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ABSTRACT

This diploma thesis deals with the usage of various techniques, methods, and
strategies of formative assessment in lower secondary English classes in order to
promote students’ understanding, communication, and learning autonomy.

The theoretical part introduces the origin of formative assessment, concentrates
on its description and contrast to summative assessment. Furthermore, the role of
motivation and feedback in formative assessment is emphasized. The theory is
concluded with recommendations for teachers about how and when to use formative
assessment techniques, strategies, and methods that arise from the studied literature.
In the empirical part, the theoretical knowledge is transformed into practice. There
are several formative assessment classroom techniques described in twelve lessons
with reflections for each of them.

The objective of this thesis is to evaluate the impact of formative assessment
together with the chosen techniques on students, their learning performance,
motivation, and autonomy. The research proved that formative assessment
techniques and strategies improved students’ outcomes in learning, communication,

motivation, and autonomy were facilitated.

Keywords:

Evaluation, assessment, formative assessment, summative assessment, motivation,

feedback, learner’s performance, learner’s autonomy.



ANOTACE

Tato diplomova prace se zabyva pouzivanim riznych technik, metod a strategii
formativniho hodnoceni v hodinach anglického jazyka na 2. stupni zakladnich $kol.
Ucelem je zlepsit u studentl porozuméni, komunikaci a samostatnost pii udeni.

V teoretické Casti se zabyvame ptivodem formativniho hodnoceni, Soustfedime
se na jeho popis a davame ho do kontrastu s hodnocenim sumativnim. Déle je v této
¢asti zdlraznéna role motivace a zpétné vazby pfi pouziti formativniho hodnoceni.
V zavéru teoretické casti jsou uvedeny doporuceni pro uditele k tomu, jakym
zpusobem a kdy pouZivat techniky, strategie a metody formativniho hodnoceni
plynouci z prostudované literatury. V empirické ¢asti jsou teoretické poznatky
pievedeny do praxe. Je popsano nékolik technik formativniho hodnoceni s reflexemi
ve 12 vyucovaci hodinach.

Cilem této prace je vyhodnotit vliv a funkénost formativniho hodnoceni spolu
s technikami na studenty, na jejich praci ptfi hodinach, motivaci a autonomii.
Vyzkum potvrdil, Ze techniky a strategie formativniho hodnoceni vedly ke zlepSeni

vysledku studenti, podpofily komunikaci, motivaci a samostatnost.

Klicova slova:

Evaluace, hodnoceni, formativni hodnoceni, sumativni hodnoceni, motivace, zpétna

vazba, vykon zaka, samostatnost Zaka.
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INTRODUCTION

In this diploma thesis, | focus on formative assessment and its implementation
in lower secondary English language classes. | have chosen this topic because |
would like to emphasize its high potential as it seems to be marginalized. Formative
assessment not being used to its fullest potential is caused, according to
Kratochvilova, by relation to school reports with grades that students get, which
reflects another type of assessment — preferably summative (Kratochvilova 2013,
12). She adds that at schools in the Czech Republic most children are graded
summatively at the end of the term which implies that during the whole term grades
also outbalance other forms of assessment (Kratochvilova 2013, 13).

At contemporary schools, teachers are more and more occupied with the
question that deals with the assessment of students with the view of better
understanding, improving communication, and students’ achievements in general.
For this thesis, there are two fundamental types of assessment opposed — some
teachers’ preferences are on the side of summative assessment, some aim at the
direction of formative assessment.

How are the students supposed to be assessed to be motivated in further
learning, how to prompt them to improve and work on themselves? One of the
possibilities is the above-mentioned formative assessment which is supposed to help
in the positive development of students — both in learning and behaviour. Although
formative assessment has a high potential, it is “not used systematically in Czech
schools” (Santiago, et al. 2012, 10) which decreases its impact on students.

Each student should know the reasons how and why his work and efforts are
assessed in a particular way — what is correct or not, what can be improved, and what

he/she should concentrate on more. It is also important to make students see which
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phase of learning they are in and which way they should orientate their efforts.
Grading — marks, pluses, minuses, or percentages — do not provide that to the full
extent. They are only numbers or symbols which do not bring the necessary
information about the level of knowledge and skills students are on, what to improve
and what to do to move forward in learning.

On the one hand, the students with excellent school results can feel that they
know everything and there is no need to make any further effort. On the other hand,
the weaker ones may suffer from helplessness — they may think that the battle is lost
beforehand, and they are not able to succeed.

First, it is the teacher who should assess each student individually and lead
him/her in a proper direction. Secondly, students can assess themselves or each other,
too. It gives them opportunities to participate more in lessons; to become involved.
All that is included in formative assessment — students’ individualities are taken into
account which is vital.

Finally, I would like to add that we all make mistakes and that is why students
have to understand where they make them and how to prevent themselves from
making them. The teacher is the one who is supposed to inform students as often as
possible. The formulation of these pieces of advice plays a significant role as
sometimes well-intended advice can influence students negatively. It is highly
recommended to think about the formulations. Also, students themselves can express
ideas about their learning situation and future opinions. That is another way how to
engage them in the process of assessment.

This diploma thesis is composed of two parts — theory and empirical research.
In the theoretical part, I have concentrated on the terminology that relates to

assessment in general. There are types of assessment defined, such as assessment by
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the teacher, self-assessment, and peer-assessment. A brief section of the thesis is
devoted to summative assessment to contrast formative assessment. Also, there is
summative assessment described as the form that is used frequently (especially at
school where | teach). Formative assessment techniques and strategies are described
and their role for motivating students and providing valuable feedback is explained.

Empirical research concentrates on some formative assessment classroom
techniques that were applied in English lessons. These are described and analysed
using both qualitative and quantitative research methods. For that purpose
questionnaires and tests were used to confirm or refute the stated empirical research
questions.

Summing up, the research showed some interesting findings, above all a
positive influence of formative assessment on students and their performances in
lessons. It has enriched the researcher and students and changed their attitudes to
teaching and learning. The research was worthwhile for all participants. Hopefully,
more teachers will be able to subsume formative assessment in their lessons in the

future.
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THEORETICAL PART

1. ASSESSMENT AND ITS ORIGIN

It is known that the term assessment is not contemporary — it has had long
existence behind it. Its origin is dated from “the early Chinese civil-service exams
entry into high public office” (Earl 2013, 11). There are also known Aristotle
students’ public presentations and Socrates’s questions to his students that he used to
ascertain their knowledge in order to give him directions on where to go next in
education. Last but not least, Earl (2013, 11) mentions “practical assessments for
entrance to craft guilds”.

A historic breakthrough was the industrial revolution which brought schooling
successively for everybody as people started to move from rural areas to towns. The
newcomers needed to be educated to achieve the basic skills in reading, writing, and
arithmetic. “Assessment, in the form of classroom tests and final examinations, were
the gates that students had to pass through, to move to the next level of education”
(Earl 2013, 12).

However, it is necessary to admit that the kind of education we know today
was not for everybody and was considered a privilege. Testing and examinations
were used to measure students’ knowledge; we can talk about the summative form of
assessment.

Although the term formative assessment is rather new, the term “formative”
dates back to the late 15" century. There existed a French word “formatif ”. It comes
from Latin “format” which is the past participle of “formare” meaning “form”
(Formative 2021).

Michael Scriven (1966, 5) suggested both terms (formative and summative

evaluation — as he called assessment) and applied them “to a program evaluation
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approach” (Frey and Schmitt 2007, 411). He showed the differences between them —
formative evaluation when the students are still developing the skills and summative
evaluation as a final stage. From the historical point of view, it is suggested that
“formative assessment was so named to distinguish it from summative assessment —
one occurred while learning was still occurring or forming; the other occurred at the
end of learning” (Frey and Schmitt 2007, 411). It indicates that the two assessments
were in contrast. Greenstein (2010, 20) refers to Benjamin Bloom and his application
of both concepts to the educational process. It is apparent that “the concept was
attached to assessment first by Bloom (1968), who saw a relationship between
formative assessment and mastery learning” (Frey and Schmitt 2007, 411).

The year 1998 is considered as the utter turning point regarding formative
assessment. Black and Wiliam (1998) published their research findings as “Inside the
Black Box”. They asserted that “firm evidence shows that formative assessment is an
essential component of classroom work and that its development can raise standards
of achievement” (1998, 139). They presented positive evidence in the learning
outcomes. The result was the application of formative assessment in classrooms all
around the world — mainly in New Zealand, Australia, and Great Britain — not only in
the United States of America. Since then, it has been more than 20 years and
formative assessment is still a hot issue. Although educational techniques and
strategies have changed over the years, there is still a lot of work ahead in the

implementation of formative assessment in classrooms.

2. DEFINITIONS OF ASSESSMENT AND EVALUATION

In the preceding part, there are two terms mentioned — assessment and

evaluation. It is essential to look at them more closely and explain their meanings to
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forestall any misunderstandings that can arise as some inconsistency in the usage of
the terms exists; they are often used interchangeably which causes confusion.

In the Czech educational environment, there is ‘hodnoceni’ (assessment) and
‘evaluace’ (evaluation). Both terms are clarified straightforwardly by Capek.
According to Capek (2015, 495) “assessment takes place among all participants of
education, brings information, feedback, and moreover — in case it is realized
‘climatically’ correctly — also enjoyment, feelings of proudness and other
emotions™. It is evident that it should support motivation, show students their
strengths and weaknesses. Evaluation “indicates a more complex process in which
the teacher analyses his/her functioning in class”® (Capek 2015, 495). The teacher
evaluates methods, the effectiveness of projects, and his/her activities in class over a
period of time; it is dealt with the consequences of the assessment process. He/she
also “seeks indicators which would show him/her meaningful results”® (Capek 2015,
495). Afterward, further steps are taken that are supposed to lead to an improvement
in education.

In addition, Brown (2003, 4) claims that assessment in the classroom is “an
ongoing process” performed either incidentally or deliberately; teachers’ instructions
are needed. However, it is also very important to leave students the feeling of
freedom in trying the language. Simultaneously, the teacher should play a role of an
observer of students’ performances in order to make diverse assessments of each of
them — comparing their performances with the previous ones or with other students

and so on.

! Hodnoceni probih4 pfi vyucovani mezi viemi Gcastniky edukace, pfinasi informace, zpétnou
vazbu, ale — jestlize je spravné ‘klimaticky’ realizovano — i radost, pocit hrdosti a dalsi emoce.
(English translation by the researcher)
translation by the researcher)

3 Hleda indikatory, které by mu ukazaly smyslupIné vysledky. (English translation by the
researcher)
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Regarding assessment Greenstein (2010, 169) states that it measures “the
outcomes of teaching and learning” and the collected information is supposed to
improve both teaching and learning. She also defines classroom assessment as
“developed, administered, and scored by teachers for the purpose of evaluating
individual or classroom performance on a topic” (2010, 170).

Overall, assessment is considered as a feedback provider with the view of
elevating learning and teaching outcomes in the future. Evaluation, on the other
hand, serves a different purpose. It functions as a performance quality determiner at
the time being. On its basis, it is possible to make decisions about the future (or

following) steps. They both have their significant place in the educational process.

3. TYPES OF ASSESSMENT

3.1 In terms of participants
From the perspective of participants of the educational process there are three
types of assessment significant for this thesis:
e assessment by the teacher
e self-assessment
e peer-assessment
In the following paragraphs, there is the key information concerning the above-
mentioned types of assessment introduced.
3.1.1 Assessment by the teacher
Capek (2015, 495) designates assessment by the teacher as the “key process’™.
He explains that the teacher “obtains not only the overview of the accomplished level

of the student but in this performance, he/she also finds a reflection of the quality of

4 klicovy proces (English translation by the researcher)
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his/her work’® — those are fundamental elements of formative assessment which he is
a big supporter. He prioritizes an individual approach in which each student should
be considered.

The teacher usually uses praise or criticism to assess students’ performance.
Harmer (2001, 100) asserts that although students are positively responsive to praise,
it is not a good idea to over-compliment their work as it tends to become counter-
productive. The teacher should provide either positive or negative assessments.
Nevertheless, it is highly important to supply students with reasons why he/she
approves or disapproves of their performance. In that case, students are more likely
to understand and the impact on their learning is favourable. Besides, it supports their

future learning growth.

3.1.2 Self-assessment

Self-assessment is another possibility of how to judge and monitor students’
attainments. It should be a part of any modern educational process. According to
Harmer (2001, 102) students themselves are very effective at encompassing in the
assessment as they are aware how good or bad their outputs are and “if we help them
to develop their awareness, we may greatly enhance learning” (Harmer 2001, 102).
In addition, reflections upon their work can be encouraging and imperative for their
future development — to embrace accountability of their outcomes is the primary
attribute on which they should work. Last but not least, they may have a better
chance to perceive teachers’ assessment and feedback.

Self-assessment is crucial for developing students’ skills and abilities, critical
thinking, and identifying their strengths and weaknesses. The teacher must bear in

mind that “if students do not have an opportunity to assess themselves according to

5 Ziskava nejen piehled o urovni dosaZené zdkem, ale v tomto vykonu také nachazi odraz
kvality své prace. (English translation by the researcher)
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their scales, they start to be apathetic to teachers’ assessment”® (Capek 2015, 552).
The teacher should avoid his/her unreasonable interference into students’ self-
assessment as they should be the ones who are in charge (or at least should have the
feeling of being in charge). However, the teacher could interpose (or help) with well-
aimed questions such as “What did you learn in the lesson? Can you use it in real-
life situations? What was beneficial for you?” — they only serve for guidance, not for
criticism or discrediting students’ opinions.

Brown (2003, 270) notes that “most successful learners extend the learning
process well beyond the classroom and the presence of a teacher or tutor,
autonomously mastering the art of self-assessment”. He compares self-assessment to
the art which is necessary to learn and subsequently internalize. Neither the teacher
nor students can expect that it will come without any work or practice. When initial
difficulties are overcome and dealt with, the results such as more autonomy in

learning, setting own goals, and strengthening intrinsic motivation will be achieved.

3.1.3 Peer-assessment

In peer-assessment students are the ones who take into consideration the value,
quality of performance, or work of other students; “it comes from the finding that
students can learn a lot from each other”’” (Stary and Laufkova, 2016, 28). It usually
takes place in classrooms while learning. Students can assess their peers’ projects,
tests, essays, portfolios, and so on; there are no limits. It can be performed
individually (one to one), in pairs, in (small) groups, or the whole class; it can be
anonymous when necessary (however, it is not very common). Brown (2003) calls it

“collaboration in learning” (270) and considers it highly valuable.

