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ABSTRACT

This study examined (a) the consistency between teachers’ stated beliefs
about the use of oral presentation in the language classroom and their actual
classroom practices and (b) the learning opportunities that such beliefs and
practices created for learners. To reach this aim, this study used a case study
approach with pre-observation interviews, classroom observations, and then
post-observation interviews as three main instruments to gather research data.
Research participants were two Vietnamese teachers of English as a foreign

language recruited from a university in Hanoi, Vietnam.

Three interesting findings emerged from the collected data. First, in both
cases, there was a high correspondence between the teachers’ stated beliefs
about the use of oral presentation in the language classroom and their actual
classroom practices. However, the stated beliefs and classroom practices
greatly differed from one teacher to the other. So did the numbers of the
learning opportunities that such beliefs and practices generated between the

two cases.

To date, this study was the first to investigate the learning opportunities
that teachers’ stated beliefs and classroom practices might bring about. The
three findings mentioned above suggested different useful implications not
only for the use of oral presentation in the language classroom and but also

for the language teacher education.
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CHAPTER 1 - INTRODUCTION

In the last 30 years, research into teachers’ beliefs has emerged as a major
area of enquiry in the field of language teaching (Phipps, 2009). One aspect
of this work has focused on the relationship between teachers’ stated beliefs
and their actual classroom practices (Basturkmen, 2012).

Beliefs, according to Phipps (2009), form the background to many of
teachers’ classroom practices by influencing the way they approach their
lesson planning and/or even their spontaneous classroom decision-making. As
a result, teachers’ beliefs have direct effects on creating or restricting the
learning opportunities that learners receive from the language classroom.
However, to the best of my knowledge, there has been no research that
examines learning opportunities that teachers’ stated beliefs and classroom
practices can generate for learners.

In addition, the number of empirical studies that investigate the
relationship between teachers’ stated beliefs and classroom practices in the
language classroom in the context of Vietnam still remains limited. A well-
cited study “Form- focused instruction: A case study of Vietnamese teachers’
beliefs and practices” by Van-Canh Le (2011) only touched upon the
consistency between teachers’ stated beliefs about the use of form-focused
instruction in the language classroom in a high school and their actual
classroom practices, together with the factors shaping those beliefs, but yet
examined the learning opportunities that those beliefs and practices might
bring about for learners.

Therefore, the present study is implemented to make a modest
contribution to fulfilling the research gaps mentioned above. The primary aim

of this study is to investigate the relationship between teacher’s stated beliefs



2about the use of oral presentation and their actual classroom practices. To be
more specific, it first explores teachers’ beliefs about this use in five different
aspects: (a) how they conceptualize an oral presentation, (b) why they need to
use this activity in their language classroom, (c¢) how they often carry out this
activity, (d) what roles they, as teachers, play in the implementation of this
activity, and (e) how they assess their learners’ oral presentations. Their stated
beliefs in these five aspects will be then used as a basis to compare with their
actual classroom practices. Finally, the learning opportunities that such beliefs

and practices generate for learners will be looked at.

The research questions examined under this study are as follows:

1. What are teachers’ stated beliefs about the use of oral presentation
in the language classroom?

2. How consistent are their actual classroom practices with their
stated beliefs?

3. What learning opportunities do such beliefs and practices create
for learners?

Apart from the introduction and conclusion section, the present thesis
includes three major chapters. In the Literature Review Chapter, I will first
provide definitions of four key concepts in the study — oral presentation,
teachers’ stated beliefs, classroom practices and learning opportunities. This
is followed by a brief review of previous research that has investigated the
relationship between teachers’ stated beliefs and actual practices in the
language classroom and how these research findings inform my current
research project. The Methodology Chapter gives detailed information about
research participants, selection of research instruments and justification of

why these instruments are useful for the research aims, and procedure of data



collection and data analysis. In the final chapter, I shall report the core
findings from the collected data, compare and contrast these findings with the
relevant ones from previous research in the field, and then draw out some

pedagogical implications from these findings.



CHAPTER 2 - LITERATURE REVIEW

2.1 The use of oral presentation in the language classroom

There have existed different definitions of oral presentation in the
literature. Mandel (2000, p.08), for example, describes oral presentation as a
“speech that is usually given in a business, technical, professional, or scientific
environment”. Meanwhile, Xianming (2005) considers oral presentation a
form of communication in which the presenter uses both language and visual
aids to convey a particular message to an audience. However, oral
presentation in an EFL classroom is often viewed in a different way.
According to Baker (2000), in the language classroom, oral presentation can
be used as a communicative activity to improve learners’ spoken language.

Although the definition of oral presentation greatly varies across the
related literature, this activity is often characterized with three common
features. First, it is generally a prepared rather than impromptu talk. Second,
the presenter tends to include some form of visual aids or graphics to illustrate
their ideas. Finally, a presentation often involves interaction between the
presenter and audience.

When this activity is introduced into the language classroom, it brings
about many benefits for the teaching and learning process. For example, it
helps integrates different language skills into a lesson. According to
(Kavaliauskien¢, 2004), oral presentation is an efficient way to encourage the
presenting students to practice meaningful spoken English and the rest of the
class members to practice listening. Brooks and Wilson (2015) add that
students also have the opportunity to practice their reading and writing skills

while researching and planning out their presentation. When students are



preparing for these presentations, they have to write out the appropriate
information on their Powerpoint slides. Apart from the four language skills,
learners, through oral presentation, also have the opportunity to enhance many
other language skills, such as: translation from their mother tongue into
English (using knowledge of subject matter), reading (in order to collect extra
information) or writing (note-taking).

Mizuki (2003, as cited in Alahem, 2013) suggests that oral presentation
transforms the learning process and makes positive changes in the roles of
learners in the learning process. Specifically, this activity encourages learning
through discovering and researching, which, therefore, replaces the traditional
memory-based learning. In this activity, learners are often required to be
decision makers regarding how to gather and synthesize relevant information
into a time-bound presentation, how to present it to the target audience and
how to deal with any questions that the audiences may give to them. As a
result, autonomy in the learning process is strongly promoted as students take
their own control and responsibility of their presentations. Moreover, students
can also assume an active role in learning by participating in peer assessment
activities which facilitate autonomy among learners (Otoshi, 2008, p.65).
Soureshjani (2011) found that apart from the evaluations done by teachers,
learners can express their views on the performance of their peers, thus enrich
the learning opportunities which result in achievement of a higher level of

learning through interaction with other students.

Besides, oral presentation provides realistic tasks for students to engage
in. Brooks and Wilson (2015) claims that oral presentation is a more authentic
way to practice English than simple speaking drills since students are required

to use their second language to understand the topics they are presenting on



and convey this understanding to the audiences. This is closer to real language
use and gives students an opportunity to develop research and critical thinking

skills, as well as linguistic and communicative skills.

In an oral presentation class, teachers entrust autonomy and leadership to
students and facilitate cooperative learning on the contrary to what teachers
in traditional EFL classrooms used to do from exercising authority over class
to transmitting, controlling information and knowledge, and classroom
activities. In other words, oral presentation projects give teachers the role of
a facilitator, which comprises the role of a supporter, an organizer, and a guide
to students’ learning process. These are significant teacher roles that are
emphasized by the communicative language teaching approach (Larsen-

Freeman, 1986, as cited in Alahem, 2013).

