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Most English teachers, while teaching a lesson, are so involved in the process of teaching to meet
expected objectives that they can hardly derect weaknesses in their teaching behavior. The results from
an investigation, based on reflective observation, aim to provide evidence that action research may be
an excellent tool for self-assessment.
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La mayorfa de los maestros, cuando imparten una clase, estdn tan inmersos en el proceso de
transmisién de conocimientos para alcanzar objetivos, que dificilmente pueden detectar debilidades en
su forma de ensefiar. Los resultados de una investigacién, basada en la observacién reflexiva, intentan

probar evidencia de que la Investigacién-Accién puede ser una excelente herramienta para el desarrollo
personal.
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Introduction

An investigation was carried out to analyze the way in which language
instructors are able to develop their behavior towards error correction. This was
done through a case study of three EFL Mexican teachers who had difficulties in
crror correction in spite of the feedback provided by the coordinator after being
observed.

The author based the investigation on Wajnryb’s idea (1992) that observation
in the classroom can become a learning experience. The project was developed
within a three week period as an atcempt to analyze the following two types of
observation: the effect of feedback provided by an observer in contrast to the self
assessment provided by the teacher after watching a video recorded lesson. The
process was carried out by teaching and re-teaching the same lesson to allow the
investigator to analyze the effect of feedback in both cases to get to a conclusion.

Background

The investigation was developed at a Mexican school in San Luis Potosi that
educates children and young adults. The school, in the curricula, includes English
as a Foreign Language (EFL) at all levels. The program, based on the
Communicative approach, aims to help students communicate in the new
language. This process, which is not simple, requires well-trained teachers to
help students develop this skill.

The language learning process could be considered a ladder that requires
mastering the first step before proceeding to the next one. In each step students,
with the help of the teacher, develop language and communication.

The EFL staff of the school has a coordinator who makes sure program results
arc being achieved. She supervises teaching. The coordinator has implemented
drop-in monthly observations while the course is in process to evaluate the teacher’s
work. According to Maingay (1988), to assess a teacher’s performance, observations
have to be accomplished during a course and not just at the end of it. The reason is
that observations play an important role in the teachers’ development since the
coordinator can encourage teachers to modify their behavior when necessary during
the feedback stage, which may contribute to meet the school objectives.

Observation System

The schoolteachers are observed once a month. The observations which are
not announced to the teachers, as well as being self explorative, provide the
coordinator knowledge as to how well the teachers are following the school program.
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An observation schedule is used as a “framework for directing the attention of an
observer of a lesson and for recording the results of this observation in a systematic
way” (Parrot, 1993, p.19).

While the observation is in progress, the coordinator checks that the lesson of
the day is well-prepared. In this plan, she checks the lesson objectives and the series
of tasks that reflects a balance of the four skills expected to reach the communica-
tive objective.

When the observation is complete, the observer provides the chance for self-
assessment by offering a series of motivating questions to be answered orally. This
feedback is also provided in a written form to allow future reflection.

The researcher, defining the problem or reason for the investigation, found
that teachers persist in overcorrecting or ignoring students” errors, in spite of the
feedback provided by the coordinator every time they are observed. Therefore, she
will attempt to suggest the best manner in which teachers can be aware of the need
for error correction in oral production. The investigation was based on the hypothesis
that self-assessment can provide more benefit than an external observer’s feedback.
Thus classroom observations might become an opportunity for teachers to become
more analytical regarding their own performance instead of providing a list of correct
or incorrect behaviors during the lesson.

The study

Action research, which may be understood as the process of “trying out ideas
in practice as a means of improvement and as a means of increasing knowledge
about teaching and learning” (Richards and Nunan, 1990:86) was carried out in
the school. I realized that it was very important for a teacher to become involved in
classroom action research, since the problems that exist can be solved by analyzing
the reason the difficulties exist and the manner in which a solution may be
implemented.

The action research was accomplished by three experienced teachers, who were
carningan ELT Certificate and their coordinator. They analyzed the manner in which
errors were corrected while a lesson was in progress. The foundation of the investigation
was based on an adapted version of the Stanford Microteaching Model, which envisaged
the following six-stage cycle: Plan - Teach - Observe - Critique, Re-plan -Re-teach
Re-observe (Cripwell and Geddes, 1979, p.4). This helped the coordinator see how
well teachers were able to modify their behavior after receiving feedback.

