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Abstract

This study examines the usefulness of an alternative supervision model for a group of in-service English Language
Teachers (ELT) at the Postgraduate Diploma in Education (PGDE) programme at Bahrain Teachers College
(BTC), University of Bahrain in developing those teachers’ teaching practices during their teaching practicum. A
two-cycle approach was implemented, providing two different types of written feedback, written comments and
structured written reports during the supervision process. Using interviews and questionnaires, teacher candidates
found written feedback very effective in assisting them develop specific teaching skills, namely reflection,
rethinking evaluation, surrendering certainty, and acknowledging continual professional development. The study
findings also revealed one major implication that is the influence of written feedback in reinforcing a participatory
supervision between the university supervisor and teacher trainee in fostering relations of trust and confidence
between both of them.

Keywords: in-service English language teacher, in-service training, professional development, written feedback,
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1. Introduction

Most of the literature that are related to educational supervision during initial teacher education programmes have
been focusing on the mentor’s roles, tutor’s responsibilities or supervision skills. Cameron-Jones & O’Hara (1995)
investigated how the discussion format, which the university supervisor provides in the post-lesson tutorial
impacts the performance of the teacher trainee. Some other researchers, such as Sauders et al. (1995), Holland &
Adams (2002) and Christie et al. (2004) attempted to analyse the major purposes that educational supervision or
mentoring can fulfill during the in-service (INSET) teacher education programme. According to them, these
purposes vary from evaluating the professional performance of teacher candidates, establishing effective
partnership between both parties, to strengthening specific teaching qualities. Yet, these study do not explain or
discuss how this supervision should be conducted and in what form, oral or written. More specifically, Chikunda
(2008) explains that written feedback is not considered as a major practice that university mentor or supervisor
could provide to their teacher candidates. Spear et al. (1997) asserts this idea and states:

“[P]ractically all of the information that is available relates to spoken feedback” (p. 270)

Consequently, there are several components of any supervision tutorial or conference, which university
supervisors may conduct with their trainees after attending the lesson. According to Holland (1989), they are three;
the informed aim, the level of rapport between the teacher and the supervisor in the pre-conference before the visit,
and the way how the gathered information and data about the in-service teacher’s performance will be utilized
during the post-conference after the visit.

Bunton et al. (2002) state that written feedback represents one way of giving data about the trainees’ professional
practice. According to them, written feedback can be found significant for specific reasons. First, written notes,
unlike speech, are considered documents that can be used for referencing and archiving. Second, in second
language teaching contexts, written feedback is considered effective in emphasizing the elements that have
significant impact on the teacher candidate’s performance, since in second language teaching, both the language of
the classroom and the tutorial are not be the first language of the trainee and his or her students. Therefore, it is
found more effective to provide written feedback after the tutorial and to associate it with a spoken feedback that
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was already given to the trainees in this regard.

Literature shows some studies that examined written feedback as a supervision instrument. Spear et al. (1997)
investigated the effects of supplying the supervisee teachers with a written feedback on specific elements, for
example, the writing style (friendly/formal, descriptive/evaluative) and the type of response made by those
trainees’ to their teaching mentor’s advice (authoritative or cooperative). The study findings showed that those
visited teachers showed improvement in their conduction of their teaching techniques after they received and
discussed their written feedback reports with their mentor. In addition, Glenwright (1999) explored the discourse
features of teaching practice supervision reports and found that the mentor’s feedback tend to be more judgmental
and appraisal than to provide suggestions and alternatives to improve practice.

As it is the case here in Bahrain, supervision tutorials were only conducted orally. That is, both Bachelor (B. Ed.)
and PGDE students receive only verbal comments upon their observed lessons then informed by their final grades
at the end of their teaching practice course (BTC-Teaching Practice Guide, 2011).

As it can be inferred from the above that almost all the feedback comments teaching practice students receive
currently are in the shape of verbal/oral feedback. There is no written report that those teacher candidates can
receive and refer to when they want to identify particular technical mistakes they might have done during their
observed lesson or train on a specific teaching technique that could suit the design of their intended lesson. On the
other hand, the situation where oral feedback only is given to those in-service teachers has been challenging to the
university supervisor too. Personally speaking, I have always been complaining that my students are not
developing in the way they should because they either do not take the comments I provide to them into action or
because they forget most of what I had discussed with them by the end of the post-lesson conference.