2.2. Teachers’ beliefs

Although the concept of belief has attracted considerable research
interest in education in recent years, there is still a difficulty in identifying
a common definition of “belief” due to the conflict of views of
researchers. (Tatto and Coupland, 2003).

Borg (2001, as cited in Basturkmen, 2015) states that a belief is a
mental state which has its content as a proposition that is accepted as true
by the teacher holding it, although the teacher may recognize that
alternative beliefs may be held by others. Beliefs may have two main
characteristics: they can be conscious or unconscious, and they have an
important impact on the way a teacher behaves. (Borg, 2001; Nespor,

1987; Pajares, 1992).



Artz and Armour-Thomas (1998) defined it as “an integrated system
of personalized assumptions about the nature of a subject, its teaching and
learning” (p. 8). Clark and Peterson (1986), Kagan (1992), and Pajares
(1992) defined teachers’ beliefs as teachers’ assumptions which affect
what they notice in any set of circumstances and what they regard as
possible, the goals they will set, and the knowledge they will bring into
those circumstances. As it relates to teachers, this definition was selected
because what a teacher believes includes all that she/he knows or believes
to be true and will probably act accordingly. Calderhead (1996, as cited in
Rashidi & Moghadam, 2015) argues that teachers’ beliefs are important
mediators of teacher behaviors, although according to Pajares (1992) the
relationship between teachers’ beliefs and behaviors is far from clear, as
teacher beliefs are messy constructs with different interpretations and

meanings.

Previous research has shown that teachers’ beliefs heavily influence
their pedagogical decision making (Borg 2003, 2006; Farrell and Kun,
2008; Golombek 1998; Johnson 1994; Ng and Farrell 2003; Pajares 1992);
their acceptance and uptake of new approaches, techniques and classroom
activities (Donaghue 2003; Li 2008) and their choice of the subjects and
evaluation in the classrooms (Borg 2001)

Therefore, teachers’ beliefs are seen to be the strongest factors through

which we can predict teaching behavior (Pajares, 1992).
2.3. The origin of teachers’ beliefs

Research has highlighted a number of sources that impact on the

development of teachers' beliefs. An important influence on teachers'



beliefs is what Lortie (1975) calls the “apprenticeship of observation”; the
process of watching teachers from primary school onwards. During this
time, teachers' beliefs about teaching and learning are powerfully
influenced, both positively and negatively, by their experiences as learners

and are well-established by the time they go to university (Pajares, 1992).

A second origin of language teachers' beliefs is their own language
learning experience. Various studies have drawn attention to the important
role of teachers as learners in forming their beliefs (Almarza, 1996; Borg,
2005; Farrell, 1999; Johnson, 1994, as cited in Phipps, 2009). Teachers in
a study by Bailey and her colleagues (1996, as cited in Phipps, 2009), for
example, expressed strong beliefs in the importance of the teacher's style
and personality, and of creating a positive learning environment which
they had felt to be crucial in their own language learning, whereas a teacher
in Borg’s (1999c, as cited in Phipps, 2009) study used “discovery learning”
in her teaching as she felt it had helped her own language learning.
Experience of language learning is likely to be more valuable in providing
insights into the learning process when it involves learning a second
language in a classroom environment similar to that of the teacher's own

teaching context, as Ellis (2006) found.

Teachers’ own experience of teaching is considered the third source of
teachers' beliefs. Various studies have highlighted the powerful influence
of classroom experience on teachers' beliefs (Breen, Hird, Milton, Oliver
& Thwaite, 2001; Calderhead, 1996; Mok, 1994), while others have been
concerned about the importance of teachers' “practical knowledge (Elbaz,
1983; Fenstermacher, 1994), which is originated from teachers' experience

of teaching. Studies of teacher expertise have shown that experienced



teachers tend to base their teaching more on routines which have
developed over time and which have been reinforced if they are felt to be
successful than novice teachers do (Nunan, 1992; Richards, 1998; Tsui,
2003, as cited in Phipps, 2009). Teaching experience also enables the
school culture, its curriculum, and interaction with other teachers to
influence their beliefs (Richardson 1997; Roberts 1998, as cited in Phipps,
2009).

The last source of teachers' beliefs is teacher education. There has been
much debate about the impact of teacher education on teachers' beliefs, but
there 1s increasing evidence that it can influence them in some way (Borg
1998a; M. Borg 2005; Kettle & Sellars 1996; Richards, Ho & Giblin
1996).

Teacher ‘
cducation

l(""f e --...__\l‘ . )
-‘iuhtmiﬂ‘ Language ,.'*— s| Teaching

e 3 . | ..J'. ~
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S __._.a"'
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Figure 1. Origins of language teacher belief

Figure 1 above shows the four sources and how they interact with teachers'
beliefs. While schooling and language learning have a unidirectional
influence, teacher education and teaching experience both influence and

are influenced by beliefs.



2.4. Relationship of teacher beliefs and classroom practice in language

teaching

In terms of the relationship between teachers’ beliefs and teaching
practices, two competing themes are recurring in relevant literatures. One
theme proposed that teachers’ beliefs and their practices are highly
consistent; the other, however, stated there existed a lack of
correspondence between teachers’ beliefs and instructional practices.
(Phipps, 2009).

Numerous studies have shown consistency between teachers’ stated
beliefs and classroom practices (Barcelos, 2000; Stipek, Givvin, Salmon,
& MacGyvers, 2001; Tseng, 1999, as cited in Phipps, 2009). Farrell and
Lim (2005), for example, reported a case study which examined the
beliefs and classroom behaviours of two English language teachers in an
elementary school in Singapore. The result indicated that both teachers’
instructional strategies were in line with their stated beliefs about

grammar instruction in the pre-study interviews.

However, there have been several studies that found a low consistency
between these two factors. Basturkmen, Loewen and Ellis (2004), for
instance, conducted a case study to examine three teachers “verbal
beliefs” and their correlation to their practices regarding focus on form.
The teachers were using the same communicative task, and showed
inconsistencies in terms of the timing for focus on form and error
correction as well as in terms of the error correction techniques they
employed. There have been numbers of studies concerned either planned
aspects of teaching practice or experienced teacher in which beliefs were

reflected in the practices of more experienced teachers. (Cundale, 2001;

10



Vibulpol, 2004; Kim, 2006; Tam, 2006). Mitchell (2005) and Feryok
(2004) found that in the case of more experienced teachers the beliefs
were more consistently reflected in their classroom practices compared to

less experienced teachers.
2.5. Learning opportunities for language learning

According to Kumaravadielu (1994), one of the strategies to guide
teachers in developing classroom practice is “maximize learning
opportunities”. To him, teaching is an activity that creats learning
opportunities and learning as an activity that utilizes those opportunities.
Therefore, classroom activity must be treated as a social event constructed

by teachers and learners. (Breen, 1985, as cited in Crabbe, 2003).

