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ABSTRACT

The purpose of this study was to investigate how authentic
assessment collaborates with the instruction process to improve
students EFL writing skill. The study focused on: (1) the growth
in student’s EFL writing is achieved when using authentic
assessment; (2) how students assess their own EFL writing; (3)
how students reflect upon their own growth in EFL writing; and
(4) how authentic assessment affects over all achievement in
EFL.

Qualitative and quantitative research methods were
utilized in data collection. Five types of data were collected.
These were: Student’s self assessment forms, student’s portfolios,
students taped interviews, students grades, and observation by the
teacher. The participants of the study were sixty students learning
English as a foreign language at Yathreb Intermediate Girls
School in Bahrain. These participants were consisting of two
classes randomly chosen one of them was randomly labeled as an
experimental group and the other as the control group in the

seventh grade at the school.



The Study started on the second of October 1996 and lasted
for six months. The researcher was teaching English for these two
groups. The two groups took a pre-test measuring proficiency in
EFL language production. During the study the two groups were
asked to fulfill some of the writing skill objectives which were
stated in the Ministry of Education Guidelines.

The experimental group met separately twice a week to
receive the treatments that involved creating portfolios, self
assessment and conducting some interviews. While the control
group was taught according to the traditional method where their
work was corrected for one time and was limited to the exercises
in their work books. At the end of the research period the two

groups took a post-test to find out the improvements in students

EFL achievement.
The data analysis revealed the following results :
1. There was a growth achieved in students EFL writing
when using authentic assessment.
2. When students assess their own EFL writing, they can
recognize their strengths and weaknesses.
3. Students were much more confident when they felt their

own growth in their EFL writing.

VI



In general, the results of this study support the claim that
authentic assessment improves student’s skills in reading,

speaking, listening and writing.

To sum up, the data indicated growth, ownership and

empowerment resulting from authentic assessment.
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INTRODUCTION

Background

“What teachers do determine what students learn, how they feel
about learning, and how they feel about themselves " (Bloom, in

Munroe, 1983).

During the beginning years of the bilingual education
movement, there was not a great deal of solid research
supporting bilingual education (Willig,1985). However, research
that followed provided evidence showing that language-minority
student educated bilingually in carefully designed and well-
‘implemented programs do extremely well academically and do

learn English ( Willig,1985).



During the last decades there has been great changes in the
curriculum and instruction practices in English as a foreign
language ’(EFL). These changes emphasized increasing use of
student role in the process of writing, reading and other aspect of
language skills (Goodman, 1989). In this era, standardized testing
was found to be incompatible; not only in (EFL), but also
throughout the field of education in increasing the use of

student’s role in the process of learning. (Wolf, 1989).

Consequently, educators began to explore alternative forms of
student assessment. A method rarely used, but one that is
attracting more attention, requires collecting student’s work in
folders or portfolios for monitoring evidence of growth in the
student writing within a period of time (Atwell, 1987 ; Moffett &
Wagner,1976;Wolf, 1987). Portfolio development is increasingly
recommended as a possible alternative to standardized testing
(Stiggins, 1989; Wolf, 1989). In EFL setting a portfolio can be
particularly useful to communicate tangible examples of student

work to student, parents, and to other teachers.



Graves (1990) recognized two questions as relevant when
considering portfolio assessment. For whom is the assessment
being done? And what’s it for? When answering the first
question, - Graves identified the stakeholders in assessment as
students, parents, policy makers and teachers. Regarding the
second question, which has to do with the purpose of assessment,
Graves considered that assessment verifies to stakeholders
whether educational progress was occurring. Students need to
know if they are improving, parents need to know if their
children are benefiting form instruction; teachers require
achievement data to provide appropriate instruction; and policy
makers demand information about whether educational goals are

being reached (Stiggins, 1989).

Graves (1990) encouraged teachers and administrator at school
districts to discover what student say about their writing.
Students can become contributors to the assessment process
(Camp & Murphy,1990). With instruction , student can develop
“criteria to assess their own writing (Johnston, 1987; Spandel &
Stiggins,1990).



Students can discuss their responses to one another’s writing by
providing their personal assessment of the writing and expressing
how effective the writing is in relation to criteria (Spandel &

Stiggins, 1990).

Portfolios give an evident picture of student growth. Students
feel good about themselves so they work harder. Writing
portfolios are assessment tools enabling students to share the
evaluation process by responding to their own writing, assessing
their writing, and reflecting about the writing process (Camp,

1990; Wolf, 1989).

The basis for this study is Marzano’s et al (1992) dimensions
of learning instructional model which is based on the premise that
five dimensions of learning are essential to the learning process.
These are : 1) Positive attitudes and perceptions about learning ;
2)thinking involved in acquiring and integrating knowledge ; 3)
thinking involved in extending and refining knowledge; 4)
thinking involved in using knowledge meaningfully; and 5)

productive habits of mind.



The premise of the five dimensions of thinking emphasizes that
learning is a process of constructing meaning. Classroom
instruction must promote and develop these dimensions if
students are to become constructive learners with enhanced
ability to take responsibility for their own learning, and with the

knowledge of how to assess their own growth.

What is most stimulating about Marzano’s et al. Ideas is his
recognition of the connections among teaching, learning, and
assessment. Instead of viewing assessment as a separate activity,
they closely link it to teaching and learning and suggest that it
should be conducted in a manner that provides useful feedback to
teachers, student, parents and everybody interested in real student
achievement. The core of Marzano’s et al. approach is the use of
carefully constructed performance tasks that give students
opportunities to demonstrate their understanding of concepts and
apply knowledge and skills as they ought to be in the real world

outside of school.



Goodlad (1984) denotes that: “learning appears to be enhanced
when students understand what is expected of them, get
recognition for their work, learn quickly about their errors, and

revise guidance in improving their performance “ (p.11).

Authentic assessment requires established goals and standards
which students should know before starting their tasks. Students
need help in assessing progress toward established goals by using
appropriate standards for judging levels of success. They need to
compare their work with absolute criteria while progressing
toward achieving on objectively specified level of success
comparing their work with their own previous performance levels
and assessing their individual improvement over time (Doyle,
1979). Students need  specific, detailed feedback concerning
both the strengths and weakness of their performance ( Elwar &
Corno, 1985).



Doyle (1979) indicated that providing academic feedback to
students keeps their success high. One basic requirement for
feedback is that teachers should provide accurate feedback to
students on their responses to classroom questions, tests, and

written assignments.

Another aspect of reinforcing behavior is the immediacy of
feedback. Student who received immediate feedback on the
accuracy of his or her response is more likely to learn than a

student who gets delayed feedback (Berliner, 1984).



Statement of the problem

From the researcher experience and observation it was found
that English teachers in practice consider formative assessment as
if it was summative assessment. They just give students scores on
their examination papers with no feedback that could help them
do better. In addition, innovations in evaluation that appeared
under the umbrella of authentic assessment and claimed to be
highly important in developing the learning process have been

tackled parsimoniously by empirical research (Bogdan, 1992).

In response to all of these factors, this study investigates the
collaboration of authentic assessment with instruction in
developing the learning process of English as a foreign language.
Student‘s writing skill was the focal concern in this study.

Portfolios are considered in this study as a source for the
teacher to provide insights about what each student is learning.
With this information, the teacher can adjust instruction to meet
each student’s needs. Portfolios are also used as a tool for helping
students learn about themselves as learners when they can see and

feel their improvements.



Research Questions

The major question of this study is: How does authentic
assessment collaborate with the instruction process to improve

students EFL writing skill ?

Following are the sub questions derived from this major

question:

1- How much growth in student’s EFL writing is achieved

when using authentic assessment?

2- How do students assess their own EFL writing?

3-How do students reflect upon their own growth in EFL

writing?.

4-How does authentic assessment affect overall achievement in

EFL ?



The overall goal is to see if students learn how to think.
Moreover, reflection, self assessment, goal setting and good
EFL writing, are the skills that are expected to be developed
through using the portfolio technique. How much of that would

be achieved?

Hypothesis of the Study

This 1s a quasi experimental study thatcombined
qualitative with quantitative methods to answer to the above

“questions. In addition, the following hypothesis was tested.

There 1s no significant differences in student overall

achievement in EFL among teaching and assessment methods.
Definition of Terms

This study includes some basic terms, the following are the

operational definitions of these terms.
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Authentic Assessment

Authentic assessment, alternative assessment and performance
based assessment are terms used synonymously to mean variants
of performance assessment that require students to produce rather

than choose a response.

Authentic assessment by any name requires students to achieve
complex and significant task, while bringing to bear prior
knowledge, recent learning, and relevant skill to solve authentic

problems (Shepard, 1989).

Performance Assessment

This term as used here has the meaning identified by Marzano,
Pickering, and Mc Tighe (1993). Performance assessment to
them refers to a variety of tasks and situations in which students
are given opportunities to demonstrate their understanding and to
thoughtfully apply knowledge, skills and habits of mind in a

variety of contents. These assessments often occur over time and

11



result in a real product or observable performance, they
encourage self-evaluation and revision, require judgment to score,
reveal degrees of proficiency based on established criteria, and

make public the scoring criteria. (P: 13).

Portfolio Assessment

This study adopts the definition given to this term by Maya
and O’Malley (1994). They consider it as the procedure used to
plan, collect, and analyse the multiple sources of data maintained
in the portfolio of each student that is based on a systematic

assessment procedure.

Action Research

The meaning of this term is derived from the position of those
who practice action research against some issues in educational

research.
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Advocates of action research argue that the prevailing pattern
of educational research based on controlled empirical
investigation of phenomena is impoverished for a variety of
reasons: it focuses only on observable behavior, separates means
from ends, detaches facts from values, and produces
generalizations and theories that often have little applicability in
particular classrooms. The search for such theories tends to
reduce teachers to ‘subjects’ of research over which they have no
control. Teachers tend to be subjected to changing imperatives
that have the effect on continually reducing their effectiveness in
the classroom. Consequently, teachers receive little
encouragement to reflect critically upon their professional
practices or upon conditions in the classroom. The notion of
action research has been seen as an answer to some of these

difficulties (Barrow & Milburn, 1990).

Teacher Research
Teacher research describes the instructional process with an
insider’s perspective, and appeals to an audience concerned about

similar issues and problems (Bissex & Bullock, 1987).
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Limitations of the Study

This study was conducted on only one of the first intermediate
classrooms in (Yathreb Intermediate Girls School) in Bahrain,
taught by the researcher herself. Therefore, the results cannot be
generalized to the entire population. The scope of the topic and
the number of subjects interviewed and observed in the

qualitative study were limited as a result of time consideration.
Significance of the Study

Authentic assessment is a current movement in the educational
field all over the world. Bahrain as an open country to the world
and the educational movement, has been affected by this
authentic assessment. Bahrain started the application of this kind
of assessment in its public schools at the elementary stage by the
beginning of the 1996-1997 school year. It should be noted that
English is taught in the fourth and fifth grade. Although this
~program of assessment has not been evaluated yet, most of the

educators in the Ministry of Education indicated that they are

14



optimistic about the results. The results of this study would be
very valuable to this Ministry in its plans to extend authentic

assessment to the intermediate stage of schooling.

Student portfolios could provide valuable evidence of student’s
opportunities to learn. Furthermore, they provide a window on the
quality of curriculum and instruction, by showing what kind of
work students are asked to do and how well they are able to do it.
From this perspective, we would expect student portfolio to show
the best of what they can do with help from an effective

instructional process and an authentic assessment.

In addition this study is a modest empirical endeavor in which
the claims of authentic assessment are tested. The results of
which have high theoretical significance in its field. Furthermore,
the study would provide beneficial information to studies on
English as a foreign language teaching, especially writing skill,

in intermediate public schools.
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Lastly but not less importantly, this study, being in the qualitative
camp, can provide insights into schooling that quantitative
methods cannot uncover. In addition, it is expected that authentic

assessment might improve teaching EFL writing skill to students.
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CHAPTER TWO

THEORETICAL BACKGROUND OF THE
STUDY

Introduction

Although authentic assessment is a current issue in evaluation,
it has received considerable attention from educators. This chabter
presents an overview of the literature, which focuses on how
authentic assessment collaborates with the instruction process to
improve students English as a Foreign Language (EFL) writing
skill ? Seven topics are identified in this presentation . These are:-
1.The dimensions of learning instructional model. |
2.Why do we need to change the traditional forms of assessment.
3.The role of the standards.

4 Performance assessment and performance tasks.
*'5.How to construct performance tasks.
6.Rubrics for scoring performance tasks.

7.Portfolios in performance based assessment.

17



The presentation of the theoretical background provides the
rational for the procedure used in this study and creates an
overview of principles for instruction for EFL writing. The
conclusion describes how the seven topics collaborated to guide

the instructional program used in this study.

The Dimensions of Learning Instructional Model

Dimensions of learning form an instructional framework based
on the five types of thinking which has been called five
dimensions of learning. These dimensions are fundamental to
successful learning. Dimensions of learning and performance
assessment share similar teaching assumptions. Dimensions of
learning can help teachers answer one of the most frequently
asked questions concerning performance-based assessment:

How do they teach for performance-based assessment?

Following is a brief description of each of the five dimensions
of learning according to what has been presented by Marzano
(1992). |
Dimension 1: Positive Attitudes and Perceptions about
Learning.

For learning to occur, students must have certain attitudes and
perceptions; for example, feeling comfortable in the classroom is
important to learning. If a student does not believe that the
classroom is a safe place, she will possibly learn little in it.

Equivalently, if she does not have positive attitudes about

18



Equivalently, if she does not have positive attitudes about
classroom tasks, she probably will not put much attempt into
them and consequently her learning will suffer.

A basic focus of effective instruction, is establishing positive
attitudes and perceptions about learning.
Dimension 2: Acquiring and Integrating Knowledge

Helping students obtain new knowledge, unifying it with

~what they already know, and keeping it, is an important aspect of
learning. When content is new, a teacher’s instructional planning
must focus on strategies that will help students relate new
knowledge to previous one, organize the new knowledge in
‘ meaningful ways, and make it part of their long - term memory.
For example, a teacher might help students relate the new
information to what they already know by suggesting that they
construct an outline or a graphic representation of the new
information. And he might help students store information in long
- term memory by guiding them through the creation of images
répresenting the important aspects of the new information.
Dimension 3 : Extending and Refining Knowledge

Learners should extend and clarify their knowledge, adding
new distinctions and making further connections. They have to
analyze what they have learned in more depth while extending

and refining their knowledge. Learners frequently involve in the
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following activities :-

eComparing. o(Classifying. eMaking inductions.

eMaking deductions. eAnalyzing errors.
¢(Creating and analyzing support.

e Analyzing perspectives. e Abstracting.

When addressing this dimension, teachers need to consider two
important planning questions :
eWhat information is important for students to extend and
refine?
eWhat strategies and activities will be used to help students
extend and refine their knowledge?
Dimension 4 : Using Knowledge Meaningfully
Cognitive psychologists tell us that the most effective learning
occurs when students are able to use knowledge to perform
meaningful tasks. Planning instruction, so that students have the
opportunity to use knowledge meaningfully, is one of the most
important decisions a teacher can make. In this dimension of
learning model, there are five types of tasks that encourage the

meaningful use of knowledge :-

20



e Decision making. e [nvestigation.

¢ Experimental inquiry. e Problem solving.

e Invention.

A few questions a teacher might think about to identify
significant issues for the task of investigation. These include the
following :

o[s there an unexplained issue about how something occurred
or why it occurred ? (historical investigation).

o[s there an unexplained issue about what would happen if ... or
what would have happened if ..... ? (projective investigation).

eHow many issues will be considered?

~ «Who will structure the task? (students should identify the issues

they want to deal with in their projects. However, teachers must

provide structured activities to help students learn how to

B identify and carry out the five dimensions).

eWhat types of products will students produce?

To whaf extent will students work in cooperative groups

Dimension S : Productive Habits of Mind

This dimension is the most important one. It concerns the use of
productive habits or mind-habits which help students to be
creative, and self-regulated thinkers. Developing mental habits

which will enable individuals to learn on their own whatever they
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~want or need to know at any point in their lives, is probably the
most important goal of education. Some of these habits of mind
include :-
eBeing clear and seeking clarity.
eBeing open-minded.
eRestraining impulsivity.
eBeing aware of your own working.
eEvaluating the effectiveness of your actions.
ePushing the limits of your knowledge and abilities.
eEngaging deeply in tasks even when answers or solutions are
not immediately apparent.

This dimension of the learning model guided teachers to specify
questions that they should consider in their planning in order to
develop productive habits of mind in their students. Among these
questions we could mention the following :-

eWhich mental habits should be emphasized in this unit?
eWhich mental habits will be introduced?
eHow will the mental habits be reinforced?
It is important to realize that the five dimensions of learning do
“not operate in isolation, but work together in the manner shown in
figure 1. This figure illustrates that all learning takes place against
the backdrop of the learners attitudes and perceptions (dimension

1) and her use (or lack of use) of the productive habits of mind

22



(dimension 5). If a students has negative attitudes and perceptions
about learning then she will learn little. On the contrary, if she
has positive attitudes and perceptions, she will learn more, and
consequently, learning will be easier. Similarly, when a student
uses productive habits of mind, she facilitates her learning; when
she doesn’t use productive habits of mind, she delays her
learning. Dimensions 1 and 5 are always factors in the learning
process. This is why they are part of the background of figure 1.
Given that proper attitudes and perceptions are in place, and
productive habits of mind are being used, learning is a matter of
acquiring and integrating new knowledge (dimension 2). Usually,
the learner extends and refines knowledge as he acquires and
integrates it. This is why the circle representing (dimension 2)
overlaps the circle representing (dimension 3). While these two
types of learning are going on, the learner should also be using

knowledge to round out the learning process.
The most effective learning is a product of the interaction of

these five clear types of thinking that we call the dimension 3 of
learning (Marzano, Pickering, & Mc Tighe, 1993).
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Why Do We Need to Change the Traditional Forms of
Assessment?

The last decade has witnessed a growing recognition of the need
for significant changes in educational assessment (Shepard,
1989). Three factors that contributed to the demands for
assessment reform. These are: (1) The changing nature of
educational goals; 2) The relationship between assessment and
teaching and learnin; and 3) The limitation of current methods of
recording performance and reporting credit (Marzano et al,
1993). The following is a brief presentation of each of these

factors.
The Changing Nature of Educational Goals
The reform movement has been started in the 1990’s. It is
directed toward more sophisticated goals and higher standards
(Marzano et al., 1993). |
Marzano et al,, (1993) identify a board array of both academic
and non academic competencies as necessary for the modern
society.

These include but not limited to :

eCreative thinking. eDecision making.

eProblem solving. o] earning how to leamn.

eCollaboration. ¢Self management.
Figure 1

Dimension of Learning Model
Source : Marzano , R., (1992) .p.16
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Figufe 1
Dimension of Learning Model
Source : Marzano , R., ( 1992) .p.16
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Spady (1988), an advocate of outcome based education,
argues persuasively that educators must expand their target to
include outcomes that relate to lifelong learning. Redding (1991)
identified five lifelong outcomes and their related abilities. These
are the following - |
Outcome 1 : A self - directed learner

eSets priorities and achievable goals.

*Monitors and evaluates progress.

Creates options for self,

* Assumes responsibility for actions.

Creates a positive vision for self.

Outcome 2 : A collaborative worker

iMonitors own behaviour as a group member.

*Assesses and manages group functioning.

eDemonstrates interactive communication.

eDemonstrates consideration for individual differences.

Outcome 3 : A complex thinker

*Uses a wide variety of strategies for managing complex issues.

eSelects strategies appropriate to the resolution for complex
issues.

e Applies strategies with accuracy and thoroughness.

e Accesses and uses topic - relevant knowledge.