2. Method
2.1 Research Problem

During my supervision of PGDE students in their TP1 (n=16), I noticed that few (n=4) in the group were
considering my feedback in their teaching, while the others (n=12) were not. Initially, I ignored the matter;
however, the issue was of concern after my third evaluative visit to them as the overall average score of
performance for those students did not exceed 75%, which is normally perceived as low in this type of courses in
the study’s context. Therefore, and in consideration of the literature reviewed above, I attempted to improve those
students’ teaching performance in their TP1 and develop their professional skills by changing my supervision style
and giving structured written feedback those students in addition to the normal oral feedback they used to receive.
Based on this, this study attempts to investigate the effectiveness of this practice by responding to the following
question:

To what extend is providing structured written feedback reports effective to in-service ELT
trainees in developing their teaching skills?

2.2 Participants

The participants were 16 PGDE students from cohort 3 and 4 whom I was supervising as their university
supervisor during their teaching practicum. These teacher candidates were novice teachers of English in the
government schools in the Kingdom of Bahrain who were sent back to the university to join the PGDE programme
— English speciality as part of their INSET programme at BTC. All those participants were females (n=15) with
one male and their professional experience ranged between one to two years. In addition, they all were university
graduates holding a B.A in English language and literature and they all were not educationally oriented.

2.3 Methodology

This is an action research that adopts the interpretive paradigm while investigation. My decision to use interpretive
methodology sprang from the ontological belief that “people’s knowledge, understandings, interpretations,
experiences and interactions are meaningful properties of their reality” (Mason, 1996, p. 38). The most legitimate
way to generate data in accordance to these ontological properties was to gain access to the participants’ accounts.
I used open-ended questionnaires in the first phase of my study firstly, because it offered me the opportunity to
cover a range of topics I had on my agenda, and secondly, because open-ended questions, as Oppenheim (1996)
points out, give freedom to the participants to express their thoughts in their own words uninfluenced by a
predetermined set of replies.

2.4 Significance of Study

This study is important as it tries to shed light on the current practices conducted in the supervision process during
the teaching practice course and attempts to improve these practices through reflection and development of new
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practices. Further, it aims to support the university supervisor to be more involved in the actual reality of teaching
and learning by making the feedback given to the teaching practice students more contextualized and
representative of their teaching context.

2.5 Design

According to Mertler (2006), action research is a “cyclical not linear process in which three to four stages should
be followed. They are the acting stage (cycle 1), the developing stage (cycle 2) and finally the reflecting stage
(seeking further improvement)” (p. 23).

Based on the above, this study consists of 3 cycles. The first cycle represents the change of the traditional norm of
practice followed in supervising PGDE students in their TP1 course at BTC by introducing another type of my
feedback that is structured written feedback reports to those supervisees. According to the actual official
supervision policy in the TP courses when this study was conducted, there is a definite number of class visits the
university supervisor has to do for his/her student teachers in their schools, in which he/she has to observe an actual
lesson performed by them. After observing the lesson, he/she conducts a post-conference with his/her students to
provide them with his/her feedback on the performed lesson and asks for some further improvements the student
teachers have to show in the next visit. This supervision policy which was at the time of this study did not require
or ask for any other sort of supervision, such as giving written comments or structured reports to the students about
their observed lessons. The supervision policy was limited to providing oral feedback only to the supervised
students by their supervisor during their post-conference in addition to an evaluation of the observed students. In
this research, sixteen PGDE students were supervised in the traditional way while they were in their TP 1during the
first month of their practicum. All those students were exposed to the official policy of supervision by providing
them with the normal required feedback about their performance inside the classroom that was oral feedback only.