Crabbe (2003) suggests that an opportunity for L2 learning might be
defined as access to any activity that is likely to lead to an increase in
language knowledge or skill. It may be the opportunity to negotiate
meaning in a discussion, to read and derive meaning from a printed text,
to explore a pattern in language usage, or to get direct feedback on one's
own use of language. Spolsky (1989) points out that a language
curriculum provides guidance for students by organizing learning
opportunities into a controlled exposure to the language. He also defined
curriculum “the organization and facilitation of learning opportunities (the
means) to achieve particular learning outcomes (the ends).” The
professional task of language teachers is to manage the curriculum and in
particular, to mediate the access to language and language in use by
organizing individual and collaborative learning activities, by scaffolding

activities, by providing positive feedback and information about language

11



and language learning, and by bridging the gap between public and
private-domain learning (Crabbe, 1993) so that the take-up of the

opportunity can be maximized.

Learning opportunity is a term that is neutral as to who seeks or
provides the opportunities, unlike terms such as “instruction” or
“delivery”, and as to where those opportunities might be available. This
aspect of the concept allows a teacher to consider the learner's role in
seeking opportunities and the teacher's role in encouraging that
opportunity seeking. In short, the notion of opportunity is compatible with
the goal of supporting and fostering learner autonomy within institutional

curricula (Benson, 2001; Crabbe, 1993, as cited in Crabbe, 2003).

Crabbe (2003) also indicates that the concept of learning opportunity
enables course designers to think and talk more generically about the
means of reaching selected outcomes. Course designers can, for example,
ask what input opportunities or interaction opportunities learners are
likely to need and how feedback opportunities will be built in, which
would seem to suggest a more creative, problem-solving approach to

course design, working from principles.

In short, the concept of learning opportunity is based on a view of
language learning as universal, recognizing individual differences in the

take-up of the opportunities available.

12



CHAPTER 3 - RESEARCH METHODOLOGY

This chapter describes the overall research design, research participants

and research context, and procedure of data collection and data analysis.

3.1. Research design

This study adopted case study as the research approach. Case study
research in TESOL and SLA has its origins in psychology and linguistics (e.g.,
Hatch, 1978), with a focus on the development of L2 syntax, morphology,
phonology, and so on, as analyzed by an ostensibly objective researcher. More
recently, TESOL case studies have adopted the more subjective and
interpretive stance, which is typical of case studies in education and other
fields (Gall, Borg, & Gall, 1996; Johnson, 1992; Stake, 1994, 1995), with less
emphasis on the acquisition of discrete linguistic elements and more emphasis
on such issues as: learners' and teachers' identities, skill development and its
consequences for learners, teachers' professional development experiences,
and the implementation of language policies.

With the aim to answer the three research questions above, case study is
an excellent method for obtaining a thick description of a complex social issue
embedded within a cultural context. It offers rich and in-depth insights that no
other method can yield, allowing researchers to examine how a complicated
set of circumstances come together and interact in shaping the social world

around us. (Dornyei, 2007).
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3.2. Research participants and research context

This study was carried out at the University of Languages and
International Studies where oral presentation plays an essential role as a
classroom activity to boost students’ English competency. Research
participants were two female teachers - Teacher T and Teacher H - from the
Faculty of English Teacher Education who were teaching the first year
students at the time this study was carried out. . Their personal profiles are

given in Table 1:

Year(s)
of Year(s) Highest educational
Teacher(s) Gender .
teaching at school attainment
English
M.A. of Theories and
Teaching Methodologies in
T Femal 4 :
emaie ! English language, ULIS,
VNU
Ph.D of Education, Victoria
H Female 27 27

University, Australia

Table 1. General information of the participants

3.3. Research instruments
3.3.1. Pre-observation interviews
The research aims at investigating teachers’ stated beliefs concerning the

subject matter, which was examined via pre-observation interviews as this

14



tool can “investigate phenomena that are not directly observed” such as
thoughts and attitudes (Le, 2011, p.112).

To be more specific, a semi-structured interview with its flexibility was
considered the most appropriate way to get deep insight of individual
teachers’ perception about oral presentation. Moreover, the number of
teachers taking part in the study was small (two participants) so there were

few difficulties in carrying out the interviews.

3.3.2. Observations

Observation is believed to be one of the most important and reliable
approaches in qualitative research as Dewalt and Dewalt (2002) suggested
that “observation is used as a way to increase the validity of the study, because
observation may help the researcher to have a better understanding of the
context and phenomenon under study” (p.92). In this case, observations aimed
to obtain direct information on teaching practices, how the teachers actually
did and behaved in oral presentation lessons; hence to be able to make relevant
comparison between teachers’ beliefs and their actual practices.
3.3.3. Post-observation interviews

Observations alone, however, provided insufficient insight into teachers'
beliefs, so post-observation interviews after each observation were used. The
post-observation interviews were also semi-structured which helped the
researcher to clarify unclear or mismatched points between the teachers’

stated beliefs and their actual practices in the classroom.

3.4. Procedures of data collection

Data collection for this study is a three-stage process as follows:

15



Stage 1: Pre-observation interview

To begin with, interview questions were designed based on the research
questions and the previous research findings. The researcher sent the
questions to the supervisor for feedback and made relevant changes. She then
contacted the participants to make appointment for interviews. Fortunately,
both teachers agreed to meet face-to-face, thus made it more convenient for
interviewing and recording. The interviews were conducted in Vietnamese in
order to creat an open and relaxing atmosphere, hence the participants might
feel more comfortable to share their points of view. Then the researcher would
translate all into English for the convenience of analyzing data (Appendix 3).
Data from the interviews were then synthesized to prepare for stage 2.

Stage 2: Observation

The drafted field observation scheme (Appendix 4) was planned based on
results of Stage 1 and the previous research findings. After being reviewed by
the supervisor, it was revised and used in two observations in two classes.
Each observation lasted for approximately 2 hours and 30 minutes. The
researcher then analyzed the data from observations then collated them with
results of stage 1 to find any mismatches. The mismatches would be explained
by the teachers the post-observation interviews in Stage 3.

Stage 3: Post-observation interview

Questions for interview in this stage were designed based on the
inconsistencies found in the observations. The researcher arranged the

appointments for interviewing after the observations.

3.5. Data analysis

16



The data analysis strategy employed in this study was qualitative analysis
because the results were not in numerical form.

After the data in the pre-observation interviews were collected, responses
from the participants were transcribed and skimmed through to obtain themes
emerged from the data. Findings from this stage served as a premise to design
the plan of the next stage.

When classroom observations in Stage 2 were done, the researcher
classified the information based on themes of the interview questions in Stage
1. She then made comparisons of the findings from the first two stages. Any
mismatches found would be noted to design questions for the post-observation
interviews in Stage 3.

Finally, data from the third stage were also added according to themes of
the previous stage. After that, the data in both interviews and observations
were analyzed by two independent coders, the researcher of this study and a
Vietnamese teacher who has had 10 years experience in teaching English and

doing research, in order to increase the reliability of the coding results.

