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ANNOTATION

This master thesis deals with the concept of autonomy and the focus is given to the self-
assessment techniques. The theoretical part first introduces the idea of autonomy and various
techniques which can help with the development of autonomous learning. Next, the
theoretical part stresses the importance of the learner-centred classroom and introduces the
constructivist theory. Aims are another substantial part of autonomous learning; therefore, one
chapter is investigating the typology of aims. What follows is the classification of assessment
and self-assessment. The theoretical part ends with the introduction of different techniques of
self-assessment. The practical part presents a case study which investigates how the self-
assessment of primary learners happens in English lessons. Several research tools are used to

answer the research question.

KEYWORDS

Autonomy, self-assessment, aims, feedback, reflection, learner centeredness, teacher

facilitator, case study, open coding



NAZEV

Sebehodnoceni zakl prvniho stupné zakladni Skoly v hodinach anglického jazyka

ANOTACE

Tato diplomova prace se zabyvd konceptem autonomniho uceni. Hlavni pozornost je
vénovana technikam sebehodnoceni zaka. Teoreticka ¢ast nejprve vymezi pojem autonomie a
predstavi nejriiznéjsi techniky rozvoje autonomniho uceni. Teoreticka ¢ast pak zdlraziuje
dalezitost vyuky, kde je hlavni pozornost sméfovana na zdka a piedstavuje
konstruktivistickou teorii. Protoze jsou cile nedilnou soucasti autonomniho uceni, je cela
jedna kapitola vénovana typologii cilt, kterou nasleduje Klasifikace hodnoceni a
sebehodnoceni. Teoreticka ¢ast konci shrnutim technik sebehodnoceni. Praktickd cast
pfedstavuje piipadovou studii zkoumajici prib¢h sebehodnoceni u zakd na prvnim stupni
V hodindch anglického jazyka. Nékolik vyzkumnych néstroji je pouzito na zodpovézeni

vyzkumné otazky.

KLiCOVA SLOVA
Autonomie, sebehodnoceni, cile, zpétna vazba, reflexe, zaméfeni na Zaka, uditel facilitator,

piipadova studie, metoda otevieného kodovani
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INTRODUCTION

Learner autonomy is a very broad concept which should be taken into consideration when
planning lessons and organizing courses in the primary education. It is an amazing idea,
which derives from the basic understanding of one’s goals and destinations. This
understanding helps to educate autonomous learners, which is the basic philosophy of today’s
age — to educate learners who oversee their learning, who are independent and self-sufficient.
This master thesis — which consists of a theoretical and a practical part — tries to point out
some ways (techniques and methods) that the teacher can use to help develop the learner
autonomy. The practical part, conducted as a case study, introduces a case of one class of
lower secondary learners and shows how self-assessment techniques can contribute to the

development of their autonomy.

The concept of autonomy is described in the theoretical part of this thesis in a great detail.
The theoretical part starts with the definition of an autonomous learner and states the reason
why it is important for the teachers to support the development of autonomy. This chapter
also includes some techniques which help to support the development of autonomous
learning. The next chapter introduces the theory of learner centeredness and continues with
introducing the concept of Constructivist theory and some theories which support the
autonomous learning. Then, the definition of who is a lower secondary learner follows. The
next chapter focuses on aims in ELT, providing some classification of aims and continuing
with the explanation of why planning a lesson is important. The following chapter introduces
the curricular documents and puts the English language in the context of the Czech
legislation. Next, there is a chapter dealing with assessment. Various types of assessment are
introduced in this chapter, followed by a chapter that deals with the types and techniques of

self-assessment.

The practical part focuses on the theory introduced in the theoretical part. The research was
conducted as a case study — the class of 22 lower secondary learners was chosen as a case to
be investigated. Research tools such as lesson plans, reflective notes, self-assessment sheets,
focus groups, and a portfolio were chosen. For the analytical part, the teacher chose a method
of open coding to organize the analysis into appropriate sections. Finally, the research was

concluded and analysed and the research questions were answered.
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THEORETICAL PART
1 AUTONOMOUS LEARNING

“(...) itis in our nature to be autonomous, to be proactive in exploring and responding to our

environment and to persist in following the agendas we set for ourselves. (Little 2007, 17)

As the quote at the beginning of this chapter suggests, autonomy is crucial for our existence.
This thesis starts with the definition of what a learner autonomy is. It is not an easy task to
define the concept of autonomy, as several definitions and perceptions are available in the
relevant literature. Some beliefs and definitions are provided in this chapter and briefly
reviewed. This thesis strongly believes that every learner should be educated autonomously,
thus it is essential for the purposes of this thesis to have more relevant points of view. This
belief is reflected in this part of the thesis with a description of who an autonomous learner is

and how the learner can be supported by the teachers to become autonomous.

Who is an autonomous learner? Why is it important to educate learners in a way that lets them
become autonomous? Learner autonomy is one of the competencies of elementary education
— learning competency. Key competencies (see chapter 5) are stated in the curricular
documents. To support the importance of educating an autonomous learner, the following
description from the Framework Education Programme of Elementary Education is provided:

An elementary-school graduate:

e selects and employs suitable procedures, methods and strategies for effective learning;
plans, organises and manages his/her learning; demonstrates willingness to carry out
further studies and lifelong learning;

e seeks and classifies information, and having understood, interlinked and systematised
it, he/she uses it effectively within the learning process, in creative activities and real
life;

e utilises commonly used terms, signs and symbols; makes connections between things;
interconnects knowledge from various educational areas into larger wholes and based
on this forms a more complex view of mathematical, scientific, social and cultural
phenomena;

e makes observations and experiments independently; compares the results obtained,
assesses them critically and draws conclusions from them for future application;

e recognises the purpose and objectives of learning; has a positive attitude towards
learning; assesses his/her progress and identifies obstacles or problems hindering
his/her learning progress; plans ways to improve his/her learning; assesses critically
the results of his/her learning process and is able to discuss them.

(FEP EE 2007, 11)
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From this definition of one of the competencies, the importance of autonomy is apparent.
Teachers should support their learners and help them to learn how to learn. The autonomous
learner is responsible for his/her own learning, but the journey to learn how to do that is very
long. Why is it important to educate autonomous learners? According to Holec, “This ability
(to take charge of one’s own learning) is not inborn but must be acquired either by ‘natural’
means or (as most often happens) by formal learning, i.e. in a systematic, deliberate way.”
(Holec in Sinclair 2000, 7)

To define who an ‘autonomous learner’ is, several definitions are stated by Henry Holec and
Leni Dam, who both introduce the same idea of what learner autonomy is. Learner autonomy,
one of the goals of ELT (English language teaching), is the concept of overseeing one’s own
learning. Holec points out that “(...) the essence of learner autonomy is the ability to take
charge of one’s own learning.” (Holec 1981, in Little 2007, 15) Holec also proceeds by saying
that “Learner autonomy is when the learner is willing to and capable of taking charge of his
own learning, i.e., independently.” He then continues by giving specific examples of doing so.
Learners choose aims on their own, they select materials, methods, and tasks. They also
choose criteria for evaluation. (Holec 1983 in Dam 1990, 16) Leni Dam, who also agrees with
Holec’s definition of autonomy, introduces her own definition which is “(...) readiness to take
charge of one’s own leaning in the service of one’s needs and purposes.” (Dam 1990, 17) She
also explains more in detail what autonomy means. For example, according to Dam,
autonomy means independence, it is the ability to learn, “autonomy is the aim and the means
(why, what, how the learner learns to learn)”, and so on. (Council of Europe 1988 in Dam
1990, 16) To contrast, Little mentions the American social psychologist Deci, according to
whom: “autonomy is one of three basic needs that we must satisfy in order to achieve a sense
of self-fulfillment. We are autonomous, he proposes, when we are “fully willing to do, [we]
are doing, and [we] embrace the activity with a sense of interest and commitment.” (Deci

1996, 2 in Little 2007, 17) Deci explains the difference between autonomy and independence:

Independence means to do for yourself, to not rely on others for personal nourishment
and support. Autonomy, in contrast, means to act freely, with a sense of volition and
choice. It is thus possible for a person to be independent and autonomous (i.e., to
freely not rely on others), or to be independent and controlled (i.e., to feel forced not to
rely on others.) (Ibid.)
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Another definition is very similar to the ones already introduced: “Learner autonomy is
characterized by a readiness to take charge of one’s own learning in the service of one’s needs
and purposes. This entails a capacity and willingness to act independently and in co-operation
with others, as a socially responsible person.” (Dam 1995, in Sinclair 2000, 6) What is
apparent is that learners are learning not only to act alone, but also in groups, pairs and so on.

Learner autonomy is therefore not recognized only with the individual. According to Sinclair:

Beson (1996), distinguishes between ‘individual’ and ‘social’ autonomy. ‘Individual’®
autonomy stresses the importance of individual learning styles over collaborative
learning; in contrast, ‘social’ autonomy recognises that awareness raising and learning
takes place through interaction and collaboration, as well as through individual
reflection and experimentation” (Little 1996, 211 in Sinclair 2000, 11)

One fact that is evident from these definitions is that all of them focus on the learner. The
learner is the one who is in charge of his/her own learning. The learner is the one who decides
to take care of his/her own learning. The learner is the one who picks the aims and purposes.
The learner is the one who chooses what to learn and how to learn, the learner is the one who
chooses which materials to use in his/her learning journey. Generally speaking, ‘learner
autonomy’ means a kind of independence and responsibility of the learner to actively take
part in his/her own learning. However, all this is not possible without a teacher. (Little 1985
in Gathercole 1990, 7) The teacher is “expected to provide a learning environment where the
learners are given the possibility consciously to be involved in their own learning and thus
become autonomous learners.” (Dam 2000, 49) The importance of letting the learner choose
what to do and putting the trust in him/her to do so is crucial. The role of the teacher is
therefore also very important, and the development of the learner autonomy would not be
possible without the right way of stimulating learner autonomy. To conclude, the teacher’s
role should in this case be very supportive, for example as a consultant, tutor or facilitator.
(Sinclair 2000, 8)

To define what autonomous learning means from a psychological point of view, the definition

from David Little’s goes as follows: “Learner autonomy is essentially a matter of the learner’s

psychological relation to the process and content of learning.” (Little 1990, 7) He also
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suggests that autonomy should not be restricted to learning without the teacher, as has been
suggested above.

However, Barbara Sinclair adds that autonomy and autonomous learning does not mean that
teachers should place learners in situations where they should be independent. Therefore, she
adds that autonomous learning does not go hand in hand with developing autonomy, meaning
that:

(...) learners can be encouraged or left to work on their own without organised
support, but there is no guarantee that they will benefit from this experience in terms
of developing a capacity for making informed decisions about their learning or in
terms of improving their competence.”

(Sinclair 2000, 8)

As this quote suggests, learners can be left alone and they can work alone, but some of them
may not benefit from this experience. Some learners still need the help of the teacher to help
them organize their working and learning habits. What is therefore still apparent from this
definition by Sinclair is the fact that the teacher remains very important when establishing the

basics for autonomous learning.

1.2 Developing learner autonomy in ELT

Autonomous learning is not an absolute standard to be met, but a goal to be pursued;
what is important is the direction — towards student responsibility for learning — not
the magnitude of the change in any given direction. (Boud 1998, in Sinclair 2000, 8)

As the citation above suggests, learner autonomy should be developed and cultivated.
Considering the development of learners’ autonomy is one of the aims of education, it is
clearly not something that we are born with. Learner autonomy must be developed gradually.
In this chapter, some ideas for promoting and developing autonomy are introduced.

Barbara Sinclair emphasizes the competency of learners to make knowledgeable decisions
about their progress in learning. (Sinclair 2000, 8) Sinclair then continues by quoting Holec:
“Autonomy is thus a term describing a potential capacity to act in a given situation — in our
case — learning, and not the actual behaviour of an individual in that situation.” (Holec 1981,
3 in Sinclair 2000, 7) Having said that, Sinclair explains that “this potential for learning

behaviours (sic) presupposes in the learner a high degree of metacognitive awareness, i.e.

17



knowledge about learning.” (Ibid.) Having introduced the term metacognitive awareness,
Sinclair also suggests that learners need to develop metacognitive awareness — knowledge
about learning. Learners need to develop a scope of strategies which involve “reflection on
learning: planning learning and setting goals, self-assessment and monitoring of progress,
evaluating learning activities and exploiting learning resources.” (Sinclair 2000, 9) Leni Dam
suggests in the following quote of Barnes: “To learn is to develop a relationship between what
the learner knows already and the new system presented to him, and this can only be done by
the learner himself.” (Barnes 1976 in Dam 1990, 18). To continue, Sinclair suggests that
learners need to have developed three highly important areas of metacognition, in order for
them to be able to make informed decisions about their own learning. The tree important areas
of metacognitions are:

- learner-awareness, (including awareness of the social, cultural and political context);

- subject matter awareness (i.e., of the target language);

- learning process awareness (i.e., how to learn a foreign language).
(Sinclair 2000, 9)

The important areas of metacognition can be elaborated in the following table:

Learner awareness Subject matter How to learn a foreign
(Who and why?) awareness language

(What?) (How?)
Attitudes
Beliefs Language systems Activity evaluation
Cultural context Language varieties Strategy evaluation
Expectations Similarities and Self-assessment
Learning approach differences between first Goal-setting
Learning style and target languages Monitoring progress
Motivation Social appropriacy Organising (time,
Needs Cultural appropriacy resources, environment)
Political context Pragmatics, etc. Awareness and
Preferred environment, exploitation of available
etc. resources, etc.

Figure 1: Important areas of metacognition [adopted from (Sinclair 2000, 9) adopted from Sinclair 1999]

To conclude, “self-direction is an important part of preparation of autonomy, but this needs to
go hand in hand with psychological and methodological preparation.” (Sinclair 2000, 8) More
about psychological and methodological preparation is mentioned in the following chapter,

about possible ways to prepare learners to develop learner autonomy.
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1.2.1 Learner training

Learner training, which is also known as “’learning to learn’, ‘learning learning’, ‘learner
development’, ‘developing learning skills’, ‘developing independence’, ‘developing key
skills” or ‘strategy training’” (Sinclair 2000, 10) is a kind of technique and procedure for
developing, promoting and building autonomy in language learning.

Learner training aims to help learners consider the factors which affect their learning
and discover the learning strategies which suit them best and which are appropriate to
their learning context, so that they may become more effective learners and take on
more responsibility for their won (sic) learning. (Sinclair, 1996 adapted from Ellis and
Sinclair 1989 in Sinclair 2000,11)
Sinclair summarizes by saying that “For autonomy to develop, it is necessary for learners to
be encouraged to reflect consciously on their learning through planning, experimenting and

reviewing, and to have opportunities to make decisions about their learning.” (Ibid.)

What does it mean to take responsibility? How can learners become more ‘effective learners’?
Some strategies listed below can help learners to understand better how to learn and what to
learn. What can help is to simply include learners in the learning process by asking them to
plan the syllabus together with the teacher, to plan their lesson, and so on. “By putting some
degree of responsibility in planning or learning on the learners will result in greater potential

for assessing the process of learning.” (Dam 1990, 17-18)

Another very important issue to support the development of learner’s autonomy is conscious
reflection and decision making. As Barbara Sinclair suggests, the knowledge about learning is
one of the highest importance. According to her theoretical input, learners would not be able
to make decisions about their own learning if they missed “explicit and conscious awareness

of the processes involved in learning a language”. (Sinclair 2000, 9).

Barbara Sinclair explains that certain willingness and positive attitude from the learner needs
to be involved in the process of learning, otherwise the development of learner autonomy is
not possible, as negative attitude tends to pose a tremendous obstacle in the development of
learner autonomy. She also claims that helping to develop learner autonomy enables learners
to get to the position or stage of their learning where they can take higher responsibility for
their study. (Ibid.)
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Scrivener gives his own idea about learner training, claiming that for him it means to “Raise
student awareness about how they are learning and, as a result, help them to find more
effective ways of working, so that they can continue working efficiently and usefully, even
when away from their teacher and the classroom. (...) “Work on teaching learning as well as
teaching English.”” (Scrivener 2005, 77)

Learner training includes:

- work on study skills, e.g. use of dictionaries, reference material, workbooks,
notebooks, filed material;

- student examination of the process of learning and reflection on what is happening,
e.g. of teaching strategies you use (and the reasons why you use them).
(Ibid.)