The research, in which the teaching and re-teaching model was accomplished,
required groups of students with similar characteristics for the three teachers
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previously mentioned, who were teaching three groups of students from the same
level: fourth, sixth and cighth grade. The groups had from 40 to 45 students.
These similarities were required for the investigation to be reliable.

Observation helps teachers detect their weaknesses. In this school, for example,
when teaching a lesson, the teachers were so involved in following a chain of tasks
to accomplish the lesson objective that they could not easily notice their teaching
weaknesses, either because they do not have the necessary background regarding
the best way to teach, or because they are so concentrated on their performance
and what is happening in the class that they forget to use suitable techniques. In
such cases, an external observer may help the teachers self-explore their behavior.

Error Correction

The role of observations may be used as a tool for teacher development. For
that reason the observer, who adopted Wajnryb’s (1992) idea that paying attention
to every detail that occurs while the lesson is in progress might be very difficult,
focused her attention on error correction. This provided reliable results on a specific
aspect of her performance instead of a general idea of the teacher’s performance.

The schoolteachers were encouraged to work on error correction for a two-month
period. Before the study, the basic concept that they were encouraged to apply to daily
teaching was to consider that errors are part of the learning process and not a sign of
failure either on the students’ or on the teacher’s part. According to Norrish (1983),
making errors can be regarded as an essential part of the language-learning process.

In EFL learning, the most common sources of error are lack of knowledge or
carelessness on the part of the students, grammar interference, sound system or
other features involving the mother tongue. Errors can also occur by the main
input sources such as a teacher’s poor English knowledge, errors in teaching materials,
and defective English knowledge/response produced during student — student
interaction. However, errors occur naturally in the learning process and are, in fact,
evidence that learning is taking place (Norrish, 1983). ‘

According to Hubbard (1990), instead of directly correcting students, teacher
should provide suitable feedback to allow them to correct themselves or each other.
However, error correction implies decision-making (Larsen — Freeman D. 1986)
about whether or not to intervene when an error occurs. If teachers corrected every
language error made in their class, far too much classroom time would be given
over to correction (Wajnryb, 1992).

“Correction would rarely be appropriate where the emphasis is on
communication, as the correction would probably distract from the purpose of the
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activity” (Parrot, 1993, p.77). However, some teachers may feel uncomfortable
about letting serious errors go without any feedback. It is recommended during a
fluency activity that the teacher take note of major errors. If these are general class
errors, the teacher can later give students an accuracy activity as remedial work. If
individual errors have occurred, they can be treated with individual students
separately after class.

When the teacher considers it necessary to intervene in accuracy activities,
there are at least three types of intervention., namely, “Challenging”, when the
teacher lets the students know that something is wrong, without indicating what it
is; “Marking”, when the teacher lets the student know that something is wrong
and also indicates what type of error occurred and where it occurred; and
“Correcting”, when the teacher simply supplies the correct answer.

In oral activities teachers generally should challenge an error that occurs during
accuracy work or challenge it and mark it at the same time (Hubbard et al, 1990).
The reason is that marking an error gives the student more information to help
her/him correct her/himself, or encourage peers to provide the correct response.
Teachers only correct an error and provide the right response as a last resort. Also,
error correction has to be provided in a friendly manner, taking into consideration
that feedback is thought of as a normal part of the learning process, not as a reflection
of the students’ abilities.

Observation by Co-coordinator

The three teachers that participated in the study were asked to plan a regular
class to be observed. Therefore, the drop-in observation process that the EFL
program from the school generally follows, in this occasion, was modified in the
expectation of well-planned lessons that could provide good support for the
investigation. In addition, the same date was assigned to the three observees to
elude intercommunication, which may have affected the reliability of the results;
and five minutes before the lessons started, the observer told the observee what the
main focus of the observation was going to be.