17



CHAPTER 4 — FINDINGS AND DISCUSSION

In this chapter, the collected data will be analyzed and discussed according
to the three research questions. Where relevant, comparisons are made within

and between the participants.
4.1. Findings

4.1.1. Research question 1: What are the teacher beliefs about oral
presentation?

In this study, teacher beliefs regarding the use of oral presentation in the
language classroom are broken down into five aspects: (a) the
conceptualization of oral presentation, (b) the teacher role in this activity, (c)
the benefits that students can gain from this activity, (d) the implementation
of'this activity and (e) the assessment of student performance. The data related
to these aspects were taken from the pre-observation interviews with the two
cases. The two independent data coders came up with the same coding results,
except for the specific procedure of how this activity was carried out in the
language classroom. However, this difference was removed after an in-depth

discussion between the two coders.

Case 1: Teacher 1

The conceptualization of oral presentation
According to Teacher T, oral presentation was a form of formative
assessment. In her original Vietnamese quotation, she said “thuyét trinh 1a mot
hinh thtrc danh gid qua trinh day va hoc, viéc danh gia nay gip cai thién kha
nang thuyét trinh qua timg ngay” [translation “Oral presentation is a form of

assessment for learning and teaching. This type of assessment helps

18



improving oral presentation skills gradually”]. To confirm this view, she
further specified the content in this assessment practice: Students are
evaluated about (a) their oral presentation skills, particularly the speaking
skills based on an evaluation form with criteria. (b) Other skills such as
teamwork, searching for materials, body languages, using and interacting with

visual aids.

The role of teacher in this activity

Teacher T assigned herself with three different roles in this activity: (a)
“ggi ¥ chu dé cho sinh vién” (suggest topics of presentation for students) (b)
“kiém tra cac 13i trong kich ban ma c6 yéu cau sinh vién gt trude, ho tro kip
thoi néu can” (check whether there are any problems in the required script that
students send to me so that I can provide supports if necessary, and (c) “dua
ra nhirg nhan xét, gop ¥ khi sinh vién thuyét trinh xong” (give feedback for
the students after their performance). As Teacher T viewed oral presentation
as an assessment tool, the roles that she assigned herself also reflected the
traits of assessment. Two out of the three roles mentioned above were to
evaluate students’ prepared and in-class work, the role b and c.

When asked about the reasons why she required her students to submit the
script, Teacher T explained:

“Oral presentation, in my opinion, is not so familiar with the first year
students because they haven'’t had it in high school; even if they have, there
are few chances to practice. Besides, my students’ English proficiency hasn’t
been good enough yet. If they don’t write a script, they will meet some

difficulties in making the presentation”.
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The benefits that students can gain from this activity
According to Teacher T, there were three main advantages that oral
presentation could bring to learners: (a) students could learn the techniques to
make a presentation as mentioned here were “find the appropriate inputs
among many sources like listening sources, lecture summary, etc.”, which
also meant “researching skill”, and “narrow down the topic”, (b) students
could improve their critical thinking because “they have to decide which
information is worth including in the presentation” and lastly, (3) students
could become more confident — “they significantly made progress in gaining

confidence after each presentation.”, Teacher T said.

The implementation of this activity

Based on Teacher T’s description, the procedure of an oral presentation
lesson normally had four major stages. Firstly, the presenting group set up and
then delivered their presentation. When the presentation finished, it came to
the Q&A section between the presenters and the audiences. The teacher did
not make any questionsat this stage. Finally, the teacher and the other groups
gave feedback to the presenting group. She also emphasized that the time for

each group to give their presentation was fifteen minutes.

The assessment of student performance

The assessment procedure for this activity could be summarized in three
phases. It started with peers feedback. To be more specific, this teacher would
“assign each group, except for the presenting group, an assessment criterion

to comment on after the presentation”. Next, teacher made further comments
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on the performance of the presenting group. Finally, she asked the presenters
to reflect on their own performance.

From her sharing, feedback would “cover all the criteria rather than put a
focus on a single criterion.” As reported above, this view was often
operationalized by assigning a part of assessment criteria to every group
(except the presenting group) for the purpose of “ensuring that all the

assessment criteria will be covered”.

Case 2: Teacher H

The conceptualization of oral presentation

Teacher H regarded oral presentation as a learning activity that served
several purposes below.

First, this activity helped students to practice “what they have learned
about speaking skill”.

Second, she believed that oral presentation was a tool through which
students can “practice the language they have learned, the skill of organizing
information following a certain structure, delivering the information to the
audiences and other skills like pronunciation, intonation, fluency, topic
development, vocabulary use, grammar, discourse management.”

Thirdly, oral presentation, according to her, provided “generic skills” such
as teamworking that might be needed for students’ future jobs.

Finally, she considered oral presentation as a “must-have” skill in any

teacher education program.

The role of teacher in this activity
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Teacher H assigned herself with only one role that was to “suggest and

instruct students how to choose topics from different information sources.”

The benefits that students can gain from this activity
Through Teacher H’s points of view, oral presentation gave students three
good points: (a) “widening their background knowledge” , (b) “improving
their researching skill” (which were both resulted from the practice of reading
and researching relevant information from various sources to decide which
information was included in the presentation), and (c) carrying out crucial
steps to make an oral presentation from analyzing audience needs, forming
presentation objectives and structure, designing visual aids to to handling Q
and A section. In addition, students knew how to evaluate their presentation
quality as, at every step of doing a presentation, the teacher provided students

with guidance and let them practice through some activities.

The implementation of this activity

Teacher H said that normally an oral presentation went through four
stages. Firstly, the presenter set up and then started the presentation. The
average time for a presentation was fifteen to twenty minutes as followed by
the Q&A section. Finally, it came to the assessment part in which she let the
presenter self-evaluate his/her performance, then invite other students to give
comments for his/her. She was the last one to provide feedback for the

presenters.

The assessment of student performance
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Teacher H said that, in her class, the assessment section happened right
after all the performances ended. The presenter shared his/her own judgement
about his/her presentation, and then listened to the others’ opinions. Finally,
the teacher gave feedback on strong points and weak points of the presenting
student as well. The teacher not only summarized the comments from the
audiences but also provided feedback that students were not able to spot out.
Teacher H claimed that the teacher was more experienced so she just gave
feedback that were really necessary and avoided irrelevant ones. Especially,
serious mistakes must be stated first. All students could gain experience
fromthe teacher’s feedback, not only the presenters but also the other students

in the class.

To summarize, it can be noticed from Teacher T’s points of view that she
regarded oral presentation as a form of assessment since she mentioned it right
at the beginning of the interview. Throughout the interview, this view became
clearer, which can be illustrated through her responses with the repetition of
words and phrases, such as: “students are evaluated about their oral
presentation skill...”, “...other skills are also assessed such as teamwork...”.
Moreover, Teacher T also gave herself the role of an evaluator as in checking
scripts for students before they gave the presentation or providing feedback
on students’ performances. This view was also evidenced in her assessment

method in which she assigned different criteria to different groups to grade

the performance of the presenting group.

