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1 INTRODUCTION

Assessing is an important part of our lives. People evaluate mostly everything; either in
formal or informal ways, whether consciously or unconsciously. Assessing becomes even
more important when it comes to the school context because our society accepts the school
as the organization that has the power of issuing certificates of knowledge and the teacher

as the person responsible for deciding the content on these certificates.

Our society has gone through many transformations, especially in the last decades. Social
contracts kept as sure and unchangeable are being reevaluated. This is happening in all
spheres of society, including the educational system, whose changes are more related to the
teaching methods, school systems and the role of schools and teachers. The transfor-
mations on the educational system have granted improvements, but they have also brought
some uncertainties along; as some of the areas have not yet been deeply reevaluated and

restructured. One of those areas is the way pupils, teachers and schools are assessed.

Current forms of student-centered models of learning are trying to address the needs of the
post-modern society in the educational settings; but even in those models, a new way of
assessing learners has not yet been implemented. One important aspect related to assess-
ment practices mentioned by Sawyer (2008) is that still today it is required that all learners
learn the same thing at the same time. Some small changes have taken place to a certain
extent, such as the use of self- and peer evaluation. Nonetheless, most current assessment
models seem to fail in assessing deep learning. Learning is deeper when learners are grant-
ed the opportunity to think and solve problems within the content they are trying to master
(Sawyer, 2008). Therefore, the important aspect to be assessed should be the learners’
deeper understanding rather than superficial knowledge, but this cannot be achieved only

by giving learners exams or multiple tests and grading those.

Unfortunately, the important and intriguing question “how to reconcile accountability with
customized learning?” (Sawyer, 2008, p.9) that has been raised by new teaching and learn-
ing practices as well as by the new form through which education is seen does not seem to
have an answer yet. In fact, this accountability might be one of the reasons why new ways
of assessing have not yet been implemented together with new ways of teaching and learn-
ing. As stated by Irons (2008), assessment needs to suffer changes so that a designed mod-

el i1s found — a model that is at the same time manageable, related to the workload, valid



and reliable, related to academic quality and effective as a learning mechanism for learn-

€rS.

1.1 Research scope

There has been recent research on formative assessment and feedback; but to my
knowledge, there is not much research on formative assessment and feedback within the
elementary school context, therefore, this research addresses this gap. The research will
address assessment in the teacher-pupil perspective. It does not focus on governmental or
school perspectives — although they are not totally dissociated from the teacher-pupil’s,
since schools need grades for accountability purposes and the teachers are the ones respon-
sible for coming up with those grades — The decision of not focusing on the governmental
or school perspective was taken firstly because too much information would make it diffi-
cult to narrow down the scope of the research; and secondly because the teacher-pupil per-

spective was considered more important as it influences learning in a more direct way.

The problem in the teacher-pupil perspective on assessment is that presently in many plac-
es they are still based on the old ways in which our society and therefore our schools func-
tioned. Teachers would play the role of a factory supervisor and pupils, in turn, would play
the role of workers in a production line (Sawyer, 2008). In effective teaching, assessing
should be done in order to make sure that “the next teaching act can be matched to the pre-
sent understanding of the students” (Hattie & Timperley, 2007, p. 88). As stated by Cov-
ington (2000), in today’s society individuals are considered worthy according to their
achievements and for this reason most youngsters judge and measure their worth as learn-
ers based on the grades they achieve on summative assessments. It is apparent that, even
currently, assessing does not address or measure deep learning and has not yet been

adapted to the new models of teaching and learning.

Feedback is a topic of considerable importance because it has great influence on learners’
achievements. Grades, on the other hand, do not fully help pupils to develop learning or to
motivate for learning (Hattie & Timperley, 2007). “There needs to be renovation or even
radical reformation of the roles and responsibilities assigned to teachers and pupils” (Dix-
on, Hawe & Parr, 2011, p. 365). More research needs to be done in this area, so that an
improved and greater picture of the situation can be portrayed before future actions are

taken in relation to assessing learning.



My objective in this research is to explore elementary school teachers’ beliefs and their
own perception of practices in assessing and giving feedback and to compare their men-
tioned concepts and practices to actual practice and to the theory of formative assessment
and feedback, as presented by Irons (2008). In order to explore and be able to analyze ele-
mentary school teachers’ conceptions and practices on assessment and feedback, I have
invited fourth grade teachers to participate as interviewees. Four fourth grade school teach-
ers have participated in the research; three teachers of Finnish and one of Brazilian nation-
ality. The Finnish teachers are from the northern Finland and work in two different
schools, one public and the other private; the Brazilian teacher works on a public school in

southern Brazil.

The data has been collected using two instruments: The first was a semi-structured inter-
view with nineteen open-ended questions. The questions aimed at portraying a picture of
teachers’ concepts and perceptions of practice on assessment and feedback. The second
instrument was a set of three case scenarios that were chosen, as opposed to observation of
actual lessons, for practical reasons. They aimed present teaching-like situations for teach-
ers to react upon and give feedback to. Two of the cases presented pupils with learning

difficulties and one portrayed a pupil with great achievements.

1.2 Research significance

The topic of this research is current and of international interest and applicability. It is a
relevant topic because children form their attitudes towards learning during the first years
of study (Hendy & Whitebread, 2000). Although the data has been collected in two differ-
ent countries, it is not aimed as a comparative study; but this fact gives the research a
broader applicability. The research is focused on elementary school environments because
current studies on formative assessment and feedback in those grades are not as abundant

as studies on high school or university levels.

1.3 Previous research

As stated before, to my knowledge, there is not much research on formative assessment
and feedback within the elementary school context. There is, however, previous research
on assessment for learning by Dixon et al. (2011), where they investigate teachers’ beliefs

and knowledge about feedback and their perception of practice. They affirm that teachers



have differing perceptions both of their own role and pupils’ roles in the feedback process
— this is something with the findings of this research are in accordance. They are also in
accordance with their findings that even if teachers express the same beliefs, teahcers’
practices are different, that is, teachers might believe something about their practices,

while performing it in a different way.

In the investigation of Dixon and his colleagues (2011) about teachers’ knowledge and
perception of practice on feedback, they have divided the teachers in three groups they
called (1) the technicians, (2) the pragmatics and (3) the empowerers. These groups will be
explained further, as teachers taking part in this research can also be placed into those
groups. Another important aspect of the study of Dixon and his colleagues (2011) which is
deeply associated with this research concerns their conclusion that attention must be paid
to the teachers’ development of the understanding of feedback interactions, especially con-
cerning to self- and peer feedback, so that they may be able to foster students self-

monitoring and self-regulatory behavior.

1.4 Research structure

This research is structured starting with this introduction followed by the presentation of
the theoretical framework as well as a thorough explanation of methodologies including
data collection and data analysis. Those are followed by discussions and conclusions that,
as stated before, are in accordance with previous research. Aspects of ethics, reliability,
validity and limitations are also addressed. Therefore, readers can have a truthful picture of
the elementary school teachers’ theoretical and practical knowledge related to formative
assessment and feedback. It is expected that readers reach their own conclusions on this
important matter and that further discussion occur on the subject, because, although of
some importance, this research does not aim in exhausting the topic but in beginning a dis-
cussion that will need further research— since changes in the ways pupils are assessed is

just in its initial phase.



2 THEORETICAL FRAMEWORK

In order to construct a background on the relevance of formative assessment and feedback,
it is necessary to start by reviewing the concept of self-regulated learning (SRL) and its
relations to assessment and feedback. SRL is intrinsically connected to formative assess-
ment and feedback, since the use of formative assessment and feedback helps to foster

SRL (Nicol & Macfarlane-Dick, 2006).

2.1 Self-regulated learning

Self-regulation is important because it supports and develops life-long learning, which is a
major function of education (Zimmerman, 2002). Self-Regulated Learning is a process by
which a learner can regulate their learning process, aiming to achieve a determined learn-
ing goal. It does not refer to an ability or skill but it is rather the process by which the
learners transform the mental abilities into academic skills (Zimmerman, 2002). Learners
are responsible for initiating and directing their own learning (Zimmerman, 1989), which is
seen as the result of the learners’ proactive activities, rather than an event that happens as a
response to teaching (Zimmermann, 2002). As the name itself indicates, learning is cen-
tered in the self, that is, the individual is responsible for their own learning process and
outcome. As stated by Zimmermann (2000), this refers to a cycle of self-generated
thoughts, feelings and actions that lead to a determined goal. It involves self-awareness,
self-motivation and behavioral skills (Zimmermann, 2002), and the use of specific strate-

gies in order to achieve the established goals is imperative (Zimmermann, 1989).

2.1.1 Zimmerman’s model of self-regulated learning

According to Zimmerman’s model of the self-regulatory process, self-regulation is a cyclic
process, as represented in Figure I. This model presents three phases that are: the fore-
thought phase, which includes the sub-processes of task analysis, goal setting and strategy
planning; the performance or volitional control phase, which includes self-control, self-
instruction, imagery, task strategies, attention focusing, self-observation, self-recording
and self-experimentation, and the self-reflection phase that includes self-judgment, self-

evaluation, causal attribution, self-reaction, self-satisfaction, affect and adaptive-defensive



reactions. These phases are cyclical in that the reflection on a prior phase will affect the

subsequent phase and therefore the whole process (Zimmerman, 2002).

/ Performance Phase \

Self-Control
Imagery
Self-instruction
Attention focusing
Task strategies

Self-Observation
Self-recording

\ Self.experimentation j
/ Forethought Phase \ / \

Self-Reflection Phase

Task Analysis

Goa! settmg. Self-Judgement
Strategic planning

Self-evaluation
Self-Motivation Beliefs _ Getsdbatiitition

Self-efficacy Self-Reaction

Igst{ctr(i:s::cei ::grzcst;:;:i Self-satisfaction/affect
Adaptive/defensive

\Learning goal orientation/

Figure 1 - Phases and sub-processes of self-regulation as presented by Zimmerman (2002).

Panadero and Alonso-Tapia (2013) in their article analyzing when self-assessing happens,
argue that self-assessment does not lie only on the self-reflection phase but it is already
part of the performance phase and even the forethought phase, if learners are given the
assessment criteria at the beginning of the process, together with the instructions to the

task.

2.1.2 Butler and Winne’s model of self-regulated learning

In Butler and Winne’s model (1995), represented in Figure 2, is shown a detailed path of
feedback in the self-regulated learning process. In their model, self-regulated learners draw
on knowledge and beliefs in order to construct and interpret a given task. Based on that
interpretation, they set their goals. Aiming at reaching the goals, they apply strategies that

generate cognitive and behavioral products. The monitoring of these processes of engage-



ment and the updated products developed generate the internal feedback. The internal
feedback provides grounds for reinterpreting elements and changing strategies or for rein-
forcing them. If external feedback is provided, it can confirm, add to or conflict with the

learner’s internal feedback, influencing the subsequent self-regulation.

- Performance

1/ \“
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I i
1 Knowledge |
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i | and beliefs . g i
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! I
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\\ ’l

\ J
R R { Cognitive System |-~

Figure 2 - A model of self-regulated learning by Butler and Whinne (1995), color added.

2.1.3 Self-regulated learning and its relation to assessment and feedback

Taking into consideration Zimmerman’s model of SRL (2002), the role of assessment and
feedback falls mostly on the last self-regulatory phase, the self-reflection phase. In this
phase there are two major sub-processes, which are self-judgment and self-reaction. The
self-judgment derives from a comparison between the self-observed performance and the
standard or goal previously established, and the causal attribution refers to where one be-
lieves the cause of error or success lies (Zimmerman, 2002). The generated self-judgment
will influence the next sub-process, which is the self-reaction. This process includes the
feelings regarding one’s performance. So, if the learner is satisfied with the performance,
their motivation and self-satisfaction will increase. On the other hand, if unsatisfied, the

learner will go through all the phases again in order to achieve the established goal, show-



ing then adaptive reactions. If the learner has defensive reactions, they will try to protect
the self-image and, by doing that, they will withdraw or avoid opportunities to learn and
perform according to the established goal, by doing so, they change the first established

goal (Zimmermann, 2002).

Although the above mentioned process does happen, according to Panadero and Alonso-
Tapia (2013), self-assessment, as a key process for self-regulation, begins already in the
forethought phase. The authors affirm that, when learners are given the assessment criteria
from the beginning of the task, they already plan their actions according to it, therefore, the
self-assessment process already begins, because the learner has to evaluate if the chosen
strategy will produce the expected results, according to the criteria. The self-assessment
also continues in the performance phase, since while self-monitoring their work, learners
detect if their performance is adequate or not and modify their actions, based on the result

of this performance self-monitoring, therefore, they self-evaluate their process of learning.

Considering the above and also what is mentioned by Irons (2008) that says that the main
focus of formative assessment and feedback is to help students see the level of learning
they have achieved up to certain point and clarify their expectations and standards; it is
possible to say that external assessment and feedback as well as self-assessment and the
resulted internal feedback affect all phases of the self-regulatory process, as demonstrated
in Figure 3, that shows the cyclical process of self-regulation with its phases, as expressed
by Zimmerman’s model (2002), as well as the self-assessment process, in green, as demon-
strated by Panadero and Alonso-Tapia (2013) and the influence of external feedback to the
phases, in red, as expressed by Irons (2008).
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Figure 3 - Phases and sub-processes of self-regulation as presented by Zimmerman (2002), own addition of
the influence of assessment and feedback to the process, based on Irons (2008) and Panadero and Alonso-
Tapia (20013).
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2.2 Assessment

Assessment is part of the formal teaching contexts, from basic to higher education. Ac-
cording to Shepard (2000), assessment is seen as an integral part of instruction in a given
learning culture. Assessment is mostly used for accountability purposes but its range is
much greater than just determining a learner passing or failing to achieve certain
knowledge for the continuance of the process of learning in any given place. Assessing can

be a tool for improving learning, when it is used to this purpose (Irons, 2008).

In effective teaching, assessing should be done in order to make sure that “the next teach-
ing act can be matched to the present understanding of the students” (Hattie & Timperley,
2007, p. 88), meaning that assessment should help learners and teachers understand the
learning development, considering the learners’ progress, achievements and needs for im-
provement. There are many ways of assessing learners’ development of learning, but they
are divided in two major categories of assessment which are (1) summative assessment and

(2) formative assessment.
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2.2.1 Summative assessment

Summative assessment has been the most used way of assessing learning in the last centu-
ries. Summative assessment results in a grade that is used to judge the learners’ perfor-
mance (Irons, 2008). Among the tools for summative assessment, tests and exams are the
ones that seem to be mostly applied. Tests might be intended for different purposes or de-
signed in different forms — or with different background concepts — but their main purpose
is to determine how much knowledge the learners have, up to a determined point in time,
on a certain subject. Therefore, no matter the kind of test or exam, they will generate a
summative assessment that will determine the learners’ classification at the end of the

teaching block, the course or the school year.

The idea of judgment is present in any summative assessment, since it can be used to de-
termine the merits of learners, teachers, schools and even countries. As learners have an
increasing load of summative assessment, there is no room for them to be driven by learn-
ing. Because, in order to balance the workload of their activities, they end up choosing
strategies that will fulfill the summative assessment criteria and their engagement in forma-
tive activities will be diminished. Summative assessment is always perceived by the formal

education community as having some sort of repercussion (Irons, 2008).

2.2.2 Formative assessment

Formative assessment includes all forms of assessment that are planned so to generate
feedback on the learners’ performance in order to improve, enhance and accelerate their
learning (Sadler, 1998). The main factor that differentiates formative assessment from oth-
er forms of assessing is that learners are expected to occupy a central and active role in the
process (Nicol & Mactarlane-Dick, 2006). This is of extreme importance when considering
that thinking over the process of learning makes it possible for learners’ reflection and
metacognition, that is, thinking about the process and thinking about knowledge (Sawyer,
2008). By doing so, learners become responsible for their learning and this way, assess-
ment can be used for the purpose of empowering learners to become self-regulated. There
is empirical evidence that learners who are more self-regulated are as well more effective

learners (Nicol & Macfarlane-Dick, 2006).
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This kind of assessment is closely connected to feedback because the main purpose of
formative assessment is not to come up with a grade or a passing or failing concept, but to
help learners go forward on their learning and, at the same time, improve the mechanisms
of their learning process and develop their skills. In formative assessment, the assessing
tools are ways of developing learning and feeding learners forward. They are powerful
tools and have the potential of being constructive (Irons, 2008). Formative assessment
tools do not aim to measure learning, but to help its construction. As its aim is not judging
performance, it does not carry the repercussion effect mentioned by Irons and anteriorly

cited.

There needs to be a change in the culture of assessment, if it is expected that learners be-
come more self-regulated; shifting from summative to formative, in order that students
have the opportunity to learn from their assessment rather than be driven by complying
with summative assessments (Irons, 2008). It is expected that this shift begins with teach-

ers rather than with learners, since it is teachers’ role to foster authentic learning (Sawyer,

2008).

2.2.3 Self-assessment

An important aspect of assessment lies on self-assessment, which is the learners’ own
judgment of their performance. It is a qualitative assessment and it has no relation to
grades or numbers. It presumes understanding the learning process in order to learn from
mistakes as well as from accuracy. This judgment is done by the learners themselves, as
they consider their own goals and the assessment criteria. The assessment criteria can be
established by the teachers and should be informed to the learners before the work is done,
so that they have the time for assessing and improving their own work before a final as-
sessment or external feedback (Panadero, 2011; Panadero & Alonso-Tapia, 2013; Panadero

& Alonso-Tapia, 2014).

Self-assessment plays an important role in self-regulated learning models, as the learners
themselves need to evaluate their learning in pursuance of making the necessary changes in
order to achieve previously established goals. According to Nicol and Macfarlane-Dick
(2006), self-assessment activities encourage reflection on the learning process. This way,
self-assessment is connected to the reactions and strategies the learner is going to use.

These reactions can happen in three different dimensions that are: (1) the behavioral self-
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reaction, improving learning performance; (2) the personal self-reaction, improving their
personal process and (3) the environmental self-reaction, improving the environment

around them (Zimmerman 1989).

According to Panadero and Alonso-Tapia (2013), teachers should encourage the use of
self-assessment as an instructional strategy; aiming to guide learners in self-evaluating
their work in order to improve their self-regulatory skills because there is evidence that
demonstrates the relation between self-assessment and self-regulation. According to Pa-
nadero, Alonso-Tapia and Huertas (2012), there are tools that can be used to promote self-
assessment and self-regulation, as long as they are well structured and well developed;
among those are rubrics. Rubrics are a report given to learners with a set of expectations
for a determined task, where it is listed the criteria for the task and the levels of quality
(Andrade, 2000). The development of self-assessment skills will not only help learners
evaluate their own work but it will help them to better understand assessment and feedback

from external sources as well (Irons, 2008).

2.3 Feedback

Feedback is information to learners concerning their behavior, performance or learning
development. Feedback has been proven to have one of the most powerful influences on
learning and achievement, falling into the top five categories that influence learning, but its
impact can be either positive or negative (Hattie & Timperley, 2007). As mentioned be-
fore, the effect of feedback can vary, therefore, it is necessary to take into account that it is
not possible to measure the effectiveness of feedback unless it is clear what the feedback

itself is trying to achieve (Price, Handley, Millar & O’Donavan, 2010).

The concept of feedback has been developed during the past decades. Unfortunately, it is
still seen by many as a teachers’ transmission of information to learners — assuming learn-
ers will decode this information and apply it to their actions. Feedback cannot be seen only
as a cognitive process of transferring or decoding information under the penalty of missing
the interactions of feedback with motivation and beliefs. Research has shown that feedback
has the power of influencing the way learners feel about themselves, in a positive or nega-

tive way, and it also influences how and what they learn (Nicol & Macfarlane-Dick, 2006).
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According to Hattie and Timperley (2007), apparently, learners like to receive feedback,
but as demonstrated by a great number of researches, there are many points to consider
when analyzing feedback and its influence and efficacy on learning improvement. Some of
these aspects to consider are discussed further later in the models of feedback by Hattie
and Timperley (2007) and by Nicol and Macfarlane-Dick (2006). These models were cho-
sen to this research due to the fact that they aim in improving learning. They are also cur-
rent, complement each other for understanding prime aspects to be taken into consideration
when giving feedback, and focus at improving learners’ self-regulation as well. Although
much has been researched, feedback is a vast field and there is still a wide range of it that

needs further investigation

2.3.1 Internal feedback

Internal feedback is the information learners generate for themselves as they engage in
tasks. They include information about task success, productivity, tactics, strategies and
affects (Carver & Scheier, 1990). Learners’ beliefs about the learning process influence the
monitoring and the quality of the feedback they generate internally. The range of their un-
derstanding also shapes the interpretation of the feedback provided by external informants

(Chinn & Brewer, 1993).

Learners generate internal feedback as they monitor their engagement in the learning activ-
ities and tasks and assess their own progress toward the goals (Nicol & Macfarlane-Dick,
2006). Internal feedback is part of the self-assessment process for, according to McMillan
and Hearn (2008), learners identify their learning and work strategies, provide feedback to
themselves, which is internal feedback, based on standards and criteria, and determine the

next steps or plans to enhance their performance.

2.3.2 External feedback

External feedback which is feedback received by an external informant, that can be a
teacher, peer or other media, provided accidentally or purposively, is limited in its effect
(Hattie & Timplerley, 2007). According to Butler and Winne (1995), research strongly
suggests that external feedback suffers influence of learners’ knowledge, beliefs and own
thinking. It seems to be common sense that the effectiveness of feedback rests on how it is

structured, its timing, the kind of task and its purpose.
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In order that feedback have a powerful effect on learning, it needs to be part of the learning
process, that is, there must be a context in which the feedback is inserted (Hattie &
Timperley, 2007). In the same meta-analysis, Hattie and Timperley (2007) also affirm that
some types of feedback are more powerful than others. The highest effect size relates to
information about task and effectiveness, and the lowest effect is found in relation to
praise, rewards and punishment. That is to say that guidance is more productive than pun-

ishment or praise.

External feedback can coincide or conflict with learners’ own internal feedback and, as a
result, it might change learners’ knowledge and beliefs, which can then influence their self-
regulation. This way the learners would have to actively engage with the external inputs in
order to respond to them either by an internal process effect or an external outcome (Nicol

& Macfarlane-Dick, 2006).

2.3.3 Peer-feedback

The aim of peer-feedback is to convey information to improve learning. While there is
evidence proving that peer-assessing can be biased by race, social status and friendship,
among others (Layton & Ohland, 2000), this cannot be associated with peer-feedback,
which does not imply determining or grading the work of others. A study conducted by
Patri (2002) showed that when firm criteria are set, peer-feedback enables learners to judge

the performance of peers in a way comparable to teachers.

