nich nevyZzadovalo. Dale byl poskytnut
pohled autorky vyzkumu, jakozto budouci ucitelky, ktera shrnuje, ze v praci s portfoliem a
v rozvoji sebehodnoceni vidi potencial, ale oficialni verzi by pravdépodobné nepouzivala,

jelikoZ nereflektuje soucasné zajmy z4k.

V zavéru je diskutovano naplnéni konkrétnich akénich bodu a také celkové dosazeni
vyty¢eného cile této diplomové prace. Autorka neopomiji zdiraznéni moznych limitd tohoto
vyzkumu. Tato préce je také doplnéna soupisem pouzité literatury a dalSich internetovych

zdrojl a relevantnimi ptilohami.
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Appendix A — Checklist used for a diagnostic phase in February 2021
CHECKLIST FOR A DIAGNOSTIC PHASE

Aim: To find out whether these activities occurred during the observed lessons and to provide
a description of their conduct.

Instructions: Make a vand describe the situation.

PORTFOLIO WORK SELF-ASSESSMENT ACTIVITY
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Appendix B — Modified version of the ELP

European Language Portiolio

(modiiied and simplified version)

Name
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Excerpts from Evropské jazykové Portfolio: Pro zaky a zakyné ve véku 11-15 let v Ceské republice (Perclova,
MareSova, 2001) were used for educational purposes only. The part My English World is only inspired by the
ELP
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Language Passport

My English World
Ways I learn languages and get to know other cultures/ Jak se u¢im jazyky a poznavam nové kultury
Traveling Description/Popis
gk What have I learnt about the country/Co jsem se
Cestovani

naucil/a o této zemi?

Reading (mooks, websites, magazines)

Cteni (knihy, internetové stranky, Gasopisy)

Description/Popis

What was it about?/O ¢em to bylo?

My favorite English songs ——
J iR R What the song is about? Why do I like it?
Nigjo ablbene g ks plsnithy O ¢em ta pisnicka je? Pro¢ se mi libi?
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Language Passport

The Screen (TV and P()
Do I play any PC games or watch movies or Description/Popis
TV series in English?/ Hraju néjaké hry ¢&i What is it about? Why do I like it?/O ¢em to
sleduji filmy a serialy v AJ? je? Pro¢ mé to bavi?
Other situations

Description/Popis

Jiné situace, behem kterych pouzivam AJ
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Seli-assessment grid/Tabulka sebehodnoceni

Language Passpori

Al

A2

Rozumim znamym sloviim a zcela

Rozumim frazim a nejbézn&jsi

P zakladnim frazim tykajicim se mé | slovni zasobé vztahujici se
osoby, mé rodiny a k oblastem, které se mé
0 bezprosttedniho konkrétniho bezprosttedné tykaji (napf. zakladni
R Poslech okoli, pokud lidé hovoii pomalu a | informace o mné a mé roding, o
0 zietelné. nakupovani, zaméstnani). Dokazu
Z pochopit smysl kratkych jasnych
U zprav a hlaseni.
M Rozumim zndmym jméntim, Umim ¢ist kratké jednoduché texty.
E sloviim a velmi jednoduchym Umim vyhledat konkrétni
N vétam, napiiklad ve vyvéskach, predvidatelné informace
i plakatech a katalozich. v jednoduchych kazdodennich
éteni materidlech, napt. v inzeratech,
prospektech, jidelnich listcich a
jizdnich tadech. Rozumim kratkym
a jednoduchym dopistim.
Umim se jednoduchym zpisobem | Umim komunikovat v jednoduchych
domluvit, je-li muy partner béznych situacich vyzadujici
ochoten zopakovat pomaleji svou | jednoduchou pfimou vyménu
M = vypovéd’ nebo ji pieformulovat a | informaci o znamych tématech a
i Ustni pomoci mi formulovat, co se ¢innostech. Zvladnu velmi kratkou
1] interakce snazim fict. Umim klast spolec¢enskou konverzaci, i kdyz
v jednoduché otazky a na podobné | obvykle nerozumim natolik, abych
otazky odpovidat, pokud se tykaji | konverzaci sam/sama dokézal(a)
= mych zakladnich potieb, nebo jde- | udrzet.
N li o v&ci, které mi jsou zndmé.
; Umim jednoduchymi frazemi a Umim pouzit fadu frazi a vét, abych
vétami popsat misto, kde ziji a jednoduchym zplisobem popsal(a)
+ | lidi, které znam. vlastni rodinu a dalsi lidi, zivotni
?amPSta!ny podminky, dosazené vzdélani.
ustni projev
Umim napsat stru¢ny jednoduchy | Umim napsat kratké jednoduché
P text na pohlednici, napiiklad poznamky a zpravy tykajici se mych
S pozdrav z dovolené. Umim zakladnich potfeb. Umim napsat
Pisemny vyplnit formulafe obsahujici velmi jednoduchy osobni dopis,
A - osobni udaje, napiiklad své napiiklad podékovani.
N projev jméno, narodnost a adresu pfi
i ptihlasovani v hotelu.
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Language Biography
1) How can you learn foreign languages?/jak se mizes udit cizi jazyky?