® Pokud Z4ci nemaji moznost hodnotit se podle vlastnich métitek, za¢inaji byt na hodnotici
soudy uciteld apati¢ti. (English translation by the researcher)

" Vychazi z poznatku, Ze Zaci se mohou hodné naugit od sebe navzajem. (English translation by
the researcher)
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Topping states that “learners give elaborated, qualitative, formative feedback
about the relative worth of each other’s work™ (Topping in Andrade and Cizek 2009,
62). He emphasises several advantages that peer-assessment has such as (2009, 62):

¢ helping each other while planning their learning

¢ identifying their strong and weak points

e developing better products or work

e pointing at parts that should be amended or improved

Although peer-assessment is said to bring a lot of positive outcomes, it is
needed to comment on its disadvantages. It is suggested (Topping in Andrade and
Cizek 2009, 67) that in case it fulfils a supplementary role to feedback from the
teacher, the results are not so beneficial. Students start to feel they are not in charge
and their opinions are not valued much. Then, they tend to be not so open and active
while assessing the others. However, metacognitive benefits such as monitoring,
assessing understanding, and referring to planning learning persist.

Capek also supports the above-mentioned ideas about enhancing a better
climate in classes and increase of knowledge. On top of that, he states that some rules
are necessary to be maintained (Capek 2015, 568):

1) Students do not defend their work after they have been assessed. This is
rather important for accepting opinions from others. Additionally, it is
supposed to lead students to be thoughtful and take something (positive,
important) from the given assessment for their future work.

2) There are always several less communicative students (or introverts) in
each class. Here, they are given some space to show their views and

become involved.
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3) The teacher is not advised to assess students’ products — it would not
make sense since students are in charge.

4) The teacher can assess the process itself — how well students performed
(both pros and cons).

Well-conducted peer-assessment needs practice. It is not possible to expect
students to know how it is done properly. The teacher must be prepared that it takes
time to start being familiar with it, however, it is worth spending. Students have to
internalize the skills of both being assessors and assessed. Topping claims that “a
peer assessor with less skill at assessment but more time in which to do it can
produce an assessment of equal reliability and validity to a teacher” (Topping in
Andrade and Cizek 2009, 63) which is positive. On the one hand, it is obvious that
peer-assessment has its priceless potential and irreplaceable role in the educational
process. On the other hand, the teacher must keep in mind that it may bring some
risks, too.

Stary and Laufkova (2016, 30) assert that “it can be counterproductive in case
it reinforces students’ apprehensions®. If students are worried about their peers —
because the climate in the class is not good or supportive; there are unfriendly
relationships — this type of assessment can succeed only if the mentioned obstacles
are surpassed and risky factors eliminated. For the start, it can be achieved by
anonymously written assessment.

Overall, all three types of assessment are supposed to help students learn more
efficiently: be more motivated and active. All of them should be integrated into
lessons as they have a lot of advantages to offer, which is described in the previous

paragraphs. In the beginning, it is the teacher who should lead students in peer-

8 Mtize byt kontraproduktivni, pokud posiluje obavy zakd. (English translation by the
researcher)
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assessment and self-assessment showing them how they can do that, what they
should concentrate on and observe. Gradually, they become more and more

independent in developing the mentioned assessment skills.

3.2 In terms of time

Two types of assessment are covered in this thesis — summative as opposed to
formative. Not until the 1960s did the distinction between them arise, “having
originated in identifying the roles of programme evaluation” (Dolin et al. 2018, 54)
as new curriculum materials started to develop. Formative evaluation® served for
early draft revision, while summative evaluation’® was supposed to supply
measurement “of the effectiveness of the final draft” (Dolin et al. 2018, 54). The
above statements ensue that formative means helping to learn (in the case of
students), while summative assessment is about results at certain times or periods.

The purposes of formative and summative assessment aim at different
directions and are conducted dissimilarly. Nevertheless, they both are performed in
today’s schools (although according to my opinion summative to a greater extent)
and have their pros and cons. On the one hand, students are tested as their overall
results are essential to pass examinations and get higher education. On the other
hand, what is needed from students nowadays is more self-reliance and autonomy in
learning since the teacher is not asserted as the only bearer of knowledge and
information anymore (McFadzien 2015, 16). At this point, formative assessment can
serve as a powerful tool as it enhances all that; students are supposed to become self-
reliant and autonomous learners and have gradual information for their further

development.

9 Dolin uses the term of evaluation instead of assessment.
10 Dolin uses the term of evaluation instead of assessment.
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3.2.1 Summative assessment (assessment of learning)

It is also called final because it serves to summarise the students’ attainments
“at a particular time, rather than to impact on ongoing learning” (Dolin et al. 2018,
61). Dolin et al. (2018, 62) add that “assessment for summative purposes involves
collecting, interpreting and reporting evidence of learning”. Additionally, they
mention various ways how to collect the evidence, such as (2018, 62):

e tests, examinations

e observations and records kept during the period of time

e portfolios
Dolin et al. (2018, 68) note that it is the teacher (examiner) who is the judge of
students’ achievements. The teacher focuses on the knowledge which should be
accomplished to the date. Testing and some separate tasks are created (used) to
collect the evidence. Afterwards, students (and parents, other teachers...) are given
the results that “are usually used as evidence for a grade” (Chapman and King 2005,
XXi).

According to McAlpine (2002, 6) summative assessment “generally provides a
concise summary of a student’s abilities which the general public can easily
understand either as a pass/fail or a grade”. This statement shows that the purpose of
summative assessment is, among other things, to decide on grading; however, with a
low (or almost no) information value about the learning and further improvements.

Also, Ur (1996, 244) states that “the evaluation! usually called summative is,
where the teacher evaluates an overall aspect of the learner’s knowledge in order to

summarize the situation”.

11 In this context Ur uses the terms of evaluation, evaluate instead of assessment, assess.
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The result of summative assessment is to acquire a degree of competency in a
learning area that is desired to be measured. Cizek mentions that the typical design of
summative assessment is “to yield highly reliable and valid total scores™ (2009, 3).
Although the presented statement sounds positive, it is good to bear in mind that the
overall picture is not all that — there is no intention to access each student
individually, give advice on how to proceed forward in learning and not stagnate or,
which is even worse, to deteriorate.

Preceding assertions can be supplemented by Price’s views. She promotes that
“summative assessment is effective for informing third parties of student
achievement in comparable methods” (Price 2015, 13). This supports the claim of
OECD (2005, 6) that “summative assessments are an efficient way to identify
students’ skills at key transition points, such as entry into the world of work or for
further education”. It has its logic because the data thus collected is easily executed
to illustrate the (inter)national knowledge potentialities of students.

Although the information can be useful for future employers and institutions, it
is not much eligible for students themselves. They can be under pressure and
discouraged which hinders them from achieving their goals. Hence it is assumed that
summative assessment should not become influential on students’ learning activities.
It is supposed to serve as summarizations of students’ knowledge in order to convey
the information to third parties (Price 2015, 14).

3.2.2 Formative assessment (assessment for learning)

Petty (2009, 480) explains that “formative assessment is informative feedback
to learners while they are still learning the topic”. From this explanation, it iS an
ongoing process in which the students are given information about their learning

achievements. The mentioned feedback is supposed to serve for the students’
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improvement. When formative assessment is used continuously and in the right way,
it is considered highly effective.

In this context Ur (1996, 244) claims that “formative assessment is directed at
specific bits of learner-produced language with the aim of bringing about
improvement. Its main purpose is to ‘form’: to enhance, not conclude, the process”.
Students need to know constantly how good or bad their performance is.
Furthermore, the information on how to improve brings the most effectivity into their
learning.

Cizek (2009, 4) offers several purposes of formative assessment:

e identification of students’ strengths and weaknesses

e planning of consequential advice

e help and guidance for students in their learning process
e revision of students’ work

e support self-assessment and autonomy in students

e raising students’ responsibility for learning

All in all, the intention of formative assessment is to help students improve
their skills and knowledge content. The Assessment Reform Group (Broadfoot et al.
2002) summarizes in their definition of formative assessment that “assessment for
learning is the process of seeking and interpreting evidence for use by learners and
their teachers to decide where the learners are in their learning, where they need to
go and how best to get there”. Hence it is evident that formative assessment has
students in the centre. They are the ones whose learning, autonomy, and motivation
should be promoted. Teachers are given a tool in the form of formative assessment to
design an effective learning environment for their students to achieve improvement

rather than to point at their shortcomings.
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Formative assessment provides interaction between the teacher and his/her
students and students themselves. It means that students are not only receivers but
also providers — they get information about their progress and how to improve their
learning from the teacher as well as from their peers; another role they fulfil is that
they give evidence about their learning to the teacher which clarifies the learning
process and achieving their future goals. What is more, students are not passive
anymore; they participate actively in lessons and become resources for the teacher,
their peers, and themselves.

Both formative and summative types of assessment are used in schools today.
They influence teaching and learning very much, however, in different ways. It is not
easy to decide which one should be preferred, and it might not be even the task. We
should realize that the key competencies are supposed to be developed in students.

With regards to the fact, formative assessment is the key to achieve that.

4. MOTIVATION IN FORMATIVE ASSESSMENT

Motivation is closely linked to formative assessment. It makes learning easier
and students improve much faster. Petty (2009, 44) regards motivation as “a
prerequisite for effective learning”. It is always challenging for teachers to wake the
need and desire for learning in their students. In case the teacher makes his/her
students want to learn new things, the efficiency of their learning abilities increases
rapidly. The relationship between motivation and achieving good learning results is
very strong. Motivated learners (and they do not have to be the ones for whom
language learning is an easy task) improve more quickly. They are also easier to
teach. In the past, it used to be mainly the teacher who was supposed to motivate

his/her students. However, nowadays the students themselves take more

responsibility in this respect.
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There are two main types of motivation existing — extrinsic (which comes from
outside the student) and intrinsic (which comes from within the student). Out of the
mentioned two types, intrinsic motivation is the one that is significant for formative
assessment which is considered a motivation provider. The following text introduces

shortly both of them to see the differences.

4.1 Extrinsic motivation

Harmer (2001, 51) asserts that “extrinsic motivation is caused by any number
of outside factors, for example, the need to pass an exam, the hope of financial
reward, or the possibility of future travel.”

On the one hand, teachers are not able to access plenty of sources of this kind
of motivation. On the other hand, there are some sources they can have their
influence on, for example, “success and its rewards, failure and its penalties” (Ur
1996, 278). Ur (1996, 278) even states that “success with its rewards is perhaps the
most important feature in raising extrinsic motivation”. She (Ur 1996, 278) yields
that students tend to be more obliging and cooperative in their future efforts,
however, they must know about their successes and failures. As they become more
confident, they do not need so much external encouragement. Failure can help them

realize how sweet and pleasurable success is.

4.2 Intrinsic motivation

As it is written supra, formative assessment encourages learning and raises
especially intrinsic motivation. According to Assessment Reform Group (Broadfoot
et al. 2002), it emphasises “progress and achievement rather than failure”.

Ur (1996, 280) explains intrinsic motivation as “the generalized desire to invest

effort in the learning for its own sake” which can be developed better in the
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formative assessment. The teacher can also contribute with some challenging
information about the language or its background and attracts the interest in the
students by taking these steps. It can be done by setting clear goals, visualization,
games.

Petty (2009, 71) also mentions one interesting idea that prioritizes intrinsic
motivation — “it works when the teacher is not there”. That is of considerable
importance because students start to be more autonomous while learning, which is
another goal of formative assessment. To support intrinsic motivation in students
Petty (2009, 70) gives some examples of how it is possible to achieve that such as the
proposition of an interesting topic to study, discovering something new, evolving

creativity, and more.

5. FEEDBACK IN FORMATIVE ASSESSMENT

The vital role in the educational process is ascribed to feedback. The main
objective of the feedback is the improvement of learning, which is also one of the
important key objectives in the formative assessment as it is the feedback provider. It
is supposed to have a positive impact on students’ goal achievements. The teacher
must pass it to his/her students in a positive manner sounding like giving advice,
mixing praise and criticism. Provided that the individual feedback on what students
have achieved, how to improve more, and how to get to their goals is received (either
written or oral), they start to trust the teacher; they learn that he/she is the one who
wants to help them, they can rely on his/her advice and “use it to progress them
towards improvement” (McFadzien 2015, 17). In a more relaxed and friendly
atmosphere, it is much easier to give advice that students take to heart and obey.

According to Petty (2009, 479), “the main use of assessment for teachers is the

ongoing or formative assessment” which can be both inspiring and motivating and it
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serves as the feedback provider as said above. However, in the wrong hands, any
feedback can be useless. This view is shared by McFadzien who claims that “if
implemented effectively, with the emphasis on assessment for learning, it can
positively affect teaching and learning” (2015, 16). She thinks of feedback as “a tool
used in this process which helps students to make meaning of their learning journey”
(2015, 16). Here, teaching and learning are linked together as feedback is significant
not only for teachers but also for their students. We can consider this link as a circle
in which teaching affects learning and vice versa as both sides have responsibilities
to each other; they both should desire the best outcomes.

Ur (1996, 242) distinguishes two components of feedback which are correction
and assessment. While assessing students the teacher gives information regarding
their learning accomplishments. During the correction, the teacher explains what the
students did well and (or) wrong, offers alternatives and advice for improvement.
However, in reality, the term is understood and used as the correction of mistakes.
Nevertheless, both components cannot be separated to make feedback efficient and
valuable. Through good feedback, students’ learning attitudes are modified and
promoted.

Another surprising fact is that in case the feedback is presented simultaneously
with marks or other scores, the beneficial potential of feedback may be reduced since
students start to concentrate on grade interpretations and ignore the comments from
the teacher (Black et al. 2004, 13). At this point, it can be easy to slip back to
summative assessment, which is final, serves for summarization of knowledge
(abilities), provides (alongside with grades) no or little information how to improve.
The teacher should come to the foreground in that case and prevent that from

happening.
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Contrasting the afore-mentioned ideas and views, it is imperative to say that
“too much of any behaviour even if it is positive can be too much and lead to
undermining the learning” (McFadzien 2015, 17) which means that excessive use of
feedback, even well-intended, can become counterproductive and expected outcomes
will not be achieved. As a result, neither teachers nor students would benefit from the
circumstances.

Taken together, both motivation and feedback are integral parts of formative
assessment. When students are motivated, they are keener to learn and participate not
only in lessons but outside the school environment, too. Moreover, provision with
good and supportive feedback from the teacher and peers contributes to better
learning as well. The course of both motivation and feedback is directed to students’
autonomy as they do not need (or at least not that much) urging in learning from
outside.

In the following picture, it is shown how motivation and feedback are
connected to students’ learning and how important their roles are. At the beginning
of the learning process, some students do not know exactly where they are in
learning, what to do to improve, and even what their goals are. Suppose formative
assessment as a feedback provider is used together with FACTs'?, motivation
(especially intrinsic) is developed. Subsequently, students change into autonomous

and motivated life-long learners.