So that peer-feedback can lead to improvement in learning, the presence of dialogue is
made necessary. This dialogue with peers will enhance in the learners the feeling of self-
control over the learning in different ways. Besides that, a peer who has just learned some-
thing can better explain it in an accessible and known language to another peer. It is also
sometimes easier to accept examination from peers than from teachers. When peer-
feedback happens in group discussions, it also gives alternative perspectives on problems

and it can work as a motivational factor (Nicol &Macfarlane-Dick, 2006).

Another important factor related to peer-feedback is that learners can develop their evalua-
tive knowledge and expertise by assessing the work of others. By evaluating a task similar
to their own, learners gain understanding of different outcomes and possibilities of the

task; they meet similar difficulties and they learn strategies of others that they might apply
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themselves (Dixon ef al., 2011). It is the teachers’ responsibility to develop the learners’
evaluative expertise and that is of major importance since, by doing so, the learners will
achieve reflective habits (Buhagiar, 2007). Another beneficial effect of evaluating the work
of others is that it allows a higher degree of objectivity compared to when evaluating one’s
own work. Protocols for critical friend reviews provide structure and scaffolding for peer
assessors; and learners develop their own self-assessment process more easily, when first
applying the criteria to the work of others (Walsh & Sates, 2011). By assessing peers,
learners gain knowledge and skills needed to engage in self-monitoring (Dixon et al.,

2011).

Peer-feedback helps to encourage dialogue, while it also supports the learners in under-
standing the assessment criteria. It promotes learners’ knowledge from the assessment as
well as develops constructive and valuable feedback. Another important benefit is that

peer-feedback can help teachers save time in assessing and giving feedback (Irons, 2008).

2.3.4 Formative feedback

Formative feedback is information communicated to learners with the desire of modifying
their thinking or behavior, intending to improve their learning (Shute, 2008). According to
Irons (2008), formative feedback should attempt to supply the learners with indication of
where they are in relation to achieving their goals, where they need to progress and how
they can do it. The goals should be understood by the learners as well as considered
achievable and valuable. Feedback should be communicated in such a way that learners
can make sense out of it and it should also be encouraging and prompting to taking actions.
This description is in line with Hattie and Timperley’s (2007) model of feedback that states
that effective feedback should answer three questions of the learners, which are: “Where
am I going?”, “How am I going?” and” Where to next?”” meaning to address the goals, the

progress and the activities needed to progress toward the goal.

2.3.5 Hattie and Timperley’s model of feedback

According to Hattie and Timperley’s model, demonstrated in Figure 4, the purpose of
feedback is to reduce the disparity between the learners’ current and desired understanding.
Therefore, the goal setting plays a major role in the effectiveness of feedback, since teach-

ers should take them into consideration when giving feedback and learners when receiving
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feedback. It is the teacher’s role to help learners understand the goals and to provide learn-
ers with means and support for achieving the goals. The learners’ role relates to the
achievement of goals by increasing efforts and seeking better strategies and information, or
in the case of a less productive approach, abandoning or reducing the goals. If the same
goals are taken into consideration by both parts, the discrepancy in understanding the feed-

back, between learners and teachers, can be reduced

As mentioned before, in their model Hattie and Timperley (2007) state that feedback
should address the questions, “Where am I going?”, addressing the goals, “How am I go-
ing?”, addressing the process toward the goals and” Where to next?”, addressing the ac-
tions to be taken in order that current and desired performances are aligned. This way,
feedback addresses not only to state the current situation but also feed actions forward. In
their model, feedback can be focused on the levels of task, process, self-regulation and
personal evaluation. According to Hattie and Timperley’s research review, the power of
feedback lies on the self-regulation and process levels, and how feedback will contribute to
these processes will depend on its focus and on the level to which it is directed. A defini-

tion of those levels is seen below.

Purpose: to reduce discrepancies between current understandings/performance and desired goal.

1

The discrepancy can be reduced by:

Students:

* Increased effort and employment of more effective strategies OR

* Abandoning, blurring or lowering the goals

Teachers:

* Providing appropriate challenging and specific goals

* Assisting students to reach them through effective learning strategies and feedback.

1

Effective feedback answers three questions:
Where am | going? (the goals) Feed up
How am | going? Feed back
Where t next? Feed forward
4
Each feedback question works at four levels:
I8
] 2 1 2 ) 2 1
Process level Self-regulation level Self level
Task level ) - )
The main process needed Self-monitoring, Personal evaluations and
How well tasks are e o
to understand/perform directing and affect (usually positive)
understood/performed ; :
the task regulating of actions about the learner

Figure 4 - Model of feedback to enhance learning by Hattie and Timperley (2007).
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— Levels of feedback by Hattie and Timperley (2007)

As expressed above, Hattie and Timperley’s model of feedback present four levels of feed-
back that should address each of the questions feedback is supposed to answer, as de-

scribed below.

Feedback focusing on task: This level of feedback relates to the task, if it is correct or in-
correct. It includes directions to obtain more, different or correct information. It is the most
common kind of feedback. It has to do with any aspect of task accomplishment, like cor-
rectness, orderliness or attitudes. Teachers generally mix task level of feedback with the
personal level, which dilutes its effectiveness; but by itself it can be powerful. Feedback on
task is more effective when it is about inadequate interpretations. This kind of feedback is
effective when given as soon as the task is done and it should not be complex. It can be
given individually or in group; when in group the way it is received will vary by the indi-
vidual perception of importance as well as the learner’s commitment and involvement in
the task. Feedback at this level does not help enhance learning as it is more focused on the

result and therefore performance.

Feedback focusing on process: This level of feedback is aimed at the process used in per-
forming a task. It helps learners reject erroneous hypotheses and provides cues and direc-
tions for searching a different strategy, for applying the chosen strategies or for seeking
help. In their meta-analysis, Hattie and Timperley (2007) affirm that this level of feedback
has one of the highest power effects. According to Earley, Northcraft, Lee and Lituchy
(1990), feedback focused on the task process helps learners shape their task strategies and

therefore it also enhances self-regulation

Feedback focusing on self-regulation: This level of feedback has influence on learners’
self-efficacy, self-regulatory proficiencies and self-beliefs. The aspects that mediate the
effectiveness of this level of feedback are: the capacity of generating internal feedback and
of self-assessing, the readiness to put efforts into seeking and dealing with feedback infor-
mation, the degree of confidence, attributions of success and failure and the learners’ level
of competence in seeking help. It focuses on having the learners self-evaluate and on di-
recting them toward their goals by prompting questions so that learners themselves are

going to reach conclusions and seek changes in order to achieve their goals.
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Feedback focusing on personal evaluation: This level of feedback is directed to the learn-
ers themselves and it is abundantly present in many classrooms. It contains little or no task-
related information and it is seldom possible to convert the given information into en-
gagement or commitment to learning or understanding of the task. Hattie and Timperley’s
(2007) review of research showed that it is the less effective level of feedback for develop-
ing learning. According to Walsh and States (2011) praise has long been thought to be pos-
itive reinforcement but it seldom meets the criteria for effective feedback because teachers’
expressions of praise are evaluative rather than descriptive and therefore they do not con-
vey to learners information on what is positive about their performance or how to improve

it.

2.3.6 Nicol and Macfarlane-Dick’s model of feedback

Nicol and Macfarlane-Dick’s model of feedback (2006), shown in Figure 5, synthesizes
the current thinking of the concepts of self-regulation and feedback. In this model, learners
have an active and central role in the feedback process. They take part in monitoring and
regulating their performance in relation to the goals and to the strategies to reach them.
Their model is drawn on the model of self-regulated learning by Butler and Winne (1995),

previously presented.
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Figure 5 - A conceptual model of self-regulated learning and feedback by Nicol and Macfarlane-Dick (2006).

In Nicol and Macfarlane-Dick’s model, the task assigned by the teacher (A) initiates the
self-regulatory process in the learner. Learner draws on prior knowledge and motivational
beliefs (B) to engage in the task and construct a personal interpretation of the task and its
requirements. Based on this, the learner sets the goal (C). The learner’s goal and the teach-
er’s goal for the task might overlap. The degree in which it overlaps may vary though. The
goals (C) will shape the strategies and tactics (D) used to develop the internal (E) or exter-
nal (F) outcomes. Internal outcomes refer to changes in cognitive, affective or motivational
states during task engagement. External outcomes are the behaviors and products them-
selves. Monitoring of interactions between task and outcomes generates internal feedback
at different levels, as for example, the cognitive, motivational and behavioral levels. The
internal feedback is a comparison of current progress to the established goal and it might
lead to a reinterpretation of task or to an adjustment of strategies or goals. External feed-
back (G) comes from an external origin that might be a teacher, a peer or others. This addi-
tional information will expand, coincide or conflict with the learners own interpretation of

the task, the goals and strategies. In order for the external feedback to have effect on the
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internal process and therefore on the outcome, the learner must employ the information.
External feedback must be interpreted, constructed and internalized by the student in order

to have a significant influence on subsequent learning (Ivanic, Clarck & Rimmershaw,

2000).
— Principles of good feedback by Nicol and Macfarlane-Dick (20006)

Along with their model, Nicol and Macfarlane-Dick present seven principles of good feed-
back practices which are in accordance with the self-regulated learning models and on the
theory of formative assessment and feedback. Their principals of good feedback aim at
strengthening the learners’ capacity to self-regulate their own work. The principles are

further explained below.

Good feedback helps clarify what good performance is: Research shows that there is a dis-
crepancy between learners’ and teachers’ conceptions of goals and assessment criteria.
Weak or incorrect conceptions of goals influence what learners do and also the value they
give to external feedback. According to Hounsell (1997), if learners and teachers do not
share, even partially, the criteria and standards of assessment goals, the feedback infor-
mation received is improbable to relate. According to Nicol and Macfarlane-Dick (2007),
good feedback helps clarify task requirements, that is, goals, criteria and standards. Teach-
ers should provide learners with descriptions of assessment criteria or the standards that
define different levels of achievement, in a simple and understandable way. As mentioned
by Panadero, Alonso-Tapia and Huertas (2012), it is important that the assessment criteria
is clear to the learner from the beginning of the learning process so that the goal is well

established and the strategies chosen accordingly.

Good feedback facilitates the development of self-assessment in learning: Learners who are
provided with opportunities to reflect on their own learning process develop their self-
regulatory skills. Teachers should provide learners with chances to self-monitor and judge
the progression of the work toward the goal, in order to build their capacity for self-
regulation. Research shows that good practices of self-assessment can lead to significant
improvements in learning and achievement, and this result is improved when self-

assessment is associated with external feedback.

Good feedback delivers high quality information to students about their learning: Teachers

have a key role in developing learners’ self-regulatory skills and in providing external



21

feedback. Good quality external feedback concepts are still being constructed, but they
should provide learners with information that would help them self-correct and improve
their performance. It should also be timely, focusing on strengths and weaknesses, and at
the same time offering corrective advices that direct the learners toward the goal, standard

or criterion, with balanced praise and constructive criticism.

Good feedback encourages teacher and peer dialogue around learning: So that feedback
may be turned into action, it must be understood. In giving the feedback, teachers must
keep in mind that it must relate to the learners’ goal and it must be possible to be correctly
decoded and understood. This understanding comes through dialogue. Learners will be
able to act according to the feedback received if it is understood and internalized by them.
In order that this understanding take place, feedback should be more like a dialogue than
transmission of information, meaning that learners are to receive information and the op-
portunity to discuss it — since discussion with the teacher helps learners develop their un-
derstanding of goals and standards and receive immediate response to difficulties or misin-
terpretations. These discussions can happen not only with the teacher but also with peers.

Peer-feedback will be discussed more widely in a further section.

Good feedback encourages positive motivational beliefs and self-esteem: There is evidence
that teachers have an effect on learner’s motivation and self-esteem. By praising efforts
and strategic behaviors, and by focusing the learners on learning goals through feedback,
teachers can lead them to higher achievements. As stated before, according to Hattie and
Timperley (2007), research shows that feedback on personal characteristics, as ability or
intelligence, is the less effective level of feedback for developing learning. It has also been
shown by research that grades have a negative impact on motivating for learning. Grading
learners’ performance has less effect on learning than giving feedback comments because

it leads to comparing to others rather than focusing on personal difficulties (Butler, 1987).

Another aspect to take into consideration is that learners’ beliefs also impact their motiva-
tion for learning. There are two kinds of beliefs that drive learners and their actions toward
learning, (1) believing that abilities are fixed or (2) believing that abilities for learning are
changeable. The ones who see them as fixed interpret failure as a result of their low ability
and most likely are not to put efforts to change it. On the other hand, those who see them
as changeable interpret the failure as an obstacle to be overcome and are likely to put ef-

forts to have it changed (Dweck, 1999). It is important that learners receive feedback as an
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evaluation of the performance in a certain context and toward certain criteria, not as an
evaluation of their personal characteristics or abilities. When considering feedback on per-
sonal characteristics, it is important to take into account that, according to Butler and Win-
ne (1995), learners’ knowledge, beliefs and thinking jointly interfere on the effects of ex-

ternal feedback.

Good feedback provides opportunities to close the gap between current and desired per-
formance: In order that feedback be effective, it has to be of quality and it has to lead to
changes in the learners’ behavior (Yorke, 2003). The effectiveness of feedback on learning
cannot be seen, unless the learners have the opportunity to complement or redo the work
being evaluated (Boud, 2000). The timing of feedback lies not only on the delivery but also
in its application, that is, feedback can be used immediately and over a longer period (Price
et al., 2010). Therefore, feedback is more effective when given during the progress of a
given task, in the aspect of immediate effect — and also when providing the learners with

strategies applicable in subsequent work — for the longer duration effect.

Good feedback provides information to teachers that can be used to help shape teaching:
Assessing affects teachers as well as learners. Teachers learn about the extent to which the
learners have developed and can customize their teaching based on it (Yorke, 2003). In this
principle, Nicol and Macfarlane-Dick (2006) affirm that in order to provide relevant feed-
back, teachers need information on learners’ progress; they need to be involved in review-
ing, in reflecting and in taking actions to support learners’ development and self-
regulation. Assessment tasks may help teachers generate information to shape their teach-
ing, as well as discussions on the given feedbacks, on goals and on processes of learning.

Learners’ self-assessments also provide information to teachers.

2.4 Summary of theoretical background

The theoretical background has portrayed a general picture on the theories of self-regulated
learning, assessment and feedback. Self-regulated learning is connected to assessment and
feedback, since learners assess their work and performance during all phases of the self-
regulatory process. This assessing includes self-assessment, generating internal feedback
and external assessment and feedback, which can confirm, add or contradict learners’ self-
assessment. Assessment is part of the learning process and can be summative, generating a

judgment; or formative, aiming at improving learning. Feedback is information learners
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generate or receive on their learning. This information can be self-generated, which is in-
ternal feedback or received from external informants, which is external feedback that can
come from teachers, peers or other means such as technological tools. Formative assess-

ment and feedback aims on improving learning.

Likewise, the theoretical background has also presented the models of feedback by Hattie
and Timperley (2007) and Nicol and Macfarlane-Dick (2006) which are current models of
feedback that help understand what aspects should be taken into consideration when giving
feedback. The levels of feedback by Hattie and Timperley (2007) are: feedback aiming (1)
on task, (2) on process, (3) on self-regulation, and (4) on personal evaluation. The princi-
ples of good feedback by Nicol and Macfarlane-Dick (2006) state that good feedback
should: (1) help clarify what good performance is, (2) facilitate the development of self-
assessment in learning, (3) deliver high quality information to learners about their learning,
(4) encourage teacher and peer dialogue around learning, (5) encourage positive motiva-
tional beliefs and self-esteem, (6) provide opportunities to close the gap between current
and desired performance, and (7) provide information to teachers that could be used to

shape their teaching.

There has been recent research on formative assessment and feedback; but much is still
needed to investigate in this field. There is not much research on formative assessment and
feedback concerning elementary school teachers and this research addresses this gap. This
topic is especially important because, according to Hendy and Whitebread (2000) children
form their attitudes towards learning during the first years of study and according to Nicol
and Macfarlane-Dick (2006), teachers have a key role in developing learners’ self-

regulatory skills and in providing feedback.



3 METHODOLOGY

This empirical research is qualitative in its essence. A qualitative approach was chosen
because the main objective was to understand teachers’ current practices and concepts on
assessment and feedback in the light of the theory of formative assessment and feedback
by Irons (2008). As stated by Denzin and Lincoln (2005), qualitative researchers aim at
making sense of or interpret phenomena in accordance to the meanings people bring to
them, doing so in their natural setting. This research is an effort to see and an attempt to
disclose how teachers perceive assessment and feedback and how this perception relates to
their practices in everyday situations in the classroom. It also aims in helping disclose their
theoretical and practical knowledge of the theory of formative assessment and feedback, as

presented by Irons (2008).

3.1 Research method

In order to achieve the above mentioned, a qualitative descriptive analysis was chosen be-
cause this kind of analysis focuses on the “what” of questions and because it is in accord-
ance with the main objective of the research, further explained below. It is my understand-
ing that the requirements for descriptive analysis that, according to Glass and Hopkins
(1984), involve gathering data which describes the events; and then organizing and tabulat-
ing the data, and describing the information, were fully accomplished. It is also considered
that the purpose of this research is in accordance with the goal of qualitative descriptive
analysis that, according to Sandelowski (2000), is to make a comprehensive summary of
events. He also affirms that qualitative descriptive analysis is to be used when a straight
description of a phenomenon is expected. These criteria are applicable to the aim of this

research.

3.2 Aim and research questions

The aim of this research is to explore elementary school teachers’ concepts and perception
of practices in assessing and giving feedback, to compare those both to their practices in
the case scenarios and to the theory of formative assessment and feedback, as described by
Irons (2008). As a consequence, it is the intent to demonstrate the areas related to assess-

ment and feedback that teachers have either theoretical or empirical awareness of as well
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as the areas in which they do not show such awareness. Therefore the research questions

arc:

1. What concepts of formative assessment elementary school teachers

implement and what they do not implement when assessing pupils?

2. What concepts of formative feedback elementary school teachers
implement and what they do not implement when giving feedback to pupils?
— This research question will be answered while taking into consideration the
models of feedback by Hattie and Timperley (2007) and Nicol and
Macfarlane-Dick (2006), presented in the theoretical background section.

3.3 Participants

Four elementary school teachers have participated in the research. They were selected
based on two factors: availability and being a teacher for grades one to four. Their partici-
pation was voluntary and no compensation of any sort was granted. All respondents were
fourth grade teachers; two male and two female; their age ranging from 35 to 55 years.
Three of them were class teachers and the time they spent with pupils ranged from 15 to 25
hours per week. One of them was a subject teacher, spending two hours per week with the
pupils. Three of them were experienced teachers, having from ten to 31 years of experience
and only one was a novice, with less than two years of teaching experience. Three teachers
were Finnish and one was Brazilian. Finnish teachers were from the northern region and
worked in two different schools, one public and the other private. They were interviewed
in the schools they work. The Brazilian teacher works in a public school in southern Brazil

and was interviewed by Skype, with the assistance of a web camera.

3.4 Instruments

Some of the common data collection methods applied to questions within the sphere of
empirical research include surveys, interviews, observations and portfolios (Kunpfer &
McLellan, 2001). The data was collected using two instruments: the first one was an inter-

view and the second one was case scenarios.
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3.4.1 Interview

The first instrument was a semi-structured interview with 19 open-ended questions (Ap-
pendix A). In order to increase the reliability of data collected by interviews, it is important
to follow certain guidelines. The most effective interviews require the researcher to devel-
op a guide to use during the interview process in order to help organize the information
(Kunpfer & McLellan, 2001). This criterion was observed in the interview instrument. The
interview questions related to feedback were formulated based on the principles of good
feedback by Nicol and Macfarlane-Dick (2006). The questions related to assessment and
self-regulated learning were developed based on my own theoretical and practical
knowledge, therefore, they are not based on any specific article or theory. The questions
aimed in portraying a picture of teachers’ concepts and perceptions of practices in as-
sessing and giving feedback. The interview was, therefore, semi-structured and questions
open-ended, and where some clarification was made necessary, extra questions were asked.
The objectives of the interview were (1) to determine the teachers’ beliefs related to as-
sessment and feedback and (2) their knowledge extent on formative assessment and feed-
back and also (3) to establish their own view on their practices in assessing and giving

feedback to pupils.

3.4.2 Case scenarios

The second instrument was a set of three case scenarios (Appendix B). They were chosen
instead of observation for practical reasons, for instance distance and lack of time due to
deadlines. The case scenarios were created with the purpose of obtaining reactions from
teachers as if they had been observed in a natural setting; and they have been developed to
be close to teaching-like situations. These case scenarios were not based in theory but in
my own experience as a 4™ grade teacher and from my experience of previous data collec-
tion, where I observed a 4™ grade group for about a month. Two of the cases presented
pupils with learning difficulties and one portrayed a pupil with great achievements. This
last case was created so that it would be possible to see how teachers give positive feed-
back. The aim of the case scenarios was to determine which concepts of formative assess-
ment and feedback were either present or absent in practice. The case scenarios were tested

with three volunteers, before actually being sent the teachers. The aim of the testing was to
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check if the cases were clear and if they would convey enough information to the teachers.

Some changes were made to the case scenarios after testing.

3.5 Procedure

The interview was conducted as a conversation between the teachers and the researcher. As
a researcher, I have tried not to lead while asking the questions or listening to the answers
so that the results would not be biased. The interviews took place from 20 October to 1
November 2013 and lasted between 27 to 47 minutes. The Brazilian teacher was inter-
viewed in Portuguese, which is the teacher’s mother tongue, as well as the researcher’s.
Finnish teachers were interviewed in English, which is a second language for them and the
researcher. The interviews were recorded by Iphone AudioMemos. Each interview was
trasncripted during the week that followed the interview. The interview in Portuguese was
firstly transcripted and then translated into English. The transcription were thorough, keep-
ing record of all words of the respondents as well as their pauses and interjections. Only
off-topic comments were not transcripted. Those included situations such as an incoming
phone call, somebody asking for information or a pupil coming to talk to the teacher. Such
happenings were mentioned in the transcripts as “off-topic conversation”. As no image was
recorded during the interviews, a decision was made not to add any comments related to
teachers’ emotions, expressions or general behavior, except when it was necessary for un-
derstanding what was being said, such as gestures made to convey or stress the information
given. Although it was possible to notice that some of the teachers had difficulties in an-
swering certain questions and some showed a degree of jitters; those factors were not high-
lighted when analyzing the data, exception made to some hesitation or long pauses before
answering that were taken into account. Teacher 4 did not answer questions nine and ten
because they were not asked. During the interview the teacher moved away from the topic
so many times that it was not noticed that those questions were not asked. Although it is
unfortunate that the teacher’s contribution was lost, this fact is not considered as having

damaged the results of the research. The whole transcripted content is in Appendix C.

The case scenarios were sent to the teachers by e-mail, after they had been interviewed,
together with the instruction on how to proceed. The participants had previously been in-
formed about the case scenarios and agreed on giving feedback to them. The case scenarios

were sent to the interviewed teachers, after each interview. They have all returned the case
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scenarios with their feedbacks (Appendix D) by e-mail, until 27 November 2013. Besides
the interactions mentioned before, no other contacts or communication of any sort occurred

between the teachers and the researcher on subjects related to the research.