Scrivener then introduces three ideas which can be easily incorporated into every English
lesson to help learners learn how to learn:
1. Integrate study-skills work
Learners look up words in a dictionary.
2. Let them into the secret
The teacher should tell the learners what they are going to learn and why — instead of
the ‘surprise’ approach. Revision of the way learners learned. Asking them some
questions, such as: “What helped you?”
3. Discuss the process as well as the content and the procedure
The teachers can try talking to the learners about the process of the lesson. How is the
process of the lesson viewed by the learners? The teachers can get to know how the
lesson is perceived by one particular learner.
(Scrivener 2005, 78)

1.2.2 Homework

Studying without the teacher is a great way to think about one’s own learning, about
necessary improvements, or to think about one’s way to get even better. Homework should be
personalized and should let learners to choose, what they would like to do as their homework,

of course, some criteria should be introduced.
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Harmer mentions a homework questionnaire by Painter (Painter 1992, 42 in Harmer 20001
339-339) And the results are following: homework now include “scanning English language
newspapers to report back on stories they found, writing film reviews, collecting real-life
language examples, presenting English language songs to their classmates, or researching a

topic for a future written or spoken performance.” (Painter 1992, 42 in Harmer 2001, 339)

1.2.3 Keeping ‘learning’ journals

As Harmer suggests, keeping this kind of diary should be purely voluntary. This kind of
journal should be useful, when learners want to reflect on their learning process later. When
working with the diary in the lesson, some time should be given to the learners to work on
their diaries. (Harmer 2001, 339) Learners can make notes, what they did in the lesson, how

did the lesson went, what happened, what are the new words/phrases they learned, and so on.
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2 LEARNER-CENTEREDNESS

As has already been mentioned above, autonomy is considered to be part of the learner-
centered philosophy. Learner centered philosophy shifts focus from the teachers as providers
of information to the learners. The traditional belief of learner-centered philosophy focused
more on what was taught rather than on how was is taught. Johnson, Pardesi and Pain suggest
that the philosophy needed to establish autonomy is learner-centered philosophy. Their idea
of child-centered philosophy is based upon the following criteria: the knowledge of a learner,
understanding learners’ social and cultural background, some curriculum issues (also
curriculum made in alignment with learners’ individual needs and their development) and
most importantly, letting learners take responsibility for their own learning. (Johnson, Pardesi
and Pain 1990, 46)

Jacobs and Renandya summarize that “SCL (student centered learning) shifts the focus of
instructions from teachers to students and prepares students to be lifelong learners (...).”
(Jacobs and Renandya in Harmer 2016, 14) They also introduce a simple table summarizing

ten elements of student centered learning:

Elements of student centred learning Brief explanation

Teachers gladly acknowledge that they do not know

Students and teachers as co-learners everything and teachers learn along with students

Teachers encourage students to share with their peers

Student-student interaction in both face-to-face and online contexts

Students become more independent of teachers and,

Learner autonom . - )
y thus, more responsible for their own learning

The best learning takes place when students fully

Focus on meaning understand what they are studying and why they are
studying it
Students understand the links between, on one hand,
Curricular integration what they study in schools and, on the other hand, life

beyond the classroom

Learning caters to students’ differences and helps

Diversity students appreciate the benefits of diversity

Students go beyond the information given to them, as
Thinking skills they apply, give examples, disagree, make new
connections, teach each other, and discover

Assessment broadens to include non-traditional forms

Alternative assessment .
and students join teachers as assessors

Students and teachers strive toward an atmosphere

Learning climate conducive to robust participation by all class members

Intrinsic  motivation becomes predominant as
Motivation classroom climate harmonises with students’ innate
desire to learn

Figure 2: Ten elements of student centred learning [adopted from Jacobs and Renandya in Harmer 2016, 14)]
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2.1 Constructivist theory

Autonomous learning is considered to be part of the learner-centered philosophy. What is
closely connected to that is the constructivist theory of learning. The constructivist theory will
be introduced and described in this chapter. Then, other pedagogical theories, which go hand

in hand with the learner-centeredness, will be introduced and described.

David Little suggests that “we construct our knowledge by bringing what we already know
into interaction with the new information, ideas and experiences we encounter.” (Little 2007,
18) and also that “knowledge is not a set of universal ‘truths’ but a set of ‘working
hypotheses’ (Airasian & Walsh 1997, 445 in Little 2007, 19) that are always subject to
refinement, change, rejection and replacement.” (Kelly 1991 in Little 2007, 18) To put it
simply, learners combine their own understanding with something new they learn or come
across. When the process of learning comes, everybody should try to assist “the involuntary,
unconscious construction of knowledge by adopting pedagogical procedures that are
exploratory, interpretative and participatory.” (Little 2007, 20) When learners accept these
roles, they are gradually taking control of their own education and “at the same time they are

necessarily drawn into reflection on the content and processes of their learning.” (Ibid.)

Constructivist learners “create meaning,” “learn by doing,” and work collaboratively
“in mixed groups on common projects.” Rather than transmitting knowledge to
students, teachers collaborate with them to create knowledge and understanding in
their mutual social context. Rather than seeking to “cover the curriculum,” learning
focuses on the learners’ experience, needs, interests and aspirations. (Richards and
Rodgers 2001, 109-110.)

Richards and Rodgers explain that constructivist learning focuses on the learner and shifts the
focus away from the teacher. Teachers collaborate and work with the learners to help them

understand what is natural for them — their needs and interests. David Little explains and

summarizes what has already been mentioned:

learner autonomy entails a shift from “directed teaching’ to ‘self-instructed learning’;
but the ability to take charge of one’s own learning is ‘not inborn but must be acquired
either by “natural” means or (as most often happens) by formal learning, i.e. in a
systematic, deliberate way. (Holec 1981, 3 in Little 2007)
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2.1.1 Constructivist theories in language learning

Little explains that “knowledge is constructed through the learner’s involvement in
linguistically mediated interactions, encoded in language and reproduced through one or
another kind of communicative activity (speaking or writing).” Little then continues by

quoting Ellis:

Hold that simple learning mechanism operating in and across human systems for
perception, motor action, and cognition while exposed to language data in a
communicatively rich human social environment navigated by an organism eager to
exploit the functionality of language are sufficient to drive the emergence of complex
language representations. (Ellis 2003, 63 in Little 2007, 21)

2.2 Methods and approaches

Methods and approaches which share some principles with learner-centeredness or
autonomous learning will be introduced in this chapter. The methods and approaches are
briefly described, and their key aspects are introduced. Some of the methods have more in
common with the aspects of learner-centeredness, constructivism or with autonomous
learning and some of them less so. The aim of this chapter is to find methods and approaches

which support these ideas and which agree with the development of learner autonomy.

2.2.1 The Silent Way

Tell me and | forget,
Teach me and | remember,
Involve me and | learn.

(words of Benjamin Franklin in Richards and Rodgers 2001, 82)

The belief is that “teacher should be silent as much as possible in the classroom, but the
learner should be encouraged to produce as much language as possible.” (Richards and
Rodgers 2001, 81) The Silent Way could be briefly defined as:

e Learning is facilitated if the learner discovers or creates rather than remembers and
repeats what is to be learned.

e Learning is facilitated by accompanying (mediating) physical objects.

e Learning is facilitated by problem solving involving the material to be learned.
(Ibid.)
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Scrivener mentions another important part of the Silent Way method:

Silence is a tool. It helps to foster autonomy, or the exercise of initiative. It also
removes the teacher from the centre of attention so he can listen to and work with
students. The teacher speaks, but only when necessary. Otherwise, the teacher gets out
of the why so that it is the students who receive the practice in using the language.
(Scrivener 2000, 61)
As Scrivener mentions, one of the main characteristics of learner-centeredness is the focus on
the learner. When using this method, the focus is put directly on the learner, while the teacher
and his/her work is done in a silent way. Therefore, the learner has as much space to manage
the task as necessary. Scrivener also calls attention to another very important point: “Students
can learn from one another. The teacher’s silence encourages group cooperation.” (Scrivener
2000, 62) Scrivener also adds that “Students gain autonomy in the language by exploring it

and by making choices.” (Scrivener 2000, 63)

The Silent Way lets the teacher observe learners in a quiet way. The teacher’s silence is a very
effective tool, which helps him/her to have a closer look at the learners’ reactions and observe
their behaviour. The teacher’s silence makes space for the learner to become the centre of the
lesson and to be more visible. The learner then takes responsibility for his/her own learning.

2.2.2 Community Language Learning

Building a relationship with and among students is very important.
(Scrivener 2000, 94)

This method represents “the use of Counselling-Learning theory to teach languages. (...)
Community Language Learning (CLL) draws on the counselling metaphor to redefine the
roles of the teacher (the counsellor) and learners (the clients) in the language classroom.”
(Richards and Rodgers 2001, 90) Simply put, this method advises teachers to perceive their
learners as ‘whole persons’ — “Whole-person learning means that teachers consider not only
their students’ intellect, but also have some understanding of the relationship among students’
feelings, physical reactions, instinctive protective reactions, and desire to learn.” (Larsen-
Freeman, Diane and Anderson 2000, 89) Curran adds that this technique of counselling might

be applied to learning in general. He then adds that:
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The CLL view of learning is a holistic one, since “’true’” human learning is both
cognitive and affective. This is termed whole-person learning. Such learning takes
place in a communicative situation where teachers and learners are involved in “an
interaction... in which both experience a sense of their own wholeness. (Curran 1972,
90 in Richards and Rodgers 2001, 92)

What is meant when the teacher should ‘counsel’ learners? Should he/she give advice? As

Scrivener suggests, the teacher does not, but rather:

shows them that he is really listening to them and understands what they are saying.
By understanding how students feel, the teacher can help students gain insights into
their own learning process as well as transform their negative feelings, which might
otherwise block their learning. (Scrivener 2000, 96)
Scrivener also believes that the teacher should establish an accepting environment,
understanding that every learner is unique. Therefore, “learners feel free to lower their
defences and the learning experience becomes less threatening.” (Scrivener 2000, 95) The
importance of establishing a community among the class is also strongly stressed by
Scrivener. In his opinion, it “builds trust and can help to reduce the threat of the new learning

situation.” (Scrivener 2000, 97)

What are teachers advised to do is that they should become counsellors and listen and talk to
the learners. What teachers should promote is group work and cooperation. Learners can be
asked to decide what they would like to learn to support the sense of responsibility, they can
also create some materials and segments of their learning by themselves. According to
Larsen-Freeman, Diane and Anderson, learners can be “more willing to learn when they have

created the materials themselves.” (Larsen-Freeman, Diane and Anderson 2000, 98)

This method can also be sometimes described as ‘humanistic technique’ and its fundamental
procedures come from the basic counsellor-client relationship. Moskowitz characterizes

humanistic approach as follows:

Blend what the student feels, thinks and knows with what he is learning in the target
language. Rather than self-denial being the acceptable way of life, self-actualization
and self-esteem are the ideals the exercises pursue. [The techniques] help build
rapport, cohesiveness, and caring that far transcend what is already there... help
students to be themselves, to accept themselves, and be proud of themselves... help
foster a climate of caring and sharing in the foreign language class. (Moskowitz 1978,
2 in Richards and Rodgers 2001, 90)
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This approach supports the learners’ identity and their individuality. It also supports the
notion that every learner is different and their differences are celebrated. With this method,
every learner has a chance to be himself/herself, embracing acceptance and being able to feel

truly proud of themselves. Learners learn to respect each other and to be there for each other.

2.2.3 Suggestopedia

As stated in Richards and Rodgers, Suggestopedia is also known as Desuggestopedia.
Suggestopedia is typical for the use of decorations, furniture arrangement and the usage of
music. Because music is used to support the learning, the atmosphere is then very pleasant
and can even resemble music therapy. (Richards and Rodgers 2001, 100)

Gaston (1968) defines three functions of music in therapy: to facilitate the
establishment and maintenance of personal relations; to bring about increased self-
esteem through increased self-satisfaction in musical performance; and to use the
unique potential of rhythm to energize and bring order. (Gaston 1968 in Richards and
Rodgers 2001, 100)
It is clear from the description above that this method is very much focused on the learner.
Learners have fun, they enjoy the music and can feel very open and content. Scrivener
explains in a simple way that “Learning is facilitated in a cheerful environment.” (Scrivener
2000, 78) Moreover, when thinking about listening to music or learning a song, one might
assume that “A calm state, such as one experiences when listening to a concert, is ideal for
overcoming psychological barriers and for taking advantage of learning potential.” (Scrivener
2000, 79) Why is singing so relaxing? Scrivener gives an answer by saying that “Songs are

useful for ‘freeing the speech muscles’ and evoking positive emotions.” (Ibid.)
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3 LOWER-SECONDARY LEARNER

As has been stated above, learner autonomy is closely connected to the learner-centered
approach. This being said, a closer analysis of learners’ psychological background needs to be
carried out as its main focus in ELT classes is on them. A lower-secondary learner of primary

education is a learner who is between 6 and 11 years old, grades first to fifth.

The concept of lower education is specified in the Framework Education programme as

follows:

With its conception, elementary education at Stage 1 is to facilitate the pupils’
transition from preschool education and family care to compulsory, regular and
systematic education. It is based on acquiring new knowledge, respecting and
developing each pupil’s individual needs, potential and interests (including pupils with
special educational needs). With its activity-based and practical nature as well as its
(sic) the application of suitable methods, the education motivates pupils to further
learning, guides them to active learning and to the realisation that a suitable way of
solving problems may be sought, discovered, created and found. (FEP EE 2007, 9)

This concept is a very general one. Learners at stage 1 are those who are between 6 and 11
years old. Learners acquire new knowledge and develop their individual needs and interests.

Learners are also motivated to further learn; they start to develop their key competencies.

Jeremy Harmer mentions that young children are “those up to the ages of nine or ten”
(Harmer 2001, 38) and he also describes how young children are different from older
children, adolescents and adults:

- They respond to meaning even if they do not understand individual words.

- They often learn indirectly rather than directly — that is they take in information from
all sides, learning from everything around them rather than only focusing on the
precise topic they are being taught.

- Their understanding comes not just from explanation, but also from what they see and
hear and, crucially, have a chance to touch and interact with.

- They generally display an enthusiasm for learning and a curiosity about the world
around them.

- They have a need for individual attention and approval from the teacher.

- They keen to talk about themselves, and respond well to learning that uses themselves
and their own lives as a main topics in the classroom.

- They have a limited attention snap; unless activities are extremely engaging they can
easily get bored, losing interest after ten minutes or so.

(Ibid.)

28



This being said, young learners are a very specific category of learners, which needs to be
provided with “a rich diet of learning experiences.” (Ibid.) Learners need to work in groups,
in pairs, and/or individually. Group work can help them to develop good relationships. Young
learners “love discovering things, and because they respond well to being asked to use their
imagination, they may well be involved in puzzle-like activities, in making things, in drawing

things, in games, in physical movement or in songs.” (Ibid.)

3.1 Cognitive development

Factors which illustrate how a learner thinks and remembers are described in this chapter.
These factors link new knowledge with already existing information, this is all connected to
constructivism. Cognitive development of the learner is introduced in this chapter. Cognitive

development is explained using Jean Piaget’s stages of development:

1. SENSORY-MOTOR STAGE (ages birth through two)

2. PREOPERATIONAL STAGE (ages two through seven)

3. STAGE OF CONCRETE OPERATIONS (ages seven through eleven)

4. STAGE OF FORMAL OPERATIONS (ages eleven through sixteen)
(Singer and Revenson 1996, 20-26)

Because this thesis deals with lower-secondary learners, the only stage that is introduced here
is the ‘stage of concrete operations’. Singer and Rerenson say that “The stage of concrete
operations begins when the child is able to perform mental operations.” (Singer and Revenson
1996, 22) This means, according to Piaget, that a child is able to perform an action in the
mind. “Mental operations permit the child to think about actions that were previously

performed physically.” (Ibid.) Reversibility is the main characteristic of this stage. (Ibid.)

The child can mentally reverse the direction of her thought. She knows that something
that can be added can be subtracted. She can trace her route to school and then follow
it back home, or picture where she has left a toy without a hit-or-miss exploration of
the entire house. A child at this stage is able to do simple mathematical operations.
(Ibid.)

Children at this stage can also categorize things according to their colour, shape or size. They

can identify hierarchies and understand that some of them are parts of other hierarchies and
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some of even larger ones. Seriation means that children are able to “mentally arrange objects
along some quantitative dimension, such as size or weight.” (Singer and Revenson 1996, 23)
The major acquisition of this stage is conservation, which means “the ability to see that

objects or quantities remain the same despite a change in their physical appearance.” (Ibid.)