Think about opportunities there are to learn English outside of school: for
example listening to foreign songs, watching foreign films, playing
computer games, trying to make yourself understood when abroad, staying
at a language camp.

Premyslej o moznostech, jak se ucit angli¢tinu mimo $kolu: naptiklad tim, Ze poslouchas pisné v

cizim jazyce, divés se na zahrani¢ni filmy, hraje$ pocitaové hry, zkousis se domluvit pfi cesté do
zahraniéi, jede$ na jazykovy tabor.

Date/Datum My contacts with English outside of school/
Ma mimoskolni setkani s cizimi jazyky
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Language Biography
2) (an you become a better English learner?/Muzes se ugit anglictinu
1€pe?

Try to think about the ways you learn the English language. Which ways
are most helpful? You can write down your good ideas in the following
table (for example repeating words aloud, drawing little pictures in a
vocabulary notebook, forming groups of words which rhyme or have
something in common, guessing the meaning of unknown words, listening
to tape recordings, acting out a dialogue with your friends). What
experiences do your classmates have?

Snaz se premyslet o tom, jak se ucis cizi jazyky. Co ti nejvice pomaha? Dobré napady si mizes
zapsat do nasledujici tabulky (napfiklad: opakovani slov nahlas, kresleni obrazkt do slovnicku,
vytvareni skupin slov, ktera se rymuji nebo maji néco spoleéného, odhadovéni vyznamu neznamych

slov, poslouchani nahravek, ptedvadéni rozhovoru s kamarady). Mtizes se ugit také jinak? Jaké
zkuSenosti maji tvi spoluzaci?

Date/Datum What helps me when I learn English/

Co mi pomaha pfi uceni anglictiny
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Language Biography
3) What do you want to be able 10 d0? Co chces umét?

Think about what you are good at and what you need to work harder on.
Write down your plans (for example to learn to read silently, to be able to
write a one-page letter about myself, to create a crossword or a game for my
classmates, to write a short poem, to manage to talk about my hobbies for
two minutes, to act out a fairy tale with my classmates, to understand a
computer game, to give directions to a foreigner).

Premyslej, co se ti daii a v ¢em potiebujes pridat. Zapis si, eho chce$ dosahnout (naptiklad: naudit
se Cist potichu, umét o sobé napsat jednostrankovy dopis, sestavit pro spoluzaky cizojazyénou

kiizovku nebo hru, napsat kratkou basni¢ku, dokdzat dvé minuty vypravét o svych koniccich, zahrat
se spoluzéky pohadku, rozumét pocitatové hie nebo poradit cizinci, jak se dostane na ur¢ité misto.

Date/Datum Wlljll I want to achieve, what I want to improve/
Ceho chci dosdhnout, v ¢em se chci zlepsit
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Language Biography
4) What can you already do in terms oi your speaking skills?

Co z hlediska svého mluveného projevu uz umis?

Spoken Interaction/rozhovory

1) I can introduce myself. I can thank
someone./ Umim se predstavit. Umim
~ pod&kovat.

2) I can greet somebody and say goodbye
to them. I can introduce somebody./Umim

pozdravit a rozlougit se Dokézu né
c i aZun
predstavit. =

3) I can ask for something and respond to
somebody’s requests./Umim si o néco fict a
umim reagovat na zadost nékoho jiného.

