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Abstract

The purposes of this research were 1) to investigate Thai and non-Thai teachers’ perspectives on
peer feedback activities in English oral presentations; 2) to compare the perspectives on peer
feedback activities of Thai and non-Thai teachers, and 3) to explore possible reasons affecting the
Thai and non-Thai teachers’ perspectives on peer feedback activities in their real classroom
practices. The study was conducted with 5 Thai and 5 foreign instructors. Questionnaires,

interviews, and classroom observations were used to collect the data. Descriptive statistics and
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content analysis were employed in the data analysis. The results revealed that 1) in general both
Thai and non-Thai instructors moderately agreed that peer feedback was beneficial for students,
2) the perspectives of Thai and non-Thai teachers in most items were not significantly different,
and 3) there were six possible reasons why Thai and non-Thai teachers have different perspectives
on some issues towards the use of peer feedback activities.
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1. Introduction

Nowadays, alternative assessment has a major role to play in English as a foreign
language (EFL) instruction, especially peer assessment. Topping (2009) stated that peer
assessment is “an arrangement for learners to consider and specify the level, value, or quality of a
product or performance by other equal-status learners” (p.20-21). Considerable advantages of peer
assessment are shown in a great deal of research. For example, peer assessment can promote
students’ critical skills and their learning, and allow them to be more active, responsible, and
autonomous learners (Cheng & Warren, 2005). However, most of the studies yielding positive
results of peer assessment were conducted with L1 and L2 learning contexts. When this
pedagogical activity has been used by EFL practitioners, many problems have unexpectedly
emerged such as the lack of confidence and ability to give quality peer feedback, unfair assessment,
and being afraid of creating bad relationships. As a result, the calls for research in an EFL context
are required.

English Presentations is a new elective English course at the researchers’ workplace that
first allowed students to enroll in the first semester of the academic year 2018. Undoubtedly, no
research has been conducted on this subject.

Peer assessment is introduced to the course as one of the course assessments in Oral
Presentations due to the advantages of this pedagogy and the constraints of teaching and learning
contexts. Normally, the course instructors have to deal with a large class size of 45-50 students
with mixed English abilities; it is impossible to allow an individual student to give a presentation
each week and receive quality teacher feedback; and for a teacher to give instruction within class
time of 3 hours per week. As the aforementioned constraints of teaching and learning context, this
study is, therefore, trying to fill the gap by designing oral peer feedback activity model in the

English Oral Presentations course, where students collaboratively work in a small group to prepare
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their group presentations, give oral comments to other groups’ presentations, analyze peer
comments and suggestions from other groups, and use them to improve their practice before
presenting in front of the class. Therefore, collaborative learning in which students work in a small
group, and Vygotsky’s Zone of Proximal Development believing students’ ability will be boosted
through peer teaching or guidance, is applied as the theoretical framework of this study.

As peer assessment is first used in an English oral presentation course, most of the
instructors have not experienced this type of assessment before. Some of them are not familiar
with it or may feel awkward using it in their class as they may have different backgrounds, teaching
experiences, and perspectives in English language instruction. Previous research found a
relationship between teacher beliefs and classroom behaviors (Borg, 2006). A number of studies
explored teachers’ beliefs about feedback on students’ writing; few have been done with teachers’
beliefs and attitudes towards peer feedback on oral presentations (Wang et. al., 2018). Therefore,
it is worth studying what beliefs the teachers hold in oral presentation instruction and what they
perceive about the use of peer feedback activities implemented in their class. The principal
objectives of the study were as follows.

1.1. To investigate Thai and non-Thai teachers’ perspectives towards the use of peer
feedback activities.

1.2. To compare the perspectives towards the use of peer feedback activities of Thai and
non-Thai teachers.

1.3. To explore possible reasons affecting the Thai and non-Thai teachers’ perspectives

towards the use of peer feedback activities in their real classroom practices.

2. Review of Literature

Assessment is believed to be very influential for learning, especially in higher education
(Boud et. al., 1999). To utilize the learning outcome, assessment should also provide feedback for
the learners in order that they will know what they have done well and what they should improve
(Price et. al., 2011). Normally, assessors are teachers or experts in the field. However, the
engagement of learners in the assessment task or peer assessment has been proved to be beneficial
for learners; therefore, it has been increasingly used as one of the learning methods in tertiary
education (Falchikov, 1995; Rust, Price, & O’Donovan, 2003; Smyth, 2004; Sluijsmans et. al.,
2003; and Race et. al., 2005). Black and Wiliam (2006) explain that, with peer assessment, learners
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are able to understand and make sense of assessment criteria better from their own work and their
peers’ as they also have to take role of examiner.