Outcome 4 : A quality producer

25



*Creates products to achieve his/her purpose.

*Creates products appropriate to the intended audience.

eCreates products that reflect craftsmanship.

eUses appropriate resources.

Outcome 5 : Community Contributor

eDemonstrates knowledge about his or her diverse communities.
eTakes actions.

eReflects on role as a community contributor,

Educators are seeing the need to identify standards for the
outcome that relate to lifelong learning. They also have
recognized that current assessment do not adequately address
these standards and outcomes.

Standardized tests require students to recall or recognize
isolated bits of information. They rarely ask students to apply the
information, and they almost never require students to exhibit
proficiencies in the higher forms of cognition, such as complex
reasoning and self directness (Marzano & Costa, 1988). These
shortcomihgs make it clear that new approaches to assessment are
needed if we are to satisfactorily assess students ability to meet

the lifelong learning standards (Marzano et al.,1993).
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The Relationship Between Assessment and the Teaching and
Learning Process.

A second factor contributing to the need for assessment reform
involves the relationship between assessment and the process of
teaching and learning. Behavioral theories that characterize
learning as the collection of various skills have given way to a
conception of learning and teaching based on cognitive
psychology. Shepard (1989) summarizes this shifting in
conception of the learning process saying: The notion that
learning comes about by the accretion of little bits is out moded
learning theory. Current models of learning based on cognitive
psychology contend that learners gain understanding when they
construct their own- knowledge and deVelop their own cognitive
maps of the interconnections among facts and concepts ( pp5-6).

This cognitive view calls for an active, constructive apprbach to
learning in which the whole is more than the sum of parts. This
holistic view of learning is reflected in contemporary instructional
methods such as integrated language arts, problem solving and
cooperative learning. If learning accrues in a holistic fashion,
then assessment too should be able to provide holistic
information, not just bits of information. Conventional selected -
response test format (e.g. multiple choice, true/false, matching)

are quite narrow in their focus. They provide only a snapshot
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picture of learning. It is generally inadequate to reveal in any
comprehensive way what students know and can do (Marzano et
al.,1993).

The Limitation of the Present Way of Recording

Students Performance and Reporting Credit.

A third factor driving assessment reform is the way in which
achievement data are recorded and reported. Critics point out that
the current methods do not provide meaningful feedback about
student performance (Marzano et al., 1993).

At classroom level, grades are the most common means of
reporting student’s performance. Course grades are usually
calculated by averaging the results of various measures.
Unfortunately, this approach can result in a twisted picture of a
student’s true proficiency, because strengths and weakness are
masked by the process of averaging. Moreover, the grade by itself
fails to suggest ways for students to improve their performance
(Graves, 1990).

The Role of the Standards.

Assessment equals setting standards that we want our
students to perform at, and help them to reach those standards.
Applebee (1984) recommends that the teacher’s role needs to shift
from an evaluator to a cooperator.

Standards-based education is a rapidly growing movement
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within the larger movement of educational reform. Standard -
based education calls for a clearer identification of what students
should know and be able to do (Wolf, 1989).

Assessment Standards Linked to the Five Dimensions of
Learning (Lifelong Learning Standards).

There are five categories of lifelong learning standards which
are relevant to performance - based assessment and particularly
corresponding to the dimensions of learning frame work
| (Marzano et al., 1993).

Category 1 : Complex thinking standards.
This category contains two standards :-

e Effectively uses a variety of complex reasoning strategies.

 Effectively translates issues and situations into manageable

tasks that have a clear purpose.

Recently, there has been strong interest in enhanciﬁg the
complex reasoning abilities of students. There have been many

| attempts to identify the various complex réasoning processes

“humans engage in. Here are thirteen of the commonly identified

processes :
eComparing. o(Classifying. eInduction.
eDeduction. eError Analysis. eConstructing Support.
e Abstracting. e Analyzing perspectives. eInvention.

eDecision making.  eInvestigation.
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approaching issues and situations. The reasoning processes are

ways of answering questions related to dimensions 3 and 4.

Table 1 contains examples of such questions.

Students can show that they have met the second standard by

translating specific issues and situations into questions like these

in table 1, and then answering such questions.

Table 1 and 4 Related Questions to the Reasoning Process of

Dimensions
Questions Reasoning Process | Dimension

How are these alike? How are they different Comparing 3
What groups can I put things into? What are the rules Classifying 3
governing membership in these groups?
What conclusions/generalizations can you draw from Induction 3
this, and what support do you have for these
conclusions? What is the probability of this happening,
and what support do you have for this conclusion?
What has to be true given the validity of this principle? Deduction 3
What is the proof that this must be true?
What’s wrong with this? What specific errors have Error Analysis 3
been made? How can it be fixed?
What is the support for this argument ? What are the Constructing 3
limitations of this argument? Support
What’s the general pattern of infhere?Where else does Abstracting 3
this apply? How can the information be represented in
another way( graphically , symbolically)?
What do you think about this issue? On what do you Analyzing 3
base your opinion? What is another way of looking at Perspectives

the issue?

30




What/whom would be the best or worst? Which one

has the most or least?

Decision making

What are the defining characteristics? Why /how did
this happen? What would have happened if .....7

Definitional,
Historical, and
Projective

Investigation

How can I overcome this obstacle? given these

conditions, what should I do to accomplish the goal.

Problem Solving

What do I observe? How can I explain it? What can I Experimental
predict from it? Inquiry
How can this be improved? What new thing is needed Invention

here?

Source : Marzano et al., (1993), p:24

Category 2 : Information processing standards

This category contains four standards :-

eEffectively uses a variety of information gathering

techniques and information resources.

eLEffectively interprets and synthesizes information.

e Accurately assesses the value of information.

eRecognizes where and how projects would benefit from

additional information.

Complex tasks involve gathering and processing information
from different sources. For example, reading, interviewing and
direct observation. One important standard is the ability to

effectively use variety of information gathering techniques and

information resources.
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The second important standard is the ability to interpret and
synthesize information. Interpretation and synthesis include both
explicit and implicit information. One example of a task that test
student’s ability to meet this standard is asking them to identify
the main ideas and supporting details of an essay.

In addition, learners must be able to accurately determine
whether the information gathered is relevant to this task. This
decision requires a sensitive understanding of both the nature of

the task and the nature of the information. Therefore, the third

standard is to assess the value of specific information to the
completion of a given task. |

The final standard in this category requires students to be able
to determine whether their information base is sufficient to the
task. If no, they should seek new information. To show their
ability to meet this stahdard, student must have the opportunity to
work on projects over long periods of time, so they can
continuously evaluate whether they need more information to
complete a particular segment of the project.
Category 3 : Effective communication standards.
 After completing a task, learners usually must communicate to
others what they have learned. The following are standards

concerning effective communication and production:-

32



eExpresses ideas clearly.

eEffectively communicates with diverse audiences.
eEffectively communicates in a variety of ways.
oEffectively communicates in a variety of purposes.
e(Creates quality products.

When the product is completed students must express their
ideas clearly by any means of communication. Whether a written
essay, an oral report, an audio taped report, or the like; ideas must
be presented with a clear main point and the appropriate
supporting details, in order to meet the first standard in this
category.

The second standard of effective communication is the ability
to communicate with diverse audiences. Whereas a primary
student might be able to communicate with parents and teachers
only, ahigh school student should be able to communicate with a
wide span of audiences.

Effective communication meets the standard of communicating in

a variety of ways such as :-

¢QOral reports ePanel discussion eDebates
eWritten reports oQutlines eSlide shows
~eVideo tapes eGraphic representations

Effective communicators must be able to communicate for a
variety of purposes. For example, to inform, to persuade, and to

develop questions.
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Finally, effective communicators meet the standard of creating
quality products. They should know the criteria for the product
they are creating and make sure the products meet those criteria,

Category 4 : Collaboration/Cooperation standards.

Four standards could be conceptualized concerning effective
collaboration and cooperation. These are :-

*Works toward the achievement of group goals.
sEffectively uses interpersonal skills,
*Contributes to £roup maintenance.
*Effectively performs a variety of roles.

The ability of working toward a group goal requires a person to
make responsibility to the group goal and effectively carry out
assigned roles. Learners who are skilled at collaboration and
cooperation can meet the first standard.

Interpersonal skills means participating in group interactions
with no prompting, and expressing ideas and opinions in a
‘manner sensitive to the feeling and knowledge base of others. To
meet the second standard, the learner must know how to enable
her fellow group members through interpersonal skills.

The third standard involves identifying changes necessary in
the group process, and then working to carry out those changes.
The individual skilled at collaboration and cooperation
contributes to keeping the group on track.

Within a well - function group, members should play variety of



roles. Some members are information gatherers, others are
facilitators and so on. Effective collaboration and cooperation,
means meeting the standard of effectively performing a variety of
roles in a group.

Category 5 : Habits of mind standards.

Researchers in the field of cognitive psychology have found
that human beings have the ability to control their own behavior
even their own thought processes by using effective habits of
mind (Marzano & Costa,1988).

Zimmerman (1990) places the effective habits of mind in three
broad categories. Self - regulation, critical thinking and creative
thinking. Marzano et al., (1993) identified standards for each of
these areas as follows :-

- Self - regulation

A)ls aware of own thinking.

B)Makes effective plans.

C)Is aware of and uses necessary resources.
D)Is sensitive to feedback.

| E)Evaluates the effectiveness of own actions.

- Critical thinking

A)ls accurate and seek accuracy.

B)Is clear and seek clarity.

C)Is open minded.

D)Restrains impulsivity.
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E)Takes a position when the situation warrants it.
F)Is sensitive to the feelings and level of knowledge of others.
- Creative thinking
A)Engages intensely in tasks even when answers are not
immediately apparent.
B)Pushes the limits of own knowledge and abilities.
C)Generates, trusts, and maintains own standard of evaluation.
D)Generates new ways of viewing a situation outside the
boundaries of standard conventions.
It should be noted that the general category of habits of |
mind also constitutes dimension 5 of the dimensions of learning

model.

Performance Assessment and Performance

Tasks.

Performance - based assessment differs from traditional test
scoring where students are usually compared to each other.
Instead performance assessment is criterion based.

Performance assessment engages the student in tasks that show
connections between schools and life ; and thus makes testing
authentic and meaningful. Performance assessment requires
students to use higher levels of thinking rather than recall facts
(Graves, 1990).
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In order to accomplish performance - based assessment we need
to have performance tasks; which require an extended period of
time to complete. Most tasks students are asked to perform in
school are short - term in nature. Research indicates that most
classroom tasks can be completed in a single thirty to sixty
minutes period (Doyle, 1983). Research and theory tell us that the
“deepest” type of learning occurs when learners have time to
engage themselves in increasingly more sophisticated types of
investigation and explanation of the content (Jaques, 1985). These
kinds of tasks cannot be completed in a single class
Performance tasks require students to construct new
knowledge. Most of the tasks students are now asked to complete
have one correct answer which is often a Single piece of
information. Even writing a paragraph in response to a question

does not require students to constnew knowledge.
How to Construct Performance Tasks.

Performance tasks are presented to students as part of regular
classroom instruction. The key to using the tasks to assess
students ability to meet identified standards lies in constructing
the tasks to explicitly include selected standards. Marzano et al.,
| (1993) suggest the following steps for constructing performance
tasks that is compatible with the dimensions of learning

framework:



Step 1 : Identify contentstandards that will be included in
the task.

A basic assumption underlying the construction of performance
tasks is that they include important content standards. Content
standards are statements of high - level published and planned
knowledge. Ideally, a school or district will have identified
content standards, so that individual teachers do not have to create
all of them.

Step 2 : Structure the task around one of the complex
reasoning process in dimensions 3 and 4.

The complex reasoning processes in dimensions 3 and 4 are the
heart of both the dimensions of learning model, and the
performance tasks. When first constructing a performance task, it
is helpful to use one of these reasoning processes to frame the
task. | |

The guiding principle when developing a performance task is to
select the reasoning process that most strongly emphasizes the

content information.

Step 3 : Write a first draft of the performance task, the
combining information identified in step 1 and 2.

Constructing an effective performance task is much like
crafting a well written composition. The student must take
description of the task through a number of drafts to achieve

excellence.
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Step 4 : Identify standards from the information processing
category to include in the task, and revise the task to make
these standards explicit.

Almost any performance task will require students to collect

and  process information, often from multiple sources.
Consequently, such tasks are perfect tools for gathering
assessment information for the standards in the information
processing category.
Step 5 : Identify standards (if any) from the habits of mind
category and the collaboration/cooperation category included
in the task, and revise the task to make these standards
explicit.

If a teacher wants to gather information regarding one or more
of the standards in the habits of mind category, the collaboration/
cooperation category, or both these categories, she should make
those standards explicit in the task.

Step 6 : Identify specific standards from the effective
communication category and build them into tasks.

Every performance task results in some type of communication
or product, the standards for which are part of the effective
communication category. To ensure that information is gathered
~on the selected standards in this category, teachers should revise

the performance task to make the standards explicit.
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Rubrics for Scoring Performance Task.

Performance tasks do not have a single correct answer, there are
a variety of ways to successfully complete them. Consequently,
student’s performance of the tasks must be judged by one or more
persons guided by well defined criteria.

The vehicle used to guide human judgment is a scoring rubric;
which means an authoritative or established rule. A scoring rubric
consists of a fixed scale and a list of characteristics describing
performance for each ofthe points on the scale. Because rubrics
describe level of performance, they provide important information
to teachers, parents and others interested in what students know
and can do (Marzano etal ., 1993).

When teachers prepare the rubrics, students must know them
so they become aware of the standards on which they will be
assessed and the level of performance expected from them.
Appendix B (Page 162) presents rubrics for specific tasks.
Portfolios in Performance - Based Assessment.

One way of applying performance assessment is using
portfolios. Portfolios have received an increasihg amount of
attention not only as a way of documenting student learning, but
also as a tool for changing instructional practices. Benefits
presented have included students taking more responsibility for
their own learning by assessing their own work, learning and

assessment being viewed as a developmental process that occurs
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over extended periods of time, and the encouragement of learning
activities that are consistent with current notions of how people
learn and what is worth learning (Camp, 1990).

A portfolio is a collection of work carefully selected from every
thing the student produces. It is a process where students review
and assess their own work to show progress overtime (Wolf,
1989).

In aperformance - based assessment system, portfolios include
“physical evidence” of students ability to meet the content

standards and lifelong learning standards ( Marzano et al .,1993).

Portfolio Characteristics. |

Portfolios used for assessing knowledge acquisition and skill
development is the educators response to the need for an
assessment instrument, which is authentic and in keeping with
new instruction strategies and the latest research in léarning
(Graves, 1990).

Portfolio - based assessment is authentic in that it uses work
samples prepared by the students to assess their knowledge
acquisition, skill development, and learning needs. The portfolio
process encourages dialogue and collaboration. Portfolios are the
educator’s tools to directly and actively involve students in their
own learning. The real value of portfolios as an assessment
instrument is demonstrated as students reflect upon and analyze

personal progress and development overtime (Wolf, 1989).
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In comparison to other types of assessment Camp and Murphy
(1990) reported that portfolios provide students with : (1) Control
over writing; (2) Opportunity for reflection; and (3) Self
assessment of the pieces of writing, the processes they used in
writing, their development overtime, and an appreciation of
themselves as writers.

Portfolios represent a philosophy that demands that assessment
be an integral component of instruction. Portfolios possess an
interactive nature in that teachers and students interact with each
other, collaborating in order to maximize the benefits of
instruction and learning (Wolf;1989).

Portfolios demonstrate a record of student growth. A portfolio

can provide documentation on a student s language development.

Instead of taking a snapshot of student progress, the portfolios
collect a body of work students, teachers, and parents can analyse
to determine growth and achievement (Camp, 1990).

Finally, portfolio assessment provides more connection
between instruction and assessment, gives English as a Foreign
Language (EFL) students more time to generate ideas and proof
read carefully, and allows teachers more voice in their students

outcome (Maya & O ‘Malley, 1994).
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Portfolios and the Writing Skill.

Students benefit from learning activities in group learning
which they form groups of reading, writing, and listening to one
another’s writing (Applebee, 1984). Students learn best when they
ére actively involved.

Portfolios unlike other assessment, allow students to use the
writing process, study the context of writing, and evaluated a
range of student writing (Camp, 1990). Portfolio collects writing
over a period of time and demonstrates the depth and width of
- student work. Along with several pieces of writing, most portfolio
designs include a self evaluation of the student’s growth in
writing (Wolf,1989). Moffett & Wagner, (1976) suggests students
be evaluated upon the writing folders rather than individual pieces
so parents, students and teachers could consider features and
styles in the writing rather than to assign a grade.

Portfolio assessments, unlike a writing sample, shows range

and depth in student‘s work (Wolf, 1989). Camp (1990) proposed

five elements of student writing to be reflected in the portfolio
that were not a part of other assessments. These are : (1) What
they had done well in writing; (2) What was valued in the writing;
(3) Goals and interests expressed in writing; (4) Awareness of
strategies and processes; and (5)What they understood about their

writing.



Portfolios and EFL.

In a written language portfolio the view that assessment must
meet three conditions is adopted. First, assessment should focus
on skills that are believed to be important to instruction. Therefor,
learning to use evidence to support an argument should be a target
of assessment and this can be done by assessing (EFL) writing
skills.

Second, assessment should contribute to instruction and
learning. To satisfy this, a rethinking of assessment is required. If
assessment 1s tended to contribute to instruction, it cannot only
occur at the end of a unit or a semester. Assessment must be a
continuous process. It also must provide information that forms
the basis for instructional decisions. Unfortunately, most
traditional forms of assessment do not give such information. In
the common assessment approach, students responses are marked
as correct or incorrect and the students score is the sum of correct
answers. There was no information about how the student sees the
problem, what the student knows about the content being tested,
and where difficulties faced by the student may lie. On the
contrary, assessment in a portfolio process provides the type of
information that will support a conceptual change in learning
environment. In this view students are not simply receivers of
assessment information, but are themselves active participants in

the assessment process itself.
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Third, a written language portfolio assessment ought to inform
an educational institution about how the language program is
functioning. Rather than simply asking whether students are
scoring high or low, it is important that assessment provides
information about what opportunities students have in language,
where they are succeeding and where they are having difficulty

( Maya & O‘Malley, 1994).

Justifications for Using Portfolios in EFL

Portfolio assessment in EFL program is essential for many
reasons. Among which are the following :-

First, the limitation of single measure assessment. Whereas
standardized tests serve a purpose in education they are neither
reliable nor sufficient. Many educators admitted that any single
score, whether it is a course grade or a percentile score from a

norm referenced test, almost always fails to accurately report

student overall progress  (Flood & Lapp, 1989, P:509). Portfolio
advocators argue that student’s classroom work and their

reflections on that work provide a richer and true picture of
student’s competencies compared with traditional or other
demanding assessment.

Second, the different aspects of language proficiency make it a

complex construct to be assessed by traditional assessment

processes.
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Finally, the need for adaptable assessment techniques in the
EFL classroom where linguistic, cultural, and educational

diversity are easily addressed in portfolios assessment that is

because portfolios can be individualized (Maya & O‘Malley,
1994).

Summary of the Theoretical Background

The literature on the dimensions of learning model implies some
significant changes in the nature and function of schooling. For
example, if we want our students to engage in complex tasks in
which they will use knowledge in meaningful way (dimension 4) ;
and 1f we want them to produce such higher level of mental skills
as being aware of their own thinking (dimension 5) ; then our

methods of assessment must surely be changed. Most of today ‘s

assessment make no attempt to measure such behaviours ; they
are not linked to the kind of learning we want to see (Marzano,
1992).