Cycle one started in the second month when visit 3 was due to those particular students. In visit 3, the teachers
were observed in class then provided with both an oral feedback on their performance in class and short written
comments handed to them at the end of the post-conference. The procedure was developed and extended to the
third month but with a new group of PGDE students who were taking their teaching practice at that time. This can
be considered cycle three in this research.

In cycle two, the observed teachers were given oral feedback on their observed lessons during the post-conference
and later they were sent a structured written report about their class visit including suggestions for improvement.
Since I had almost an everyday contact with those teachers, I managed to send every one of them his/her report
after one day of our post-conference. More, it enabled me to give those teachers open-ended questionnaires and
make interviews with them to investigate their views on the new approach of providing them with written feedback
report of their performance. In this way, I had the advantage of personal contact and the opportunity to provide
further information where needed. Nevertheless, the questionnaires were accompanied by a letter where the
purpose of the study was explained and the confidentiality regarding the data and the participants’ identities was
guaranteed.

Cycle three was the stage in which the analysis of the questionnaire data and the semi-structured interviews
responses were analyzed and reflected upon. I chose semi-structured interviews because, like open- ended
questionnaires, they offered me the opportunity to cover the range of topics I had on my agenda with the additional
advantage that they enabled me to make on-the-spot assessments and follow up on specific responses in the
narrative or sequence provided by the participants. The study was piloted once with three students and piloting
revealed the need for some questionnaire items to be rephrased in order to become more understandable.

In order to organize, retrieve and analyze the interview data, I went through the respondents’ replies and identified
broad categories from fragments of the participants’ words that had common elements. Then, I grouped the data
under each category and went through them again to identify sub-categories. I also cross-referenced the
questionnaire and interview data seeking new relations among them. This procedure enabled me to link all the data
fragments to particular ideas or concepts, which resulted in the final categorization in the data (Guba and Lincoln,
1989). To ensure the validity and reliability of the questionnaire, a copy of it was sent for review and validation by
other faculty colleagues who were supervising in the programme. Their responses showed an agreement of 85%
with most of the questionnaire items. In addition, all their suggestions and adjustments were considered to
facilitate the participants’ responding process to the questionnaire’s items (Dornyei, 2003). Regarding reliability,
the Alpha Cronbach factor was calculated through using SPSS software. The obtained result is (0.902) and this
indicates the reliability of the questionnaire items and their relevance to the topic under investigation in this study.
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2.6 Data Analysis

I analysed the data by calculating the frequency of the participants’ responses for each category included in the
questionnaire. Data from the interviews were content analysed by breaking down the participants’ answers into
categories.

3. Limitations of the Study

This is a small-scale study that is limited to twelve novice English language teachers (ELT) in government schools
in the Kingdom of Bahrain. Therefore, the results found cannot be generalised very far as they do not reflect the
whole population of the society studied. However, it provides an insight into what beginner ELTs need in their
INSET and opens horizon towards in-depth research in this area. This limits the findings to the context of the
novice teachers of English.

4. Results and Discussion
The results of the study are analysed from both quantitative and qualitative perspectives:
4.1 Questionnaire Findings

The frequencies were calculated for the four main areas included in the questionnaire, namely benefits of written
feedback, quality of supervisor’s written comments, practicality or utilisation of written feedback and the type of
written feedback presented to the supervisees. Table 1 summarises the distribution of the frequencies scored for
each area:

Table 1. Frequency of the participants’ responses to the questionnaire

. DON’T
Domain No. Items AGREE DISAGREE
KNOW
E) { Written feedback helped me more in developing my introduction to 14 q 1
g - the lesson.
(¥
° E 5 I’ve become more aware of stating focused and clear objectives for my 16
Eﬂ E lesson through my supervisor’s written report than his oral comments.
i
§ 3 Written feedback guided me more to achieve smooth transition 13 q )
:gj between topics/ activities/ parts of the lesson.
é” ag o %4 My supervisor’s written feedback emphasises how the content of my 14 q i
3 é _;Lj %“ lesson can be appropriate for the target grade level.
§ § § E 5 My supervisor’s written feedback focuses on the design of my 14 q i
= @

teaching materials and enhancing their quality.

Written feedback is more effective than oral feedback in getting a
general overview of the presentation of my lesson.