However, within EFL context, a lot of drawbacks have been found from the use of this
practice. Since effective oral presentation and the assessment from peer feedback require all four
skills, low proficiency EFL learners seem to confront some problems. Huxham, Campbell, and
Westwood (2010) and Joughin (2007) state that oral presentation brings about high level of anxiety
in learners. They explain that learners’ anxiety arises when they have insufficient knowledge,
skills, experience, and understandings about the topic and how to assess the works of their peers;
moreover, as a consequence they sometimes feel that they may look foolish, even more foolish if
there are any questions they fail to answer. Findings regarding signs of anxiety revealed that over-
use of gestures, speaking fast, or speaking in a very low voice when participating or interacting in
class (Mouhoubi-Messadh, 2017). According to Cheng and Warren, (1997), Smith, Cooper, and
Lancaster (2002), and Wen, Tsai, and Chang (2006), in general, students feel satisfied with peer
assessment; but criticisms from their peers are what they do not want to face. However, Boston
(2002) indicated that peer feedback is quite beneficial with low achieving learners.

According to Ajzen (2005), one’s intention and behavior are influenced by his/her
belief, attitude, awareness of social norms, as well as levels of control he/she perceives. In
classroom, it is the teacher who take the main responsibility to facilitate classroom activities.
Teachers’ beliefs direct themselves on understanding educational policies, choosing what is
important for students, and determining what should be included in classroom (Fives & Buehl,
2012). In fact, the relationship between teachers’ beliefs and classroom behaviors has been paid
much interest since the 1990s and there are increasing numbers of studies on this issue (Borg,
2006).

As playing a major role in classroom practices, the teachers are the one who decide
whether peer assessment (PA) should be implemented in the settings (Panadero & Brown, 2017).
Panadero and Brown (2017) and Rubie-Davies et. al., (2012) also agree that classroom practices
can be predicted from teachers’ conceptions. Considering the aspect of peer feedback/peer
assessment, suitable conception on assessment is very important that they navigate teacher’s belief
system to employ this practice to classroom and provide cognitive and affective responses to
novice assessors (Boud, 2016 and Xu & Brown, 2016). Similar ideas have been suggested by

Cowie and Harrison (2016) and Harris and Brown (2013). They point out that teacher’s beliefs
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and actions are crucial to be the first step of embedding peer assessment as classroom culture to
enhance students’ skills from their differences. Xu and Brown (2016) assert that teachers’
conception of PA should rather be focused than the PA literacy training. Ultimately, some experts
conclude that whether the implementation of peer assessment will be successful depends on
teachers’ motivation and their abilities to train the students to be ready for peer assessment (Harris
& Brown, 2013 and Panadero & Brown, 2017).

Nevertheless, realizing and experiencing many problems, the majority of teachers still
apply PA to their classes and reflect the difficulties they have confronted in order to improve the
practicality of this process. The reflections include the issues on the focus of feedback, individual
students, the classroom, as well as the teachers themselves. This research aims at discovering the

perspectives of teachers who are from different teaching and learning cultures.

3. Research Methodology

The participants of this study were 10 English language instructors (five Thai and five
non-Thai teachers) who were teaching the English Oral Presentations course in the first semester
of the 2019 academic year. The teachers were from the Department of Languages, in a Thai public
university.

Four of Thai instructors were female, and one was male. Their age range was between
34 to 65 years old. Three of them had master’s degree, and two instructors received a doctoral
degree. Three of them were full-time instructors. Their English language teaching experience
varied from 2.5 years to 30 years.

Among the non-Thai instructors, they were male, their age range was between 33-63
years old. Three received a master’s degree, one held a doctoral degree, and one held a bachelor’s
degree. Four were full-time, and one was a part-time lecturer. The range of teaching experience
was 9-35 years.

Normally, there are approximately 700 undergraduate students from five different
faculties namely Applied Science, Architecture and Design, Business and Industrial Development,
Engineering, and Technical Education enrolling in this subject, divided into 15-20 sections each
semester.