Metacognitive strategies can also be labelled ‘self-management strategies’ or ‘indirect
strategies’ as Sinclair suggests and they involve: “reflection on learning: planning learning
and setting goals, self-assessment and monitoring of progress, evaluation learning activities
and exploiting learning resources.” (Sinclair 2000, 9) Sinclair also suggests that a way for
learners to be able to make decisions on their own is to develop better understanding of areas
of metacogpnition:

- Learner-awareness (including awareness of the social, cultural and political context),
- Subject matter awareness (i.e. of the target language),
- Learning process awareness (i.e., how to learn a foreign language).

(Sinclair 2000, 9)

As has been mentioned in the previous chapter regarding autonomy, learner training has been
introduced. Learner training then leads to better understanding of learning, “learning process
awareness” (Ibid.) leads to better understanding of the context of learning a foreign language.
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4 AIMS IN ENGLISH LANGUAGE LEARNING AND
TEACHING

Aims and objectives are important in all aspects of human lives, not only in teaching and
learning. All human beings need to have certain purpose beyond its’ implementation. To aim
somewhere and have a clear idea about their journey in life. When entering elementary
school, one of the aims may be to finish the elementary school successfully. Teachers at
elementary schools are required to cover aims stated in The School Education Programme
(SEP) that are established by the Framework Education Programme (FEP).

This thesis believes in the importance of aims, so it is only logical that for the purposes of
educating learners in such a manner they can become autonomous, the belief of establishing
aims is a crucial one. How can learners reflect on their learning if they do not know where
they are aiming and what they are targeting? How can they compare their progress or measure
their success? Without clearly demonstrated aims, they truly cannot. That is why the
importance of laying out some aims for the learners is essential. Aims and objectives can be
described as “clear and concise statements that describe what the teacher hopes to achieve.
These statements of intent are usually expressed in a rather broad and generalised way.”
(Petty 2009, 410)

What can help with answering questions above is this diagram introduced by Petty. It shows

four steps in following the aim:

1) Decide on aims
/ What do you want to achieve?

4) Evaluate the action 2) Plan the action
Did you achieve your aims? How best can you achieve your aims?
Do you want to change your aims?

3) Action
Carry out the plan.
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Figure 3: Four steps of following the aim [adopted from Petty 2009, 409]

Petty suggests that teaching also follows this pattern. First, teachers have to decide what to
teach and what objectives they want to achieve together with the learners. When they decide,
they plan the lesson. Then, they teach the lesson and afterwards, they can reflect on the plan —
they can evaluate the lesson, decide whether they achieved their aims, goals, objectives or not.
(Petty 2009, 409)

Aims are important, because they steer learners in the right direction, but aims do not tell
them what to do to get there or whether they have achieved their goal. The teacher must
describe the aims in a very specific way. As Petty suggests “a more detailed way with what
are variously called ‘specific objectives’, ‘behaviourist objectives’, ‘competencies’ and/or
‘specific learning outcomes’. (...) They are testable statements describing what you intend
your students to learn.” (Petty 2009, 410) Petty then concludes that aims should be very
specific, that they are very often short-term and, furthermore, that it should be possible to

decide whether the aim has been achieved or not. (Ibid.)

The author of this thesis is of the opinion that teachers should support educating autonomous
learners and — to do so — they should know how to work with aims in the lesson, as learners’
assessment relates to aims. Without aims, the teacher would not be able to plan the lesson and
to evaluate whether the pupils achieved something. Categorizations of aims are introduced

below.

4.1 Specific Objectives

Specific objectives are highly specific learning outcomes which include very detailed
information written in a way that it is clear whether or not the objective has been achieved.
Specific objectives are usually short-term. The mnemonic SMART is very popular and means

- specific, measurable, agreed, realistic and timebound. (Petty 2009, 411)

Objectives such as these are very important for teachers when planning lessons. They help
them find, create or invent activities, exercises and tasks. All of this helps the teacher to

decide what to assess.
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4.2 Bloom’s Taxonomy of Educational Objectives

Bloom’s taxonomy is a classification system to categorize educational objectives (different
goals and skills) that are usually set by teachers for pupils. Bloom’s Taxonomy classifies
three domains with typical verbs which help the teachers with stating their aims in a smart
way. (Petty 2009, 411) The three domains are: the cognitive domain (intellectual skills and
abilities), the affective domain, and the psychomotor domain. (Petty 2009, 413—414) To show
how assessment and self-assessment relate to formulation of aims, this thesis focuses on the

cognitive domain in a greater detail and the other two are mentioned just briefly.

4.2.1 The cognitive domain (intellectual skills and abilities)

The arrangement of categories follows from the easiest to the most difficult one, starting with
knowledge and ending with evaluation. This being said, the first category should be mastered
by the learners before the following one. The process of evaluation is therefore the most

difficult one and it deals with learners’ peer assessment and self-assessment.

Knowledge — state, recall, list, recognise,...

Comprehension — explain, describe reasons for, identify causes of,...
Application — use, apply, construct, solve,...

Analysis — break down, list component parts of, compare and contrast,...
Synthesis — summarise, generalise, argue, organise, design,...
Evaluation — judge, evaluate, give arguments for and against,...

(Petty 2009, 412-413)
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BLOOMS TAXONOMY

Assessing theories; Comparison of ideas;

- Evaluating outcomes; Solving; Judging;
EVALUATION "9 i

Recommending; Rating

Using old concepts fo create new ideas;
Design and Invention; Composing; Imagining;
Inferring; Modifying; Predicting; Combining

4 Identifying and analyzing patterns;
A N A lY S | s Organisation of ideas;

recognizing trends

Using and applying knowledge;
Using problem solving methods;

Manipulating; Designing; Experimenting

Understanding; Translating;
Summarising; Demonstrating;
Discussing

Recall of information;
Discovery; Observation;
Listing; Locating; Naming

Figure 4: Blooms taxonomy: cognitive domain [available at
http://arthistorysurvey.com/AHSDelphi/taxonomy.html]

The following table shows verbs for use in writing learning objectives by Bloom:

Knowledge Comprehension Application Analysis Synthesis Evaluation
cite associate administer analyze adapt appraise
collect classify apply arrange assemble argue
copy convert calculate breakdown collaborate assess
define describe change categorize combine conclude
describe differentiate chart classify compile convince
duplicate discuss choose compare compose criticize
enumerate distinguish collect connect concoct decide
identify estimate compute contrast construct deduce
label explain construct correlate contrive defend
list express demonstrate detect create determine
match extend determine diagram design discriminate
memorize group develop differentiate develop infer
name identify discover discriminate devise interpret
order indicate employ dissect formulate judge
quote order establish distinguish generalize justify
recall paraphrase examine divide generate persuade
recognize predict exhibit examine hypothesize prioritize
record report illustrate experiment imagine rate
recount restate interview group incorporate rank
relate retell manipulate identify integrate recommend
repeat review modify illustrate invent relate
reproduce select operate inspect modify revise
show summarize practice interpret organize score
specify translate predicts investigate originate support
state understand prepare order plan value
tabulate produce organize predict validate
tell relate outline produce
when report probe propose
what schedule question reconstruct
where show relate reorganize
who sketch select revise

solve separate speculate

transfer survey systematize

use test

Figure 5: Blooms taxonomy: verbs for use in writing learning objectives
[http://www.csun.edu/science/ref/reasoning/questions_blooms/blooms.html]
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The affective domain “concerns itself with attention, interest, awareness, aesthetic
appreciation, moral aesthetic and other attitudes, opinions, feelings or values.” (Petty 2009,

413) The psychomotor domain deals with motor skills and senses of perception. (Ibid.)

4.3 Aimsin ELT

As has been mentioned above, aims play an important role in teaching and learning. Setting
an aim is a crucial way how to achieve any desired outcome. Aims help the teacher to pick
activities or to assess the learning process. They are vital for teaching as such. Formal aims
are stated in the curriculum documents and for each lesson, it is up to the teacher whether to
write the aim of the lesson or not. As has been mentioned in the sub-chapter dealing with
planning the lesson, when planning, the teacher should be aiming somewhere — therefore an
aim of the lesson is necessary. It is a circle:

e to plan a lesson, one must know the aim of this particular lesson;

e to know the aim of this particular lesson, one must know the aim of the month/unit;

e to know this aim, one must know the aim of the course, and so on.

Therefore, it is clear that planning the lesson goes hand in hand with making/stating aims.

Scrivener claims that it is important to mentally separate:

the material you use;

the activities that will be done;

the teaching point (i.e. the language skills or systems that you will work on);
the topics or contexts that will be used,;

the aims of the lesson

(Scrivener 2005, 124)

It is important to decide what to teach and how to teach it. What materials should be used,
which activities chosen for which particular tasks, and so on. Scrivener distinguishes between
two types of aims: procedure aims and achievement aims. Procedure aims are “only
statements of procedure (i.e. what students will do during the class).” (Ibid.) Achievement
aims, however, are “stating what the teacher hopes the students will achieve by doing them.”

(Ibid.)
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4.3.1 The course book and syllabus

The coursebook, student’s book, pupil’s book or any other book used in English lessons
includes a syllabus. The syllabus contains a grammatical and lexical overview of what the
course entails. Sometimes, learners can also find information about what the listening parts
are going to focus on, what kind of reading is included in each particular unit, or what
speaking activities they can expect. Scrivener gives his own opinion about a syllabus:
“Having a syllabus can be a great help, setting out clearly what you are expected to cover with
your class. It can be a burden, too, if it is unrealistic for your students in terms of what they
need or are likely to achieve within a certain time.” (Scrivener 2005, 134) This is certainly
true. Some students may benefit from being guided towards a particular goal. They can be
motivated — having a clearly set aim, they can work towards it. For others, it can be stressful,
as they cannot imagine the amount of things they could learn in a given period of time.

4.4 Planning the lesson

Harmer states that lesson plans are not only for teachers, but also for learners, to help them
recognize the identity of the lesson. He continues with saying that lesson plans help to

“anticipate potential problems” (Harmer 2001, 308).

Rubin views planning as “an activity whereby goals are established, means are selected, and
outcomes predicted in a systematic and explicit manner.” (Rubin, 1971) Additionally, Sandra
M. Linder establishes that when making an aim for the whole lesson, the model should be
called ‘objective-driven approach’ and explains it in the following way: “teachers create
performance-based goals that their students should accomplish by the end of the lesson (...).
Teachers then evaluate lessons by determining if students have accomplished these
objectives.” (Fernandez and Cannon 2005; Meyen and Greer 2009 in Linder, 2010)

Rubin also explains several stages of the planning (Rubin, 1971), Harmer calls these stages
‘Pre-planning’. Rubin suggests that before the actual planning, a lot of work must be done,
including identifying any problems, learning about the culture and economic backgrounds, or
for example getting to know the surroundings. The next stage includes planning. “At this
point, the planner will establish goals, select the means (strategies), and predict the outcome.”

(Rubin, 1971) Then the plan needs to be made. The next phase is assessing the plan and
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evaluating whether the plan worked. The feedback is crucial at this point. Planning is an
ongoing process. If the plan did not work, some changes need to be done. Plans need to be

reviewed on a regular basis, as some objectives are also changing. (Ibid.)

According to Harmer, these are all the areas that the teacher needs to bear in mind when
planning the lesson:

- ACTIVITIES: what will students be doing in the classroom?

- SKILLS: which language skills do teachers wish learners would develop?

- LANGUAGE: what is the level of English? What language to introduce?

- CONTENT: what will interest the learners? What will make them involved in the
lesson?
(Harmer 2001, 308-309)

Harmer continues with introducing a diagram which describes which steps to involve before

moving from the pre-planning to the actual planning:

Teacher’s knowledge of the students

Teacher's knowledge of the syllabus

T k) ¥ b

L Language ty Subject and
Ac B I '

tivities skills nguage ype content

! | I !

¥
Practical realities

w

The plan

Figure 6: Pre-planning and the plan [adopted from Harmer 2001, 310]
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5 THE CURRICULAR DOCUMENTS

With the great importance of aims being established, two curricular documents which state
the overall aims of the Czech education system are going to be introduced next. In addition,
another very important document which is also going to be introduced next is CEFR, having a

vital role in English language teaching in general.

5.1 The Framework Education Programme for Elementary Education (FEP
EE)

The FEP EE is considered to be the pillar of the education in the Czech Republic. All schools
are committed to have and to follow these programmes. FEP EE is crucial as it states and
classifies educational aims, not to mention the aims of every educational field. FEP EE serves
as the base for SEPs. FEP EE provides all that is necessary for schools to create a satisfactory
SEP. The summary of the main goals of FEP EE goes as follows:

Elementary education at Stage 2 helps pupils acquire knowledge, skills and habits
which will enable them to study independently and create such values and attitudes
that lead to prudent and cultivated conduct, to responsible decision making and to
respecting the rights and obligations of a citizen of both our state and the European
Union. (FEP EE 2007, 9)

As the Framework Education Programme for Elementary Education states, objectives of
elementary education should help learners to shape and evolve their learning competencies.
The following objectives are chosen to be the most important:

- to make it possible for the pupils to acquire learning strategies and to motivate them to
lifelong learning;

- to stimulate creative thinking, logical reasoning and problem solving in pupils;

- to guide pupils towards engaging in effective and open communication on all possible
Issues;

- to develop the pupils’ ability to cooperate and to respect their own as well as others’
work and achievements;

- to prepare the pupils to manifest themselves as independent, free and responsible
individuals who exercise their rights ad meet their obligations;

- to create in pupils the need to express positive feeling in their behaviour and conduct
when undergoing various situations in life; to develop in them perceptiveness and
sensitive relations towards other people, the environment and nature;

- to teach the pupils to develop their physical, mental and social health actively, protect
it and be responsible for it;

- to guide the pupils towards tolerance of and consideration for other people, their
cultures and spiritual values, to teach them to live together with others;
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- to help the pupils to become familiar with and develop their own abilities according to
their realistic possibilities and to utilise them along with their acquired knowledge and
skills when making decisions on the (sic) own life and profession orientations.

(FEP EE 2007, 9-10)

A crucial part of the Framework Education programme is a range of key competencies which
is defined in FEP EE as “a set of knowledge, skills, abilities, attitudes and values which are
important for the personal development of an individual and for the individual’s participation
in society.” (FEP EE 2007, 11). Key competencies are a critical part of the entire educational
content. Everything happening and taking place at school, every activity being done is
therefore founding and cultivating these competencies. The competencies stated in FEP EE
for elementary stage of education are: ‘learning competency, problem-solving competency,
communication competency, social and personal competency, civic competency and
professional competency’. (FEP EE 2007, 11)

FEPs also include mandatory levels of education. These levels are important because they
allow learners to continue to the following stage of their learning (the so called class or
grade). As the focus of this thesis is on English language teaching in the lower secondary
classes, the main concern of FEPs is in the educational area Language and Language
Communication. This area states aims for each stage, which is very helpful for teachers. This
helps teachers to plan their lessons and create objectives for their lessons. The document very
specifically states the aims and objectives which are to be achieved at the end of every school
year. The aim of foreign language teaching is stated, as well as the aim of the second foreign
language taught. The levels of foreign languages are stated in accordance with the Common

European Framework of Reference for languages (CERF) — see below.

5.2 The School Education Programme (SEP)

Each school must assemble its own SEP established in line with the standards stated in the
FEP EE. School education program has to include aims in the area of foreign language
teaching. English is considered the most important language and therefore is taught as a
compulsory language. Then, the second language is also introduced to children, but taught as
a compulsory optional language. Learners can choose from various foreign languages, for

example from four different languages such as Spanish, Russian, Latin, French, and so on.
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When creating a school education programme, schools have to bear in mind key competencies
which should be developed systematically. The headmaster is responsible for preparing SEP,
which needs to be in accordance with the FEP EE. (FEP EE, 2007, 121) The school education
programme may be modified to suit the specific conditions of the institution or “pupils’
educational needs and potential”. (FEP EE 2007, 114) School education programme:

Leads to the implementation of the educational objectives at elementary schools by
means of the specification of the educational strategies on the level of the school and
to the implementation of the objectives of the educational areas by means of the
specification of educational strategies on the level of subjects of instructions.