12 Formative assessment classroom techniques. Detailed description is on page 36.
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formative assessment + effective feedback
as a feedback provider based on FACTs

students

motivation promoted

autonomous
and
motivated
students

Picture 1: Motivation and feedback
in learning (by the researcher, 2021)

6. FORMATIVE ASSESSMENT STRATEGIES

To understand formative assessment better we should see it as the crossroads of

three main processes:

e where the students go (their goal)
e where they are now

e how to get to the goal

Furthermore, there are three factors in interaction:

e the teacher(s)
e the student(s)
e the peer(s)
The result is five key strategies that are described by Wiliam and Leah (2016);

in addition to some useful techniques. Each strategy has its significance, and they all

create a powerful chain that leads to students’ autonomy. Their order is intentional —

32



starting with the students having their responsibilities in learning to obtain their self-

reliance. This part is to outline the main ideas of each strategy.

6.1 Aims in learning

The first key strategy is about being able to formulate aims in learning. It is
imperative for students to know and understand where they are in learning and what
their aims are.

According to OECD (2005, 2) “teachers make the learning process more
transparent by establishing and communicating learning goals”. Establishing aims in
lessons is substantial for all participants in education. First, the teacher should decide
and make the learning goal(s) clear; after that, he/she chooses activities to get there.

Wiliam and Leah (2016, 25) yield that the specification of learning intentions
is not as easy as it seems to be. Generally, it is a good idea for students to see where
they are going in their lesson(s) as it is often explicitly written on the board but the
teacher must have in mind a few things — the established aims may change during the
lesson; the students may not see a sense of the lesson (they are not able to imagine
anything underneath the surface and cannot make meaningful connections); the
students may find different solutions that can vary from the teacher’s. From this
point of view, it is not recommended to follow the aims too strictly as at the end of
the lesson the class can get somewhere else. What is more, describing the lesson with
its exact aims can lead to boredom — there is nothing that would motivate the
students in their efforts, nothing unexpected. Even though clarifying directions is
very helpful for students, it is not good to overestimate the fact.

Stary and Laufkova (2016, 47, 48) summarize that the teacher is supposed to

make students understand where their efforts are aimed. The aims must be incentive
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enough for them, too. Establishing aims helps students in learning and enhance their

responsibility for learning. Gradually, they are able to judge their steps in learning.

6.2 Proofs about learning

In the second key strategy, the role of the teacher is emphasised. The teacher’s
task is to determine where the students are in their learning. According to OECD
(2005, 1) “teachers make frequent, interactive assessments of student understanding”
when the formative assessment is performed. The reason is to get as many proofs as
it is possible about their understanding.

It may be better to start to talk to the students in smaller groups or individually
depending on the climate in each class. It is the teacher’s goal to create a positive
learning environment open for discussions and sharing views. Likewise, the teacher
can ascertain students’ knowledge by saying various statements about the topic.
Students are supposed to decide about their correctness and add some more
information. According to Wiliam and Leah statements have a more positive impact
on students in comparison with questioning. In reaction to the statements, no answer
is bad as no opinion is bad, either (2016, 72).

A good teacher must detect what his/her students’ knowledge level is. It cannot
be always expected that they learn what the teacher wants them to learn. Good
teachers keep looking for proofs of their students’ learning all the time. However,

they must be certain of what they are looking for.

6.3 Effective feedback by the teacher

The strategy of giving effective feedback is an integral part of formative
assessment. Here, the teacher is emphasised as a feedback provider — giving

information to students about where they are and what to do to move forwards to
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achieve their goals. If there is no proof about students’ learning and understanding, it
becomes difficult to lead them in the right direction in their learning. This is the
reason why it is essential to subsume the strategy into the lessons.

The key is that students use feedback to improve their learning — it should be
“timely and specific” (OECD 2005, 3). It must be supportive, not demotivating;

making students believe in their abilities.

6.4 Peer-assessment activation

The fourth key strategy concentrates on students themselves and their active
involvement in the learning process.

OECD (2005, 1) states that when students are involved in the process of
learning actively, their learning skills are improved, and they achieve better results in
learning. Provided students are involved in assessment (or in the learning process in
general) properly, it becomes a powerful tool for the teacher. As students start
becoming more active and attentive, their performances improve. While cooperating
and communicating together, they tend to learn more — not only as individuals but
also as the whole class. The key idea is not to judge their peers’ work but to improve

it.

6.5 Self-assessment and autonomy activation

In the last strategy, students are supposed to move to the most important point
of their efforts — to become possessors of their learning (Stary and Laufkové, 2016,
26, 27), which is the fundamental element of formative assessment. They must be
able to learn without their teachers’ help and guidance. Human society is becoming
more and more complex and it is changing dynamically all the time (nowadays the

changes are much faster than they used to be). In this respect, it is vital for people in
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general not to stop longing for more knowledge after they finish compulsory
education. Everybody needs to take responsibility for learning and their future lives
into their hands. This makes the last strategy the most important. Students must
understand that their learning is a lifelong process that never ends if they want to
succeed in the future.

As it can be noticed from the above paragraphs, all five strategies are
interrelated and inherent in terms of formative assessment. It is inevitable to realise
that the teacher must take them into consideration. They are not to be followed
strictly but they are helpful while planning the lessons with the application of
formative assessment.

7. FORMATIVE ASSESSMENT CLASSROOM

TECHNIQUES

In some sources, they are called strategies, or methods but | would use the term
techniques (Cullinane 2011, 1) to distinguish them from Wiliam and Leah’s
strategies of formative assessment. There are tens of FACTs known and the number
is not definite as more and more of them are being created. The reasons why to use
them in lessons are multiple, for example (Keeley 2015, 6 — 7):

e engaging students in learning
e considering alternatives
e promoting discussions
e evaluating the effectiveness of lessons
e providing feedback
¢ helping in self-assessment and peer-assessment
Cullinane (2011, 1) notes that “there is no one best FACT or collection of

FACTs for teaching and learning” meaning that the teacher is in charge in this field.
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He/she determines which one to use in the lesson. The teachers are the ones who
know their students and class dynamics and “it is through trial and error that the best
fit for each group will be found” (Cullinane 2011, 1). The teacher must pay attention
to students’ understanding and their progress.

The lack of understanding or no positive reactions should warn the teacher to
readjust instructions or readapt techniques to facilitate the students’ growth in
learning and autonomy. Cullinane (2011, 4) gives several notes regarding FACTS.
Some of the important points are:

e to select the techniques, put them into practice, and observe whether
they work for the particular purpose

e to check if the teacher herself/himself can answer the questions or do
the activities chosen along with the technique

e to introduce the techniques to the students as they should know what is
going on and why

e to remind the students they should make an eye-contact while speaking
in the class not only with the teacher but also with the peers (they are

equally important) to make connections

Determination of the techniques which should be used in lessons is the key
factor that is necessary to consider. We can mention students’ learning preferences,
type of work (individual work, pairwork, groups), and skills measured which should
be taken into account. In addition, teachers should be prepared to change the
techniques in order to achieve the desired goals — their students’ understanding,
mastering their knowledge, and self-reliance.

In case the teacher sees students struggle in learning or identifies

misunderstanding, he/she can offer individual help, forward the knowledge
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differently or adjust the technique accordingly. Students can use the assessment
information in their service as well. Gradually, they should be able to reflect on their
learning independently. It should help them determine their future goals and learning
outcomes. They can rearrange their learning habits according to the obtained
information (both by the teacher and peers). They can adjust the current FACTs for
their purposes of improving, their reflection, and setting new goals (Regier 2012, 6).
In the following paragraphs, there are described the FACTs used in the
lessons which were part of the research. They were chosen by the researcher who
considered them as a good start for applying formative assessment in the chosen
groups. The choice was made according to the researcher’s teaching experience with

the pre-supposed respondent groups. The techniques are:

7.1 “Hands up only when you want to ask a question”®?

This technique was introduced by Wiliam and Leah (2016, 63). The teacher
can use sticks or cards with names. He/she draws the cards or sticks out of the cup to
call the students randomly. Although this technique has a lot of advantages, the
students may not quite see them at the beginning. The usual process is that the
teacher calls the student with his/her hand up. On the one hand, it is not so time-
consuming, and the clever students are able to show their knowledge. On the other
hand, there are some (sometimes a lot of) students who are not forced to participate
at all. Random calls ensure that anybody can be given a word; no-one would be
skipped or forgotten. In case the student does not know the answer, the teacher asks
somebody else and then she/he can return to the previous student and make him/her
repeat the correct answer. The students are obliged to pay more attention. One of the

most important advantages is that the dominating students are not prioritized

13 Hlaste se jen tehdy, chcete-li polozit otazku. (English translation by the researcher)
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anymore (but not demotivated; they are given their space) and the stress is pointed at
the opinions and knowledge of all students which is vital. To enhance a peer
dialogue, it can be a good idea to let another student assess whether the answer was
correct or not — the class discussion can be developed this way. Furthermore,
according to OECD (2005, 3) “the quality of responses improves a great deal when
students have time to think”. It means that the teacher must have in mind to provide

students with enough time before they answer.

7.2 Brainstorming

Students, in general, tend to use a rather limited range of words or knowledge.
They usually rely on their strong points and keep putting aside the weak ones. They
are able to recall more vocabulary and knowledge performing brainstorming and
integrate it into the practice. This technique gives the teacher a good idea about
his/her students’ knowledge of the topic. It can be extended as “ABC brainstorming”
(Regier 2012, 7) in which “students brainstorm words or phrases that begin with each
letter of the alphabet” (Regier 2012, 7). It can be performed as a class activity written
on the board or an individual task in students’ exercise books which they hand out to
the teacher. The technique helps determine the gaps in students’ knowledge which
the teacher can concentrate on in following lessons as it is necessary to work with the

obtained information further.

7.3 Exit slips (cards)

Exit slips are a wonderful way for the teacher to see individual problems that
each student can have and aim further practice on that. It is also a good opportunity
for students’ self-assessment as it is important to encompass that into lessons and

make students think about their work subsequently. Regier (2012, 10) claims that
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they “could be used on a regular basis to formatively assess” students — their
knowledge, understanding, and learning difficulties. Students are given a question or
a statement and should react to that when leaving the classroom. It can be done orally
or in a written form which the teacher goes through after the lesson. He/she has to
give a response (feedback) to the students in the next lesson or further concentrate on

the practice of the problematic points written in the exit slips.

7.4 Discussions

Class discussions are also imperative in providing the teacher with information
about students’ knowledge. The teacher gives students a few (can be only two)
questions and encourages them to share their opinions — what they have learned,
where their weaknesses are, how they could improve, what to do to manage better
next time... Thereby, the teacher ascertains whether his/her students have taken the
desired knowledge from the lesson and can build on that in the following lesson(s)
and adapt them. Further to that, the teacher can get an idea of how they see
themselves in the lessons. It is important for the students not to underestimate or
overestimate themselves but think about their work carefully and realistically. Regier
(2012, 9) recommends to “give students a few minutes to reflect on their learning
before beginning the discussion” as students need some time to consider their

anNSWEers.

7.5 Examples and non-examples

Students can share their knowledge while providing examples and non-
examples of a studied topic. Regier (2012, 10) states that they should also give their

reasons for example and non-example classification to make it obvious that they
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understand the topic. The teacher has an opportunity to see how deep students’

knowledge is and what is to be improved.

7.6 Think-pair-share

In this technique, thinking and communication are combined (Cullinane
2011, 2). Students are asked to think about (or do) the problem/task/activity
individually first. Then, they should make pairs (or be divided into pairs) and discuss
with their partners. This middle step should “solidify and refine their thinking before
having to share their answers” (Regier 2012, 17). The last part is sharing in which
they should talk to their peers about their ideas either in larger groups or in the whole
class. Monitoring and circulating the students should help the teacher find out about

the knowledge students have.

7.7 Traffic light (red-yellow-green cards)

This technique was developed by “the teachers working with the King’s-
Medway-Oxfordshire Formative Assessment Project* in England” (OECD 2005, 3).
Students are given three cards in different colours. If students understand the topic,
they have a green card on the top of the pile. In case they need some help or more
explanations, they put a yellow card on the top. The red card means that students are
confused or do not understand. The teacher can see who needs help and can provide
it or can ask a student with a green card to help (peer assessment). The cards show
the teacher the depth of understanding during the lesson; they serve as immediate

feedback according to which the teacher can adjust his/her instructions.

14 The project covered a lot of issues concerning formative assessment, such as the literature
reviews, practices of formative assessment, students’ involvement, feedback, strategies and more.
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7.8 Three facts and a fib

This is another technique that offers the idea of what students have studied.
Regier (2012, 17) explains that students write three facts (true statements) and a “fib’
(false statement) about the studied topic. Then, they share the facts and a ‘fib” with

the others whose job is to identify the “fib’.

7.9 The trickiest point (the muddiest point)

Students are asked to write or talk about the most problematic or unclear part
of the lesson. It usually takes place at the end of the lesson. They have an opportunity
“to think about their learning and what they find difficult or easy to understand”
(Cullinane 2011, 2). The teacher reviews the answers, and on that basis, he/she can
address the difficulties in the next lesson to make students understand.

Summing up, countless techniques can play an important role while the teacher
wants to discover whether his/her students understand the topic and help them on
their way to autonomous learning; and while students want to influence their learning
positively. What the FACTs have in common is that they provide feedback to both
the teacher and students. From the gathered information the teacher should adjust the
next lesson(s) to overcome difficulties students can have with their learning. In
addition, students start to be able to recognize their strengths and weaknesses; they

use the information for their further development in learning.

8. SUMMARY

There can be stated several recommendations and conclusions based on the
studied literature. It is necessary for the teacher to determine where his/her students
are in learning, where they should go and how to get there. The teacher has to

consider the students’ preferences in learning, their level of knowledge and the type
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of work that will be performed in the lesson. He/she should choose (or adapt) the
FACT(s) and type(s) of assessment for the lesson accordingly. All that means that
the teacher must pay a lot of attention to his/her students, their performances,
activity, and efforts in each lesson.

Last but not least, it should be asserted that it is better to start with smaller
changes in the beginning and let the students get used to new methods, strategies,
and techniques. Moreover, these should be used systematically to get the desired

effect.
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PRACTICAL PART
Empirical research

9. AIMS AND RESEARCH QUESTIONS

This thesis aims to use various formative assessment techniques in lower
secondary English lessons and research their impact on students’ learning,
understanding, communication, and autonomy. The acquired findings will be helpful
both for teachers who would like to start implementing formative assessment in their
English lessons and for those who have already started and are still looking for more
ideas on the subject.

The theoretical part dealt with the key definitions connected with assessment in
general. There were 2 types of assessment introduced — summative and formative —
and their advantages and disadvantages were compared. Furthermore, assessment by
the teacher, self-assessment, and peer-assessment were closely analysed as they all
take important roles in applying formative assessment into practice. The concern was
centred on their employment into lessons and their influence on the participation of
students.

Are students more inclined to participate when certain types of assessment are
used? Is their learning, cooperation, and communication in lessons enhanced? What
role does formative assessment play in motivation? Do students consider feedback
important for their learning? We tried to find the answers to the questions based on
the thorough study of theoretical literature on evaluation and assessment.

To verify the theoretical findings and to further research important aspects of
formative assessment in the context of lower secondary English classrooms the

following research questions were defined:
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1. How do the students evaluate the implementation of formative
assessment in English lessons?