English Presentations is an elective English course for undergraduate students who are

required to first pass fundamental English I and Il before taking this course. The class duration is
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3 hours, once a week over a period of 15 weeks. The commercial English textbook, Speaking of
Speech (new edition), 2009, by David Harrington and Charles LeBeau, is used due to its relevance
with the course objectives. The textbook focuses on three main components of oral presentation
skills — the physical message, the visual message, and the story message. All sections are required
to follow the same syllabus. It means that students experience the same textbook, classroom
activities, assessment criteria, and course evaluation. Regarding the course evaluation, throughout
a semester, students have to get into groups of 4-5 to prepare and perform seven mini-presentations
(46%), one final presentation (21%), seven peer feedback activities (21%), class attendance (6%),
and end of class quizzes (6%).

For the peer feedback activities, on the weeks of seven mini-presentations, each group
was required to assess the performance of another group based on the provided peer assessment
guideline, and they need to present their peer feedback orally in class. A teacher had a role to play
as a facilitator to make the classroom activity flow and to reach the course objectives. A teacher
gave teacher feedback on each group’s presentations and commented on the quality of feedback
the students provide to their classmate presenters. It is noted that all the instructors were required
to follow the syllabus, so it means that they were teaching the same way in all sections.

3.1. Data Collection

For quantitative data, a teacher questionnaire was sent to the 10 participants after the
course had ended. The questionnaire was designed to elicit the teachers’ responses regarding their
perspectives toward peer feedback activities by using five-point Likert scales ranging from
strongly disagree (1) to strongly agree (5). The instruments were validated by 3 experts, and the
overall Index of Item Objective Congruence of the qualitative instruments (IOC) was 1. The
reliability of the questionnaire was calculated by the Cronbach Coefficient Alpha, SPSS, which
was 0.79. The questionnaire was distributed to the teachers at the end of the course (Week 16).

Besides, classroom observations were allowed by one Thai and one non-Thai
instructors: one before the midterm exam week and one before the final exam week. The role of
the researcher was to observe what happened in the classes, and the details of how the instructors
organized the peer feedback activities. The observer sat in the back of the classroom quietly while
she was writing down the information.

After receiving the questionnaire results, one Thai and one non-Thai instructors were

privately interviewed after the course ended to gain more in-depth data about the teachers’
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perspectives - the nature of oral presentations, feedback strategies, assessment methods, teachers’
presentation focus, and their classroom behaviors. Besides, the problems and possible limitations
that might downgrade the effectiveness of the peer feedback activity model used in the presentation
course were also discussed. The interview took 30 minutes each.
3.2. Data Analysis

To answer the research questions, the data from the questionnaire were analyzed using
a statistical analysis software program, and the data of Thai and non-Thai respondents were
presented by means and standard deviation. The independent t-test was used to compare whether
their responses are significantly different. The interview and observation data were transcribed,
qualitatively analyzed, and then categorized for the result presentation. Both quantitative and
qualitative results were used to analyze the possible reasons that may have affected the teachers’

attitudes and real classroom practices.

4. Results of the Study

After the online questionnaire had been returned, the data were analyzed. A five-point
Likert scale, ranging from Strongly Disagree (1) to Strongly Agree (5), was used. To make the
data clearer, the teachers’ perspectives were interpreted by using the evaluation criteria described

below:
1.00-1.80 means that the teachers strongly disagree with the statement. (SD)
1.81-2.60 means that the teachers disagree with the statement. (D)
2.61-3.40 means that the teachers moderately agree with the statement. (M)
3.41-4.20 means that the teachers agree with the statement. (A)
4.21-5.00 means that the teachers strongly agree with the statement. (SA)

There are two main parts of the questionnaire. Each part will be reported respectively.
4.1. Thai and non-Thai Teachers’ Perspectives in the Instruction of Oral English