The observer used a chart (Appendix 1) to note the teacher’s error correction
patterns by simply marking in the box that corresponded cither to corrected or
ignored errors. When an error was corrected, the observer was able to specify if the
observee either challenged, marked or corrected that error as well as who correctly
rephrased the error. When ignored, the observer drew a mark in a box that corres-
ponded to the activity’s objective, which was specified as accuracy or fluency, which
could provide hints about the reason the teacher preferred not to intervene. In the
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last section of the chart, the observer wrote the most relevant errors that were
produced during the lesson, which might be used as support for the feedback
session. In the chart, the observer had to consider the number of errors that were
produced ecither during fluency or accuracy objective task (Appendix 1).

The amount of errors provided a number from which a percentage was
estimated (Fig 1).

Oral error correction / teaching lesson 1

After the teacher There was There was There was  [leacher ignored
self correction | peer correction | teacher correction an-error

Challenged 2% 4% 8%

an error

Marked an error 1% 2% 2%

Corrected an 10% 71%

error

Fig 1. Observees error correction average in the teaching stage

In addition to filling in the chart (Appendix 1), the observer wrote on a piece
of paper positive feedback first (Vincent, 1992) to help the observee increase self-
esteem and be prepared to listen to her weaknesses (Appendix 3). According to
Wragg (1982), some observees accept strong direction while others resist. For this
reason, the observer, instead of providing negative feedback, wrote a series of
questions (Appendix 3) to invite the observee to reflect on her/his performance
instead of only listening to the observer’s comments. Questioning an observee
about her/his performance gives her/him an opportunity to explain the reason for
her/his actions and to ponder the best manner in which the lesson should have
been implemented. '

The author’s experience in observation suggests that for most in-service
observees it is hard to accept that in spite of the effort and amount of time spent in
planning the lesson, it does not always come out well. Therefore, when an observer
provides negative feedback, the observees cither fecl attacked and adopt a defensive
attitude or decide to change their actions. However, if the external observer asks
the observees questions about their teaching performance, instead of providing
negative comments, the observees will be guided toward a self-analysis.
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Therefore, during the feedback session, the observees were critically able to
examine their areas of possible improvement, from which two of them recalled
feeling frustrated when realizing that their lessons were not as good as they initially
had thought (Appendix 3). As this was the first stage in the process, however,
observees still had a second opportunity to modify their behavior according to self-
evaluation of a videotaped lesson, as we shall see later.

Coordinator Observation Analysis

According to the first round of observations, it was found that teachers still
had serious problems dealing with error correction. From the errors produced by
the groups of students, there was an average of 39% of the errors that were corrected,
while 71% remained ignored (Appendix 2). The high amount of ignored errors
should be considered to be significant when taking into account that only 40% of
the errors were produced in activities with a fluency objective. This means that
almost half of the errors that had to be corrected were unattended.

When the observees were asked during the feedback session (Appendix 3) if
they felt satisfied with the error correction system they used while the lesson was in
progress, they all responded that they did, which could signify that the teachers did
not consider their intervention necessary when specific problems arose. However,
when asked how many errors were ignored in the lesson, two of the observees
responded that they believed that most of the errors were corrected while another
responded that all of the errors were corrected. This confirms that the observees, in
spite of the feedback that the observer provided on previous observation, did not
integrate the suggestions for error correction.

The study also showed evidences that teachers took little advantage of the
strategy of letting students know that something was incorrect without telling
them exactly what the problem was. Figure 1 shows that only 6% of the errors
corrected in the lesson were challenged, from which 2% were self-corrected. As
Krashen (1987) argues, self-correction provides the highest benefit, since the student
her/himself has to reflect on the best manner in which the incorrect utterance has
to be rephrased. This permits the student to store the information in her/his mind
and perhaps move the learned error to long-term memory if they see such a need to
do so. In case the student is unable to correct her/his own error, the teacher should
encourage peer correction, leaving teacher correction as the last option.

The observation chart also shows that from the challenged errors, 4% were
peer corrected. This indicates that students have not been trained to correct their
own errors or those of their peers. It has to be the teacher who cither corrects the
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errors or ignores them. Only 5% of the errors were marked, which is very helpful
for students because the teacher specifically marks what error was produced, which
allows students’ reflection on re-phrasing the utterance. These results show that
teachers unaware of the benefits this system provides do not use it.

Finally, the observees did give the students some opportunities to correct
themselves, but the lack of time on the part of the observee or motivation on part
of the students contributed to having the teacher correct the errors her/himself
most of the time. These facts permitted the coordinator to infer that observees
have problems dealing with error correction. There seems to be a gap between
theory and practice. Hence, observees were requested to go over their error correction
notes before being observed a second time.