What we now know about learning indicates that assessment
and learning are closely tied. Assessment has both a direct and
indirect effect on learning. Assessment directly affects learning in
that it produces the essential feedback for effective learning. It
indirectly affects learning in that instruction is turned toward what
is assessed; and obviously, what is taught affects what is learned

(Marzano et al ., 1993).
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Portfolio assessment, and performance - based assessment in
general, have become a cornerstone of reform assessment
(Graves,1990). The reasons for using these forms of assessment
to support instructional practice are clear : they engage students in
tasks that are more comprehensive and which correspond with
goals and standards of the educational process in general; they
provide detailed evidence about student thinking that enables
more specific instructional decision making; they encourage
students to take an active role in their own assessment and share
the responsibility for learning (Camp, 1990).

To sum up, this study is based on the following five basic
assumptions :-

1.Instruction must reflect the best of what we know about
how learning occurs.

2.Learning involves a complex system of interactive
processes that includes five types of thinking (The Five
Dimensions of Learning).

3.The first intermediate curriculum should include teaching
of higher level attitudes, perceptions, and mental habits that
facilitate learning.

4.Assessment should be part of the instruction process and
focus on students use of knowledge and complex reasoning

rather than on their recall of low - level information.
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REVIEW OF RELATED STUDIES

Authentic assessment is a current move in evaluation, even
though, it has motivated educators widely, and much has been
written about it. Unfortunately, the empirical investigation
research to examine its productivity is very limited. The

following is a presentation of the research endeavor in this field.

Numerical grading is the most popular grading system. This
was the finding indicated by Yang (1995) who examined the

academic grading policies in Texas school districts.

On the other hand, this system Waé opposed by Huang
(1995) through his investigation regarding the grading procedure.
In his findings the majority of respondents reported that the
student who takes a second test (re -test) receives the original
grade. Moreover, many of the policy documents indicate that a
re-test grade of no higher than 70 can be recorded. Accordingly,
the participants of the study suggested changes to the current

grading system including the use of alternative/ authentic
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assessment, various sources/determinants of grades, and a
consistent and uniform grading policy across grade levels and
across school districts.

On the same line, Franklin (1995) believes that there should be
an appropriate assessment measures in his study. The researcher
developed a survey of 46 items. The qualitative analysis of the
data revealed that all who completed the survey used standardized
measure, but valued authentic assessment more Most teachers
indicated that they used authentic assessment more often. They
believed that authentic assessment requires more proficiency in
order to be more realistic. In addition they indicated that they
‘used them more often to evaluate students performance on
educational outcomes, and to evaluate their own teaching.

More supporting studies for the authentic assessment system
comes from Zimmerman (1992). The study aimed at comparing
the use of standardized test and authentic assessment regarding
student progress and achievement in art education. The
conclusion showed that authentic assessment is a powerful

measure of student achievement and teaching effectiveness.
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Furthermore, The National Center for Fair and Open
Testing (1992) reported, that authentic assessment can provide
more information than any multiple - choice test possibly could.
Moreover, it reported that authentic assessment approaches are
widely used in evaluating writing. Similar approaches are being
developed with open ended mathematics questions. Authentic
assessment are also being devleloped for science, history, social
studies, and reading.

In addition to the former study, the following investigation was
done in the Center for Reading and Language Studies (Farr &
Green,1993) at Indiana Universify. The Educational experts were
assembled to investigate the validity of performance based
assessment for determining the achievement of high school
students in reading, writing, and mathematics. The Indiana
performance assessment that materialized from this project were
subsequently used with over 5,000 students. Of the ten holistic
assessments  developed, six integrated mathematics and
communication skills. Given pilot testing constraints, student
performance on these assessments was acceptable, and reliable
increases in performance were seen from grade nine through
grade eleven. The project successfully assessed over 5,000

students while conducting a survey and demonstrated that
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performance assessment is feasible on a large scale. The study
indicated that both students and educators understand, or at least
sense, the limited perspectives of much standardized testing, and
welcome assessment in an integrated and authentic way.

A practicum was developed by Scott (1992) for the purpose
of broadening and strengthening classroom assessment of the
student’s ability to read and write development in a third grade.
Goals were to implement authentic assessment techniques, to
involve both students and parents in goal setting and ongoing
evaluation processes, and to develop writing portfolios exhibiting
a wide range of student performance. A staff survey was
administered comparing standardized tests to course content
being implemented; a survey was conducted among third grade
parents to ascertain their performances for report cards or
conferences, as well as their evaluation of the effectiveness of
conferences. Frequent conferences were held with parents to set
goals for, and report progress on students achievement. Scaffold
conferences were implemented with individual students on a
regular basis to review goals and progress. Steps in the writing
process were modeled. A variety of authentic assessment tools
were implemented, including the portfolio and observation

approaches. Several portfolio workshops and alternative
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assessment presentations were given at district, country and state
levels. Results of the practicum were positive. Analysis of data
revealed that the authentic assessment methods monitord through
Scaffold conferences taught students to assume increased
responsibility for their own learning programs. More regular
conferences between parents and teachers, plus the
implementation of a criteria based report card, created more
meaningful dialogue about the educational program and
individual student progress.

Meisenheimer (1996) examined the critical attributes of
teachers who have become participants of aufhentic assessment,
and compared identified characteristics of authentic and
traditional assessors. The instruments to be used were designed
based on a review of the literature and previous works by Dir.
Richard Stiggins and Dr. Robert Wilson. A Classroom Testing
Questionnaire identified teachers who scored at the extremes in
terms of testing practices which identified them as authentic or
traditional assessors. An In - Depth Interview Questionnaire
délineated the att’ributes and supporting factors of the school
which enabled the authentic assessment to shift their paradigms

from traditional assessment to authentic measures.
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The participants of the study were ninety - five teachers in three
suburban high schools in Lake County, Illinois with similar
enrollments and varying socioeconomic levels .

Authentic assessors were more likely to be found in the fields
of English and social studies. The In-Depth Interview
Questionnaire revealed that authentic assessors were found to
differ from traditional assessors in four areas : Professionalism,
collegiality, philosophy and support systems. Professionalism was
defined as on going education in graduate courses and attendance
at ’workshops and conference presentations, publications, and
administrative  positions.  Collegiality ~was evident by
collaborative curriculum writing, shared lesson presentations, and
active mentor relationships. Philosophy was defined as the ability
of authentic assessors to articulate ways in which their instruction
and assessment practices had been influenced through
professional readings, and the active role of students in the
designing and scoring of assessments. The support systems of the
school which enabled teachers to become authentic assessors
including a climate which supported experimentation, the
opportunities for teachers empowerment, and financial support

for staff development and curriculum writing,
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The main instrument used for applying authentic assessment is
the portfolio procedure. Many studies adopted this instrument for
evaluating the development of the learning process. Andrews
(1994) examined the instructional uses of literacy portfolios.
Analysis of data suggests that when literacy portfolios became a
routine and integral part of the school day, assessment and
instruction changed in the following important ways : (1)
assessment and instruction were organized around student needs,
not curriculum plans ; (2) teachers and students acted as co-
investigators in the learning process, sharing responsibility for
assessment and instruction ; (3) natural and readily available
context emerged for modeling and practicing effective reading
and writing strategies ; (4) literacy performance was documented
by explicit of success in reading and writing, leading teachers to
acquire a keener view of student need; (5) teachers and students
engaged in routine self - reflection led to continuous goal - setting
and self monitoring by both teachers and students. Beane (1995)
assured that practicing and promoting student assessment teaches
students to assess ; (6) the information enhanced communication
among all stakeholders involved in instructional planning ; (7)
portfolios increased teacher’s awareness of the instructional

needs of both high and low performing students.
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The data also indicate that in order for portfolio to promote
.change in assessment and instruction in these ways, certain
conditions were necessary. These include : (1) congruence
between the teacher’s belief system about how children acquire
literate behaviors and a view of assessment as a dynamic,
collaborative process; (2) willingness to assume a risk - taking
stance, providing students a voice in assessment and instructional
decision - making, and sharing with colleagues ; (3) opportunities
for and willingness to fully participate in professional
development collegial exchanges, and necessary instructional and
- assessment changes.

In searching for an improvement in student writing and
attitudes  towards writing through performance - based
assessment, a practicum was done by Marchesani (1992). This
kind of assessment featured peer and teacher conferencing,
holistic grading, and publication of material written by students.
The practicum involved seventh and eighth graders and five
teachers who established all aspects of the writing process from
prewriting to evolution. The 12 - week writing program included
all four types of writing, provided folders for all students,

outlined procedures for peer and teachers conferencing,
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conducted summative evaluations among teachers, enacted a
letter - writing project among students, arranged for the collection
and sealing of student folders for teacher assessment in the next
academic year, and conducted summative evaluation surveys at
the conclusion of the program. Analysis of the survey and
~evaluation of teacher  discussions revealed a cohsiderable
increase in student participation in writing as well as an improved
attitude by the students about writing. Overall teachers and
students create a more positive outlook about writing in general
and of portfolio assessment in particular.

Another study by Stroble (1993), describes ways in which the
content and assessment standards for Kentucky student portfolios
enable students to achieve success under the Kentucky Education
Reform Act. Analysis of data shows that portfolio assessment
criteria, rubrics, and student benchmarks communicate high
standards.

Murphy (1995) concluded  from the development of the
Portfolio Assessment Model, that portfolios must.be designed to
answer the specific needs of the learners who will be preparing
them. Portfolios can be designed to address district and state
goals or mandates. A learning environment which support each

component of the portfolio process must be created.
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Murphy (1995) indicated that portfolio assessment is authentic
in that it uses work samples prepared by students to assess their
knowledge acquisition, skill development, and learning needs.
The portfolio process encourages dialogue and collaboration.
Portfolios are tools educators have available to them to directly
and actively involve students in their own learning. He pointed
out that the real valué of portfolios as assessment instruments is
demonstrated as students reflect upon and analyze personal
progress and development over time.

Hoeft (1994) investigated the use of portfolios in evaluating
student learning. The findings indicated the following : (1)
portfolios provide students with tangible evidence of their
learning ; (2) teachers ° roles become those of researchers,
constructive evaluators, and advocates when using portfolios ; (3)
students take ownership and assess their own work when given
the opportunity to select work for their portfolios ; and (4) parents
develop a deeper understanding of their children's growth and
progress when teachers use portfolios.

Normandale (1995) established a model for a system of
~reporting drama progress to students, parents, teachers, and
administrators. This was done by using authentic assessment

criteria such as observation of student behaviors by the teacher,

57



the student, and peers, as well as interviews, performance
samples, and work products to address the communication of
skill  development, progress, student strength and student
weakness in drama.

Evaluation of the profile report was completed on five levels :
the student, the teacher, the parent and the school administration,
present, and past. The response from all parts was highly
favourable, with the student offering thoughts that the profile
reports were welcomed highlights that assured them of things
they were doing well, as well as pointing to areas where
additional work was needed. Students saw' the possibility of
transferring the profile report to subject area other than drama,
and wondered why the system could not be used there. Parental
response was also positive, with parents appreciating the detailed
feedback that the profile report provided.

The most complicated field to be assessed authentically is
language acquisition. Unfortunately, seldom studies have been
conducted on this issue. James (1995) designed a practicum to
develop performance-based assessment tools to document
‘language arts achievement for use in eighth - grade language arts
classes. Two language arts classes participated in the program for

an entire school year maintaining a writing portfolio and a record
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- keeping portfolio. Analysis of data revealed that portfolio
assessment could be developed for use in evaluating student
growth in all areas of language arts.

In- McRobbie’s (1992) study, the researcher overviewed the
outcomes of his country’s educators with their portfolios. He
ended up with the following conclusion i.e : although portfolios
can be adequate in any subject, they are used mostly in teaching
English, language arts and writing. Portfolios can: 1) function as
a teaching tool and an assessment medium; 2) empower students
~and teachers; 3) convey to students that development matters; 4)
help teachers see how students think; 5) encourage teacher -
student collaboration; 6) help validate different learning
approaches; 7) help prepare students for adult life; 8) promot self
assessment; 9) foster professional development; and 10) promote
action research.

Portfolio work 1is one aspect of the authentic assessment,
another aspect shown in this study was the use of self assessment.
The idea of self assessment is not a current one. Educators
suggested that students were able to give an accurate assessment
of their abilities with the language and that the self assessment
process was particularly relevant in more informal language study

settings, especially for adult learners (Mcclelland, 1997).
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Mcclelland’s study (1997) emphasized on high school English
students who developed writing portfolios and conducted writing
self assessment. The study resulted out that the students after
completing the nine weeks sessions were efficiently able to assess
their own writings, and were able to develop their writing
activities. Moreover, they were aware of their improvements
through out their involvement in the writing process activities’
workshop.

Beane study (1995) described classroom enviroments that
encouraged students to reflect on their pérformance, and
addressed the utilization of content and assessment language as
tools for implementing assessment of student work. The data
included regular classroom observations, weekly teacher
interviews, selected student interviews, and review of relevant
documents: student peer and self assessments, teacher
assessment, and actual student work. A number of findings
emerged from Beane’s study. The most important ones were that
communicating expectations increases engagement with learning,
engaging students in relevant experiences gives meaning to
learning, engaging experiences in las a process of planning and
revision impperformance quality, promoting ownership increases

student investment in the processes and products of learning, and
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practicing assessment teaches students to assess.

Conclusion

Mostly, all the reviewed research proved that authentic
assessment is an efficient method, that could be used to get
reliable data on the process of learning development. Despite the
paucity of studies on language acquisition using authentic
assessment, approximately all of the studies aimed on studying
the effects of the authentic assessment in learning English
language skills in general, or English as a mother language.
Unfortunately, none was done on the teaching of English asa
Foreign Language writing skill in particular. This was

accomplished by this study.
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METHODOLGY

In this study a qualitative approach is used for collecting data
on students’ growth in  EFL  writing skill, and portfolio
assessment was adopted. |

The qualitative method is used, in order to fulfill the
researcher’s desire for knowing and understanding why students
are not doing well in EFL writing skill. Qualitative research was
adopted because research indicates that it is useful as a mean for
understanding how teachers and students could interact to create
meaning (Fishman,1977;Mehan,1977; Patton, 1989; Bogdan &
Bilkin, 1992; Erickson, 1986; & Miles & Huberman, 1984).

It was found that qualitative studies often involve decisions to
be made while engaged in the study rather than staying with
decisions made prior to the actual study. This enable the
researcher to explore in greater depth or to move areas of

investigation that one cannot anticipate at the beginning.
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Educational researchers have argued that qualitative methods
of research were too seldom used, which prevented adequate
understanding  of naturally occurring classroom practices in
English language arts, curriculum as well as other areas
(Applebee, 1984).

The fundamental concern of the researcher is to understand
EFL  classroom processes. She wanted to use data to make
inferences about how things could be done better or at least
differently. It is quite obvious that researchers can only
understand EFL classroom processes by observing and analyzing
how they set conditions for a teacher and a class of students to
participate in social and academic learning. For the above
mentioned reasons, qualitative procedure was adopted in this

study.
Research Design

This is an experimental study. It is a kind of two quasi
experimental design represented as 0; x 0, where 0, refers to
pretest 0; - 0, where 0, refers to posttest x refers to treatment.
Two intact groups taught by the researcher herself were involved.
One group was taught according to the traditional method in
which the teacher was using Dilmun Book 1 for Bahrain. The

students were asked to answer the questions in their work books.
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They were not asked to write any reports. Their written work
which was limited to answering questions and doing some
exercises in their work books, was corrected just once.
Furthermore, they were not asked to rewrite any of their written
work. Their scores were collected by mean of ; two tests, the
midterm exam, and the final exam. The second group was the
experimental group in which the teacher asked students to write
simple sentences and correct them, then gave them back to
students to rewrite. After students corrected their work many
times, the teacher tested them in writing the sentences. This
procedure was followed when the teacher asked students to write
paragraphs and a report about any topic in which they were
interested. All thetr work was collected in a portfolio. Their
scores were given according to their portfolios and the final
exam.

Action research was employed as a method for examining
purposes and practices in EFL teaching. One way of conducting
action research is to engage in participant observation, which
may be seen as a systematic attempt to discover the knowledge
that a group of people has learned and is using to organize the

groups’ behavior (Searle,1993).
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The study could also be considered as a kind of naturalistic
investigation into teaching and learning practices in the
classroom where the teacher becomes a research instrument
(Bogdan & Biklin,1992). Such a method enables the teacher to
determine whether her students could do better in EFL writing
skill when utilizing portfolio assessment. After three years of
learning English, some of the students in the first intermediate
level were found to be unable to write a full correct sentence. The
teacher felt disappointéd with her students writing level after
spending 420 hours learning English in the primary school.
Therefore, she tried authentic assessment procedure to assess its

effect on improvement in her students EFL writing skill.

Participants of the Study

The target participants of the study were students of English as
a foreign language . Thirty students learning English as a foreign
language at Yathreb Intermediate Girls School, were the
participants of the experimental group of this study. They were
on the seventh grade (first intermediate). These participants were
chosen because they are the researcher’s students and because the
intermediate level is in the middle between primary and

secondary level. We have to check what they have learned in
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primary, and to prepare them for the secondary level where, they
are required to display higher levels of thinking.

A comparable group consisting of 30 students taught by the
researcher herself was selected to be the control group. This was

taught by the traditional method.
Procedure

The study started on the second of October 1996 and lasted for
six months. The researcher was teaching English for two classes
in the first intermediate level. Each class had thirty students. The
two classes took a pre - test measuring proficiency in EFL
language production (See Appendix G) page : 228. The results of
the test indicated that the two classes were not significantly
different from one another. Therefore one of the classes randomly
chosen to be considered as the participants of the study; and the
other one was considered as the control group. The two classes
were asked to fulfill some of the writing skill objectives stated in
the Ministry of Education Guidelines (See Appendix A) page :
160. The participants in the experimental group met separately
twice a week to receive the treatment. Each session took about
fifty minuets. On the second of November the participants were
asked to write five short sentences describing themselves. The

researcher corrected their papers by underlying the mistakes. In
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the next session the researcher discussed with the participants the
common mistakes and corrected them. They rewrote the
sentences again while good students helped the weak ones. Each
mistake was corrected by the students and written five times. This
procedure was used through out the whole activities.

On the thirteenth of November the participants were asked to
write five sentences describing each other. The researcher
conducted a test to measure the participants proficiency in
writing a full correct sentence.

The second aim for the researcher after helping students in
writing a full correct sentence was helping them in writing a
paragraph using all the necessary writing skills to describe their
environment. This began on the thirteenth of December.

Being able to write a paragraph, the participants were ready to
write a report. They chose their own topics in which they were
interested. On the twenty fifth of December 1996, the participants
collected the information related to their topics. On the twenty
eighth of January 1997 their data were organized in logical
sequence. On the fifteenth of March all the participants handed
in their reports.

The participants were involved in a Self-Assessment procedure.

This was achieved by filling in the Self-Assessment Forms on
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the twentieth of March. The researcher gave instructions to the
participants | in order to create the portfolios. All the participant’s
portfolios were completed on the sixteenth of March.

In addition, six of the participants; two excellent, two average,
and two weak, were asked to participate in an interview related to
the portfolio assessment and the whole experiment. The selection
was based on their achievement in the experiment. This interview
was conducted on the second of April. (Appendix F) Page : 227
presents the questions asked in these interviews.

An integral part of the procedure was participant observation ;
i.e. the researcher spent an extended period with the participants.
Descriptive data was recorded using Teacher Observation Form
(Appendix E) Page : 219.