Presentations and the Comparison between Thai and Non-Thai Teachers
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Table 1: Perspectives in the Instruction of Oral English Presentations

o Thai Non-Thai | Differences
Statements Related to Perspectives in the
. . . Mean
Instruction of Oral English Presentations S.D. | Mean | S.D. | t-test | Sig
(%)
1. Speech comprehensibility such as speakin
P P . d P : 4.00 4.20
speed and pronunciation is one of the key A) 0.71 ) 0.45 | -54 |.608
factors for successful presentations.
2. Knowledge on a presentation topic is one of | 4.40 3.40
) 0.55 0.55 | 2.89 |.020
the key factors for successful presentations. (SA) (M)
3. Organization such as signposting and
: InP .g 3.80 4.00
speech structure (Story Message) is one of the A) 0.45 ) 0.00 | -1.00 | .347
key factors for successful presentations.
4. PowerPoint design (Visual Message) isone | 4.00 3.80
_ 0.00 0.45 | 1.00 | .347
of the key factors for successful presentations. (A) (A)
5. Presence such as posture and eye contact
_ _ 3.60 4.20
(Physical Message) is one of the key factors A) 0.89 ) 0.45 | -1.34 | .217
for successful presentations.
6 .Only t eacherfeedback is sufficient for
_ _ _ 2.60 2.60
studentsto improve their presentation ) 0.89 D) 0.89 | 0.00 |1.00
performance.
7. To help students improve their presentation
o ) 3.60 3.40
performance, praise is necessary in teacher 0.89 0.55 43 | .681
(A) (M)
feedback.
8. To help students improve their presentation
) ) 3.80 4.60
performance, suggestions are necessary in 1.10 055 | -1.46 | .182
(A) (SA)
teacher feedback.
9. To help students improve their presentation
o ) 3.40 3.40
performance, criticism is necessary in teacher 0.89 0.55 | 0.00 | 1.00
(M) (M)
feedback.
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o Thai Non-Thai | Differences
Statements Related to Perspectives in the
. . . Mean
Instruction of Oral English Presentations S.D. | Mean | S.D. | t-test | Sig
(%)
10. Oral feedback is more effective than 3.60 3.60
. 0.55 0.89 | 0.00 | 1.00
written feedback. (A) (A)
11. Immediate feedback is better than delayed | 4.40 4.80
0.55 0.45 | -1.27 | .242
feedback. (SA) (SA)
12. Giving feedback in private is better than 3.40 2.80
o ] _ 0.55 0.45 | 1.90 | .094
giving feedback in public. (M) (M)
13. Teachers should provide specific feedback
o ) 4.00 4.00
to each individual student in a group 0.00 0.00 | -89 |.397
: (A) (A)
presentation.
14. Teacher feedback should be selective 3.40 3.80
_ 0.89 0.45 | .447 | .667
rather than comprehensive. (M) (A)
15. 1 think teacher feedback is more effective 3.80 3.60
0.45 0.89 | 0.00 | 1.00
than peer feedback. (A) (A)
16. Students only need feedback from the 3.00 3.00
_ _ 1.00 0.71 | -1.63 | .141
teacher on their presentation performance. (M) (M)
17. 1 think peer feedback is as helpful as 3.20 4.00
0.84 0.71 | 949 | .371
teacher feedback. (M) (A)
18. Students have an adequate ability to assess | 2.40 1.80 -
_ _ 1.34 0.45 299
their own presentation performance. (D) (SD) 1.109

(Source: Self)

Table 1 illustrates Thai and non-Thai teachers’ perspectives towards the instruction of

English oral presentations. On the whole, the perspectives of both groups were quite similar.

Considering the factors for successful presentation, speech comprehensibility, organization,

PowerPoint design, and presence were believed to be the key factors. Interestingly, one factor

which was viewed a bit differently is knowledge. That is, while Thai teachers strongly agreed that

it was one of the key factors (x = 4.40, S.D. = 0.55), non-Thai teachers agreed just only at a

moderate level (x = 3.40, S.D. = 0.55).
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For the assessment in form of feedback, teachers’ feedback to each individual student
was agreed to be essential; however, they denied that only teacher feedback was enough (x = 2.60.
S.D. = 0.89). Moreover, they both admitted that oral feedback was better than written one (X =
3.60, S.D. = 0.55) and immediate feedback was rather needed than the delayed one (item 11),
emphasized by non-Thai teachers (X = 4.80, S.D. = 0.45). In order to help students to improve their
skills, praise, suggestion, and criticism were agreed upon both groups to be necessary (items 7-9).
To be more specific, suggestion was highly recommended by non-Thai teachers (x= 4.6, S.D. =
0.55).