3.6 Data analysis

As stated by Patton (1990), there are no rigid rules for making methods decisions in evalu-
ation; the art of evaluation includes creating a design and defining relevant information for
a specific situation in a particular context. This statement exemplifies the approach to ana-

lyzing the data collected for this research.

The approach taken to the analysis of the data is in accordance with the qualitative descrip-
tive analysis that, according to Vickie and Clinton (2012), does not use a pre-existing set of
rules but is rather purely data-derived in the sense that codes are generated from the data in
the course of the study and the presentation of the data involves a straight forward descrip-
tive summary of the content, organized in a logical manner. They also affirm that it is a
very useful approach when the researcher wants to know what is involved in a certain
event. Therefore this kind of analysis is in accordance with the research questions and aim

of this research.

In order to achieve the above descripted logical and organized presentation the data was
handled and coded in many different ways. Firstly, as mentioned before, it was transcripted
and transcribed. It was then copied to Nvivo software, which is qualitative data analysis
computer software, designed for qualitative researchers, which helps in analyzing small or
large volumes of data. The data in Nvivo was coded, following two different coding
frames. Coding data in these coding frames helped in making data known and familiar.
These coding frames are not deeply explained in this research because they were discarded
— since, despite helping familiarize with the data, they did not help in finding answers to

the research questions, therefore a new step was started, as explained below.

This new analytical procedure started by adding the interviews in their integrity to a table
so to compare the answers of the teachers to each one of the questions separately. This way
it was possible to have a general view of all teachers’ answers. This view was summarized
in a column named conclusion. This work along with the conclusion reached was a means

of better understanding the data, so that the whole picture could be seen. After this, another
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table was created to compare the answers of the interview to the feedbacks given to the
case scenarios — to see if they would confirm or contradict the affirmed practices. These
tables are not attached to this research because the contents are revealed in the results sec-
tion and appendixes C and D, previously mentioned. This process made it possible to have
a clear picture if teachers conceptions and practices were aligned or not to what they stated.
This last procedure was somehow limited, due to the fact that teachers’ feedbacks to the
case scenarios were not long and therefore, it was not possible to find examples to all of

the questions. But it was possible to find examples to the most relevant questions though.

During this organizational and exploratory phase, the topics to be discussed and deeply
analyzed emerged. These topics were clearly and abundantly observed in the data collect-
ed. From that, a coding frame was constructed. A coding frame in qualitative research is a
scheme of concepts and criteria used to classify the data. It contains definitions of concepts
and categories used to identify and sort the data. (Benaquisto, 2008). In this research the
coding frame is entirely data driven. The data was coded firstly to picture the two main
topics: assessment and feedback. Within assessment the data was coded as: role of teacher,
role of pupils, assessment tools and self-assessment. Within feedback the data was coded

as: oral, written and peer-feedback. The initial coding frame is shown in Figure 6.

[ ASSESSMENT

Z

[ Role of the teacher] [ Role of the pupil ]

[Assessmenttools] [ Self-assessment ]

FEEDBACK

Enjl s

[ Peer-feedback ]

Figure 6 - Data driven initial coding frame.
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After the topics were decided upon, a careful coding of data on teachers’ interviews was
conducted, as well as the feedback given to the case scenarios. The coding was done using
the manual folder system, with the printed interviews and feedback to case scenarios, as
well as with Excel software which was used to table the data. All teachers’ opinions were
taken into account and gathered together within the topics, in order to form a general con-
cept of each category. At the same time, examples to confirm or contradict the concepts
were also brought together. The examples were taken verbatim, meaning that no changes

or corrections were made to the way teachers expressed themselves.

In order to explore teachers’ concepts and practices and analyze the data thoroughly and
more deeply, the coding frame was developed further, as shown in Figure 7. Assessment
and feedback were not related in the coding frame but considered individually, due to the
fact that teachers did not express making use of feedback when deciding upon the assess-

ment of pupils. A more thorough explanation of the coding frame is in Appendix E

ASSESSMENT ]
[ Pupils Receive ]
Role of the Role of the
teacher pupil

Teacher Assess ]

Assessment Self- -
Exams tools assessment

| Others I Do not make

[ Observation

use

FEEDBACK

- Written _
Classroom feedback To pupils

feedback
General
To parents
—
Individual \ [ Peer-feedback ] [Others]
/ \

[ s e J [ Do not make ]

7

use

Figure 7 - Data Driven enlarged coding frame.
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After the coding frame was developed, the interviews and case scenarios were once more
coded according to it. The coding of the whole data was again done using the manual fold-
er system, with the printed interviews and feedback to case scenarios, as well as with the
use of Excel software to table the data. All teachers’ opinions were taken into account and
added to the subtopics, in order to gather all information related to the category. At the
same time, examples to confirm or contradict the concepts were taken verbatim, that is,
again no changes or corrections were made to the way teachers expressed themselves. All
the data was coded using this final coding frame. The same data could be coded in more
than one code, if pertinent. In case the data would not fit into the sub categories, it was
coded in the bigger categories. If the data could not be placed in any category, it was coded
in the category others, not much of the data was coded under this category though. The

findings for each category and subcategory are shown in the results section.

After the analysis had been concluded and the data been coded. This final coding frame
was inserted in Nvivo computer software. Part of the data was coded under this coding
frame using Nvivo software. This last step was taken in order to facilitate the interrating
process; since the software provides the Kappa statistical coefficient. The coding of part of
the data was done by a second coder and the results are demonstrated in the section that

deals with validity and reliability of the research.



4 RESULTS

As stated by Glaser and Strauss (1967), one of the strengths of qualitative methods is the
inductive, naturalistic questioning strategy of getting close to a scenario without predeter-
mined hypotheses; this way, theory emerges from fieldwork experience and is grounded in
the data. As a researcher I put efforts in performing the analysis with impartiality and accu-
racy. It is not possible, however, to expect absence of personal influence. For it is impossi-
ble to dissociate a person and their work; but conscious care was taken so that the analysis
would be conducted in a trustworthy manner; where my personal opinion would not be
input in the analysis phase. As this is an exploratory work, the objective was to know the
facts in the classroom in teachers’ practices and conceptions on assessment and feedback
in order to have a clear picture of happenings. The results were condensed in two tables

that are shown and explained below.

4.1 Assessment

Assessment was considered important, in fact, essential. The stress on the reasons why it is
important varies, but all teachers consider it necessary for the pupils to be assessed, and

they also consider it part of their job to assess, guide and instruct pupils.

Teachers have different perspectives on what pupils expect from them in the assessment
process, but two of them mentioned that they believe pupils want teachers to present them
with the problem and follow this presentation with a ready-made solution, by telling the
pupils what they have to do, or then correcting what was wrong. One teacher mentioned
that pupils need to feel safe and that they also have to be trustful; another one mentioned

that they expect teachers to be fair.
Teacher 1: “I consider assessment important, fundamental...”
Teacher 4: “Ahmm... it is necessary... it’s very important...”

This kind of purpose was not possible to confirm or contradict analyzing the case scenarios
as they were not meant as an evaluative instrument; however, I have not detected any con-

tradiction to those sentences when analyzing the whole data.
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Table 1 shows the results for assessment subcategories, which are explained subsequently

and, whenever possible, examples from the case scenarios that confirm or contradict teach-

ers’ assertions are quoted.

Table 1- Results of data analysis on assessment.

Subcategory 1

Category: Assessment

Subcategory 2

Results

Role of the teacher

Pupils

Teachers see themselves as re-
sponsible for assessing pupils and
the purpose is to check the work
and progress in the contents be-
ing taught in class.

Teacher

Teachers see themselves as re-
sponsible for assessing pupils and
the purpose is to evaluate the
teacher’s own work.

Role of pupils

Receiving

Pupils are seen as not having an
active role in assessing, their only
part in the assessment process is
receiving

Assessing

Their role is to show what they
can do so that teachers can assess
their own work.

Assessment tools

Exams

Teachers make use of the num-
bers obtained in tests and exams
as the sole base for the grades
they give pupils

Observation

To grade pupils, teachers make
use of the numbers obtained in
tests and exams and observation
of participation in class and
teachers’ general knowledge of
the pupil.

Self-assessment

Make use

Teachers make use of some sort
of self-assessment

Do not make use

Even considering self-assessment
important, it is not used.

4.1.1 Role of the teacher

Teachers in their totality consider it to be their role to assess the pupils. They are the main

agents in assessing, if not the only ones, and I have found that they have two different pur-

poses in assessing:
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Pupils: The purpose of the assessment is to help pupils’ learning process: Teachers see
themselves as responsible for assessing pupils and for most of them the purpose is to check
the work and progress in the contents being taught in class; so that teachers, as well as pu-
pils, are aware of pupils’ progress in learning. The purpose of assessing is to give teachers
information, so that they can guide and encourage pupils to develop their learning. Its pur-

pose is also to inform teachers if changes need to be done.

Teacher 1: “I ask of myself a lot so that I will not make a test only to know if
they can do a division... or if they can interpret a text, but to observe

everything, how they do it, how they reached the result, what they wrote...”

Teacher 3: “... so that they could, they could, ah, learn more what we are

trying to teach.”

Although teachers do not use feedback as ways of assessing pupils, comparing teachers’
feedback to the case scenarios, I have found examples that would confirm their mentioned

purpose on assessing:

Feedback Teacher 2: “I would ask her own opinion...I'd try to arrange that

help."

Feedback Teacher 4. "How do you feel about this solar system task I gave

you and the classmates?... Would it be easier if you'd only take one or two?"

Comparing teachers’ feedback to the case scenarios, I have also found examples that would

contradict their mentioned purposes:

Written feedback Teacher 1: "...he is a bit slow to perform tasks in class that
is why he is always behind."; "This quarter she has shown not to care about

her studies. She did not finish class activities and did not do her homework."

Teacher: The purpose of assessment is for teachers’ own evaluation: In this case, teachers
also see themselves as the agents responsible for the assessment and although they want to
check pupils’ work and progress in the contents taught in class, the purpose of assessing
pupils is to evaluate the teachers’ own work in order to make changes — if they are consid-

ered necessary.



35

Teacher: “it is through assessment I know what the student has learned...and
also it tells me what I should improve, change, if I must change the teaching

method.”

This kind of purpose was not possible to confirm or contradict analyzing the case scenarios
because they depend on a broader analysis through a longer period of time and classroom

observation.

4.1.2 Role of pupils

Teachers consider assessing very important for the pupils’ development in learning. They
consider that pupils need to be assessed in order to know how they are developing and also
what changes they should make, but they do not see pupils having an active role in their
own assessment. [ could identify two main roles assigned to pupils in assessing, but in
none of them pupils are agents of their own assessment. One of the teachers mentioned that
the pupils have responsibilities, but what the responsibility in the assessment process

should be was not clear, therefore, I could not consider that as a separate category.

Receiving: Pupils are seen as not having an active role in assessing, their only part in the

assessment process is receiving the assessment which is done solely by the teacher.

Teacher 2: “Hum... student’s role... I cannot think of... my head went totally

blank... they do nothing; I just give them the numbers. That’s it.”
Teacher 3: “Well, ah, the receiving part.”

Assessing: Pupils are seen as not having an active role in assessing. Their part in the as-
sessment process is to show their skills so that teachers can assess their own work and

make changes to their own teaching, according to what they judge necessary.

Teacher: “It is to show what they can do and what they cannot... and
unconsciously they end up assessing the teacher.”
4.1.3 Assessment tools

As pupils have no active role in the assessment process, all the tools teachers use for as-

sessing belong to themselves and are originated in themselves. All teachers use tests and
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exams as assessment tools. Even when other ways of assessing are mentioned, exams play
the main role in coming up with the final grades. Most of them believe that tests grades
reflect how well pupils have learned and also how much they have improved in learning.
The ones who showed some suspicious about tests it was not due to the use of tests but to

the kind of tests used and how they are applied to the pupils — not the instrument in itself.

Although the assessment tools are mostly the same in both cases, I have divided them into

two separate assessment tools because of the role they play in assessing, as shown below:

Exams: Teachers make use of the numbers obtained in tests and exams as the sole base for
the grades they give pupils in the official assessment periods, which vary between coun-
tries, but not among the schools in the same country. Those grades generally are followed

by some sort of written feedback.

Teacher 4: “Mostly they get numbers from their tests but ah if you... test

them or have exam, it hasn’t to be in a paper form.”

Teacher 3: “I give points from the tests or sometimes I give those ah what is
it called? those like bigger numbers that you count the, just points together

and give ah this...get 4 to 10.”

Observation: In this case, teachers also make use of the numbers obtained in tests and ex-
ams to form the final grades, but the grades pupils get in the official assessment periods are
also based on teachers’ observation of their participation in class and the teachers’ general
knowledge about the pupils. When making use of this kind of assessment, teachers men-
tioned having notes on a notebook for each pupil or for each class. Those notes mention

pupils’ behavior, difficulties and successes during classes, as well as test grades.

Teacher 2: “...and I try to think about all the, you know, what the pupil was
doing in the classroom...”; “I have spoken to the pupils and, and we have
interacted in the classroom, I can see for example that sometimes they fail in
the exams for some reason, ok, I see that you have not written your
vocabulary, for example, and that is why your grade is so bad in this exam,
and it should be better. I know that you are better. So in that way I can be

merciful and see that.”
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Teacher 1: “The grade we give we base on what we... it’s a combination of
everything. I do not give grades on each evaluation... I give a fictional

grade.”; “I need to know the pupil in order to know how to assess him.”

4.1.4 Self-assessment

All teachers consider self-assessment important but not all of them make use of it on a reg-
ular or structured basis. A teacher mentioned making use of self-assessment, but gave as
examples of self-assessment activities that were in fact class, content or teacher’s assess-
ments. Another teacher mixed the examples of self-assessment with peer-assessment. Alt-
hough teachers do not make use of self-assessment, they consider that pupils are able to
create their own feedbacks. They affirmed that pupils are smart enough to do so, provided

they have instructions and help.

As their concepts were a bit blurred, I could not separate the topics according to their con-
cepts; therefore I divided them using a different criterion. They were divided into two cat-
egories: the ones who make use of self-assessment and the ones who do not make use of

self-assessment.

As mentioned previously, pupils have no active role in the assessment process, all the tools
teachers use for assessing belong to themselves and have their origin in themselves so,
even when mentioning making use of self-assessment, it does not mean taking this assess-
ment into consideration. It is used more like an exercise or extra activity and the reason for

having this activity does not seem to be made clear to pupils.

Teacher 4: “Very important... every day.... because you know this book

thing (reading a book and presenting to the group)”

Teacher 3: “It’s quite good...and I use it quite often... in the beginning of the
lesson I told you what we were going to learn and what do you think now,

did we reach what we wanted?”

Make use: Most teachers make use of some sort of self-assessment. Some mentioned using
it frequently in an oral form and some mentioned making use of it in written form. Even if
they mentioned practices of self-assessment, they did not make their purpose clear in doing
so. Only one teacher mentioned that pupils would use it for reflection, but reflection on

what and to what end was unclear. During the interview, I did not ask other questions to
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deepen the subject because the purpose was to acquire knowledge on teachers’ opinions

and to see what they considered important concepts and practices in self-assessment.

Teacher 1: “... we do it a lot... I also make a free self-assessment, they can
draw, write... because some prefer to make a drawing and some writing...

they like to express themselves through drawing...”

Teacher 3: “...usually in many subjects there are those ready-made test paper
sheets (self-assessment section on the exercise book) at the end. It’s one part

or one section that does the same that...”

Do not make use: Even stating that they consider self-assessment good and important, one

of the teachers mentioned not making use of it. The reason for it is not very clear.

Teacher: “not in sort of a systematic way, but... we talk a lot...”

4.2 Feedback

All teachers mentioned giving some sort of feedback to pupils and parents. The way they
do so varies but they all consider it important for pupils to receive feedback. They men-
tioned that they discuss with pupils the feedback they give, either individually or in group.
When questioned about difficulties in giving feedback, they affirmed not having any diffi-
culties. They said they do not have any difficulties in talking to pupils. But a teacher men-
tioned lack of time and that quiet pupils receive less attention because the lively ones get

all attention and time in giving feedback.

When asked about the characteristics of good feedback they found it difficult to answer
and mentioned some of their practices, such as saying something positive, being thorough
and supportive. One of them mentioned that good feedback is possible when it is built on
the pupils’ knowledge. The characteristics of bad feedback seemed clearer to teachers: not
knowing the pupil or the problem to be addressed, being vague and expressing mixed emo-
tions. All participants mentioned giving feedback on pupils’ behavior, but not all of them

mentioned some other kind of feedback.

When asked about pupils’ reaction to feedback, teachers affirmed that they consider that

pupils take what they say into consideration and try the given suggestions. One of them
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said they do not care about feedback but are more interested in the exam numbers though,

and another said that pupils consider giving feedback part of teachers’ job.

Teacher 1: “A pupil told me last year that she had been doing calculations
during all night because I explained her that she was having problems and

she spent the night... but she felt it was important when I talked to her.”

Teacher 3: “... quite often they try to listen and, and try those things I will
suggest them so that they will learn better.”

Teachers do not seem to take into consideration the learning goals when giving feedback to
pupils; in fact, they do not seem to understand the concept of learning goals, because, even
if most of them answered that they do encouraged pupils to set their own learning goals,

most of them gave examples that were not related to learning goals.

Teacher 1: “I encourage them, firstly valuing each item, each thing they do

well... so I am always encouraging them, but it is a great challenge.”

Teacher 4: “We discuss lots.. about their hobbies and they can, they have an
opportunity here to show what their hobbies are...”; “I think this group is
going toward the right goal. I hope that is true.”

Table 2 below shows the results for the feedback subcategories, which are explained sub-
sequently and, whenever possible, examples from the case scenarios that confirm or con-

tradict teachers’ assertions are quoted.
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Table 2 - Results of data analysis on feedback.

Category: Feedback

Subcategory 1 Subcategory 2 Results
Oral feedback given to the group
General when returning exams or correcting
tasks

Classroom feedback Oral feedback given individually in

Individual classroom when the teacher notices
a pupil needs it.

In the official evaluation or notes

To pupils on pupil’s tests and workbooks

Written feedback Feedback gi.ven to pupils so that

parents see it or direct feedback to

parents in official evaluation or

through a technological tool.

Teachers make use of peer-

Make use feedback but not as an assessing
tool.

To parents

Peer-feedback Teachers do not make use of it
either for lack of knowledge or for
considering it unsuitable for ele-
mentary school pupils.

Do not make use

4.2.1 Classroom feedback

Most of the feedback teachers give to pupils is oral and happens in the classroom. As a
base for the feedback, they generally use pupils’ mistakes or correctness on a test or a task.
The participants mentioned that they walk through the classroom as a way of being con-
scious of problems to be addressed and as a way of making themselves available to the
pupils. The majority of the feedback given is to pupils who have difficulties or learning
problems. Basically, all teachers mentioned that they do not spend much time giving feed-
back to those pupils who have good grades or who do not seem to have problems in learn-

ing. | have detected two main forms of classroom feedback, which are:

General: This is the most common kind of feedback teachers give the pupils. Participants
mentioned doing so when returning exams and correcting them with the whole group,
highlighting the mistakes made and what the correct answer would be. This kind of feed-
back lies mostly on pupils’ successes or mistakes, their personal characteristics or behav-

ior.
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Teacher 4: “Ah, 1 give lots of immediate feedback. If I see somebody,
somebody succeeding, I will say it or... giving signs (thumb up) like that
ah... “; “when some “loser” has succeeded well, as one of them did it last
week, I told it to everybody that he made it 10, perfect 10...”; “...giving

5

feedback mostly the instrument is me.”

Teacher 2: “... then I say, “ok”,” that is good”, “good”, “almost correct.”

And that’s, that is feedback in one way.”; “...my feedback isn’t sort of that

systematic in a way, it’s quite spontaneous...”

Individual: This kind of feedback happens mostly orally and in the classroom, but it may
happen in other school contexts. Teachers mentioned doing so when noticing that a specif-
ic pupil has some sort of difficulty that is not the difficulty of the whole group. They notice
the difficulties by walking through the classroom or by mistakes on tests or tasks. This
kind of feedback lies mostly on the task. Sometimes the feedback is given when the task is
in process, in other occasions, although the task is done, it is still possible to redo it. And
sometimes individual feedback it is given when the task is finished and it is not possible to

redo it.

Teacher 1: “If we make a math test... and I correct it... they made mistakes
and then I call them and we get to work...I call one by one and show them
their mistakes and what they have difficulties and from that we talk.”; ...
there is not a rule, every week... but I call them... I sit with him to see what

he needs to improve.”; “...I consider important to tell them what they follow,

the difficulty and how to solve the difficulty...”

Teacher 4: “I’m going to him or her and ah although it happens in the middle
of the lesson, it happens ah very privately. I may show the place there is
something wrong or “can you improve it?” ... we have a private meeting

where we can go and put things on rails.”

Comparing teachers’ concepts to the case scenarios, I have found examples that would

confirm some of the mentioned practices in giving feedback:

Feedback Teacher 1: "I asked him to explain his work to me"; "I showed him

what parts were missing"; I asked him to redo the research"; "I asked him if
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he was facing any difficulties and I heard him tell some of the stories about

his family."

Feedback Teacher 2 "I would talk to her in private and ask her own opinion

why the test didn't go so well..."

Comparing teachers’ concepts on feedback to the case scenarios, I have also found some

examples that would contradict some of the mentioned practices in giving feedback:

Feedback Teacher 3: "...give him a positive comment on that. Doing so |

hope he finds strength to do better on the next research"

Feedback Teacher 1 - written: "This quarter she has shown not to care about
her studies. She did not finish class activities and did not do her homework";
"I showed her test and said that she made many mistakes on measurements

and that we have already seen that in class many times."

As mentioned before, teachers are not consistent when giving feedback focusing on task.
Sometimes the feedback is given when the task is in process. In other occasions, it is still
possible to redo it. And sometimes it is given when the task is finished and it is not possi-

ble to redo it.

Teacher: “I showed him what parts were missing and asked him to redo the
research.”; “I showed her test and said that she made many mistakes on

measurements and that we had already seen that in class many times.”

Related to positive feedback, most of the feedback teachers gave to the case scenario por-
traying a pupil with good achievements focused on praising personal characteristics. This

kind of feedback was also found in other case scenarios as well.
Teacher 4: ““...as [ know how clever you are...”
Teacher 1: “Markus is a lovely student but he is a bit slow...”

Teachers do not seem to clarify to pupils the assessment criteria neither what good perfor-
mance is, delivering relevant information to pupils about their learning so to encourage

positive motivational beliefs and self-esteem.

Teacher 1: “I showed her test and said that she made many mistakes...”
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Teacher 3: “I would suggest extra tasks”; “I would consider giving her some

remedial teaching on the subject.”