Finally, the two classes (the experimental and control groups)
took a posttest to find out the improvements in their EFL

achievement.
Data Collection

Five types of data were collected on the participants of the
study using five methods. These were : Students’ authentic
assessment forms, students’ portfolios, students’ taped
interviews, students’ grades, and observation by the teacher.

Following is a brief description of how the data was collected.

63



Students’ Self - Assessment Forms

In order to collect this data, students were informed about what
is expected of them before they started their project. Before work
began the teacher explained the criteria to be used for judging
their work. Standards gave students a real picture of excellent
performance to help them in assessing themselves. The standards
were high, thus they served as a challenge and target for students
to aim at. (Appendix C).

Moreover, students were encouraged to create their own
performance tasks. Barno (1991) explains that for a performance
task to be “authentic it must include five characteristics, one of
which is that it be constructed by students. Barno’s five criteria
for authentic assessment are :-
1.The task is meaningful both to teachers and students.
2.The task is framed by the student.
3.The task requires the students to locate and analyze

information as well as draw conclusions about it.
4.The task requires students to communicate result clearly.
5.The task requires students to work together for at least part of

the task.
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Students obviously cannot construct tasks in the same way a
teacher does. Therefore, the teach'er used the five - stép process
suggested by Marzano ; Pickering &j Mc Tighe (1993) to help
students in constructing their own performance tasks. Following

is a brief clarification of each of these step.

Step 1 :- Have students identify a question related to something in the

current unit of study that interest them

Students were asked to construct their own performance tasks
by identifying a question that interest them. The teacher asked
students to use the questions that correspond to the thinking
process from dimensions 3 and 4 to help them shape their
questions. These questions; shown in Table 2, were used to guide
students in this first step of constructing their own performance

tasks.

Step 2 :- Help students write a first draft of the task that makes
explicit one or more of the reasoning process from dimension 3
and 4
When the students identified their questions, the teacher helped

them in writing a first draft of the performance task. The process
of drafting provided valuable information about a student’s
ability to effectively translate issues and situations into

meaningful tasks that have a clear purpose.
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“Helping a student identify the reasoning process on which the

performance task is based on is an important part of the process

of drafting the task, because the reasoning process provides focus

for the task and direction for the student”.

Table 2

Table 2 Stimulus Questions Derived From Reasoning Processes

of Dimensions 3 and 4

Stimulus Question Reasoning Dimension
Process

Do you want to determine how certain things are similar and | Comparing 3

different 7

Do you want to organize things into groups? Do you want to identify || Classifying 3

the rules of characteristic that have been used to form groups?

Are there specific pieces of information that you want to draw | Induction 3

conclusions about?

Are there specific rules you see operating? Are there things that you || Deduction 3

know must happen?

Are there errors in reasoning you want to describe ? Are there errors || Error Analysis 3

being performed in a process?

Is there a position you want to defend on a particular issue? Constructing 3
Support

Do you see a relationship that one else has see? What is the abstract || Abstracting 3

pattern or theme that is at the heart of the relationship?

Are there differing perspectives on an issue you want to explore? Analyzing 3
Perspectives

Is there an important decision that should be studied or made? Decision Making 4

Is there some new idea or new theory that should be described in || Definitional 4

detail? Investigation

Is there something that happened in the past that should be studied? || Historical 4
Investigation
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Is there a possible or hypothetical event that should be studied? Projective 4
Investigation

Do you wz.mt to describe how some obstacle can be overcome? Problem Solving 4

Is there a prediction you want to make and then test? Experimental 4
Inquiry

Is there something you want to improve upon? Is there something | Invention 4

you want to create?

Source : Marzano ; Pickering ; & Mc Tighe (1993) p :33
Step 3 :- Help students identify standards from the categories of : (1)
Information processing, (2) Effective communication, (3)

Habits of mind, and (4) Collaboration/Cooperation.

The students were asked to consider other lifelong learning
standards that she might want to incorporate into her performance
task. Students were encouraged to select standards from the
information processing category, the effective communication
category, and the collaboration/cooperation catgory. The student
decides that she wants to incorporate the following standards into

her performance task:

e Accurately assess the value of information (from the
information processing category).

eExpress ideas clearly (from thé effective communication
category).

eAssess and monitors one’s own performance in a group

(from the collaboration/cooperation category).
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Step 4:- Help students rewrite the task so that it highlights the
standards identified in step 3

Once the students had identified new standards , they were

required to rewrite the task to make the standards explicit .

Step S:- Help students write the rubrics for the standards that have
built into the task

With the task fully designed, the researcher helped students to
write rubrics that could be used to assess the student’s
performance on the standards. The students selected rubrics for
those standards that had been built into task.

After writing the rubrics, the student completed the task. Then
the teacher used her rubrics to score her performance on the
standards that had been built into the task.

After students completed all their tasks, each student
independently calculated her scores by using the student self -
assessment forms (Appendix D). The scale in those forms are
running from 1 to 5, with 5 describing the highest level of
performance and 1 describing the lowest level of performance.
After the completion of those forms, the students calculate the
scores to reach a final score. Through this procedure students

were involved in a self - assessment technique.
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Students ° Portfolios Creation

Students created their portfolios by selecting four writing
samples from a complete folder of their writing. Each writing
sample included drafts leading to the final piece. The selection
included:-

1-An important piece : Students selected a piece that they felt
to be important according to their own criteria.

2-A satisfying piece, and unsatisfying piece : Students selected
two pieces, one they felt to be satisfying and one as
unsatisfying. Students were asked to describe what made the
pieces satisfying or not, what they learned from working on
the pieces, and what might be done differently.

3-A free pick : Students selected a piece to round out the
portfolio as a picture of herself as an EFL writer. Students
were asked to give explanations for their choices.

4-An optional negotiated free pick : Teacher suggested an
additional piece to be included in portfolio when she felt that
the student selection did not submit a representative picture
of herself as an EFL writer.

In addition to those pieces of writing, the Portfolio also included:-
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1. Table of contents : A record of the pieces in the portfolio, the
assignment to which each responded and the dates on which
they were written and selected.

2.Writing Inventory : A brief description that students complete
describing their experience as an EFL writers.

Final Reflection : Students were asked to look at their EFL

writing in the period of the study, and describe changes in their

EFL  writing and themselves as EFL writers. They identified

specific problems, showed their progress and thought about their

own work. Gradually, students became skilled at self assessment.

They were able to see and reflect on their work. Students used to

look at their works continuously, reflecting and assessing not

waiting till the end of the year. |

Students ¢ Taped Interviews

The researcher conducted interviews with six of the
participants to collect their point of view of the experience and
the portfolio assessment. (Appendix F) Page : 227 presents the
questions asked in these interviews.

Students ¢ Scores
The researcher collected the participants score in the pretest

and posttest which was a teacher made test. These scores were

used for comparison with the control group taught by the
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researcher herself according to the traditional methods. The
scores of those groups in the school first semester final exam,
were also compared. The validity of the school exam was
warranted since it was agreed by three English teachers, that it
tested the four skills of the English language (See Appendix H)
Page : 230.

Observation by the Teacher

In this study the researcher made herself as a participant
observer or the instrument for data collection ( Guba & Lincoln,
1981). As the teacher and researcher within the class, she utilized
teacher research within the study. In order to collect this data the

researcher used the Teacher Observation Form (Appendix E).
Data Analysis

The data which had been gathered from students portfolios,
was used to determine how much growth was achieved in
students EFL writing skills. The researcher analyzed the data by
reviewing students’ reflections, listening to tapes and transcribing
the interviews (Bogdan & Biklin, 1992). While listening to all the
interviews, she wrote down notations as well as words and
phrases the students used. This identified how students reflect

upon their growth in EFL writing and what students found
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personally significant in the development of the EFL writing
portfolios.

The researcher reviewed students’ Self - Assessment Forms to
find out how students assess their own EFL writing, and whether
they had better understanding of their improvement. Furthermore,
the Teacher Observation Forms were reviewed to answer the
following questions : If students get involved in setting goals and
in their own assessment are they going to be better learners ? If
students know in advance the criteria they will be assessed on,
will they do better?

Finally, the student’s scores in the pre - posttest were compared
by using paired sample t-test to show student’s EFL writing skill
progress. The t-test was applied to show how did authentic
assessment affect student’s writing skills and over all EFL

achievement.
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DATA ANALYSIS AND INTERPRETATION

The findings of the study are presented in four categories: 1)
Critical assessment based upon writing portfolios; 2) Student’s
self - assessment forms; 3) Students taped interviews; and 4)

Results pertaining to achievement.

Critical Assessment Based upon An EFL Writing
portfolio

As a part of the portfolio development process, students
critically assessed their EFL writing. “Critical Assessment Based
Upon An EFL Writing portfolio” includes examples of students’
EFL writing strengths and weaknesses, students’ statements
having reflective qualities about the value of the portfolio, and
the researcher observation. “Critical Assessment Based upon An
EFL Writing portfolio” suggests the power of the portfolio as a
classroom assessment tool. Analysis of student® reflective
comments gave answer to the research first question which was:
How much growth in student’s EFL writing is achieved when

using authentic assessment ?
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The study revealed that Portfolio assessment helps students
with different academic levels in developing their EFL writing.
The following are examples of different students EFL writing

improvements:
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When asking students to write five correct sentences describing

themselves, Fatima who is an excellent student wrote:

e T T ST
1.1 life __wear _ th e jea Ns.—._dno—._ the _dress._. ).

C. [Lac D L 25T

“1r
2-Ay aieis very ball —and tcolour iz brown.

3 .. /f/ _faveribe —colour 4_:: pink—.r ed__« nd__areen-.

w- L _lik 4%“*‘%&“3;*’:” b ig—sarolen super_mar kek
2 qu . ,%1_(_5,‘_,, television _and vy {il {0y pla_j__.Com/a_u_[:g/:*a nd_
Chyedsm 1 15

5- M ly—. _fa verf ke Frignds” are_Bgtool , Fakim q__)..Z&qu

Fatima recognized her mistakes, She had problems in the
tenses of the verbs, using the articles, using wrong vocabulary,
and some spelling mistakes. She discussed with the researcher
those mistakes and how to correct them. She rewrote the

sentences. The following was her second try:
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[ 1__ j_‘hame /S‘}[;IZ_IMQ Hussqin. ali

e
L /‘j_,,_, wz;sh _“ls_‘kia__ &s P

—_—

- I -
’!l . \Zufe_.,,_mj \_,I—feac/uet_Je,han_
| )

= —

f’J‘/L@“’F@X"”\‘]“‘ English_and__ [repch .

A — o /
T e e e -

-f(j‘_f%&\/&“!leué [n/

As it is clear, the number of the mistakes were reduced. Fatima

was very happy with this improvement. She rewrote the

sentences again. This time the whole sentences were correct.

1- /‘{f/ hame is  Fabima Hussaiq  Alj Mamlw@.

Z_/"(j( weijh{, Is 1o kilo grams -

3-1 [ike mj Leqchey Jehan .

4. L like Sfev,é,'.ﬁa English and  french .-
5,/‘{7 )Q7ca‘ is beqybiful -
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When Fatima reflected on this part of her writing, She
considered it as an important piece. She stated:
I learned many grammatical rules and different
tenses of the verbs, when to use the full stop

and the comma, some spellings, some new
words and the right structure of the sentences

The second aim for the researcher was to teach students

how to wrote correct sentences describing each other. Fatima’s

first try was:

T hovemy bioind  olon)

- She _lites e } Fish andd  caKes .

3 She is_veny bab .
Mg_gmé__ﬁ_lo_nﬂ__hai Y—

‘ A=A TN 1
%-.Sﬁe__hq_g_j.o{: blue F\tj‘(’( Shd s mall y\.oge’

This time almost Fatima had no mistakes. She rewrote it

again with no mistakes at all.

“‘;1,.,_I_,Io:ve..._._.m 1y Freind _ Batsol .

| ang... e s ——

3::5}'1 é"_v,i,é‘ —-Ne Vj, . ﬁ% é_n_,__f rrrrr -

4-She has. got_——L\D mv—-&géa{_—
- _She has. e L bluet ..eiﬁ__ch_,_adﬁm\lw-nasﬂ%
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By now Fatima was able to write a whole paragraph.

Students were asked to write a paragraph describing their

immediate environment. Fatima wrote:

Fer _FEhe

omp

ards and___a  Seall  sbere .

Finally, Fatima started to think about her research. She put
a plan for her research and started to write about the different
kinds of animals. One of the animals she wrote about is the

chimpanzee:

O)im/’anz ces are the mosk . humen- Js,

.)‘7/'157
of ol e ,4/235‘4 Ful{)' 3)&(//7]54@/&@

oub 1.3 pelres Lall  and ate. able b welK

aﬂrvhé;» a,éhaujk b//e)/ aFéena,seé//eW

hards & help  push Lhomse ,.;,._Jf}:i}é;éff_f;_/;mjﬁ
OTTTTY~—

Bereme—

the J)ﬁl{hc/( [‘" N




When reflecting on her research she stated:

I did a great work on this research, but

I learned many things such as where the
different animals live, what do they eat,

and how they are useful to us. I read a lot
therefore, I learned how to organize my
ideas and how to write full correct sentences.

Fatima assesses herself by stating:

Now I can compare between the different
kinds of animals and birds. I can organize
my ideas and write correctly without spelling
mistakes. I went to the school library and
public libraries to search for related inform-
ation, I read a lot of things, which I never
think I would read in my whole life while
learning English.

When assessing her thinking she stated:

I was always thinking how to organize my
ideas and my information. I sat for long
times just thinking how to start writing my
research. I tried many times till I wrote it in
it’s way. I feel now that I have to think care-
fully before starting to do any thing.

As an observer the researcher found that Fatima went
through great changes. She was listening carefully to the
teacher’s instruction, and always asking how to write something
before starting to write. She worked hard to collect different
kinds of data, She was able to scan for her information and
organize them. She compared the different kinds of animals and

A

classified the information accordingly. She us~" *~ ~ive evidence
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by showing some pictures and used to give her opinion. Finally,
she was able to push the limits of her knowledge and abilities.

In order to describe herself, Khadija wrote:

\- My Name 15 Kha el Ja-

< \2
2. /‘/y /’Iﬂé" IS ﬂok_ v'erj shorlc_,, A

Khadija, who is an average student, had some spelling
mistakes therefore, she wrote them ten times till she learned how
to write those words. In her second time, She wrote five full

correct sentences.

e Mj g me’s Khaa/l'J.a.

2.I'm 12 yeavs old..

3. Im very I’o.l\
,/Yj f’)@;r is black and Its /ang

5-/"73. eges are brown. =

To describe her friend she wrote:
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Her name’s Khadija pbag..

G\g . -
she 15 very thin. .~

. x -
he k k@S‘MQMS_S_LL b ) Je FC/"

On her second try, she got the correct sentences:

Her /1ame’s_Khadijn_has |

Sb e_fs_y&q_b’:m , /

(v

Her eges ap Arown. -

She_is_tzy.

[

lgbeJlkej [he__maﬁls__sﬁb.l&cﬂ

~To describe her immediate environment, Khadlja wrote a

paragraph describing her house:

"Qé'[jo"@‘ﬂmaé*‘ Khadila, Llive in_abig house

—A
Il

Ik ,ha,a_g QLB_IDeez(_rgahw,Q__stttjng,raomgKircbcmanMBafh Boms.

S—— _Cxpr _ G —
[ﬁ.j,,,beoét’oo_mi_g_hasﬂatar:obfard,.b e and _alb n('j_@(aﬁ Koo |

e GRE GLpr™ ’
kty_hmse_: ‘,]f_ms~30,:<13a¥’o€£n_-_ﬁnf avele i haS_gal”_Zé;:hges;—
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Khadija wrote a good paragraph but, she did not use the
articles where it is necessary. She had problems with the plural,
for example, she wrote 4 brother while it is 4 brothers. She
recognized her weaknesses and rewrote the paragraph correctly

in the second time:

Hello my names Khallallive in a By Wouse]
LE hes geb 3 bhed rooms 2 sitting woms, @ Kiichen amel 3 - .-

Arzﬁ; foom s.

cupboard
M3 éeo(ﬁvﬂ‘) /745 3olL a “..4! 7¢£(¢/ an(j a b13 cé}K

Khadija reflected on her description by stating:

First I did not get a full mark because I
had some mistakes, but later I knew those
mistakes, correct them and wrote them
for five times till I learned them. I think it
is useful to learn how to describe people
and places.

As the most important task to Khadija is writing a piece of
research, She thought for three weeks what to write about.

Finally, She decided to write about the Coral Reef. She wrote:

Caml—is._aknd ofinestone Fourd oty v

Warh , shalbu__seas.. It {5 _inade. b5__Uhjnamma\5,_ca\\ed_-

cO(a\ polJPs, HmaV bu\\cl hmestbne 5hek\§_._ aveund.. ‘r\\em

5@1@(5 Por Pra"echon Mast‘ Coraxh - Polst_ﬁle an_. Srou\?5, o]

COlont% \\\ese /ﬂag fakﬁ mqng 5\'\aP€$ (:ch \aaj_?ans

| Yo  stubby branches. 5 a(lin” ;beab&ﬁm\\‘_, color -
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T~y . :

Oihelr_,vco]omes Forr1 Ehick uncler waler wals Knewn as |
Yeefs . /Hong Some. Yeef wares Iy ‘fﬁbw‘ up b:sf af
SQY)J and. conl . u//ch qraclually. . builed up_ on . f‘op~oF

‘h reff' 60711" is a. bo\/e u/afef 7776 I@éZQNF}fm_:’M “

becOmes Qh ; ‘\5.\anolr One Kind . of ool \s\ancj“{;"\%g

&f’a\\; ofingeed veer that  encloses o Cental. lageen -

When she reflected on her research, she stated:-

Since it was the first time to write an English
research, it was very important to me. I was
very tired, I translated many things, I searched
for the information from different books and
films, and I read many books. First it was very
difficult and I did many mistakes, but later on
it became very interesting.

Khadija assessed herself by stating:-

I learned many new words and interesting
facts about the Coral Reef. It was the first
time I wrote an English research and I'm
proud of myself. I worked hard, read a lot,
looked for different information and put a
plan for my work.
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As the researcher observed her work, she found that
Khadija was very active and a hard worker, She had no
difficulties in reading many related topics, gave pictures and
abstracted her research into main points. Khadija was very
confident, she knew what to do and how to do it. Her plan was
clear and well accomplished, her information was accurate and
her ideas were clear and well organized.

In her first try to describe herself, Thorya who is an average

student wrote:

7 m3 names Thuraya Hohed #ass. =

2 - /ﬂﬁ Aff’c’ /5 I/CI’L& /‘q// am//c 7;16/’ /5 b/gk
3. /77(3 866.! /jtémh

% old 15 /¢ fears,
-7y /—’/wya/ /s #4a /.

Thorya had different kinds of mistakes in her writing. She
had a number of spelling mistakes, started the sentences with
small letters, and had difficulties in using the suitable prounous,

and subject verb agreement.

In her reflection on this piece of writing Thorya stated:

I’m really not satisfied with this piece. I
did not know how to structure a full
correct sentence. I had many mistakes
which I had never knew that they were
mistakes.
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The researcher discussed those mistakes with the students.
Thorya recognized them and tried many times to write the

sentences correctly. In her final try, She wrote:-

7 //&J rame’s War&ﬁa@béeé/,
.z«H@ ha//_; Vefg /0/78, |

J‘Nﬁ o eﬂsfar@ b row'p

y. I ke req Ol'mj Enqlish . -

In response to this piece, Thorya expressed her satisfac_:tion.
She was proud of herself and how she tried hard in order to
improve her EFL writing abilities.

When describing another person Thorya described her

mother in full correct Sent9|1ces. i
{,/}’ﬁ 1o thevs Pame i's  Rawila Bbmsred .