Written feedback provides more specific instructions on how to
encourage students to participate than oral feedback.

Practicality of
written feedback

8 Written feedback takes longer time to receive than oral feedback. 14 - 2
Written feedback better documents target skills and competencies to
be improved for the next visit than oral feedback.

10 Written feedback involves more positive comments on practice than 5 1 i
oral feedback.
Written feedback handouts were clear and easy to follow than oral

11 . 10 5 1
feedback tutorial.

Type of written
feedback

As it is shown above, the majority of the study participants (n=14) found written feedback more helpful in
supplying them with clear instructions, which they can follow to ensure a successful start of the lesson. One
justification for this response could be the fact that achieving successful introduction to the lesson plays a
fundamental role for those teachers to stimulate their students’ attention and make them more involved in the
lesson, especially when it is acknowledged that those teachers are just a replacement of the original teachers who
were viewed as more experienced and knowledgeable about their classes. This shall positively affect those novice
teachers’ control over their classroom which requires them to make it more communicative and interactive in order
to achieve sufficient practice of the target taught language, which is English. This also justified in the way those
participants see how written feedback enables them more to monitor their students’ interaction especially the level
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of students’ interaction during English lesson has always been a major concern for many of those teacher whom I
had been supervising. Another advantage that all the participants (n=16) agreed to gain from receiving written
feedback on their visited lessons is the accurate guidelines and corrections they receive to develop their way of
constructing and writing their lesson objectives/aims. This could be linked to items (4) & (5) in the questionnaire in
which the participants indicate their agreement on the effectiveness of written feedback in providing them with
clear view of how their lessons went and where the areas of weaknesses that they should consider for improvement
in future. In fact, an over view on the participants’ responses reflect their total satisfaction of getting written reports
about their practice and their preference to this practice on the part of their university supervisor or mentor than just
an oral conversation. However, it is worth to note that those participants were very concerned about the nature of
the content that their written reports contain. As indicated in the questionnaire, only five participants found their
written reports include positive comments (item 10) while the majority (n=11) considered oral feedback to focus
more on the positive feedback than negative feedback. This might indicate that although written feedback could be
accurate and clear in directing teacher candidates’ performance, it might also make these teachers less motivated to
teaching.

4.2 Interview Findings

Following the methodology described in section four regarding analysing the interview responses, the
respondents’ responses were content analysed and classified in thematic categories for discussion and analysis as
in the following: ended up with the categories presented in Table 2 below:

4.2.1 ‘It’s Better!-We Appreciate It’

TCs perceived the written reports they received on their observed lessons as a useful resource for them, whatever
form these reports took since they believed that these reports provide them with specific and detailed comments on
their performance. This view was echoed in most of the respondents’ responses:

“[T]he post lesson conference is too general and I do not received precise instruction on
what I have to.” (Teacher5)

Others stressed that written feedback is better than oral tutorial because in addition to its precise addressing of the
“weaknesses areas in their teaching” (Teacher 7), it is an important “source of documentation” (Teacher 3) and
“filing” (Teachers 4, 3, & 9) for their teaching development. In fact, most of those respondents found their written
feedback provided by their supervisor a useful content to include in their teaching files, which they had to submit
by the end of their teaching practice course. One reason for this perception could be how these reports show the
progress of the teacher candidate and what improvement he/she had succeeded to make:

“I and colleagues [6 TCs teaching in the same school] decided to include our written
feedback reports in our teaching file so that officials at the MOE see the work and progress
we have made in our teaching practice.” (Teacher 2)

In the same regard, some found written reports as an extra evaluation tool that could be used beside the evaluation
form, which they found as not accurate enough to enhance their teaching skills. Teacher 9 stated this clearly:

“I like written feedback reports because they make me feel that the evaluation sheet is no
more the main communication channel between my university supervisor and me.”