2. Do formative assessment techniques chosen by the researcher promote
the students’ performance, understanding, and autonomy in English
lessons?

3. Which techniques are considered more effective for the students from

the researcher’s point of view?

10. INTRODUCTION TO THE RESEARCH

The research took place at a low secondary school where the researcher has
been working full-time for many years. Given the fact, she was familiar with the
educational environment and the students at that specific school the decision was
made to apply formative assessment techniques in her English lessons. As
summative assessment prevails in lessons in general (based on grades judging overall
knowledge at certain periods), it seemed like a good idea to learn what effect the
implementation of formative assessment would have on students. From the point of
studied literature and consultations with several teachers at the school, it was
expected that the research would have a positive impact on students, and they may
want to continue with the formative assessment techniques after it was finished.
However, all that was necessary to prove while using different formative assessment
techniques in the English lessons.

The research was held at the beginning of the school term which is the period
of overall revision from the previous term. It started with a computer test and
Questionnaire 1 (Feedback to the teacher) in one lesson. In the second lesson, the
written test was sat. Afterwards, 12 lessons where FACTs were performed followed.
Then, the students sat the same written test. The last lesson was devoted to the

computer test and two questionnaires (Feedback to the teacher, Questionnaire 2). The
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tests were supposed to show whether and how much the students’ results changed
while the formative assessment techniques, strategies and methods were applied.

There were 2 groups of students chosen to participate; both groups were in
Year 9. The reasons were easy to explain. The older ones had experienced
summative assessment for a long time which was deeply rooted in them. Moreover,
they were in their last year at the school and it was desired for them to see they could
approach their learning differently (hopefully more enjoyably). That would help
them achieve their future goals more effectively and become life-long motivated and
autonomous learners.

In the first group (9.A) there were 13 students: 7 boys and 6 girls. One of the
boys suffered from a reduced intelligence capacity®®. The second sample group (9.C)
with 11 students consisted of 6 boys and 5 girls. There were no specific learning
needs in that group. Although both groups may seem similar, they were not; the
outlined explanations follow:

Group 9.A

This group had been more communicative and active in the English lessons
before the research took place. Also, their marks had been better. Although the girls
had always been diligent and conscientious, the boys (especially two of them) had
had tendencies to disturbances and not paying attention.

Group 9.C

The second sample group had functioned as the opposite to the first group.
Before the research they had been calm and quiet; moreover, they had been worse

learners. They had preferred to work individually and in fact, they had

15 According to the educational psychology counselling centre.
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communicated only when the teacher had asked them to do so. The lessons had

lacked activity and liveliness.

11. RESEARCH METHODS

With the regard to the research questions, there were applied both quantitative
and qualitative research methods. It is recommended (Chraska 2016, 29) to combine
both types to obtain not only ‘the hard facts’ in order to verify existing theories but
also what is going on underneath — concentrating on students’ subjective feelings and
opinions. Also, Svaiiéek and Sed'ova (2014, 27) claim that in pedagogical research
the two methods are not considered as rivals; rather, when they are combined

effectively, the researcher can be able to take full advantage of their strengths.

11.1 Qualitative research

It emphasises the subjective aspects of people’s behaviour and allows the
existence of more realities (Chraska 2016, 29). Using those methods, it is possible to
ascertain what the students think of the implementation of FACTSs into their lessons,
what types of assessment in view of participants they prefer, and what subjective
feelings they have about formative assessment in general.

There are various methods in qualitative research how to collect data — for this
thesis questionnaires and observations were chosen as the most effective tools.

Questionnaires:

There were 2 questionnaires created to collect the needed data. They both were
written in Czech because it was highly important not to limit the students. Some
students, especially the weaker ones, may not have understood the questions properly
and could have tended to tick the answers without even reading the questions. In case

they should have written the answers in their own words, they would not have been
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able to express everything and therefore they would have skipped that type of
questions completely.

Questionnaire 1 (based on Wiliam and Leahy 2016, 214) was completed twice
— at the beginning and the end of the research — to see whether the students noticed
the changes in the lessons and to what extent. (Appendix 1)

Questionnaire 2 (Appendix 2) was filled in at the end of the research only as it
served as an evaluation of the formative assessment methods and techniques that had
been used in the lessons. The students were supposed to express their preferences in
English lessons. They were asked to write their reasons as well to support their
opinions and chosen options.

Both questionnaires served as a useful source of information for the researcher.
It was expected that the impact of formative assessment techniques and methods
would be positive, however, the students could have perceived it the other way
round.

Observations:

Pedagogical observation is considered (Chraska 2016, 146) as the oldest and
most frequently used method in data obtaining. For the purpose of the empirical
research extrospection (the observation of the others) was used. In addition, it was
non-standard direct observation performed by the researcher who was in charge of
teaching in the English classes of both sample groups. The aims were to detect the
main phenomena in the lessons of both groups such as:

e how the students performed
e how the students communicated
e the students’ effort and participation in lessons

e the students’ autonomy
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to describe them and reflect on them in order to get answers to the research
questions. The phenomena were studied right in the learning environment. The
participants were not aware of the research which is called hidden observation
(Svati¢ek and Sed’ova 2014, 146). When the participants do not know that they are
observed, they are not tempted to act or behave differently in comparison to normal

classes. Hence, their behaviour is authentic, not simulated which is a big advantage.

11.2 Quantitative research

The second type of method used in this thesis is quantitative research which
works with measurable data. Because of that, there were 2 tests sat by the students —
a test on computers and a written test — to find out whether the FACTSs chosen by the
researcher led to the improvement of their learning and understanding: accordingly,
to better results.

Both written and computer tests were evaluated using “Student’s t-test”
according to which we can decide whether 2 groups of data (here the same tests at
the beginning and the end of the research) obtained from the same 2 groups of
objects (here students of English) differ or not and how much. The aim was to
ascertain whether the FACTs had a positive impact on the students’ learning and
effort. The data from the 1% tests was compared with the data obtained in the 2™
tests. Both tests and groups of students were compared together to see the impact.

For calculations, an Excel programme was used. There had to be one decision
made before the calculations. The decision was related to 2 questions:

1. Are we able to predict the direction of the tests? Are we clear (more or
less) about the results? — Tail 1 should be used in calculations in this
case.

2. Are we not able to predict the results? Are we unclear? — Tail 2 should

be used in calculations in this case.

49



The above questions had to be answered in order to choose an appropriate tail.
Based on the studied literature which predicted positive outcomes, we chose Tail 1.
The significant number was:

p=0.05
It says that the difference of 5 % between the values is not significant. It results in
the statement that there is a 95% probability that the difference is significant.
Therefore, another question is “Is there a significant difference between the scores in
the tests at the beginning and the end of the research?”. The result is probability; in
statistics it is:

p <0.05
(p ... critical value; probability)

In case the number is lower, the difference between the 2 observations is substantive.
The number of students in each group must be at least 10, which was accomplished.
Our aim was to get the value of p < 0.05 to prove the results were not accidental.

Tests:

Test on computers

Terasoft 5 programme was used for testing on computers. The programme
consists of several parts concentrating on vocabulary, comprehension, and grammar.
For our purpose, the grammar part was chosen as the beginning of the school term
had started with the grammar revision. The students were asked to complete 15
sentences generated by the programme. The grammar in the sentences was based on
the students’ previous knowledge and it included:

e past simple
e present simple
e present perfect
e imperative

e should, can, must, have to
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When the test started, the students saw Czech sentences on their screens, one at
a time. Sometimes the sentences were partially translated; sometimes the complete
translation was missing. The students were offered a few expressions (or words) for
each gap; by clicking on the option, they thought to be correct, they translated all the
sentences step by step. (Appendix 3)

When the test finished, the computer showed the results immediately such as
the number of mistakes and expressions. The same test was sat at the end of the
research to see if the students made any progress in learning and how big it was.

Written test

Another test the students had to complete was the written test (Appendix 4).
They sat the same test at the beginning and the end of the research. The exercises
were based on the level of their knowledge which was A2/B1 according to Common

European Framework of Reference for Languages.

12. FORMATIVE ASSESSMENT CLASSROOM
TECHNIQUES IN LESSONS

The nine techniques described in the theory were used in 12 English lessons
and are outlined with short descriptions as follows. After each lesson, there is a
reflection from the researcher added to see what she observed. The lessons for
Classes 9.A and 9.C were performed along the same line.

Green — yellow — red cards (traffic light) were available for the students in all
lessons thus they could show whether they needed help or advice at any time.
Additionally, the cards served as the identifier that the particular student was able to
help the others. Also, cards with names for random calling-out were used in each
lesson in order to make all the students attentive. Furthermore, they were used when

the researcher needed to divide the students into pairs or groups. The other
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techniques were used unevenly depending on the performed activity; or the result
that was desired to achieve. Their frequency and usage in the lessons is shown in the

following table:

FACTs
1/2(3|4|5]6|7|8]|9|10][11]12 I;:St:ss
(total)
cards withnames |[O|O|O|O|O|O|O|O|O|O0O|O|O 12
traffic light oO/0ojo0ojoj0oj0oj0j0jO0|O|O|O 12
think-pair-share O/0|O0|O o 5
the trickiest point | O o o 3
discussion o o o o 4
ronexamples ° o | 2
3 facts and a fib o o o
exit slips OO o
brainstorming o o

Table 1: FACTs in the lessons

Lesson 1

Aim of the lesson: To introduce FACTSs called think-pair-share, the trickiest
point, and discussion.

Objectives of the lesson: Students revise the present perfect tense while think-
pair-share and analyse the lesson while the trickiest point and discussion FACTS are
used.

Anticipated problems: Students may be shy or diffident while sharing their
ideas without not only reading the rules from books or grammar charts. They can
find it problematic to express the trickiest point in the lesson.

Materials: Sheets with 20 sentences prepared by the researcher (Appendix 5),
students’ books, workbooks, grammar tables, exercise books, pens or pencils, board,

chalks.
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The FACT(s) in the lesson:

The technique called think-pair-share was introduced. The students got a piece
of paper with 20 sentences in 3 different tenses — present simple, past simple, and
present perfect simple. They were supposed to choose the ones in the present perfect
and decide about the definitions of the present perfect as well. They were allowed to
use all materials they had with them in the lesson and which they considered helpful
— their exercise books, workbooks, grammar tables.

In the beginning, they were asked to work alone. They got a few minutes to
fulfil the task. Afterwards, the second phase took place — they were divided into pairs
by the researcher who had used the cards with their names. The students discussed
their work and definitions with their partners. The last phase was about sharing. The
researcher asked one pair to read the numbers of the sentences in the present perfect.
The others had to listen carefully and in case there was a mistake according to them,
they should say, or shout “stop” and correct the pair. It worked well. Then, the pairs
should share their definitions of the present perfect with the others. (15 minutes)

There were two more FACTS used at the end of the lesson — the trickiest point
which was performed as a class discussion. The researcher asked the students about
their most difficult part of the lesson: “What was the most difficult part of the lesson
for you? Why?”. They all agreed on the definitions. The students admitted that it was
a problem to use their own words instead of reading the prepared definitions from the
books or grammar tables. They also acknowledged that they did not often understand
the rules in general although they knew them. (5 minutes)

Reflection:

In the beginning, the students had to be reminded that it was fine to use all the

materials (books, workbooks...) they had with them to complete the task. At that
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point, it was obvious that they were not used to go through the materials — the
researcher had to urge them to open the books... Some students also started to copy
the rules; without thinking much. However, it was not intentional to copy the
definitions from the books or grammar tables but to use their own words and apply
them to the sentences. This part was important for the students’ understanding of the
grammar. It often happens that the students know the rules by heart; however, they
do not understand them and are not able to work with them. The aim was to avoid
that to happen and make the students think about their reasons. Therefore, the
researcher had to guide them — in case she saw an orange or red card, she went to
them and discussed the problem. When the students were asked to work in pairs,
which were made randomly by the teacher according to the cards with names, they
were more certain, and the part was conducted with no obvious problems. The
sharing part was performed surprisingly smoothly — the students used their own
words to give the reasons for the sentences. They helped each other when some of
them got stuck. The researcher did not have to interfere much.

It was expected that the students would not be able to express their opinions
about the most problematic part of the lesson; however, the opposite was true.
Although they agreed on changing the rules into their words as the trickiest point,
they also admitted that it had been very useful for better understanding.

Lesson 2

Aim of the lesson: To use FACTs called examples and non-examples and
think-pair-share.

Objectives of the lesson: Students distinguish the present perfect simple tense
from the present simple and past simple tenses while examples and non-examples

and think-pair-share FACTSs are used.
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Anticipated problems: Students may have difficulties distinguishing examples
from non-examples while working alone.

Materials: Students’ books, exercise books, pens or pencils, board, chalks.

The FACT(s) in the lesson:

Another FACT that was introduced to the students was examples and non-
examples in connection with think-pair-share. The students worked with the text in
their students’ books (Appendix 6). First, the researcher asked the students to make 2
columns in their exercise books with the headings of ‘examples’ and ‘non-examples’.
Then, they should read the text and write the examples of the present perfect simple
in the 1t column and non-examples (meaning other tenses) in the 2" column. It was
performed as individual work. They were given about 10 minutes to do so. After that,
they were asked to work with their partners to compare the sentences and explain the
reasons why they had chosen them (in the context of the article). Finally, they shared
the sentences and also the reasons with the whole group. Each pair was asked to read
their examples and non-examples for the teacher who wrote them on the board for
everybody to see. In addition, they had to name the tenses in the non-examples’
column. (20 minutes)

Reflection:

Some students (especially the weaker ones) had problems while working
individually on the task of examples and non-examples as had been expected and
wrote fewer sentences in their exercise books. In order to that, some of them used the
opportunity of the coloured cards. That deficiency was balanced once the think-pair-
share technique was applied. The students were asked to compare their work in pairs
and explain their reasons. In addition, they should write their partner’s sentences in

order to have more examples and non-examples. The group sharing part was not
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problematic at all as the students had had time for that in the pair-discussions
beforehand. There were no problems identifying the tenses in the non-examples’
column, either.

Lesson 3

Aim of the lesson: To use FACTSs called think-pair-share and discussion.

Obijectives of the lesson: Students distinguish the present perfect simple tense
from the past simple tense while discussion and think-pair-share FACTSs are used.

Anticipated problems: Students can have difficulties in the discussion part of
the lesson as they may only describe things for no reason.

Materials: Sheets of paper with exercises (Appendix 7), audio CD, pens, or
pencils.

The FACT(s) in the lesson:

The beginning of the lesson was devoted to listening and speaking activities.
The students were supposed to listen to Ryan talking about his life experience and
tick the things he has done so far (individual work). After the 1% listening, the
students were asked to make pairs and check their ideas and discuss them. Then, the
2" listening followed. After that, they should have chosen 5 classmates and ask them
the same questions. When they finished, they sat down again and shared their
findings with the whole group. (15 minutes)

The last part of the lesson was discussion. The teacher had 2 questions for the
students:

e What have you learned today and why?

e How would you assess your today’s work in the lesson? Give reasons.