2 Her eﬂe S  are b vowas.

Hery  nair /5 lopg.
When students compared their writings, they reflected

upon strengths and weaknesses. This process enabled Thorya to

see how she learned from her earlier mistakes.

Thorya was annoyed when we started to write paragraphs,
her first try was full of grammatical spelling, and mechanical

mistakes.
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- Hogdd . o T CHPT
f livea éaﬁﬁf/o&//é,é@ggél/f/j bos Cbo e 5%&6_@{7

@ sP ’
3 baMraw 277 1 /< Ja /7@/7 o/ /;///3 yorz ara 5//1‘//73 Foo#krs
L\‘(‘

P/M }%///@@/UW/ ]f; fas %o e /.g)_ 0 relery o tacd G

@a@ﬂ ﬁ/};g bec//aaﬁ;:{é: /@[5’ oo b ackir, 2&;4

While in her second try, she wrote:-

T bve 7 a.,b(;(:’iﬁe/owl The ’ol/#\cjé/ow' D

50/’ 5 bed tooms, 5Ag//)/’(cf//-Q/(/'/céfﬁ)Qc/'//’///g Jeomy QFF

5//////'3 Yoowy . The bz//ﬂjeéu/ /iq; 301” a. b/3 caqra/e/r an
AN G

%a/’fg Inmy bed toors éafgai’ ac/wra Fqé/ej a.

beo/ ‘el o jpof/er.

Thorya in her reflection stated:-

I learned many things which I did not know
before. I knew how to write a paragraph.

In her research, Thorya wrote about the moon. First, she
started to translate sentences from Arabic to English with some
mistakes. Later on she had no difficulties in translation. She was
always trying to understand any information before writing it.
She used many pictures to clarify hides. She reviewed many
books and watched different films about the moon. She made a
plan for herself and this plan was followed. She was always

trying and doing her best to learn. For example, she wrote:-
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7—’1’\6 Ph05€5 Oﬁéye MOO/«I

€ Mmoon Fakes Justover 2 7 ohgf fo +ravel avaund
he earth.[7alio 5pins on jfs own axis, and ik cx/u/ass
Yes enfs 7%5 Same face o Us . The mon has no/;gl& of its

In We jee/% becab&e i reﬁ]ec/q Iy

Hana, who is a weak student is a clear example of how the
portfolio assessment affected her EFL writing skill. When Hana

started to describe herself, She wrote:

e /Za_ nme. 1S fona. “ 2. _

- st S-S
2 M //cc 5arm\m omc] /ﬂolee/

Lf,‘/fce dwjne\f__m bk j

N G S ——

5{1‘&/9-._/ - chur Mo 5 bown.

Hana who i1s a weak student could not write a full correct
sentence. She had grammatical mistakes, such as; the use of the

article where it is not necessary, mixed ur “th the use of
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singular and plural,

and wrong structure of the sentence.

Moreover, she could not use the right vocabulary, she wrote “my

hair is small” instead of “my hair is short”, and committed many

spelling mistakes. When Hana knew her mistakes, she tried to

correct them:-

In her third time, she wrote:-

7 =My ame- i5 Hane.
J * -
Q'q &P+ S S S
2 Tlke Englsh sabju- N7
f Foll |
2T Very o
1 My hiar v brown \ o

Her final try was:-

fl - Mﬂ. hame. \qunﬁ« i

3.-Im very  fall

_ /}7\(4 €yes

21 e Eingish

L&»Mg Hanr is brown.
ave b‘qc\«

Sub‘j ect |

When starting to write a paragraph Hana started with this

level:-
/‘73 _sar_bed_reom s very-S ma\\ Eu/f“ SNE hﬁ_hmhq
N Hhe bd—@u&cﬁ S s ofte._feba Zz&éL _zx_cf‘?ﬁ@

—

rr’;,(r?

af

L _@me’ He oﬂe__wulgb:fs __gz@qé oNe.

bq/zm;zm_--.—,
—Halepa=i.

S

On the second time, she wrote:-
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r v /{19 becflf‘a@m s very e S el

> b‘OL }\S \it;ra nice - Trhe bedwom hqs :3“\“ \;2\,&,
C\Wo;\*j/ one ftabe P O\Q\Q\zmﬂ\ _,one Wnda
vl one ¥ WYeoym.

Hana reflected on those pieces by stating:-

Those pieces are very important to me.
For the first time I learned how to write
a sentence and a paragraph in English.
For the first time I knew my mistakes
and could write something correct.

Hana was showing her willingness to learn. The researcher
was excited with her improvement, especially when she worked
on her research. She searched for information from many
sources, and classified the information according to the different
kinds of insects. She put a plan for her work which was well
organized.

In assessing herself, Hana stated:-

I can see my improvement. For the first
time I put a plan for my work and followed
it. I learned how to organize my ideas and
depend on myself. I really benefited from
this experience and wish to have it again
next year.

In her research Hana wrote about the bees:

B BOE. e
Inside . dhe. hhwve ,,,off.,.:‘rhz,..,honea...,bﬂ&..ca—e, ..... cells made
ac‘Nﬁﬂs ...... 'W\& ,,,,, Tr.\&....?uzm ...... \qasu..%s ..... in“thg__.,c:;ll.s.,, .......

Larval hatch ouk of - e emec

workers . Worker bees collech necter > paller
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Gadeer is one of the students who could not write correct
sentences, she is considered to be a very weak student. In

describing herself she wrote:-

7/ —/j?y siame is (radveel.

' R A&, >

< {’jy Hames \3 a CO\@O\V 5 a red
7 - o

&R & ls
3- My Rames hait 1s a blak. x
= = /)(W‘- =
o8 S

4 I‘IY\C is

The only sentence she wrote correctly “My name is

o 50md\¥\3 : \

Gadeer”, the other sentences were not understandable at all. The
researcher sat with her and asked her about the idea she wanted
to say in each sentence. The researcher taught her how to write

correct sentences. On her second try she wrote:

1~@//7Me is Oadee” Am
e G
I ///(C égfﬂc\d%g\boa}é, J
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7
l{.] ke agffcnj Fif"\./

In her final try she wrote:-

When describing other persons, Gadeer described her

father:-

- /Z# /ame s anee}’A‘ﬂh’lﬁd.
J. ] I mac{lh% books . 1

. /'j/?afrif black -

——3

/)//‘:// /aH)er name;sAkmgc[

) /’{y ffker Is 15 ool
(28 &\g‘r
3/ I wﬁ_\’ (A KQ(ZQVQV\,

%) /\?}%ﬂwr /Z?/IQY HGC}(
= 7 Ike fabherbhim.

In this second time, she got the whole sentences correct.

) Uy ather 15 Fol\ -
2 /7/ / Ber vesm \"aYZakm\

L7 /?] Fobher hes %ot W ack_ hai.
_6/-/3 ther s Lhin . / -
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Gadeer reflected on those pieces by stating:-

I had never believed that I would write
something correct in English. I’m really
happy.

Gadeer faced some serious problems in writing a
paragraph. She was willing to learn something therefore, she
worked hard and wrote a good paragraph describing her house.

She started W1th this level:-

/famg beo(ro@msx’g ba&hrool/ﬂ)’q}ffa hane % MO}’Zak‘ah 7
,Q_ZL@J%E e_%_L IE hat SO(: Hany

Fgﬂnﬂjj%&hﬂﬂ—ﬁ&mbcaml road and #

She tried for the second time and Wrote -

Ww
77’[’ \/A la 15 % 717({ \// 6’0,7 ZZA; If'iaYchqV\;

0/1 {)m ! Tle ‘ 3 Aeerms z bo&ﬁrowms; / kwhcm/

n X "
sitliney vooms- 2 Q. bathyeoms » 1 Foim s o

m——.

On the third try, she wrote:-

[ live ina V/” The wlle (s B{_ﬁ ﬂlé’- \/1”6 OYI

{)le f’a"Za}(am F, 101" &%C Ulne 5 bfc,{’}’ooﬁﬂs 3 bot\u’ocms
o

/ /ﬂighen, ol S/HIharaom’sJ Lﬁéﬁm/ 1 o %argﬁe Y

97



Finally, she wrote:-

— L Mivewa vle . Tt is 1953 JHisin
arLakan - It hoq \30{: 3 bedvooms , 3 bathtoom ¢

Kihen , -2 grfét'na Yoomis ,jmylgsjj atage ond A

In her response to this piece, Gadeer stated:-

I learned many new words which I did
not know before. I could write sentences
and paragraphs without making mistakes.
I worked hard and tried many times and
finally I can write something in English.

When assessing herself, Gadeer stated:-

I worked hard to reach this level. Now

I knew my weaknesses and tried to write
correctly, I had never used a dictionary,
now I'm using it regularly. This experience
show me what could I do.

Gadeer was a hard worker. Sometimes she got bored, but
when she wrote correct things she tried again. In her research
Gadeer read many books and asked about the elephants. She
searched for the information related to her topic from different

sources. In her research she wrote:-

The _elephent’s . proboses helps _ him

as '\\Y’S nose F,mo( lips He holol the
| Pood__aaol _the walter Fo _his Meurhl
F ore _over  he  takes fﬁ:\wﬂnﬂd‘a——
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In short, the portfolio assessment shows the teacher
what each student needs. The portfolio allowed students to look
at their writing strengths and weaknesses based upon the range
of their writing.

Students assessed their writing critically. They were
able to identify strengths and weaknesses in their writing.
Students  recognized elements of their writing where
improvement was needed. Furthermore, growth was documented
when students were able to critically assess their improvement
writing and consider strengths and weaknesses.

It is clear from the above results that using autﬁentic
assessment along with instructions helps students with different
levels in improving their abilities in writing at its three levels:
sentences, paragraphs and reports.

In reference to the students® writings, it was clear that each
student, regardless to her academic level, has improved in her
writing  abilities. This gives the answer to the first research
question: How much growth in student's EFL writing is
achieved when using authentic assessment?

Results From Students’ Self- Assessment Forms

To get answers to the second question of this study which was:
How do students assess their own EFL writing? Students’
responses to the  Self-Assessment Forms were analyzed,

frequency distribution was constructed for each dimension. The
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following is a brief presentation of the results on each
dimension:

Results Pertaining to Dimension 1: Positive Attitudes and
perceptions About Learning

Table 3 presents the frequency distribution of students self
assessment regarding their attitudes and perception about
learning. It is clear from this table that students tend to show
positive assessment in each of the items in this dimension.
Regarding the first item,” Trying to get along with the teacher”,
about 60% of the students had chosen the high scales and the
rest varied among the other scales. Like 23% and 17% f(;r the
average scale. None of them chose the least one which approved
their mind attendance through teaching.

Regarding the second item,” Trying to get along with other
students”, the results varied; but the highest percentage was
given to the high scales which is 57%. The rest of the
percentages were as follows : 27% for the average scale and
17% for the low scale. The lowest scale had not been chosen,
which means that most of them were paying attention to their
class mates during participation.

The third item focuses on making the classroom a
comfortable place. The results here were moderated according to
the difficulty of this point. 53% of the students chose the average

scale. However, the rest were 20% for the low 20% for the high.
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None of them chose the lowest, that means that none of them
was feeling bad or uncomfortable during the class.

The fourth item focuses on making the classroom an
orderly place. Forty seven percent of them chose the high scale.
The rest varied between 10% to 27% for the other scales. None
responded to the lowest scale.

In case of the fifth item that has to do with trying to see the
value in things they are asked to do; this was a difficult issue
during the research, but the results were very satisfying. The
highest percentage was for the high scales where 50% of the
students chose them and 27% for the average scale. The rest
chose (24%) the lowest scales. Since it is considered to be the

most difficult point in this dimension the result is satisfying.

Regarding the sixth item that focuses on their attempts to
be positive about their abilities to do things they are asked to do;
this issue resulted in the following: 64% of students chose the
high scales, 27% of students chose the average scale, 10% of
students cho.se the low. Although the percentage have varied, the

higher ones are for the highest three scales in the table.

Trying to understand things before they actually do them;
The result here is very successful, about 70% of students chose
the highest and 33% chose the average scales. That proves their

understanding of the things they are asked to »
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Table 3 Frequency Distribution of Student’s Response to

Items in Dimension 1 (Positive Attitudes and Perceptions

About Learning)

Item Number Low Average | High

1 2 3 4 5
1 - Try to get along with 0 7 5 13 5
the teacher. 0% | 23% | 17% | 43% | 17%
2 - Tryto get along with 0 5 8 11 6
other students. 0% |17% 27% | 37% | 20%
3 - Try to make the 2 6 16 2 4
classroom a comfortable 7% 53% 7% | 13%
place. - 20%
4 - Try to make the 0 5 8 14 3
classroom an orderly place. 0% | 17% |27% 47% | 10%
5 - Try to see the value in 5 2 8 5 10
the things I’m asked to do. 17% 7% | 27% | 17% | 33%
6 - Try to be positive about | 2 8 11 8
my ability to do things I'm 3% | 7% | 27% | 37% | 27%
asked to do.
7 - Try to understand 0 0 9 11 10
things before I actually do 0% 0% | 30% |37% |33%
them.

Note: the above numbers in each cell stands for the number of students; the lower

number stands for their percentage.
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Results Pertaining to Dimension 2: Acquiring and

Integrating knowledge

The study revealed (See Table 4)some valuable results.
Regarding the first item of this dimension which focuses on
number of mistakes, none of the students chose the least scale
which means making many mistakes. However, the percentage
varied between 37% for moderate number of mistakes and 26%
for no mistakes.

Regarding the second item that focuses on quickness, forty
seven percent of the students chose the mid-point which means
the moderate speed in finding information. Twenty percent were
very fast and 17% were less fast. Seventeen percent were slow

and none were very slow.

The third item has to do with easiness in finding
information. Responses on this item spread all over the scales.
Thirty seven percent were moderate, 20% chose very easy, 20%
less easy and 20% chose difficult. Three percent only found it

very difficult.
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The fQurth item of this dimension focuses on ability to
perform in many situations. Most of the students showed that
they could performed in many situations to find information.
This was shown in the percentages; 57% chose the high scales
which means, the ability to find information in many situations.
Twenty seven percent were average and the remaining 20%

could found information in fewer situations.
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Table 4 Frequency Distribution of Students® response to

Items in  Dimension 2 (Acquiring and Integrating

Knowledge)

Item Number Low Average High

1 2 3 4 5
1 - I can perform 0 4 11 11 4
without making 0% 13% | 37% 37% 13%
mistakes
2 - I can perform 0 5 14 5 6
quickly 0% 17% |147% 17% 20%
3 - I can perform 1 6 11 6 '6
with ease 3% | 20% |37%  |20% | 20%
4 - 1 can perform in 0 6 8 11 5
many situations 0% 20% [ 27% 37% 20%

Note: the above numbers in each cell stands for the number of
students. The lower number stands for their percentage.
Results Pertaining to Dimension 3: Extending and Refining
Knowledge
Table 5 presents the frequency distribution of students self
assessment regarding extending and refining knowledge. The

results from this Table show the following:
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The first item of this dimension deals with comparing
information. Most of the responses arranged between well and
very well. Forty percent could compare information well and
10% could do that very well. Thirty percent could do this skill at
an average level. Only 7% were poor in that. Thirteen percent of

them were very poor in that

The second item focuses on students ability to classify
information. The majority of students could classify information
well for about 63%. The rest varies between; 17%, 10%, and 7%

for the remaining levels of the scale.

The third item has to do with making deductions. The
highest percentage was 33% which was for the moderate scale.
In this point the choices spread all over the scales. Such as; 27%
were very well, 20% were well, 3% were poor and 17% were

very poor in this.

The fourth item concerns making deductions. Forty eight
percent of the students were well in making deductions. Only
seven percent were very well in doing it. Thirty percent were in

the middle scale. For those who were poor and '~y poor were

10% and 7% respectively.
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The fifth item concerns analyzing errors. The results were
33% could analyze errors well and 13% could do that very well.
Seventeen percent were moderate. The poor ones were 17% and

very poor ones were 10% .

The sixth item deals with constructing supports. The results
were very satisfying. That is 43% of them were well in that and
33% were very well in constructing supports. That was the
choice of the majority. Seven percent were moderate and the

same percentage for the poor ones. The very poor ones were

10%.

The seventh item focuses on making abstractions. Forty
percent of them considered themselves well in making
abstractions and 17% were very well in doing that. Twenty seven
percent of them were in the middle. Ten percent and 7% were
poor and very poor respectively.

The last item has to do with analyzing perspectives. The results
revealed in this area were very amazing. Twenty seven percent
scored for the three highest scales, and 10% scored for the least

ones.
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Table S Frequency Distribution of Students‘ response to

Items in Dimension 3 (Extending and Refining ¥ nowledge)

Item Number Low Average | Hizh
1 2 3 4 5

I- How well do | 4 2 9 12 3
compare 13% 7% 30% 40% | 10%
information?
2-How well do 1 3 1 5 19 2
classify 10% | 3% 17% 62 % 7%
information?
3- How well do I 5 1 10 5 8
make inductions? 17% 3% 33% | 20% 27%
4 - How well do I 2 3 9 14 2
make deductions? 7% 10% 30% 27% | 7%
5- How well do I 3 5 8 i0 4
analyze errors? 10% 17% 27% | 33% 13%
6 - How well do I 3 2 2 3 10
construct support? | 10% 7% 7% 43% 33%
7 - How well do | 2 3 8 i2 5
make abstractions? 7% 10% 27% |40 . 17%
8 - How well do I 3 3 8 3 8
analyze 10% 10% 27% 27% | 27%
perspectives?

Note: the above numbers in each cell stands for the number of stu The lower

number stands for their percentage.
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Results Pertaining to Dimension 4: Using Knowledge
Meaningfully.

Most of the Students, after filling Dimension 4 form,
believed that they did well when they performed their tasks.
Moreover, they were accurate when they used the information
and their thinking was effective. Following are seven examples

of what the students stated:-

Hissa, who is an excellent student expressed her feelings by

stating:
I feel that I did an excellent job in this research and I benefited a lot from
it in English language. I read difficult words fluently and knew how to
spell these words and why they were used. I benefited from the grammar
and dictating the words. Ilearnt how to depend on myself to get good
work. Examples on the grammar is using the past tense for actions which
finished like “In the beginning I talked about the external features of
kangaroo”. The benefit is how to depend on myself, so I went to the
library and collected books and magazines about kangaroos, and I asked
my friends and my family. I used the information accurately and
correctly. First, 1 put a plan and from it I searched for the topics I

needed. I searched for all the kinds of kangaroos and where they live.
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Jenan 1s one of the excellent student was very proud of her work;

she stated:-

I felt that I worked hard in this report, and I am very happy. I
learnt from this topic, the differences between the flying
dinosaurs and the walking ones. I learnt abotheir food and how
they lived. I evaluated my topic according to my efforts and
understanding. I searched in the dictionaries for the words and
translated them according to my knowledge in English.
Sometimes [ asked my parents about my translation and
evaluated my topic according to that. Every word I wrote, I
thought of it a lot and concentrated in the meaning and tl-lought
carefully about writing it or not, whether it is correct or not. 1
was asking the English teachers in my school and my family to
know the meaning clearly and correctly. I used the information
correctly because I cooperated with the teacher and asked her
about the words, meaning and searched in the dictionaries. I
concentrated in every word not only finding and writing it.
After 1 got sure of the information I organized them and used

them according to my plan.