According to Table 2, the perspectives of the teachers towards the use of peer feedback
activities on student oral presentations in English presentations course were revealed. Even though,
both Thai and non-Thai teachers moderately agreed that peer feedback was beneficial for teachers
of presentations in higher education (x = 3.40, X = 3.00) and believed that students could gain
benefits from both teacher and peer feedback (x = 3.80, x = 4.00), there were some different
opinions among the two groups of teachers. Focusing on the students, Thai teachers reflected their
disagreement that students had an adequate ability to assess their friends’ presentation performance
(x=2.60, S.D. = 134), while groups of non-Thai teachers moderately agreed with this point (x =
3.40, S.D. = 0.89). Moreover, it was disagreed by Thai teachers that students could provide honest
feedback (x =2.60, S.D. = 1.14). Non-Thai teachers agreed that their students had fun when they
gave feedback to their friends (X = 3.60, S.D. = 0.55). On the other hand, this point was disagreed
by Thai teachers (x = 2.40, S.D. = 1.52). As a consequence, students were moderately agreed by
non-Thai teachers to like peer feedback activities (x =3.4, S.D. = 0.89). In contrast, Thai teachers
disagreed that students liked this kind of activity (X = 2.60, S.D. = 1.34).

Table 2: Perspectives of the Teachers towards the Use of Peer Feedback Activities on Student
Oral Presentations in English Presentations Course and the Comparison between Thai and Non-

Thai Teachers

) Thai Non-Thai Differences
Statements Related to Perspectives towards
Mean
the Use of Peer Feedback Activities @ S.D. | Mean | S.D. | t-test | Sig
X
1. Students have an adequate ability to assess 2.60 3.40
1.34 0.89 | -2.058 | .074
their friends’ presentation performance. (D) (M)

10



PEOPLE: International Journal of Social Sciences
ISSN 2454-5899

) Thai Non-Thai Differences
Statements Related to Perspectives towards
Mean
the Use of Peer Feedback Activities ® S.D. | Mean | S.D. | t-test | Sig
X
2. | believe the use of peer feedback in English 2.80 4.00
_ _ 1.10 0.71 | -.802 | .446
presentations course is useful for students. (M) (A)
3. Teaching English presentation is more
_ _ o 3.00 3.60
interesting when peer feedback activities are 1.41 0.89 | .667 | .524
(M) (A)
used.
4. Peer feedback is beneficial for teachers of 3.40 3.00
o _ 1.34 0.00 | -2.530 | .062
presentations in higher education. (M) (M)
5.1 think peer feedback is fair. 2.80 4.40
1.10 0.89 | -1.206 | .035
(M) (SA)
6.1 think peer feedback is reasonable. 3.00 3.80
141 0.45 | -.343 | 0.05
(M) (A)
7. | believe students can gain benefits from both
3.80 4.00
teacher feedback and peer feedback. 1.10 0.71 | -2.746 | .740
(A) (A)
8. Students can provide honest feedback to their | 2.60 4.00
_ 1.14 0.00 | -2.271 | .050
friends. (D) (A)
9. Students can provide useful feedback or 2.80 4.20
_ o 1.30 0.45 | -.730 | .486
suggestions to their friends. (M) (A)
10. Students put their full efforts into peer 2.20 2.60
o 1.10 0.55 | -1.109 | .299
feedback activities. (D) (D)
11. Students like peer feedback activities. 2.60 3.40
1.34 0.89 | -1.664 | .135
(D) (M)
12. Students have fun when they give feedback 2.40 3.60
o 1.52 0.55 | -.343 | .050
to their friends. (D) (A)
13. Students appreciate the feedback they 3.00 3.20
1.22 0.45 | -.632 | .545
received from their friends. (M) (M)

11
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) Thai Non-Thai Differences
Statements Related to Perspectives towards
Mean
the Use of Peer Feedback Activities ® S.D. | Mean | S.D. | t-test | Sig
X
14. 1 enjoy using peer feedback activities in my 3.60 3.80
) 0.55 0.45 | -1.177 | .273
oral presentation class. (A) (A)
15. 1 recommend using peer feedback in the
. . 3.40 4.00
English presentations course for the next 0.89 0.71 |-1.414|.195
(M) (A)
semester.