4) I can ask somebody
answer similar i
Jak se nékomu daii, 2 yms ’ '
, 2 umim na :
otézky odpovidat. Dilcme

5) I can ask for things in a shop making gestures
to help me./Dokazu si fict o véci v obchodé,
pomaham si pfi tom gesty.

le live, aafict, kolik je hJ:ili!:: it is./
] k questions about w.bere peol; o

- mthas know and what things they o

Wh:m ‘sv:Zr such quastions.lDoké?,u sedg et

::‘ k?ile‘lidé 7iji, koho znaji a co majh, & kAzu

takové otazky odpovidat.

Spoken production/ samostatny tstni projev ((

8) I can talk about my home, my famil): and
people I know in simple sentenc?s./Urmm B
mluvit jednoduchymi vétami o svém domove, sve
roding a lidech, které znim.

9) I can describe where I live./

L U o
10) 1 can say who I am and what 1 doJ/Umim mim popsat, kde Zju.

fict, kdo jsem a &im jsem-

Color the bubbles, if you think you can do il./ Vybarvi bublinu, pokud mysli, Ze to umis.
You can also color only a part of the bubble./ Muzes vybarvit i pouze st bubliny.
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Language Biography

What progress with tasks 1-10 are you making? Make notes on your progress in the table
Delow./V nasledujici tabulce si délej poznamky o tom, jak se ti dafi plnit tkoly 1-10.

Task number My notes

Cislo ukolu Mé poznamky

10
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Language Biography
5) What can you already do in terms of your speaking skills?
Co z hlediska svého mluveného projevu uz umis?

A=)
Spoken interaction/rozhovory ggg

-~ 11) I can invite someone somewhere and J— e
/ sk . . ¥ & 3 st e
respond to invitations./Umim nékoho nckam e i 1 i i
a Y na 2 n ite
pozvat a reagovat na pozvani. / ) Tea = ¢ ‘r?ss pL?P £k PO
i \ way./Umim lidi zdvofile oslovit.

Presit : 13) I can make and accept apologies./Umiﬁ] T o
{ § i : Yy )
> SEOMROVINE prmoRt o, " ) I can discuss with friends what to do, where ™
L i to go afnd when and where to meet./Umin’q ses
e 7 e\ kanmrady domluvit na tom, co budeme délat, kam
15) I can order something to eat or " avkolik se sejdeme. yoelg
drink./ Umim si objednat jidlo a piti. ?

o

by

T O ‘
T s 2 o/ ay w — >
P 17) I can ask for basic information about Price in Pla;‘:/es :?::tl Want and as) about the .
’/ public transport and buy tickets./ Dokazu se \ a zeptat se 5 ke shops./ Umim giet i
\ zeptat na zdkladni informace o verejné doprave a el A cenu, napikla v obchod‘é gl

koupit si jizdenky.

T T e, ~19) I can ask people

| , questions about hat
s ut what'.
ol ey do at work or at school and in their free
B

Wt
_ time, and answer such questions./ U;

P "'””1’8) I can ask for directions or give help~

. someone with the help of a map or a plan./ S U
: : A | zeptat T §
\ pomoci mapy nebo planku se dokazu zeptat na gl Ptat na to, co lidé delaji v praci nebo ve skole. /
iy ides Lerve 5m &x . 5y 1
cestu nebo poradit nékomu jinému. . € volném Case, a umim na takove ota: /
ey : ~odpovidat i G
~720) I can express how I feel j i
/ eel \ ™ - . S
" simple way./ Uml'mjednoduglen by i 7 21) Ican participate in a short conversation .
. Jak se citim. vyia "v{r on a topic that interests me./ Dokézu se )
" udastnit kratké konverzace o tom, co mé zajima. "

" 22) I can express agreement and 23) I can ask questions about hobbie;

( disagreement with other./ Dokazu and answer such questions./ Umj }
_ vyjadfit souhlas a nesouhlas s ostatnimi. / \ ptat na zaliby a umim na otz;i;l\y ity
N Lty <y o
g < - zalibach odpovidat.
£ 242.‘ clan asl:lque‘stlons all:out pz:'st / _~25) When I don’t understand something, I can™._
{ ?JL 1}'1 5 a]? en sl.udc’ dqllwls 10115.' t 7/ very simply ask the person to repeat what they
\, mim se ptat na to, co ide delaliaumimna /- o444 / K 4y né¢emu nerozumim, umim jednoduse )

“._takové otazky odpovEdet, s

. pozadat o zopakovani feceného.
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Language Biography
Spoken Production/Samostatny Gstni projev

26) I can describe myself, my family and
other people./ Umim popsat sebe, svou
rodinu a dalsi lidi.

