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“WHAT IS IT THAT I DO IN THE CLASSROOM?”: TEACHERS’ FEEDBACK TO
THEIR OWN CLASSROOM FEEDBACK

“SINIFTA NE YAPIYORUM?”: OGRETMENLERIN SINIFiCi
GERIBILDIRIMLERI iLE ILGILI TEPKILERI

Bahar GUN’
Not to examine one’s
practice is irresponsible;
to regard teaching as an
experiment and to
monitor one’s
performance is a
professional act.
J. Roddock, 1984

ABSTRACT

Based on the premise that those teachers who critically reflect on their performance can develop, this
study aims to gain a deeper understanding of teachers’ judgments, thoughts and decisions through reflection,
by focusing on one of the key classroom events, namely, giving feedback to learners. The differences
between experienced and inexperienced teachers’ reactions to their own feedback procedures were also
explored. The results suggest that teachers’ awareness of habits and mannerisms and the reasons for them
increases as a result of reflection, and this leads them to reevaluate behaviours and consider changes. As for
the difference between experienced and inexperienced teachers, no significant difference could be identified
based on the data obtained in this particular study.
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OZET

Kendi performanslar1 ile ilgili elestirel bir sekilde yansitma yapabilen 6gretmenlerin mesleki
gelisimlerinden soz edilebilir. Bu noktadan hareketle, bu ¢alisma dil 6gretmenlerinin 6grencilere verilen
geribildirim siiregleri ile ilgili diigiinceleri, yargilari ve karalarini, kendilerine ‘yansitma’ yapma firsati
verilerek, daha iyi anlamay1 hedeflemektedir. Caligmada ayrica deneyimli ve deneyimsiz dil 6gretmenleri
arasinda geribildirim siiregleri agisindan fark olup olmadigina da bakilmistir. Caligmanin sonuglari yansitma
yapan Ogretmenlerin ders iginde yaptiklari ve aligkanliklart konusundaki farkindaliklarinin arttigini ve bunun
sonucunda kendilerini tekrar degerlendirip, degisime yonelik kararlar aldiklarin1 gostermektedir. Caligmada
incelenen verilere dayali olarak deneyimli ve deneyimsiz 0gretmenler arasinda dikkat ¢ekici bir farkliliga
rastlanmamustir.

Anahtar Kelimeler: Yansitma, geribildirim, 6gretmen geligimi

1. INTRODUCTION

The concept of ‘reflection’ has now been accepted as a very significant aspect of
teacher education around the world; therefore, it is commonly included in many
professional development programs (Akbari, 2007, Farrell 2008, Leather and Popovic:
2008). Richards and Lockhart (1994) describe reflective approach to teaching as ‘one in
which teachers collect data about teaching, examine their attitudes, beliefs, assumptions
and teaching practices, and use the information obtained as a basis for critical reflection
about teaching’ (p.1). Regular reflection on classroom experiences allows teachers to
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identify areas in their teaching that they feel need attention (Bailey et al, 1998), and
therefore, ‘it requires critical thought, self direction, and problem solving coupled with
personal knowledge and self-awareness’ (Chant, Heafner and Bennett in Lee 2007: 322).
In that sense, reflection is “developing a greater level of self-awareness about the nature
and the impact of teacher performance” (Osterman and Kottkamp,1993:19). According to
Lemon (in Gill and Halim, 2006), reflection entails some key aspects:

1. purposeful thought

2. process of contemplation with openness to change

3. awillingness to learn

4. asense of responsibility in trying one’s best.

Scrivener (1994) poses a number of relevant questions regarding the teachers’ self
awareness of their work: “Do I actually know what I am doing? Do I ever stop and
examine my actions, my intentions, my motives, my attitudes? | keep planning for the
next lesson but to look back, remember and reflect on it seems harder to do” (p.195).
Teachers seem to avoid reflection since they are overly concerned about getting work
done and planning ahead; therefore, they should be encouraged to engage in reflection by
adopting the four principles proposed above by Lemon.