(FEP EE 2007, 122)

NATIONAL EDUCATION PROGRAMME (NEP)

STATE l
LEVEL

FRAMEWORK EDUCATION PROGRAMMES (FEPs)

FEP SGE
FEP EE - OTHER
FEP PE — Aepencis FEPs*
FEP PE - MMR — FEP STVT
SCHOOL
LEVEL SCHOOL EDUCATION PROGRAMMES (SEPs)

Figure 7: The system of curricular documents [adopted from FEP EE 2007, 11]

Legend: FEP SE — Framework Education Programme for Preschool Education; FEP EE — Framework Education Programme for
Elementary Education and Appendix to the Framework Education Programme for Elementary Education Regulating the Education of Pupils
with Mild Mental Retardation (FEP — EE MMR); FEP SGE — Education Framework for Secondary General Education (Grammar Schools);
FEP STVT — Framework Education (Programme) Programmes for Secondary Technical and Vocational Training. * The other FEPs — other
framework education programmes which are also delimited by the Education Act — Framework Education Programme for Elementary Art
Education, Framework Education Programme for Language Education, or others.

5.3 The Common European Framework of Reference for Languages
(CEFR)

The Common European Framework of Reference for Languages (CEFR) is an important
document published by the Council of Europe. It contains levels of foreign language ability.
The six-point scale, from the Al level to the C2 level, is described here. As FEP suggests,
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“within Stage 1, the educational content is subdivided into Cycle 1 (the 1st-3rd forms) and
Cycle 2 (the 4th and 5th forms).” (FEP EE, 2007, 15)

The CEFR is crucial when establishing all levels of English not only for textbooks and
readings for learners. It is the fundamental document for FEP of the Czech Republic, based on

which all schools then create their SEP and their long-term and short-term aims.

According to FEPs, in stage 1, the learner should have:

RECEPTIVE, PRODUCTIVE AND INTERACTIVE LANGUAGE SKILLS

Expected Outcomes - Cycle 1

The pupil shall:
pronounce and read with correct pronunciation in an appropriate vocabulary range

- understand simple directions and sentences and react to them adequately

- distinguish between the written and spoken forms of a word

- understand the content and meaning of a simple, slow and carefully pronounced
conversation between two people with sufficient time for understanding
use an alphabetical glossary in a textbook

RECEPTIVE LANGUAGE SKILL

Expected Outcomes - Cycle 2

The pupil shall:
understand familiar words and simple sentences related to the topics being studied

- understand the content and meaning of simple authentic materials (magazines,
graphic and audio materials) and use them in his/her work

- read simple texts containing familiar vocabulary aloud fluently and respecting the
rules of pronunciation

- find necessary information in a simple text and create an answer to a question
use a bilingual dictionary

PRODUCTIVE LANGUAGE SKILLS

Expected Outcomes - Cycle 2

The pupil shall:
create a simple written message, short text and response to a message using correct
grammar and form; fill his/her basic personal data in forms

- reproduce, both orally and in writing, the content of a text of appropriate difficulty
and a simple conversation
modify short texts while preserving their meaning

INTERACTIVE LANGUAGE SKILLS

Expected Outcomes - Cycle 2

The pupil shall:

- participate actively in a simple conversation, greet and say good-bye to both an
adult and a friend; provide the information required

Figure 8: RECEPTIVE, PRODUCTIVE AND INTERACTIVE LANGUAGE SKILLS [adopted from FEP
EE, 2007, 23-24)
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6 ASSESSMENT

This thesis believes that the teacher should support the development of learners’ autonomy.
The autonomy can be developed using various techniques and strategies mentioned in the
previous chapters. Another way to develop the learners’ autonomy is using assessment as a
tool to motivate the learners. By doing that, the teacher can help the learners to be more
autonomous. However, there are also other aspects of assessment which might not necessarily
be in accordance with autonomous learning when being used in certain ways and can actually
harm the learners’ motivation or damage their development of autonomy. This chapter
focuses on defining the terms ‘assessment’” and ‘evaluation’. As many authors define these
terms almost identically, they will be treated as synonyms for the purposes of this thesis.
Later on, the terms ‘self-assessment’ and ‘self-evaluation’ will be introduced, and again,

treated as synonyms.

First, the term assessment will be introduced. The glossary of education terms defines
assessment as “the wide variety of methods or tools that educators use to evaluate, measure,
and document the academic readiness, learning process, skill acquisition, or educational needs
of students.” (Glossary 2015) This quote suggests that only ‘educators’ can be those who
evaluate. As will be apparent later in this chapter, educators are not the only ones to have this

power — to evaluate.

Henry Douglas defines assessment as “(...) an ongoing process that encompasses a much
wider domain.” (Douglas Brown 2003, 4) He then continues and compares testing and
assessing, he suggests that testing and assessing may sometimes be considered synonymous,
but they are not. He elaborates in saying that tests are just subsets of assessment. (Ibid.) He
then summarizes:

1. Periodic assessments, both formal and informal, can increase motivation by
serving as milestones of student progress.

2. Appropriate assessments aid in the reinforcement and retention of information.

3. Assessments can confirm areas of strength and pinpoint areas needing further
work.

4. Assessments can provide a sense of periodic closure to modules within a
curriculum.

5. Assessments can promote student autonomy by encouraging students’ self-
evaluation of their progress.

6. Assessments can spur learners to set goals for themselves.
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7. Assessments can aid in evaluating teaching effectiveness.
(Douglas Brown 2003, 16)

Henry Douglas therefore establishes that formal and informal (see below in chapter 6.1.1)
assessment can “(...) increase motivation by serving as milestones of student progress”
(Ibid.), which can indeed be considered as motivational, as has been stated above, when
describing syllabus and having motivational purpose. Henry Douglas Brown also mentions
the connection to autonomy when saying “Assessment can promote student autonomy by
encouraging students’ self-evaluation of their progress” (Ibid.), which is feasible when the
learner knows how to recognize the progress and when the learner can relate to that. It also
depends on what kind of assessment is given to the learner. Is it presupposed that a learner
can self-evaluate? He also continues with saying that “Assessment can spur learners to set
goals for themselves.” (Ibid.) When learners are autonomous and are familiar with the
techniques and methods which are necessary for them to know, they can set goals for
themselves. To summarize Henry Douglas Brown and his definition of assessment, it is clear

that there are some positive aspects which can be found in assessment.

As Dr. Michael Wride suggests in his guide to self-assessment, “Assessment has a number of
different purposes: to measure achievement (summative assessment / assessment of learning);
to engender learning (formative assessment / assessment for learning); to enable learners to
become aware of how they learn (assessment as learning).” (Wride 2017, 2) This definition
nicely corresponds with the idea of autonomy. Learners should be educated in a way that can
make them more autonomous. When assessment has the purpose to “become a way of how
they learn” (Ibid.), the purpose is in alignment with the aim of education — to help learners

become autonomous.

Harris and McCann add that these two terms (evaluation and assessment) are often linked but
explain how they are different. Assessment is, in fact, part of evaluation. They explain that
when doing assessment, teachers examine the performance of their learners, they diagnose
some problems, they give learners some feedback, and they also measure learners’ progress.
In comparison, evaluation concerns learning processes, objectives, materials, methodology

and assessment. (Harris and McCann 1994, 2)
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David Nunan also sets the term ‘evaluation’ apart from ‘assessment’. He considers evaluation
to be a “(...) collection and interpretation of information about aspects of the curriculum (incl.
learners, teachers, teaching materials, learning arrangements, etc.) for decision-making
purposes (Nunan 1999, 85), whereas assessment is part of evaluation, “the tools, techniques
and procedures for collecting and interpreting information about what learners can and cannot
do with the language.” (Ibid.) Having explained that, for the purposes of this thesis, the term

assessment will be used.

Feedback is “typically characterized as assessment of progress towards a goal, but it is also a
cue to seek more information or instruction” (Pollock 2012, 5) and also, “feedback given in
response to learner goal-driven efforts can affect both a learner’s motivation and self-esteem”
(Dempsey and Colin 1993, 36). Hattie summarizes that feedback is always in alignment with
aims. He presents three questions that clearly illustrate what information in connection to
aims and objective feedback should convey. The questions are worded as follows:

[1 Where am | going? (What are the goals?)

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

[1 Where to next? (What activities need to be undertaken to make better progress?)

(Hattie 2011, 4)

6.1 Assessment types

Having explained that some assessment purposes and functions may also help develop
learner’s autonomy, some assessment types are introduced in this chapter. The usage of
assessment should be always chosen in alignment with the aim of the lesson, or with the aim
of a particular activity (which should — again — be in alignment with the aim of the lesson).

Different assessment should be used for different purposes, meaning that teachers should be
familiar with different types of assessment which may have different functions in different

situations.

6.1.1 Informal and formal assessment

Informal assessment, as the name suggests, means that the teacher observes the learner and
makes an assumption about their performance. Formal assessment, on the other hand, means

testing. As Harris and McCann mention: “(...) we can assess our students, informally through
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assessing class and homework or formally through tests or assessment tasks.” (Harris and
McCann 1994, 63) Informal assessment is based purely on observations of learners’
achievements and behaviour while formal assessment means testing. In addition, learners
should know that they are going to be assessed. (Kolaf and Sikulova 2005, 33) Formal and

informal assessments can be done continuously. (Harris and McCann 1994, 5)

Informal assessment means, as Harris and McCann suggest: “a way of collecting information
about our students’ performance in normal classroom conditions.” (Harris and McCann 1994,
5) There is no need for testing in the case of informal assessment. This type of assessment is
usually done over a period of time and is sometimes referred to as ‘continuous assessment’, as
teachers can collect and gather the assessment for a longer period of time. Additionally, it can
also be done at the end of the semester, academic year, and so on. Harris and McCann
continue by saying that teachers usually assess their learners together with their performance
intuitively, they know their hobbies, their attitudes, and so on. (lbid.)

Informal assessment should not be seen as a separate type of assessment but rather as a part of
a larger scale of types of assessment. Informal assessment is not considered to be isolated, but
can be combined with other types of assessment. In addition, this type of assessment should
not be considered to be a replacement for other types of assessing, such as formal or self-
assessment. Moreover, formal testing should not be avoided in favour of using the informal
assessment. Teachers should not assess learners only on the basis of informal assessment —
sets of criteria should be used when using informal assessment. (Harris and McCann 1994, 5)

To summarize, informal assessment can be combined with other types of assessment. When
assessing, teachers need some criteria, they need to plan the assessment and this type of
assessment should not be considered as a replacement for any other type of assessment. More
likely, treated as equal or additional.

Harris and McCann then introduce steps for systematic observation to carry out effective
informal assessment: (Harris and McCann 1994, 5)

- Firstly we need to work out what we are going to assess, as it is obviously
impossible to assess all students’ performance all the time.
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- Then we must establish clear criteria for assessing students and not only rely on
rough impressions.

- Finally it is important to link the informal assessment we do with our formal
assessment (tests) and with self-assessment done by the students themselves.
(Harris and McCann 1994, 5)

Informal assessment can help develop learners’ autonomy, as it can help the teacher to get to
know his/her learners better by observing them for a longer (or sometimes shorter or specific)
period of time. Because it is done simultaneously with the teaching process, teachers can
reflect on their observations. It can be a useful tool for gathering information about learners’

progress and achievements.

Formal assessment should be perceived as time “well spent in helping to form an accurate
assessment of our students’ ability”. (Harris and McCann 1994, 61) This type of assessment
should be planned, it should be in alignment with educational objectives, having a clear set of
criteria and being used only with a specific context and purpose in mind. Formal assessment
is done to diagnose the learner’s ability to continue (in a particular course for example), to
identify the learner’s progress, or to compare the learner’s performance with other learners.
(Ibid.) Learners can compare their performances, which can help them to understand their

performance more.

This kind of assessment should be done, as Harris and McCann suggest, during a certain
period of time (for example in the middle of a course) or also after some period of time (for

example at the end of a course). (Harris and McCann 1994, 2)

6.1.2 Norm-referenced and criterion referenced assessment

Norm-referenced assessment, as Petty suggests, means comparing learners with each other
and it gives credit to the best one(s). The given mark shows how the learner succeeds in
comparison with the given norm (or the average). (Petty 2009, 479)

Harris and McCann provide another definition from the context of testing. Norm referencing
means:

This consists of putting the students in a list or scale depending on the mark they
achieved in the test. The student with the lowest mark is at the bottom of the list and
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the student with the highest mark is at the top of the list. All other students are
between the two extremes.
(Harris and McCann 1994, 60)

Criterion referenced assessment, on the other hand, assesses what a particular learner is able
to do, giving them a pass if they fulfil a given task and a fail if they do not. (Petty 2009, 479)
Harris and McCann provide another definition from the context of testing. Criterion
referencing means ““(...) making decisions about what is a pass and what is a fail before the
results are obtained. It normally means that we define certain criteria that candidates in the

test must conform to.” (Harris and McCann 1994, 60)

6.1.3 Formative and summative assessment

According to Petty, formative assessment “is informative feedback to learners while they are
still learning the topic.” (Petty 2009, 479) He also suggests that the formative assessment
should be used primarily by the learners to improve. Therefore, the teacher can provide
learners with formative assessment, but learners can also assess themselves or each other.
(Ibid.)

Harrison and McCann define formative assessment as “type of assessment which feeds back
into learning and gives the learner information on his/her progress throughout a course thus

helping him/her to be a more efficient learner”. (Harris and McCann 1994, 90)

To continue, the term ‘summative assessment’ will be defined. In Petty’s words: “Summative,
or terminal, assessment takes place at the end of a module, course or academic year.” (Petty
2009, 496) He continues explaining that its aim can be to summarize what learners are able to
do (‘criterion referencing’), to grade candidates, or to put them in order (‘norm referencing’).

(Ibid.)

Harrison and McCann add that summative assessment is the type of assessment which “aims
to measure students’ performance at the end of a period of study”. (Harris and McCann 1994,
93) In addition, from the viewpoint of testing, summative tests are: “(...) administered at the
end of courses and their objective is to see if students have achieved the objectives set out in
the syllabus.” (Harris and McCann 1994, 28)
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6.1.4 Peer assessment

When students asses the work or the performance of their classmates, it is called peer
assessment. (Petty 2009, 490) Students can verbally assess their classmates or they can even
grade each other’s tests. (Ibid.)

Leni Dam introduces a research and then summarizes its outcomes, claiming that “learners are
capable of a qualitative evaluation of the work of their peers. (...) within an autonomous
learning environment, learners are not afraid of telling their peers their opinion; they are good
at spotting positive as well as negative things.” (Dam 2000, 53) This conclusion of the
research suggests that when supporting the development of learners’ autonomy, learners can

then very easily assess their classmates.

To summarize this chapter, different types of assessment have different purposes and should
be used differently with the teacher being able to distinguish which kind to use and when.
Self-assessment, which is another important type of assessment, will be discussed in the
following chapter, as it is part of the development of learner autonomy.

6.2 Forms of assessment
In the previous chapter, various types of assessment were introduced. This chapter focuses on

the forms of assessment. Forms of assessment, such as who is assessing who and how it is
done, are introduced in this chapter. Three different forms of assessment are introduced, but

some of them are discussed in other chapters of this paper.

6.2.1 Teachers assessing learners

Teachers can assess learners explicitly (when giving the learners oral feedback, describing
whether what they did was correct or not), or implicitly (when saying nothing). (Harmer
2001, 100) Harmer suggests that assessment should be done delicately, by neither

overpraising learners, nor punishing them.

Teachers can comment on learners’ performance in various situations, such as comment on
their speaking performance or on their written performance. Teachers can also grade their
learners, but Harmer explains that “when students are graded on their work they are always

keen to know what grades they have achieved. Awarding a mark 9/10 for a piece of writing or
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giving a B+ assessment for a speaking activity are clear indicators that students have done
well.” (Harmer 2001, 101) Learners should also be offered a set of criteria so they can relate
to the grading the teacher has given. Teachers can explain the grading scale or provide some

other clarification of the grading system. (Ibid.)

6.2.2 Learners assessing themselves

This process is described in the following chapter, but as this chapter focuses on the forms of
assessment, it is also necessary to mention it here. It is considered to be a form of assessment,

as a result of its contradictory form from teacher assessing learners.