Generally, however, TCs expected both oral discussion and written feedback to be more sufficient to assist them
assess their performance and identify areas of weaknesses and strength:

“ I think that written feedback helps to improve my teaching skills and the oral tutorial also
informs you directly if your teaching technique was correct or not and comments on your
performance and your methods.” (Teacher 1)

However, another TC went to say that:

“Brief ideas written on paper may be very bief and difficult to be understood by the TC.
Sometimes oral elaboration makes these points easier to comprehend.” (Teacher 8)

Overall, though the majority of the respondents welcomed the new practice or written feedback as more useful to
them than oral tutorial, many of them expressed their concern about the possibilities for misunderstanding that
might arose from written questions. Many of them in this regard expressed that their written reports did not make
explicit what their supervisor meant until they had their second oral tutorial with him. Teacher 11 explained this in
detail:

“Sometimes [ felt I didn t understand what exactly my supervisor wanted. And other times |
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felt that I had questions but couldn 't ask to my supervisor.”

On a different aspect, the interview responses revealed that there was an assumption in the written
comments/feedback provided to the respondents that the purpose of these written reports is evaluation (in many
cases they called it a ‘performance assessment report’), but the general perception was that giving feedback was
more preferred by the trainee teachers and this is justified in the following reasons:

“well, the report gives me definite suggestions and guidelines that lead me easily to what is
required. It also states good comments about my observed performance that support my
confidence in myself as a novice teacher and encourages me for more improvement.”
(Teacher 15)

4.2.2 Content of Written Feedback/Reports

Overall, TCs made it clear that they were satisfied with what their reports included. This was apparent in their
replies in which they found their written feedback included:

e  recommendations

e  Areas of weaknesses

e  Areas of strength

e Improvement

e Other critical points not raised in discussion

This goes with the fact that all those teacher candidates, who did the questionnaire, consider written feedback they
receive from their university supervisor as more effective on their teaching practices since they represent a
summative evaluation for their performance (Spear et al., 1997, p. 278).

Yet, a concern was emphasized here about whether the provided written feedback should be given to the TCs
immediately after the lesson or provided later for the teacher candidates for their review and reflection. As one TC
commented:

“I believe it is better for me to receive my feedback immediately because I can read them
whenever I am free during my teaching day and I can decide what aspects I should focus
on.” (Teacher 12)

In fact, most TCs received their reports after one week of their visits due to the number of the TCs the supervisor
had to cover (n=10), meaning that it was impossible for him to send TCs their reports immediately after the visits
because he was busy in visiting other TCs in other schools. Another reason could be added to this is the
supervisor’s intention of giving those TCs more time to practice some self-reflection on their performance to
compare it later with their reports.

4.2.3 Format of the Written Report—Despite Its Shape, It Was Useful’

The study respondents revealed an acceptance of the format in which their written feedback was presented. In fact,
it was noticeable the preference of those TCs to the structured format of their reports. As some TCs mentioned:

“The report sections lead me easily to the points I am concerned about more — it also make
me more focused on the points I am good at and the others I am not in.”” (Teacher 5)

Another said:

“The categorisation and sections made in the report helped me to prepare for my next
lesson.” (Teacher 16)

However, it seems that the majority of the TCs did not perceive the written feedback/reports as a formative tool,
which they should use for seeking continual progress in teaching skills. Instead, many of them viewed it as an
evaluation to their performance. This was revealed in their responses when they were asked about if they would
like it to be an official document they should receive while they are in their teaching practice programme:

“The report should include a section that assesses teaching performance, lesson planning
and designed activities .... etc.” (Teacher 2)

Another suggested providing broad assessment:

“Any section in the report should include three assessment categories: acceptable,
satisfactory, and insufficient.” (Teacher 11)

Others preferred to form the report into an “ultimate open-ended blank sheet” (Teacher 9) on which “the supervisor

6
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writes whatever he/she chooses.” (Teacher 9)

At this point, it appears that these responses reflect a conflict between the desire to standardise and structure
written feedback and the desire to allow for more flexibility by allowing the supervisor decided what and how to
write his/her feedback report on the part of this study respondents. To some extent, this reflects an overwhelming
among those respondents towards to what extend the given feedback should act as either, an assessment of
performance or as a means for future development. I can understand at this stage why those TCs stressed on this as
reports with specific domains can help those novice teachers with the different styles of supervision that are carried
out by different supervisors to focus on specific teaching qualities in each visit. In addition, it can help them
standardise and systematise the method of providing feedback by these supervisors to their supervisees. The
disadvantage, however, is that this standardisation of giving feedback might limit those TCs right to negotiate or
discuss very specific aspects raised in a particular lesson.