1.1.1. Experienced and Inexperienced Teachers

The way the teachers differ, if at all, in terms of their level of reflection based on their
teaching experience appears to be an interesting area to investigate. Research suggests that
experienced and inexperienced teachers’ instructional actions and decisions might differ.
Some researchers claim, for example, that experienced teachers possess better knowledge
base regarding students and the classroom environment, which enables them to make
alternative choices without disrupting the flow of instruction, whereas inexperienced
teachers have not developed a schema for interpreting and coping with what goes on
during instruction; and they focus more on unexpected student behaviour and maintaining
a good flow of instruction (Calderhead, 1981, 1983; Clark and Peterson, 1978; Housner
and Griffey, 1983 in Johnson, 1992). To understand experienced and inexperienced
second language teachers’ instructional behaviours, we must first understand the thoughts
and judgments that shape those behaviours (Freeman, 1990; Richards and Nunan, 1990 in
Johnson, 1992). A retrospective reflection on one’s own teaching provides and insightful
way to a better understanding of second language instruction.

1.1.2. Aim

Based on the premise above, the present study aims to determine whether language
teachers are conscious of classroom events when given the opportunity for retrospective
reflection. Fanselow (1992) says that “when we look at the meaning of our
communications, we may see that they are different from what we had thought they were
before we looked” (p.79). It may, therefore, be, rather interesting to see how teachers
respond to their own teaching by asking them to consciously consider their work, i.e. by
giving them the opportunity to reflect.
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There are obviously so many classroom events taking place during a single class hour, and
it would be difficult to work on all of these at the same time. For this reason, one specific
aspect of classroom teaching has been chosen for this study: the feedback given by
teachers to students.

Feedback in teaching is defined as comments or information learners receive on the

success of a learning task, either from the teacher or from other learners (Richards, Platt
and Platt, 1992), and “effective feedback to students has been identified as a key strategy
in learning and teaching” (Ramsden, 1998 in Poulos and Mahony, 2008: 143).
This reported qualitative study, therefore, ultimately aims to enrich our understanding of
one of the key classroom behaviours, namely, feedback; and more importantly, to gain a
deeper understanding of the teachers’ judgments, thoughts and decisions through
reflection by focusing on some of the ways teachers might be encouraged to think more
systematically and critically about their feedback. It also aims to explore the differences, if
any, between experienced and inexperienced teachers’ reactions to their own feedback
procedures. The study was conducted in the School of Foreign Languages, English
Preparatory program at a university in Turkey.

2. METHODOLOGY

2.1. Classes Observed
The classes observed were all reading classes. Reading is one of the six main courses
(speaking, listening, reading, writing, grammar and core course) taught in the School of
Foreign Languages, English Preparatory Program. In the observed reading classes, the
focus was on teaching reading subskills such as skimming, scanning and identifying the
main idea.

2.2. Teachers

Two experienced and two inexperienced (novice) teachers working in the school were
selected for the study. It should be noted here that the definition of novice teachers vary
from a maximum of five years of experience (Spector, 1989) to zero to two years’
experience (Sarpy-Simpson, 2005). In this study, the latter definition was used, as the
early months of a career were considered to be of interest.
The profile of the teachers in the study in terms of their level of experience was as
follows:
Experienced Teachers
Teacher A: 10 years
Teacher B: 9 years
Inexperienced Teachers
Teacher C: 7 months
Teacher D: 20 months

All four teachers agreed to take part in the study on a voluntary basis but were not
informed about the focus of observations in order to allow the collection of natural data.
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The teachers were chosen by the researcher according to the amount of experience. It was
also important to choose teachers working with the same proficiency level (low-
intermediate in this case), to ensure the same materials were used in their observed
classes. This was particularly taken into consideration as teachers’ feedback can change
according to the nature of the material used, and this might cause difficulty in comparing
and contrasting different teachers’ feedback strategies.

2.3. Students

The four groups taught by four different teachers all consisted of students from the
lower-intermediate level, placed according to a placement test given at the beginning of
the semester. Although they had different teachers for each course in their program, the
same syllabus and the same materials were used across this level. All students were
unaware of the focus of observation and recording.