Teacher H, on the other hand, held a totally different opinion about the use
of oral presentation in the language classroom. According to her, evaluation
was not the main focus of this activity but the opportunities for students to

practice what they had learned were more important.
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“As students are taught speaking skills at the university, the teacher wants
to organize an activity relating to real life which can creat opportunities
for them to practice speaking skill. Also, students need to practice what
they have learned about speaking skill into activities concerning those

will happen in real life.”

“Practice” was repeated twice in a sentence, unlike in the case of Teacher
T with “evaluate” and “assess”. Besides, Teacher H seemed to be concerned
about the practicality of this activity rather than merely its use as an
assessment tool like Teacher T. She also added that oral presentation skill
provided students with “generic skills” which were necessary for their future
jobs. Zivkovi¢ & Stojkovié (2011) agreed with Teacher H at this point as well
by saying:

“Students need a lot of opportunity to practice language in situations

which encourage them to communicate their needs, ideas and opinions.

With globalization graduates need to be proficient in oral communication

skills in order to function effectively in the professional setting”

The role of teacher in this activity as perceived by Teacher H did not
include the role of an assessor, but she was just there to “suggest” and
“instruct” her students to choose the appropriate topic. Regarding the
assessment method, Teacher H did not cover all the criteria like Teacher T,
but just “strong points and weak points” of the students and their serious

mistakes.
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4.2. Research question 2: How consistent are teachers’ classroom practices
with their stated beliefs?

To answer the research question 2, recorded videos and observation notes
are given a closer look. Again, two independent data coders worked on the
data in order to reach an agreement in the result as well as avoiding being
biased.

Case 1 — Teacher T

As can be seen from table 2, the procedure of an oral presentation lesson
in teacher 1’s class followed three stages: Before presentation, Presentation
and After Presentation. From the researcher’s observation, most of the
activities in the procedure matched what Teacher T had shared in the pre-

observation interview.

Procedure of the lesson

Stages Teacher’s role Students’ role

o T set the time: 15 minutes The presenting group

e T assigned each group an |set up, delivered the
assessment  criterion  to | evaluation form to other
comment for the presenting | groups

group

Group 1: Pronunciation

Befor
Presentation
Group  2:  Grammar &
Vocabulary

Group 3: Content &

Organization
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Group 4: Manner & Body

language

Group 5: Cooperation

Sat in the back observing and

e The presenting group

performed

Presentation
taking notes e Other groups graded
the presenting group
in an evaluation form
Assessment
e T called the groups )
Groups respectively
corresponding with assigned
gave comments for the
criteria to take turns to give ,
presenting group
feedbacks.
After > T added some more
Presentation | comments where necessary
e T commented for each group
e T asked the presenters to
reflect
The presenters reflected
on their performance.
Other notes | ¢ No Q&A session

e Time was strictly kept, two out of three groups exceeded

the time limit =» had to stop when the alarm went off

Table 2. Overview of observation of Teacher T’s class
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The consistency between Teacher T’s beliefs and classroom pratices was
evidenced in in all five aspects mentioned in the previous section.

Regarding the conceptualization of oral presentation, as she said, in oral
presentation, students were evaluated about their oral presentation skills based
on pre-set criteria. As observed, when the presenting group were delivering
their speech, the audiences marked in a provided rubric. Plus, other skills such
as teamwork, searching for materials, body languages, how to use and interact
with visual aids were also assessed as she said, except for the skill of
“searching for materials” which might not be judged directly. Among the
criteria she assigned to her students included “cooperation”, “manner and
body language”. In terms of the interaction with visual aids, Teacher T made
comments for one presentator about how to use the mouse to adjust the slides
effectively to avoid confusion.

The role of teacher in this activity, as analyzed in the previous research
question was seen as an assessor. After synthesizing the data in the recorded
video, the researcher found that her practices completely reflected what she
believed about her role in the lesson. To begin with, she required all the groups
to make comments for the performance of the presenting group. Next, when
some students were giving feedback to the speakers, Teacher T jumped in to
add her own comments or show her agreement with the commentators. As the
researcher evaluated, Teacher T worked most of the time in this feedback
session.

To start the lesson, the Teacher T first set the countdown time limit (15
minutes) for the presenting group. This job was either done by the teacher or
some student in the class, and the time was strictly kept for any groups. This

action corresponded with Teacher T’s rule that she had mentioned in the pre-
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observation interview “Before they start, I set the time or ask someone in the
class to set it. When the alarm goes off, the presenters must stop where they
are.” To explain for this strict regulation, she expressed that she wanted her
students to have a better time management, thus “they can gain some
experience in controling the information provided as well as the pace of

speech.”

Another matching point between Teacher T’s beliefs and her actual
practices was that, after setting the time, Teacher T allocated five criteria of
assessment to the five remaining groups so that they could give feedbacks for
the presenting group afterwards. This was what she stated above when the
researcher asked about the assessment method used in oral presentation. This
was to cover all the criteria in the assessment form.

However, the researcher noticed an inconsistent point in the stated lesson
procedure with the actual process. there was no Q&A section in all the three
presentations, while Teacher T claimed in the pre-observation interview that
after the presenting group finished would be the Q&A part between the
presenters and the listeners. More importantly, there were no signals of the
teacher to remind students of this section. Consequently, this issue was raised
by the researcher to Teacher T in the post-observation interview. She
explained that it was due to both the students’ poor critical thinking skills and
the inactivity in the classroom. According to her, it would be more time-saving
to go straightly to the peers’ assessment which was considered a good tool for
students to develop their critical thinking. Put differently, students could
enhance their critical thinking through giving comments on the criteria related
to the “content and organization” aspect instead of dealing with the Q&A

section.
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In the last stage — after presentation, the order of evaluation was also
consistant with what Teacher T said as well: Peer feedback = Teacher

feedback = Self-evaluation.

Case 2 - Teacher H

Like in the case of Teacher T, Teacher H’s lesson was also conducted in

the three main stages (see Table 2)

Procedure of the lesson

Stages Teacher’s role Students’s role
Before The presenter set up
presentation

Sat in the back observing and | e The presenter
Presentation )

taking notes presented using ppt.

e The audiences raised

questions  for the

Q&A session presenter.

e The presenter
answered  questions
from the audiences.

Assessment
After e T invited students to reflect | eThe presenter refleted
presentation | .1, themselves on how she had done
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e T called some students to | ePeers’ comments for
make comments and | the presenter
suggestion

e T commented on each

student’s performance

Other notes | The teacher did not keep the time

Table 3. Overview of observation result in Teacher H’s classroom

Generally speaking, Teacher H’s classroom practices also corresponded
with her stated beliefs.

In contrast with Teacher T’s conceptualization of oral presentation,
Teacher H considered oral presentation a learning activity for students to
practice speaking skills; therefore, her practices showed much fewer
assessment traits.

Regarding the role of the teacher, as observed by the researcher, Teacher
H kept silent most of the time in the lesson as she believed her role was the
guide for students in the preparation stage. At the beginning of the lesson, she
said nothing but “now we come to the presentation part”, then the presenters
and the audiences actively carried out the presentation and interacted with
each other. She just raised voice when it came to the feedback session;
however, unlike Teacher T, she listened to all the comments from peers
without saying anything, and then gave her own comments at the end of the
lesson.