6.2.3 Learners assessing each other

The so called peer assessment has been discussed above when introducing the various types
of assessment. Peer assessment should also be mentioned in the section discussing the forms
of assessment, as long as the processes of the teacher assessing the learners and the learners
assessing themselves have been mentioned. More about peer assessment will be provided in

the following chapter when discussing self-assessment.
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7 SELF-ASSESSMENT

In this chapter, the concept of self-assessment will be introduced. Self-assessment is another
example of formative assessment, which is considered to be very difficult to learn, probably
because it is seen as a long-term procedure. Why is it so difficult for learners to learn to self-
assess? Black and Harrison suggest that “(...) the first and most difficult task is to get students
to think of their work in terms of a set of goals.” (Black and Harrison et al. 2003, 49)
Thinking about goals helps learners realize when the goal is fulfilled and reflect on that
experience. As mentioned previously in this paper, autonomy means taking responsibility for
one own’s learning, and self-assessment techniques can help with that — as it is believed to
help to develop learner’s autonomy. Why? Learners learn to reflect on their own learning. As
Douglas suggests, the biggest advantage of self-assessment and of learners being involved in
the assessment is the “direct involvement of students in their own destiny, the encouragement
of autonomy, and increased motivation because of their self-involvement.” (Douglas Brown
2003, 270) It is clear that as the learners are involved in their own learning, they can create

their own learning destiny. Brown therefore explains:

The principle of autonomy stands out as one of the primary foundation stones of
successful learning. The ability to set one’s own goals both within and beyond the
structure of a classroom curriculum, to pursue them without the presence of an external
prod, and to independently monitor that pursuit are all keys to success. Developing
intrinsic motivation that comes from a self-propelled desire to excel is at the top of the list
of successful acquisition of any set of skills. (Douglas Brown 2003, 270)

Simply put, learners can reflect on their own learning with the help of learner training. When
in the ELT classroom, when setting a clear aim based on the curriculum (to be more specific,
based on the syllabus and the aim stated there), learners are trained to be able to set their own
aims and reflect on them. Harris and McCann emphasize that: “If students are encouraged to
assess their own work, to think about their own mistakes and to try to correct them, they are
more likely to improve than when only the teacher assesses and corrects.” (Harris and
McCann 1994, 64). When learners can correct their own work, they get to think about the
process. For example, they can think: “I spelled this word with an E, but it should not be in
here. | will just write the word correctly now.” But, when they just read the correction, it iS
not as powerful as self-assessment. Learners can also be asked to grade their own piece of

work, they can include a written comment in their test, or when providing them with
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feedback, teachers can ask them about their own assessment of their performance. Petty also
suggests that self-assessment has rather formative potential and because of that, it should be
developed in learners. (Petty 2009, 352). Petty also gives credit to self-assessment based
approaches for other reasons:

- They help students to clarify goals. Model answers, mark schemes and assessment
criteria must be studied closely, and all help the students to know and to
understand ‘what | should be aiming to do’

- They put students in charge of their own improvement, that is, they develop in
students a sense of ‘ownership’, responsibility and accountability.

- They increase students’ effort and persistence.

- They help students develop a self-critical and reflective habit of mind.

- Learning by induction from concrete examples of good practice is an easier way to
learn than interpreting abstract assessment criteria.

(Petty 2009, 492)

To put the learner in charge of his/her own learning is the aim of primary education, it is one
of the learning competencies stated above in the Framework Education Programme. Petty
summarizes all the advantages of self-assessment and how responsible and accountable

learners become.

From another point of view, Harris and McCann explain that self-assessment can help the
teacher to identify learners’ “expectations and needs, their problems and worries, how they
feel about their own progress, their reactions to the materials and methods being used, what
they think about the course in general”. (Harris and McCann 1994, 63) This can be a
necessary tool when observing the classroom and may also serve as feedback for the teacher
in terms of knowing what to add, what to revise, whether there is something the teacher
should change, and so on. Harris and McCann also add that self-assessment is much more
efficient than teachers’ assessment as a way to get information about the learners (and their
needs, problems, worries, and so on). (Harris, McCann 1994, 63) It might be efficient in this
sense, when the teacher’s aim of assessment is to collect information about the learners’

needs, problems, worries and so on.

7.1 Self-assessment in ELT
To include self-assessment activities in English lessons can be very beneficial not only for the

learners but also for the teachers. It can have a motivational function but also a diagnostic

one. As mentioned above, self-assessment is more practical than just giving the test to
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diagnose the situation. To reiterate, Harris and McCann claim that: “If students are
encouraged to assess their own work, to think about their own mistakes and to try to correct
them, they are more likely to improve than when only the teacher assesses and corrects.”
(Harris and McCann 1994, 64). More than that, O"Malley and Chamot states that: “Acquiring
the ability to evaluate one’s own strengths and weaknesses is a critical step toward learning
how to regulate learning. As with setting personal goals, self-assessment can increase
student’s motivation by increasing involvement in language learning.” (O"Malley and Chamot
1990, 60) When learner’s motivation to learn in general is increased, the desire for learning a
language is also increased. Therefore, what teachers then have in their classrooms are
motivated learners who know how to learn, how to set goals for their learning and also, they

are able to reflect on those goals.

In practice, there are important conditions to be met when training the learners’ self-
assessment skills — most importantly, providing learners with some criteria or objectives and
not giving them marks for their self-assessment. (Petty 2009, 359) Doing this would be
hugely counterproductive. Why motivate learners to work on their own and then mark their
progress? It does not follow the principle of self-assessment when the teacher assesses their

assessment.

Petty also suggests asking the learners the following question at the end of a given task: ‘How
do you know you are ready for the test?” He suggests that preparatory self-assessment tasks
can serve as pre-activities for some tests (which the teacher can give a mark for). Pollard
Andrew and Janet agree and add that “self-assessment must be related to the task, not the
learner. For example, ,,What did you find hard, and why?* not ,,Who found it hard?* (Pollard
2005, 329)

Petty suggests what the self-assessment process should include: (Petty 2009, 359)

- Providing self-assessment questions which enable students to gauge their progress
and their understanding of the topic.

- Giving students ‘study—cover—write—check’ tasks or peer-assessment tasks

- Providing answers to numerical questions on your worksheets, so students can
check their own

- Providing the students with model answers or worked solutions, after they have
completed the worksheet. (...)
(Ibid.)
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7.2 Roles in self-assessment
The learner and the teacher interact with each other in the process of learning. Their roles

when it comes to autonomy and the development of autonomy can vary, change, and develop.

This chapter introduces some of the typical characteristics of such roles.

7.2.1 The teacher as facilitator

As established above, the role of the teacher in the process of developing learners’ autonomy
is crucial. The teacher’s role is therefore “to be ready to help the student towards
independence, but not to help where there is no need.” (Petty 2009, 390) The teacher should
definitely ask first and then the teacher should decide whether help is necessary or not. The
learner-teacher relationship is a cooperative one, Petty suggest that “the teacher and student

become a partnership” (Ibid.).

The facilitator:

e Asks for a difficulty, but then gives it to the student: “what could you do about that
then?”

e Encourages the student to recognise her own strengths, as well as her weaknesses

e Shows that they value the student
(Petty 2009, 391)

Student in control
e.g. self-directed learning
or independent learning

Control over:

* resources used

* |earning methods

* formative assessment or
monitoring

* sumMmative assessment

» evaluation of the learning

= goals or objectives

Teacher in control

e.g. conventional

class teaching

Shallow end’ ‘Deep end’

{ | -
L Development ) »

Figure 9: Techer in control — student in control and the development [adopted from Petty 2009, 372]
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This diagram shows who has control over what and how that control can be developed and
shifted. When the teacher helps the learner towards self-directed learning, “the ability to learn
by oneself is the greatest gift any teacher can give a learner; indeed, it is the ultimate aim of
all education.” (Petty 2009, 371) This quote perfectly summarizes the role of the teacher, as it
has been already stated above at the beginning of the paper: the aim of education is to teach,

educate and help learners to learn on their own and to be autonomous.

7.2.2 The role of the learner

Leni Dam focused on learners’ self-assessment, the roles of the learner in the
teaching/learning processes in her research: (Dam 1990, 24)
Examples of problems:

- To make pupils ask why

- To respect the pupils’ right to make ‘wrong’ decisions, and learn from it

- To become better at listening to and understanding what the pupils are saying

- To find ‘the best way’ of supporting the need of the pupils to keep track of the
work done and progress made

- (Ibid.)

The above stated problems may not be perceived as problems at all. Learners should ask
“why” and they should be expected to make “wrong” decisions. It is natural to make
mistakes. They can also be able to find the best way for them, the way that suits them
personally the best.

Examples of successes:

DEVELOPING LEARNER AUTONOMY
- Responsibility

- Cooperation

- Awareness

- Interest

- Engagement

- Motivation

- Eager to work

- Fond of working

- Decision-making

- Joint participation

- Negotiation/discussion

- To use oneself

- Being creative
(Ibid.)
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All the successes mentioned above summarize the role of the learner and what they can do
with their role when they are in charge of their own learning.

7.3 Self-assessment techniques

The techniques that are useful when supporting learners’ self-assessment are introduced in
this chapter. All the techniques described are the ones administered, prepared or planned by
the teacher. When talking about the portfolio, the teacher is the one who introduces this
technique to the learners, when talking about the reflective journals, the teacher is the one
who guides the learners, and so on. Finally, the last technique introduces self-produced

(learner-produced self-assessment).

7.3.1 Portfolio

Portfolio is “a purposeful collection of students’ work that demonstrates (...) their efforts,

progress, and achievements in given areas.” (Genesee and Upshur 1996, 99 in Douglas Brown

2003, 256)
A portfolio 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, and

Self and peer-assessments — comments, evaluations, and checklists.
(Douglas Brown 2003, 256)

Gottlieb introduces other attributes of portfolio, which are especially applicable to young
children. These are: collecting, reflecting, assessing, documenting, linking, and evaluating.
(Ibid.)

7.3.2 Reflective diary/journal

This type of journal or diary serves as a reflection for learners, so that they are able to reflect

on their learning. It can be voluntary and serve as a tool for the learners to reflect on their
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learning process, to evaluate their strengths and weaknesses. “Once students have started
keeping journals, the way we respond to them may determine whether or not they keep them
up.” (Harmer 2001, 339) Students should have time to write them, so the teacher can
consider including this activity in the classroom. Learners can talk with the teacher about

suggestions and include what he or she wants in the diary. (Ibid.)

7.3.3 Questionnaires

Questionnaires are a very easy way how teachers can boost learner autonomy with a few
simple questions to take into account. Learners reflect on their strengths and weaknesses and

this thinking and contemplating helps them to make up some list of their future action.

How difficult do you think each of these language areas are?
Give a score from O (= very easy) to 5 (= very difficult). Say why you have given each score.

Language area Score (0-5) Comment

Grammar

Words and phrases

Pronunciation

Listening

Reading

Writing

speaking

Figure 10: Personal language reflection [adopted from Harmer 2001, 103]

7.3.4 Checklist

Harmer introduces the technique of a checklist to record how one can feel about his/her own
progress. Learners are to make a tick when a statement is true about their progress, and a
cross when a statement is wrong about them. (Harmer 2001, 103) This technique pushes
learners to think about their progress, making it a very beneficial technique. When trained

properly, learners are able to fill in the checklist objectively.
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I can

Yes/No

I know

Yes/no

Deal with misunderstanding

How to get my meaning across in a
conversation

Use questions tags correctly

Some American colloquial expressions

Express my opinions

How to listen actively

Take part in meetings

More about effective communication

Agree and disagree politely

How to interrupt politely in meetings

Give compliments

More about using connectors and
conjunctions

Use prepositions of time

Some different ways of learning
vocabulary

Recognise and pronounce weak forms of
prepositions

More about my learning preferences

Use the simple present passive

How well I’m doing

Figure 11: Activate your English Intermediate by B. Sinclair and P. Prowse (Cambridge University Press)
[adopted from Sinclair and Prowse in Harmer 2001, 103]

7.3.5 A record of achievement

This technique includes the learner’s assessment of his/her performance. They include “their
own assessment of their successes and difficulties and say how they think they can proceed.”
(Harmer 2001, 104) These forms include both the student comments and teacher comments.
Because they both sign the form, it is considered rather formal. Both the teacher and the

learner think carefully about the learner’s strengths and weakness and they both decide on

some forthcoming plans and procedures.

7.3.6 Learning hints

One thing that the teacher can do to help his/her learners to become autonomous is to give
them advice about their learning techniques. “Students can be given specific strategies for

better learning. This may be given in the form of ‘learning hints’, such as these:” (Harmer

2001, 337)

Example of the learning hint provided by the teacher might be the following:

e Make your own vocabulary notebook.

e List the words in the notebook alphabetically.

e For each word write an example sentence showing how the word is used, for example:

Library - | went to the library and borrowed a book for two weeks.
(Sinclair and Prowse in Harmer 2001, 103)
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7.3.7 Learner produced self-assessment

Leni Dam introduces her concept of ‘Learner-produced questionnaires’ and explains that
“One of the best ways of getting a real insight into the learners’ perception of the ongoing
processes is probably learner-produced questionnaires.” (Dam 2000, 52) This way, learners
can think about their learning experience and show how they perceive their lessons. They can
work with their classmates and create a self-evaluation sheet together (with the help of the

teacher, when necessary).

7.4 Self-assessment types

As has been already mentioned, different types of assessment are used for different purposes
and the same goes for self-assessment. The teacher should use any particular type of self-
assessment only when having the respective specific objective and purpose in mind.

The following typology of self-assessment is borrowed from Henry Douglas Brown. He
distinguishes between 5 different classifications of self-assessment and peer-assessment:
(Douglas Brown 2003, 4)

7.4.1 Direct assessment of (a specific) performance
This type of assessment follows immediately or very soon after the task. It can have the form
of oral presentation or it can be written down. (Douglas Brown 2003, 271)

Thus, having made an oral presentation, the student (or a peer) fills out a checklist that
rates performance on a defined scale. Or perhaps the student views a video-recorded
lecture and completes a self-corrected comprehension quiz. A journal may serve as a
tool for such self-assessment.

(Ibid.)

Direct self-assessment helps the learner to think about his/her own performance. The student
can work with a checklist or rate his/her own performance on a scale. A journal may also help
to note down learner’s feelings, thoughts, and ideas what to do better, or there might be space

for his/her own praise.

7.4.2 Indirect assessment of (general) competence
Indirect assessment takes place after a period of time “(...) with a view to render an
evaluation of general ability, as opposed to one specific, relatively time-constrained

performance.” (Ibid) Indirect assessment can be done, for example, after a month, when
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finishing a unit or a module, after the semester, and so on. It does not happen immediately

after the learner’s performance.

Learners can work with the so called ‘scaled rating’ (i.e. from “strongly agree” to “strongly
disagree”) in their worksheets or questionnaires. Douglas also stresses that “an ideal genre for
self-assessment is through journals, where students engage in more open-ended assessment
and/or make their own further comments on the results of completed checklists.” (Douglas

Brown 2003, 271-272) They can also include their own ideas, thoughts and feelings.

An example of the indirect self-assessment rating scale provided by Henry Douglas Brown:

| demonstrate active listening in class 54321
| volunteer my comments in small-group work. 54321
When | don’t know a word, | guess from context. 54321
My pronunciation is very clear. 54321
I make very few mistakes in verb tenses. 54321
I use logical connectors in my writing. 54321

(Douglas Brown 2003, 272)
7.4.3 Metacognitive assessment (for setting goals)

This type of performance stresses the importance of not just going back to the past or to the
previous task but is “(...) setting goals and maintaining an eye on the process of their
pursuit.” (Douglas 2003, 272) Douglas adds that when learners set some goals on their own, it
has its benefits when accomplishing the goal. It can have a form of “journal entries, choices
from a list of possibilities, questionnaires, or cooperative (oral) pair or group planning.”
(Ibid.)

Douglas Brown provides an example of a goal setting self-assessment:

1. My goal for this week is to stop during reading and predict what is going to happen
next in the story.

2. My goal for this week is to finish writing my superman story.
(Ibid.)

Another example might be a self-assessment of lesson objectives provided by Brown:
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I can Yes! Sometimes | Not yet

Say the time in different ways.

Describe an ongoing action.

Ask about and describe what people are wearing.

Offer help.

Accept or decline an offer or help.

Ask about and describe the weather and seasons.

Write a letter.

Figure 12: Self-assessment of lesson objectives (Brown 1999, 59) [adopted from H. Douglas Brown 2003, 274]

7.4.4 Socioaffective assessment
This type of assessment is very different from the types of assessment discussed so far. It
consists of assessing ‘affective factors in learning’. (Douglas Brown 2003, 274)

Such assessment is quite different from looking at and planning linguistic aspects of
acquisition. It requires looking at oneself through a psychological lens and may not
differ greatly from self-assessment across a number of subject-matter areas or for any
set of personal skills. (Ibid.)

Brown introduces an example of self-assessment of learning preferences:

Think about the work you did in this unit. Put a check next to the items that helped you learn
the lessons. Put two checks next to the ones that helped a lot.