2.4. Teaching Material

In the reading lessons that were observed and recorded, the main material was a
handout about the location of topic sentences in a paragraph. The task was to read
paragraphs to identify the topic sentence, which was in a different location in each
paragraph, and then complete the related practice exercises.

2.5. Data Collection

The data consisted of observation of four classes, taught by two experienced and two
inexperienced teachers. As well as audio recording the classes, the researcher took
detailed notes of verbal and nonverbal feedback given. Immediately after each class
session, the teachers attended a reflection session with the researcher. At the beginning of
each session, each teacher was informed about the focus of the study: the main concern
during the observation was the content-related feedback to students, i.e. the feedback that
was related to the reading material taught in the particular classes. The teachers were also
given some questions about their feedback behaviour, and it was made clear to them that
this was not to evaluate or criticize, but to understand the thinking behind the particular
feedback given.

During these reflective sessions, the teachers were asked to respond to the following
kind of questions by listening to the recorded lessons:
-Why did you give such a feedback?
-How effective were you as a teacher giving feedback?
-Did you enable any kind of learning with the feedback you gave?
-What were the alternative options that you could have taken?
-How do you think your students felt about your feedback?
At the end of the reflective sessions the teachers were also asked some more general
questions like:
-What do you believe about giving feedback?
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-What have you just learnt about your feedback giving strategies?

-How much do you think this experience of retrospective reflection will contribute to your
teaching?

The audio recordings of these reflective sessions formed the main data set to be analysed.

3. DATA ANALYSIS AND RESULTS

The main aim of this study was to make the observed teachers more conscious of their
instructional actions; giving feedback in this particular case. The goal of providing
teachers with opportunities to reflect on their teaching is not only for the understanding of
actions, but the reasons behind them; that is, how instructional decisions are shaped by the
thoughts and judgements about what takes place during instruction

One way to accomplish this goal is to use of audio recordings of lessons to prompt
teacher recall of instructional decisions. This kind of self-analysis can enable teachers to
recognize how they interpret and respond to the variety of student performance.

In this study a qualitative methodology was used. Transcribed audio recorded data
consisting of segments of each teacher’s interview was analyzed by identifying the
thought units of the teachers, and by organizing these units into categories based on
shared themes. That is, thematic analysis was applied to the data, from which five
dimensions emerged:

1. Reactions to positive feedback

2. Reactions to use of praising words as positive feedback

3. Reactions to negative feedback

4. Reactions to the feedback based on teachers’ own assumptions

5. Teachers’ general feedback on their own classroom feedback procedures

Participant teachers’ reactions for each category were noted in detail in the Appendix.

A closer examination of teachers’ reactions to their own feedback highlights both

similarities and differences:

1. All four teachers used very similar methods for giving positive feedback: Repetition of
the correct answer preceded or followed by an approval word, sometimes
accompanied by nodding: ‘OK” for teachers A and B; ‘Yes’ for C, and ‘Alright’ for D.

2. Teachers A, B and C were also similar to each other in terms of the thoughts they
reported about the use of praising words. They all said they used such words
deliberately rarely, only when their students accomplished a difficult task or answered
a difficult question. Only teacher C said she was unaware that she almost never
praised and reported that was missing from her teaching.

3. As for the negative feedback, all four teachers exhibited the same thought pattern.
They all aimed at guiding the students to self correct their mistakes in similar, if not
the same, ways. The most common feedback observed was the repetition of the wrong
answer with questioning intonation, or sometimes the use of ‘OR?’ followed by a
pause. Only teacher C claimed to prefer giving negative feedback nonverbally as
opposed to verbally.
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4. The teachers differed to a great extent in terms of the role assumptions played in their
feedback. The nature of their assumptions was somewhat different from one another.
Teachers A and C were similar because they both thought their students knew them
very well, and therefore, understood the messages in every feedback given. Teacher
B’s assumption was related to the content and the nature of the course; the nature of
feedback she would give was determined by taking into consideration the students’
previous performance. Only D did not base feedback on any kind of assumption; she
regarded this as being inappropriate.