Ayat, is one of the excellent students, was very happy about her

work; she expressed herself by stating:-

When [ finished the research I felt happy because I achieved a
nice and wonderful work for the first time. I benefited a lot

and learnt a lot of interesting information about the topic. I
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watched a film about the dinosaurs and knew how they
extincted. Every word I read I concentrated in it without
getting bored. | was learning with the dinosaurs as if I was in
their world. I wished to go back to the past to see the
dinosaurs on real not through pictures. I put a plan to organize
my research and go on correctly to achieve this wonderful and

interesting work.

Zainab, who is an average student but was a hard worker one;

she stated:-

[ learnt a lot from the research. Before the research, I didn’t
know how to translate and how to organize or write
information accurately and correctly. Also, I did not search for
information from different places. After I finished the research
I learnt how to do all these things meanly the translation. I’'m
happy to act as if ’'m older and I have the talent to achieve
these works. 1 was very happy that day when the teacher told
us about the research. That made me happy that I will conduct
and work hard. 1 was revising my information accurately

before writing anything.
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Huda, is an average student wrote the following:-

[ have benefited from this. When I go to my teacher

to correct me I feel that I am really developing. I learnt a lot
from the information about the elephant such as; it’s kinds,
weighs and many other information. I knew also that it drinks
a lot of water approximately 200 litter and it cannot live far
from the water. I have used the information accurately and
every thing I read I knew it’s meaning. When I wrote any
information I went to my teacher to know if it was correct or
wrong. If it was wrong I thought about it and tried to correct it.
For example, when I wrote the information there were lots of
mistakes, but the teacher was understandable and corrected

the mistakes I made. After that the topic went on smoothly.

Amina, is an example of a weak student wrote the following

about her work:-

I benefited a lot from my work. [ met some words I considered
difficult, but after I knew their meanings, I understood them
and knew when to use them.

[ began my research with a question and that was “What is the
products of ALBA? I made a plan and organized my thoughts,
I was collecting the information for my research and divided

them according to my plan, and this was a prove on my talents.
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Mariam, who is considered to be a weak student wrote:-

[ feel that I benefited from writing the report.I earned

a lot of information. I organized my ideas and wrote a

good plan for my report. My spelling really improved.

Results Pertaining to Dimension 5: Productive Habits of

Mind.

The study shows (See Table 6) some valuable results
regarding student's productive habit of mind. Following were the

results:

Regarding the first item that has to do with students
awareness of their own thinking about what they are trying to
accomplish. Forty percent expressed such awareness of what
they were doing, and 27% were very aware of that. Thirty
percent were moderate in doing so and the remaining 3% were

not aware. None of them were totally not aware.

The second item focuses on making a plan for what they want
to accomplish. The highest percentage was for the largest scale,

which means that 11 students had got a complete plan of what
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they want to accomplish. Twenty seven percent , 30% and 7% g0
respectively towards the least ones. None chose the no plan,
which shows that they were all aware of the importance to have a

plan for their work.

The third item deals with collecting all the resources for
what they want to accomplish. Seventy seven percent of the
students showed that they had collected all the necessary
resources needed. Where as 23% had collected not much

resources, and 0% had got no resources.

The fourth item deals with students’ awareness of how well
they are doing if they need to change any of their actions or
attitudes. The results on this point spread all over the scale. The
largest percentage was 30% and that was for the average scale.
However, the two highest scales had gained the second largest
percentages 27% and 23%. Only 3% chose none awareness and

17% chose not aware.

The fifth item focuses on students’ evaluating how well they
are going and what would they do differently next time. The
majority had chosen the always evaluating scale, that were 43%
and 27%. The rest had chosen the middle scale that were 10%

and 27%. No one had chosen the least one which means that all
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of them were evaluating how well they were doing according to

their level.

The sixth item deals with students’ seeking accuracy actively
in the information they are receiving. Students were good in
doing that, where 33% and 27% of them were active and very
active respectively, which means that 60% of them were on the
highest scales. Thirty percent were in the middle and 10% were

not very active. None of them were totally not active.

The seventh item has to do with students’ actively seéking
clarity in the information they are receiving. The majority (73%)
choose the high scales (50% high and 23% very high). This
means that the majority were active in seeking clarity of
information. Seventeen percent were moderate and 10% were not
very active. Noen of them were completely not active, which
means that they were all seeking clarity but they varied in doing
SO.

The eighth item concerns open-mindedess of students
about information they are receiving. All the percentagees spread
over the highest scales. That was 13%, 57% and 30% for the
very high, and average respectively. None of them chose the

least ones, which proves that all of the students were open-

minded to the information they were receiving.
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The ninth item deals with students’ stopping to think before
they speak or act and their ability to restain impulsivity. Students
scored 27% and 40% for stopping; 20% scored at the middle
and 13% scored at low. None were for not stopping.

The tenth item concerns student’s actively taking and
defending positions when such action is warranted. The results
pertaining to this were as follows: 13% , 33% , and 3% from the
highest to the lowest scale. This indicated that students’ active
varied. However, all the high percentages were for the high
scales.

The eleventh item focuses on students sensitivity fo the
feeling and level of knowledge of others. The results pertaining
to this aspect were very satisfying. The majority(73%) of
students chose the extreme scale; which means that they were
very sensitive. Thirteen percent chose the moderate and 10%
average. Only 3% chose not sensitive.

The twelfth item focuses on whether students work
intensely even when the task becomes difficult, or are they
withdrawing. All the results achieved in this regard concentrated
in the three highest points in the scales. That were 40%, 47% ,
and 13%. None chose the first scales which means no one chose

withdrawing.
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The thirteenth item has to do with whether students
pushing themselves to their limits, or are they coasting. The
results here were all cthe three highest scales. That was 47% for
pushing, 43% for less pushing and the remaining 10% for the
middle scale. None chose the least ones.

The fourteenth item deals with students’ continually
identifying standards they want to meet. Forty percent and 30%
of them were continually identifying standards they want to
meet. The remaining 3% were totally not identifying.

The last item concentrates on students continually trying to
see the situation in new and unique ways. Very high percéntage
had chosen continually trying that was 53% and 30% , where the
rest had chosen the middle scale that is 10% and 7% for not very

much trying. None chose the least one.
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Table 6 Frequency Distribution of Student’s Response to Items in

Dimension 5 (Productive Habits of Mind).

Item Number Low Average High

0 1 2 3 4
1.Am I aware of my own 0 1 9 12 8
thinking about what 1 arﬁ 0% 3% 30% 40% 27%
trying to accom;i)lish?
2. Have | made a plan for 0 2 9 8 11
what | want  to 0% 7% 30% 27% 37%
accomplish?
3. Have I collected all 0 4 3 12 11
the rcsoﬁrces for what 1 0% 13% 10% 40% 37%
want to accomplish?
4. Am I aware of how 1 5 9 3 7
well I am doing and if I 3% 17% 30% 27% 23%

need to change any of

my actions or attitudes?

5. Am I evaluating how 0 3 6 13 8
well this is going and 0% 10% 20% 43% 27%
what I would do

differently next time?

6. Am | actively seeking 0 3 9 10 8
accuracy in the 0% 10% 30% | 33% 27%
information I am

receiving?

7.Am I actively seeking 0 3 5 15 7
clarity in the information 0% 10% 17% 15% 23%
I am receiving?

8. Am I open-minded 0 0 9 17 4
about information I am 0% 0% 30% 57% 13%
receiving?

9.Am I stopping to think 0 4 6 12 8
beforc 1 speak or act? 0% 13% 20% 40% 27%

Am | restraining

impulsivity?
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10. Am I actively taking 1 6 9 10 4

and defending positions 3% 20% 30% 33% 13%
when such action 1s

warranted?

11. Am I being sensitive 1 0 3 4 22
to the feelings and level 3% 0% 10% 13% 73%
of knowledge of others?

12.Am 1 still working 0 0 4 14 12
intensely even when the 0% 0% 13% 47% 40%

task becomes difficult, or

am I withdrawing?

13. Am I pushing myself 0 0 3 13 14
to my limits, or am I 0% 0% 10% 43% 47%
coasting?

14. Am I continually 1 0 8 12 9
identifying standards 1 3% 0% 27% 40% 30%
want to meet?

15. Am I continually 0 2 3 16 9
trying to sce the situation 0% 7% 10% 53% 30%

in new and unique ways?

Note: the above numbers in each cell stands for the number of students. The lower

number stands for their percentage.
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Students’ Taped Interview

In order to get answers to the third question of this study
which was: How do students reflect upon their own growth in
EFL writing? The researcher conducted structured interviews
with some of the participants about the value of the portfolio as
an assessment tool. After the portfolio was constructed and
students reflected on their EFL writing, they were able to assess

the range of their EFL writing and comment upon their growth.

Valuable information was achieved through these
interviews. Students were highly impressed by the portfolio
technique. Here are some examples of their opinions in response

to the question: How did you benefit from the portfolio?

The portfolio allowed students to compare mistakes they had
made with those they were currently making. Amina expressed

this by saying.

You see what you most interested in writing, and then you can go
back and look at it later and say, “ Well I could have done this”,

and if you have to do another piece of writing go back and see the

kind of mistakes you most commonly make.
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By examining their portfolios, students could see how they might

improve their writing or what they might change. Thorya said :
It will allow you to go back and look at this is what I did wrong and
what [ need to do better or this what I did right. If you want to write,
I' think it will help because you can look at it and see what you want

to change in your next piece of writing,

Beyond showing students what they might improve upon, the
portfolio seems to have it enabled students to determine
strengths in writing.

In response to the second question: As you look through: your
EFL writing what do you see as being evident of growth? Hana
indicated that when she said:

Shows you what you could do better at. For example, when I
wrote in the portfolio, I gave those three different examples of
writing. | felt my research was better.

Comparing her own writing, Hana determined her research
was better. The portfolio initially allowed students to assess how
their work improved and assess changes they made in their EFL

writing. It also enabled students to assess strengths.
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When students developed portfolios, they reflected upon
future improvement and set goals for EFL writing. Students
described the goal‘s personal significance and how their
understanding of EFL writing had grown; and consequently,
allowed their confidence to increase. Hissa described her
growth by saying :

In the past, I tried to write correct sentences but I could not.

Now I can describe many things and different places. I  learned

many grammar rules. In my research I learned how to look for the

information. Although, all the books were in my library at home, I

never looked in those books. Only now I start to look at different

books in my library. Now I feel more confident.

In response to the third question in the interview: After
looking at your EFL writing in your portfolio and how it was
assessed, will 1t help you make any decisions about EFL writing

in the future?

Hissa says: They show how that student can write and what that

student can write ------===---- .

Hala says : Some students would just write short sentences and some
have problems writing paragraphs, butwhen you make
uswrite all difterent kinds then that’s how it shows exactly
we write the

different kinds -----====-==-- .
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In response to the fourth question which was: Do you feel any
more  self-confident about your writing abilities since
completing the class? How? Thorya described her EFL

writing confidence in different ways. She said :

I had never tried to translate anything, either from Arabic to English
or English to Arabic. When I started working on my research, it was
a must to translate things. Therefore, I bought an Arabic/English
dictionary and an Englisl/Arabic dictionary. [ learned many new
words and get used to translation. This is now very easy to me and I

feel more confident about my abilities.

By reflecting on her writing, Khadija learned more about her
own writing and started to understand her writing, which helps

her to be more confident she said :

I have learned a lot about EFL writing in general and my personal EFL
writing in detail. I have never enjoyed any real writing Ihad done
before doing this experiment, and I am glad I am finally understanding

my own EFL writing, which makes nme more confident.
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Yassmin said :

While writing I enjoy having an outside opinion on what I‘m writing. 1
really like having group work because I get good ideas on what to do.
Many times group work has saved me from getting low scores by
revising my paper and telling me the errors I‘ve made. This let me feel

more confident about my level.

Regarding the {fifth question in the interview which was:
Would you like to submit your portfolio to tnext year teacher as
an  example of your better EFL writing? Why? All the
participants in the interview agreed to do so.

Hala said :

Yes, | will submit my portfolio to the next year teacher. I want her to

see my level in EFL writing and deal with me according to this level.

Thorya believed that the next year teacher should see her

portfolio. She said :
I want her to see how my abilities had grown. Moreover, to see how

hard I tried to learn something .

Amina said :

[ will submit it to her, because 1 feel proud of myself that I could write,

for the first time a whole research. I will submit it with full confidence.
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Results pertaining to achievement

In order to get answer to the fourth question of this study:
How does authentic assessment affect student’s writing skill and
over all achievement in EFL? The two groups took a pre-test -
post-test (See Appendix G) Page : 228 measuring proficiency in
written language production. The results of comparing the two
groups on the pretest (See Table 7) indicated none statistically
significant differences between the two groups (t=.38) with
respect to their proficiency in written language production. The
mean score obtained by the experimental group (72.2) was very

close to that of the control group (71.3).

Table 7 The t - Test Results for Comparing the Two Groups

on the Pre-test.

Group Number of cases Mean | Standard Deviation | t-value
Experimental 30 72.7 14.95 38
. 1 t
Control 30 71.3 13.86 ‘Not
significant

The results of comparing the pre-test and the post-test of the
experimental group (See Table 8) indicated that the class did
significantly better (t = 11.56, significant at p<.001) with respect

to their proficiency in written language production on the post-

test.
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Table 8 The Results of the t-Test for Comparing the Post-

test With the Pre-test Performance of the Experimental

Group.
Number of Mean Standard t-value
Pairs deviation
Pretest 30 72.77 14.95 11.56
Posttest 90.37 3.78
r=0.88 * Significant at p<.001

Regarding the control group, a slight improvement appeared

in their scores in written language production (See Table 9).

The t-test revealed that this improvement was not statistically

significant.

Table 9 The t-Test Result for Comparing the Pre - Post-test

Performance of the Control Group.

Number of | Mean Standard t-value
pairs deviation
Pretest 30 71.3 13.86 1.66
posttest 73.97 14.9 Not significant
r=.82

Upon comparing the scores obtained by the two groups on -

the
significant  differences
significant at p<.001).

between
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Table 10 The t-Test Results for Comparing the Two Groups

on Their Performance on the Post-test .

Number of Mean Standard t-value
cases deviation
Experimental 30 90.37 8.78 518 * |
Control 30 73.97 14.97

* Significant at p<.001

The results of the school exam, as a measure of over all

achievement

in EFL, indicated that (See Table 11) the two

classes were significantly different from each other (t=5.89,

significant at p<.001) with respect to their proficiency in

language production in favor of the experimental group.

Table 11 The t-Test Results for Comparing the Experimental

Group With the Control Group on School Exam.

Number of Mean Standard t-value
cases Deviation
Experimental 30 91.43 7.68 589 %
Control 30 72.6 15.75

*Significant at p<.001
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DISCUSSIONS, CONCLUSIONS AND
RECOMMENDATIONS

The discussion in this chapter is divided into four
categories based on the findings of the study (1) Discussion of
findings of the critical assessment based on an EFL writing
portfolio; (2) Discussion of findings of the student’s self
assessment forms; (3) Discussion of findings of student’s taped
interview; and (4) Discussion of findings of the results
pertaining to achievement.

Discussion of Findings of the Critical Assessment Based on
an EFL Writing portfolio

The focus of the study was to determine how much growth
found in student’s EFL writing skill when they constructed
portfolios, and what students found valuable when they created
a writing portfolio.

Students selected pieces to be used in the assessment and
thereby controlled their EFL writing resulting in a sense of
ownership. Ownership was maintained when writing about
subject of their own choice, and using their peer’s interest to
determine what to revise.

Camp and Murphy (1990) claimed that portfolio
assessment provides students ownership and control in the
assessment process. In contrast to portfolios, many writings
assessments do not engage students and consequently do not
provide an accurate measure of student achievement (White,
1985). In assessment environments where students have little
ownership over the writing, they may not become effectively
involved if the writing topic is not interesting, or if it is not
perceived as being a part of the class curriculum.
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Students need to have a sense of ownership in the
assessment process if it is to be anything other than writing
done solely for the teacher as an examiner. Students in this
study expressed interest in writing, made revision based upon
their own choices, and chose the pieces they wanted to place in
the portfolio. The writing collected in the portfolio provided
students ownership.

Student ownership in the assessment process is likely to
occur when students have control over the pieces they place in
the portfolio and when the writing placed in the portfolio is
writing for which they are interested. The interest the students
developed for their writing in this study is indicative of
ownership.

The term “empowerment” has been used to describe the
power teachers have over how students are taught reading and
writing. To enhance the literacy level of students, teachers must
become knowledgeable of effective ways to promote writing
development. In this study empowerment occurred when
students were able to do something they previously were not
able to do. Writing was assessed as an action that should be
done by the teacher. When students critically assessed their
portfolios, an action previously reserved for the teacher, they
were empowered by the portfolio process.

When students reported, in their assessments, that they
used the portfolios as a measure of their writing; developed
goals based on previous writing; and analyzed writing for
evidence of growth; these activities provide evidence that
students were empowered by the portfolio. These critical
assessments had previously been accomplished by the teacher.
Similarly, student ownership led to empowerment when
students responded to their writings. Students in this study
stated what they liked and disliked about their writings. They
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became empowered to participate in the assessment process.
Hence, classroom assessment procedures should encourage
students to respond to writing in the manner in which they
perceive writing to have value.

The second issue of empowerment derives from the
critical assessment that occurs when students consider the
growth that has occurred in their writing. By describing their
writing  strengths and weakness, students began to consider
personal goals for their writing, and to analyze their writing
development.

By engaging students in the assessment of their own work,
they were empowered since they made decisions about their
writings, which may allow for growth in the future. Students
critically assessed their own work, they became active learners
critically analyzing their own work.

Evidence presented in the data analysis and in previous
research (Camp, 1990) demonstrated that portfolio evaluation
permitted students to assess their own strengths and reflect upon
growth. Students in the experimental group began to critically
participate in the assessment process which helped them to form
an understanding of writing constructed from dialogue and
interactions in the classroom. These kinds of expressions
empower students to learn from their writing by developing
goals for future writing, assessing growth, and reflecting to the
portfolio to assess writing done in other classes.

Critical assessment and empowerment occur when
students have ownership over their writing and they are given
meaningful opportunities to participate. Students can provide
meaningful explanations of their own growth, goals, and writing
strengths and weaknesses. The student’s descriptions of using
the portfolio as a measure, the goals students set, and their
analyses of their writing growth provide evidence for how the
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portfolio empowered the students in the experimental group of
this study.

Discussion of Findings of Student’s Self-Assessment Forms.

Within the last decade, students self-assessment has
received high consideration as a valid means of assessment. For
example, Marzano et. al (1993) assert that student self-
assessment is at the heart of the performance-based assessment
movement. There is no reason why students cannot assess
themselves on all content and lifelong learning standards.

Graves (1990) indicated that we have not paid much
attention to what students said regarding assessment. When
analyzing student’s response to the self-assessmcnt forms the
following were the findings :

The study revealed valuable information regarding this
aspect. In dimension 1 that is the (Positive Attitudes and
Perceptions About Learning) most of the results were satisfying.
The majority of answers chosen were positively agree with the
question. Smaller percentages were on average between positive
and negative attitudes. In contrast, very small percentage ior the
totally negative attitudes were found. The results indicated that
students had certain positive attitudes and perceptions. A
primary focus of this study, then, is establishing positive
attitudes and perceptions about learning and this was achieved.

Dimension 2 which was about acquiring and integrating
knowledge. The results measured many aspects such as the
number of mistakes, quickness, easiness ... etc. The reported
results were very good, a high percentage of students were doing
well in acquiring and integrating knowledge through out the
research. Very few of them were not very well such as in
measuring the quickness and the easiness. This can be the result
of the individual differences. Students found that acquiring new
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knowledge, integrating it with what they already know, and
retaining it is an important aspect of learning. In this study, it
was found that this procedure helped students more effectively
store information in long-term memory by guiding them through
the creation of images representing the important aspects of the
new information.