Re-teaching and Feedback

The second step consisted of re-teaching a modified version of the original
lesson plan according to the observee’s reflection of her/his performance. The reason
to re-teach is to enable the observees gradually to approximate to the model provided
of the skill through reinforcement of desirable behavior (Stoddart, 1979).

Through the evaluation of the re-taught lesson, the observer was able to find
out what changes emerged and to summarize what was learned with the same
feedback resources. The first observation provided feedback that helped observees
reflect on the manner in which errors were corrected and only 49% were ignored,
meaning that the obsevees corrected more errors than on the first stage (Appendix
4). However, observees in general over-corrected; every error that was detected was
treated in one form or another without paying attention to the focus of the task.

After the second observation, during the feedback session, observees were asked
if they had corrected all the errors students produced during the session (Appendix
5). Two members of the group responded affirmatively, mentioning that the errors
that were not corrected were not detected. The third observee responded that she
did not correct a lot of the errors because she did not want to indimidate students
with over-correction, but she felt insecure leaving errors unattended. Therefore,
since observees were advised that error correction was going to be the main focus
of the observation, it seems to have persuaded them to correct all the errors they
were able to perceive.

Observees accepted that the feedback provided in the first stage contributed
to helping them reflect on the best way errors needed to be corrected. According to
the observation forms, observees challenged, marked and encouraged self or peer
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correction. They even corrected errors themselves when they considered it
convenient, or when students were unable to correct the utterance, which means
that at this point, observees were aware of the different forms in which an error
could be corrected but still had difficulties applying theory to practice.

The observer asked the observees if they liked reworking a lesson, to which
one of them responded negatively since she considered her interest in being observed
decreased despite being an improved version of the original lesson. She mentioned
that it could be better to apply the feedback reflection to a new lesson, which could
be more challenging than following nearly the same routine a second time. The
other two observees mentioned that reworking the same lesson contributed to
their professional development, since it gave them the opportunity to improve the
lesson plan and correct errors properly and according to the feedback.

Finally, the observer asked the observees what method of correction they
suggested. Two participants suggested reflecting on the objective of each task when
planning a lesson to correct errors properly. The third observee proposed using the
observee’s error correction format, used for this investigation (Appendix 1), to analyze
his performance every week, which would help in detecting improvement. In
addition, the three observees asked the observer to check their error correction
method during their monthly observations to detect how well they are improving
their error correction system. The observer, after listening to the observees, provided
positive oral feedback and questions to invite observees to reflect on their behavior
(Appendix 5). “When we observe others to gain self knowledge and self insight and
when we generate alternatives based on what we see others do, we construct our

knowledge” (Richards and Nunan, 1990, p.164).

Oral error correction / teaching lesson 1

After the teacher |  There was There was There was Teacher ignored
self correction | peer correction | teacher correction| an error

Challenged 2% - 6% 4% - 9% 8% - 16%

an error

Marked an error 1% - 4% 2% - 6% 2% - 8%

Corrected an 10% - 2% 71% - 49%

error

Fig.2. Observees error correction average when teaching (step 1) and re-teaching a
lesson (step 2)
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Teacher Self-Observation

The investigation to this point had followed an observation guided development
system, in which the questions the observer asked observees during the feedback
session contributed to having them reflect (Richards and Lockhart, 1994) on the
behavior they had to follow during the reworking stage.

In the next part of the study, which was accomplished a week after having
provided re-teaching feedback, the researcher, in an attempt to encourage observees
to be self reflective and increase awareness of a particular way of teaching, changed
the observation routine (Maingay, 1992). The observees had to plan a regular lesson
in which participants were given a questionnaire on error correction (Fig. 3) ten
minutes before video recording the lesson (Williams, 1988), which, according to
the researcher, was sufficient time for the reflection. The questionnaire, in addition
to focusing the teacher’s mind on certain aspects of teaching (Swan, 1992), provided
an idea on what was going to be the observation’s focal point.

The questionnaire was as follows:

What is the lesson’s objective?

Why do errors occur in a lesson?

Who has to correct errors in class? Why?

When is it convenient not to interfere, correcting errors?