One interesting point to be noted is the influence of their past teachers that they
accepted as role models. Teacher B and teacher D both made an anecdotal note referring
back to their own teachers, noting the influence of these teachers on their own feedback
procedures.

When the general feedback to their own classroom feedback is considered, it can be
seen that, in general terms, all were satisfied with their ability to give feedback. They
noted, however, a tendency to repeat certain words, and that there was a lack of variety in
their feedback. Only teacher C differed greatly from the others, stating his preference for
non-verbal over verbal feedback, because he thought it was more effective. All four
teachers noted that they found reflecting on their own teaching by listening to their
recorded lessons an interesting experience. As for the difference between experienced and
inexperienced teachers, no significant difference could be identified based on the data
obtained.

4. CONCLUSION

The research study reported here aims to contribute to building a richer picture of
teachers’ reflections on their own classroom feedback. The results indicate that while
there was a certain amount of variation in the way teachers gave feedback, there were a
number of common themes such as their thoughts about giving positive and negative
feedback and the use of praising words. The finding of no significant difference between
experienced and inexperienced teachers is an interesting one, because it shows that
teachers adopt a variety of strategies, largely on the basis of their beliefs about the
feedback. This does not seem to be related to the number of years teaching, rather, it
seems that teachers’ decisions about giving feedback are, to some extent, based on their
own experiences as learners. It was seen in the study that the feedback behaviour of
teachers is likely to be influenced by their own teachers in the past, who acted as role
models.

Another important conclusion of this study is the increased awareness of habits and
mannerisms which can result from listening to the recordings of the lessons. As Freeman
(in Pennington, 1995) points out, awareness is a key ingredient to teacher change and
long-term development. The teachers in this study stated they were not always aware of
what and why they were doing while giving feedback. Reflecting on feedback behaviour
enabled teachers to become aware of their feedback habits and the reasons for them. This
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in turn led them to reevaluate behaviours and consider changes. These included more
variety in feedback techniques, and for one teacher, the use of praising words, which had
previously been neglected

The study also showed that teachers’ priorities in structuring the feedback they gave
depended crucially on their assumptions about learning and teaching, as well as about
students. Three of the teachers answered the question “why such feedback?” referring to
assumptions on student performance, students’ perceptions of their roles as teachers, as
well as the nature of the course taught.

In conclusion, studies exploring the cognitive dimensions of how second language
teachers’ thoughts, judgments and decisions influence the nature of instruction are needed
to gain a better understanding of language classroom processes. The findings of the
studies of this nature may also shed light upon the design of more insightful and effective

in-service and pre-service teacher training programs.
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GENISLETILMIS OZET

“Yansitma” kavrami, diinyanin her yerinde 6gretmen egitiminin 6nemli bir pargasi
olarak kabul edilmekte ve mesleki gelisim programlarinda yerini almaktadir (Akbari, 2007,
Farell, 2008). Yansitma, ana hatlariyla bir 6gretmenin kendi mesleki performans: ile ilgili
veriler toplayip, inan¢ ve davranislarini inceleyerek kendi 6gretmenligine elestirel bir gozle
bakmas1 demektir (Richards ve Lockhart, 1994). Bir 6gretmenin diizenli olarak dersleri ile
ilgili yansitma yapmasi, onun giiclii ve zayif yonlerini tespit etmesini ve buna bagl olarak
mesleki gelisimini olumlu etkileyecek kararlar almasini saglar. Scrivener’in (1994) belirttigi
gibi ¢cogu kez 6gretmenler ilerideki derslerinde ne yapacaklarina odaklanip yansitmaya ¢ok
vakit ayirmazlar ve “tam olarak derste ne yaptyorum? Biraz durup yaptiklarim, inandiklarim,
yapmak istediklerimle ilgili diisiiniiyor muyum?”” sorularin1 kendilerine sormazlar. Bu nedenle
ogretmenlerin daha ¢ok ve diizenli bir sekilde yansitma yapmaya tesvik edilmeleri gerekir.