Equally, I have not found evidence that teachers provide opportunities to close the gap

between current and desired performance.

Teacher 1: “I showed him the parts were missing and asked him to redo the

research.”

Teachers tend to discuss with pupils around learning. It does not seem difficult for teachers

to talk to pupils about their learning and even about topics not directly related to learning.

Teacher: “I would talk to her and ask if...”

Teachers shape their teaching constantly and, according to them, they make use the feed-
back information to do so. It was observed though by their affirmations that most of the
time the shaping of the teaching is based mostly on the numbers pupils receive on test and

€xams.

Teacher: (Do you use the feedback you give to shape your teaching?) “maybe

in a way. ’'m not sure if this is totally related to feedback...”

4.2.2 Written feedback

Teachers have also mentioned giving written feedback. In all participants’ school contexts,
written feedback is mandatory as part of the policy of the schools that states that pupils
should be given certificates with grades and a written feedback. In Finland, they receive it
twice a year and in Brazil they receive it three times a year. This kind of written feedback
is part of the official assessment. Teachers also mentioned some other forms of written
feedback, but not all of them make use of it or have the same practices. I have identified
two main types of written feedback. The division in two types was made based on the pur-

pose of the written feedback, as follows.

To pupils: Teachers give pupils written feedback in different ways. The main one is in the
official evaluation, but some have also mentioned writing notes on pupils’ tests and work-

books. Some said that they do not write texts to pupils, but they make drawings such as
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smiles in order to express their assessment on the exercise, test or task. In all cases, the

written feedback is given when the task is finished and it is part of the tasks assessment.

Teacher 2: “I usually write something to the exams, so “you did well on this
part” or, or “you should read this part again” and, and “try to remember this

2

and”...

Teacher 4: “... in their writing books or there I am commenting the writing or
the subject they have chosen or sometimes in the other workbooks... I am
adding some small comments here “can you do this in a different way?”, or

“this was really good” or like that, short comments.”

To parents: All teachers consider it very important to give feedback to parents and that is
generally done in written form, either through a certificate, a note or by technological
means. They mentioned giving written feedback to parents, either in a direct or indirect
way, which means that sometimes they write to pupils, hoping the parents will see it too
and sometimes they write directly to parents. When contacting parents directly, Finnish
teachers use the program Wilma, which enables communication between the school, teach-
ers and parents. Brazilian teachers do not communicate with parents by means of techno-
logical tools. Instead they make available a written report and parents are supposed to go to
school to get it from the teacher. Teachers give parents feedback in order to make them
aware of their children’s learning progress and also their behavior in the classroom, by

doing so, teachers expect parents to cooperate with them.

Teacher 2: “And if necessary I will take contact to the parents, if I am, I have

worries about something...”

Teacher 4: “... somehow the feedback I am giving them I hope it goes also to

their homes...”

Considering teachers’ feedback to the case scenarios, I have found examples that would

confirm their mentioned practices in written feedback:

Feedback Teacher 2: "I would contact his parents and check if they are aware

of'it..."; "I would talk to Joosef and his parents"

Feedback Teacher 1: "As this is an evaluative work I have also written to his

parents"
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4.2.3 Peer-feedback

Most teachers do not seem to know much about peer-feedback, either in theory or empiri-
cally. Some are uncertain about its use and some think it is not suitable for elementary
school pupils. One of them affirmed making use of it regularly and systematically, alt-
hough the feedbacks given by the peers do not seem to be used in assessment process. As
their concepts about peer-feedback were not clear enough, I have divided them into two
groups: (1) the ones who make use of it and (2) the ones who do not make use of it, as fol-

lows.

Do not make use: Most teachers do not make use of peer-feedback in assessing pupils or
as a way of giving them feedback. They do not make use of it either for lack of knowledge,
empirical or theoretical, or for thinking it is unsuitable for 4™ graders or unsuitable to the

current group they teach.

Teacher 1: “...this year I must confess that I have not done, not once...”; “I

think it is important but we also have to know the pupils...”

Teacher 2: “I don’t know, I haven’t tried it.”; “...I don’t know how they
would, ah... what sort of feedback it would be...”

Make use: Only one of the interviewed teachers affirmed making use of peer-feedback as a
means of assessing pupils and giving them feedback. The teacher seemed aware of the lim-
itations of 4™ graders feedback to peers but considered it valuable anyway because in his
opinion it is a way for pupils to grow together. Nonetheless, the feedbacks given by the
peers were not mentioned as influencing pupils’ assessment for final grades or written

feedbacks.

13 3

Teacher: “...it’s amazing that they really give feedback.”; “... they are
capable in estimating not at that level that adults do, but we don’t have to

demand that much...”

These results describe the aspects of assessment and feedback found in the data collected

for this thesis. They will be discussed further in the discussion section.



S DISCUSSION

The aim of this research was (1) to explore elementary school teachers’ concepts and per-
ception of practices in assessing and giving feedback, and (2) to compare those to their
practices in the case scenarios and to the theory of formative assessment and feedback —
thus (3) demonstrating the areas related to assessment and feedback in which teachers ei-
ther have or do not have theoretical or empirical awareness. Therefore the research ques-

tions were:

1. What concepts of formative assessment elementary school teachers

implement and what they do not implement when assessing pupils?

2. What concepts of formative feedback elementary school teachers

implement and what they do not implement when giving feedback to pupils?

Critical and thorough examination of the data was conducted in order to answer the re-
search questions. A qualitative descriptive analysis was performed in order to describe the
events, of which the results were shown in the previous section. Even if limited by the
number of participants, this research has succeeded to a certain extent in its attempt of por-
traying a picture of elementary school teachers’ concepts and practices on formative as-

sessment and feedback.

5.1 Assessment

According to Irons (2008), there needs to be a change in the culture of assessment, shifting
from summative to formative. The teachers, who took part in this research and, according
to them, their pupils as well, still put a lot of importance on grades, although research has
shown that grades have a negative impact on motivating for learning. Grading learners’
performance has less effect on learning than giving feedback comments, because it leads to
comparing to others rather than focusing on personal difficulties (Butler, 1987). The teach-
ers taking part in this research do not seem to have knowledge of it and they still put a lot
of efforts in grading pupils instead of supporting their learning by other means such as
formative assessment and feedback. This way, pupils’ motivation and self-esteem are not
really affected by the feedbacks they receive, because once a summative grade is involved,

the assessment becomes summative, even if it is of formative nature (Irons, 2008). Accord-
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ing to Koh and Velayutham (2009), traditional ways of assessing should be complemented
or even totally replaced by more authentic assessment methods such as project work and

self-assessment.

According to Koh, Lee, Gong and Wong (2006), “it is time that teachers move toward
more authentic types of assessment so that learners can engage in higher-order thinking
and real world problem solving”. Koh and Velayuthan (2009) say that assessment methods
should reflect the changes that are happening in the pedagogical approaches. It is necessary
though that this change in assessment happens within the whole educational system, since
teachers are not the ones responsible for policies and the application of national tests that

mainly aim at pointing who is accountable for the results.

According to the model of self-regulated learning of Zimmerman (2002), the self-judgment
derives from a comparison between the self-observed performance and the standard or goal
previously established. My data shows that the teachers do not make their own goals clear
for pupils and they do not encourage pupils to set their own goals either for learning in
general or for specific tasks. They mention establishing class goals on what to learn, ac-
cording to the textbook or annual program; but it seems that there is not encouragement for
the pupils to learn how to set their own goals. It is my understanding that, when pupils es-
tablish their own goals, the assessment and feedback they receive become more meaning-

ful to them.

Although the interviews focused on assessment and not on teaching practices, during the
discussions with teachers, I noticed that they tend to use traditional ways of teaching, like
textbooks, workbooks, ready-made tests and exams. Their way of teaching might be one of
the reasons why they do not see the need for another way of assessing pupils and why their
feedback tends to focus on the final product and performance. More research is needed in
order to make such affirmation, but I consider that it is something worth investigating, be-
cause according to Sawyer (2008), it is expected that the shift in education begin with

teachers rather than with learners, as it is the teachers’ role to foster authentic learning.

5.1.1 Self-assessment

Self-assessment is an important tool for self-reflection and self-evaluation. Learners who

are provided with opportunities to reflect on their own learning process develop their self-
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regulatory skills, so teachers should provide learners with chances to self-monitor and
judge the progression of their work toward their goals; as good practices of self-assessment
can lead to significant improvements in learning and achievement. My data shows that
self-assessment does not play an important role in teachers’ practices of assessing and giv-
ing feedback. Even when teachers affirm that they consider it important, their examples on
the practices of self-assessment mostly have to do with content, class, teacher or peer as-

sessment.

As expressed by Panadero and Alonso-Tapia (2014), the challenge that teachers face now-
adays is how to help learners learn intentionally, autonomously and effectively by means
of self-regulation. It is my understanding that this can be achieved also by making use of
formative assessment and feedback, especially with reflections on self-assessment and in-
puts of peer-feedback, for they are especially important tools in formative assessment,
which according to Irons (2008), are ways of developing learning and feeding learners
forward. Even when teachers mentioned that they do make use of self- and peer-
assessment, their practice showed a different reality. Pupils are not directed to reflect on
their own learning process; and even when they are encouraged to consider their learning,
the meaning of such activity is not clear. One important aspect to consider related to self-
assessment is that it can and should be taught. According to Panadero and Alonso-Tapia
(2013, p. 563), “teachers should explicitly teach learners to self-assess so that they all have

opportunities to learn.”

5.2 Feedback

Based on the theory of formative assessment and feedback, I understand that just telling
the pupils if a result is correct or incorrect is not enough. I consider it imperative for teach-
ers to discuss with pupils how the problems may be solved or how to improve or enhance
what is already correct. Teachers can do this by different means such as asking questions to
make pupils reach to conclusions themselves; or by showing different alternatives and dis-

cussing which one would suit the pupil better.

When feedback is given in a group, it must also be considered that the way it is received
will vary depending on the individual perception of importance, as well as individual
commitment and involvement in the task (Hattie & Timperley, 2007). My data showed that

oral group feedback is the most common kind of feedback teachers give pupils. This kind
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of feedback does not help enhance learning as it is more focused on the result and perfor-

mance (Hattie & Timperley, 2007) than on the process and self-regulation.

I have also noticed that teachers find it hard to give feedback to pupils who do not seem to
have difficulties in performing the tasks. They have mentioned that they do not give
enough time to this kind of pupils because their energy and time go to pupils with learning
difficulties. It is my understanding that pupils without learning difficulties also need to

receive feedback in order to improve their learning. This aspect is further developed later.

Furthermore follows a more detailed discussion on feedback, taking into consideration the
levels of feedback by Hattie and Timperley (2007) and the principles of good feedback by
Nicol and Macfarlane-Dick (2006).

5.2.1 Peer-feedback

My findings show that most teachers do not make use of peer-feedback, either for lack of
knowledge or for lack of experience. They seem to mention that it is important just because
it is “common sense” — as opposed to truly believing in it - exception made to one of the
teachers that makes use of it and believes in its efficacy. The most common way for the
teachers to give feedback is orally and in the classroom, a context in which peer-feedback
would be preferable and could be widely used. The dialogue with peers enhances in the
learners the feeling of self-control over the learning in different ways. When peer-feedback
happens in group discussions, it also gives alternative perspectives on problems and it can
work as a motivational factor. Teachers’ lack of knowledge on this matter must be reverted
because, according to Dixon and his colleagues (2011), through the evaluation of the work
of others, learners can develop evaluative knowledge and expertise and they can better
understand external feedback. This correction is also important because teachers’ beliefs
about learning and the learning process influence how they see the role of feedback (Price
et al., 2010). There is recent research on feedback and teachers should have access to such
help as the ones expressed by Nicol and Macfarlane-Dick (2006, p.11) that exemplify
many strategies for the use of peer-feedback and the ones expressed by Irons (2008, p. 70-

86), who gives practical suggestions for applying in classes.
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5.2.2 Hattie and Timperley’s levels of feedback

Considering the feedback model of Hattie and Timperley (2007) and their levels of feed-
back, represented in Figure 8, teachers taking part in my data collection do not seem to

know or empirically apply the most fundamental levels.

task process
Levels of feedback by
Hattie and Timperley

4 N\
[ Feedback focusing on (2007) Feedback focusing on

{ N\
[ Feedback focusing on Feedback focusing on

-
L

self-regulation personal evaluation
. J

Figure 8 - Representation of the levels of feedback of Hattie and Timperley (2007).

My data shows that teachers tend to focus on tasks when giving feedback; they tell pupils
if they have gotten the right or wrong results, but they do not follow it by including direc-
tions on how to proceed in order to reach the goal. I have not found enough evidence in my
data that teachers aim their feedback on the process. Teachers’ feedback observed in the
data aims at the final result — the process of performing the task does not seem to be part of
the inquiry and therefore no feedback is given on that. Although that was the general pic-
ture, I did find in the feedback to one of the case scenarios, a suggestion a teacher gave to
the pupil, "What if you’d use Wikipedia instead of our schoolbook?”” That was the only
sentence focusing on the process and on how the task was performed, and therefore I can-
not consider that teachers focus on process, but I could say that at least some of them have

the means to do so.

I have not seen any evidence in my data that teachers foster pupils’ goals or support pupils
in order to foster the achievement of pupils own goals. When asked about encouraging
pupils’ goals in learning, teachers showed not to understand the importance and role of
goal setting in pupils’ learning. Most of them mixed encouraging pupils set their own goals
with appointing goals for them to follow. Setting goals is of great importance for pupils to
become self-regulated learners. I did not deepen the research on this topic; it was addressed
though because of the connection between self-regulation and goal setting and feedback.
Although not deeply investigated, I believe it is possible to say that data shows that the

teachers who took part in this research lack deep knowledge on goal setting and on how to
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encourage pupils to set their own goals. Weak or incorrect conceptions of goals influence
what learners do and the value they give to external feedback. If learners and teachers do
not share the criteria and standards of assessment, even partially, the feedback information
received is improbable to relate (Hounsell, 1997). My data shows that in the feedback giv-
en to the case scenarios, teachers neither remind pupils nor try to make the assessment cri-
teria clear to them. Likewise, neither do they mention the pupils’ or their own goals for the
tasks. This indicates that the teachers assume that pupils know what they should do and
how they should perform their tasks. Additionally, the feedback given does not help clarify
to pupils the established goal for the task or even any other goal related to it that the pupil
possibly has.

In giving feedback, teachers must keep in mind that it must be possible for pupils to cor-
rectly decode and understand the feedback, while relating to the pupils’ own goals, other-
wise it will not be effective (Nicol & Macfarlane-Dick, 2006) or at least not as effective as
it could be. Therefore, teachers should provide learners with descriptions of assessment
criteria — or the standards that define different levels of achievement — in a simple and un-
derstandable way. Some of the means by which the teachers can achieve this is by using
certain tools, as for example rubrics, already defined in the theoretical backgrond. As stat-
ed by Panadero and Jonsson (2013), the use of rubrics may improve performance by (1)
providing clear assessment parameters, (2) reducing learners’ anxiety, (3) helping feedback
the process, (4) improving learners’ self-efficacy and (5) supporting self-regulation. In fact,
there are studies showing that learners themselves use rubrics for reflecting on the feed-
back, planning assignments, checking progress and reviewing work before submitting to

teachers.

My data showed that oral feedback on pupils’ performance is widely used by teachers. The
information became clear in the interviews as well as on the feedback given to the case
scenarios. In short, the most common way of giving feedback is orally in class — focusing
on personal evaluation — in the final results and on pupils’ personal characteristics, which
according to Hattie and Timperley (2007) are the less effective kinds of feedback. The au-
thors also argue that the power of feedback lies on the self-regulation and process levels.
And related to those levels, my data has shown that none of the feedback given aims on

influencing pupil’s self-regulatory skills or developing task processes.



52

Figure 9, shown below, represents the discussions on the levels of feedback presented in

the model of feedback by Hattie and Timperley (2007). The levels shown in italic charac-

ters are the ones teachers still lack when giving feedback and levels shown in regular char-

acters are the ones teachers already take into consideration when giving pupils feedback.

Feedback focusing on
task

Feedback focusing on
self-requlation

Levels of feedback by
Hattie and Timperley

(2007)

-

Feedback focusing on
process

Feedback focusing on
personal evaluation

Figure 9 - Representation of the discussion on the levels of feedback of Hattie and Timperley (2007).

5.2.3 Nicol and Macfarlane-Dick’s principles of good feedback

Considering the model of feedback by Nicol and Macfarlane-Dick (2006), and their princi-

ples of good feedback, represented in Figure 10, teachers in my data do not seem to make

use of most of the principles when they give feedback to pupils.
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Figure 10 - Representation of the principles of good feedback of Nicol and Macfarlane-Dick (2006).
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External feedback of good quality should provide learners with information that would
help them self-correct and improve their performance. It should also be timely, focusing on
strengths and weaknesses and at the same time offering corrective advices that direct the
learners toward the goal, standard or criterion, with balanced praise and constructive criti-
cism. The collected data shows that the information given does not provide pupils with
information that would help them self-correct and improve their learning process through

metacognitive skills, and as a consequence, their final product or future tasks.

My data shows that the feedbacks given by the teachers do not have the quality of infor-
mation they should have in order to help the pupils’ development of learning. They lack
clarification of the goals, task requirements and assessment criteria. They also do not relate
to the process of performing the task, but instead, to the task result. Research has shown
that teachers can influence learners’ motivation levels. For that, they should give feedback
which focuses on praising pupils’ efforts and their strategies on performing the task, when
correct, or then by providing possible solutions when their efforts or strategies are incorrect
(Nicol & Macfarlane-Dick, 2006). According to Irons (2008), formative assessment and
feedback can enhance learning and be used to motivate learners to undertake assessment
for learning. Therefore, there should be a shift from grades to mechanisms that improve

learning.

My data also shows that the principle of encouraging teacher-pupil dialogue around learn-
ing is strongly observed by the elementary school teachers that took part in the research.
Having discussions with pupils revolving around their tasks, their learning and even per-
sonal life does not seem to be difficult for the teachers. They mentioned having a good
relationship with pupils. Besides that they spend many hours a week with them. This is a
great advantage for elementary teachers in relation to high school or university level teach-
ers who generally do not know the learners very well and do not spend enough time with
them in order for the feedback to be properly discussed (Irons, 2008). Teachers should take
more advantage of this benefit they have and direct their conversation with pupils to a
more efficient feedback on learning that would at the same time motivate and guide them.
The understanding of feedback comes through dialogue and once learners understand the
feedback received they will be more likely to act accordingly to it. Feedback should be
more like a dialogue than transmission of information — meaning that learners are to re-
ceive information and have the opportunity to discuss it, since discussion with the teacher

helps learners develop their understanding (Nicol &Macfarlane-Dick, 2006).
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Related to feedback timing, data shows a certain variation: sometimes teachers give feed-
back on tasks in process or when it is still possible to make changes, but on many occa-
sions, it is given only when the task is completed and pupils do not have the chance to redo
the task. Although giving immediate feedback does not seem to be a problem for the teach-
ers and discussing with pupils the feedback given likewise, there should be more con-
sistency on the way it is done. When giving feedback to pupils on a certain task, teachers
should always consider that it has to be given either while the task is in progress or when it
is possible for pupils to redo the work. Feedback given on the final result is not efficient
enough and may unfortunately be a waste of time and energy for teachers and pupils. An-
other aspect that should be developed is the content of the feedback, which should focus on

the process and not on the final outcome.

Another principle that is observed by the elementary school teachers who took part in this
research is making use of feedback to shape their own teaching. They have mentioned that
they actually make changes to their teaching based on the feedbacks they give to pupils.
The collected data also revealed that, in most cases, the numbers pupils get on tests have a
major influence on teachers thinking about their teaching process and methods, especially

if the majority of pupils get low grades.

One important finding to be considered is that teachers do not seem to be afraid of making
changes in their teaching. Even if the participants were mostly experienced teachers, they
all have mentioned that they continuously make changes to their teaching and they are not
afraid of admitting when they have done something wrong or not so well. This is a very
positive aspect because it means that they are not closed to new strategies and ideas, and
can therefore embrace the changes that formative assessment and feedback may require in
their teaching and assessing. It seems that teachers have the motivation to do so, as ex-
pressed in this sentence a teacher said when finishing the interview, “I would like to learn

more”.

Figure 11 shown below represents the discussion of the principles of good feedback ac-
cording to Nicol and Macfarlane-Dick (2006). The principles shown in italic characters are
the ones teachers still lack when giving feedback and principles shown in regular charac-

ters are the ones teachers already take into consideration when giving pupils feedback.
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Figure 11 - Representation of the discussion on the principles of good feedback of Nicol and Macfarlane-
Dick (2006).

Observation: Nicol and Macfarlane-Dick’s principle of encouraging teacher and peer dialogue around
learning was, in this representation, divided in two principles because part of it is applied by teachers and

part of it is not, therefore they needed to be differentiated.

5.3 Other aspects of feedback

Even if it was not the aim of this research analyze the content of the theory of formative
assessment and feedback, I have found that, although the theory does not address feedback
to parents, this kind of feedback was mentioned by the totality of teachers who took part in
this research as an important part of the feedback they give. They consider giving feedback
to parents as important as giving feedback to pupils for they are not solely responsible for
their learning. In the theory, the lack of the implications of feedback to parents is most
likely due to the fact that research on formative assessment and feedback is more abundant
in contexts of high school and university levels, where this kind of feedback is not as im-

portant as it is in the elementary school level.

As previously mentioned, data showed that it is difficult for teachers to give positive feed-
back to pupils, that is, giving feedback to pupils who do not present learning difficulties. In
this kind of situation, the teachers tend to focus on personal characteristics. They do not

seem to know how to address to the task and process in order to reinforce what was done
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correctly and prompting pupils for greater challenges. This kind of situation might be pre-
sent because teachers are still focusing their assessment and feedback on summative prac-
tices. It seems that, if the grade a pupil gets is good, there is no need for the teacher to take
any actions. If the feedback given has summative purposes, it does not prompt to actions of
increasing learning when the desired number has been obtained. Giving positive feedback
is important for, as stated by Nicol and Macfarlane-Dick (2006), good feedback encour-
ages positive motivational beliefs and self-esteem. It is my understanding that not only
pupils with learning difficulties need to have their motivational beliefs and self-esteem

increased, since learning can be constant and always be broadened and enhanced.

5.4 Previous research

As mentioned before, there is previous research on assessment for learning by Dixon and
his colleagues (2011), where they investigate teachers’ beliefs and knowledge about feed-
back and their perception of practices. Through it, they have affirmed that teachers have
different perceptions of their role and pupils’ role in the feedback process — and the find-
ings in this research are in accordance with it. Also in accordance with their findings is the
fact that, even if teachers express the same beliefs, their practices are different, that is,
teachers might make a statement when thinking over their assessing practices, but when

compared to a real situation, the practice in itself may differ.