According to the third dimension which is extending and
refining knowledge. The results show that students had
difficulties in fulfilling all the items in this dimension. Since
this was the first time students were asked to write an English
report. The results in this study indicated that learners could
extend and refine their knowledge, adding new distinctions and
making further connections. They could analyze what they have
learned in more depth and with more rigor.

From what the students wrote in dimension 4, using
“Knowledge Meaningfully”, it was obvious that all students
~with  different academic levels either; weak, average or
excellent, have benefited from the experience. They learned how
to organize their ideas and wrote workable plans for their
reports. They were able to depend on themselves in order to
search for their information, and used them accurately and
correctly. They learned how to sinformation from different
sources, not just depending on the schoolbooks. The most
important issue to the student was their awareness of their
talents and abilities. They knew how much they could do and
they did it.

Dimension 5 which deals with the productive habits of
mind, was the most challenging point for the students. This
dimension includes their habits of minds in accomplishing their
work. Luckily the reported results were very satisfying. Very
low percentages of the students were not aware of what they are
doing. The rest were productive. This dimension could be
considered as the most important one because it measured their
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own habits of mind such as the accuracy, the use of different
resources, the awareness, clarity and being open-minded. The
results in this dimension revealed that students could develop
mental habits that enabled individuals to learn on their own
- whatever they want or need to know at any point in their lives.
This was the most important goal of this study.

From the previous discussion, the researcher concluded
that; when students get involved in their own assessment they
became better learners and have better understanding of their
improvement. Most of the students were proud of their work
and their growth. This improvement was assured when the
teacher filled the teacher observation form for each student and
observed their growth.

Self-assessment can increase the student’s responsibility
for evaluating their own work, showing the processes used in
developing a piece of writing and how a point of view or
perspective progressed in the student’s work (Wolf, 1989).

Discussion of Finding of Student’s Taped Interview

Student’s interviews revealed that the portfolio allowed
them to make critical assessments about their EFL writing
strengths and weaknesses. The portfolio became a measure to
assess EFL writing they were working on several months after
the portfolio was compiled. The students agreed that the
portfolios show evidence of their improvement and growth.
They expressed themselves as being able to assess their EFL
writing in the future. The most important issue to the students is
their feelings of confidence about their writing abilities. Finally,
all the participants agreed to submit their portfolios to the next
year teacher as evidence of their hard work and keep trying to
learn how to write something correctly.
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Discussion of the Results Pertaining to Achievement

The results of this study indicated that there is a marvelous
improvement in the participants achievement not only in their
EFL writing skill, but throughout all the English skills.

As far as the pre-post test is concerned, the findings of this
study indicated that the experimental group made dramatic
significant progress on the posttest. The mean score obtained at
the pretest was 72.7 and it jumped to 90.3. In contrast, the
control group made a slight improvement.

The study revealed that there was a slight improvement in
the control group post-test. One of the possible explanations as
to why the control group did improve on the posttest is that they
may have become sensitized to EFL written production after
they took the pretest. The second possible reason might be the
fact that they acquired some knowledge on EFL written
production in their living environments rather than in this
program. The improvement was expected because they must
have improved in their ability as a result of almost one year of
further instruction in English.

One of the possible explanations as to why the
experimental group obtained higher scores on the school exam
is that they were exposed to experience the four English skills
thoroughly. They had experienced speaking through discussing
their topics with their peers. The listening skill had been
encouraged by watching video films related to their topics. The
writing skill came automatically while creating the portfolios.
The reading skill was experienced widely through their search
for information used in writing their reports. |

The portfolio served as an instructional scaffold for

student’s reflections to emerge. The study provides descriptive
evidence of how the portfolio became an instructional scaftold
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for students learning (Applebee, 1984). As a scaffold, students
developed writing in which they are interested and had
ownership.

Conclusions

When students utilize portfolio assessment, student
ownership and empowerment result. They explained that they
valued writing in which they were interested. When students
have ownership over their writing, the critical assessments they
make will be more meaningful and may lead to students being
empowered to make decision in the future.

When students take ownership over their work, they can
become empowered to assess this work and make improvements
in  EFL writing. To further enfranchise students in the
assessment process, it is important for teachers to recognize the
importance of like/dislike comments or issues of interest in
assessment. These comments empower students to find
audiences for their EFL writing and permit them to have a voice
in the assessment process.

Student ownership leads to students critically assessing
their EFL writing and making decisions based upon their
assessments. The statements students make that may lead to
empowerment include goals for future writing and the analysis
of their writing growth.

Additionally, practitioners need to consider the purpose of
the portfolio when designing the curriculum. It needs to be
acknowledged that student interest in writing is an important
instructional  consideration and helps to assure a sound
assessment process.



Recommendations
Based on the results of this study the following
recommendations could be made :

1.When designing a portfolio, it is important to consider the
purpose of the portfolio as an assessment tool. In considering
the purpose of the portfolio it is recommended to determine

- the audience for whom the portfolio is being constructed. The
purpose of the portfolio utilization was to be an assessment
tool to evaluate student’s progress in EFL writing skill, and a
mean for students to reflect upon their own writing.

2.For critical assessment of portfolio to occur, it is important for
students to be interested in their writing. Teachers should give
special consideration to utilizing instructional methods that
encourage students to develop writing interesting to
themselves and others. (Atwell, 1987). Students need to
choose their own writing topics so that they develop writing
they feel is their best work.

3.Teachers who are seeking methods to engage students in
critical assessment should help students through a process
whereby they describe the range of writing found in the
portfolio and examine their work for evidence of growth.
With these strategies, teachers may be better able to predict
student’s reflective responses and challenge students with
questions and examples to engage them in self-assessment.

4 After students critically assess their own writing, practitioners
should provide students with opportunities to discuss their
own writing using criteria with the classmates. This type of
engagement with writing, along with describing their own
growth and range of writing, may encourage students to use
their portfolio as a measure to assess future writing, set goals
for future writing, and better appreciate their own writing.
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Appendix A

Ministry of Education Writing Skill Objectives

The Learner is able to: Grade Level
1. Write dictated words. 4/5
2. Write dictated sentence. 4/5/6/1
3. Write short answers to given equations. 4/5/6/1/2/3

4. Write short sentence about self and immediate

environment 5/6/1/2/3
5. Write accurately about given topics 6/1/2/3
6. Apply the conventions of writing. 4/5/6/1/2/3

7.Communicate intentions clearly and effectively. 1/2/3
8. Use a wide range of grammatical structures.  5/6/1/2/3
9. Use a wide range of vocabulary. 1/2/3
10.Organise ideas logically. 1/2/3

11.Narrate a short story consisting of more than  5/6/1/2/3
two events in the correct sequence.

12.Synthesise information obtained from different  1/2/3
sources.

13.Express personal points of view persuasively. 2/3
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14. Apply writing skills effectively for different 3
audiences in different situations.

15.Narrate past events and inquire about times of 6/1/2/3
events : beginning, ending and duration.

16. Write simple sentences describing pictures/ 4
objects according to listed properties.

17.Write compound sentences describing pictures/ 5/6
objects according to listed properties.

18. Write complex sentence describing pictures/ 1/2/3
| objects according to listed properties.

19.  Apply process writing skills. 5/6/1/2/3
Source : Directorate of Curricula, (1995) p: 16-17

Note : 4/5/6 refer to 4"/5"/6" primary
1/2/3 : refer to 152743 intermediate
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Appendix B
Rubrics for Specific Tasks .

Rubrics for Complex Thinking Standards

A .Effectively translates issues and situations into meaningful
tasks that have a clear purpose.

4 -Translates the issue or situation into a well-articulated task that
has clearly defined goals and involves clearly identifiable complex
reasoning processes.

Anticipates and articulates difficulties the task might present.

3- Translates the issue or situation into a task that has clearly
defined goals and involves clearly identifiable complex reasoning
processes.

2- Translates the issue or situation into a task that has poorly
defined goals.

1- Makes an attempt to translate the issue or situation into a task
but provides no understandable description of the nature or
purpose of the task or makes no attempt to translate the issue or
situation into a task.

B. Effectively uses a variety of complex reasoning strategies.

REASONING STRATEGY 1 : COMPARISON

Comparison involves describing the similarities and differences
between two or more items. The process includes three
components that can be assessed.

a. Selects appropriate items to compare.
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b. Selects appropriate characteristics on which to base the
comparison.

c. Accurately identifies the similarities and differences among the
items, using the identified characteristics.

a. Selects appropriate items to compare.

4.Selects items that are extremely suitable for addressing the basic
objective of the comparison and that show original or creative
thinking.

3.Selects items that provide a means for successfully addressing
the basic objective of the comparison.

2. Selects items that satisfy the basic requirements of the
comparison, but creates some difficulties for completing the
task.

1. Selects items that are inappropriate to the basic objective of the
comparison.

b. Selects appropriate characteristics on which to base the
comparison.

4. Selects characteristics that encompass the most essential aspects
of the items and present a unique challenge or provide an
unusual insight.

3. Selects characteristics that provide a vehicle for meaningful
comparison of the items and addresses the basic objective of the

comparison.

2. Selects characteristics that provide for a partial comparison of
the items and may include some extraneous characteristics.
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1. Selects characteristics that are trivial or do not address the basic
objective of the comparison. Selects characteristics on which the
times cannot be compared.

c. Accurately identifies the similarities and differences among
the times, using the identified characteristics.

4. Accurately assesses all identified similarities and differences for
each item on the selected characteristic. Additionally, the
student provides inferences from the comparison that were not
explicitly requested in the task description.

3. Accurately assesses the major similarities and differences
among the identified characteristic.

2. Makes some important errors in identifying the major
similarities and differences among the identified characteristics.

1. Makes many significant errors in identifying the major
similarities and differences among the identified characteristics.

REASONING STRATEGY 2 : CLASSFICATION

Classification involves organizing items into categories based on
specific characteristics. The process includes four components that
can be assessed :-

a. Selects significant items to classify.

b. Specifies usual categories for the items.

c. Specifies accurate and comprehensive rules for category
membership.

d. Accurately sorts the identified items into the categories.
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a. Selects significant items to classify :

4. Specifies the items to be classified and selects significant items
that present some interesting challenge in classification.

3. Selects significant items for classification the present some
challenge in classification.

2. Selects items of little significance or present a routine sorting
problem.

1. Selects trivial items or items that have no relationship to the
task.

b. Specifies useful categories for the items :

4.Creates categories that provide a useful way of looking at the
items at an unusual level of depth.

3.Creates categories that focus on the significant characteristics of
the items.

2.Creates categories that provide for some analysis of the items
but may not include all the important characteristics of the
items.

1.Creates categories that address only trivial aspects of the items.

c. Specifies accurate and comprehensive rules for category
membership.

4.Provides a clear and complete specification of the defining
characteristics of each category. Describes the defining
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characteristics in such a way as to provide a unique or unusual
way of looking at the items.

3. Clearly specifies the defining characteristics of the categories
and addresses any questions of overlap in characteristics.

2.Describes the defining characteristics of categories in a way that
results in some overlap or confusion between, categories, or
describes characteristics unrelated to the rules for category
membership.

1.Identifies characteristics that do not accurately describe the
categories. |

d. Accurately sorts the identified items into the categories.

4 Correctly sorts each of the items into the categories and
describes the extent to which each item has the characteristics
ascribed to the categories. Describes insights gained during the
‘sorting process. ‘

3.Correctly sorts each of the items into the categories and, when
appropriate, describes the extent to which each item has the
characteristics ascribed to the categories.

2.Makes some errors in assigning items to their appropriate
categories, or does not describe the extent to which each item has
the characteristics of the category, when it is clearly appropriate
for the task.

1.Makes frequent and significant errors in assigning items to

categories and does not show how the items have the
characteristics of their assigned categories.
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REASONING STRATEGY 3 : INDUCTION

Induction involves creating a generalization from implicit or
explicit information and then describing the reasoning behind the
generalization. The process includes three components that can be
assessed.

a.Identifies  elements (specific pieces of information or
observations) from which to make induction.

b. Interprets the information from which induction are made.

c.Makes and articulates accurate conclusions (induction) from the
selected information or observations.

a.ldentifies elements (specific pieces of information or
observations) from which to make induction(s).

4.Clearly and accurately identifies all relevant information from
which to make induction(s). The type of information selected
reflects creative insight and a careful analysis of the situation.

3.Specifies “all relevant information from which to make
induction(s). Selects information that is important to the general
topic.

2.Includes some information that is not important to the induction
or does not accurately identify the important information from

which the induction(s) could be made.

1.Selects unimportant or trivial information for the induction.
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b. Interprets the information from which indications are
made.

4.Provides accurate interpretations that illustrate insight into the
information from which they were made. The interpretations
reflect a study of or a familiarity about the topic.

3. Provides interpretations that, with few exceptions, are valid and
say some thing important about the topic.

2. Provides some interpretations that, with few are based on
significant misunderstanding important about the topic.

1. Significantly misinterprets  the  information.  Makes
interpretation  that have no bearing on the area or are clearly
illogical.

C. Makes and articulates accurate conclusions induction(s)
from the selected information or observations.

4. Draws conclusions that reflect clear and logical links between
the 1nor observations and interpretations made from them. The
rationale for the interpretations shows a thoughtful and accurate
attention to the process of induction.

3. Presents conclusions that, with few exceptions, follow logically
from the selected information or observations.

2. Presents  some conclusions that reflect erroneous interpretations
made {rom the information or observations.

1.Draws many errors conclusions from the selected information or
observations and cannot satisfactorily describe the rational behind

to conclusions.
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REASONING STRATEGY 4 : DEDUCTION

Deduction involves identifying implicit or explicit generalizations
or principles (premises) and then describing their logical
consequences. The process includes three components that can be
assessed -

a. Identifies and articulates a deduction based on important and
useful generalizations or principles implicit or explicit in the
information.

b. Accurately interprets generalizations or principles.

c. Identifies and articulates logical consequences implied by the
identified generalizations or principles.

a. Identifies and articulates a deduction based on important
and useful generalization or principle implicit or explicit in
the information.

4. Selects generalizations or principles that show extreme insight
into topic.

3. Selects important generalizations or principle that contribute to
the understanding of the material being studied.

2. Selects generalizations or principle that generally relate to the
information available but that may not have significant
explanatory power.

Selects generalizations or principle that do not have significant
bearing on the material and do not contribute to the understanding
of the subject.
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b. Accurately interprets the generalization or principle.

4. Demonstrates an understanding of the generalization or
principle that is not only accurate but provides unique perspective
on the topic.

3. Demonstrates an understanding of the generalization or
principles that is accreted and contributes to an understanding of
the topic.

2. Demonstrates a somewhat inaccurate understanding of the
generalization or principles.

1. Demonstrates an incorrect understanding or interpretation of the
generalizations or principles.

¢. Identifies and articulates logical consequences implied by
the identified generalizations or principles.

4. Accurately identifies logical conclusions implied by the
generalizations or principle. Recognize more subtle inferences
that could have important effects on the subject area.

3. With few errors, accurately identifies the consequences of the
generalizations or principles. The consequences relate closely to
the subject area and are worth while subjects for discussion.

2. Accounts for important consequences of the generalizations or
principles, but identifies consequences that may not be germane
to the topic; or makes logical errors in identifying to
consequences.

1. Identifies consequences that have little significance and are not
logical or germane to the topic.



REASONING STRATEGY 5 : ERROR ANALYSIS

Error analysis involves identifying and describing specific types of
errors in information or processes. It includes three components
that can be assessed:

a. Identifies and articulates significant errors in information or in a
process.

b. Accurately describes the effects of the errors on the information
OI Process.

c. Accurately describes how to correct the errors.

a. Identifies and articulates significant errors in information
Or' in a process.

4 Accurately identifies all errors in the information or process
under study and makes clear why the points identified are errors.
Also identifies subtle but important errors that are difficult to
recognize.

3. Accurately 1identifies all critical errors in the information or
process understudy and make clear why the points identified are
ITOrS.

2. Fails to recognize some important errors or identifies some
points that are not errors.

1. Recognizes only insignificant errors or mistakes valid points for
CITOIS.

b. Accurately describes the effects of the errors on the
information or process.
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4. Provides an accurate analysis of the effects of the errors,
including a complete describing of the ramifications of the
errors beyond the most obvious levels of impact.

3. Provides an accurate analysis of the effects of the errors
omitting few details.

b

2. Describes the effects of the errors, but omits some important
consequences; or does not accurately describe all the effects of
the errors.

1. Does not correctly asses the effects of the errors, or describes
ellects that do not exist.

c. Accurately qualifies or restricts the claim.
4. Provides careful and reasoned qualifications or restrictions for
the claim in such a way that the argument provides a unique

perspective on the claim.

3. Provides accurate qualifications or restrictions for the claim ,
with the result being a well - defended claim.

2. Qualifies or restricts the claim, but leaves out important aspects
of the qualifications or restrictions.

1. Does not address qualifications or restrictions for the claim.

REASONING STRATEGY 6 : CONSTRUCTING SUPPORT.

Constructing support involves developing a well - articulated
against a specific claim. The process includes three components
that can be assessed :-
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a.Accurately identifies a claim that requires support rather than a
fact that does not require support.

b. Provides sufficient or appropriate evidence for the claim.
c. Adequately qualifies or restricts the claim.

a. Accurately identifies a claim that requires support rather
than a fact that dose not require support.

4. Accurately identifies a claim that requires support. The
identified claim has been mistaken by many others for a fact that
requires no support.

3. Accurately identifies a claim that requires support and does not
confuse the claim with any other information.

2. Identifies a claim that requires support but may mistakenly
include information that does not require support.

1. Identifies information that does not require support and fails to
identify a claim that should have support.

b. Provides sufficient or appropriate evidence for the claim.
4. Presents a clear and accurate of all available evidence that
addresses the central point of the claim. Considers what evidence

is missing and how it should affect an evaluation of the claim.

3. With no major errors, presents all relevant evidence to support
the claim.

2. Provides evidence for the claim, but may not address all
necessary aspects.
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1. Fails to provide convincing evidence for the claim.
¢. Identifies an opposing position and the reasoning behind it.

4. Articulates a detailed opposing position and the reasoning

behind it. If strong line of reasoning does not underline the
position, articulates the errors or holes in the reasoning.

3. Articulates an opposing position and the basic reasoning
underlying it. Does not address or incompletely addresses the
errors or holes in the reasoning,.

2. Articulates an Opposing positions but does not present a clear
line of reasoning behind it.

1. Does not articulate a clear opposing position.

REASONING STRATEGY 7 ABSTRCTING.

Abstracting involves identifying and explaining how the abstract
pattern in one situation or set of information is similar to or
different from the abstract pattern in another situation or set of
information. The process includes three components that can be

assessed -

a. Identifies a significant situation or meaningful information that
is useful as a subject for the abstracting process.

b. Identifics a representative general or abstract for the situation or
information.

Accurately articulates the relationship between the general or
abstract pattern and another situation or set of information.
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a. Identifies a significant situation or meaningful information
that is useful as a subject for the abstracting process.

4. ldentifies a situation or information that provides a rich source
of material for the process of abstracting. The selected information
is not commonly used in abstracting tasks but has a pattern that
could be quite powerful when abstract.

3. Identilies significant information that also has a pattern that
lends itself to the abstracting process.

2. Identifies informatthat seems unimportant but does have a
pattern that can be used in the abstracting process.

1. Identifies trivial information having no identifiable pattern that
can be used in the abstracting process.

b. Identifies a representative general or abstracts for the
information.

4. Identifies a general or abstract pattern that provides unusual or
provocative insights into the information under study. The
pattern furnishes the means for seeing other material from a
unique perspective.