Each student had his/her space to answer. They were sitting in the circle while

talking. (10 minutes)
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Reflection:

The activity in which the think-pair-share technique was used ran smoothly.
The technique had been used in the previous lessons and the students started to be
familiar with it. The students were communicative and keen to help and give advice
to their peers. They could also use the coloured cards in case they needed to discuss
a problem with the researcher. The researcher’s role was to observe and guide them;
listen to them and possibly redirect or correct them. She was not the only person who
was explaining and helping anymore; the role was conveyed to the students.

The researcher began the discussion technique by asking the questions and the
students started to describe the lesson only. She had to prompt them to talk more, to
describe their feelings about their work: “What did you manage to do right? What
should you concentrate on more? What did you learn?”. Each student was asked to
reply — it was the most difficult for the first few of them; however, they gradually
understood the point and talked about the lesson and their participation more freely.
The students were supposed to realize that all the practice could be implemented into
their everyday lives. That realization should come from them, not from the
researcher. Although this technique took some time in the lesson, it was worth it.

Lesson 4

Aim of the lesson: To use FACTSs called think-pair-share and the trickiest
point.

Objectives of the lesson: Students distinguish present, past, and present perfect
tenses while think-pair-share and the trickiest point FACTS are used.

Anticipated problems: Students can have difficulties distinguishing between
the tenses; sometimes they may have problems in expressing their reasons why that

tense should be used in the particular sentence.
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Materials: Sheets of paper with Czech sentences prepared by the researcher
(Appendix 8), exercise books, students’ books, workbooks, grammar charts, pens, or
pencils.

The FACT(s) in the lesson:

Each student was given a sheet of paper with 20 Czech sentences and should
decide which tense it was in English. In the beginning, the students had to deal with
the sentences individually making notes. Then, they were asked to make pairs and
discuss their ideas and reasons with their partners. The researcher used the name
cards to get the students into pairs. When they finished comparing and discussing
their work, they shared their ideas with the others. During the whole activity, they
could get help from their peers or the researcher using coloured cards. (20 minutes)

At the end of the lesson, the students should say what caused them difficulties.
It was performed as a class discussion with the researcher. (5 minutes)

Reflection:

As the think-pair-share technique proved valuable in previous lessons, it was
used again. It is much easier and faster to start with the task when the students are
familiar with the technique and know what is expected from them. In addition, the
pairs are different every time and the students can discuss their ideas with several
people. They hear the same explanations but in different words, which is expected to
impress on their minds.

The trickiest point technique was supposed to give feedback to the researcher.
At this point, the students admitted that sometimes they had not been able to
determine the correct tense while working alone. In pair-work it had been much
better, however, their reasons had varied, too. In addition, they said that working

with Czech sentences had been much more difficult. These acknowledgments can be
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considered as positive signals because the students begin to think more thoroughly
about what they are being taught. Furthermore, as for the tenses it was clear that
more practice was needed in the following lessons.

Lesson 5

Aim of the lesson: To use FACTSs called three facts and a fib and exit slips.

Obijectives of the lesson: Students are knowledgeable in using present, past,
and present perfect tenses while three facts and a fib and exit slips techniques are
applied.

Anticipated problems: Students may have difficulties applying some of the
grammar rules properly and make meaningful statements.

Materials: Exercise books, pens or pencils, slips of paper with prepared
questions.

The FACT(s) in the lesson:

The technique called three facts and a fib was applied to the knowledge of the
grammar rules. The students should work in three groups of four (or three) as it was
the first time this technique was used and might have been a bit complicated for
some of them. The request from the researcher was to make three true grammar
statements and a false one in each group. She also had her statements prepared for
the students to see what is needed from them. The statements were written in Czech:

1. Cinnosti v minulém ¢ase zacaly a skoné&ily v minulosti.

2. 'V pfitomném prostém Case se u sloves ve 3. 0S. j. ¢. pouziva —(e)s.
3. Ve vétach v predptitomném c¢ase se ¢asto pouziva “yesterday”.
4

. Kdyz mluvime o zkuSenosti, pouzivame ptedptitomny cas.
Afterwards, the students were asked to prepare their statements and read them
aloud. The other groups were supposed to choose the incorrect one. They were not

allowed to use any materials to help them, only their knowledge based on previous
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learning. Again, the students could use the coloured cards to get some help or advice
from the researcher. (20 minutes)

At the end of the lesson the researcher handed in slips of paper with 2
questions:

e When (in what situations) do we use the present simple, past simple and
present perfect simple tenses?

e How would you assess your work in groups (use marks 1 — 5)? What
was good? What would you improve?

The students had to hand out the slips to the researcher while leaving the classroom.
(5 minutes)

Reflection:

It is a good idea to allow the students to work in groups when the technique of
three facts and a fib is used for the first time. The students did not find difficult the
technique itself but the statements they were supposed to make. They had to rely on
their peers’ knowledge as they were not allowed to use books or any other materials.
It was also helpful that the researcher prepared her examples for them to see how
they could approach the task. After a few minutes of arguing in groups on how to
start, the students set to work and made really good statements. They were asked to
read them for the others who should decide which of the statements was incorrect (a
fib) which they managed fine.

The technique of exit slips was used for two reasons. First, the intention was to
check the overall knowledge and how each student understood the rules without the
help of the others. Second, it was intended to find out how the students saw their
participation in the groups — how (and how much) they contributed, whether they
saw any space for improving their contribution. Most of the students assessed their

work as good (no improvements needed from their point of view); only 3 students
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admitted they could have worked harder. The students did not underestimate
themselves and their opinions were in line with the researcher.

Lesson 6

Aim of the lesson: To use FACTSs called brainstorming and exit slips.

Obijectives of the lesson: Students are able to provide a lot of examples on a
topic related to weekend activities. They can assess their work realistically (without
over- or underestimating their abilities).

Anticipated problems: Students can have problems thinking of more
sophisticated expressions (not only basic ones).

Materials: Exercise books, pens or pencils, board, chalks.

The FACT(s) in the lesson:

The brainstorming technique was used at the beginning of the lesson after the
topic was introduced. The students were supposed to brainstorm as many everyday
activities as they could, and the researcher wrote all of them on the board for
everyone to see. The emphasis was on more sophisticated expressions such as do my
hygiene routine, spend the night watching TV, make myself up, and more.
(5 minutes)

At the end of the lesson, the students had to fill in exit slips prepared by the
researcher. There were two questions:

1. How would you assess your today’s work in the lesson? Give reasons.

2. What did you do well? What should you improve?
The students were supposed to express their opinions and assess their performance in
the lesson realistically; the emphasis was on the reasons. It was important to make
them name the reasons exactly; not only write: “It was good. I don’t know exactly.”

as such reasons would be saying nothing worthwhile. (5 minutes)
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Reflection:

Brainstorming was useful for both good and weaker students. The reason for
the technique was to expand the students’ vocabulary and to practise the expressions
as students, in general, have the tendency to use a rather limited range of words.
They were able to recall more vocabulary doing this activity and integrate it into
their further practice.

The problem that occurred in the lesson according to exit slips was the 3"
person singular and omission of -(e)s. Some students kept forgetting about it. They
assessed their work while brainstorming at the beginning of the lesson positively —
the board was full of various activities and they had a lot of expressions to choose
from while talking later on. On the one hand, they thought they had been doing fine
while talking about their activities during the week. Only few students used the
coloured cards to get help from the researcher. On the other hand, they admitted they
could have had faster reactions while speaking as it had taken them a lot of time to
decide what to say. Both groups (Classes 9.A and 9.C) had similar opinions as
regards their work, however, there were some differences:

e Class 9.A — noticed mistakes in prepositions, expressions with do/go such as
do the shopping or go shopping.
e Class 9.C — noticed mistakes in articles.
Although some students were able to assess themselves and give the reasons, there
were a few of them in each group who only wrote: “My work was good. I don’t
know; maybe OK. Not good.” which was not bad as the students need time to

become accustomed to assess their work.
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Lesson 7

Aim of the lesson: To practise the 3" person singular in the present simple as
the reaction to the exit slips from Lesson 6. To use FACTSs called the trickiest point
and discussion.

Objectives of the lesson: Students practise the 3" person singular in the present
simple in dialogues and talking about their peers. They identify the most problematic
part of the activity for them. They assess their peers in the discussion.

Anticipated problems: Students may keep forgetting —(e)s in the 3™ person
singular in the present simple and may have problems while making questions. They
may be shy or diffident while assessing their peers — they may not be able to express
the positives and negatives of their peers’ work properly.

Materials: Cards with verb expressions for dialogues. (Appendix 9)

FACT(s) in the lesson:

In the 1%t part of the lesson, the concentration was on the present simple the 3™
person singular in order to reflect the information from the last lesson’s exit slips.
The researcher prepared sheets of paper with 10 activities (there were 4 options to
choose from). The students were divided into pairs by the researcher who used the
name cards for that. They were supposed to ask questions using the expressions and
make notes about their friends’ answers. They were reminded to use the coloured
cards in case of any difficulties. The whole class work followed — the students
should say what their friends did or did not do on a particular day. The emphasis was
on the 3" person singular. (15 minutes)

After that, the trickiest point and classroom discussion were held. The students
were asked to think about the most difficult part in the activity and tell the others

about it — they should be able to identify the most problematic part, name it and try to
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say what could be done to improve it. At this point, the peers were prompted to
produce their suggestions for improvements, too. Furthermore, they should tell the
others about their work with peers — what they had found positive/negative, what
could be improved alongside with possible ideas how. (10 minutes)

The activity from the beginning of the lesson was repeated in order to practice
the questions more. The students got different cards for further practice and were
divided into pairs randomly again. (15 minutes)

At the end of the lesson, another discussion followed to find out whether the
second activity had been useful. (5 minutes)

Reflection:

The activity that concentrated on the 3" person singular in the present simple
proved to be very effective. The students could remember their problems from the
previous lesson, so in this lesson, they tried hard not to make the same mistakes
which they achieved rather well.

According to the students, the trickiest point of the lesson was to make
questions correctly. Here, the peers’ help was imperative — some students were able
to explain the formation of the questions. As they did so (in the 1% discussion), the
researcher only monitored to make sure everybody could understand. The second
activity ran smoothly afterwards.

In the 2" discussion the students were keen to offer their advice regarding the
revision of the present simple (especially the questions at this point):

e write the questions from the lesson at home a few times
e say the questions several times aloud
e ask somebody from the class to check your questions

e look at the grammar revision in the book again
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They also regarded the help and explanations from their peers as valuable, more
natural, and as a positive change. The ones who took the role of teachers admitted
that they had been a bit nervous at the beginning, but they had been enjoying
themselves then.

Lesson 8

Aim of the lesson: To use a FACT called three facts and a fib.

Obijectives of the lesson: Students use the technique three facts and a fib while
working on comprehension with the text in the books.

Anticipated problems: Students can have difficulties in making grammatically
correct sentences while using the technique.

Materials: Project 4 students’ books, audio CD, pens or pencils, exercise
books.

The FACT(s) in the lesson:

The lesson was devoted to reading comprehension. The FACT called three
facts and a fib was used again. This time the students worked alone which was more
difficult. They should read the text (Appendix 10) and prepare three true sentences
and one false one for the others in order to show they understood the text. They were
not allowed to copy the exact sentences from the text but make their own.

First of all, they were asked to skim the text to get a general idea. After that,
the researcher played the CD for them — they could listen and follow the lines or only
listen and try to understand without following the text in the books. The next step
was reading for detail to prepare the sentences. The students were left with enough
time for the task. When they had the sentences ready, they discussed them with the
researcher so that no mistakes could be found there which would cause trouble in

comprehension by the others. They used the coloured cards for the researcher to see
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where her help (advice) was needed. In the end, they were divided into 3 groups by
the researcher (using cards with names). They read the sentences to the members of
their groups whose job was to decide which sentence was a “fib”. (30 minutes)

Reflection:

The students prepared good sentences. However, there were some grammar
mistakes in them (which was expected) — mainly in articles, word order, or tenses.
Especially the weaker students had the mentioned difficulties. This time the
researcher was the one who helped the students. Each student could use a yellow or
red card to show the level of a problem and could come for a quick discussion of
his/her sentences. The researcher either underlined the mistakes or wrote a number of
the mistakes the students had made. Then, the students were asked to try to correct
their sentences. It worked very well and most of the students were able to do the
corrections on their own, without another interference from the researcher. Although
the weaker students needed more help from the researcher, they managed fine — their
sentences were comprehensible.

Lesson 9

Aim of the lesson: To use FACTSs called brainstorming and exit slips.

Obijectives of the lesson: Students are able to say a lot of time expressions and
adverbs of frequency connected with the past simple and present perfect. They are
able to recollect the lesson using three or four words only.

Anticipated problems: Students can have problems deciding whether the
adverbials and time expressions belong to the past or present perfect. They also may
have difficulties summarizing the lesson in so few words.

Materials: Pens, exercise books, board, chalks.
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The FACT(s) in the lesson:

At the beginning of the lesson, the brainstorming activity took place. The
researcher made two columns on the board for the past simple and present perfect.
The students were supposed to brainstorm as many adverbs of frequency and
adverbials of time as they could. The activity was supposed to help them become
aware of and revise differences in time reference of the mentioned tenses.
(5 minutes)

At the end of the lesson there were exit slips used — this time it was the oral
version. The task was: “Summarize this lesson in three or four words.” When the
students were leaving the classroom, they had to come to the researcher one by one
and give their summaries. After that, they were allowed to leave the classroom.
(5 minutes)

Reflection:

The brainstorming activity proved that some students still had some
misunderstandings regarding both tenses. They made notes in their exercise books
and were advised to look at them at home to stick them in their minds. It showed that
more practice was needed in the following lessons.

At the end of the lesson when the exit slips were performed it was really
interesting how the students coped with the task. Some students were quick to think
of three or four words; conversely, for some students, it was difficult. However, in
the end, all of them managed. Their answers were for example: some past activities,
past and present situations, two years ago, ago is in past, past and present perfect, my

life experience...
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Lesson 10:

Aim of the lesson: To use FACTSs called three facts and a fib and think-pair-
share.

Obijectives of the lesson: Students are able to make sentences about the text in
order to show how they understand it. They are able to distinguish sentences that are
not true according to the text.

Anticipated problems: Students may have problems with grammar while
making the sentences.

Materials: Students’ books Project 4, audio CD, exercise books, pens, or
pencils.