In the investigation of Dixon and his colleagues (2011) about teachers’ knowledge and
perception of practice about feedback they have divided the teachers into three groups they
called the technicians, the pragmatics and the empowerers. The technicians are those who
consider being their responsibility the major role in the feedback process, by making quali-
tative judgments on learners’ work. The role of learners in assessment is narrow and pas-
sive. They are basically receptacles of information and peer and self-assessment were not
mentioned. The pragmatics consider that learners should take a more active role in the
learning and assessment process, but they, the teachers, are the controllers of the feedback
exchange. In their view, learners expect the teacher to make qualitative judgments and de-
cisions. They mention self- and peer assessment, but do not put those into practice. The
empowerers see their role as that of providing help so that learners may enlarge their eval-
uative knowledge. Peer and self-assessment are key practices. It is the learners’ role to

make qualitative judgments and self-monitor their learning. Although it is not possible to
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relate the participants in this research with the diversity of types described in their study,
Teachers interviewed for this research could be placed in the pragmatics group, with one of

them presenting characteristics of an empowerer.

My findings are also in accordance with this previous research that concluded that atten-
tion must be paid to teachers’ development of understanding of feedback interactions, es-
pecially concerning self- and peer feedback, so that they can be able to foster students self-
monitoring and self-regulatory behavior (Dixon ef al., 2011). These two are important are-
as related to formative assessment and feedback. Nevertheless, teachers do not seem to
have enough theoretical or empirical knowledge on self-assessment and peer-feedback in

order to foster pupils’ self-regulation.

5.5 Review of discussion

The findings of this research are in accordance with the findings of Dixon and his col-
leagues (2011), related to where teachers’ expressed beliefs and real practices are not in
total balance. The results of this study suggest that teachers taking part in this research still
focus on summative assessment and that this summative assessment depends mostly on
numbers pupils get on tests and exams. Data also shows that those teachers do not perform
formative assessment. The main difference between formative and summative assessment
is that, in the first one, pupils have an active role in the process. The teachers’ ways of as-
sessing pupils are summative, even when feedback is given. Teachers do not make use of
self- and peer- assessment when assessing pupils, as expressed before, their main instru-
ments are tests and exams. It is the teachers’ responsibility to develop the learners’ evalua-
tive expertise and that is of major importance since, by doing so, learners will achieve re-
flective habits (Buhagiar, 2007). It is also important that assessment practices reflect the

changes in teaching and learning.

Related to feedback, teachers have plenty of opportunities to give feedback to pupils but in
general, the feedback given does not address the core aspects of good feedback. My data
shows that the teachers do have knowledge, either theoretical or empirical, on the aspects
of formative assessment and feedback related to giving immediate feedback focusing on
task, although the timing is not a constant. It is necessary that their practices in giving
feedback be consistent. Their feedback should be consistently timely, focused on the pro-

cess and aiming for self-regulation, this way, teachers would strengthen the important as-
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pects of feedback and they would not lose time with the ineffective aspects. Another prin-
ciple the teachers also apply is discussing with pupils about the feedback given on their
learning. They do not have difficulties in either finding a time to talk to pupils or in dia-
loguing with them. They also apply the principle of changing their teaching according to
the feedback they give to pupils.

Related to the aspects teachers still need to develop on formative assessment and feedback,
based on the data, limited by its nature, it seems evident that teachers seem not to give
feedback on the process or to make the assessment criteria clear for the pupils. And this
being the case, these primary school teachers miss the chance to deliver high quality in-
formation; clarity what good performance is and help close the gap between current and
desired performance. According to Panadero and Alonso-Tapia (2014), when learners do
not know where their mistake is or how to solve problems they get anxious in situations
where they have to perform the task again. Teachers participating in this research also
seem not encourage peer dialogue missing the opportunity to develop pupils’ self-esteem.
Likewise, these teachers do not encourage positive motivational beliefs and do not develop
pupils’ self-assessment skills — at least not through the possibilities of feedback. It is im-
portant that teachers guide pupils so that they understand what their mistakes are and how
they should proceed to reach the expected results; so that they can self-regulate their learn-
ing process as well as their emotions and motivation. Data showed that teachers have diffi-
culties in giving positive feedback and do not make use of peer-feedback to foster learning.
It also showed that giving feedback to parents is an important aspect of feedback in ele-
mentary school contexts. Table 3, shown below, gives a perspective of the discussion sec-

tion.

Table 3 — Perspective of discussions

Discussions
Category Teachers implement Teachers do not implement
Practicing summative assessment - Practicing formative assessment - self-
Assessment .
mainly tests and exams assessment, peer-feedback

Asking pupils to assess class, content

Making it clear the assessment criteria
and teacher
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Having the assessment tools belong to Making use of self-assessment, as a way

teacher

of assessing

Category Teachers implement Teachers do not implement
.. s Helping pupils set their own goals for
Feedback Giving group and individual feedback learning and giving feedback considering

focusing on task

pupils' goals

Focusing on personal evaluation

Making use of peer-feedback to foster
learning

Giving feedback to parents - mostly
in written form

Focusing on self-regulation and on the
task process

Giving immediate oral feedback

Giving the pupils the chance to redo the
work or giving feedback during the pro-
cess

Discussing with pupils about their
learning

Developing self-assessment as a way of
fostering learning

Shaping their teaching according to
the feedback they give to pupils and
receive from them.

Giving relevant information that helps
clarify what good performance is and
oportunities to close the gap between de-
sired and present performance

Encouraging teacher-pupil dialogue

Encouraging postitive motivational beliefs
and self-esteem

Giving positive feedback without address-
ing personal characteristics

Encouraging peer-dialogue around learn-
ing




6 EVALUATION

As expected, my role as a researcher has been affected by several factors. Although I made
efforts not to let my personal experiences influence the analysis and the results of the data,
having been a teacher made me understand better what the participants were trying to say
during the interviews and I could relate to their feelings, expressions, joys, doubts and

challenges.

On the other hand, the process of deepening my knowledge in the theory of formative as-
sessment and feedback made me look at the school context and teachers’ role in a different
way, being more critical and daring to challenge the status quo on assessment. It has also
been a surprising process in the sense that it was my opinion that there might be a lot of
differences between teachers in Brazil and in Finland; but this has not been the case in this
research. It makes me wonder if this is really the situation; and moreover, if teachers’
views are not that different in assessment and feedback, what other reasons there are for
the differences in the educational achievements Many questions such as these remind me
that my positioning in this research is in accordance with its exploratory nature, as men-
tioned in the title of the research. This has been an exploration in many aspects and it cer-

tainly is not the end of the work, but just its beginning.

6.1 Validity and reliability

There is not only one unique set of methods for qualitative research that is applicable in all
analysis. On the contrary, there are varied sets of methods and different ways of analyzing
human activities. So, to assure validity and reliability, it is necessary to establish the objec-
tivity of the chosen method (Silverman, 1997).Verification is the process of checking, con-
firming, and being certain. In qualitative research, verification has to do with the mecha-
nisms used during the process of research that contribute to ensuring reliability and validity
(Morse, Barret, Mayan, Olson & Spiers, 2002). The definition of validity as the certainty
of the assumptions drawn from data has always been a concern in educational research
(Eisenhart & Howe, 1992). During the whole process this research has been done with
care, external assistance and supervision, from the plan to the final conclusions, precau-

tions were taken so that the data was dealt with trustworthiness.
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Efforts were made so that my acts as a researcher would be in accordance with the descrip-
tion of Morse and her colleagues (2002), where a good qualitative researcher moves back
and forth between design and implementation to ensure harmonization among question
formulation, literature, recruitment, data collection strategies, and analysis. Data is to be
checked, focus is to be maintained, and data and the conceptual work of analysis and inter-
pretation tracked and confirmed regularly. It is the researcher’s creativity, sensitivity, ad-
justability and aptitude in using the verification strategies that determines the reliability
and validity of the research. Aspects to be taken into consideration in order to ensure the
validity are: methodological coherence, appropriate sampling, analyzing data all together
and thinking theoretically (Morse et al., 2002). All these aspects were taken into considera-

tion in developing this research.

As stated by Morse and her colleagues (2002), the interdependence of qualitative research
demands that the questions match the method, which matches the data and the analytic
procedures. All these components must be coherent, with each verifying the previous com-
ponent and the methodological assumptions as a whole. I believe these procedures were
followed and that there is coherence between the research questions and the components of
the method chosen. Another aspect to consider in this research is that the participants, alt-
hough a small number, have knowledge on the researched topic and all aspects of the phe-
nomenon have been covered. This fact, according to Morse and her colleagues (2002), es-
tablishes effective saturation of categories, with optimal data and minimum impurity.
Likewise, the instruments of data collection and the data analysis were thoroughly de-
scribed in the research or attached to it. The data was analyzed altogether and ideas emerg-
ing from the data were confirmed with previous research and the theory of formative as-
sessment and feedback, creating an interaction between what is known and what needed to

be discovered (Morse et al., 2002).

Besides the actions mentioned above, the reliability of the coding frame was checked by a
second coder. This verification was done by using Nvivo software and the interrater relia-
bility was measured by the Kappa coefficient. The result coefficient was Kappa = 0.84.
Kappa is a statistical measure of interrater reliability and it ranges from O to 1, where zero
stands for agreement by chance and 1 to better reliability, since it indicates that the propor-
tion agreement was not by chance (Sim & Wright, 2005). Therefore, there is evidence that

the coding of both coders was not obtained by chance and the results of this research can
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be considered reliable, since according to Kirk and Miller (1986) reliability is assessed by

the degree to which the findings are apart from accidental circumstances.

6.2 Ethical considerations

Generally, in educational settings, ethical issues are not raised before the research is initi-
ated. They are not as present as in a medical field, for example. Frequently ethical deci-
sions do not seem like that during research, they are more like practical, strategic or meth-
odological decisions and only on later reflection they show themselves as ethical choices.
Therefore, ethics in qualitative research in education does not resume to a checking list of
moral attitudes but behaving in an ethical manner at all circumstances (Deyhle, Jr. Hess &

LeCompte, 1992).

In this research, ethical behavior was adopted from the very start of the process of getting
teachers to participate in this research. All the participants in the research are adults capa-
ble of comprehending the nature of the research and competent to consent to participating.
Although participants were chosen based on their availability and the other factors previ-
ously described in the methodology section, they were all approached the same way, mean-
ing that I have asked for their voluntary participation individually. Besides that, they were
all informed of the purpose of the research and how the information obtained was going to
be handled and where it was going to be used. They were assured that their participation
would be anonymous and that the data collected for this research would not be used for any
other purpose than the original one. After the completion of the work, participants were

informed of the final results, discussion and conclusions.

6.3 Limitations

As the data for this research was collected in different contexts and among experts in the
field, it might be considered valuable and its findings can be taken into consideration. On
the other hand, the data was collected within a small group and the findings cannot be
transferred to other contexts. They can, however, be transferred to other contexts similar to
the one portrayed in this research. Although the research helps in giving a portrait on form-
ative assessment and feedback in the elementary school context, a broader picture is still

needed in order that the findings may be applicable to other conditions.



7 CONCLUSION

As stated before, assessing is part of learning instruction in a learning culture (Shepard,
2000). In current formal learning environments teachers seem to be the main agents re-
sponsible for assessing pupils’ learning. However, it is important to consider what teachers
need in order to perform such activity, which is of major importance, if we consider that
assessing and giving feedback are means of enhancing learning. As stated by Sawyer
(2008), in the beginning of the 20™ century there were not yet enough studies on how peo-
ple learn and the modeling of schooling built was based on common-sense assumptions
that had not yet been tested by scientific means. Much has been researched since then but
there is still much to research in the field of education. This thesis has attempted to address
one of these needs, which is research on formative assessment and feedback in elementary
school contexts. Below further research needs are suggested as well as a conclusion to this

study.

7.1 Further research

In the process of preparing to collect data and of preparing the theoretical background and
the analysis of the data, I have experienced that much research is still needed in the area of
assessment and feedback. Especially researches on the effects of formative assessment and
feedback on elementary school pupils — and its relation to pupils’ self-regulation — have

been missed

Feedback is deeply related to learning goals but my data showed that teachers have great
difficulty in discussing about learning goals. When asked if they encouraged pupils to es-
tablish their learning goals, teachers affirmed that they did so, but the examples that fol-

lowed the affirmation confirmed a different reality.

I have also noticed that teachers face problems when giving feedback to pupils who do not
seem to have difficulties in performing their tasks. They have mentioned that they do not
give enough time to these pupils because their energy and time go to pupils with learning
difficulties. It seems to be difficult for teachers to give positive feedback that is not related
to personal characteristics. They do not seem to know how to address the task and process
in order to reinforce to pupils what was done correctly, while prompting them for greater

challenges.
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Feedback to parents is an important part of the role of primary school teachers in assessing
and giving feedback. This was mentioned by the teachers as a necessity related to elemen-
tary school pupils, since these are not solely responsible for their learning. The theory of
formative assessment and feedback does not address the feedback given to parents. Re-
search on formative assessment and feedback is more abundant in contexts of high school

and university levels and that might be the reason why they do not address it.

Unfortunately, it was not a surprise the findings related to teachers relying almost solely on
exams and tests numbers in order to assess pupils. Grading tests and exams has been a
summative assessment practice for long and new ways of assessing must be investigated if

it is expected this situation to change.
Therefore, considering the above, I would suggest the following lines of future research:

a. Research on a wider context of elementary school teachers’ concepts and

practices of formative assessment and feedback.

b. Research on formative assessment and feedback in the elementary school

contexts and its influence on pupils’ self-regulation.

c. Research on goal setting among elementary school pupils. Exploring how
they perceive goal setting and how the establishment of goals affects their

learning.

d. Research on teachers’ perceptions of learning goals and pupils’ goals in

the elementary school context.

e. Research on positive feedback, exploring how it affects pupils with good

academic achievements in the elementary school context.

f. Research on parents’ understanding of formative feedback and how parents

could support pupils’ learning through formative assessment and feedback.

g. Research on ways of shifting assessment from summative to formative and

the repercussion of such changes on pupils’ self-regulatory skills.
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7.2 Implications and conclusion

Teachers are not to be criticized for not making use of formative assessment and feedback
tools in fostering pupils’ learning. Instead, if it is expected that assessment practices
change, teachers need to receive teaching and training on the importance and practice of
self- and peer-assessment, which help to foster pupils’ learning and self-regulatory skills.
According to Panadero, Brown & Courtney (2014), training in assessment is among the
strongest predictors for teachers to make use of self-assessment. Even if teachers are not
solely responsible for not making use of formative assessment and feedback; it remains the
fact that there should be a shift from grades to other mechanisms that improve learning. It
is my understanding that the formative assessment and feedback tools may provide such
mechanisms. It is my interest to continue this research for, as research advances, new

forms may be found.

Considering the information on the data collected for this thesis, it is my understanding
that the teachers show real interest in their pupils’ learning. They want to support their
learning and progress. This was evident in my data through constant statements such as “I
believe that I have a lot of responsibility”; “I need to be there*; “I try to help them in every
possible way”. Therefore, the fact that they are not yet making full use of formative as-
sessment and feedback in order to develop pupils’ learning and self-regulatory skills is due
to the fact that they do not have enough theoretical knowledge and that their experience

alone is not enough to give them what is needed. This situation needs to be remediated.

The teachers participating in this research do not seem to be aware of the need of helping
their pupils self-regulate their learning. Self-regulation is a process that needs to be under-
stood and internalized firstly by the teachers and then by pupils. Teachers need to be able
to prepare pupils for the challenges of the 21% century. As stated by Sawyer (2008), our
society is being transformed in a learning society, where workers must continue to increase
their knowledge throughout their lives. It is the role of the teachers to prepare pupils to be
this kind of future workers and to live in this new form of society. A development of
teacher training is necessary. Teachers need to be equipped both with the knowledge and
with the tools for making pupils reap advantages from formative assessment and feedback

in order for them to become self-regulated, while profiting from long-life learning.

I consider more research in this area to be a great need because formative assessment and

feedback is a field that has not yet been largely explored. Researches focusing on the ele-
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mentary school contexts are especially important — since this is the field where theoretical
and empirical studies on formative assessment and feedback are especially rare. It is im-
portant to keep in mind that novel ways of assessing pupils need to be developed because
the old ways of assessment do not match the demands of the new ways of teaching and the
new ways of understanding learning. Civilization is being constantly shaped and the needs
of the new society are not the same as of the old. This same way education, including as-

sessment practices, needs to be constantly shaped to address the demands of the society.
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Appendix A — Questions for the interview:
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12.
13.
14.
15.
16.
17.
18.

19.

What do you think about assessing and giving feedback?

(Do you consider it necessary? Why / Why not?)

How do you see your role in assessing students?

How do you give grades to the students? How frequently?

Do you think test grades reflect how well students know the topics in class?

Do you think test grades reflect how much students have improved in their learn-
ing?

How do you give feedback to your students? How frequently?

In your opinion, what are the elements of good feedback?

In your opinion, what are the elements of bad feedback?

Do you discuss with your students about the feedback you give them?

. What do you think they think about the feedback given?

. What are your practices in assessing and giving feedback to your students?

Do you face any difficulties in assessing or giving feedback to students? Which?
What do you think students expect from you related to assessment and feedback?
What do you think the student’s role in assessment is?

What is your opinion about self-assessment? Do you use it?

Are students able to create their own feedbacks?

Do you consider peer-feedback important? Why/Why not?

Do you make use of the feedback you give to students in order to shape your own
teaching?

Do you encourage your students to have their own goals in learning? How?



Appendix B — Case scenarios

Instruction to teachers

Consider that all cases below are students from fourth grade. Give feedback to them as if
they were your students. Do it the same way (length, way of writing or talking, etc.) you
use to do in your own teaching. Specify if you would give the feedback in written or oral

form.

Case scenario 1

Markko is not a brilliant student. He does not have any disability but he is a bit behind his
classmates. He does not participate actively in the class activities. It takes him forever to
copy from the board. You have tried to encourage him to engage in the activities, but he
just does not seem interested. Markko has just finished a research task on the solar sys-
tem but he did not do it quite well. He has not mentioned all the topics the work should
have and in some of them he wrote so short sentences that it is not possible to make

sense out of them. Markko is a nice boy and has a good relationship with his classmates.

Case scenario 2

Liisa is a sweet girl. She is friendly and likes to help classmate and the teacher. She active-
ly takes part in the activities in class. She is not very focused on learning though, being
distracted many times during the tasks and activities in class. Her grades are generally
average though on the latest math test she performed poorly. She either did not answer
the questions or answered them wrongly, especially the ones related to measurement.
You know that she has other brothers and sisters and that her parents do not pay enough

attention to her.

Case scenario 3
Joosef is a very clever boy. His grades in math are always the best and he is very popular
too. He does not need to make great efforts in order to get good grades. He is curious and

constantly looking for something else to do during teaching hours. In mother tongue



class, he finished a poem writing assignment quite fast and quite well. His ideas were

clear and he wrote the sentences correctly and with good rhymes. He is an only child.



Appendix C — Transcript of interviews

Interview 20.10.2013, 17:18 (40 min)

Name: Teacher 1

Age: 34

Gender: Female

Work experience as a teacher: 10 years

Class teacher: 16 hours a week with the group
Grade teaching now: 4th grade, 25 pupils

1. What do you think about assessing and giving feedback? (Do you consider it necessary?
Why / Why not?)

| consider assessment important, fundamental to know how the student is learning and
also to evaluate my own teaching, the way | am teaching, how | am... | am doing, if | am
reaching the goals of teaching and feedback in the sense of a having a response, of know-
ing how it is... it is through assessment | know what the student has learned, how he is
following, learning, knowing and also it tells me what I should improve, change, if | must
change the teaching method, | think that is it.

2. How do you see your role in assessing students?

The educator must work as a facilitator, help the child to learn, so | must assess thinking
in the student’s learning, thinking in what he can do to learn, what he can do to reach the
goals. | think that the education system still fails in assessing. The school, us teachers, at
least here in Brazil at least, we still make some test, evaluations, to see what students
know of content. But we try to work so that they can reach the objective, so, | ask of my-
self a lot so that | will not make a test only to know if they can do a division or multiplica-
tion calculation, or if they can interpreter a text, but to observe everything, how they do
it, how they reached the result, what they wrote. | believe that | have a lot of responsibil-
ity in thinking over the evaluation in the sense of observing every day, every class, every-
thing they do, not just a test.

3. How do you give grades to the students?

| make some works and an individual evaluation. They need to make calculations, solve
math problems, math challenges, they need to interpret a text, they need to create, pro-
duce a text and considering all these works | see who is following and who has difficulties.
The grade we give based on what we... it is a combination of everything. | do not give
grades on each evaluation, like this one is 30 and the other is 70. | give a fictional grade,
like ah, because this year we still have to give grades but from next year on it will be only
feedback, just a concept or better, just feedback. This year we still give the feedback and
the grade. He got a 7, but then in the feedback | write what he had difficulties, all he
learned. Then on the second quarter | give an 8 if he improved and then | tell that he im-
proved on this and that, how he reached the goals, how he improved and then if he ah...if
he got worse, if he knew how to multiply but now with two numbers he cannot do it, so |
will give grade 6,5 and tell that he does not know how to multiply with two numbers, he
needs to learn it. So, the grade we give just because it is needed. It is not the result of
evaluation, if he took 10 and 60. It is a grade because the norm of the school determines
that we have to give grades.



How frequently?

Each quarter. Each three months the grade is given. Children still have the need of having
it and so do some parents, “Hei, teacher. | made an oral dictation, what is my grade?”, “I
made a test, what is my grade?” We try to show them,”Look, this and this need to get
better, this was very good, congratulations” but the number we are already not giving
because next year they will not have them, but they have the need for a grade. Ah, | got a
7. Hei, he got a 7 and | a 5. Why did he get a 9 and | a 7? They still have this emulation,
competitivety, not emulation, related to grade, the number.

4. Do you think test grades reflect how well students know the topics taught in class?

| do not think so because if | give 5 questions and each one is worth 2 points to reach 10
or 100, depending on how. If | give 5 questions, each one worth 2, the student missed
something in the first one but he understood or he did not understand he got it right by
guessing. The grade will be right, and he got it right because he guessed or then, the
grade to me does not say much, no. | have to know all the process; | have to know every-
thing he did. | have to know the student to know why he answered like that and | also
have to even question him, why did you write it like that? Many times | question them,
why did you write that Mary liked ice-cream if in the text it is said that Mary did not like
it. Then he will read it over again and say, wow, | got confused. | just forgot to put a not,
something like that, so, | think that grade do not, the test grade does not say much. | need
to know the student in order to know how to assess him.