How do you suggest error correction feedback be provided?

Fig 3. Pre-teaching reflective questionnaire

The participants’ lesson was video recorded. The video recorded lesson, which
is “the most neutral technique for observation” (Richards and Nunan 1990, p.40),
helped to capture the essence of the classroom and permitted the teacher to listen
or view the tape as many times as it was necessary to interpret it properly.

The recorded lesson permitted the observee to see himself as the students see
him. However, the experience presented limitations since the observer was able to
perceive that the camera intimidated both scudents and teachers. Two of the
participant teachers, in spite of having been told that the video was going to be
used exclusively for the investigation, mentioned having experienced a feeling of
anxiety, stress, or fear of being watched and criticized by others. Another
characteristic that made the video recorded lesson unnatural was that it was carefully
planned in detail, which does not always happen in a regular lesson and the tasks
were performed only by the best students.
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Oral error correction / teaching lesson 2

After the teachet

There was

There was

There was

Teacher ignored

self correction | peer correction| teacher correctio an error
Challenged 14% 5% 3%
an error
Marked an error 11% 4% 2%
Corrected an 26% 35%

crror

Fig. 4. Observees error correction average in the video recorded lesson

In two groups, the anxiety, nervousness, and excitement students displayed
encouraged them to participate actively in all the tasks and try to produce correct
utterances. The third group, which was very quiet for the first ten minutes, changed
their attitude as they developed self-confidence to perform in front of a camera.
After the session, when all the students were asked about their hesitancy, 90%
mentioned to have been relaxed after the first ten minutes of class. The remaining
10% were nervous throughout the lesson and mentioned that they would prefer
not to be video recorded again since it produces a sense of intimacy and fear, which
does not permit natural participation.

After the lesson, the teachers were given their corresponding video and invited
to watch the lesson and reflect on their performance in written form. “The experience
of supervising their own teaching in the privacy of their own homes is a unique
and powerful experience” (Swan, 1992, p.124). This process permitted participant
teachers to watch each segment of the video as many times as they considered
necessary to detect their strengths and weaknesses. However, to facilitate the self-
assessment process and to provide consistency to the investigation, the researcher
gave the participants five questions (Fig. 5) to guide the analysis (Williams, 1988).

* Do you feel satisfied with the method you used to correct errors?
¢ Did you consider the task objective when correcting errors?
» Did you give students enough time to reproduce an utterance when incorrectly produced?

¢ Did you follow a special strategy to provide feedback? Why?

¢ Will this video contribute to modifying your attitude towards error correction? How?

Fig.5. Error correction sel f—pzssessmmt questionnaire
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These questions (Williams, 1988) were presented to the teacher at the end of
the lesson. The reason was that the observee, who felt stressed at being video
recorded, would have had to reflect on the questions before the lesson and the
questionnaire to support self-assessment given at this period could have added
stress and diminished her attention towards the reflection. The questionnaire, in
spite of soliciting open-ended responses, was reliable as all the participants had to
concentrate on the same problems. The lessons from the three participant teachers
were recorded the same day, as in steps one and two, to achieve reliable results. The
observees were asked to present the written self-assessment (Appendix 7) the
following day to allow them to remember all the details of the lesson plan.

Self-Observation Analysis

In the three participants’ self-assessment papers, it was found that all of them
were very analytical, emphasizing negative points while only briefly considering
positive ones. This led one of the participants to feel dissatisfied about her perfor-
mance and about the manner in which she had planned the lesson. Another teacher
mentioned feeling frustrated regarding her error correction, considering that she
had mastered the method.

There was only one observee who considered that she had taught satisfactorily,
though with some inconveniences. One was that she believed she didnt have serious
problems in the way she organized the lesson, but rather in her attitude towards
correcting errors.

The three participants mentioned that they had accomplished the objective of
the lesson. However, only one of them achieved the goal in a satisfactory way. They
all believed that they had given sufficient time to the students to allow for self-
correction and had encouraged peer correction when a student was not able to
correct himself. In addition, they all provided feedback according to the situations
in which the error was produced.