Listening to the teacher Listening to the tapes and doing
Working by myself exercises

Working with a partner Reading

Working with a group Writing paragraphs

Asking the teacher questions Using the Internet

(Douglas Brown 2003, 275)

7.4.5 Student generated tests

Sometimes this type of self-assessment is not considered to be a category of self-assessment
type, since it means that learners have some power when conducting a test together with the
teacher or themselves. The traditional view on testing considers the teacher to be the one who
creates the tests, “but student-generated tests can be productive, intrinsically motivating,
autonomy-building processes.” (Douglas Brown 2003, 275-276) As Douglas Brown explains,
student generated tests are a great way how to incorporate learners into their learning process.
This way, when creating a test, learners can think about all the important aspects and include
what they have learned. It supports the development of autonomy by making the learners

think about their learning.
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PRACTICAL PART
8 INTRODUCTION TO THE RESEARCH

The theoretical part focuses on the theory behind autonomous learning. Topics such as
learner-centeredness, aims in ELT, assessment and self-assessment are covered in the
theoretical part. Some techniques and types of assessment and self-assessment are presented.
The theoretical part includes theoretical expressions explained in a great detail. These
theoretical expressions and their definitions are necessary to understand the concept of self-

assessment.

The practical part of this master thesis demonstrates a case study conducted by a teacher, the
author of this paper. The case study was carried out in one of the primary schools in
Pardubice, from the beginning of the school year in 2019 to the middle of the school year in
2020 (November). The focus was given to self-evaluation techniques and their usage in
English lessons. This chapter introduces the aim of the practical part and describes the data

collection process.

The research was organized as a case study of one class in a primary school in Pardubice. At
the beginning of the school year 2019, the learners were fourth graders, the research
continued until the beginning of the school year 2020, when they were fifth graders. The
research was postponed because of the school closures connected to the coronavirus
restrictions. There were 22 learners in the class, they had been learning English since the first

grade.

8.1 Case study

“A case study is what you call a case, in case, in case you don’t have anything else to call it.”
(unidentified student in Jaeger 1988, cited in Nunan, 1992, 74)

This chapter presents the type of research that is a case study. The chapter explains the

features and characteristics typical for this kind of research. It also includes the reason why

this type of research was chosen.
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The research was conducted as a case study. Punch and Oancea propose that “the case study
aims to understand the case in depth, and in its natural setting, recognising its complexity and
its context.” (Punch and Oancea 2014, 148) Denscombe agrees and adds that this method
“allows the researcher to use a variety of sources, a variety of types of data and a variety of
research methods as part of the investigation.” (Denscombe 2007, 37) This is very important
to mention, as more sources and data were used when conducting this particular research.
Denscombe also suggests that “the value of a case study is that it offers the opportunity to
explain why certain outcomes might happen more than just find out what those outcomes
are.” (Denscombe 2007, 36)

In addition, case studies are the most likely to be conducted in real-life events, backgrounds
and situations. A holistic focus should be used, helping to maintain the completeness of the
case. However, specific focus is necessary because not everything can be studied. That is why
specific research questions are necessary to define the focus — the aim and strategy of the
research. (Punch and Oancea 2014, 148)

The importance of preparing a specific research question is also discussed by Yin, who
explains that the most suitable form of the research question should be ‘how’ or ‘why.” (Yin
2003, 22) The aim of the practical part specifically corresponds with this theory and is

introduced in the following chapter.

Nunan suggests that a case study “involves a single individual or group”, (Nunan 1992, 82)
which is very important when it comes to the question “What is a ‘case’?” The answer to that
is provided in one of the following chapters, in which the case of this particular research is
described. The fact that the case study “involves a single individual or group” (Ibid.) was one
of the reasons why this particular research was conducted as a case study. Another reason was
to “understand the case in depth, and in its natural setting, recognising its complexity and its
context.” (Punch and Oancea 2014, 148)

8.2 Open Coding

For the analytical section of the practical part, the method of open coding was chosen. The

teacher chose this method because she was working with various research tools and the need
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for coding was apparent. Punch and Oancea explain that open coding represents “the idea to
open up the theoretical possibilities in the data” (Punch and Oancea 2014, 232) and that it
requires “a close examination of (some of) the data.” (Ibid.) They also suggest that the
technique to achieve labelling in this particular method is overseen by two main activities:
“making comparisons and asking questions” (Punch and Oancea 2014, 233)

- What is this piece of data an example of? Or,

- What does this piece of data stand for, or represent? Or,

- What category or property of a category does this piece of data indicate?

(Ibid.)

Punch and Oancea also explain what a code exactly looks like: “Open coding, like all coding,
is labelling, putting labels on pieces of data. Sometimes these labels will be descriptive, low-
inference labels, (...), but mostly they will be labels that involve a first level of inference.”
(Punch and Oancea 2014, 233-234)

8.3 Aim of the research

Before the research was conducted, the aim of the practical part of the research had to be
formulated: “The aim of the practical part is to find out if, how, and in what ways can self-

evaluation techniques be used in English lessons.”

8.3.1 Research questions

Several questions had to be established at the beginning of the research. Those questions will

be answered at the end of the practical part.

When does self-assessment happen?

In what part of the lesson does self-assessment happen?
How does self-assessment happen?

How are learners engaged in the process of self-assessment?

Do learners make their own self-assessment sheets?

o a k~ w N E

How do learners work with their self-assessment sheets?
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8.4 The case

As has already been mentioned above, a class of 22 primary school learners was chosen as the
case to be investigated. The investigation started in September 2019 and was finished in
December 2020. The research was conducted in English lessons by the teacher — the author of

this paper.

8.4.1 The context of the case study

The teacher was well-aware of the language level of the learners, she had been teaching them
since their second grade. The detailed knowledge of the students was one of the reasons why
they were chosen for the research. Another reason was that the teacher had been using self-
assessment techniques in this particular class for some time, therefore learners were used to
this kind of assessment and it did not come as a surprise for them. To conclude, as has already
been mentioned, the aim of the practical part is to find out if, how, and in what ways can self-
evaluation techniques be used in English lessons. Therefore, the teacher chose to work with

the learners who were familiar with self-assessment techniques in the English classes.

As the teacher was quite familiar with the class, it was a pleasure to work with them on
something such as research for a master thesis. The class was cheerful, lively, positive,
talkative, and amazingly friendly. The teacher spent some time in the past discussing several
topics regarding the assessment with those same learners. The discussion was done in their
mother tongue — the Czech language. One of the topics discussed in the English lessons was

assessment in general. The teacher asked the following questions:

e “What does assessment mean to you?”, after which the whole class discussed this
topic. The learners agreed that assessment is not only about marks and grades, but
also about oral assessment and peer assessment.

e “Why do you think we use marks?” The learners then talked about several possible
reasons why teachers and schools in general use marks. They agreed that one mark

does not convey all the necessary information.

e “Do you feel included in the assessment process?” All the learners answered ‘yes’, but

they agreed that they would like to be even more included. Therefore, the teacher
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would prepare and think about possible strategies and methods to include the learners

more in their assessment process.

This feedback was very important for the teacher before she started with the research. The
teacher made sure that learners were ready to be part of the research. More data collection
tools in addition to this interview will be introduced in the following chapter.

8.5 Data collection tools

The following tools were chosen for this research. The tools were chosen with the aim of the
research in mind, supporting the research questions. As this paper focuses on self-assessment
of primary school learners, tools such as lesson plans, reflective notes, self-assessment sheets,
focus groups, and portfolios were chosen. To increase the validity of the research study, five
of these methods of data collection were chosen for the purposes of this research. In this

chapter, the research tools are introduced and described.

8.5.1 Lesson plans

The lesson plans were prepared by the teacher. The importance of keeping a plan is explained
in the theoretical part in more detail. The teacher keeps her lesson plans in a small notebook
and prepares a structure for the lesson. For the purposes of this paper, the more formal lesson
plans are included, as all the objectives and aims need to be taken into account when

analysing all the aspects of autonomous learning.

8.5.2 Reflective notes

As the name suggests, reflective notes are used to reflect on the lesson, as a tool for the
teacher to help the learners reflect on these lesson(s). Bailey suggests that “A diary study is a
first-person account of a language learning or teaching experience, documented through
regular, candid entries in a personal journal and then analyzed (sic) for recurring patterns or
salient events.” (Bailey 1990, 215) According to Bailey, keeping a diary or a journal requires

patience and discipline. (Bailey 1990, 218)

For the purposes of this research, the teacher did not keep a diary, but reflective notes, in

order to make notes about the lessons. The teacher’s notes are not very detailed, and they
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serve primarily for the teacher to be able to reflect on the lessons and include her personal
feelings about the lessons.

8.5.3 Self-assessment sheets

Self-assessment sheets have already been introduced in the theoretical part. For the purposes
of this paper, several self-assessment sheets have been included in the research part. Some of
them were made by the learner(s), some of them were made by the teacher. All of them are

actual authentic materials used in the English lessons.

8.5.4 Focus groups

Learners were divided into 4 groups and they were asked to make a self-evaluation sheet
based on the unit they just finished. Learners worked on the self-evaluation sheets and they
also created a test for their classmates. Later on, the groups came together to be asked some

questions regarding their learning experiences and assessment.

8.5.5 Portfolio

Portfolios are used in English lessons regularly. Learners are still learning to work with them
and to use them. One of the main reasons the teacher had decided to include them in the
English lessons was the process of reflection. The learners learned to come back to the
portfolio, go through the self-assessment sheets, and mark their progress, make a note about
the necessity of more practice, praise themselves, and so on.

The learners could also collect their tests, self-assessment sheets, self-designed tests, self-
designed self-assessment sheets, exercises, personal notes, and so on. The learners kept their
portfolios at school, but they could take them home any time they want. Once a month, the
learners ““cleaned-up” their portfolio. They went through all the papers, marked those that
were no longer necessary, revised the ones that were still necessary to revise and filed the rest.
Generally speaking, by the end of the school year, the filed papers and items should be the
ones the learners learned. The rest still needs to be worked on.

For the purposes of this thesis, only a sample of the portfolio is provided. One of the reasons
is that it would not be very efficient to include all worksheets, tests, and self-assessment

sheets. Some coded samples are included in the appendices part of this thesis.
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9 DATA ANALYSIS AND INTERPRETATION

The following chapter contains the analysis and interpretation of the data collection tools. The
respective tools are listed in the order in which the teacher conducting the research was
working with them. First, the teacher prepared the lesson plans, then the teacher reflected on
the lessons and wrote some reflective notes. Then, the learners were working on their self-
assessment sheets and completed them. They were also preparing their own self-assessment
sheets together with the tests. Tests and self-assessment sheets were made by the teacher as

well as the learners.

9.1 Lesson plans

The teacher planned the lessons in accordance with SEP, which follows the rules of FEP. The
learners used class books, which also included a syllabus. The teacher followed a customized

year plan and a syllabus designed in accordance with the classbook.

The aim of this analytical part is to find out whether the objectives connected with the
cognitive domain are used. Because of the importance of the cognitive domain, the value of
evaluation is also essential. As has already been explained in the theoretical part, one category
follows another and they should be mastered in a particular order, starting with knowledge,
and ending with evaluation. Having explained the importance of the aims and of the cognitive
domain, the focus of this part of the analysis is given to the verbs used in the lesson plans.
The overall aims of all the lesson plans are analysed and the aims — which are in accordance
with Bloom’s taxonomy — are introduced. (Petty 2009, 413-414)

All lesson plans can be found in the appendices section. The lesson plans are coded with the

categories from Bloom’s taxonomy. (Ibid.)
LESSON PLAN 1

Overall aim: By the end of the lesson, Is will be able to name, write and spell 5 words: hide,

find, bring, choose and catch.

One verb which is in connection with the KNOWLEDGE category is introduced: name.
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The teacher mentions that the technique of the traffic lights (three coloured cups) is used
during the whole lesson. Verbs from the EVALUATION dimension, which could also be
used, might be assess — as learners are assessing their progress and their understanding of the
whole lesson. Another one is judge with a similar meaning as assess — they are judging their

understanding.
LESSON PLAN 2

Overall aim: By the end of the lesson, Is will be able to order months of the year in the correct

order and include the information from the given table.

One verb which is in connection with the KNOWLEDGE dimension is introduced: order.
Learners are assessing themselves using thumbs up/down as part of the reflection with the
teacher. Therefore, the verb assess could be used, also the verb survey or test, as some peer

assessment was also conducted.
LESSON PLAN 3

Overall aim: By the end of the lesson, Is will be able to answer several questions dealing with

holiday celebrations (WH questions — answering using dates).

No verb from the categories supporting the cognitive domain is used. Learners are assessing
themselves, therefore the verb assess could be used representing the EVALUATION
category. Another example might be discuss and describe as the discussion about the usage of

self-assessment worksheet and what to do with them and so on is done in the class.
LESSON PLAN 4+5

Overall aim: By the end of the lesson, Is will be able to read and understand a text about
birthday celebration. Then, they will be able to prepare a short invitation in their groups. Ls
will also be able to come up with a short WH questions about a text.

Verbs used in these lesson plans go very nicely in the following order: understand
(COMPREHENSION) -> prepare (APPLICATION) -> come up with (= construct —
ANALYSIS). No EVALUATION verbs are included, but they could be. Learners are
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assessing each other; therefore the verb assess could be used. Also rank — as they are
providing their classmates with some feedback.

LESSON PLAN 6+7

Overall aim: By the end of the lesson, Is will be able to describe a picture using the present
continuous form, they will be able to ask and answer questions and also make a negative form
of sentences. Then, Is will be able to prepare their own test — testing present continuous.
(student-generated tests). Ls will be able to write and check their test with the help of their

peers and their teacher. Ls will be able to fill in a self-evaluation sheet.

Again, verbs used in these lesson plans go very nicely in an order: KNOWLEDGE ->
APPLICATION - EVALUATION. The verbs are: describe (KNOWLEDGE), prepare
(APPLICATION), check (assess — EVALUATION) and fill in (assess — EVALUATION).

The teacher also included the techniques of self-assessment in the aim, which suggests that
the teacher aimed for this particular skill to be mastered. Ls also make their own test to be

used later — this skill is also included in the lesson plan.
LESSON PLAN 8

Overall aim: By the end of the lesson, Is will be able to fill in words into a text correctly.
Then, they will be able to make their own interview using the given words. At the end, of the
lesson, Is will be able to write a letter about their progress regarding this unit.

Two of the verbs are used: make (= CONSTRUCT) which is connected with the
APPLICATION category and write a letter (= ASSESS) which is connected with the
EVALUATION category. Other verbs which would be suitable to use when writing the lesson
plan would be for example investigate (ANALYSIS) because learners were investigating their
strengths and weaknesses when writing the letter. Another one would be produce

(SYNTHESIS) because they ‘produce’ the letter on their own for themselves.
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9.1.1 Conclusion

When planning the lesson and writing the learning objectives, the teacher did not bear the
EVALUATION category in mind as much as necessary. A lot of the KNOWLEDGE category

verbs appeared, which is the first phase of all categories of the cognitive domain.

When supporting learners’ autonomy, the process of evaluation is the most crucial one.
Although activities supporting autonomy happened and some of the verbs were also found,
when dealing with self-assessment-supporting aims as such, they should be included in the
aim, as it is the aim of education — to educate autonomous learners. The teacher included
activities in the lesson plan (Activities supporting autonomous learning are coded in the

appendices section), but did not include the verbs in the overall aim.

Having summarized all of the overall aims, it is clear that the aims were not SMART, they do
not meet all of the categories (specific, measurable, agreed, realistic and timebound). (Petty

2009, 411) Some further proposals are included when suggesting other verbs above.

9.2 Reflective notes

The teacher wrote reflective notes after every lesson for the purposes of this research. The
teacher made notes about assessment used in each particular lesson and also notes about the
teacher’s feelings of the lesson (how the lesson went). The notes contained information about

particular techniques of assessment, including several techniques of self-assessment.

REFLECTIVE NOTE, LESSON PLAN 1: The technique of traffic lights was used in the
lesson. The teacher’s role in this lesson was to be a facilitator — helping only when necessary
and asked for help. As the teacher observed the class, it was easier to interact with the

learners.