5. Do you think test grades reflect how much students have improved in their learning?
Umm, no. Not because as | said, the grade is like a secret. Teacher’s secret or something
like that. The grade we give because we have to. We do not evaluate the student with a
grade, right? So, the city schools of Novo Hamburgo give a grade to 2nd, 3rd and 4th
grade students together with a written feedback, so, the written

to work with them because in the future there will be no grade, from2013 on, the 2nd
grade on will not get grades, only the written feedback and next year 3rd and so on. They
will not have grades, only written feedbacks. So the mother and the father will have to
read it to know how it is going, how the student is. They go straight to the grade. They
look at the grade, but the grade does not say what the student learned or not. The grade
is not the best option.

6. How do you give feedback to your students?

Well, if we make a, let’s use the example of a math test with calculation. Ah, division,
multiplication, adding and subtraction. They will do it individually and | correct it. Ah, they
made mistakes and then | call them and we get to work. Why did you miss this? Then |
call one by one and show them their mistakes and what they have difficulties at and from
that we talk. If it was a text they wrote. They have to show me the first paragraph. But
look here what is it written? Ah, here | wanted to write let’s say “corer” but you wrote
“corer”. Oh, | forgot. So | end up calling them, giving feedback from what they were doing
at the time. If | leave it to give later on, sometimes | forget or they do not even remember
what they had done, so | try to call them and redo with them what they did wrong. As
each quarter there is this assessment to show the family, so they have a case file where |
put all the works they did and the written feedback, with everything that happened and



not there. What they did wrong and right, what is going well and as | said, we also put the
grade there and the control of presences and absences, but always during the week we
assess and talk to them so, | end up walking by the class and | ask them to read what they
have done, for example if they have a physical education project, and the teacher also
gives the feedback as how they were in class, not just me, the class teacher but also the
project teachers. There are five projects and they type and make a written feedback and |
give it to them so that they read before we have the quarter assessment. They have to
read what the teachers said, but then it is a general, but | know ah, he did not manage to
jump the rope; this one cannot interpret a math story, a challenge. Then | call them to
talk and work individually with them.

How frequently?

Ah... at least once a week | talk to them about their difficulties. Officially they would re-
ceive assessment and feedback each three months. Every other week a teacher comes to
the classroom and stays for a period so that | can talk to the students with difficulties. |
take them for a review. In this review | end up giving a feedback to those in the group.
They are six students. See, you have difficulties in this, let’s do that, you have this difficul-
ty, so, but it is each 15 days. But to the whole group | give feedback like, look, many peo-
ple missed the word “corer” or many people cannot do the division by two numbers, so
let’s do it again.

But then it is a general feedback, right?

It is a group feedback, but then individually, sometimes, there is no rule, every week. |
have to do it every week because, in order not to accumulate, but | call them like, ah, if
they are working and | walk through the class and see that a student is not managing to
do the work, then | sit with him to see what he needs to improve, then there is not a, a
rule ah, every week | will do this. Officially it is each quarter but it is too much time if in,
three months is too much time for them ah.. Recognize what they did wrong or for them,
or even if it is a student that is following well. | also need to talk to them, | need to call
them but we spend more time with the ones who have difficulties because who follows
follows, does, then we end up sitting and calling more individually those who have more
difficulties, during the classes. On 4th grade the subjects are divided, and then they have
Portuguese, math and physical education on Monday and Portuguese, math and science
on Tuesday. So | have to ah go through the contents of each subject but then when they
are in physical education | call one of them to redo a calculation that he was not able to
do or then if he has difficulties in something, | try to call them during those moments
when the others are doing something else so that | give, | redo with them something and
then he goes back to the activity and calls another student, but | do not have an estab-
lished frequency, always when something comes up and some difficulty comes | call them
soon.

7. In your opinion, what are the elements of good feedback?

| would like to know, | would like to have feedback on my work, to know how | was, think-
ing of myself, so, | think what | consider important to tell them, what they follow, the dif-
ficulty and how to solve the difficulty. Thinking of the students, they have science, social
science, arts, but | believe that in our reality here, in some moments, | need to literate
students even on 4th grade. | have one student that is illiterate, so what | do with them,
the feedback is more related to math and mother tongue. So, | try to tell them what the
difficulty is. | know how to subtract, but | cannot divide. | forget to subtract because |



need to know that, so, for me it is important to know the details of what the student have
difficulty on. Again, thinking of the students with difficulties, which are the ones we spend
more time with. So | need... to know exactly what he did, how he did and how he is going
to solve the difficulty. And for the students that are easier, congratulations, keep on like
that. That is we spend more time with the others and we do not have much to say to
these ones.

8. In your opinion, what are the elements of bad feedback?

Ummm, when | do not... if | do not know my student, | do not have feedback to give and
so it is a bad feedback. | will not be able to know where the difficulty is. | have a group
and | do not ah... someone asks me, “ How is Joaozinho going in math?” Ah, | do not
know, then | cannot ... for me bad feedback is not knowing the students. It is not knowing
the difficulty or facility of each student. You do not have what to say if you do not know,
then bad feedback for me would be like that. Ah, | do not know then | say, Joaozinho, you
have to improve your writing, then | check a text he wrote three months later and, oh, he
writes well, | gave a bad feedback because | did not know and in fact his difficulty is in
math. So, if you do not know your student you do not know what to say.

9. Do you discuss with your students about the feedback you give them?

Yes. Always. Even related to their behavior, how they are. We talk a lot also. Ah, you
need... you need to calm down a little. You need to sit. Because some students are too
agitated and they end up not paying attention because they are focusing on... the pen of
the mate that fell down, paying attention of something, a toy that someone brought or a
card. They are on 4th grade but they are now on the card phase, so, they keep playing
with or collecting cards and they end up getting distracted a lot. So | have to sit with them
and tell, look, you are getting distracted, it cannot be. You have to concentrate so that
you can understand that now it is the time for a determined activity. And | also have stu-
dents, specially one girl, that she stays quiet and looking at me. It seems that she is listen-
ing to everything but she is not. She seems focused on what | am telling her, then, many
times | have to talk to her, look, you have difficulty on this. You need to call me and ask
me for help. She ends up not asking for help but | am always talking to her. See, you could
not do this. You have to call me and say. Sometimes | walk through the classroom and |
see that she is having problems but | wait for her to ask for help, teacher, | have difficulty
on this. Sometimes, then, | am always talking to them. Giving them a feedback on what
they are doing, what they have difficulties...

10. What do you think they think about the feedback given?

Well, | think they... some seem not to have maturity of... how important. Ah, how good
that the teacher told me this so that | can get better. Some are immature, like, ah, the
teacher keeps talking that | have difficulty on this. But in general, most of them | think
consider it important because they feel that the teacher cares about them, ah, if | have
difficulties on this | will get better, ah, | will get this better. Ah, the teacher told me that |
had difficulty on this, look teacher, then they come to say, now | can do it. Once a stu-
dent, last year, told me that she had been doing calculations during all night because |
explained her that she was having problems and she spent the night. then | though, wow,
it was not that much but she felt that it was important when | talked to her. This year,
when | am teaching 4th grade, they end up bringing, teacher | had difficulty, then you



explained to me and my uncle helped me too and now | learned how to do it. Then, in
general, they take it seriously, except those students who do not, do not, some do not
take anything seriously.

11. What are your practices in assessing and giving feedback to your students?

Ah, yes, through everyday activities. | am always assessing, analyzing here and there, ah,
this is doing, this is not. This has difficulties, this don’t. Once a week, at least, | ask them
to write something, ah, we talk ... written... no, free write, now the name does not come
to my mind... but kind of write something ah, like a question in and activity, write what
you would do if you were in the character’s place. Write what you did on the weekend ah,
something so that they write about themselves and also, this | assess... what they wrote,
how they wrote it, not only the grammar, misspelling, mistakes in concordance, but also
what they write, what is important to them. | make activities of... individual, like ah, now
you have to make these calculations by yourselves. | am not helping you. | want to see
how you do without my help. Then | correct with them, | find the mistakes and we go,
then | work with them. Now you need... to play with the multiplication table so that | can
see how you are, so, | am always assessing them. Sometimes individually, asking for them
to do activities by themselves and also the class in general, even because some students |
tell, look you can check the notebook for the answers in social science. They do not know
how to look for them. | tell them that they can look by themselves, ah, | do not know,
then | sit and help them find. Then | end up sitting with them and assessing everything. |
have a notebook and | take notes for each student how it was, ah, this student asked my
help. this one said that he did not do because the brother tore his notebook, this one did
not do because he slept late because their parents were fighting, | do not know, there are
many questions that | evaluate and from that | cannot evaluate only the tests, if they suc-
ceed or not, because in many cases the family has a great influence, positive or negative
and the great majority is negative, then | evaluate, give feedback based on that, look, you
could not do the homework because the family, he ends up telling that, | could not do it
because my father and my mother had a fight, then we end up kind of psychologist, lis-
tening to them and telling them ah, but study because this way you are not... you are go-
ing to make your father and your mother proud and they are not going to fight at least
with you, they will be happy. We end up getting involved in the student’s life so that we
can assess and give feedback. Because | cannot tell them you have to do this. How have
you not done it? You get a zero. Then he tells me that he did not do it because of this and
this. Then | end up having group activities. They sit in groups so that one helps the other
and one talks to the other and in some moments | have them working alone so because |
want to see how their learning is going.

12. Do you face any difficulties in assessing or giving feedback to students? Which?

Difficulties... | ask a lot of myself, so, through their assessment | keep thinking, well, |
think they did not... | think | could not transmit to them what | wanted. | think they... if
they have difficulties in multiplication table and many have this difficulty, like... they un-
derstand the process but they end up not managing to use it... because they want to do
everything in a hurry. So, this is my difficulty: thinking what | am going to do different so
that they can learn and then with that, for me, the difficulty is to think of something else,
to do some different way to evaluate. Because if | give them a calculation to use the mul-
tiplication table, they are used to do it, then, | think that my difficulty is this: thinking of
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something new. | am always looking for something, but, thinking of something new, be-
cause through their assessment | assess myself. | think, ah, | think that | could not tell
them what | should. And related to giving feedback, unless it is a busy week at school
with extra activities and therefore | do not have time to sit with them, talk to them, some-
times there are activities for the children week, multicultural fair, and then we end up
getting involved with many other things and | do not have the time, but difficulty in giving
feedback | do not have, of telling their difficulty, difficulty in giving feedback | do not have
in this sense, but difficulty in assess in the sense of thinking of something new for them to
learn, this | think a little.

Just to make it clear, do you give them written feedback only on the trimestral evalua-
tions?

Yeah, on those evaluations, which go to the family. Other feedbacks are oral.

13. What do you think students expect from you related to assessment and feedback?
Hum... What do they expect from me?... | think they expect me, funny thing... | think of
assessment... like | said, assessment for myself. | assess them to assess my own work and
they seem to expect... they get nervous when there is an official evaluation, like ah, now
we are going to do a written test. They expect me to congratulate them for getting an-
swers right, so, and feedback they expect me to do that, that | will tell them what it is. If
they do an activity they say, look teacher, did | get it right or not? They expect me to give
them feedback. Then, the feedback they expect is that | show them where the difficulty
is. Sometimes | give them questions, ok, but why do you think you got this wrong? And
they do not want that, they want me to give it ready, no you got this and this wrong. They
end up waiting this on feedback. It ends up being an assessment too, they want me to say
ah, you got this wrong for this and that reason. | like to ask them questions back. Teacher,
why am | not getting this done? Ah, let us look here, why could you not do this? Look
again, read again, try and they expect things to come ready, in assessment and in feed-
back.

14. What do you think the student’s role in assessment is?

In assessment? It is to show what they can do and what they cannot do because we as-
sess them in order to know what they follow, if they are learning and, unconsciously, they
end up assessing the teacher. They do not know that, but through their evaluation, so,
the role of the student is to show their knowledge and evaluate the teacher because
through their assessment the teacher will see if he is doing well, if not, if he has difficul-
ties, what | can do to improve it. Because like, if from 25 students 2 did not reach the ob-
jective of the evaluation, ah, this evaluation | will make to see if they learned multiplica-
tion by two numbers. Then | want to assess that to see what they have learned. If from
the 25 only two did not learn well, well, | will work with them because they have difficul-
ties. But now if from 25 only 2 learned, then, | did not explain it right. So | will go and
change my way of working. For me, the objective of the student is to show what they did
and assess the teacher, without knowing (being conscious of it).

15. What is your opinion about self-assessment?

Well, this is something | did not mention before but we do it a lot. First, as | said, three
times a year they have to make a written self-assessment. Then, they have to write how
he, we end up asking them some questions. Ah, if he did homework, if he did this or that.
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| also like to make a free self-assessment, they can draw, write, because some prefer to
make a drawing and some writing, even on 4th grade, they like to express themselves
through drawing. So | think it is quite important the self-assessment, like, because then
they can say what they have difficulties with. Ah, | think the teacher is too hard. So | try to
change. | think that the teacher teaches well, | think the teacher, so, | think that self...
oops | am talking about evaluating the teacher. So, | think self-assessment is important,
we always do it, like how is my behavior, how | am following the classes. | like to ask them
structured questions and also ask them to say freely what they want and we also talk
about it. | am always asking them what you think it was. How did you see yourselves in
this work? In group work, how did you manage? | think that self-assessment is fundamen-
tal.

Do you use it?

As | said, three times a year, nicely done in paper. Each quarter the school requires it,
even the small ones do it but | think it is important to do it orally and | do this self-
assessment with them, sometimes sitting in circles and asking, what do you think? How
did you go?

16. Are students able to create their own feedbacks?

Humm.. | think it would be important. As | said, some students will not do it, because they
do not care about anything but it is a good idea. | will test it with them. Because | think
some of them can, we are so, we get used to things and we just give them feedback, but |
think they are... | think it is important. | think they could, yes.

17. Do you consider peer-feedback important? Why/Why not?

| have already done that in other years, but this year | must confess that | have not done
it, nor once. But in fact, we do not assess. .. we make activities and the student has to
correct. | think it is important but we also have to know the student. This is something |
did not do this year because these students have certain pleasure in, they are early in
teenage, with 10, 11 years old, then they mock, gibe of their mates, making fun of them,
ah, this one made a mistake and so on. Then | do not think it is a good idea. It is a good try
to make it, but you also have to know the group. | get a little afraid of doing it with this
group. The group | had last year was fine. They are more... more sensible, wiser, like, ah, |
will evaluate my classmate, | will tell them, look, you have difficulties on this. My group
now, they are well, they joke, they make fun of each other, then, | would have to see... |
think it is possible to do it. | think it would be important, but also knowing the, the reality,
the group of students.

So in this group you would not take the risk?

| could. | got curious now to do two things: ask them to make their feedback and for them
to assess the classmate. | can try to do it with them but | think that it will be harder, like.
They will not recognize the mistakes. They like to point fingers at each other. Compli-
menting is harder.

18. Do you make use of the feedback you give to students in order to shape your own
teaching?

Absolutely. Always. Assessment for me is this: Thinking of how | will, from this moment
on, what | will do different.
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And do you effectively change your way of teaching?

Yes. Always.

19. Do you encourage your students to have their own goals in learning? How?

If  encourage? Yes...

Researcher: Because let’s say that the general goal is to be approved for the next level or
to make their parents satisfied, like general, but | mean if you encourage the student to
have their own goal in learning?

| encourage them. Firstly valuing each item, each thing they do well. Ah, because, for ex-
ample, if the student has difficulty in ah, a student has many difficulties in math and
mother tongue but... in physical education he stands out, wow, nice, you were so well,
now let’s see what you want, what can you improve. They need to know they are valued
in one area so that they search to learn more, to search for own goals, so, | always en-
courage them and try to know each one of them, because it is complicated, because most
of them do not have goals in life, ah, my father | do not know. My mother does not some-
thing... so they do not have goals like, | want to be approved because ah it does not
change anything. | like this school because in this school people care for me, because this
is the last year of the students in the school, after they will go to a state public school and
it is bigger and they do not get so much attention. So, they end up saying, ah, my cousin
went to that school and they are not nice. | prefer to stay in this school. We have heard
that from students. So, he wants to continue in the school to get food, care. To some of
them we say, well, let’s give some joy... ah but my mother does not know, she does not
care. | still have 7 assessment files, seven files that the parents did not go to take at
school because they do not think it is important. And for them it is still important to show
to their parents their grade, to show them whatever, the works done. So, | am always
encouraging them, but it is a great challenge, like, because they are not much, they do
not have many perspectives in life... many objectives in life. Ah, | want to be a football
player because they get a lot of money. Yes, but for that you need to study to get money
to go to a football school ah, | had not thought of that. Then you will have to study to get
better. Ah, but that one was from the slum and now he is a great player, yes, but this...
then, it is quite complicated but | am always encouraging them, firstly our reality is quite
hard here.

Thank you. It was that.

Personal Interview at school on, Wed 30.10.3013, at 14:00 (38 min)
Name: Teacher 2

Age: 41

Gender: Female

Work experience as a teacher: 1 year

English Teacher, two hours a week, 4th grade, 16 pupils

1. What do you think about assessing and giving feedback? (Do you consider it necessary?
Why / Why not?)

| think it is very important. | think it is very important in languages in particular, because
it’s so much about mutual conversation and so, so they need to know how they are pro-
gressing, | think yes.
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Q: Do you consider it necessary?

Yes.

2. How do you see your role in assessing students?

Well, | think that... if | wasn’t, if | wasn’t there and |, if | wasn’t there giving that feedback
then their learning would be like, you know, learning in a vacuum in a way. So | need to
be there and | need to give them feedback, how they are doing and so that they, so that
they know how they are doing and if they need to develop in some areas and so on.

3. How do you give grades to the students?
Ah, based on the exams. And, and, and sort of not behavior in the classroom but how
they interact in the classroom, participation, yes.

Q: How frequently do you give grades to your students?

Do you mean grades in exams or grades to the reports?

Q: All grades.

All grades. Well, we have word tests and then we have the exams and what should | say...
maybe something like once in every two weeks or once in every three weeks there is
some sort of exam or something that I, that | grade.

Q: And then these certificates?

Yes, certificates. That’s twice a year. One for December and one for, for June.

Q: And what do you grade in these certificates?

Well, then that is a combination of all those things that | mentioned earlier about the ex-
ams and the participation in the classroom.

Q: And do you have like a certain amount of percentage for the grade, like 50% related to
exams and 50% for participation in class or is it more intuitive?

| think it’s, well the exams play quite an important role, because there are a lot of them,
so but then on the other hand when | have spoken to the pupils and, and we have inter-
acted in the classroom | can see for example that sometimes they fail in the exams for
some reason, ok, | see that you have not written your vocabulary, for example, and that is
why your grade is so bad in this exam, and it should be better. | know that you are better.
So in that way | can be merciful and see that. Yes.

Q: So, you balance it, according to what you feel is right?

Yes, yes, and what | know, what | have seen, for example in previous years.

Q: Not that you have specifically percentages for the grades?

No, no, no. No, no.

4. Do you think test grades reflect how well students know the topics taught in class?
| think they do.

Q: Why?

Well, ha, this is a bit complicated question. | need to think about it for a while... hum....
well, if... hum... | think we cover every, if you're talking about a certain subject, for exam-
ple in school book. We cover it in so many ways that, that’s why | think the grades sort of
relate to that quite well.
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Q: Just to see if | understood. You think that test grades show how well they have learned
the topics, because you have taught the topics in different ways so they should learn and
then show it on the test.

Yes, because we talk about them and then |, for example, they have a chance to talk
about it with me or with another pupil in the classroom. We talk about the subject itself.
And then we have for example written exams, where they write about them and | ask
different questions and we translate the texts and so on, so | think that |, | have a quite
good picture if they understand or not, if they are totally “xxx” (I did not understand the
word)

5. Do you think test grades reflect how much students have improved in their learning?

| think they do, because | think at least for example grammar stuff, like hum ...the tenses
for example. They, we talk about them and we, | teach them every year. We start with the
basic ones and we go through them every year, 4th, 5th, 6th sometimes | can teach the
same thing for 4th graders and for example the 8th graders on the same day, but of
course in a bit different way, but still. So they come again and again.

Q: But my question is, one specific student, for example. Do you think based on test
grades you can see if the student has learned and improved?

| think so, yes, because, then again those, | can see if they start ma... ah, | can see if they
start making the same mistakes, in that sense and | also test the same things from year to
year. There are some sorts of things that come again and again. And | can see, ok last year
she didn’t know this but now | can see that she has learned.

Q: And you are the only English teacher in the whole school? Yes. Yes.

Q: So you get them all? Yes, | do. And actually this is one of the joys of this work because
now | have seen with some of the students, you have really progressed. And | can see that
you have read in your summer holidays or whatever, ok you have progressed. ... (off topic
conversation)

6. How do you give feedback to your students?

Well in the classroom situations, | have, | have noticed. | haven’t sort of planned it or any-
thing, but | have noticed that very often for example when we are talking about some-
thing and or let’s say we are translating something, | noticed that when the right words or
getting close or, then | say, ok , that is good, good, almost correct. And that’s, that is
feedback in one way. Yes. | tend to say good, almost good and nearly there and so on all
the time when we interact. That is in classroom situations. Yes.

Q: And in what other situations do you give feedback to your students?

Well | usually write something to the exams, so you did well in this part or, or you should
read this part again and, and try to remember this and then | usually also correct the ex-
ams so that they see the correct answers that is what it should have been.

How frequently?
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Usually to every exam | write something. Something like, ok, you have, sort of general
summary, something like that, a few lines. This has been good, and, and, so on.

Q: And do you think the students take into consideration what you have written?

| think so. And | think it’s also not just for the student but it’s for the parents also. It’s
good to write there something so that they know how the child is doing and for example
if someone is giving me trouble in the classroom | can write in the exam, ok, this was good
and this was good and please try to concentrate more in the classroom or something like
that and otherwise you are doing just fine and something like that. Yes.

7. In your opinion, what are the elements of good feedback?

| think every feedback should have, if possible, should have something positive. | tend to,
if | have something not negative, | try to avoid the word negative, but critical, if | have
something critical | want to say, | always try you know to put it so that, something nice
first and then there is the critical part and then something positive. | think it’s the. | think
it’s a hamburger model or something like that. You know. There should be something
positive too. Because there is something positive in every pupil, so and | try to you know |
try to encourage them.

8. In your opinion, what are the elements of bad feedback?
Well, if it’s vague. Or if it’s something like you know nothing or you always do that or
that’s sort of hum...

9. Do you discuss with your students about the feedback you give them?

Yes, | do. Usually | do this when I, when | return the exams. | walk around in the class-
room. Because | want to make sure that they understand my handwriting. | also want to
make sure that they read it so | usually go there. | walk there when they are watching the
papers. | walk there, are you happy? Was there something, Do you want to talk about?
Are you happy with your number? Do you know why you got this number? And see, this
was very good and this you should read again and see what | wrote here and | think
you're bla, bla, that sort of thing.

Q: And do you that with all the student?

| tend to do that. | walk around the classroom for a while, yes. But especially if they look
me in a way that they want to ask me something or if they shout me, come on this,
what’s this? Because my handwriting is sometimes... they say something...hum.