One participant mentioned that challenging an error helped the student reflect
on his mistake in a similar manner as to how she was able to reflect while watching
the video, thus creating an enormous benefit to the learning process. Another
participant mentioned that while watching the video, she noticed the enormous
benefit of relating her fingers to the amount of words in an utterance. She believed
that this allowed students to notice exactly where the problem was in order to be
able to take corrective action. In addition, on the negative side, the three participants
mentioned that despite using the teacher’s correction as the last option to correct
errors, a lack of time often made this option necessary to use.
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The three participants detected that among the negative side effects the most
significant problem was the incorrect behavior of providing the questionnaire before
the lesson, which led them to over-correct students. This finding contradicts
Williams’ idea (1988) that a series of questions should be provided before observing
a lesson to make teachers aware of whar the focus of the observation is. However,
in spite of this finding, the researcher considers that the observees have to know in
advance the observation focal point for the observation to be reliable.

Re-teaching and Feedback

The final step focused on re-teaching Lesson Two by using the error correction
criteria detected on each participant’s self-assessment to re-teach the lesson to a
different group of students one day after the video recording. The lesson was re-
taught with a different group of students that shared similar characteristics to the
first one. At this stage, a relaxed actitude on part of all the observees was noticed.
The participants self-confidence with the task they had to develop and their
knowledge about several ways errors can be corrected contributed to their comfort
while teaching the lesson.

At this stage, the observer did not apply any questionnaires as it was unnecessary
to follow the same procedures as in the previous stage. When the observer arrived at
each classroom she collected the participant’s self-evaluation and moditied lesson plan
in order for a comparison to be made with the error correction notes taken during the
video recording (fig.6). The observer, after analyzing if the teacher’ reflections were in
alignment with her new behavior, summarized findings in a written form to generate
support for the feedback session after class. Similar to step one, the observer first noted
down positive comments (Vincent, 1991) in order to increase the observee’s self-esteem
and criticism to prompt reflective questions (Williams, 1988).

Oral error correction / teaching and re-teaching lesson 2

After the teache There was There was There was Teacher ignored
self correction | peer correction |teacher correction an error

Challenged 14% - 9% 5% - 6% 3% - 4%

an error

Marked an error 11- 8% 4% - 6% 2% - 5%

Corrected an 26% - 19% 35% - 43%

error

Fig.6. Observees error correction average while teaching and re-teaching a video
recorded lesson
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Students produced as many errors as they might have produced in any other
lesson (fig.6) since the production of errors is recognized as being a critical part of
the learning process (Norrish, 1983). The difference between the initial lesson and
the re-taught one was that the observees improved their behavior. However, it
cannot be said thart errors were treated properly 100% (Appendix 8) since teachers
lacked sufficient practice to have modified their own behavior at this point.

Despite the good results that were achieved, two participants commented that
this stage was demotivating and tedious. The fact that the same lesson had to be
taught and re-taught reduced their interest as many of the students’ behaviors
became predictable. The same observees pointed out that if the focus of the
observation was error correction, it would have been a better idea to apply their
findings to a new lesson. There was only one participant who found it useful to
have had the opportunity to be observed teaching the same lesson after discovering
her weaknesses.

Nonetheless, the two participants who found the re-teaching exercise tedious
mentioned that they enjoyed participating in the research, which will benefit their
future teaching. One of them mentioned that every time she had been previously
observed, she had adopted a defensive attitude to the observer’s feedback. She said
that self-assessing her own performance has let her consider that there are teaching
routines that are incorrectly used that may provide incorrect learning results. Another
participant mentioned that she has always thought it necessary to have an expert’s
opinion about her performance in order to improve her teaching performance and
now she has realized that she can guide herself towards improvement when self
reflecting on her routines. The third participant mentioned that she enjoyed
participating in this project, but she perceived that her motivation decreased for
the first stage due to the fact that the project required four lessons to be observed
in a period of three weeks. However, this same participant observed that she is now
aware of the need to reflect when teaching a lesson to modify her behavior.

Conclusion

EFL coordinators do not need to limit their job to supervising teachers’ behavior
and monitoring the achievement of the assigned curriculum. This paper provides
evidence of the opportunities any coordinator has to encourage teachers to develop
action research in their own classroom, which can provide enormous benefits.