Mesleki deneyime bagli olarak yansitmanin degisip degismedigi de ilging bir aragtirma
konusu olabilir. Literatiirdeki c¢aligmalar deneyimli ve deneyimsiz Ogretmenler arasinda
ogrenciler ve smnif ortami ile ilgili bilgi diizeyi ve buna bagli uygulamalar1 agisindan
farkliliklar oldugunu gostermistir (Johnson, 1992). Bu noktadan hareketle bu c¢alisma,
kendilerine yansitma firsat1 verildiginde dil 6gretmenlerin sinifta olanlarin ne kadar bilincinde
olduklari, derste yaptiklarina tepkilerinin ne oldugu, ve tiim bunlarin i¢inde deneyimin bir
degisken olup olmadig1 sorularimi yanitlamayr amaglamaktadir. Arastirmada sinif i¢inde yer
alan pek ¢ok olaydan sadece ‘Ggretmen tarafindan dersle ilgili olarak 6grencilere verilen
geribildirim siiregleri’ incelenecek nokta olarak se¢ilmis ve 6gretmenlerin bu konu ile ilgili
diisiince, yargi ve kararlarinin daha 1yi anlagilmasi hedeflenmistir.

Calisma, Tirkiye’de bir devlet iiniversitesinde bulunan bir Yabanci Diller
Yiiksekokulu'nda gergeklestirilmis, bu okuldaki Ingilizce hazirlik programinda gorev yapan
ikisi deneyimli, ikisi deneyimsiz toplam dort 6gretmen ¢alismaya goniillii olarak katilmistir.
Ogretmenlerin tiimii ‘orta diizey alt’’ seviyesinde yer alan &grencilere ders vermislerdir.
Derste verilen geribildirimlerin dersin igerigine ve amaclarina gore farklilik gosterebilecegi
diistintilerek, dort dil 6gretmeni tarafindan 6gretilen aynmi igerikli ve amagli dort ‘okuma-
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anlama’ dersi aragtirmaci tarafindan gozlenmis, derslerin ses kayitlar1 alinmig ve ayrica
arastirmaci tarafindan dersler siiresince geribildirim siiregleri ile ilgili detayli notlar alinmistir.

Gozlemlenen derslerde alinan ses kayitlari, derslerden hemen sonra her bir 6gretmenle
bir araya gelinerek yapilan yansitma oturumlarinda 6gretmenlere dinletilmis ve asagidaki
tiirden sorulara yanit vermeleri beklenmistir:

- Neden boyle bir geribildirim verdiniz?

- Sizce verdiginiz bu geribildirim(ler) etkili oldu mu?

- Kullanabileceginiz baska segenekleriniz var miydi?

- Geribildirim ile ilgili genel diislinceleriniz nelerdir?

- Kendi geribildirim stratejileriniz ile ilgili ne 6grendiniz?

- Sinif i¢i geribildirimleriniz ile ilgili su anda yapmis oldugunuz yansitma &gretmenliginize
nasil katkida bulunacak?

Calismaya katilan dort 6gretmen ile yapilan bu yansitma oturumlarimin da ayrica ses
kaydi alinmig ve bu kayitlar ¢alismada incelenecek ana veri tabanini olusturmustur. Veri
analizinde niteliksel yontem kullanilarak ses kayitlarinin transkripti ¢ikarilmis, 6gretmenlerin
goriisleri ortak temalar belirlenerek smiflandirilmis ve asagida belirtilen bes boyut ortaya
cikmistir:

1. Olumlu geribildirimlere tepkiler

2. Ovgii kelimelerinin olumlu geribildirim olarak kullanimina tepkiler

3. Olumsuz geribildirimlere tepkiler

4. Ogretmenlerin kendi varsayimlaria dayali verdikleri geribildirimlere tepkiler
5. Ogretmenlerin smnif i¢i geribildirim siirecleri ile ilgili genel tepkiler