The FACT(s) in the lesson:

The students listen to and read the story called ‘The necklace’ (Appendix 11).
They should write 3 true sentences about the story and 1 false sentence. The
sentences should not be copied from the book only; it was recommended to use their
own words while making them. After the listening, the students were asked to work
alone. They were given 15 minutes. Then, the researcher used the cards with names
in order to make pairs. The students should discuss their sentences with their peers so
that they could help each other. They were supposed to concentrate on and check the
grammar and also the content of the sentences. They could improve the sentences
with the help of their peers. The last step was sharing the sentences with the whole
group. Each student read his/her sentences and the others were supposed to decide
which one was “a fib”. (30 minutes)

Reflection:

This time the students were the ones who were in charge to check the sentences

and they did their part very well. Indeed, some minor mistakes occurred (missing
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articles, word order); however, they were not so big to make the sentences
incomprehensible. In this respect, the pair-work functioned perfectly. The students
also had the red — yellow — green cards at hand. They could use them in case they
were not sure while making and, by extension, checking the sentences.

It was also obvious that the students started to get used to the techniques. They
knew what was expected from them — the work was based on co-operation and
giving advice; not only saying “Change this. Rewrite that.” without any further
explanations or reasons why.

Lesson 11:

Aim of the lesson: To use FACTSs called examples and non-examples.

Obijectives of the lesson: Students are able to find adjectives that can be
changed into nouns from the text.

Anticipated problems: Students may have problems finding all adjectives in the
text.

Materials: Students’ books Project 4 p. 24, exercise books, pens or pencils,
board, chalks.

The FACT(s) in the lesson:

The teacher writes ‘Adjectives’ on the board. She explains that on the left side
there are adjectives that can be changed into nouns (examples) and on the right
adjectives that cannot be changed like that (non-examples). She gives one example
for everybody to understand: famous — fame (example), new (non-example). There
are more of those in the text ‘Fame’ (Appendix 10). The students are supposed to
find more examples and non-examples in the text and write them in their exercise
books. They work individually; however, they can use the red — yellow — green cards

if they need some help or are unsure and need to discuss their choices with the
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teacher or peers. The researcher asked the students to say their examples and non-
examples from the text and wrote them on the board. For calling out the students’
names she used the cards with names. (15 minutes)

Reflection:

It was expected that the students may have problems dividing the adjectives
from the text into correct columns correctly. However, they managed well. Several
students wanted to discuss their choices to be sure. In order to that, they changed the
colour of their cards from green to yellow and the researcher came with advice.
Therefore, when the checking part started, everything was fine.

Lesson 12:

Aim of the lesson: To use the FACT called discussion in order to assess the
work during the lesson.

Obijectives of the lesson: Students are able to talk about the reasons for doing
the activities.

Anticipated problems: Students may have problems identifying the reasons for
the activities properly.

Materials: Games, counters, dice.

The FACT(s) in the lesson:

The whole lesson was devoted to two board games (Appendix 12). The
students were supposed to revise their knowledge of past simple and present perfect
tenses while playing. They were advised to use the coloured cards if they needed
some help from the researcher. Another FACT used was discussion which took place
at the end of the lesson. The questions for the whole group discussion were (10
minutes):

e Why have we revised past simple and present perfect tenses this lesson
again?

70



e What was difficult for you? How could you improve it?

Reflection:

The discussion at the end of the lesson was effective. It was good to hear that
the students were able to understand what the revision had served for. Additionally,
they emphasized their weakest points very well. The whole activity was worthwhile.
The answers to the first question were for example: “To remind us the grammar. We
could see the tenses in different situations. To know how to answer questions. To
make questions and answers. To talk about past activities and experiences.”. The
answers to the second question were for example: “Sometimes questions. I didn’t
know the tense but my friend helped me. Sometimes I forgot to change the verb.”.
The pieces of advice for improvements: “We can play more often. We can write
some examples in our exercise-books. I should look at irregular verbs again.” There
were also a few students with no problems. They were the ones whose knowledge of

English was on a higher level due to additional English courses, films, and so on.

13. RESEARCH RESULTS AND COMMENTS

The results of the research were evaluated and commented on. All collected
data was written into tables together with the calculations; information from the

observations was commented on, too.

13.1 Results of qualitative research

The qualitative research consisted of two research methods: questionnaires and
observations. They both proved valuable in obtaining the necessary information in
the evaluation of the techniques and methods that were part of the research. The
questionnaires served the purpose of finding out what the students’ opinions on the

implementation of FACTSs in the lessons were. The observations from the teacher
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were to illustrate and supplement the findings. They are written as a reflection after
each lesson.

Questionnaire 1 (Appendix 1) was filled in before and after the research. It was
supposed to ascertain whether the students noticed the differences between the work

in the lessons before and during the research. The total number of answers is shown

in Tables 2 and 3.
. never sometimes often always
question 9.A 9.C 9.A 9.C 9.A 9.C 9.A 9.C
1 0 0 4 2 6 6 3 3
2 0 0 8 9 5 2 0 0
3 0 0 3 0 6 10 4 1
4 1 1 12 9 0 1 0 0
5 3 3 6 4 4 4 0 0
6 3 2 7 7 3 2 0 0
7 2 0 5 5 6 4 0 2
8 0 0 0 0 3 5 10 6
9 9 6 4 5 0 0 0 0

Table 2: Questionnaire 1 (before the research)

. never sometimes often always
uestion ™o " T oc | 9A | 9c | 9A | 9Cc | 9A | oc
1 0 0 0 1 3 2 10 8
2 0 0 0 2 7 6 6 3
3 0 0 1 0 8 7 4 4
4 0 0 3 3 10 8 0 0
5 0 0 0 1 6 4 7 6
6 0 0 8 7 5 4 0 0
7 0 0 0 1 9 6 0 4
8 0 0 0 0 3 4 10 7
9 0 0 5 5 8 6 0 0

Table 3: Questionnaire 1 (after the research)

From the above tables, it is clear there was a shift in the students’ opinions on
the proceedings in the lessons. They started to pay more attention to the lessons.
Both groups noticed there was more emphasis on explanations of what was going to
be taught, why, their understanding, cooperation, peer- and self-assessment. As the

biggest shift can be considered Question 9 — in the questionnaire before the research
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it is shown that most of them had never used self-assessment tools; some students
even wrote that they had no idea what they were. Conversely, four weeks later they
sometimes (or often) used self-assessment. They mentioned exit slips, discussions,
and the trickiest point, the FACTSs used in the lessons, to answer Question 10 (“What
kind of self-assessment do you use? ”); this can be considered as a good start because
at the beginning of the research they had no idea what ‘self-assessment’ was.

After the 12 lessons of the research, Questionnaire 2 was filled in. The purpose
was to know the students’ opinions concerning the FACTs that had been used, which
assessment they saw the most and the least beneficial, and whether they preferred the

traditional (or old) type of assessment to the new one.

. 1 2 3 averages
technique
9.A 9.C 9.A 9.C 9.A 9.C 9.A 9.C

brainstorming 8 6 5 3 0 2 1,38 | 1,64
discussions 6 5 5 5 2 1 1,69 | 1,64
exit slips 3 2 7 6 3 3 2,00 | 2,09
examples and 9 7 3 2 1 2 | 138|155
non-examples
think-pair-share 8 8 5 3 0 0 1,38 | 1,27
traffic light 6 6 7 4 0 1 1,54 | 1,55
three facts and a 4 5 5 3 4 3 200 | 1,82
fib
the trickiest point 7 6 4 2 2 3 1,62 | 1,73
random name 4 3 6 6 3 2 | 192 | 19
picking

Table 4: Questionnaire 2 — evaluation of the FACTs

Table 4 shows how the students see the FACTSs that were performed in their
lessons. According to the questionnaire, they were supposed to circle numbers 1 — 5
as if marking somebody’s work (1 — the best, 5 — the worst). The FACTs chosen by
the teacher can be considered as successful with the students as they did not use
marks 4 or 5 at all, hence, these columns are missing. Moreover, the positive
acknowledgement by the students can be seen in the last two columns with averages.

For Class 9.A the most beneficial FACTs were brainstorming, examples and non-
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examples and think-pair-share. For Class 9.C it was think-pair-share. These FACTs
are highlighted blue in Table 4. The evaluation of the random name picking comes as
a surprise because in the theory (and also the practice based on “The Classroom
Experiment” by Dylan Wiliam) this technique takes some time for the students to
adjust; they may not like it in the beginning.

From the researcher’s point of view, all nine FACTs proved to be valuable in
the English lessons. They were chosen with respect to the students of both groups
and the choice proved to be well-considered. Each of the techniques had something
different to offer. Random name picking avoided the inactivity of some students,
enhanced attentiveness, and participation. Traffic light was useful to show the
researcher how the students understood the task and where her help (or peers’ help)
was needed without any obvious attention to the particular student. Discussions, exit
slips and the trickiest point were important for realising what had been learnt in the
lessons and also for explanations. They served as a good source of information
(feedback) for the researcher and students. Furthermore, discussions developed
communication. Brainstorming and examples and non-examples were performed to
perceive how wide the range of vocabulary the students had and how good their
grammar knowledge was. The techniques also enhance autonomy as the students
have to rely on their knowledge.

To include three facts and a fib was challenging because | was not sure how
the students would cope with the technique. When it was used for the first time, the
grammar revision was chosen to see whether the students understood and
remembered the rules. They were left to work in groups to make it easier for them.

Despite the initial discussions in the groups, the students set to work and cooperated
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very well. The technique was applied two more times and proved valuable. The
technique evolved the students’ performance in general.

The technique | consider the most essential to include in the lessons is think —
pair — share. As the students work alone, in pairs, and then share their findings
(explanations and so on) with the others seemed beneficial. When it was used for the
first time, the students were a bit unsure about what to say and how to cooperate.
However, in the following lessons, they had no problems and the initial uncertainty
disappeared. From the researcher’s point of view, the technique is universal as it
evolves communication, effort, autonomy, and students’ performance in general.

Tables 5 and 6 show the students’ assessment preferences. As the most useful
assessment is still considered the one from the teacher and the least useful is self-
assessment. This is not surprising because it is needed to have in mind that the
students are used to that type of assessment. The teacher had been the chief
knowledge transmitter — advisor and helper — for long. It is not easy to change the

established routines so quickly; it takes more time.

the most useful 9.A 9.C
assessment

self-assessment 2 1
peer-assessment 5 3
from the teacher 6 7

Table 5: The most useful assessment

the least useful 9A 9.C
assessment

self-assessment 8 7
peer-assessment 5 4
from the teacher 0 0

Table 6: The least useful assessment

The findings from the last two questions (“I like the original assessment more
because...” and “I like the new assessment more because...””) are commented as

follows. The students were asked to read both questions carefully and skip the one
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which was not preferred. They could choose more options that justified their
feelings. All the students except one (from both groups) provided no answers to
question 4. The mentioned student wrote that the old assessment had been boring and

not interactive. Question 5 is exported into Table 7 supplemented with Graph 1.

OPTIONS 9.A 9.C
| got used to it quickly. 13 11
| know where | make mistakes. 11 10
| know what | do well. 8 7
| know what to improve. 9 7
It motivates me. 5 3
| can participate in it. 10 8

Table 7: Students’ reasons for formative assessment

14
12
10
8
6
4
2
0
| got used | know | know | know | can
to it where | what | do what to motlvates participate
quickly. make well. improve. me. in it.
mistakes.
H9.A 13 11 8 9 5 10
M9.C 11 10 7 7 3 8

Graph 1: Students’ reasons for formative assessment

According to the table and graph, it is clear that all students got used to the
formative assessment quickly and they started to see where they made mistakes. The
students also acknowledged that participation in the lessons was promoted.
Conversely, the role of motivation was still rather low. Still, they did not perceive

connections between learning and motivation.
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13.2 Results of quantitative research

Summing up, all the students made progress provided that we take into account
the differences in scores between both tests (written and computer). The maximum
score in the written test was 50 points, there was no maximum score in the computer
test as the sentences were generated by the programme and neither the researcher nor
the students could influence the number of expressions that were supposed to be
completed.

In the written Test 1 (at the beginning) both groups (9.A, 9.C) did not perform
well. The scores were much lower than was expected. There could have been two
reasons for that — the students were not motivated enough to make an effort or their
understanding was on a low level so that they were not able to perform better even if
they intended to. Although Class 9.A was considered as better learners (from the
researcher’s previous experience), their scores were much lower in comparison with
Class 9.C who showed higher accountability in that respect. Further to that, in Class
9.A the students who are highlighted pink in the table failed to meet expectations
even more — such low scores were not typical for them at all. The student A012 did
not even complete the whole test. Conversely, the scores of the students from Class
9.C were higher than had been expected.

In Test 2 (at the end) the students performed much better. In Class 9.C there
were 6 students whose scores were 40 and more out of 50 points; besides, there were
2 students who had 39 and 38 points. Suppose, we take into consideration that there
are only 11 students in the group, the results are really good. Class 9.A also made a
progress. It was not so big — there was only 1 student with more than 40 points and
one who was nearly there. However, this time 8 students achieved 30 and more

points which can be considered a success comparing to the scores in Test 1. Further
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to that, it is necessary to remark that the pink highlighted students improved a big

deal in Test 2.
Student's code Test 1 Test 2 Variance | Variancein %
A001 21 30 +9 18 %
A002 12 34 +22 44 %
A003 13 33 +20 40 %
A004 10 27 +17 34 %
A005 28 39 +11 22 %
A006 10 17 +7 14 %
A007 35 43 +8 16 %
A008 29 33 +4 8%
A009 26 32 +6 12%
A010 20 32 +12 24 %
AO11 18 34 +16 32%
A012 8 28 +20 40 %
A013 14 20 +6 12 %
t-test 6,14271E-06
Table 8: Written tests Class 9.A
Student's code Test 1 Test 2 Variance | Variancein %
€001 44 48 +4 8%
C002 35 47 +12 24 %
C003 37 42 +5 10 %
C004 13 23 +10 20 %
C005 31 39 +8 16 %
C006 32 40 +8 16 %
C0o07 16 25 +9 18 %
C008 22 33 +11 22 %
C009 25 38 +13 26 %
co10 30 42 +12 24 %
Co11 37 46 +9 18 %
t-test 4,41789E-07

Table 9: Written tests Class 9.C

In the computer tests, the differences between both groups were not so obvious.
The test was easier for them because the students always had several options to
choose from. Although there was a time limit for each expression, it was long
enough to make correct decisions. The results show that the students improved their

knowledge as they made fewer mistakes in Test 2 (at the end).
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Student's code Test 1 TESt ! Test 2 Test 2

expressions mistakes expressions mistakes
A001 33 13 34 5
A002 34 5 32 2
A003 36 8 32 5
A004 35 10 36 7
A005 30 5 32 2
A006 34 11 33 8
A007 31 6 33 2
A008 34 8 36 3
A009 30 4 26 1
A010 34 8 37 4
A011 32 7 34 4
A012 33 9 27 2
AO013 31 20 31 14
t-test 7,25296E-07

Table 10: Computer tests Class 9.A

Student's code Test 1 Test ! Test 2 TGSt 2

expressions mistakes expressions mistakes
Coo1 34 2 36 0
C002 30 6 36 4
€003 33 2 30 1
€004 34 21 39 15
C005 25 9 34 5
C006 32 8 32 2
C007 33 10 32 6
C008 26 4 30 3
C009 32 4 35 4
Cco10 35 11 35 4
Cco11 38 2 29 0
t-test 0,000595047

Table 11: Computer tests Class 9.C

The student’s pair t-test was used to find out whether there is a significant

difference between the scores in the tests. To prove that, the p number should be
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lower than 0.05. In each table, there is a value of p highlighted in dark grey. In all
cases, it is much smaller. In order to the aforementioned calculations, we can claim
that there is a statistically important difference between the values. We have an
extremely low probability that the data is random and extremely high confidence that
the data is significantly different.