The investigation that was carried out by a group of teachers and their
coordinator shows that observation provided by an external observer allows the
observee to perceive her strengths and weaknesses from the observer’s perspective.
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This may result in a change of behavior when sharing the observer’s point of view,
or the persistence in the incorrect attitude if there is disagreement. However, when
teachers manage to reflect on their behavior by self-observing their performance
through video, it may have a greater positive effect since teachers aware of their
problems will modify their attitude when looking for self-development. “One of
the main purposes of observation should be to make teachers at all stages more
aware of alternatives and more conscious of how teaching can set into unquestioned
ritual” (Maingay, 1992, p.194).

It is better, for any teacher, to self-analyze his performance than to receive an
external observer’s feedback. This investigation, which provided teachers the
opportunity to re-teach the same lesson after being observed, in addition to have
modified the behavior towards error correction, contributed toward changing some
of the feelings of frustration experienced during the teaching stage. Teachers
throughout the study found that, despite having teaching strengths, their weaknesses
have to be modified or overcome in order to be successful when teaching a lesson.
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Appendixes

Appendix 1
Teaching lesson

Student’ s level Beginners _Average age 12
Date:  06-03-2006

Observer’s general comments

Sample of an error correction observation format

FEERREY

Appendix 2
Teaching lesson 1

Student’ s level Beginners _Average age 12
Date:  06-03-2006 _ Lesson: 1

Oral error correction / teaching lesson 1

After the teacher There was There was There was Teacher ighored
self correction peer correction reacher correction anerrors

Challenged an error 2% 4% 8%

Marked an error 1% 2% 2%

Corrected an error 10% 71%

Error correction average in the thcbz'ng stage
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Appendix 3

Feedback

Teaching Stage

Rapport T. easily establishes rapport adapting his language
and teaching strategies to the Ss. Age and needs.

Visual Well designed and well exploited visuals

Questioning Graded according to Ss. age and language knowledge.

Lesson

Organization Well organized with a progressive level of difficulty

Objective Well defined and well accomplished.

Students Student learner centered lesson

Pair/group work ~ Well organized

The students were interested in all the activities, accomplishing the expected
goals, however:

o What did I {the observer) tell you, I was going to focus my attention on,

while the lesson was in progress?

© Do you feel satisfied with the error correction system you used while teaching

the lesson?

» How many errors did you decide not to correct?

> Did you notice that students several times used auxiliary did in sentences

where “ed” was already added to the verbs? Why didnt you correct them?

» What strategy can you use to remember that you have to give students fee-

dback at the end of the lesson?

o Why do you think students have problems applying the past tense?

o Why do you think most of the students in the group over generalized the

“ed” past tense rule? ‘

° Do you remember in what kind of activities is it reccommended not to correct

students?

» What was the last task objective?

s Did you correct errors properly in this task?

*Do you feel satisfied with the way you corrected errors in this lesson? How

can you improve your system?

Feedback sample from the teaching stage
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Appendix 4

Oral error correction / teaching lesson 1

After the teacher There was There was There was Teacher ignored |
QC]F C()rrf'(‘riﬂn peer COI'rCCTiOn rfﬂrher COrreCinn S ¢ M

Challenged an error 2% - 6% 4% - 9% 8% - 16%

Marked an error 1% - 4% 2% - 6% 2% - 8%

Corrected an error 10% - 2% 71% - 49%

Observees error correction average when teaching (step 1) and re-teaching a lesson

(step 2)

Appendix 5
Feedback
Re-teaching Stage

Warm up Nice way to introduce a lesson with a game to reinforce
colors, this is an easy task that prepares students for the presentation
stage

English Language It can easily be perceived that Ss. are spiking in English all the
time. Well done.

Discipline Excellent way to correct discipline, asking individual questions
of Ss. that were distracted.

Written work It was a good idea to present the written form of the new
vocabulary when Ss. were familiar with the correct pronunciation.
Error correction Good way to ask individual students the correct pronunciation
of individual words, followed by choral repetition.
Sequence Nice sequence of the Lesson where a progressive level of difficulty
is reflected. ,

Skills Good variety of tasks with a balance of the four skills.
Self-awareness Excellent way to encourage students to notice the difference

between singular and plural.

¢ Did you modify the lesson plan after you were observed the first time?
» Was it easier to correct errors after reflecting on the way you did during the first
observation?