Ogretmenlerin her bir kategori ile ilgili detayli tepkileri ¢alismanin ekinde goriilebilir.
Ogretmenlerin tepkileri dikkatle incelendiginde asagida belirtilen benzerlik ve farkliliklar
ortaya ¢ikmaistir:

1. Her dort 6gretmenin de benzer sekilde olumlu geribildirim verdikleri belirlenmistir.

2. Ogretmenlerin {icii 6vgii kelimelerini bilingli bir sekilde az kullandiklarimi belirtmis, sadece
bir 6gretmen bu tiir kelimeleri hi¢ kullanmadigini fark ettigini ve bunun bir eksiklik oldugunu
dile getirmistir.

3. Olumsuz geribildirim verme agisindan oOgretmenlerin tiimiiniin benzer stratejiler
uygulandig1 gozlenmis, sadece bir 6gretmen sézel olumsuz geribildirim yerine s6zel olmayani
tercih ettigini belirtmistir.

4. Kendi varsayimlarina dayali olarak verdikleri geribildirim agisindan 6gretmenler farklilik
gostermiglerdir. Ogretmenlerin ikisi &grencilerini ¢ok iyi tanidiklarni ve verdikleri her
geribildirimin onlar tarafindan dogru algilandigina inandiklarini belirtmislerdir. Bir 6gretmen
geribildirimlerin 6grencilerin gegmis performanslart géz Oniinde bulundurularak verilmesi
gerektigine inandigimi ifade etmis; bir digeri ise hi¢bir zaman varsayima dayali geribildirim
vermedigini, bunun dogru bir davranis olmadigini diisiindiigiinii dile getirmistir.
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Kendi geribildirimleri ile ilgili genel gorisleri soruldugunda, g¢aligmaya katilan
Ogretmenlerin timii kullandiklar1 geribildirim stratejileri ile ilgili memnuniyetlerini dile
getirmis, ancak gelistirilmesi gereken bazi noktalar tespit etmislerdir. Bunlarin arasinda, hep
ayni1 ifadelerin yerine daha ¢esitli ifade kullanmalar1 gerektigi ve kullana geldikleri stratejilere
yenilerini ekleme ihtiyaci 6ne ¢ikmaktadir. Calismanin sonuglari deneyimli ve deneyimsiz
Ogretmenler arasinda geribildirim verme siiregleri agisindan ¢ok biliylik bir farklilik
olmadigini, Ogretmenlerin kendi diisiince ve inanglarina gore geribildirim siire¢lerini
belirlediklerini gostermektedir.

Calismanin bir baska ve en 6nemli sonucu 6gretmenlerin kendi kayda alinig derslerini
dinleyerek, farkindalik diizeylerinin kesinlikle artmasi1 ve bunun sonucunda kendilerini tekrar
degerlendirip, degisime yonelik kararlar almalaridir Sonug¢ olarak, dil 6gretmenlerinin
diisiince, yargt ve kararlarinin biligsel boyutlarinin incelenmesine yonelik calismalarin dil
siniflarinda olanlar1 daha 1iyi anlamamiz agisindan Onemi kag¢inilmazdir. Bu tiirden
caligmalarin sonuglar1 daha 6ngoriilii ve etkin hizmet-oncesi ve hizmet-i¢i 6gretmen egitimi
programlarinin planlanmasinda da cok onemli katkilar saglayacaktir.
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APPENDIX
Table 1. TEACHER A (Experienced)

Theme 1: Positive Feedback

Feedback: The most common feedback observed during the lesson was: OK + Repetition of the correct answer, or repetition of the correct answer + OK
Teacher’s reaction: “I want to make sure that everybody in the class hears the correct answer. That’s why I repeat it. ‘OK’ is the indication of approval”.

Theme 2: The Use of Praising Words

Feedback: Throughout the lesson the teacher praised students only three times by saying: “OK, very good.. thank you” , “Yes.. You’re great” , “Congratulations”
Teacher’s reaction: “I rarely use such praising words. Only when necessary.. when their correct answers make me happy for example... when they are able to answer a difficult question, or
accomplish a difficult task. This is kind of rewarding them.. These words motivate them to participate in the lesson more”.