REFLECTIVE NOTE, LESSON PLAN 2: The self-assessment technique used in this lesson
was thumbs up/down: when the teacher asked the learners some questions, they either put
their thumbs up or down. The teacher then made notes about their responses (feedback for the
teacher about the learners, their progress, their feelings). Peer assessment was also used in this

lesson — group check.
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REFLECTIVE NOTE, LESSON PLAN 3: self-evaluation sheet. Working with self-

evaluation sheet, reminding the learners to put it in their portfolio, look at it later.

REFLECTIVE NOTE, LESSON PLAN 4+5: Peer assessment was used in this lesson,

because groups commented on each other’s performances. The teacher also assessed formally.

REFLECTIVE NOTE, LESSON PLAN 6+7: The learners prepared their own test with
correct answers in their small groups. Then, the teacher used their suggestions for the test,
copied their exercises and prepared the test for formal testing. Then the learners self-assessed
and talked about their feelings, strengths, weaknesses, ideas, and suggestions together with

the teacher.

REFLECTIVE NOTE, LESSON PLAN 8: the learners assess themselves using the teacher’s

suggestions and questions to help them assess objectively their performance.

9.3 Self-assessment sheets

9.3.1 Self-assessment administered by the teacher (SAT)

Examples of self-assessment sheets administered by the teacher are introduced for the
purposes of the practical part of this paper. These self-assessment sheets introduce the
assessment form of ‘learners assessing themselves’ (LAT). These self-assessment sheets are
mostly checklists in learners’ mother tongue — Czech language. One of the self-assessment
sheets is written in English. All the self-assessment sheets are completed, which suggests that
learners know how to do it and that learners are used to this kind of assessment. All these self-
assessment sheets administered by the teacher are indirect (INA), according to the typology
provided by Douglas Brown (Douglas Brown 2003, 271-272), as they are done after a certain
period of time, not immediately following the activity. They are administered after
completing the unit, after a month, or after one school year. One of the self-assessment sheets
was administered after one period of online school learning. (Ibid.)

Self-assessment sheet 1 (SAT-1) consists of a checklist (CH) and of ‘I can statements’ written
in English. In addition, the learners were asked to draw a smiley face or a frowny face, based

on whether they were happy about their progress or not.

71



Self-assessment sheet 2 (SAT-2) also consists of ‘I can statements’ (CH), but is written in the
Czech language. This self-assessment sheet also contains a questionnaire (Q) for the learners

to fill in and assess their strengths and weaknesses.

Self-assessment sheet 3 (SAT-3) is an example of indirect (INA) assessment after a long
period of time — one school year. The learners were asked to assess their own performance
during the whole school year and draw themselves on a ladder, according to how well they
had done the whole school year. They were also asked to write what the smiley face they had
drawn illustrated — the areas of vocabulary (CH). The teacher provided the learners with sets
of questions and some clear instructions of how to work with the worksheet. The learners

were also asked to draw a picture describing how they had felt about their school year.

Self-assessment sheet 4 (SAT-4) consists of a checklist (CH) with ‘I can statements’ which
are written in Czech and of thumbs up and down, which are supposed to be coloured —
whether the learner agrees with the ‘I can statement’ or not. This is an example of indirect

self-assessment, although it is not specifically stated in the worksheet.

Self-assessment sheet 5 (SAT-5) is also an indirect self-assessment sheet (INA) and consists
of checklist questions (CH) and socioaffective assessment (SOAF) after one year. The self-
assessment sheet is very general, focusing on the learner’s learning preferences — the learner

is supposed to tick statements that are true for him or her.

Self-assessment sheet 6 (SAT-6) is very similar to SAT-5, as it also consists of the

combination of a set of checklist (CH) statement and socioaffective assessment (SOAF).

9.3.2 Self-assessment administered by the learner (SAL)

Because learners are used to working with self-assessment sheets, they are often asked to
produce their own self-assessment sheets in their English lessons. For the purposes of this
paper, 8 self-assessment sheets prepared by the learners (SAL) are introduced in the practical
part. Learners usually prepare their self-assessment sheets in small groups. These self-
assessment sheets also introduce assessment forms of ‘learners assessing themselves’ (LAT).

All the self-assessment sheets can be found in the appendices.
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Self-assessment sheets 1 (SAL-1) were filled in by all learners in the class and are included in
the practical part of this thesis to show that every one of the learners successfully completed
the self-assessment form, indicating that it is something they are perfectly capable of doing.
There are 22 self-assessment worksheets included, there is also one original, which is coded.
This self-assessment was prepared as a questionnaire (Q), asking the learners to answer the
questions. Additionally, smiley faces were prepared for them to include when filling in the
self-assessment form (CH). This is an example of indirect self-assessment (INA), which was
produced after some period of time — one unit. This self-assessment is written in the Czech

language.

Self-assessment sheets 2-4 (SAL-2, SAL 3, SAL4) contain the original and then also five
completed self-assessment worksheets chosen randomly, to show how different learners work

with different kinds of self-assessment. Again, the original self-assessment sheets are coded.

Self-assessment sheets 2 (SAL-2) are written in English and consist of ‘I can statements’.
They are also an example of indirect assessment (INA), because the assessment was
conducted after the learners were done with one of the units — this can be recognized by the
usage of specific words in the self-assessment sheet (bring, choose, catch, hide, find). This
self-evaluation sheet is an example of a questionnaire (Q), asking the learners to colour the
smiley face next to each statement to indicate whether the respective statement is true for
them or not. There are five self-assessment sheets included as examples of how different
learners filled in different worksheets.

Self-assessment sheets 3 (SAL-3) and 4 (SAL-4) are very similar. SAL-3 is written in both
Czech and English language. This self-assessment sheet contains the combination of both
languages, suggesting that learners used English words when they were sure how to write
them in English. They probably did not want their worksheet to be only in Czech. Both of the

worksheets are examples of a checklist (CH).

Self-assessment sheets number 5-8 are included to show how self-assessment sheets can vary
and what else can the learners produce. These examples of worksheets are only introduced as
originals for the purposes of coding, no examples are introduced. The usage of vocabulary
suggests that these self-assessment sheets were composed after one unit (unit 3), dealing with
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places in a town (library, cinema,...) and also the past tense (yesterday, last year, was,
were...), therefore it is an example of indirect assessment (INA).

Self-assessment sheet 5 (SAL-5) is a perfect example of a checklist (CH). The learners were
asked to colour smiley faces and cubes. They were also asked to answer questions using the

‘tick or cross’ method.

Self-assessment sheet 6 (SAL-6) is also an example of a checklist (CH). This worksheet also
contains a scale, but the scale is not finished, so therefore it is very difficult to define the

purpose of the scale.
Self-assessment sheets 7 (SAL-7) and 8 (SAL-8) are other examples of a checklist (CH).

9.3.3 Learner-generated tests (LGT)

For the practical part, 8 learner-generated tests were chosen to show how learners can make
their own tests. Learners are used to this kind of activity, usually they are supposed to make
the test in accordance with the unit or some area of grammar, vocabulary, and so on. The

learners included various types of exercises. The tests are included in the appendix section.
LGT-1: Learners prepared sentences and included missing words in the bubble.

LGT-2: This test was testing the knowledge of the months of the year. There is the
‘unscramble’ exercise, naming all the months in the correct order and dividing the months of

the year into season sections.

LGT-3: This test’s purpose was to prove the knowledge of time. Writing exercises were

included in this test and drawing hour hands according to the instructions was also tested.

LGT-4: This test included filling verbs correctly into sentences and as well as a matching

exercise.

LGT-5: This test contained two vocabulary exercises. Filling-in missing letters (without
specific instructions about what kind of words — which letters are missing?), then there was a
crossword puzzle. In the last exercise, the learners were asked to answer questions using the

information given.
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LGT-6: This test consisted of several exercises without any instructions. There were some

vocabulary exercises, a crossword puzzle and some sentences.

LTT-7: There was a self-assessment task at the top of the test, a checklist asking “How did
you do?” and learners were supposed to colour the smiley face which they felt was true about
them. This test included the instruction “Fill in the missing letters” and then it was supposed
to make a word, but did not really make sense. Then, the learners were asked to create
sentences using the verbs ‘was/were’ and draw a map of a city. This test showed a lack of

specific instructions.

LGT-8: This test contained one matching exercise using given information. Also, it contained

one vocabulary exercise, which was probably not finished, as it did not make any sense.

9.4 Focus groups

The following chapter deals with the coded interviews. The interviews were prepared in
Czech, in the learners’ mother tongue, and can be found in the appendix section numbered 1-
4. In the next chapter, the interviews are coded and analysed. When referring to a specific
interview, numbers of the interviews are used (i.e. N.1, N.2). The teacher — the author of this
paper — prepared and interviewed the learners by herself. The interviews were conducted in
December 2020 and the aim of these interviews was to find out how self-assessment is

perceived by the learners and to show signs of autonomy from the learners’ point of view.

9.4.1 Analysis

AIMS

The beginning of the interview deals with the aims (A) of the lessons. The teacher asked
“How do you know what is about to be taught in the lesson?”” The teacher inquired about the
aim being stated at the beginning of the lesson, but as was then apparent from the learners’
answers, they did not understand or hear aims stated at the beginning of the lesson. It might
be also possible that learners did not understand the question. The teacher tried to rephrase her
question, but the learners did not seem to realize that what the teacher was saying at the
beginning of the lesson was the aim. In their opinion, the teacher or the headmaster were the

ones in charge of the aims.
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When the learners were asked about making their own aims when planning the lesson, they
answered for example with “test” or “homework™ (N.1). (ME) They remembered that they

could choose their own aims.

They answered “English” (N.2) and they claimed that they never knew what was about to be
taught and that sometimes the other group informed them. They also explained that they never

chose their week plan, they just chose their homework.

Learners also mentioned the week plan and the unit (N.3). They also agreed with the teacher
that they could choose what to learn (ME). They commented on the homework as a tool to

know what was about to be learned.

The last group (N.4) had no recollection of aims being stated, they did not remember or

realize aims being stated at the beginning of the lesson.
SELF-ASSESSMENT

All learners seemed to be familiar with the process of self-assessment. How different groups
viewed some of the questions is discussed here. When discussing their experience with
conducting self-assessment sheets by themselves, they reflected on getting their inspiration
from self-assessment sheets administered by the teacher (SAT).

When the term self-assessment appears in the interview, the code SA is used. Learners in the
first group (N.1) were very familiar with self-assessment. They mentioned that when they
assessed their own work (LAT), they could realize that the number of mistakes determined
whether they knew it or whether they still needed to work more (N.1 page 2). Learners also

mentioned that their classmates could provide some feedback (LAEO, PA).

The second group was not overly willing to share and open to discussion, (N.2) they claimed
that their friends did not help them and that the only way was to get a test or to be examined.
Finally, one of them remembered and talked about peer assessment. When the term ‘self-
assessment’ was mentioned for the first time, learners started to share more. They explained
that they could use self-assessment and come back to it after some time. When the learners
were asked who decided whether they have learned something or not, they explained that they
themselves were in charge of that, suggesting that they were able to assess themselves.
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Learners (in interview N.3) talked about the importance of practise to be able to determine
whether they had mastered a skill or not. They also claimed that they simply could tell when
they knew something. They gave several examples of how they “knew that they knew”: for
example, they commented on the correct exercise (having all the answers checked as correct).
Learners also mentioned that their classmates could help a lot, stating that they could
examine each other, for example. When describing their feelings about self-assessment, the
learners mentioned that it helped them to reflect on their learning. They were able to have
some kind of self-control over their learning this way, feeling when there was space for self-
improvement and practice. In addition, they could also use self-assessment as a way to reflect
on their learning. They also mentioned the importance of reflecting and marking their

progress (they wrote the date of mastering the skill using a green crayon).

When describing self-assessment, the learners (N.4) mentioned checking and practising what
was necessary, working harder on some particular skills, praising themselves, summarizing

what one learned, reflecting on what was mastered and what still needed to be mastered.
TESTING

The teacher provided the learners with learning hints (H) by giving feedback on their work.
(N.1). The second group (N.2) explained the traditional point of view of testing (T) — the
learners write a test, the teacher corrects the test, the learners then get to know their mistakes.

When asking the learners (N.3) about their knowledge, whether they had mastered a skill or

not, they answered that a test could decide that.
HOMEWORK

Homework is described in the theoretical part as one of the tools to develop learners’
autonomy. (Painter 1992, 42 in Harmer 20001 339-339) Examples of how homework is

perceived by the learners is described here.

Learners said (in interview N.1) that they knew what was about to be taught (aim) because
they received particular homework instructions, revised what was necessary when doing their
homework, and that their homework therefore served as a tool to know what they would
practise in the following lesson.
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In the second interview (N.2), homework was used as a tool to determine whether a particular

skill was mastered or not.

The learners (in the interview N.3) viewed homework as a tool to know what was about to be

learned.
TEACHER AS THE FACILITATOR

As was mentioned in the theoretical part, the role of the teacher is very important. The teacher
observes the class, reacts in an appropriate way, and serves as a guide to support the learners’
autonomy. (Petty 2009, 390-391)

The learners (N.2) mentioned that when they were filling in their portfolio, they could ask
their teacher when necessary. This was very important, as they knew that the teacher was

there to help them and guide them.

When the learners (N.3) talked about their experience with knowing and being able to tell
whether they had mastered a particular skill, they also mentioned another way the teacher had
helped them. They mentioned that when there was space for feedback on their test, the teacher

gave them feedback personally and commented on their strengths and weaknesses.

Group four (N.4) described that the teacher was able to help with some explaining when they

needed help and asked for it.
AUTONOMOUS LEARNING

Examples of autonomous learning can be found in several cases. Learners claimed that when
using self-assessment sheets, they could see their strengths and weaknesses, they could
remind themselves what they were good at and bad at. They could also use the sheets as a tool
to prevent getting bad marks. The learners also shared their experience with making self-
assessment sheets (SA, SAL) in the classroom and getting inspiration from their class teacher
or from their English teacher.
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The teacher did not ask “Are you an autonomous learner?” in the interview. When referring to
autonomous learning, signs of autonomy were found in the interview and coded as ‘A’ and

highlighted in purple.

The learners (N.1) explained that they found it important to revise, because otherwise they
would forget everything. They also commented that when the number of mistakes was high,

they knew they should practice more.

The learners (N.2) mentioned the importance of self-assessment sheets and that they served
them as a tool to compare what they already knew and what still needed some practise. They
also mentioned that they used self-assessment sheets as a reminder of what they knew and
what they did not know yet. They returned to their sheets and checked the progress,

commented on it, using them again later.

Some of the learners (N.3) explained the importance of the self-assessment sheets (see above
when describing the usage of self-assessment sheets in group N.3). They seemed very content
with their explanation of the importance of self-assessment.

Group N. 4 talked about their ideas of autonomy. They explained that they thought about their
knowledge a lot.

9.5 Portfolio

This chapter starts with a description of the usage of portfolio in English classes by the
teacher — the author of this paper. The teacher had introduced the portfolio already in the
second grade. As the learners were using the portfolio in other subjects as well, the teacher

had no doubt that they would benefit from its usage in the English classes as well.

The learners used it primarily for the collection of worksheets, self-assessment sheets,
projects, tests and diaries. The teacher usually reminded the learners to put it inside of their
portfolio, as during some classes, the learners reflected on their work. They usually took their
self-assessment sheets and marked their progress. If they came to the conclusion that they still
needed to work on their vocabulary, for example, they wrote down the date and the progress.
They could also work with tests. They usually wrote down whether they practised more and

therefore whether they would be able to write the test with better results.
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The portfolio also contained learner-generated tests (LGT) and of course learner generated
self-assessment sheets (SAL). All of the self-assessment sheets found in the appendices can
be found in the learners’ portfolios, but for the purposes of the practical part, they are
included separately and not copied in the portfolio section. Also, all the self-assessment sheets
and tests are coded (P). Examples of different kinds of assessments are coded, some of them
have already been commented on above.

An example of learning journal/diary (D) is included in the portfolio part in the appendices
section. The diary includes a comment about the learner’s progress and his/her own feelings
about the lessons and learning. The diary also includes an example of metacognitive
assessment (ME), as the learner is making his/her own aims, listing some steps to achieve
these aims. There is also an example of a letter produced by the learner for himself/herself

included in the learning diary (D).

Some of the worksheets or tests include examples of learning hints (LH) or some records of

achievements (ROA) with a comment from the learner.