(Source: Self)

To compare the beliefs and attitudes towards the use of peer assessment of Thai and
non-Thai teachers, it could be said that both Thai and non-Thai teachers carried numerous similar
perspectives towards the use of peer feedback activities which are shown from the questionnaire
results. They both perceived that the use of peer feedback activities could benefit students in terms
of presentation skills; but it could not help in terms of language accuracy and English
pronunciation. Praise, suggestion, and criticism were agreed upon both groups to be necessary in
this practice. Apart from peer feedback, teacher feedback and feedback for individual student were
believed to still be necessary for students. They both believed that teacher feedback was more
effective than that of peers.

In addition, Thai and non-Thai teachers’ perspectives revealed that peer feedback
activities could enhance student engagement in their peers’ presentation. Both groups insisted that
this activity would not make the learning atmosphere stressful or would be too harsh for students.

On the contrary, big different perspectives among the two groups of teachers were
learners’ abilities and readiness in participating in peer feedback activities. To illustrate, non-Thai
teachers seemed to be more confident than the other group of teachers that their students could
achieve the goals in this practice. In contrast, Thai teachers reflected higher levels of worry on
students’ readiness. Due to different levels of students’ English proficiency, especially the ones
with low abilities, the idea that peer feedback might be unclear and unreliable were reflected more
by Thai teachers. On the other, non-Thai teachers seemed to not consider this issue a big matter.
Moreover, it was found that Thai teachers seemed to perceive some students’ discomfort when

giving feedback to their friends.

12
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According to the questionnaire, the results revealed that the perspectives of Thai and
non-Thai teachers were quite similar in all the four aspects. Only a few items were significantly
different, so the differences of the Thai and non-Thai perspectives were not clearly shown.

To answer the third research question investigating the possible reasons that affect the
Thai and non-Thai teachers’ perspectives towards the use of peer feedback activities in their real
classroom practices, the interview was conducted with one female Thai and one male non-Thai
instructors because these two instructors were willing to join the interview, and both of them
allowed the researcher to observe their oral presentation classes twice: before the midterm and
final examination weeks.

Therefore, the interview was conducted in order to gain more in-depth viewpoints of the
Thai and non-Thai instructors. For the Thai instructor, she was female at the age of 38. For the
non-Thai instructor, he was male at the age of 35. Both received master’s degree in Languages,
and they have been teaching English for 7 and 10 years respectively. Thai teacher has never used
peer feedback in her class before, while the non-Thai teacher has had some experienced in using
peer feedback in a writing class. It could be said that they have never applied the peer feedback
activities in an oral presentation course. They were quite similar in terms of age range, level of
education, EFL teaching experience. They were asked the same questions about what and how
they conducted the peer feedback activities in their oral presentation classes.

Although the Thai and non-Thai instructors’ perspectives towards the use of peer
feedback activities were not significantly shown in the questionnaire results, the open-ended
questions, class observations, and the interview results possibly showed some of the possible
reasons that affect the Thai and non-Thai teachers’ perspectives towards the use of peer feedback
activities in their real classroom practices, which are 1) students’ low English proficiency, 2)
students’ unfamiliarity to peer feedback activities, 3) experience of teaching oral presentation, 4)
experience of using peer feedback activities, 5) teaching styles, and 6) teacher’s gender.

4.3. Students’ Low English Proficiency

Since the use of peer feedback activities in classroom required a great deal of English
proficiency of students, lacks of this ability or low ability in English could result in the failure of
peer feedback process. Most of the teachers believed that students’ low English proficiency was
one main reason to obstruct peer feedback process. There were various fields of English

proficiency that seemed to be the problem. Firstly, no matter what content on feedback about the

13
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presentation were, if the feedback could not be conveyed, it was useless. Therefore, students
needed, at least, to be able to communicate in English in order to give comments to their peers.
That is, the students required listening and speaking skills in this process. They had to listen to
what the presenters said and spoke out to give feedback to what were good points or weak points
the presenters had done. Secondly, pronunciation seemed to be another problem for Thai students.
One of the teachers emphasized that their students could give feedbacks on superficial issues about
the articulation; for example, the loudness or the clarity of presenters’ speech. For the
pronunciation, there was little peer feedback on this issue since the teachers believed that their
students lacked knowledge on English pronunciation. Lastly, the majority of teachers stated that
low proficiency of English word choice played role in the success of ‘constructive’ peer feedback.
With a limited number of word choice, the students seemed unable to explain and give suggestions
to their peers effectively and constructively. One teacher pointed out their students could only say
that the presentation was good. However, when she asked them to clarify what was ‘good’, they
couldn’t explain anything more. From these reasons, in the view of one of the teachers, peer
feedback was believed to be effective only with students with high English proficiency.
4.4. The Unfamiliarity to Peer Feedback of Thai EFL Learners