27) I can describe places and objects in a
simple way./ Umim jednoduse popsat mista
a piedméty.

28) I can talk about my school and about
my work at school./ Dokazu mluvit o své
skole.

30) I can describe what I do regularly./
Umim popsat, co pravidelné délam.

29) I can express what I like and dislike./
Umim vyjédfit, co mam a nemam rad/a.

32) I can describe what I plan to do./
Umim popsat, jaké mam plany.

31) I can describe what I did in the past./
Umim popsat, co jsem délal/a v minulosti.

Color the bubbles, if you think you can do it./ Vybarvi bublinu, pokud mysli, Ze to umis.
You can also color only a part of the bubble./ Muzes vybarvit i pouze &ast bubliny.

00

You are doing great! Don’t give up!

AL/ \AAJ
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Language Biography
What progress with tasks 11-32 are you making? Make notes on your progress in the table

below./V nésledujici tabulce si délej poznamky o tom, jak se ti dafi plnit tkoly 11-32.
Task number My notes

Cislo ukolu Mé poznamky
1
12
13
14
15
16
17
18

19

20

22
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23

20

21

28

29

30

3

32
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Language Biography

6) Your own list of what you can already do in English

Tvj vlastni prehled toto, co uz umis v anglicting.
You can create your own more detailed list of other things you have learnt on
the following pages (for example: I can say three rhymes, I can name 20
animals, I can describe what others are wearing, I can make myself understood
at the doctor’s, I can make a phone call, I can talk about Christmas customs in
another country, I can make a project about the place where I live, I can find the
meaning of words in a dictionary.

(napiiklad: umim tfi fikanky, umim pojmenovat 20 zvitat, umim popsat co maji ostatni na sob&, dokazu se
domluvit pfi navstéve u lékare, dokazu se telefonicky domluvit, umim vypravét o vano¢nich zvycich v jiné
zemi, umim udélat projekt o misté, kde bydlim, precetl/a jsem knizku, umim najit vyznam slov ve
slovniku.
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Language Biography

&ood job! Keep it up!
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Appendix C — Example of a self-assessment checklist (Intervention I, week 3)
My family: Reading comprehension (¢teni s porozuménim)

Your task: Read the text and fill-in the right column. (Precti si text a vypln
pravou stranu tabulky)

Question/Statement Your answer

What is Dan doing?

Where is Jack?

Does the mum work in an office? Yes No
Peter’s wife was born in April. True False We don’t know
Does Nicola have a boyfriend? Yes No
Chloe has got two nieces. True False We don’t know
Chloe’s nickname is Lolo. Yes No

This task was (tento tkol byl) ....

EASY HARD SO SO
15 i T
The vocabulary in the reading was (slovicka v tomto textu byla) ...

EASY HARD SO SO

15 I T
The grammar in the reading was (gramatika v tomto textu byla) ...

EASY HARD SO SO
o
& Ly 1
There was enough time for the reading (na cteni bylo dost ¢asu) ...

EASY HARD SO SO

% I i
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Appendix D — Example of a lesson plan (Intervention 11, Week 2)

Overall aim of the lesson: See the individual objectives described below.

Note: After 15 minutes, the groups will switch.

MATERIALS | TIME INTERACTION
S CUIRS AND AIDS | NEEDED PATTERNS QNS GU=S
1. GROUP Printed ELP 15 min Group discussion | The aim of the
Language Biography activity is to raise
(Al + A2 descriptors) + self-assessment
group discussion awareness in the
learners.
Dice with 15 min Group work By the end of this
pictures activity, the pupils
are able to
collaboratively
create a story using
a dictionary.
Picture cards 15 min Pupil <> pupil By the end of this

activity, the pupils
are able to produce
answers to
guestions using the
future tense.