In Tables 12 and 13, the results from the computer tests are converted into
percentages for better clarity. In the variance column, it is shown how much the

students improved in the second test.

Student's code Testd Test2 Variance
success rate | success rate
A001 61 % 85 % 25%
A002 85 % 94 % 8%
A003 78 % 84 % 7%
A004 71% 81 % 9 %
A005 83 % 94 % 10 %
A006 68 % 76 % 8%
A007 81% 94 % 13 %
A008 76 % 92 % 15 %
A009 87 % 96 % 9%
A010 76 % 89 % 13 %
A011 78 % 88 % 10 %
A012 73 % 93 % 20 %
A013 35% 55 % 19 %

Table 12: Class 9.A results
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student's code suc-lc-zzz iate suczzz iate Variance
C001 94 % 100 % 6 %
C002 80 % 89 % 9 %
C003 94 % 97 % 3%
C004 38% 62 % 23 %
C005 64 % 85 % 21%
C006 75 % 94 % 19 %
€007 70 % 81 % 12 %
€008 85 % 90 % 5%
C009 88 % 89 % 1%
co10 69 % 89 % 20 %
C011 95 % 100 % 5%

Table 13: Class 9.C results
13.3 Research summary

At the beginning of the research the students were acquainted with the changes
there were going to take place. Furthermore, it was decided that in case they liked the
new methods, approaches, and techniques, the lessons would be performed in the
same way onward.

The students made a progress throughout the research in communication,
cooperation, efforts, and autonomy. Their performance in lessons improved in
general. It is necessary to submit that there was no special preparation for the tests
which is also evident from the description of the 12 lessons that took place between
the tests. The lessons concentrated on the general revision with the implementation
of the FACTSs. However, the revision was not aimed at the specific exercises in order
to achieve better results in the second tests. It was desired that the students started to
be more motivated and engage themselves in the process of learning — not only in the
lessons but also outside the school environment. From that point, it functioned well

and proved that the time was not wasted or misused.
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14. RECOMMENDATIONS

It is possible to suggest several recommendations with the respect to the
studied literature and attainments from the research as it is written in the following
paragrahps.

It is advised to move forward slowly. Smaller changes, especially in the
beginning, are of greater value than the big ones that are not thought through
thoroughly.

It is recommended to plan everything well for students’ benefits. Let us
remember that all changes must be integrated successively as they take time to settle
and get used to. Teachers are the ones who help their students on their way to possess
their learning and as a result to become autonomous. Additionally, let us bear in
mind that students create their learning with the support of their teachers (Wiliam
and Leah 2016, 192). Although it is a long way to go for students, given proper
assistance, they have good prospects in their future lives.

As the techniques can be applied universally, their usage in the lessons can be
changed or adapted. The ways, the FACTs were used in the lessons of Classes 9,
may not be working in lower classes or with different groups of students. It is the
teacher who knows his/her students well and can make the needed adjustments to
achieve the best outcomes. It is also advisable to change the FACTs and methods to
prevent boredom in lessons.

The teacher should not be discouraged by the early troubles that may appear. It
may happen that techniques, methods, and strategies do not proceed as it is expected
or desired. Students’ reactions may feel dissuasive, too. The teacher should persist in
his/her efforts which will prove worthwhile in the end. In general students’ views can

differ from the teachers’ a lot. The teacher may think that the changes he/she has
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made so far are radical and helpful, but the students may have opposite opinions.

Therefore, some students will need more time to adjust than others.

15. DISCUSSION

The fact that the researcher worked as a full-time teacher at the particular
school influenced the contents and topic of the diploma thesis, and also the
formulation of the research questions. Moreover, the formative assessment was not
implemented in the lessons so far. It offered a good opportunity to research the
functionality and role of the formative assessment methods, strategies, and
techniques in English lessons at the school.

It was ascertained that FACTs and methods chosen by the researcher and
implemented into the lessons in Classes 9 were worthwhile for the researcher and
students, too. The students started to be more interested and communicative in the
lessons. They also found that peer-assessment had its advantages such as helping
each other with explanations.

Although there was no special preparation for the tests, the students’ results
considerably improved. That can be attributed to more learning and effort not only in
the lessons but also at home. At this point, a caveat can be raised against the
mentioned claim — there might have been other factors that could have influenced the
results, or the fact that the FACTs used were of no (or low) importance. However, in
all lessons the emphasis was on working with the FACTs and methods to show the
students the way for improvement and that their effort would pay off. Additionally,
there was not enough time in the lessons such thorough revision to achieve such
good results in tests. Without additional work at home, it would not work that well.
Furthermore, it is obvious from the lessons that the researcher’s role was decreased

for the benefits of peer- and self-assessment.
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During the research, there was the direction of further research thought
through. Considering the fact there are 3 suggestions introduced as follows.

First, it would be interesting to find whether the same FACTs and methods
could be applied in classes 6 to 8 as well. Or whether they should be changed or
adjusted (and how much). According to the literature, the formative assessment and
FACTSs can be used across all years of studies (Wiliam and Leahy 2016, 8). Thereby,
factors concerning students’ ages and language abilities could be included and
compared.

Secondly, we could apply the same experiment to 2 groups of students of the
same age. In one group, the FACTSs and strategies could be applied and in the second
group, there would be no changes in lessons. How would the results change? Would
there be big differences between the tested groups?

The last suggestion could be applied to a long-term experiment (at least half of
the term). From my point of view, it would be the most valuable and interesting one.
In Questionnaire 2 there were quite a lot of students who still regarded the teacher’s
assessment as the most helpful comparing to self- and peer-assessment. Suppose the
experiment was performed for a longer period of time, this attitude could change for
the benefit of the ‘now’ underscored type(s). Would the teacher’s assessment become

less important for the students and put aside?
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CONCLUSION

The aim of the diploma thesis was to evaluate the role of formative assessment
in lower-secondary English lessons, use of various tools, strategies, and methods, and
verify their functionality in reality. In order to that, three research questions were
formulated: (1) How do the students evaluate the implementation of formative
assessment in English lessons? (2) Do formative assessment techniques chosen by
the researcher promote the students’ performance, understanding, and autonomy in
English lessons? (3) Which techniques are considered more effective for the students
from the researcher’s point of view?

With the respect to the research questions, the aim of the thesis is considered to
be fulfilled. The students’ opinions about the formative assessment techniques,
methods, and strategies were positive — they enjoyed the lessons more. Even the less
communicative students started to participate as their worries (sometimes boredom
or reluctance to cooperate) were moderated by the different approach. The FACTs
chosen by the researcher were effective and considered successful by the students,
too. Nevertheless, the researcher had an advantage at this point because she had
known the students for a long time. In this respect, she was able to choose the
FACTSs that would suit both groups well.

The research acknowledged that the students would become more active, start
communicating with each other (not only with the teacher) better, find new ways in
learning from discussions and explanations from their peers. They would think more
deeply about what they were learning and why — that the learning at school was
connected with the outside world; the reality which all of us deal with every day.

All in all, it can be concluded that formative assessment is never too late to

start with. It is recommended to use across all ages (Wiliam and Leahy 2016, 8).
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Even the students at their last school year evaluated the whole research as beneficial
for them. Moreover, they all agreed to carry on in the lessons the same way they had

been set during the research and not to return to the previous approach.
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Appendix 1:

QUESTIONNAIRE 1 - FEEDBACK TO THE TEACHER: (vyberte jen 1 moznost)

1.

10.

Rik4 vam ugitel(ka), co je cilem hodiny (tydne) — tedy to, co se budete ugit?

nikdy — n¢kdy — ¢asto — vzdy

. Pta se ucitelka na konci hodiny, co jste se naucili a proc jste se to ucili?

nikdy — n¢kdy — ¢asto — vzdy

Pfi hodnoceni své prace — dostanete od ucitele komentér, ktery vam pomuze se
zlepsit (chapete z néj, co se mate ucit, aby to priste bylo lepsi)?

nikdy — n¢kdy — asto — vzdy

Davate zpétnou vazbu spoluzdkovi — mate moznost okomentovat jeho praci?

nikdy — né¢kdy — ¢asto — vzdy

Kdyz pracujete ve dvojicich nebo skupinach — vysvétlujete si latku navzajem?

nikdy — né¢kdy — ¢asto — vzdy

Porovnavate prace, abyste védéli, jak ma vypadat dobie vypracovany tikol?

nikdy — n¢kdy — casto — vzdy

Probirate spravna feseni zadanych ukoll a diivody, pro¢ tomu tak je ve skupinach
nebo dvojicich — mate moznost si takto pomahat mezi sebou?

nikdy — n¢kdy — ¢asto — vzdy

Probirate spravna feSeni zadanych tikoli a divody, pro¢ tomu tak je s ucitelem?

nikdy — né¢kdy — ¢asto — vzdy

Pouzivate néktery z nastroji sebehodnoceni, abyste méli ptehled o svém pokroku?

nikdy — né¢kdy — ¢asto — vzdy

Pokud jste v ptechozi otazce odpovédéli nékdy, ¢asto nebo vidy, tak napiste

které:
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Appendix 2:

QUESTIONNAIRE 2:
1. Hodnoceni technik (zakrouzkuj pouze jedno ¢islo u kazdé techniky podle toho,

jak se ti libila: 1 vyborné hodnoceni; 5 nejhorsi hodnoceni):

a.

b.

brainstormingl-2-3-4-5

diskuse (discussions) 1 -2 -3-4-5

propustky (exitslips) 1—-2-3-4-5

tvorba spravnych a nespravnych piiklada k tématu (examples and non-
examples)1-2-3-4-5

premyslej nad odpovédi — udé€lej s nékym dvojici — podél se o své myslenky
(think — pair —share) 1 -2-3-4-5

Cervené — Zluté — zelené Kkarty (red — yellow — green cards) 1 -2-3 -4 -5

tii pravdy a jedny lez (three factsand afib) 1 -2-3-4-5

nejslozitéjsi ¢ast (the trickiest point) 1 -2 -3 -4-5

nahodné vyvolavani (random name picking) 1-2-3-4-5

2. Jaké hodnoceni povaZzuji pro sebe jako nejvice prospésné? (zakrouzkuj 1 moznost)

a.

b.

C.

sebehodnoceni
hodnoceni od spoluzakii

hodnoceni od uditele

3. Jaké hodnoceni povazuji pro sebe jako nejméné prospésné? (zakrouzkuj 1

moznost)

a.

b.

C.

sebehodnoceni
hodnoceni od spoluzéaki

hodnoceni od uditele



4. Vice se mi libi ptivodni hodnoceni, protoze: (mtzes vybrat vice moznosti)

g.

jsem na toto hodnoceni zvykly
vim, v ¢em chybuji

vim, co mi jde dobie

vim, v ¢em se mam zlepsit
motivuje mé, abych se vice snazil
mohu se na ném podilet

JINY NAZOT: ..o

5. Vice se mi libi nové hodnoceni, protoze: (muize$ vybrat vice moznosti)

a.

b.

rychle jsem si na toto hodnoceni zvykl
vim, v ¢em chybuji

vim, co mi jde dobie

vim, v ¢em se mam zlepsit

motivuje m¢, abych se vice snazil
mohu se na ném podilet

JINY NAZOT: ..o
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Appendix 3: Terasoft 5 thumbnails.

PreloZte: Petra pravé ode3la nakupovat

shopping.

Vyberte sprévny viraz:

Prelozte: Zacala pracovat v 9 hodin

- work at 9 o'clock.

Vyberte sprévny vjraz:

Did

Does

Did start
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Appendix 4: Written test
Exercises taken from:
Oxford University Press. 2016. “Project 3, 4th edition tests”. Accessed from
http://oup.com/elt/project_tests. Unit test 6, exercise 2.
Hutchinson, Tom and James Gault. 2008. Project: teacher's book 3. 3rd ed. Oxford:

Oxford University Press. Oxford English, p. 136/2; 142/3, 4; 146/1, 2.

1. Read the text and complete the sentences:

High Street Help

What do you do when you wake up and you don’t feel well? You’ve got a sore
throat and a headache. You feel sick and you can’t go to school. Well, you don’t
always have to go to the doctor for help. First, you should visit your local chemist.
You can go to them and ask for advice. Chemists will listen to you and suggest what
pain Killers or medicine you should take. They can tell you if you should stay at
home or if you should see a doctor. They sell all kinds of painkillers and medicine so
they should have something that you need.

Chemists don’t only sell medicines. They also sell products such as shampoo,
soap and perfume. They sometimes have a notice board on the wall where you can
read notices about local exercise classes and clubs. We all know that we should eat
healthy food and that we should exercise regularly, but we don’t always do it!

Most chemists are open from Monday to Saturday from nine in the morning
until 5.30 in the afternoon. They sometimes close for lunch from one until two, and
in small towns they often close for one afternoon a week. But there’s always a
chemist open in your area. Phone 098 558723 to find out which chemist in your area
is open in the evening and on Sunday. Or you can look at the list in your chemist’s
shop window.

Chemists are qualified professionals. They can give you professional advice
and save you a trip to the doctor. However, they aren’t doctors and if a baby is ill, or

you have a serious health problem, you must call your doctor immediately.
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They can tell you if you Should ..........ccooeiieiiieii e

I

Chemists sell medicines and other things liKe...........cccccooveviieve i

Some chemists NAVE NOTICES ADOUL ........eeeeeeeeee e

13

d. After 5.30 in the afternoon, most ChemistS are..........ccocevvvveieie i
e. Sometimes chemists ClOSE fOr ONE.........cceveiiiiiiiiiee e
f. If you need a chemist on Sunday, 100K ...........ccooeiiiiiiiiiici e,
g. You must see a doctor if your health...........ccccoevviiiiiiiic e,
2. Write the short answers to these questions:
a. Have you ever caught @ fiSh? NO,.......cooeiiiiiiii e
b. Should we eat more vegetables? YES, ......ccoevveiiiieieee e
c. Do the students have to do their ROmework? Yes, ......ccocevvverenineienesieieiennn
d. Must We SING thiS SONQ? YES, ...cueiiiiiiiieierierie et
e. Must we watch this film? NO, .....ccooviiii e

f.  Has Miss White marked our teSt Yet? YES, .....cccccveveiieeiieieciese e,

3. Complete the sentences with the correct form of the verbs in brackets.

Today Victor ................. (be) very excited. He .................. (not be) on
television before, but later today his family and his friends ...........................
(see) him on TV in their own homes. His invitation ........................ (come) last
week and he ...................... (look) at it right now. It ...................... (lie) on
the desk in front of him. How ......................... .. (get) this invitation? Two
months ago he ......................... (watch) a children’s TV show when he
.......................... (hear) the announcer talk about a competition. The TV show
.................... (want) children to send a letter saying why they would like to meet
Bob Geldof. Victor ...t (write) them a letter saying he likes Bob
because he ..................lll (do) so many things for children in Africa. He
............................. (not think) he would win, so when the invitation
......................... (drop) through his letter box, he ............................ (cry)

with happiness.