The unfamiliarity to peer feedback of Thai EFL learners was believed by the majority
of non-native teachers to be one of the reasons that might obstruct peer feedback. To illustrate,
normally, Thai students are shy, reserved, and humble. These characters make them avoid giving
direct feedback or critiques which may lead to some problems on their relationship. Moreover,
with the folk that Thai students are trained to respect the seniors or the older, most of them tend to
stay silent in class. This results in their less opportunity to speak up in class with both their
classmates and their teachers. Due to their characters and this passive learning style, Thai students
were not familiar with peer feedback which they had to directly comment their friends. This might
affect their relationship. All Thai and non-Thai teachers agreed that this was something very new
to their students. In addition, some teachers reflected that there were also some students who were
lazy and reluctant to participate in class activities. However, most of the teachers reported that
their students were more attentive. This might due to that there are some assessment and points

gained from peer feedback activities.

14
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4.5. Experience of Teaching Oral Presentation

The experience of teaching oral presentation of the participants seemed to be one of the
factors affecting Thai and non-Thai teachers’ perspectives towards the use of peer feedback
activities in their class. With not enough of this kind of experience, one of the teachers reported
that she did not master to train her students what the features of good oral presentation were and
found it difficult to demonstrate the presentation. She also stated that she was quite worried that
she could not provide effective feedback on oral presentation to her students. Some teachers
believed that it might be better if there were more details for each of the topic in oral presentation
skills.
4.6. Experience of Using Peer Feedback

Giving peer feedback is not only new to the students, but it is also to the teachers. A few
teachers have used peer feedback in their teaching before; for example, one teacher said that she
employed peer feedback in her English writing class. Some teachers used it just to check the
students’ understandings and it was also group feedback, not an individual one. None of them had
ever used it in speaking class, especially in oral presentation class. One teacher reflected that, with
lack of experience in using this process, she was afraid that she did not master in facilitating this
kind of classroom. So, it was quite time-consuming. Another native teacher believed that in order
that using peer feedback would be effective, teachers and students required a clear understanding
of the concepts on commenting the others.
4.7. Teaching Styles

From the class observation, it was found that teaching styles seem to affect the use of
peer feedback activities. The Thai teacher seemed to have an activity style while the non-Thai
teacher tended to have a lecture style. In the peer feedback activity, teachers have to play a role as
a facilitator, so teachers who have an activity style seem to fit well with the assigned peer feedback
activity model.
4.8. Teacher’s Gender

Besides, gender seemed to have some influence on the class atmosphere. From the class
observation and open-ended questions, a teacher’s gender seemed to have some role to play in this
study. The reflection from Thai female teachers seemed to show more understandings in their
students’ feelings with peer feedback process. On the contrary, most of male teachers did not talk

or give much details about this. The majority of female teachers agreed that they could feel that
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most of their students felt uncomfortable to give comments to their friends. They reported that they
noticed that some of these students were insecure and stressed when giving feedback. This might
due to that, when the students gave peer feedback or direct comments, it was quite difficult for
them to give constructive feedback and most of the time negative feedback could not be avoided.
This might weaken their good relationship. Moreover, it was reported by one of these female
teachers that she could see that her students felt uncomfortable to give feedback to their peers since
they felt that they were not capable enough to do so. One female teacher also suggested that it
could be better if they could give feedback in closed group or in a team. It could make the students

felt more personal and relaxed.

5. Discussions

Due to the fact that there are still limited research studies on the teachers’ perspectives
towards the use of peer feedback in English oral presentation course, especially in the EFL context,
this present study enlightens more insight on this issue. As the major role of classroom conductor
to achieve each period’s set goal, teachers take large responsibility in the success of peer
assessment in classroom (Harris & Brown, 2013; Panadero & Brown, 2017; and Adachi et. al.,
2017). With this reason, experts emphasized the importance of the beliefs and attitudes held by the
teachers (Fives & Buehl, 2012; Rubie-Davies et. al., 2012; Harris & Brown, 2013; Boud, 2016;
Xu & Brown, 2016; Cowie & Harrison, 2016; and Panadero & Brown, 2017).