9.6 Conclusion of the research

At the beginning of the previous chapter, the research questions have been asked. As the
analysis in the practical part suggests, learners are used to doing self-assessment in their
English classes. Self-assessment happens in various parts of the lesson. Sometimes at the
beginning or in the middle, sometimes at the end of the lesson, after one month, or also after
one school year. The learners are used to different kinds of techniques. They are used to
working with self-assessment sheets, learning diaries, they write letters to themselves or work
on their aims. The teacher involves the learners in the process of self-assessment by putting
them in charge of making their own self-assessment sheets or their tests. The teacher guides
them to better understanding of their learning experience by asking some questions about
their strengths and weaknesses and they also write about all this in their learning diaries and
letters. The learners are used to working with a portfolio, they usually put their self-
assessment sheets and other worksheets used in the English lessons inside. They return to
their portfolio after some time and reflect on their experience, for example marking their
progress. The learners are guided to a better understanding of their knowledge of how to learn

and their involvement in the process of their own learning is significant.
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When planning the lessons, the teacher did not include self-assessment aims in the overall
aim, although some self-assessment techniques were included in the lessons. When the aim is
to educate autonomous learners and an activity including some self-assessment technique is

planned, it should be considered whether it corresponds or not.

The learners were included in the process of learning; therefore, the constructivist theory
(CTL) is supported. As for comments on some of the methods, The Silent Way (SW) method
can be seen and introduced in several cases, usually with the teacher being silent and
observing the lesson. The teacher is there for the learners, but only when the learners need
him/her. Signs of the Community Language Learning method (CLL) were noticed when it
was apparent that the teacher considered the learners’ feelings, backgrounds, and relationships
among them. Signs of suggestopedia were not really found in any of the research tools but can
be commented on. The usage of music is crucial: when the learners work on some project or
interviews, the teacher plays instrumental music to help them concentrate more. It is not
written anywhere, as the teacher did not realize this being an issue worth mentioning in the

lesson plans or reflective notes.
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CONCLUSION

This master thesis has explored the process of self-assessment as a tool towards the
development of learner autonomy. The theoretical part established the foundations of the
autonomous learning theory and suggested that the theory of learner centeredness plays a
crucial part in the process of ‘learning how to learn’. It was implied that learners should be
included in the process of learning and that the focus of the lesson should be shifted away

from the teacher to the learner.

In order to become active participants in the process of learning, learners should be aware of
their goals. One of the ways how the teacher can support the learner’s perception of aims is to
incorporate aims into the English classes, but as the practical part and the research suggested,
learners do not realize that, and they do not pay attention. What works for the learners, as the
practical part suggests, is using self-assessment sheets and reflecting on their learning and
their experiences. Learners include their own aims and then they reflect and come back to the
self-assessment sheet. When learners are actively involved in the process of learning, they
know where they are going, they have their aims and objectives. Learners should not play a
passive part in their learning experience. Learners should be responsible for their

improvement and the teacher should teach them how to get better at this process.

The teacher as a facilitator plays a fundamental role in all the above-mentioned processes. The
teachers guide the learners and provide them with tools to become autonomous. They provide
formative feedback, they include aims in their lessons, they help the learners to use self-

assessment sheets and therefore, the development of autonomy is facilitated.

The practical part was conducted as a case study which focused on self-assessment. The
analysis discovered that by putting learners in charge of their own learning, they can become
autonomous and are able to reflect on their learning experience. But one downside was also
found when working on the analysis - aims, although specifically mentioned at the beginning
of the lesson, do not play such an important part, as the learners do not seem to pay attention.
On the other hand, this may not be perceived as a problem, if the learners still get to work
with aims in their self-assessment sheets, which they do in this case. Another fact resulting
from the analysis is that learners do not find it problematic to design their own self-

assessment sheets and tests. They showed a lot of creativity, producing wonderful works that
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can be found in the appendices section of this thesis. What is also worth mentioning is how
the learners work with their diary and reflection. Portfolio is another tool which was analysed,
including all kinds of worksheets from ELT classes, not only assessment worksheets, but also
diaries, comments, scales, and so on. Portfolio can therefore be perceived as yet another

technique which, if used properly, can serve as a tool to develop learner autonomy.

When it comes to interview (focus groups), the question of whether the learners are on the
right track to becoming autonomous or not can be answered: yes, they are (the author of this
paper would argue that they had already been autonomous — if not all, then at least most of
them). They are confident in their answers when it comes to questions about their learning
experiences. They can answer questions regarding their strengths and weaknesses. They can
plan their learning; they are able to set aims. They reflect on their learning experience, they
plan their reflection, they practise when necessary, they practise what is — according to them —

necessary. They know how to learn.

To conclude, self-assessment has a huge potential as a tool to help learners to become
autonomous. When learners train to be the ones who are in charge of their own learning, they
can truly learn to do that. Learners are learning to learn, to include goals that are achievable
and to be aware of their strengths and weaknesses. Learners learn to judge their performance
objectively and are able to answer simple questions regarding their need for improvement, for
example. To educate an autonomous learner is one of the key competencies — a learning

competency — and should be therefore included in ELT classes.
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RESUME

Proces autonomniho uceni u zaki zakladni Skoly je jednim z cilti zédkladniho vzdélani a je
také definovan jako jedna z klicovych kompetenci. Tato kompetence k Samostatnému uceni je
velmi dilezita, protoze zdiraziuje zakovu sobéstacnost a jeho schopnost uvazovat nad cili ve
vzd€lavani. Vychova k autonomii by méla byt soucasti vyuky a méla by zdkovi pomoct
vybudovat si zdravé navyky v procesu u¢eni. Zdk by mél byt schopen tvofit si sam
dosazitelné cile a zpétné hodnotit jejich naplnéni. Pfi ¢teni této diplomové prace se Ctenar
dozvi, jaké techniky a pfistupy lze zvolit pfi rozvoji autonomniho uceni pomoci
sebehodnoceni. Prace se sklada z teoretické a praktické casti, kdy teoreticka ¢ast poskytuje
uceleny zéklad pro nasledovny vyzkum, ktery je zpracovan jako piikladova studie, co vyuziva
¢etné nastroje pro zjisténi, jakym zpiisobem dochazi k sebehodnoceni v hodinach anglického

jazyka na prvnim stupni zakladnich skol.

Prvni kapitola se zabyva autonomii. Proces autonomniho uceni ale vyzaduje urcité techniky a
piistupy, které Zzakovi pomohou v jeho cesté. Tyto techniky jsou zakovi poskytnuty
vyucujicim. Ucitel je pak v celém procesu ten, kdo ma za ukol zdka k autonomii vést.
Techniky, jako naptiklad prace s domacim ukolem ¢i vedeni deniku, mu mohou pomoci
Vv osvojovani zakladnich prvki autonomniho uceni. Ucitelova role je role facilitdtora. Pedagog
se zaméfuje na osobnost zaka a vede ho k samostatnosti, je napomocen, kdyZz ho potiebuje,
sleduje, observuje a poskytuje zpétnou vazbu. Bez jeho pomoci by bylo pro Zaka velmi
obtizné dosahnout celé spravnosti autonomniho procesu vedeni k samostatnosti. Ucitelova

role je tedy kli¢ova.

Druh4 kapitola je vénovana vyuce, kdy je pozornost v hodiné¢ anglického jazyka odtrzena od
ucitele a Zak je ve stfedu déni. Zde pfichazi na fadu konstruktivistickd teorie, jeZ je velmi
dilezita v procesu autonomniho uceni. Jak uz bylo feceno, pozornost je v tomto ptipadé
odvracena od ucitele a je vénovana zakovi. Techniky, které je mozné pti takovém procesu
vyuzit, jsou rtizné. Lze naptiklad aplikovat metody Tichy zpusob (The Silent Way) nebo
Spolecenské jazykové uceni (Community Language Learning). V dalsi kapitole nasleduje
vymezeni prvostupnového zaka - kdo je to zak prvniho stupné, jak je stary, jaky je jeho

kognitivni vyvoj apod.
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Nasledujici kapitola hovoti o typologii cilli, které lze ve vyuce cizich jazykd vyuzit. Jejich
problematika je dulezitd pro rozvoj autonomniho uceni, protoze nedilnou soucasti je prace
scilem a reflexe, zda bylo cile dosazeno. Cile jsou v této kapitole popsané z hlediska
kategorizace SMART a také dle Bloomovy taxonomie, kde jsou také uvedena slovesa, ktera
jsou vhodn4 k jejich formulaci. Cést kapitoly je vénovana problematice planovani hodin. Cely

proces planovani totiz potiebuje i cil, ¢eho chce ucitel dosdhnout, co se maji zaci naucit apod.

Kurikulédrni dokumenty uzce souvisi s problematikou cilii a jsou proto nezbytnou soucasti celé
prace a nasledujici kapitoly. Ta vysvétluje dulezitost téchto dokumentli a vénuje se jejich
zakladni charakteristice. Ramcovy vzdélavaci program vymezuje vystupy, kterych maji zaci
na urcité arovni dosahnout. Z hlediska jazyka a jazykové komunikace jsou V této diplomové
praci popsany vystupy ciziho jazyka pro prvni stupeni. Tyto vystupy lze chapat jako cile; co se
zaci maji naucit, ¢eho maji dosahnout a na jakou jazykovou troven se maji dostat. Je zde také

popsan CEFR, protoze jeho dilezitost spo¢iva piedevsim ve vymezeni jednotlivych urovni.

Posledni dvé kapitoly teoretické Casti se tykaji definice hodnoceni a konceptu sebehodnoceni.
V ¢asti, ktera se vénuje hodnoceni obecné, jsou vymezené typy a formy hodnoceni. Kapitola
tykajici se sebehodnoceni piedstavuje jednak samotnou definici, ale také uceluje role zaka a
ucitele v celém procesu. Nasleduji praktické techniky sebehodnoceni uzavirajici teoretickou
¢ast. V této kapitole jsou predstaveny nejriznéjsi praktiky, se kterymi mohou Zaci i ucitelé
pracovat v hodinach anglického jazyka a podporuji rozvoj autonomniho uceni. Jedna se
napiiklad o sebehodnotici listy, denik, vymezovani cilti, komentate, portfolio, kontrolni

seznam, dotaznik, zakresleni dosazeného Gspéchu, atd.

Prakticka cast odkryva odpovéd’ na vyzkumnou otdzku, zda a jakym zpusobem dochazi
k sebehodnoceni na prvnim stupni zakladni Skoly. Jak uz bylo feceno, prakticka cast byla
zpracovana formou piipadové studie, kdy za ptipad povazujeme tfidu 22 Zakd na prvnim
stupni zakladni Skoly. Tato ¢ast prace vysvétluje, co je to piipadova studie a dale také formu
vyhodnoceni dat, coZ je metodika otevieného kodovani. Jsou zde sepsany vyzkumné otazky a
predstaveny vyzkumné néstroje: plany hodin, reflektivni poznadmky, sebehodnotici listy,
ohniskové skupiny a portfolio. VSechny tyto vyzkumné nastroje jsou kodované a dostupné

Vv piiloze diplomové prace.
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Analyticka cast odhalila, ze k sebehodnoceni zak v hodinach anglického jazyka dochazi.
Dochazi k nému v nejriznéjsich ¢astech hodin a vzdy riiznou formou. U¢itel ve formulaci cilt
ne vzdy pouzil vhodna slovesa nebo je nepouzil podle platného vzorce kognitivni domény v
Bloomov¢ taxonomii, tzv. seberozvojova slovesa, €1 slovesa, ktera by zdkovi pomohla v u¢eni
o uceni. I kdyZ hodiny obsahovaly nékterou seberozvojovou aktivitu, v cili tato skute¢nost
nezaznéla. Pro analytickou ¢éast diplomové prace bylo kddovano nekolik sebehodnoticich
listi. Ty byly bud’ vytvofeny vyucujicim, nebo samotnymi zaky. Vybér listu a jejich analyza
ukazala, ze zaci jsou schopni se sebehodnotit. Déle bylo vybrano na ukazku n€kolik testi,
které si zaci vytvorili sami. Tato skutecnost jejich vlastniho zapojeni do procesu vyuky
naznacuje spravny krok k autonomii. Zaci tim piebiraji zodpovédnost za jejich vlastni uéeni a
jsou zapojeni do procesu hodnoceni a sebehodnoceni. Na nékolika ptikladech v pfiloze
Vv sekci portfolio je patrné, Ze v n€kolika ptipadech byli taktéz zapojeni do procesu hodnocent,
coz pozitivné ovliviiuje rozvoj autonomie ve smyslu pievzeti zodpovédnosti a schopnost se

ohodnotit.

NejzajimavéjSim poznatkem z rozhovoru se skupinkami je, Ze 1 kdyz ucitel na zac¢atku hodiny
cil sdéli, zaci to viibec nevnimaji, nerozumi mu, nebo ho z n¢jakého diivodu nepovazuji za
dalezity. Cile jsou vSak s zaky rozebirany prostfednictvim deniku, sebehodnoticich listd a
dalsi formou reflexe. O cile jako takové tedy neptichazi, ale jejich stanoveni ucitelem neni

V tomto piipadé efektivni a méla by byt zménéna forma piedani.

V posledni ¢asti diplomové prace je shrnut vyzkum a je zodpovézeno na vyzkumné otazky.
Zavérem je tedy dileZité zminit, Ze rozvoj autonomniho uceni za pouZiti sebehodnoticich
principll je velmi efektivni a autor diplomové prace jej mlizZe pouze doporucit. Z nabizenych
technik se velmi osvédcCily sebehodnotici listy, vlastni tvorba zaka a také jejich zapojeni do

procesu hodnoceni a sebehodnoceni. Stejné piinosné je pak vyuziti deniku a portfolia.
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APPENDIX C - Coded self-assessment sheets administered by the teacher (SAT)
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APPENDIX D - SAL-1 self-assessment sheets administered by the learner(s) (SAL-1)
with the example of self-assessment sheets filled in by all the learners
































































APPENDIX E - SAL-2 Self-assessment sheets administered by the learner(s) with 5
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APPENDIX F - SAL-3 Self-assessment sheets administered by the learner(s) with 5
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APPENDIX G - SAL-4 Self-assessment sheets administered by the learner(s) with 5
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APPENDIX H - Self-assessment sheets administered by the learner(s) — originals
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APPENDIX J - Filled-in learner generated tests (4 examples)

162



163



APPENDIX K - Coded interview N. 1-N.4

164



n budem

165















170



171



172












176



177






179



180



181



182



183



184



APPENDIX L - Coded portfolio sample







(1. Look at the pictures and fill in the missing words. Then complete

the sentence.
1[N[O] [T DX AN [EIR]; ICI/H

2/ A:FIRI (Al

343 il
4 RIAIL [ﬁl /}\
e SRR

6lSTolulTly XA IETRIL C

7 MITIAIRTE T [EC ScoE

Now complete the sentence: SteveH ﬁ_ 5 LF/ E A/ many places in the world. E

(2. Look at the map of the zoo and fill in the sentences. Use the compass

to help you a) The camels are in the JQu T of the zoo
b) The polar bears are in the N ORTH - WEST _ of the zoo.
¢) The kangaroos are in the _SOUTH - EAST  of the zoo.
d) The whales are in the N ORTH of the zoo.
e) The penguins are in the _ JQUTH VEST  of the zo0.
f) The sea lions are in the M)ATH -EAST  of the zoo.
9) The pandas are in the _EAS [ of the zoo. f”ff
P h) The sharks are in the WEST of the zoo. | ¢
r3 Look at the pictures and complete the sentences. Use the words from

the box in 'l'he correct form. What have they done? 4T hove

hegia
has bought a lot of clothes. s b,;‘)‘:\:—'qsﬁa”’L

| ‘ The hippo H’A} BEEA/ to the ciner:f.%

PRUNIN FO4-
‘PR"D\'#‘@ everything. T-P

H'AS EA’ TE N the zebrg

f
a 3D film. f‘*
LI @
score: | *

,'(f Tl total T
) TARE. score: | /'
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(1. Label the pictures with the correct words. The rpixed-up'words an

"’.(Olmnfé \/ ) S,

help.

(D 1It's Maggie's birthday today.

Mo, ['s Steve's birithday tomorrow .

The party is at four o'clock in the azden:.
o'ClOCk ® p 9

Yty /¢ od dws o2

Vi

’

(DWhen does the New Year start? [t starts on 15t January
@ When is your birthday? It's_ou /4 o o gl
®When is Easter this year? Lo on 274 %m/ 94

4 LE

@When does school finish? L % Ay / f M;Zz_,:é,,« B

& .
® When is Mother's Day this year? TR ZZ”J /70‘ ’
& gy

g@wmn is/Chiistmas? 11 % s ‘,)'MD/W#{

- —
i ot e L B4 b3/ Total

. S |
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