4.  Make sentences and questions with these words:

a.  won—my — just — sister —has —a COmMpPEetition..........cccccceeevie e
b.  never —have — we — visited — Madame TuSSaUS...........cceoerererererininiseees
C.  run—amarathon — ever — You — have? ...
d.  before — DVD — that — haven’t — S€eN —they .......ccccevieiieiiiie e,
e.  countries — visited — you — have — WhiCh?...........ccocoiiiii
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5. Correct the verbs in the sentences:

a. | have to make Karate on Fridays. .........cccooiveiiiiieiieie e
b.  She beat the tennis match against her friend. .........ccccccovviieiieniniiie e,
c. | wentto the cinema to look a film last night. ............cccooveiiiii i,
d.  We’re going to do football tOMOITOW. .....cccveivviieiieriicieseeie e
e. Itisreally stupid to walk CIQarettes. .........ccooviiiiiiiiieeeee e

6. A detective is asking a witness questions. Write the questions.

B. e We were walking in the park.
D, ——— I saw a man with a gun.

Co e A dark coat and a big hat.

O He ran into the cafe.

B e He was tall and fat.
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Appendix 5: Sentences for the revision of the present perfect tense prepared by

the teacher (Lesson 1).

© ©° N o gk~ w DN

I N = A S N T T = e
© © © N o g k~ w NN = O

He is often sad.

He has known her since she moved here from Prague.

Did you meet her sister at the wedding?

They don’t often visit their great grandparents.

I’m not hungry. I’ve just eaten a cucumber sandwich.

His brother has looked much older since the operation last year.
He plays the violin very well.

Judy has lost her keys. She can’t find them anywhere.

Does he need it?

Where did he find his umbrella? — At the supermarket.

We read the instructions, but we didn’t understand anything.
His parents haven’t had much free time recently.

Have you spent all your money on that dress?

Sarah could read and write when she was five.

My sister has never received such a beautiful birthday present.
We met a lot of interesting people in Italy in summer.

I have always liked his hairstyle.

My classmates always do their homework at home.

Our niece didn’t go shopping with us at the weekend.

They never travel in autumn because of the bad weather.
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Appendix 6: Stuntdoubles (Lesson 2)

The text is taken from Project 4: student’s book, 4% edition, Hutchinson et al.,

2014, p. 20.

4 SIA DLW Uldl AlYeEia IvViRny! Tad uulie

Have you ever done anything really dangerous? Have
you fallen off a bridge? Have you walked through a fire?
Rick English and Angela Meryl have. You've probably
never heard of Rick or Angela, but you've seen them
when you've watched a film at the cinema or on a DVD.
They've been in a lot of famous films, including Kill

Bill, Pirates of the Caribbean, Casino Royale and the
Harry Potter films. You haven't heard of them, because
they're stunt doubles. Most film stars don’t want to do
dangerous things in films, so stunt doubles do them.
Rick and Angela have been stunt doubles for some of
the biggest movie stars.

They've done a lot of very dangerous stunts. Rick has
driven cars through walls and into rivers. Angela has
fallen off bridges, high buildings and motorbikes. She's
also fallen out of windows and cars. Stunts look good in
films, but they can be very dangerous. In 2002, Angela

e T —

5 the most expensive stunt ever
6 two injuries

fell through a glass table in the film Kill Bill. The glass
cut her hand very badly and she ended up in hospital.
Probably the most dangerous stunt ever was in the
film Cliffhanger. The stuntman, Simon Crane, climbed
from one aeroplane to another, while they were flying
at nearly five thousand metres. That was also the most
expensive stunt ever. Simon got a million dollars for it.
‘Danger is part of our life,’ says stuntman Frank
Street. ‘A lot of stunt doubles have died and most
of them have been in hospital several times. In fact,
I've just come out of hospital myself. | broke my arm
when | jumped out of a helicopter last week.’ Because
stunts are so dangerous and expensive, film directors
have started to use CGI (Computer Generated
Imagery) instead. It's safer and cheaper. So, in the
future, there probably won't be any stunt doubles.

L
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Appendix 7: Exercises for Lesson 3
The exercise is taken from:
Soars, Liz and John Soars. 2000. New headway English course: student's book.
Oxford: Oxford University Press, p. 108/1.
Listen to Ryan talking about his life. Tick the things he has done.

Ryan Student

live in a foreign country ...
work for a big company ...
stay in an expensive hotel ... L
flyinajumbojet .. L
cook a meal for 10 or more people ... ...
meet a famous person ...

see a play by Shakespeare ... ...

driveatractor

© ©° N o g k~ w DN E

be to hospital L Ll

10. win a competition ... L
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Appendix 8: Sentences for the revision of present, past and present perfect
tenses (Lesson 4) — prepared by the teacher.
1.  Bydli tady cely sviij Zivot. (oni)
2. Na své zahrad¢ péstuji hodné zeleniny.
3. Jejich rodice v 1ét¢€ navstivili mnoho hradi.
4,  Jesté jsem to nezkusil.
5. Odjel do Londyna.
6.  Jane vCera nevolala do banky.
7. Moji kamaréadi se s tebou nechté&ji setkat.
8.  Jeste jsem necetl jeho knihu.
9.  Nas skolni rok nezac¢ina v srpnu, ale v zafi.
10. Don piijel v 10 hodin.
11. Jeji rodice jsou spolu 30 let.
12.  Jeji balicek pitisel v patek.
13. O vikendu vzdycky jezdime na chatu.
14. Kdy jste rano vstavali?
15. Tento film jsem jesté nevidél.
16. Uz jsem ten dort upekl.
17. Natom vecirku jsme nevidéli Petra. Nebyl tam.
18. Jsou destné pralesy dileZzité pro naSe klima?
19. Obchod otvira v 9 hodin.

20. Zrovna jsem nasel tvé klice.
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Appendix 9: Verb expressions for dialogues (Lesson 7) — prepared by the

teacher.

. wake up
. oversleep
how often — oversleep

put on glasses

1

2

3

4

5. how — go to school
6. take ataxi

7. do housechores

8. play outside

9. what — for breakfast

10. when — go for lunch

have a sleep in the afternoon
go for a walk

when — have a shower

eat your lunch at home
sweep the floor

how often — water the plants
iron your clothes

change the sheets

© ©o N o g b~ w DD

get up early
10. go fishing

1.

. have a rest

© 00 N o O B~ W DN

make a meal

. when — come home from school
. dry the dishes

. have a bath

. wash your hair

. have dreams when you sleep

. when — go to bed

. dust the furniture in your room

10. how often — clean your room

© 00 N o o B~ w N e

. have a nap in the afternoon

. wash the dishes

. when — take a shower

. set the alarm clock in the evening
. go to sleep

. clean up

. make your bed in the morning

. toast bread in the morning

. when — load the dishwasher

10. go mushrooming
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Appendix 10: Fame (Lessons 8 and 11)
The text is taken from Project 4: student’s book, 4" edition, Hutchinson et al.,

2014, p. 24.

2 What does he like about being famous?
3 What doesn't he like?

4 What does he do now?

5 What does he want to do in the future?

successful contestant on the Desert Island

reality TV show. Millions of people watched him
and the other seven contestants as they tried to
survive on the famous island for six weeks.

T hree years ago, Mason Macdonald was a

Before he went to the island, good-looking Mason
was a teacher in a school in Manchester. He shared
a flat with two friends. However, in the last three
years, his life has changed a lot.

‘At first, it was really exciting,’ he says. ‘I did a lot of
interviews for newspapers and celebrity magazines.
Whenever | opened a newspaper, | saw my picture.
People recognized me in the street and | signed a lot
of autographs. | went to a lot of parties and had a
fantastic holiday in Australia, too.

It was great. | really enjoyed all the fame and the
excitement, but there were difficulties, too. After a
while, photographers started to follow me and my
girlfriend everywhere. One Sunday morning, someone
knocked on my door. It was quite early and | was still
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in bed. | opened the door in my pyjamas and there
was a photographer there. | was very angry, so |
grabbed his camera and threw it across the street.
Well, he called the police and then the newspapers
were full of the story. ‘Police arrest Desert Island
Mason." It wasn't true. The police didn’t arrest me.
They just asked some questions and | paid for a new
camera. That's the danger when you're famous. You
lose a lot of your freedom.’

i

After that, things became quieter, but Mason didn’t
want to go back to his life in Manchester. He's lived
in London for two years now and has worked as

a DJ for a radio station for over a year. He’s still
famous, but photographers haven't followed him for
a long time. ‘I've been very lucky,” he says. ‘And I've
really enjoyed my success.” What about the future?
‘Well, my girlfriend and | are getting married in three
months. I'm very happy about that. As for a job, I've
enjoyed being a DJ, but in the future, I'd really like to
be a game show host on TV and write a book, too.’
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Appendix 11: The necklace (Lesson 10)

The text is taken from Project 4: student’s book, 4% edition, Hutchinson et al.,

2014, p. 83.
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athilde Loisel
lived in Paris, Her
husband was a clerk

at the Ministry of Education,
» They weren't poor. They had
a nice flat and one servant,
but Mathilde dreamed of a
better life full of silk dresses
and gold jewellery, parties
and rich. famous people.

One evening when her

husband came home, he

looked very happy.

‘I've got something for you,’
s hie said. “Its an invitation 1o
a party with the Minister of
Education,’
Mathilde started 10 cry,
“What's wrong?' said her
husband, You want to go,
don you?
‘Ol course,' she said, ‘But |
haven't got anything to wear
to a pany like that, have I?'
How much will you need
for a new dress?' asked her
husband,
‘Four hundred francs,’ she
said. It was a lot of money,
= but her hushand agreed.

u

o

A few days later, however,
Mathilde was unhappy
again. ‘I havent got any
jewellery 1o wear with my
» dress,’ she said.
‘Why don't you ask your
friend, Madame Forestier?
She'll lend you something,
won she?” said her
« hushand.

=
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The Necklace

.

|| g Matniige nas a Woncertul Ime at tne party.
[_Jh Mr Loisel tries to find the necklace.

3 How does Mathilde look in each picture? Why?
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Jeanne Forestier was
Mathilde’ old schoollriend,
and she was very rich.
So Mathilde borrowed &

« heawiful diamond necklace

from her.

What a pany! Mathilde was
the most beautiful woman
there. All the men wanted

= 10 dance with her. It was the
happiest might of her life

At four o'clock in the
moming, they took a taxi
home. When they arrived,

« Mathilde steed in front of the
mirror and ok off her coat
She froze in horror.

“I'he necklace,' she cried. ‘1ts
gone!"

w ‘Perbaps you lost it in the
1axi," said her hushand. T
go and look forit.’

He came back a1 seven
o'clock.

 ‘Have you found ' asked
his wile.

‘No, | haven't,” he replied.
‘What can we do?' said
Mathilde. T cant rell

» Madame Forestier that I've
lost it can 17
“We must buy another one,’
said her husband,

They went to all the

= jewellery shops and finally
found a similar necklace.
“But it costs thirty-six
thousand [rancs!” said
Mathilde

w My [father left me eighteen
thousand francs when he
died,” sad her husband, “We
must borrow the rest.’

They borrowed from banks,
= from money-lenders, from

friends and relatives, and

they bought the necklace.

After that, everything
changed for the Loisels.

« They moved to a small
room, There was no servant
now. Mathilde did all the
housework, Her hushand
worked every evening and at

« weekends. They didn't buy
any new clothes and ate only
poor food.

After ten long, hard years
they finally paid back all the

« money, but Mathilde wasn't
young and pretty any more.
She leoked old and thin
Her hands were red and
rough.

» One Sunday afternoon, she
saw Madame Forestier in the
park. She still looked young
and beautiful.

'Good alternoon, Jeanne,

wo said Mathilde.

T'm sorry,” said Madame
Forestier. ‘[ don't know you,
do [

Yes, its me, Mathilde.’

s ‘Oh, my dear, what has

happened to you?' said her

friend. "You've changed so
much.’

"Yes, life has been very

difficult for the last en

vears.' said Mathilde and she
told her the whole story. At

the end, she said proudly: ‘1

can tell you everything now,

ws hecause we've paid back all
the money.’
But my poor Mathilde,” said
her friend. "My diamonds
weren't real. The necklace

m was worth no more than five

hundred francs!”
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Appendix 12: Board games (Lesson 12)

Taken from:
https://en.islcollective.com/english-esl-worksheets/grammar/present-perfect-or-past-
simple-tense/present-perfect-vs-past-simple-game/62402
https://en.islcollective.com/english-esl-worksheets/grammar/present-perfect-or-past-
simple-tense/have-you-ever-speaking-cards/82747

FPRESENT FPERFECT V5. PAST SIMFLE GAME

Tade U b frrng for roll the dice ands move gowr pleces Use the wovds b the waare gowe laswed, ove for makee

e pEfncd,
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s 2& 27 28 29
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fori2 years prepartsd yeh’ GO TO Bengefy e Lo GO TO
MNaas thaey are anativing for SQUARE At martoribide/ o FiNISH
diwreed e parfy 149 Fewr weeks ago
24 2% 22 21 20
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15 16 17 ig 149
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14 iz iz 11 10
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https://en.islcollective.com/english-esl-worksheets/grammar/present-perfect-or-past-simple-tense/present-perfect-vs-past-simple-game/62402
https://en.islcollective.com/english-esl-worksheets/grammar/present-perfect-or-past-simple-tense/present-perfect-vs-past-simple-game/62402
https://en.islcollective.com/english-esl-worksheets/grammar/present-perfect-or-past-simple-tense/have-you-ever-speaking-cards/82747
https://en.islcollective.com/english-esl-worksheets/grammar/present-perfect-or-past-simple-tense/have-you-ever-speaking-cards/82747

Have you ever had a
pet? What kind of pet
did you have?

Have you ever been to
another continent?
Which continent was it?
Which continent would
you like to see?

Have you ever ridden a
horse? Did you enjoy
in?

-
Fhae

Have you ever been on
a beach holiday? Where
were you?

Bl ~ O

o

Have you ever cried
because of a film?
Which film made you

BV 3§

Have you ever had a
broken bone? What

Have you ever been

Have you ever been late

you late?
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Have you ever met
anyone famous? Who

Have you ever won
anything? What was it?

Have you ever bought
anything from the
Internet? What was it?

Have you ever tried an
extreme sport? What
was it? Was it scary?