There are a large number of research studies confirming that the implementation of peer
assessment and feedback practice in classrooms is useful for learners in terms of learning and
performance, problem-solving skills, self-regulated learning, as well as metacognition ( Lynch &
Golen, 1992; Zevenbergen, 2001; Chang & Warren, 2005; Hwang, Hung & Chen, 2014; Bryant
& Carless, 2009; Nicol, 2010; Kim & Ryu, 2013; Spandorfer et. al., 2014; Panadero et. al., 2016;
and Panadero & Brown, 2017).

The beliefs in this idea of using peer feedback in English oral presentation course are
reflected by both Thai and non -Thai teacher participants in this study. It is found that this process
is acknowledged to be able to improve communicative competence rather than other specific
language skills. This finding corresponds to Brooks and Wilson’s idea (2014).

There are still some concerns on role of learners as novice assessors and presenters

reflected by both groups of teachers. Moreover, Thai teachers are found to reflect higher level of
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worry, especially in the aspects of uncertainty on learners’ abilities and readiness for this method.
The issue of learners’ inadequate ability is also echoed in the studies of Chagmaqchee (2015) and
Boston (2002). Also, the unfamiliarity to peer feedback of Thai EFL learners is admitted to have
effects on the process. The idea of getting used to their passive traditional learning method are also
concerned in many studies (Liu & Carless, 2006; Harris & Brown, 2013; Adachi et. al., 2017;
Zhao, 2018).

From this finding, it can be concluded that Thai teachers, experiencing and being more
familiar with Thai norms, seemed to clearly express caring and interest in learners which
corresponds to what Brookhart (2008) has mentioned. Besides, this study also discovers both
groups of teachers’ voices on problems on learners’ emotional responses and their relationship
with other partakers. The problems include willingness to criticize, face value, self-confidence,
pressure, trust, honesty, anonymity which is similar to the findings of many studies (Lynch &
Golen, 1992; Noonan & Duncan, 2005; Joughin, 2007; Harris & Brown, 2008; Huxham et. al.,
2010; Harris & Brown, 2013; Vanderhoven et. al., 2015; Wang et. al., 2018; Rotsaert et. al., 2018).

In addition to the practices and learners, according to the views of the participants, the
influencing factors also include the teachers and the policies of their educational institutions. It
was found that some teacher reflected their hesitation in carrying expertise on this practice.
Furthermore, some of them seemed to be not sure that they were capable to effectively conduct
classroom with peer assessment due to the influence of their educational organization’s policies.
These reflections correspond to the studies of many experts (Muijs & Reynolds, 2005; Harris &
Brown, 2013; Brown, 2008; Brown et. al., 2009; Harris & Brown, 2013; Zhao, 2018). Considering
the gender of teachers, from the participants, all non-Thai teachers were male and they were found
to have more positive attitudes. The similar findings echoed in Wen et. al. (2006) and Fitzpatrick
(1999). This seems to be because female teachers tend to illustrate more on how they felt.
Therefore, they seem to have more understandings and reflection on worries than their male
counterpart.

All in all, Thai and non-Thai teachers have reflected perspectives towards the use of
peer feedback activities in English oral presentation course. These perspectives have been
influenced by divergent partakers in the process. They include the idea of peer feedback and oral
presentation, the role of learners, the role of teachers, the classroom relationship, and the

educational institution. The findings from this study will be very useful for the implementation of
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peer feedback in English oral presentation in EFL classroom. The related partakers in the process
will realize what enhance and hinder the success of using this practice, especially from the view
of the most influencing party in the classroom. As a result, students will gain the highest learning
benefits from use of peer feedback and the authentic practice of communication by using oral

presentation.

6. Conclusion

The use of peer feedback in the EFL presentation class yields undeniable benefits which
are reflected by both Thai and non-Thai language instructors. However, some possible reasons that
might influence the differences of these two groups’ perspectives are varied from their learners’
English proficiency, teaching experiences, beliefs, cultures, teaching styles, and gender. The
limitation of this research is the number of participants, so the results of this study cannot be
generalized to other teaching and learning contexts. To make the comparison between Thai and
Non-Thai teachers’ perspectives on the use of peer feedback more crystal clear, a larger number

of language instructors are highly recommended.
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