4.2.4 “The Fruit’-Did It Worth?

All the study respondents reported that getting written feedback and reports on their performance during their
teaching practice course was a good opportunity for sharing thoughts, views, feelings and beliefs about
profession-related concerns. This was illustrated in one of the respondents’ response:

“When I feel not sure enough about my intended practice or the actions I took with my
students, I invite my colleagues who are doing their TP with me in the same school and
share this with them...” (Teacher 8)

In the interviews, the TCs said that they found themselves able enough to handle their teaching skills, such as
“stating objectives” (Teacher 3), “shifting from teacher- centred to student-centred lesson” (Teacher 16), and
“developing classroom discourse and design of materials” (Teacher 15). They also mentioned that written
feedback helped them to potentially debilitating reluctance towards teaching and becoming more confident in
managing their lessons and handling their students’ interactions. As it was commented by one of them:

“Now I can improve my teaching skills as my supervisor provided me with practical
suggestions.” (Teacher 7)

Clarke and Collins (2007) find that post lesson conference is often under-communicated because it usually follows
the one-way communication not two-way communication. This did not happen in my case when I used written
feedback with my supervisees. I can argue at this point that my new practice in supplying my teaching practice
students with written feedback played a fundamental role in shaping those novice teachers’ identities. This is
simply because TCs learnt that the mixture of uncertainty and confidence, of success and failure will let them
practise analysing performance and reflecting on actual practices, which will eventually lead them to develop as
professional teachers (Dysthe et al., 2000).

All in all, it could be claimed that this practice empowered the TCs in the way it supplied them by first linking
theory to practice and second by developing their professional knowledge about their actual teaching context:

“The difference between oral conference and written feedback is that written feedback
equip us with deeper professional knowledge ... it also enabled us to come up with new
thoughts ..." (Teacher 3)

5. Conclusion

Regardless of the format, style and content of the written reports that were given to the supervisees, all the teacher
candidates in this study showed their preference and support to this practice. Certain more structured format,
however, will tend to include more analysis and directions to guide the trainees in their future practice. It may be
that those TCs had a definite pre-perception about how written feedback was supposed to be led them to stress on
having more structured report. Yet, it is possible that they were influenced by the format and categories of the
evaluation form which was used in their previous teaching practice courses.

In addition to the format, another aspect can be concluded from the study findings that would influence this
practice in future supervision that is evaluation or assessment. As it was revealed in the interviews, many
respondents suggested in the interviews reported above to include a clear statement of evaluation of the TC’s
observed lesson. Here, I think in future TCs should be clarified that the purpose of giving them written feedback
beside the oral conference is not to evaluate them but to guide them through out their teaching. The findings
discussed in this study do support that written feedback and comments encouraged the participants to reflect more
on their teaching specifically when their comments are shaped in form of headlines or questions. As John and
Gilchrist (1999) point out in their study that the quality of reflection can be improved by the amount of the
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generated questions that promote for reasoning about definite teaching practices.

To conclude, other conclusions have been reached in this study that TCs want detailed written feedback, including
recommendations, and critical concerns that motivate their reflection and thinking, which they can refer to during
their practical practice. They prefer to obtain these written feedbacks after the performance of their teaching, but
the written feedbacks also need to be associated with oral conference discussion, where issues can be explained
directly. Generally, I think this research has opened the door for me to conduct more research in this area especially
on the different styles of writings that could be useful to the TCs to understand and follow while they are in their
teaching practicum.
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Appendix A

Teaching Practice Evaluation Form

)