¢ Did you feel, after the first feedback, you had to correct every error students produced?
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* What do you think provides more benefit: ignored or corrected errors in an accuracy-
oriented task?

* Do you feel the way you corrected errors the second time was better than the first one?
* What benefits do you think re-teaching a lesson provide? Why?

* Did the feedback provided by the observer the first time you were observed contribute
to change your behavior towards error correction?

» What method can you implement to improve error cosrection?
Feedback sample form, from the re-teaching stage (Step 2).

Appendix 6

Pre-teaching reflective questionnaire

* What is the lesson’s objective?

* Who has to correct errors in class? Why?

e Why do errors occur in a lesson?

* When is it convenient not to interfere, correcting errors?

* How do you suggest error correction feedback has to be provided?

Responded version provided by one of the observees
Lesson’ s objective By the end of this lesson students are going to be able
to understand the difference between can and can't.
Errors occur because  a) Students lack of vocabulary.
b) Students lack of accuracy.
¢) Lack of sufficient drilling.
d) Teacher does not explain in a clear way.
e) Student lack of attention when the teacher is
explaining. ,
In class errors have to be corrected by the same student, by peers or by the
teacher because she is a model for students
It is not convenient to interfere correcting errors when fluency is expected
from students.
I can give error correction feedback
a) Recording the class and playing the tape with the
students.
b) Writing down errors to reinforce the structure at the
end of the class.
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¢) Developing exercises to reduce the students’ problems.
d) Talk to individual students to reduce particular
problems.

Questionnaire provided before video recording the planned lesson

Appendix 7

Self-assessment reflective questionaire

* Do you feel satisfied with the method you used to correct errors?

* Did you consider the task objective when correcting errors?

° Did you give students enough time to reproduce an utterance when
incorrectly produced?

¢ Did you follow a special strategy to provide feedback? Why?

e Will this video contribute to modify your attitude towards error correction?
How?

- 1 feel satisfied with the method 1 used to correct errors, but sometimes I
interrupted students when asking for fluency. 1 have to pay more attention to
that point.

- Students accomplished the objective in a very poor way. They were expected,
by the end of the lesson to be able to use the present continuous form in a
functional way. They learned the structure but they were not able to use it
properly. The lesson plan was incorrectly designed, because the students lacked
sufficient practice before asked to use the new structure in a communicative
situation.

- 1 gave students enough time to reproduce an utterance when incorrectly
produced, but students are used to teacher correction, therefore the method
did not work out well. '

- 1did not follow a special strategy to provide feedback. I used whatever came
to my mind at that moment. Feedback has to be given at the right time to
provide the benefit, otherwise it may be a waste of time.

- T have to consider the task objective when correcting errors. In some tasks it
is necessary not to correct them. Overcorrecting may intdmidate students.

- The video recorded lesson will contribute to mocify my atdtude rowards
error correction. 1 have to be very careful when correcting errors because not
all of the students reflect on their errors at the same speed.
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Some error correction strategies work with some students and some do not.
When correcting errors 1 have to face the group and be sure that al! the students
are aware of what the problem is. I did not look at the group when correcting, and
some students did not notice where the problem was. The LISC of fingers to
express word order was successful in the lesson, students were able to rephrase the
utterance after detecting the problem.

I noticed through the video that since 1 implemented this strategy suggested
by the co-coordinator, my error correction method has improved. This provides
enormous benefits to the students.

I am very happy to have participated in this project that will benefit my teaching,
1 hope all the teachers could have the opportunity I had to learn how to reflect on
error correction.

Self-assessment sample from one of the teachers

Appendix 8

Oral error correction / teaching lesson 2
After the teache There was There was There was Teachet ignored

self correction | peer correction |teacher correction an etror

Challenged 14% 5% 3%
an error
Marked an error, 11% 4% 2%
Corrected an 26% 35%
error

Observees ervor correction average in the video recorded lesson

Appendix 9

After the teache There was There was There was Teacher ignored
self correction | peer correction |teacher correction an etror

Challenged 14% - 9% 5% - 6% 3% - 4%
an error
Marked an error 11- 8% 4% - 6% 2% - 5%
Corrected an 26% - 19% 35% - 43%
error

Observees error correction average while Teaching and Re-teaching a video vecorded

lesson
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