In addition, the procedure of an oral presentation lesson ran in the same
order as in her stated beliefs (as can be seen in Table 3). So was the sequence

of the assessment practice Self-evaluation - Peers’ feedback = Teacher’s
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feedback., It should be also noted that there were no evaluation forms for the

audience to grade during the whole lesson.

To further illustrate the consistency between Teacher H’s belief and her

real behaviors in the classroom regarding her way of giving feedback, the

researcher took note all comments that Teacher H and students made for one

of the presenter (see Table 3).

Peers’ comments for speaker 2

Teacher’s comments for speaker 2

(+) Manner: Gestures and body

languages are good

(+) Q&A session: critical thinking is
good

(-) Too much filter (ah..uhm..)

(-) Message of the presentation
should be put at the beginning, not at
the end

Agree with all the comments made by
peers, then added and clarified some

comments
(+) Can involve the audiences well

(+) Be able to link to previous

knowledge

(+) Message placed at the end is more

reasonable

(-) Should find more examples to

back up for arguments.

Table 4. Example of comments made by Teacher H and students

As can be seen, comments made by peers and teacher did not share

similarities. After all the classmates gave feedback to their friend, Teacher H

made her own comments which students had not recognized. There were three
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positive comments while there was only one negative comment, which meant
that she just focused on the most noticeable mistake. Moreover, she clarified

again the point which caused an argument in the peers’ feedback session.

Overall, the results of the observation showed that there existed the

correspondence between teacher’s beliefs and practice in both cases.

4.3. Research question 3: What learning opportunities can such beliefs and

practices generate for learners?

It was found in the second research question that the consistency between
beliefs and actual practices lays in both cases. With that result, it was vital to
investigate what learning opportunities students in two cases could have. To
answer this research question, the researcher based on her recorded videos and
observation notes, together with another coder to examine the data so that the

two coders came up with the same finding results.

The results of the analysis led the researcher to answer these four
following questions: (a) In which case do students have the opportunity to be
engaged with the content of the presentation rather than to spend most of the
time assessing their peer performance? (b) In which case do students have the
opportunity to interact with the presenters after the presentation to understand
more about what they are interested in? (c) In which case do students have the
opportunity to assess the aspect(s) they are interested in rather than the
aspect(s) that they are assigned with (d) In which case are students drawn their
attentions to the most serious aspects in their presentation that need to improve
rather than overwhelmed by too many things to improve after receiving the

feedback?
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Regarding Question 1, Case 2 obviously showed more evidences. Students
in the class of Teacher H could pay more attention to their peer’s performance
because they did not have to grade their classmate’s performance according
to a given rubric. Therefore, they had more time to focus on the message that
the presenter would like to convey. Meanwhile, students in Teacher T’s class
had to narrow their focus onto their friends’ pronunciation, grammar or
manners of presentation delivery. In other words, they lost the opportunity to
attend to the meaning of the presentation.

When it comes to the presenter-audience interaction, it was obvious that
students in Case 2 were given more opportunities for this. Students in Teacher
H’s class participated in the Q&A section while students in Teacher T’s did
not. In the case of Teacher H’s class, the Q&A section, is stimulating because
students can raise many questions with enthusiasm and many of these
questions concerned the content of the presentation.

In terms of the opportunities students could assess the aspects they are
interested in rather than the aspects that they are assigned with, in Case 2,
students were more active. Students could make any comment for the
presenters. There were no given rules for the feedback. Additionally, the
teacher spent most of her time listening to all the comments, and then wrapped
up these comments by pointing out only serious mistakes.

Finally, as for Question 4, it could be suggested from the two cases that
students in Case 2 were offered more learning opportunities. Furthermore,
Teacher T tended to give feedback on every single aspect of an oral
presentation, which might make the students overwhelmed when they did not

know the focus for their future improvement.
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4.2. Discussion

The first two research questions concerned teachers’ beliefs about the use
of oral presentation and their actual practices in the language classroom. The
finding showed that Teacher T regarded oral presentation as an assessment
tool, and this view was clearly reflected in her classroom behaviours.
Meanwhile, Teacher H viewed oral presentation as a learning activity. Thus,
she spent most of her time facilitating her students in their presentation
completion. These differences can be explained by the personal teaching
styles, and the beliefs system that underlie these styles. (Basturkmen, Loewen,
Ellis, 2004).

Teacher H based on learner autonomy approach to organize oral
presentation lesson, as she said “In my class, I try to create an independent
and active environment for students to express themselves, and learner
autonomy is the primary goal which gives students the opportunities to choose
appropriate learning, yet take responsibility for those choices”. Therefore, the
learning opportunities that teacher H created for her class was more active.

Regarding the only inconsistent point between the practice and beliefs in
the case of Teacher T, she explained that this inconsistency was due to her
“students’ poor critical thinking skill and the inactivity in the classroom”. At
this point, according to a research of Nishino (2012), it might be the contextual
factor that affected the teacher’s decision. To be more specific, students’
ability in this case hindered the teacher from practicing what she believed.
Eraut (1994) & Ellis (1997) claims that in this situation, the beliefs of the
teacher reflect technical rather than practical knowledge.

The result in research question 3 showed that Teacher H created a more

dynamic and active learning environment for her students than Teacher T. It
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can be suggested that the consistency in beliefs and actions of the teachers did
not influence the learning opportunities of the students, but it was their beliefs

that had a strong impact on teacher’s pedagogy decision.
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CHAPTER 5 - CONCLUSION

The final chapter first summarizes and draws several implications from
the key findings in the previous chapter. In addition, it acknowledges the
limitations of the present study and makes some recommendations for future

studies.

5.1. Summary of major research findings
Research question 1 — What are the teacher beliefs about presentation?

Basically, beliefs of the two teachers did not share the similarities. They

could be summarized according to the five aspects divided as follow.

In terms of conceptualization of the oral presentation, it could be a tool of
assessment to evaluate oral presentation skill and speaking skill of students
when they learn it at the university; or it was just a learning activity in which
students could practice speaking skills in general and other skills such as

critical thinking, team working in particular.

Beliefs regarding the role of the teacher in this activity involved the guide,

the supporter, a consultant and an evaluator.

The two teachers also shared different viewpoints on the benefits students
could obtain from oral presentation, which were knowing the methods to make
an oral presentation, widening background knowledge, improving in critical

thinking, researching skill and confidence.

In the aspect of procedure in an oral presentation, the two teachers agreed

with a corresponding procedure following four stages: (1) the presenters set
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up (2) presentation (3) Q&A section (4) feedback session. However, there was
a minor difference in the order of assessment part between the two teachers’
class. In Teacher T’s class, it went from peers’ feedback to teacher feedback
then finally the self-evaluation. The process in Teacher H’s class started with

self-reflection, then peers feedback and teacher feedback was the last step.

Assessment methods according to both teachers also differed. While
Teacher T tended to cover all the criteria assessment for a performance,
Teacher H preferred to pick important and apparent mistakes to make

comments.