PGDE Assessment Teacher Performance (ATP) form

o A Student Teacher: School: S
S VV_Q\,\‘::XS \ L i""j
B o B Class/Grade: Date: Time: s
Supervisor name: Curriculum Area:
Lesson Topic: Visit #:
COMPETENCY Overarching RATE
AREA
Employs a broad range of outcomes NYC C EC NE
Teaches appropriate content NYC C EC NE
CONTENT
Contextualises learning tasks NYC C EC NE
KNOWLEDGE
Links lessons activities NYC C EC NE
(Planning)
Prepares learning environment & materials NYC C EC NE
Plans to build on previous lesson evaluation NYC C EC NE
Employs outcomes-based methods NYC C EC NE
Varies teaching approaches / is student centred NYC C EC NE
PEDAGOGICAL
Structures learning tasks NYC C EC NE
KNOWLEDGE
Teaches purposely & effectively NYC C EC NE
(Teaching)
Communicates effectively NYC C EC NE
Responds / adapts to learners’ needs NYC C EC NE
KNOWLEDGE OF | Prepares student & classroom to maximise learning NYC C EC NE
LEARNERS Teaches in relation to students’ interest NYC C EC NE
(Organising Maintains & develops student profile NYC C EC NE
learning
Creates a positive learning environment NYC C EC NE
environment &
meeting students’
needs)
ASSESSMENT Monitors frequently with feedback (formative) NYC C EC NE
AND Observes learners’ skill/knowledge (authentic) NYC C EC NE
EVALUATION Summarises progress with feedback (summative) NYC C EC NE
SKILLS Uses above categories in future planning NYC C EC NE
(Monitoring and Reflects own teaching performance NYC C EC NE
reflecting)
COMMITMENT Shows care & concern for learners NYC C EC NE
.EE TO STUDENT Teaches with warmth & enthusiasm NYC C EC NE
=
5, WELL BEING Demonstrates strong work ethic NYC C EC NE
=
£ . .
.g PROMOTION OF Models lifelong learning NYC C EC NE
D
;E: CORE CIVIC Promotes love of country NYC C EC NE
VALUES Establishes professional image NYC C EC NE
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Appendix B
Study Questionnaire
Dear PGDE student,

Teaching Practice Office

This questionnaire is a part of a research study of EL teacher education and training. This study investigates the
effectiveness of written feedback in improving the supervision process during the Teaching practice course.

The information you provide will be confidential and will not be used outside the research study.

THANK YOU FOR YOUR PARTICIPATION

DON’T
Domain No. Items AGREE DISAGREE
KNOW
Written feedback helped me more in developing my
8 : introduction to the lesson. H : 1
E % I’ve become more aware of stating focused and clear
gﬂ % 2 objectives for my lesson through my supervisor’s written 16 - -
‘g = report than his oral comments.
i Written feedback guided me more to achieve smooth transition
: between topics/ activities/ parts of the lesson. N : 2
- . My supervisor’s written feedback emphasises how the content 1 . )
é é g of my lesson can be appropriate for the target grade level.
E. § E s My supervisor’s written feedback focuses on the design of my 14 X )
teaching materials and enhancing their quality.
- Written feedback is more effective than oral feedback in
% ¢ getting a general overview of the presentation of my lesson. o ) )
'*; é Written feedback provides more specific instructions on how
e 7 12 3 1
'T% § to encourage students to participate than oral feedback.
g Written feedback takes longer time to receive than oral
- 8 14 - 2
feedback.
Written feedback better documents target skills and
g 9 competencies to be improved for the next visit than oral 15 - -
E feedback.
g 10 Written feedback involves more positive comments on practice s . )
5 than oral feedback.
:& . Written feedback handouts were clear and easy to follow than 10 s .

oral feedback tutorial.

10
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Appendix C

Study Interview Questions

SEMI-STRUCTURED INTERVIEW QUESTIONS

1. Which way of providing feedback you liked most, the oral or the written? /probe: Why?]

2. Did written feedback help you develop your teaching performance?

[probe: relations with the learners, teaching methods, choice of content, assessment etc]

3. How effective your professional knowledge has been influenced after receiving your written feedback?

[probe: in what extent?]

4. Do you agree that written feedback should be one of the official documents you receive during your

teaching practice? [probe: Why]
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