Theme 3: Negative Feedback

Feedback: The teacher repeated the student’s answer with questioning intonation.
Teacher’s reaction: “I always try to get them to self-correct their mistakes. Teacher’s immediate correction is not a good way for me. Using a question intonation I want them to revise their
answer”.

Theme 4: Feedback Based on Teacher’s Assumptions

Feedback: The teacher repeated the students” answer followed by “OR” with question intonation.

Teacher’s reaction: This is a topic they are familiar with. They studied the same stuff last week. That’s why I asked “Or?”
The teacher was asked if the student understood the message in this remark.

Teacher’s reaction: “They know my teaching style, so I am sure they understood what I meant”

Theme 5: Teacher’s General Feedback to Her Own Classroom Feedback

“T generally like the feedback I gave in my class. I give so much feedback and I believe my feedback is sufficient and it enhances learning. To me giving feedback is extremely important. One
of my teachers at school had an influence on me. When | was a practicing teacher that teacher had told me that | was not giving enough feedback. I have never forgotten this since then.

I loved listening to my audio recorded teaching. What | do in the classroom is mostly spontaneous. Now when | listen to myself teach | understand why | am doing what | am doing; but in the
class I don’t stop to think what I do. I think this is something that comes along with experience.

The only thing | did not like about my feedback behaviour is the excessive use of “OK” during the lesson. I never knew I was using so many “OK”s. From today on I will be more careful about
the use of “OK”.
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Table 2. TEACHER B (Experienced)

Theme 1: Positive Feedback

Feedback: The most common feedback she gave was: OK + repetition of the correct answer, or Repetition of the correct answer + OK
Teacher’s reaction: “I repeat correct answers because I want to make sure that everybody in the class hears the correct answer. Then I say “OK” meaning I approve the answer. OK sometimes
means we finished that, now we can work on the next one. It is like a transition”.

Theme 2: The Use of Praising Words

Feedback: Only one instance of the use of praising words was observed: “Very Good”
Teacher’s reaction: I don’t use such praising words very often. I used ‘very good’ here because it was a difficult paragraph. If a teacher uses praise excessively this might have a negative effect
on students. They start thinking they are doing everything perfectly. To me, a teacher must use praise cautiously”.

Theme 3: Negative Feedback

Feedback: The teacher repeated the student’s wrong answer followed by “OR?” with question intonation; or she said “I want you to read the paragraph again. Carefully please”.
Teacher’s reaction: “I say these to get the students to self-correct their mistakes. | try to tell them they are not giving the correct answer. | am doing this indirectly, without being so negative”.

Theme 4: Feedback Based on Teacher’s Assumptions

Feedback: In one instance, the teacher continued the lesson making another explanation after waiting for a short while for the students to answer the question she asked. The students did not
answer the question.

Teacher’s reaction: “Here I assume my explanations were sufficient and they understood. They are supposed to know the answer. If it had been a difficult question | would have waited longer for
the answer”.

Theme 5: Teacher’s General Feedback to Her Own Classroom Feedback

“In general, I was good as a teacher giving feedback. The negative thing about my feedback behaviour is that I am repeating myself very often. I use “OK” too much, for example. I could have
used some other phrases like ‘That’s right, fine, alright’. The excessive use of OK and constant repetition of correct answer might be boring for the students.

I think the classroom feedback changes depending on the dynamics of a particular student group. A teacher can tell what one works with one group and what does not. | used to use a lot of
praising words with this group earlier, for example. I observed this caused some students to misbehave. That’s why I use them rarely now. What’s more, what we worked on in class today was
not very difficult. They were familiar with the topic. | should and do praise them only when they accomplish a difficult task”
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Table 3. TEACHER C (Inexperienced)

Theme 1: Positive Feedback

Feedback: The most common feedback he used was: YES + Repetition of the correct answer, or Repetition of the correct answer + YES
Teacher’s reaction: (Laughing) “That’s very simple feedback. With this feedback I mean ‘yes, this is the correct answer.. should I use ‘yeah!” or ‘that’s right’? Well... I don’t know...
sounds more natural to me”.