Q: Do you have a moment when you call them and tell them how you see them as a stu-
dentor...?

Ah, sometimes | do. Yes. But I'm such a new teacher that | haven’t all these, these sys-
tems yet but | have been thinking about that, yes. Especially with the older students, |
sometimes you know talk to them after classes or say ok | want a word with you after the
class, because they sometimes have these, sort of how should | call them “keskit-
tymishairio” (attention problem) or something like that, they have so much on things go-
ing on that they think it’s so hard to concentrate in the classroom and then they also dis-
turb others so that is one issue that we have been talking about this year. Although if you
are not interested then, well, that is your own problem but you mustn’t interfere with
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others and you mustn’t disturb them because then you are maybe, you are spoiling
someone’s chances. That’s it.

10. What do you think they think about the feedback given?

Well, ah... sometimes they are surprised that they have received some sort of feedback,
especially when it is positive. Because sometimes they, ah, | didn’t think that I've done
that well and then |, it’s fine. You have done just fine and you have nothing to worry and |
know you are going to learn it and so on, so | think the pupils very often say that they sort
of think they are much worse than they are actually. And then again, | do not know how
many, how many teachers give feedback. | am not sure but we haven’t talked about it so |
don’t know...hum, but sometimes they seem a bit surprised oh, there is something else
and not just a number.

Q: You noticed that they react with surprise? yes. yes.

Q: Especially related to elementary students, is it the same reaction?

Maybe, | have to think about it. | don’t know... because | think then, then again they un-
derstand the number so well that they are not that interested about the written feedback
maybe so, they sometimes are maybe like, ok there is something written and we talk
about for a while and they go oh what number did you get and | got this number, yes.

Q: They talk among themselves about their numbers?

Yes, they do. Yes, they do. So maybe they don’t look so much forward and they don’t plan
their studying and so on, so much so, maybe. Maybe it’s just the numbers the most im-
portant thing... hum.

Q: Is it so that they start getting numbers on 4th grade? Yes.
Q: But even though they already grasp this idea of number? Yes, they do. Yes, they do. ...
(off topic conversation)

11. What are your practices in assessing and giving feedback to your students?
What exactly do you mean my practices?

Q: It is more or less what | have asked before but | would like you to list things you do to
assess your students and list the things you do to give them feedback.

Ok. Ahmm.... well, in a way my feedback isn’t sort of that systematic in a way, it’s quite
spontaneous. So | don’t know what to say about that, in a way. | do tend to watch. Espe-
cially with the younger students, as | said previously, when | grade their exam for example
| always write something, some feedback and | try to make sure that there’s always some-
thing positive hum.... what else?... And assessing, do you mean like assessing in order to
give grades for the certificates for example?

Q: Yes, in assessing, to consider them passing or failing or learning or not learning?

Well, basically | think... (off topic conversation) so, but assessing for the grades, for exam-
ple, I think | have this book where | write all the numbers that they have received from
their exams so | go through them and then | think about their, their participation in the
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classroom and is it sort of something that, that raises the overall number or is it some-
thing that perhaps lowers it because we have those, those types as well. So | think that is
about it. Then | also talk with other teachers about these pupils and not so that behavior
elsewhere would interfere or affect my assessment but so that, how would you do in this
situation, for example, now | have this student and these and these numbers and he has
been this and that in the classroom... hum... what do you think? do you think this is fair
or...

Q: Do you have then a notebook where you take notes for each student? Yes, yes | do.

Q: What kind of notes do you write there? Well, | have this sort of booklet or notebook
where | write something about every, every lesson and then | write there something if
there is something in particular that he did this specifically well today or she wasn’t so
good today or if there was some disturbance or something else, that sort of thing...

Q: But then, you don’t have like let’s say one page for each student, then your write eve-
rything there? You write more about classes...

No,yes. Particular classes and then | have this one page | have all their numbers in the
tests.

12. Do you face any difficulties in assessing or giving feedback to students? Which?

No, | don’t think so, because | find it quite easy to communicate with the pupils and |
think we have such nice pupils here, so in that sense it is not problematic. And | think we
have a good relationship with the pupils and they behave, in general they behave so well
and they, and they, they respond to my “orders” very well, so, no, | don’t think so. And
then again before | was teacher, | was working in IT business and | was, before | got here, |
was a manager for over 80 people, all over the world and all over Finland, so | am quite
used to in different situations and difficult situations because | had to sometimes deliver
quite difficult and sort of challenging tasks and messages and we had to talk about their
difficult things and so on, so on.... (off topic conversation)

Q: You said you do not have difficulties in communicating with your student. How well do
you think you know your students?

No, no. Ah... well, hum... | think every year and all the time | get surprises, for example so
that, ah now that | got this new fourth grade and they are totally different than the one
before, yes. So they are individuals and they have, they are different. They have sort of
different routines from previous year and then when |, | teach a lot of the older ones (I
teach more older students) so in a way | sometimes get surprised | have a class and then |
suddenly realize oh they are fourth graders and they understand this in this particular
way, and if | say you should do it like this, they will do it like this and there is no other way
to do it because it has to be done like this because the teacher said so and then again the
older ones, ok, if we can’t do it like this we can do it like this and the other way and they
are much more flexible in that way... hum... and if | don’t say something to the fourth
graders, they are not going to do it, if | don’t say it. Yes, so. They are very different in that
sense.
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Q: But then you analyze and know them better as a group, not individually?

Hum... well maybe at this point, maybe yes, because | haven’t been with them for more
than just a couple of months so, ... but then again I’'m looking forward to it, because |
know that we are going to be together for a long time, yes.

13. What do you think students expect from you related to assessment and feedback?
They expect me to be fair. That’s the main thing. And | think that, that’s the main thing |
have to be, | have to be fair. | have to treat all of them equally.

Q: And how do you, that is a difficult question, how do you treat them equally if, like you
said, they are different individuals?

Hum... | try to... for example, let’s say in a classroom situation when | ask something and
they all raise their hands. | try to make sure that everybody gets a chance, during one
class, for example that or they, for example, when somebody, today when we had lesson
with the fourth grade and we were translating a text and it was much more difficult for
others than for the others and then the boys were so eager when there was some, one
girl and well, it took longer and she was thinking and pondering about the words, is it this
or is it that and the boys were, they had their hands up, and | was saying please, put your
hands down, there is no need to hurry and take your time so that | want that everybody
gets a chance to say, yeah, so in that sense. And | try to think about all the, you know,
what the pupil was doing in the classroom, ok has she said anything today? and if she
hasn’t | can ask even if she hasn’t raised her hand ok, what do you think about this. So, |
try to get them involved.

Q: What else do you think students expect from you related to assessment and feedback?
Hum... | don’t know. | actually don’t know because they don’t challenge me in that way.
Yes. There is hardly ever been a situation when the student got back and asked me why
did you give me this number, so, no. They see that ok, this one and this one and this one
was not so right and they know ok, then this is the score that | get.

Q: So they generally tend to see as the right score? yes, yes, yes, they do.

14. What do you think the student’s role in assessment is?

... hum... student’s role... ... now that you asked like this | cannot think of... my head went
totally blank like, what? what do they do? they do nothing, | just give them the numbers.
That’s it. No... hum...

Q: Maybe you can answer later on? Yeah, yes.

15. What is your opinion about self-assessment?

Ah. Now | can think all sorts of things | could have said earlier now... to your previous
guestion. Self-assessment, that’s true. | think it is very good. Because then | think it em-
phasizes for the students that they also have responsibility in their learning process and |
think self-assessment helps do that.

Do you use it?

Ah... not in sort of a systematic way. But | remember that at least last year before Christ-
mas | had sort of a short questionnaire for the students, how much time you have for ex-
ample used for your homework and how do you think you are doing now and, and, what
is good in the class that we have had and so on, that sort of things and of course with the
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older students we talk a lot because then ah, the classes are small, there are not so many
pupils in the classroom so we tend to have quite a lot of time so that we have time to do
the, do the ahm... all the exercises and listen the chapters and discuss and talk and so on
and then sometimes our conversations go sideways and we talk about like, and school
and also a lot of other things so, (...) more with the bigger students.

16. Are students able to create their own feedbacks?

Hum... | have to say that generally speaking yes. Because when | think about for example
the situations when | have, | have returned an exam. They aren’t that surprised about
their numbers. They have some sort of feeling of oh, | did ok, | did it really well, so | think
in that way, yes.

17. Do you consider peer-feedback important? Why/Why not?

Well, | have not tried it. | don’t know really... The older students | guess it would work,
they, | think they have quite good hunch about the other students but the smaller stu-
dents | don’t know, | haven’t tried it.

Q: You have never heard of it?

| have heard of it, yes. But | have never tried with the smaller students because | don’t
know how they would ah... what sort of feedback it would be, sort of free peer feedback
or in some way formulated or written or son on. | don’t know (...)

18. Do you make use of the feedback you give to students in order to shape your own
teaching?

Hum... ... Well, maybe in a way. I'm not sure if this is totally related to feedback but some-
times when | for example correct the exams and | have written some feedback, ok, this
part didn’t go that well and if | write like three times, | realize, ok, maybe | didn’t teach it
that well. Maybe we should come back to this again, so maybe in that sense.

Q: And then you come back, you effectively come back and try to do it all over?

Yes. Yes. Because then we, we go through the same things again and again and again. So
we have a good chance to do that. And then again, always when we have had exams we
go through the entire exam again in the classroom together so that in that situation | al-
ways also get the possibility to go and teach same thing again, maybe in a bit different
way or then | get the chance to ask, ok, many of you had this one wrong, do you know
why? and, and do you understand, if I, | teach the same thing again, do you now under-
stand how it should be and why it should be like this or what went wrong here and so on.

19. Do you encourage your students to have their own goals in learning? How?

Oh, yes. Yes, | do. Well, | know that they all can’t be know super, super wonderful and,
and they all can’t have number 10 in their, in their certificate. So, | try to. Well, the main
thing | usually say, which | said today also. They are fourth grades and we were talking
about the word exams. And | said that one thing you always have to remember and this is
so important that you are not learning and you are not reading those words because of
the tests but because you need them; and you are learning for yourself and not for me or
because of the exams and so on, so that you are learning a language because you are go-
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ing to need it at some point in your life and that is the main thing, so that if you some-
times get a bad number, not so, well, not a bad number, but perhaps not the number you
wanted then don’t get depressed and so on, the main thing you have learned something,
at least you have learned something. And then again in the next exam you have learned
something more so that, you know. Yeah.

Q: So you discuss with them about goals, but they don’t tell you what their goal is, this
was my question, if you encourage them to have their own goals, like if they would tell
you?

Ah, ok. Well, I... | have this 9th, grade (...) ok, ok , with the smaller ones, once again, as |
said | have been teaching them for such a small time, but | would like to talk with them
about their own aims and sort of, but | think they were, the present class they were also
good... last year... | think they always had something like nines or tens ...but maybe we
have to come back to that, but no, not so actively at least.

Q: But last year, what have you done with the smaller students to set a goal?

Hum... ... ... | can’t think of anything we did last year. Last year was ... ah... maybe we did.
We do talk a lot. Seriously we do talk a lot so. And we talk about learning languages and
talk about learning other stuff as well, so not just about languages. Not sort of, not in a
systematic way we haven’t talked about setting goals, no. (...) but then again, because |
think they think about goals as numbers, | think they do that a lot so, | would like them to
think not so much as numbers but you know, | have learned something and you know
then in three months | have learned something more and it’s all so precious and im-
portant that you learn, hum, so, and, and, they all can’t have the same number so, no. In
that sense, hum.

Q: Would you like to go to the question again? 14. What do you think the student’s role in
assessment is?

Yes. They could do some self-assessment. That was the point. | realized immediately
when you said, oh, yes, of course, self-assessment is important, yes... hum.... yeah.

Q: Anything else you could think of?
No, | have been thinking half the sentences in Swedish {(...) it’s so weird. (... off topic con-
versation)

Thank you very much for the interview.

Interview 1.11.2013, 10:28 (25 min)

Name: Teacher 3

Gender: Male

Age: 48

Work experience as a teacher: 30 years

Class teacher, 25 hours a week with the group
Grade teaching now: 4th grade, 19 pupils
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1. What do you think about assessing and giving feedback? (Do you consider it necessary?
Why / Why not?) That’s quite important, really important, because how else would they
know what things to improve or something.

Do you consider it necessary? Definitely. (....off topic conversation)

2. How do you see your role in assessing pupils?

Well, of course, | try to help them in every possible way and, and if | see that there are
certain children that do not understand some things, | try to ah spend more time with
them or maybe have extra lessons if necessary and try to find material more suitable for
their needs and, and do my best so that they could, they could ah learn more what we are
trying to teach.

3. How do you give grades to the pupils?

Now and then | have tests and, and then sometimes | give points from the tests or some-
times | give those ah what is it called, those like bigger numbers that you count the, just
points together and give ah this ... get 4 to 10 in Finland, and sometimes | may have them
to evaluate themselves, how they have made, | may ask them or we can fill in papers
where they can write their feelings and, there are many sorts of things that | will do and
of course | will do, on every lesson | will see how they will managing and | follow that as
well. | do not necessary write everything down but overall feeling.

How frequently?

We have two reports, we have this, is it called Christmas report and then one in spring
before summer holiday. Those are the main things but then we have ah | think, | don’t
know what the proper name in English is but just translation could be like, evaluating ah
discussion. Evaluation discussion where the parents are involved too, so that child and
parents or at least one of the parents is present and we talk together about those.

How frequently is that discussion? It’s once a year and then we have another discussion
which is not about evaluation, but with the parents as well... children are there.

4. Do you think test grades reflect how well pupils know the topics taught in class?

Again, please. ... It depends. At the moment | have one children, one child who has prob-
lems on her writing, so | am going to have to arrange ah oral test with her in history be-
cause she, in 45 min she couldn’t write anything in a piece of paper so | have to do it oral-
ly and well, so she is doing the test with me orally, she will do the test but it’s quite dif-
ferent from what the others do, so | would say basically yes, they relate to their skills but
there are differences on some cases.

5. Do you think test grades reflect how much pupils have improved in their learning?
Yes.

Q: Why?

Because, well obviously you’re referring to the previous test... in Finland we have also a
basic that’s all the subjects go, add new things like in spiral thing, that, like multiplication
starts | think it’s year two and then it comes again on year 3 and add small things, and
then again grade 4 and more things come to that so, it always comes back what you have
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learned and then add something more and that also m... that you really... after a while
you know that they have improved in all the sections of learning, | would say.

Q: And, do you follow a group? Are you the teacher of the same group for 2 or 3 years?
Yes, and once I've had a class for 6 years. (... off topic) and of course | talk with the previ-
ous teachers, if it is possible and | have all the previous reports.

Q: So, you have access to the kid’s reports when you start teaching them?
Yes.

6. How do you give feedback to your pupils?
... | try to give it all the time. On every lesson, basically orally and, and there are those
discussions all the time, | would say.

Q: But do you tell them if they are doing ok or not or do you tell them on what to do,
how do you do?

Both, both and, and | try to guide them if there are some things that | know that would
help the children | try to tell them to try these different things.

Q: And is it like general feedback or individual feedback?
Both.

How frequently?

Every day, every lesson. All the time. It's my job.

Q: Do you have any other way of giving feedback, written feedback for example, or...?
Well, we have those reports at Christmas and spring and those discussions with parents
present. And if necessary | will take contact to the parents if | am, | have worries about
something... sort of things for the children, like if they don’t learn their multiplication ta-
bles and, and | have, and | think that they really should practice it more then | will contact
the parents and tell that maybe they should practice it more at home so | guess these are
the things.

Q: Do you write something for them on the tests, for example, or on a work they do to
you?

Yes, yes and smiles and what’s needed, it depends. | try to do different things that |
wouldn’t repeat myself that much.

Q: Then you give some kind of feedback for them on the tests also writing something?
Yes.

Q: Or just smiles?
Yeah, it depends.

7. In your opinion, what are the elements of good feedback?

Good feedback ah, difficult question, ah. Of course, it must ah, must be built on what the
children have done and | have to think about the, what’s opetussuunnitelma (curriculum)
... the all the principals what should be, what the children should learn on each year and |
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have to think about all those elements and how well they ah learn those things. It's a very
big picture. (...off topic conversation)

8. In your opinion, what are the elements of bad feedback?

Bad feedback, well, bad feedback is ... | don’t know, it'ts, it’s not feedback at all or it’s just
saying you are doing fine you are doing bad. It has to be more constructive and | don’t
know.

9. Do you discuss with your students about the feedback you give them?
Yes, if | have time.

Q: But generally do you have the time or do you find it difficult?

| find it very difficult sometimes with 19 children. Some ah, ah, some more lively or how
should | say, some are quiet and quite often those quiet ones get too little attention be-
cause all ah, lively ones take all the attention | can give and all the time. That’s my, one of
my big worries.

10. What do you think pupils think about the feedback given?

| don’t know. | guess they think that it’s my job to give them feedback and quite often
they try to listen and, and try those things | will suggest them so that they will learn bet-
ter.

Q: So in your opinion they take it into consideration?

Yes, yes and they keep asking how should | do this and how should | do this, | don’t un-
derstand this, please help me. Of course, | come and help.

11. What are your practices in assessing and giving feedback to your pupils?

Ah...sorry (repeated the question)

So, talking, orally, written things, reports and, and ... it’s very difficult to concentrate.... (...
off topic conversation)

Ok, | don’t know, every day, everything | do somehow relates to those things, it’s difficult
to list.
And for assessing? Like giving evaluation?

Yeah, yeah... | did not get the question (he was disturbed because of students inside the
classroom, he could not concentrate)

12. Do you face any difficulties in assessing or giving feedback to pupils? Which?
No, no problems. That’s what | do and if necessary | contact parents and that’s the way it
goes, it’s a cooperation with the parents and other teachers, of course.

13. What do you think pupils expect from you related to assessment and feedback?
| don’t know. Probably if they want answers or help that | would give it to them, | think.

14. What do you think the pupil’s role in assessment is?
Well, ah, the receiving part. | don’t know.
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15. What is your opinion about self-assessment?

It’s quite good and it’s relatively new thing because when | was a child we didn’t do that
and | use it quite often. | can ask after a lesson, what do you think in the beginning of the
lesson | told you what we were going to learn and what do you think now, did we reach
what we wanted? and they can show, like thumbs up and thumbs down or some other
way that, what they think then | can ask also if it was fun or not fun, if it should be im-
proved on next lesson or...

Q: So you do this self-assessment quite often?
Yes, weekly, almost daily, | think.

Q: And do you have any opportunity where the pupil assesses themselves, like how | am
doing, how well...?

Yes, there are, usually in many subjects there are those ready-made test paper sheets at
the end of it. It’s one part or one section that does the same that...

Q: And do they fill in those?
Yes, yes.

16. Do you think that pupils are able to create their own feedbacks?
Yes.

Q: Why?

Well, at the end they are quite clever and if |, it depends how you point those tasks or
guestions that you ask, if | would do it on a lesson | guess, like, even write down not just
cross or something but write down in sentences what did you think what did you learn,
yes, they could do it, | think.

17. Do you consider peer-feedback important? Why/Why not? .... repeating the question
Yes, yeah. What do | think about that?

Q: If you think that is important or ...

Yes, of course. And that is one thing that we, | don’t think not much in the fourth class but
later on we tend to do that more and more and when we do group works it comes natu-
rally, earlier also but | think, it’s one thing | probably have to concentrate more in the fu-
ture...

Q: You have not been using it that much or have you?
Not much, not much but | will definitely try it more and more in the future.

18. Do you make use of the feedback you give to the pupils in order to shape your own
teaching?

Yes.

Q: How?
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It’s a subconscious thing. | don’t know but it affects, everything affects everything, all the
time, like for example if | have two groups in math. And | have half class first | will teach
one thing to them then | have the same lesson again to the other half, | always change
things, regarding how the first lesson went and that sort of things happens all the time
and the lessons are never the same.... it’s never the same... and everything as hard you try
to plan lessons beforehand it’s always goes otherwise in the real life, so you have to be
adaptable able to adapt things and change the things on the fly.

Q: And the feedbacks you give to your pupils help you do these changes?
Yes, yes.

19. Do you encourage your students to have their own goals in learning?
Yes.

Q: How?

Hum. It depends on the subject and the lessons but ah like, children ah have different
skills on different subjects and | could point different goals or different levels during the
same lesson for different children.

Q: But do you point these goals for them or do they, do you ask them to...?

| can point them, if necessary | can point them and like giving homework, some children
have different homework than the others, depending of the level of the children and they
don’t mind, they don’t think it’s, like ah I’'m for some reason I’'m not as good as those,
those other kids have other homework than me, it doesn’t go like that, because every-
body knows we are different and children don’t mind, they don’t tease others and it goes
quite natural.

Q: Ok. Those were my questions. Anything else you would like to add?
| don’t know.... | have nothing else to add, as far as | know, everything affects everything.

Personal Interview at school 1.11.2013, at 13:05 (45 min)
Name: Teacher 4

Age: 55

Gender: Male

Work experience as a teacher: 31

Class Teacher, 15 hours a week per group

4th grade, 17 pupils

1. What do you think about assessing and giving feedback? (Do you consider it necessary?
Why / Why not?)

You mean generally? Ahmm. It is necessary and ah | have taught them to think that be-
cause | am giving them feedback, it’s, it’s, very important that they are able to, to give
feedback too, to me and each other. | realize that they are kids at the age 9 or 10 but, but
my students said that, it was only yesterday they said that, ah... it'’s amazing that they
really give feedback. You know we had this project. They had to build a skyscraper and
the students had their shop there. There were things available, scissors and milk cans and
juice cans and things like that but they were not free, you had to buy it. So you had to
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negotiate with your group members. There were three in each group. And that was the
first lesson, at 9 o’clock. At 10 o’clock they finished the work after some arguing, after
some happy hours and, ah, but they had to give some feedback also. What you think
about this group’s work and they had to give points, just as we do normally, in everyday
life here and they estimate themselves, the others, the group members and so, and ah,
some wise guy, was it as a professor or some... suggested that kids at this age are not
capable to do that but | disagree, they are capable in estimating not at that level that
adults do, but we don’t have to demand that much but ah | think it’s really a big step for
kid to notice that he or she can look inside and also outside and, and, for example for giv-
ing points. | did it for three points, 3 is excellent, 1 is poor and 2 is good. Ah today | made
it for three points, like that. This is the fast way we do it all the time, after doing some
music, or having some lecture of a book. As we did today, there were some books they
had read and the others estimated how they had performed and ah how he expressed
himself and was it interesting and so. It’s like that.

2. How do you see your role in assessing pupils?

Ok, my role.... I'm somebody who is throwing sparks, trying to put some fire in, in every-
thing, | think. I’'m not a boss who is sitting down there, shouting orders but | try to give
ideas and | try to push them up.