Links to FEP BE (in relation to the ELP activity)

Communication competencies

The pupil: formulates and expresses his or her ideas and opinions in a logical sequence; listens to other
people’s utterances; participates effectively in debates; defends his or her opinion and uses appropriate

arguments;

Social and personal competencies

The pupil: cooperates efficiently with other members of his or her group; participates — together with

teachers; contributes to discussions within a small group

Learning competencies

The pupil: assesses his or her own progress and identifies obstacles or problems hindering his or her
learning progress; makes plans as to how to improve his or her learning; makes a critical assessment
of his or her own learning results and discusses them.
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Appendix E — Table illustrating Intervention |

Intervention |

WEEK

MODIFIED VERSION
OF THE EUROPEAN
LANGUAGE
PORTFOLIO

INTRODUCTION
1 page of My English
World + whole-class

discussion

1 page of My English
World + whole-class
discussion

1 page of the Language
Biography “How can you
learn foreign languages?”
+ whole-class discussion

1 page of the Language
Biography “Can you
become a better English
learner?” + whole-class
discussion

SELF-ASSESSMENT
AWARENESS

Whole-class discussion
after writing & speaking
activity

The Autumn Holiday

Check-list (after reading
comprehension task)

Whole-class discussion
about the finished unit

SHORT-TERM
AIMS BASED ON
THE LONG TERM

GOALS IN THE

ELP

Matching aim of the
activity with ELP
descriptors

Matching aim of the
activity with ELP
descriptors
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Appendix F — Table illustrating Intervention Il

Intervention |1

WEEK

MODIFIED VERSION
OF THE EUROPEAN
LANGUAGE
PORTFOLIO

SELF-ASSESSMENT 5V|V-|(CD)F|:2{$.\'/|'VEH|:;||:|/|
AWARENESS AIMS

THE LEARNERS WERE QUARANTINED

1 page of the Language
Biography “What would
you like to be able to do?”
+ group discussion

1-2 pages of the Language
Biography (Al + A2
descriptors) + group

discussion

The Language Biography:
A2 descriptors or Your
own list of what can you
already do in English +
group discussion

Final revision of the ELP
+ group discussion

Whole-class
discussion about the
- aim of the lesson
(Was it achieved?
Why? Why not?)

Whole-class discussion
concerning the learners’
performance and
cooperation

Matching aim of the
activity with ELP
descriptors

Whole-class
discussion about the
aim of the lesson
(Was it achieved?
Why? Why not?)

Check-list (after listening
comprehension task)

Group and whole-class
discussion about the state
of preparation for an
upcoming test
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Appendix G — Example of Reflective diary

V.\_\,

s uhdzala /&Qm Jim eols” ponffar),o A pySpetho, b eemu

o byole

e ploun) @6/@3(4 Bugle se 7o zndmbomt€

{ Buote 7o po(//r)/u 54
! By rppe Y pihomuy hoacevot ©

E Bw/o m/rzuf 2 se 2o hem ylevile, &t /sem AIC jomymy ele/or
{

/m a4 ¢ /wéw ) toroling, /[e //muZ{/’a pﬁe///wm
Lacpali jsem jim teblo, ¢ pokthu prpich pazor

g ,poNba// PWM@ /08l e o Jim_Fo Lty v ss
L0 rtho path vt ik s/zu/(f/mbo )

' /
o A)Pe/o mj, Z*?JJ 7‘0 17/’0 /g_pﬂaéﬂx ol / o b //awu

sl f /u//ﬂh /mzon 2 A7 jﬁ@/ﬂ@ Dbec ohleoly

__:gg fo, jake pudheu.

R /V /;ﬂ;éd% porkd, frase iy

I! choura 15 Pt ) p 2 S M/éw/ S —— 7,4

|

0ALST presAimy, 4

~ Zapyl Se 1Tl 7o/, 2L pimy it o

o [ibilo se mgz‘{ /oﬂpwfaﬂ o) g oy

e U A Mnu// = 4ole mve/mae// v AJ ot Sty

. /)/’MW sem fo pbehs zﬁ/@ (‘f//ﬁ 9 W{,Wap/ =3

1oIZIN0 7l e oz ALy $Toniey,

Lilod] o jsem a/D//ﬂZy// o Atary 4 powde)s o 4 oopopsd)

AR P 7 T o T g

omﬂ/ raologl bidlye 8o ;LA 2C 13t co ¢ A A2}/

| 50 /poqu’” -

°Wr Z’GM//? AL é?/m %D/_aég” SRS fffeﬂw ChAs7 /b/

AL /5’/6!4 abu fo h»e&’iv// moﬁ/w /W///W‘ e

o oo 5 30" ffmr7 " 987 @eké Z0 in”, s /T

a_pou g ser, co dombinay’ a/d/ezy/y
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