Research question 2 - How consistent are teachers’ classroom practices with

their stated beliefs?

In short, both cases showed the consistency in teacher beliefs and practices
regarding the general conceptualization about oral presentation between the
two teachers; however, there was still a little inconsistency in Teacher T

beliefs and a certain action.

Research question 3 - . What learning opportunities can students get from

these lessons?

The learning opportunities that students had in the two cases were not alike
though there was a correspondence in teacher beliefs and actions. Regarding
the four aspects to make comparisons that the opportunity to be engaged with
the content of the presentation rather than to spend most of the time assessing

peer performance, the opportunity to interact with the presenters after the
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presentation to understand more about what students are interested in, the
opportunity to assess the aspects students are interested in rather than the
aspects that they are assigned and opportunity students drawn their attentions
to the most serious aspects in their presentation that need to improve, the result

in case 2 showed a more positive and active environment for students.

5.2. Implication

Although both cases brought the same result that what teachers thought
and did were relatively matched; students in these cases had different learning
opportunities. This finding helps me to draw out two implications — one for
teacher education and the other for the use of oral presentation in the language

classroom.

(1) teacher education and training should not focus only on theories but
also on actual classroom practices to come up with appropriate and
effective teaching methods. As a result, beliefs change going along
with the renovation in the practices.

(2) When applying oral presentation in teaching and learning foreign
languages, the teachers should have more detailed strategies in guiding

and instructing students how to do this activity step by step.

5.3. Limitation of the study and recommendations for further research

In spite of the researcher’s effort, this study still has some limitations that

should be overcome in future studies in the same topic.
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First, the number of samples in this study is small with just two cases.
Therefore, the findings are only valid within these two cases. Future studies

should be conducted on a broader scale with more participants.

Second, the number of classroom observations was also limited. This was
due to the schedule conflict of both the researcher and the teachers. If future
research invests more time into observing teacher practices, the results will be

more valid.
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1.

APPENDICES

APPENDIX 1 - SAMPLE OF QUESTIONS FOR PRE-
OBSERVATION INTERVIEWS STAGE 1

What is your age?

. How long have you been teaching English?
. How long have you been working at the university?
. Which university did you graduate from? Major?

2
3
4
S.
6
7
8
9

What is your highest educational attainment?

. What is your definition about oral presentation?
. What is the role of this activity in the course?
. What is the role of the teacher in this activity?

. What benefits can students gain from this activity?

10.How is this activity implemented in a lesson?

11.What is the assessment method used for this activity?
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2.

APPENDIX 2 — SAMPLE RESPONSES OF THE PRE-
OBSERVATION INTERVIEW (VIETNAMESE VERSION)

Thong tin ca nhan:
-Tuoi: 29
-Kinh nghiém:

+ S6 nam di day Tiéng Anh noi chung: 7 nim

+ S6 nam cong tac tai truong: 4 nim
Tt nghiép tai truong Pai hoc Ngoai Ngir, Pai hoc Quéc Gia Ha Noi
-Thac si vé Ly luan va Phuong phép giang day Ngoai ngit, Dai hoc Ngoai
Ngir, Pai hoc Quéc Gia ha Noi.

Hoat dong thuyét trinh theo co la hoat dong nhw thé nao a?
Thuyét trinh 12 hinh thirc danh gid qua trinh day va hoc trong ddy nguoi
hoc 1én trinh bay duédi dang noi c¢6 sy hd tro clia visual aids hoic khong vé
mét cha dé nao déy trong ndi dung bai hoc. DPdi véi 16p ¢, cac ban co thé
tu narrow down theme nao déy vé mot topic nho hon sau do chudn bj trudc
dé 1én thuyét trinh. Thuyét trinh 13 dang formative assessmen. Viéc danh
gi4 nay gitp ting kha nang thuyét trinh, qua lan luot timg bai, bai sau tot

hon bai trude.

. Vai tro, muc dich cua hoat dong nay trong chuwong trinh giang day la gi a?

Quan trong nhat 1a dugc danh gia vé ki nang thuyét trinh, cu thé 1a ki nang
nod1, cd khung san dé cham, ngoai ra danh gid vé cac ki nang khac nhu hoat
dong nhém, ki nang lga chon tai liéu, ngén ngir co thé va viéc st dung,

tuong tac vs visual aids nhu thé nao.
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4. Vai tro cua gido vién trong hoat dong nay la gi a?

Gio vién goi ¥ topic cho svien > gido vién yéu cau sinh vién g script
ctia bai thuyét trinh trudc dé check 151, support khi can = sau khi sinh vién
thuyét trinh xong gido vién s& dua ra nhimg nhan xét, gop .

-Viéc gido vién yéu cdu sinh vién giti script san nham muc dich gi a? Gido
vién co thwong xuyén check script cua sinh vién khong a?

Viéc guri script giup gido vién dé quan li viéc sinh vién c6 thuc sy chuan bi
bai & nha khong. Thyc té thi cac em sinh vién nam nhat con chua quen 1am
v6i hoat dong nay do & cp 3 chua c6 diéu kién duoc tiép xuc, hodc co tiép
xuc thi cling chua duoc thue hanh nhiéu. Cong thém 1a English proficiency
van con chua t6t nén 1a néu khong chuén bi sén script s& gap rt nhiéu kho
khan. Trudc mit thi cho cac em hoc thudc theo script dé c6 diéu kién phat
trién cac ki ning khac nhu 13 twong tac véi ppt hay 1a cai thién sy tu tin khi
dung trude dam dong, dan vé sau khi kha ning tiéng cao hon thi s& khong

bat lam ntra.

5. Piéu gi khién c6 nghi rang hoat dong nay sé dem lai ich loi cho sinh vién
khi ép dung a? (vé kién thikc, von tir, ngit phdp, ki ndng néi trwée dam déng,
sty tin...)

Hoat dong nay gitp sinh vién tién bo vi sinh vién biét dc phuong phéap lam
thuyét trinh, dic biét voi sinh vién nam nhat thi khong phai ai ciing biét
cach tim ngu@)n tai liéu, cach dé €161 han chu dé, tim duoc dau vao phu hop
dé bién no thanh bai thuyét trinh (cai chua dugc hoc & cap 3). Ngoai ra con
thu duoc sy tu tin khi né1 trude ddm dong, mdi lan [én trude ddm dong lai

c6 tién bo cu thé. Mot loi thé khac 1a khi chuan bj thuyét trinh thi c6 cac
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nguon tham khdo trudc , nhu listening resource, lecture summary, hoac

reading passages collection, cac ban qua do s€ nang cao tu duy phan bién.

. Cdc buéc tién hanh cia hoat dong ndy trong 1 budi hoc dién ra nhw thé
nao a?