Q: But specifically in assessing them, in giving grades or feedback, what is your role?

Ah, I’'m somebody who is trying to roll them up when I’'m, because this is ah, this is kind of
ah it’s related to what | said before that I’'m... (off topic conversation)

What’s my role when giving... yeah... ah, still | think that | am somebody who is pushing
them on, putting the switch on beca... but if you mean how | do it (no, it is about your
role) yeah, yeah, this is, you know, this is almost the only idea | got from opettajankoulu-
tuslaito (teacher training institute), this that you should believe teacher who is somebody
in the background... | am not in the background because I've got a big voice and so, but
still mentally | want to be a background man and | can succeed if | get a group like this. It
happens to be there are all kinds of kids, we have ADHD kids and many types of problems,
but they are nice, there are not meanies here. Then it makes it possible still, and ah, this
is a new class for me and | was a bit nervous when getting them | had taught music for
them last year and | saw how terrible they were but happily | found out that they are a
really good-hearted bunch of kids and that makes things possible. If somebody cannot
concentrate it’s not her or his fault but | have to accept it and ah try to go on with that
knowledge but or for that because of that | think that my role as, as, I'm the... | have to be
the boss but not in the wrong way, | want to be in the background boss and the best
days... are they are operated by me but they are... the best days are performed by them
so... yeah, a leader.

3. How do you give grades to the pupils?

You mean... numbers? Yeah. Ah, we have a good system. You know this used to be a city
school but and ah we had a very sensitive system here and we had both numbers and ah
some sheets we have there or even open sheet and ah papers Christmas time and so, but
now, obviously we have to give only numbers and it’s | think... this thing has gone the
wrong way so... of course we have tests and they... mostly they get numbers from their
tests but ah if you.. test them or have exam it hasn’t to be in a paper form, you can do it
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orally but you know two moths with them and ah there is something wrong with this sys-
tem we are not able or we are, we don’t have any capacity in this house to ah... do let’s
say do tests or exams in a, in more levels than this general level, for instance in math. We
have only one test but we have kids in let’s say five or six phases, somebody is there
(down) and the top ones are there (up) so...

Q: But do you give the same test to all of them?

We have to. If we have time we would do four or... three or four different tests. Last year,
we had a clinic class here, we had much more support here so, we were for instance able
to do tests in different forms, somewhere, somebody did it orally and this all happened to
my class. The top ones had the hard ones there and ah the general type of math test for
instance or science test ah was meant for the most of them and then we had these As-
perger kids and others, they got ah ah mixed tests. They were partly orally, partly in
printed forms .

Q: But the numbers do they come only from the tests?
Ah... mo... yes, yes.

Q: So you do not evaluate participation in class for example?

| can’t say how it is going to be after Christmas, for instance after all things are settled
here, you know the building of the school is going on all the time and you know we are
not ready and ah but ah I’'m hoping that we get more support so that we get more op-
tions.

Q: You mean more options in the tests or...

For the tests and for everyday testing ah you know sometimes we would need ah testing
or in acute thins if they, if they you know I've got this one girl who is Asperger, one girl
that is ADHD and ah every day you don’t know what happens and last year we could send
her to the clinic and ah if a normal test situation caused a pressure on her ah we could
very... rapidly change into a small class and go over the situation or ah mix of tests... it’s
not very usual in a normal school thing to do that but this clinic system was a normal
class, kind of a normal class but ah most of the kids were normal kids but they had some
acute problems that ah for instance Matti’s class, | don’t know if he has mentioned but he
has now some, some ah they are actually not trouble-makers but they have their own
inner problems and these guys we sent them there and only the existence of a small
group or a small class helped them to go over some test situations. That guy | mean for
instance we had a music test last year, it was some music history or something ah | was
asking for him and they said that he didn’t come, where is he? He is in our classroom, |
went there he was sitting there and shouting to me things and he was really upset but it
was the pressure of the test, he is some, maybe he is some Asperger or something but ah
but the pressure was so hard that we, the teacher walked him home and this type of
things that’s why | am longing for the old times, more flexible system.

How frequently?
Ah... today we had a religion test for instance. It was the first one. It will happen maybe
three times a year but in math once a month and English once two months but for in-



28

stance, word tests every time we get a new lesson so, the last one was last week and next
one will be on Monday, so depends on the subject.

4. Do you think test grades reflect how well pupils know the topics taught in class?
Depends on the test and for instance | can show you a bad example of a test that doesn’t
measure the right things. This book is very good and | think ah it’s, it takes care, it ah it’s
suitable for most of the kids even for the incomers but this is really terrible ah the basic
things are ok, everybody sees them, they know what we have been doing, you have to
multiply or do whatever you do but when you come here the first one, the first one ah
page two, you have to be adult or some professional to understand and ah the first test
was a disaster...

Q: Do you generally use the tests from the book?

Yeah, happily we have ah an option | heard it lately that we have an option to do it in the
internet and we can alter this but | think, I’'m afraid that most of the teachers just go and
take this (copy). Test number two it was much more easier for, for the incomers but ah it
was because | was translating and | was showing them and drawing them, because the
structures in the sentences are, they are impossible...

Q: But then do you think that when the test is well done it reflects?

If it is well done it’s worth it. If you know that it measures the main points, whatever it is,
if it is an idea or if it is a skill then it is worth it but ah many times | haven’t used the test. |
don’t do them all the time, much now because this is a new system, but ah and the em-
phasis is different that we had in the city school so | think ah some, maybe | am doing the
tests of my own after Christmas but until then | am going to use these because | want to
learn the good points and the bad points.

5. Do you think test grades reflect how much pupils have improved in their learning?
Yes, if they have been, if they have been well done.

Q: So you think you can see student’s improvement based on test grades?

Yes, because ah for instance, the oral ones here ah here again ah some of the sentences,
they are excellent oh let’s say most of them are good but, but ah... actually most of these
ARE good (oral questions), much better than these ones (written questions). They have
time to see and think. These oral ones they have only some seconds, they have 15 sec-
onds to time to think and they hear it again and that is that, then they have to do it.

6. How do you give feedback to your pupils?

Ah, generally? in a normal class, lesson? Ah, | give lots of immediate feedback. If | see
somebody, somebody succeeding, | will say it or... one of the students said that he no-
ticed that | touched the kid and he said that you have to be very careful, but it’s true that
when I’'m... when | see that somebody’s... I'm doing that with my friends that ah, like that
(tapping the back) ah, you are good. | didn’t think that I ... | thought that | don’t touch
kids, but it’s true that I'm doing like that

Q: So, you compliment the ones who...

Yeah, yeah and ah sometimes ah giving signs (thumb up) like that ah but ah some people
say that when you give the tests back ah it’s not very good thing to mention numbers, but
sometimes when some “looser” has succeeded well, as one of them did it last time, last
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week, | told it to everybody that he made it 10, perfect 10. The first test was 6, so I... I'm
not afraid to... ah... I'm not afraid that somebody is accusing me that | am revealing the
privacy if | am giving information like that, that this guy has succeeded.

Q: And when you see some problems, how do you give this kind of feedback?

Ah... ... I’m going to him or her and ah although it happens in the middle of the lesson it
happens ah very privately. | may show the place, there is something wrong or can you
improve it? and ah but ah if somebody is... sometimes | am calling him back to me and ah
we have a private meeting where we can go and, and put the things on rails.

Q: And do you give any kind of written feedback?

... ah we are using this Wilma system and ah but ah that feedback is aimed only for the
adults but ah almost... hum... well... in their writing books or there | am commenting the
writing or the subject they have chosen or sometimes in the other workbooks ah or in-
stance in math ah | am adding some small comments here, can you do this in a different
way? or this was really good or like that, short comments.

Q: And do you give any short comments on the tests also?

Yeah. Yeah. | think it is very important to, if somebody has succeeded he’s being fighting
for, for some math or English or science problem or... then, then he succeeds, | think it is
good to put something positive there. But the feedback ah | mentioned that it’s almost
always positive.

How frequently? Daily.

7. In your opinion, what are the elements of good feedback?

It has to, to support and it has to of course if there is some reason if the main thing is
negative, you don’t have to be too soft, you have to be straight forward, you have to say
if things are going wrong, he, she has to realize that | have to do something because the
teacher has noticed that and ah I’'m thinking that especially those notes | make in math
books or some writing book or some other it mentions also for the adults, they had to see
what | am commenting on their kids’ work and that is why | am asking for, for their initials
and so somehow the feedback | am giving them | hope it goes also to their homes be-
cause ah, if | aim to build something, | am not the only one | need their support in the
background.

8. In your opinion, what are the elements of bad feedback?

Bad feedback it’s there’s lots of mixed emotions, negative emotions ah bad feedback tells
more or less about the teacher not the problem there so but each of us, everybody ah do
that sometimes but ah some teachers do that all the time. | think that in the old times ah
it was a trend to ah raise new teachers like that, that ah negative feedback it’s as possible
means of raising kids than positive; but ah, but | think that ah if | mix my emotions there, |
mean negative emotions, it’s not so dangerous to put some your positive feelings there,
it’s good for them too and but ah sometimes it’s necessary to show them that you know
that hurts me too, we have to solve this.

9. Do you discuss with your students about the feedback you give them? (not asked)
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10. What do you think they think about the feedback given? (not asked)

11. What are your practices in assessing and giving feedback to your students?
Using instruments like chalk, projector, and number one my mouth, using symbols, fin-
gers, body language, yes all this but giving feedback mostly the instrument is me.

12. Do you face any difficulties in assessing or giving feedback to pupils? Which?

Mostly not. | think the better | know them the easier it comes but ah | think I’'m experi-
enced enough because | have noticed some good points that ah being teacher this long
that ah | have ah gone over mix my emotions, | can be cool when they are shouting or
doing nasty things | can, | can take it cool. But | lost your questions... (repeat the question)
Of course, more or less the problems come when the kids grow up and ah but just now
with this group, it’s about... more or less it’s about their individual skills or their individual
problems and these are the biggest problems in my work, | have to... | try to solve them,
some of these problems are not solvable and ah | have ah the biggest problems are here
in my head | have to, to, be able to accept that | can’t do more, | have done what | try and
the rest | have to accept, | think most of the problems are here (pointing the head).

13. What do you think pupils expect from you related to assessment and feedback?

They want to feel safe | think it’s, it’s number one. They have to feel that, they want to
feel that they are safe and they can trust on me and ah they know that if | promise some-
thing | ah | will keep it and ah if the main line is like that they can understand that things
can change, they ....

(off topic conversation)

| think that that is the main thing, they, if... | don’t have to be their father and mother, |
have said that but ah | think ah in reality I'm a bit like it, I'm their day time daddy and
mommy.

14. What do you think the student’s role in assessment is?

... | have to, | have tried to discuss that but it’s very hard for them to understand when we
discuss about the responsibilities but ah their role in this is ah is that ah you know four
graders they are very (did not understand the word), they are not small kids anymore so |
have, if they have, if they can trust ah me, | have to, they have to give something back,
they have to be ah as trustworthy as me and ah almost the other things | can forget but if
they want to cooperate with me they have to give back their, their homework, they are
doing their, we have accepted. It’s cooperation.

15. What is your opinion about self-assessment? How frequently?

Very important, you know, all these excellent, poor thing (showing thumbs) ah and ah
every day, they are they because you know this book thing (reading a book and present-
ing to the group), they were, many of them were self-estimating because, yes, | have
been also, not just that book but that was the other one ah me, | was doing like that and
that so it self-estimate in its best so they can reflect... it’s not ... it’s very difficult for some
groups... but this group they are capable.

16. Are pupils able to create their own feedbacks?
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Yes, if you but ah you have to help them go to that direction. In, yesterday we saw it
when the students had their lesson here with this marketing things, so they were pushed
to that direction so they had to negotiate, so what do you think? | think we have to give
them 1,5, no | feel like that. It was real feedback they were reflecting and they were argu-
ing and they didn’t notice that they were growing all the time.

Q: Do you have any kind of written self-assessment?
«.e ... in What meaning?

Q: If the students have any kind of written form where they think about their learning and
they self-evaluate...

Yes, sometimes, sometimes ah and it's more or less about didinkieli (mother tongue) but
ah... and ah... if you think the sorties they write, sometimes they tend, they have that
tendency.

17. Do you consider peer-feedback important? Why/Why not?
Yes, yes, because it means that they are growing up together.

18. Do you make use of the feedback you give to students in order to shape your own
teaching?

Yes in a very cocky way... | think I'm a master in manipulating them. This is my answer.
(Repeat and explain the question)

Yes, of course, | have you know | have to this is the other thing | am proud of myself ah |
don’t care anymore. | am able to admit that | have mistaken, |, | have to change my direc-
tion.

Q: Do you actually change when you notice that...

At least | try, if I, if I'm convinced | did something wrong and got... bad or in or something
... that caused trouble there or some emotions or some wrong behavior or something or
the original reason comes from here (pointing at himself) yeah. (off topic conversation)

19. Do you encourage your students to have their own goals in learning? How?

Yes, we discuss lots... about their hobbies and they can, they have an opportunity here to
show what their hobbies are and ah if they have a birthday we can for instance today we
had some candies here and so, so, because ah, if you know if somebody is willing to show
a book or show the pictures from the birthday or Canary island or whatever he is doing,
we, we, teachers are trying to push them. They are performing, they are doing, they want
to do that and ah they are giving space or round ah | have too... we were there also or I'm
riding a horse and | want to show it...

Q. But related to learning goals, like, for example do you incentive them to have like, |
want to learn this thing until December or | want to finish fourth grade knowing how to
do this in English or...

We, of course we plan things, and ah but ah if | think what | even though we have this
oppetussunnitelma or not | would to, my big goal in giving feedback, in, in being their
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teacher is that | want to them, that they would be brave enough to perform to be the
individuals around the others and ah just now it seems so, that most of them are brave
enough, so | think this group is going toward the right goal. | hope that is true.

Q: Thank you. Any comments?
| would like to learn more.
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Appendix D — Feedback to case scenarios

Teacher One

Case scenario 1.

As | have already talked to Markko many times, | have called him to talk about the solar
system work. | asked him to explain his work to me, and as he got confused, since im-
portant information was missing, | showed him what parts were missing and asked him to
redo the research. | explained that he did not manage to do the research because due to
the time he takes to copy from the board, he did not copy all the topics that should be in
the work. As Markko is friendly, his classmates helped him redo the work. As this research
is an evaluative work, | have also written to their parents.

Written feedback:

Markko is a lovely student but he is a bit slow to perform tasks in class, that is why he is
always behind. Recently he has not been able to perform a research on the solar system
because he had not copied all the information from the board. It is important that Mark-
ko focus on tasks in class so that he can reach his goals. He has good ideas in writing texts
although the texts are a bit confused because of the poor grammar. He reads well but has
not been able to interpret the math problems. Due to lack of attention, he is making mis-
takes in a lot of calculus, even addition but he follows other math topics.

Case scenario 2

After correcting Liisa’s math test | called her to talk while others were playing in the play-
ground. | showed her test and said that she made many mistakes on measurements and
that we have already seen that in class many times. Liisa did not show any surprise as her
classmate Manuela would do, because she gets sad when gets a low grade or makes mis-
takes in calculus. | explained to Liisa that she should focus more during classes and that
she should read the questions with attention before answering them. She said she does
not care because all she wants is to be a dancer, like her aunt. As | know that her family
does not pay attention to Liisa’s notebooks and never sign the notes | send them. | con-
sider Liisa to be a nice girl, taking into account her family. | have tried to make her under-
stand that it is important to study. That we have to make efforts for everything in life, but
she seems not to worry. She listens and respects teachers and classmates but she is not
dedicated in studying. Here is the report | wrote to Liisa’s parents (although | know they
are not taking it)

Written feedback

This quarter she has shown not to care about her studies. She did not finish class activities
and did not do her homework. She is helpful in class and respects teachers and class-
mates. She writes interesting texts but she needs to improve the punctuation and struc-
ture. In math she follows the calculations of adding and subtracting but has problems in
the table and multiplication and division calculations. Her reading is good but she does
not interpret the math problems, firstly related to measurements. It is imperative that
she studies at home and that she knows the math table to overcome her difficulties. She
needs to do her homework and bring the notes signed by the parents.
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Case scenario 3

As | have many students with difficulties in learning and some other behavioral problems,
| must confess that sometimes | leave the good students a bit aside. This week as Joosef
had already finished his task | called him for a talk while the classmates were finishing
their texts about the tour we had done in the touristic sites of Porto Alegre last week. |
asked him if he was facing any difficulties and | heard him tell some of the stories about
his family. | highlighted to him that he is a good classmate and complimented him for his
participation in class and his good reading.

| thank him because when somebody needs help he is patient enough to explain to them.

See the report | wrote to Joosef’s family that will certainly read it all with dedication and
talk to him at home.

Written feedback

He is an active student and always contributes in class. His texts have interesting subjects
and he develops them in good structure, observing the punctuation. He reads fluently and
with good intonation, respecting the punctuation signs, because of it he is able to inter-
pret the texts as well as math problems. He is able to perform calculations in all basic op-
erations. Keep on making efforts the way you are so that you enlarge your knowledge.

Teacher Two

Case scenario 1

| would talk to him in private. | would ask his opinions about the subject and if he finds it
too difficult, since that can be reason why he is so slow and not interested at all. | would
check his exercise book to see how he has managed to do his homework and try to find
out if he has understood the topics that have been handled so far. If everything seems to
be in order there, I'd then try to encourage him to take more part in classroom activities.
We could e.g. agree that he must participate at least once every lesson and increase it
from there on. About the slow handwriting and short incoherent sentences | would con-
tact his parents and check if they are aware of it and if something has been/should be
done about it.

Case scenario 2

| would talk to Liisa in private and ask her own opinion why the test didn't go so well as
usually. Perhaps she needs some extra help with the topics that were in the test and I'd
try to arrange that help to her either by a)contacting her parents and checking if they can
provide it or b)extra tutoring by the teacher. | would also give her credit from her active
and positive behaviour in the classroom and make sure that her table and chair are locat-
ed in the classroom so that she's given as peaceful a place as possible.

Case scenario 3

| would talk with Joosef (and his parents) about what sort of expectations they have
about school and lessons. Obviously Joosef would benefit from more challenging tasks, so
I'd try to organize them for him. As an only child, I'd expect classroom situations and co-
operating with his peers are important and useful to him, so the tasks should be of the
kind that he can do in the classroom while others are there. Being a popular boy he could
also sometimes assist the teacher and help other children with their problems.
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Teacher Three

Case scenario 1

"Hello. What do think about your work? Are you happy with it? What was the part in the
task you preferred?" | would try to find something good from what he has done, no mat-
ter what, and give him a positive comment on that. Doing so | hope he finds strength to
do better on the next research.

Case scenario 2

Probably | would talk with her and ask if she has other things in her mind or home situa-
tion distracting her concentration. If the test result is exceptionally poor | might suggest
another try on the test. Also | would consider giving her some remedial teaching on the
subject.

Case scenario 3

Of course, | would thank him for the good grades. If he's very fast | would suggest extra
tasks, especially if the reason for his restlessness during lessons seems to be lack of sensi-
ble work.

Teacher Four

Case scenario 1

*How do you feel about this solar system task | gave you and the classmates? Boring?
Why? You find it difficult? You feel that you don’t get it done? Too many topics? Would it
be easier if you’d only take one or two? What if you’d use Wikipedia instead of our
schoolbook? You can choose pictures and tell what’s inside them.

Case scenario 2

*|t seems that it’s difficult for you to concentrate. Would you like that we’d move your
desk here in front of the class? Or would it be more comfortable to sit back there in be-
hind the class, so that nobody disturbs you? Maybe it would be a good idea to have a re-
medial instruction in the morning, so we can go through the difficult points you seem to
have? We can discuss in peace and quiet and also exercise a bit by using ruler, scales and
other measurement instruments. Although | know your parents are busy with your sisters
and brothers I'll inform them what we are going to do in the morning and also ask for
their support for you and me with your math. I'm sure it’ll be easier to go on with all of
us supporting you.

Case scenario 3

| would like to give you a task. | want you to prepare some questions for your classmates
for the next math lesson. One or two of them would be straight questions but as | know
how clever you are, at least one of the tasks would be performed on the blackboard or by
using computer and projector or multi-media camera, so you can use graphics or a draw-
ing, too. If you like, you can work with Liisa.
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Appendix E — Coding frame

Coding Frame

Category Subcategory 1

Subcategory 2

Definition

Assessment

It was coded in this category everything
that was related to assessment but did
not fit in any of the subcategories.

Role of the teacher

It was coded in this category everything
that was related to the role of the teach-
er but did not fit in subcategories 2.

Pupils

It was coded in this category everything
that stated that teachers' role in assess-
ment has to do with pupils' learning.

Teacher

It was coded in this category everything
that stated that teachers' role in assess-
ment has to do with assessing teachers'
work.

Role of pupils

It was coded in this category everything
that was related to the role of the pupils
in assessment but did not fit in subcate-
gories 2.

Receiving

It was coded in this category everything
that stated that pupils' role in assess-
ment was only receiving.

Assessing

It was coded in this category everything
that stated that pupils' role in assess-
ment was assessing teachers' work.

Assessment tools

It was coded in this category everything
that was related to the tools used for
assessing but did not fit in subcatego-
ries 2.

Exams

It was coded in this category everything
that stated that teachers assessment tool
was only tests or exams.

Observation

It was coded in this category everything
that stated other assessment tool than
tests or exams.

Self-assessment

It was coded in this category everything
that was related to self-assessment but
did not fit in subcategories 2.

Make use

It was coded in this category everything
that stated that teachers make use of
self-assessment

Do not make use

It was coded in this category everything
that stated that teachers do not make
use of self-assessment

Others

It was coded in this category everything
that was asked in the questions related
to assessment but did not fit in any of
the subcategories.
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Category Subcategory 1

Subcategory 2

Definition

Feedback

It was coded in this category everything
that was related to feedback but did not fit
in any of the subcategories.

Classroom feedback

It was coded in this category everything
that was related to the feedback given in
classroom but did not fit in subcategories
2.

General

It was coded in this category everything
that had to do with feedback given to the
whole group in the classroom.

Individual

It was coded in this category everything
that had to do with feedback given indi-
vidually in the classroom or outside the
classroom

Written feedback

It was coded in this category everything
that was related to the feedback given in
the written form but did not fit in subcat-
egories 2.

To pupils

It was coded in this category everything
that had to do with written feedback given
to pupils and aiming at the pupils

To parents

It was coded in this category everything
that had to do with written feedback given
to parents, directly or otherwise.

Peer-feedback

It was coded in this category everything
that was related to peer-feedback but did
not fit in subcategories 2.

Make use

It was coded in this category everything
that stated that teachers make use of peer-
feedback

Do not make use

It was coded in this category everything
that stated that teachers do not make use
of peer- feedback.

Others

It was coded in this category everything
that was asked in the questions related to
feedback but did not fit in any of the
subcategories.