3 )

yes

Theme 2: The Use of Praising Words

Feedback: Throughout the lesson the teacher used the words ‘very good, congratulations’ only once.
Teacher’s reaction: | am very careful about the use of such words. | believe that the excessive use of such words can become meaningless after a while. That’s why I rarely use them”.

Theme 3: Negative Feedback

Feedback: The teacher mostly gave non-verbal negative feedback using signals meaning the answer was not correct (raising eyebrows and the like).

Teacher’s reaction: “I give non-verbal feedback very often. To tell the students directly ‘that’s wrong’ or ‘try it again’ might be irritating for them. Using gestures is less discouraging to me.
This way | can make them think once more about their answers. Sometimes I point to one student with my head and say ‘you are wrong” with a smile on my face. I do it jokingly”

In another instance, the teacher repeated the student’s wrong answer followed by ‘OR’ with a questioning intonation and a pause.

Teacher’s reaction: “Here I mean to say ‘are you sure?” They understand their answer is wrong. By pausing a little I give them time and opportunity to self-correct”.

Theme 4: Feedback Based on Teacher’s Assumptions

Feedback: The teacher was asked if the students got the messages correctly in all the non-verbal feedback he gave.
Teacher’s reaction: “They know me very well. They understand my sense of humour. T don’t think they are offended. I use body language, mimes and gestures to give positive feedback as
well... they know and they understand”.

Theme 5: Teacher’s General Feedback to Her Own Classroom Feedback

“Explaining why I did all these things is difficult for me. A teacher does not think about these things while teaching. S/he is more concerned about what the next activity is, how long it should
last etc. The feedback given is mostly spontaneous, and it changes from teacher to teacher depending on his/her personality. If you ask me, giving effective feedback has got to do with a
teacher’s ability. | believe | use feedback effectively. I, personally, use non-verbal feedback more than verbal feedback. I am aware that I don’t use variety of verbal feedback. I should change
this, | think. Maybe | should think of other words | could use instead of ‘yes’. I have never done this so far because | am very happy with my non-verbal feedback. Maybe | should think about
this issue more in the future”
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Table 4. TEACHER D (Inexperienced)

Theme 1: Positive Feedback

Feedback: The most common feedback she used was: Repetition of the correct answer + ALRIGHT and nodding
Teacher’s reaction: “I approve the answer. | am aware that | nod very often. | generally use miming and gestures while giving feedback. One of my university professors would use body
language so much. I think I was influenced by him”.

Theme 2: The Use of Praising Words

Feedback: In the lesson observed the teacher did not use any praising words. She was asked why not.
Teacher’s reaction: “To tell the truth, I was not aware at all that | was not using praising words. I should use them, I think. From today on, I should use them more”.

Theme 3: Negative Feedback

Feedback: One example was: “Is it the first one?... or ...(pause)... the second?”

Teacher’s reaction: “I am guiding them to self-Correct. I am giving them an alternative to get them to revise their answer”.
Another example was: “Benefits, eh? Any other?”

Teacher’s reaction: “Here, I want to show them that they are on the right track, getting closer to the exact answer”.

Theme 4: Feedback Based on Teacher’s Assumptions

Feedback: No instance of this category was observed in this particular teacher’s class.
Teacher’s reaction:” I never give feedback based on some assumptions like ‘these students know me very well, so they will understand what I mean’... every single student has a different way of
thinking, so I cannot make generalizations”.

Theme 5: Teacher’s General Feedback to Her Own Classroom Feedback

“There is not much variety in the positive feedback I give. I used ‘alright’ way too much. This could become meaningless for the students after a while. I realize that | should use more variety of
feedback in my classes. Also, the same type of feedback could be given using different intonation within the same lesson. I will try this as well. Listening to myself teach was very interesting. |
learnt a lot about my feedback behaviour™.
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