MJdi budi 3,4 hodc 5 nhém thuyét trinh, 4 nguoi 1 nhém, cdc nhom chuin
bi ppt, clip, .xong set up = thuyét trinh > follow up (cai ndy khong bat
budc) 2 Q&A gitra nhom trinh bay va khan gia hodc nguoc lai (Giao vién
khong dat cau hoi) > Phan nhan xét (Giéo vién va hoc sinh nhan xét dua
trén céc tiéu chi c6 san). Mdi nhom cé dung 15 phut dé thuyét trinh, co dat
d6ng ho, khi chudng kéu thi nhom dimg ngay lap tirc vi mudn rén cho cac
em quan li thoi gian that chinh x4c, nhu vy vao cac 1an sau s& biét tiét ché
va lya chon thong tin thuyét trinh sao cho phu hop, tbe d6 noi ciing can diéu

chinh.

. Phirong phdp kiém tra ddnh gid ciia hoat dong nay sé dira trén nhitng tiéu
chi va cach thirc nao a? Cdch thuc danh gia nao mang lai hiéu qua cho
sinh vién nhdt va tai sao a?

Pau tién 1a cac ban trong 16p nhan xét, gido vién sé& chi dinh cho cac nhom
con lai mi nhom 1 tiéu chi dé 1an luot nhan xét-> Gido vién nhan xét > .
Viéc phan cho mdi nhom 1 tiéu chi ¢ cadc muc dich sau: Pé tao d6 tap trung
hon cho céc ban & trong 16p. Thuong thi s€ co tinh trang ban & trén noi cac
ban & dudi k tap trung nghe, nén chi dinh sdn mdi nhom 1 tiéu chi cac em
s& y thirc duoc viée duge giao va ¢ trach nhiém cha ¥ nghe, quan sat dé
nhan xét cac 16i ma ban minh méac phai, tir ddy ciing rit ludn kinh nghiém

cho ban than. Cai thr 2 cua viéc phan bd nhu vay dé khong comment nao
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bi s6t, tat ca cac tiéu chi déu dugc nhan xét. Thuong cdc comments cua peer
kha chinh xac, nhiing 15i vé organization khé hon thi gvien s& 14 ng nhin
ra. T s& ling nghe cac nhan xét, bd sung thém nhing diéu can thiét va cling
ludn nhan xét vé cac khia canh khac nhau khong chi tap trung vé 1 vai khia

canh nao.
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APPENDIX 3 — SAMPLE RESPONSES OF THE PRE-
OBSERVATION INTERVIEW (ENGLISH VERSION)

1. Personal information
-Age: 29

-Teaching experience:

+Teaching English in general: 7 years

+Teaching English at ULIS: 4 years

-Graduated from: University of Languages and International Studies
-M.A. of Theories and Methodologies in Teaching English

2. What is your definition about oral presentation?

Oral presentation is a form of assessment for learning and teaching in which
learners present a topic in the course in oral form either with visual aids or

not. This type of assessment helps improving presentation skill gradually.

3. What is the role of this activity in the course?

Students are evaluated about their oral presentation skill, particularly the
speaking skill based on an evaluation form with criteria. Besides, other skills
are also assessed such as teamwork, searching for materials, body languages,

how to use and interact with visual aids.

4. What is the teacher role in this activity?

The teacher suggests topics for students. One of the requirement of this

activity is that students have to send the script of the presentation to the teacher
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beforehand so that I can check whether there are any problems, then provide
help and support if necessary. Lastly, I give feedbacks for the students after

their performances.
-Why do you require your students to send the script beforehand?

I require my students to submit the script before giving the presentation with
the aim of controlling the preparation. Oral presentation, in my opinion, is not
so familiar with first year students because they haven’t had an exposure to it
when in high schools; if yes, there are few chances to practice. Plus, students’
English proficiency hasn’t been good enough so if they don’t write a script,
they will meet some difficulties in making the presentation. Students should
initially learn by heart the prepared speech in order to develop other skills like
interacting with Powerpoint, improving the confidence when speaking in front
of other people. When their English proficiency improves, I won’t require

them to do it anymore.

5. What benefits can students gain from this activity?

There are some benefits of this activity that students can gain such as the
methods of doing presentation, especially to first year students because not
every student knows how to find the appropriate inputs among many sources
like listening sources, lecture summary and how to narrow down the topics.
Thanks to that, the critical thinking of students also goes up as they have to
decide which information is worth including in the presentation. In addition,
they significantly made progress in gaining confidence after each
presentation.

6. How is this activity implemented in a lesson?
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In the presentation day, the presenting group set up their prepared materials
then they start their performance with a follow up section at the end of the
presentation. However, this part is optional. When the presentation finishes,
it comes to the Q&A section between the presenters and the audiences. The
teacher does not make any questions. Finally, the teacher and classmates will

give feedbacks for the presenting group.

The time limit for each group is 15 minutes. Before they start, I set the time
or ask someone in the class to set it. When the alarm goes off, the presenters
must stop where they are. The reason for keeping this rule strictly because I
want my students to have an accurate time management; therefore, they can
gain some experience in controling the information provided as well as the

pace of speech.

7. What is the assessment method used for this activity?

The assessment is carried out from peers comments first as at the beginning
of the lesson, I assign each group, except for the presenting group, an
assessment criterion to comment after the presentation time. Next, [ will add
my own comments. Lastly, I will ask the presenters to reflect themselves,

about what they think they have done a good job and what need improving.

The two reasons for dividing each group to in charge a critetion is to raise a
higher concentration among the students. Normally, students who do not give
the presentation tend not to pay attention to the presenters, so I think I should
assign a fixed aspect for each group so that they can take responsibility of the
task assigned. They will attentively listen, observe to figure out their peers’

mistakes from which they can also gain experience for themselves. The

51



second reason 1s to make sure that all the criteria can be commented. Peers’

comments are mostly precise, I listen to all the comments then add mine later.
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APPENDIX 4 - OBSERVATION SCHEME

Background information

Length of the observation

Groups in total

Class size

Groups performed

Facilities available

Average members per group

Procedure of the lesson

Teacher

Students

Before

presentation

Presentation

After

presentation

Other notes
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APPENDIX 5 - POST-OBSERVATION INTERVIEW (VIETNAMESE
VERSION)

O: Hom true6e khi phong vén c6 ¢é néi la trong 1 bai thuyét trinh sau khi cdc
thanh vién trinh bay xong thi sé c6 phan goi la Q&A, nhung hém nay ¢ ca 3
nhom em déu khéng thdy nhém nao c¢é Q&A va gido vién ciing khéng nhdc.

Ly do cua viéc lam nay la gi a?

A: Thuc ra d6i v6i 16p nay cua 6 thi critical thinking cua cac ban y chua duoc
t6t, cling khong manh dan 1én tiéng dé hoi cac cau hoi lién quan dén bai thuyét
trinh ctia cac ban. Céc budi khac thi ¢o ciing c¢6 hoi 13 ai ¢6 ciu hoi nao khong
nhung thudng thi ciing khong ban nao hoi gi ca. Nén 1a trudc mét s& cho céc
ban ¥ comment ludn cac cai tiéu chi ma c6 phan sin, tiét kiém thoi gian ma
nhu thé ciing 1a 1 cach tot dé rén luyén critical thinking ctia cac ban, vi trong

cac tiéu chi thi cling c6 ca muc content and organization.
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