3. Constructs a general or abstract pattern that accurately
represents the information from which it came.

2. Creates a general or abstract pattern that may not be a
completely accurate representation of the information or
situation from which it was drawn but does focus on its most
important elements.



3. Does not create a general or abstract pattern that accurately
represents the mformation or situation selected.

c. Accurately describes how to correct the errors.

4. Provides a highly thoughtful or creative approach for correcting
the crrors.

3. Provides a workable way of correcting the errors. The response
addresses the major concerns raised by the errors.

2. Provides an approach for correcting the errors. The approach
addressees  some of the major errors, though it may not be the best
or most appropriate response to the situation.

1. Does not accurately describe how to correct the errors.

REASONING STRATEGY 8 : ANALYZING
PERSPECTIVES

Analyzing perspectives involves considering one perspective on an
issue in the reasoning behind it as well as an opposing perspective
and the reasoning behind it. The process includes three
components that can be assessed :

a. ldentifies an issue on which there is disagreement.

b. Identifies one position on the issue and the reasoning behind it.

c. Identilies an opposing position and the reasoning behind it.

a. Identifies an issue on which there is disagreement.
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4. Identifies and articulates implicit points of disagreement that
are not obvious but are the underlying cause of conflict.

3. Identifics and articulate explicit points of disagreement that
cause conflict.

2. Identifies and articulate issues that are not points of
disagreement as important issues of disagreement.

1. Ignores explicit and implicit points of disagreement.

b. Identifies one position on the issue and the reasoning
behind it.

4. Articulates a detailed position and the reasoning behind it
and, 1f a strong line of reasoning does not underlie the

position, articulates the errors or holes in the reasoning.

3. Articulates a position and the basic reasoning underlying the
position. Does not address or incompletely addresses the errors
or holes in the reasoning.

2. Articulates a position but does not present a clear line of
reasoning behind it.

1. Does not articulate a clear position.
c. Identifies an opposing position and the reasoning behind it.

4. Articulates a detailed opposing position and the reasoning
behind it. If a strong line of reasoning does not underlie the
position, articulates the errors or holes in the reasoning.
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3. Articulates an opposing position and the basic reasoning
underlying it. Does not address or incompletely addresses the
errors or holes in the reasoning.

2. Articulates an opposing position but does not present a clear
line of recasoning behind it.

1. Does not articulate a clear opposing position.
REASONING STRATEGY 9 : DECISION MAKING

Decision making involves selecting among apparently equal
alternatives. It includes four components that can be assessed :

a. Identifies important and appropriate alternatives to be consider.

b. Identifies mmportant and appropriate criteria for assessing the
alternatives.

c. Accurately identifies the extent to which each alternative
possesses each criteria.

d. Makes a selection that adequately meets the decision criteria
and answers the initial decision question.

a. Identifies important and appropriate alternatives to be
consider.

4. Presents a comprehensive list of the most important possible
alternative and describes each in detail.

3. Identifies alternatives that represent most of the important
possible alternatives.
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2. Identifies some alternatives that are important and others that
are not.

I. Selects alternative that are clearly not relevant to the decision.

b. Identifies important and appropriate criteria for assessing
the alternatives.

4. Clearly identifies the criteria by which the identifies alternatives
will  be assessed. The criteria reflect an unusually thorough
understanding of the nature of the decision task.

3. Clearly identifies the criteria by which the identified alternatives
will be assessed. With no significant exceptions, the criteria are
important decision task.

2. Identifies some important criteria by which the identified
alternatives will be assessed. However, some important criteria are
omitted, or criteria are included that may not be important to the
decision task.

1. Identifies few or no criteria that are relevant to the decision
task.

¢. Accurately identifies the extent to which each alternative
possesses each criteria.

4. Provides a through, fully developed assessment of each
alternative based upon the criteria. Exceeds the demands of the
decision task by comparing and contrasting the alternatives to
provide greater insights.

3. Presents an accurate assessment of the extent to which the
alternatives possess the identified criteria.
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2. Does not completely address all the criteria; or applies all the
appropriate criteria to the alternatives but is not completely
accurate in assessing how will the criteria have been met.

1. Does not address the extent to which the alternatives meet the
criteria or is inaccurate is assessing how will the alternatives
meet the criteria.

d. Makes a sclection that adequately meets the decision
criteria and answers the initial decision question.

4. Selects the alternative that meets or exceeds the criteria and that
represents a well-supported answer to the initial decision
question. Provides a useful discussion of issues and insights that
arose during the selecting process.

3. Successtully answers the decision question by selecting the
alternative that meets or exceeds established criteria.

2. Selects an alternative that does not entirely conform to the
student’s assessment of the alternative.

1. Makes a selection that does not appear reasonable or cannot be
justified by the student’s evaluation of the alternative.

REASONING STRATEGY 10:INVESTIGATION

Investigation is a process involving close examination and
systematic iquiry. There are three basic types of investigation :

e Definitional Investigation: Constructing definition or detailed
description of's concept for which such a definition or

description is not readily available or accepted .
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e Historical Investigation : Constructing an explanation for some
past event for which an explanation is not readily available or
accepted.

e Projective Investigation : Constructing a scenario for some
future event or hypothetical past event for which a scenario is
not readily available or accepted.

Each type of investigation includes three components that can be
assessed :

a. Accurately identifies what is already agreed upon about concept
(defintional investigation), the past event (historical
investigation), or the future event (projective investigation).

b. Identifies and explains the confusions, uncertainties, or
contradictions about the concept (definitional investigation), the
past event (historical investigation), or the future event
(projective investigation).

c. Develops and defends a logic and plausible resolution to the
confusions uncertainties, or contradictions about the concept
(definitional  investigation), the past event (historical
investigation), or future events (projective investigation).

a. Accurately identifies what is already known or agreed upon
about the concept (definitional investigation), the past event
(historical investigation), or the future event (projective
investigation).

4. Presents a thorough and correct account of what is already know.

Supplies information that may not be commonly know, but that
has some bearing on the topic being studied.
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3. Presents an accurate account wino important omissions, of what is
already know or agreed upon about the topic being studied.

2. Presents information on what is already know or agreed upon
about the topic being studied ; however, the information may
not be complete in all particulars, or the student may introduce
some inaccuracies.

I. Presents little or no accurate and important information about
what is already know or agreed upon about the topic.

b. Identifies and explains the confusion, uncertainties, or
contradictions about the concept (defintional investigation),
the past event (historical investigation), or the future event
(projective investigation).

4. Identifies the important confuse, uncertainties, or contradictions
surrounding the topic. Brings to light misconceptions or
confusions that are commonly overlooked.

3.Identifies, with no important errors, significant confusions,
uncertainties, or contradictions surrounding the topic.

2.Identifies confusions , uncertainties or contradiction associated
with the topic. The problems identified include some, but not
all, of the most critical issues.

1.Fails to accurately identify any important confusions,
uncertainties, or contradictions surrounding the topic.

c. Develops and defends a logical and plausible resolution to
the confusions, uncertainties, or contradictions about the
concept  (definitional investigation), the past event
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(historical investigation), or the future event (projective
investigation).

4. Provides a logical and well - developed resolution to the
confusions, uncertainties, or contradictions. The resolution
reflects creative thinking as well as thoughtful attention to the
details of the problem.

3. Presents a clear resolution to the problems associated with the
concept. The resolution is a logical and plausible outcome of the
investigation.

2. Develops and present a resolution to the problems associated
with the concept. The resolution is satisfactory, but lacks

thorough treatment and accuracy.

1. Presents an unsubstantiated and implausible resolution to the
confusions uncertainties, or contradictions.

REASONING STRATEGY 11 : PROBLEM SOLVING
Problem solving involves developing and testing a method or
product for overcoming obstacles or constraints to reach a desired
outcome. It includes four components that can be assessed :

a. Accurately identifies constraints or obstacles.

b. Identifies viable and important alternatives for overcoming the
constraints or obstacles.

c¢. Selects and adequately tries out alternatives.

166



d. If other alternatives were tried, accurately articulates and
supports the reasoning behind the order of their selection, and
the extent to which each overcame the obstacles constraints.

a. Accurately identifies constraints or obstacles.

4. Accurately and thoroughly describes the relevant constraints or
obstacles. Addresses obstacles or constraints that are not

immediately apparent.

3. Accurately identifies the most important constraints or
obstacles.

2. Identifies some constraints or obstacles that are accurate along
with some that are not accurate.

1. Omits the most significant constraints or obstacles.
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b. Identifies viable and important alternatives for overcoming
the constraints or obstacles.

4. 1dentifies creative but plausible solutions to the problem under
consideration. The solutions address the central difficulties

posed by the constraints or obstacles.

3.Proposes alternative solutions that appear plausible and that
address the most important constraints or obstacles.

2. Presents alternative solutions for dealing with the obstacles or
constraints, but the solutions do not all address the important
difficulties.

1. Does not satisfactorily test the selected solutions.

c. Scelects and adequately tries out alternatives.

4.Engages n eflective, valid, and exhaustive trials of the selected
alternatives. Trials go beyond those required to solve the
problem and show a commitment to an in -depth understanding

of the problem.

3.Puts the selected alternatives to trials adequate to determine their
utility.

2. Tries out the alternatives, but the trials are incomplete and
important elements are omitted or ignored.

1. Does not satisfactorily test the selected solutions.
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d. If other alternatives were tried, accurately articulates and
supports the reasoning behind the order of their selection and
the extent to which each overcome the obstacles or constraint.

4. Provides a clear, comprehensive summary of the reasoning that
led to the selection of secondary solution. The description
includes a review of the decisions that produced the order of
selection and how each alternative fared as a solution.

3. Describes the process that led to the ordering of secondary
solutions. The description offers a clear, defensible rationale for
the ordering of the alternative and the final selection.

2. Describes the process that led to ordering of secondary solution.
The description offers a clear, defensible rational for the
ordering of the alternative, or the student dose not address all the
alternative that were tried.

1. Describes an illogical method for deterring the relative value of
the alternative. The students dose not present a reasonable
review of the strengths and weaknesses of the alternative
solutions that were tried and abandoned.

RESONING STRATEGY 12 : EXPERIMENT INQURY.
Experimental inquiry involves testing hypotheses that have been
generated to explain phenomenon. It includes four components

that can be assessed.

a. Accurately explains the phenomenon initially observed using
appropriate and accepted facts, concepts, or principle.

Makes a logical prediction based on the facts, concepts, or
principles underlying the explanation.

169



¢. Sets up and carries out an activity or experiment that effectively
tests the prediction.

d. Effectively evaluates to outcome of the activity or experiment in
terms of the original explanation.

a.Accurately explains the phenomenon initially observed using
appropriate and accepted facts, concepts, or principles.

4. Provides an accurate explanation of the phenomenon. The facts,
concepts, or principle used for the explanation are appropriate to
the phenomenon and accurately applied. The explanation
reflects thorough and careful research or understanding.

3. Provides an accurate explanation of the phenomenon. The
facts, concepts, or principle used for in the explanation are
appropriate to the phenomenon and accurately applied, with no
signilicant errors.

2. Explaimns the phenomenon but misapplies or omits some facts,
concepts, or principle that are important for understanding the
phenomenon.

1. Leaves out key facts concept, or principle in explaining the
phenomenon or does not use appropriate facts, or principles to
explain the phenomenon.

b. Makes a logical prediction based on the facts, concepts, or
principles underlying the explanation.

4. Makes a verifiable prediction that reflects insight into the
character of the phenomenon. The prediction is entirely
appropriate to the facts, concepts, or principles used to explain
the phenomenon .
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3. Makes a prediction that follows from facts, concepts, or
principles used to explain the phenomenon. The prediction can
be verified.

2.Makes a prediction that reflects a misunderstanding of some
aspects of the prediction that presents difficulties for
verification.

1. Makes a prediction that cannot be verified.

c. Sets up and carries out an activity or experiment that
effectively tests the prediction.

4. Sets up and carries out an activity or experiment that is
complete and valid test of the prediction and addresses all
important questions raised by the prediction. The activity or
experiment 1s designed to provide complete and accurate data
and a model of the experimental design.

3. Sets up and carries out an activity or experiment that is a fair
test of the prediction and addresses the most important questions
raised by the prediction. The activity or experiment provides
accurate data for evaluation.

2. Sets up and carries out an activity or experiment that addresses
some important aspects of the prediction, but omits others. The
design of the activity or experimentproduces some errors in data
collection or interpretation.

1. Sets up and carries out an activity or experiment that does not

test the central features of the prediction. The experimental
design is seriously flawed and the data collection 1s unlikely.
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‘d. Effectively evaluates to outcome of the activity or
experiment in terms of the original explanation.

4. Provides a complete and accurate explanation of the outcome of
the activity or experiment and does so in terms of the relevant
facts, concepts, or principles. Provides insights into the nature of
the phenomenon studied or the facts, concepts, and principle
used to explain it. |

3. Provides a complete explanation of the outcome of the activity
or experiment with no important errors. Presents the explanation
in terms of the relevant facts, concepts, or principles.

2. Provides a general explanation of the outcome of the activity or
experiment but omils one or two important aspects, or may not
cffectively relate the outcome to the facts, concepts, or

principles used to generate the prediction .

1. Provides an inaccurate, highly tlawed explanation of how the
outcome relates to the original explanation.

REASONING STRATEGY 13 : INVENTION

Invention involves developing something unique or making unique
improvements (o a product or process to satisfy an unmet need . It
includes four components that can be assessed :

a. Identifies a process or product to develop or improve to satisty
an unmet need.

b. Identifies rigorous and important standards or criteria the
invention will meet.

c. Makes detailed and important revision in the process or product.
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d. Continually revises and polishes the process or product until it
reaches a level of completeness consistent with the criteria or
standards identified earlier. |

a.ldentifies a process or product to develop or improve to
satisfy an unmet need.

4.Proposes a process or product that provides a unique solution to
an unmet need. The proposed process or product reflects a high
level of creativity.

3. Proposes a process or product that provides a good answer to
the unmet need.

2. Proposes a process or product that will not adequately satisfy
the unmet need.

1. Proposes a process or product that has little or no relation to the
unmet need.

b. Identifies rigorous and important standards or criteria the
invention will meet,

4. Sets out rigorous criteria well suited to the purpose of the
ivention. The student identifies only the highest achievable
standards of quality as acceptable outcomes.

3. Establishes an appropriate set of criteria for the invention.
2. ldentifies criteria for the invention that may not be completely

appropriate for the product. Sets standards that do not ensure
worthwhile or completed product.
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1. Establishes criteria that fail to address the most important
purposes of the invention. Sets standards so low that little
quality can be expected.

c. Makes detailed and important revision in the process or
product.

4. Reviews the process or product at a considerable level of detail.
The revisions or improvements clearly bring the process or
product closer to fulfilling the purpose for which it is designed.
The student’s attention to the details of the draft or model makes
a high - quality product likely.

3. Revises the process or product in ways that serve the purpose of
the process or product.

2.Revises the process or product but attempts to address only the
most obvious difficulties.

1. Makes few, if" any attempts at revision and appears satisfied
with the initial process or product, although obvious difficulties
still remain.

d. Continually revises and polishes the process or product
until it reaches a level of completeness consistent with the
criteria or standards identified earlier.

4. Develops a final process or product that meets the criteria
established at a demanding level of quality. The process or
product fulfills the purpose for which it was designed. In
addition, the process or product reflects creativity and
establishes a model for creative work of high quality.
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3. Continues revising the process or product until it meets all
standards and criteria. The process or product successfully
serves the purpose for which it was designed.

2. Revises the process or product until it meets minimum
standards.

1. Finishes revising the process or product before it has met
minimum standards. The process or product dose not meet many

important criteria and fails in it purpose.

Rubrics for Information Processing Standards

A. Effectively interprets and synthesizes information.

4. Interprets the information gathered for a task in accurate and
highly insightful ways. Provides a highly creative and unique
synthesis of the information.

3. Accurately interprets information gathered for a task and
concisely synthesizes it.

2. Makes significant errors in interpreting the information gathered
for a task or synthesizes the information imprecisely or

awkwardly.

1. Grossly misinterprets the information gathered for the task or
fails to synthesize it. |
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B. Effectively uses a verity of information techniques and
information resource.

4. Uses the important - gathering techniques and information
resources necessary to complete the task. Identifies little -
known information resource or uses unique information -
gathering techniques.

3. Uses the important information - gathering techniques and
information resources necessary to complete the task.

2. Fails to use some significant information - gathering techniques
or the major information resources necessary to complete the
task.

. Faills to use the most important information - gathering
techniques or the major information resources necessary to
complete the task .

C. Accurately assesses the value of information .

4.Analyzes information i detail, accurately and insightfully
determining whether it is credible and relevant to a specific task.

3. Accurately determines whether information is credible and
relevant to a specific task.

2. Makes some significant errors in determining  whether
information is credible and relevant to a specific task.
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1. Makes little or no attempt to determine whether information is
credible relevant to a specific task or totally misjudges the
relevance and credibility of information.

D. Recognizes where and how projects would benefit from
additional information.

4. Clearly and elfectively communicates the main idea or theme
and provides support that contains rich, vivid, and powerful
detail.

3. Clearly communicates the main idea or theme and provides
suitable support and detail.

2. Communicates important information but not a clear theme
overall structure.

1. Communicates information as isolated pieces in a random
fashion.

Rubrics for Effective Communication Standards

A . Expresses ideas clearly.

4. Clearly and effectively communicates the main idea or theme
and provides support that contains rich, vivid, and powerful
detail.

3. Clearly communicates the main idea or theme and provides
suitable support and detail.
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2. Communicates important information but not a clear theme or
overall structure.

I. Communicates information as isolated pieces in a random
fashion.

B. Effectively communicates with diverse audiences.

4. Presents information in a style and tone that effectively
capitalize on the audience’s level of interest and level of
knowledge or understanding.

3. Presents iformation in a style and tone consistent with
audience's level of interest and level of knowledge or
understanding.

2. Presents information in a style and tone inappropriate for the
audience’s levol interest or the audience’s level of knowledge.

1. Presents information in a style and tone inappropriate for both
the audience’s level of interest and level of knowledge.

c. Effectively communicates in a variety of ways.

4. Uses multiple methods of communication, applying the
conventions and rules of those methods in highly creative and
imaginative ways.

3. Uses two different methods of communication, applying the
conventions and rules of those methods in customary ways.
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2. Attempts to use two methods of communication but does not
apply the conventions and rules of those methods.

1. Uses only one method of communication when more than one
method is clearly needed or requested and does not correctly
apply the conventions and rules of that method.

D. Effectively communicates for a variety of purposes.

4. Clearly communicates a purpose in a highly creative and
insightful manner.

3. Uses elfective techniques to communicate a clear purpose.

2. Demonstrates an attempt to communicate for a specific purpose
but makes significant errors or omissions.

1. Demonstrates no central purpose in the communication or
makes no attempt to articulate a purpose.

E. Creates quality products.

4. Creales a product that exceeds conventional standards.
3. Creates a product that meets conventional standard.

2. Creates a product that does not meet one or a few important
standards.

1. Creates a product that does not address the majority of the
conventional standards.
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Rubrics for Collaboration/Cooperation Standards.

A. Works toward the achievement of group goals.

4. Actively helps identify group goals and work hard to meet them.

3.Communicates commitment to the group goals and effectively
carries out assigned roles.

2. Communicates a commitment to the group goals but does not
carry out assigned roles.

1. Does not work toward group goals or actively works against
them.

B. Demonstrates effective inte: - *rsonal skills.

4. Actively promotes effective group interaction and the
expression of ideas and opinions.in a way that is sensitive to the
feelings and knowledge base of others.

3. Participates in group interaction without prompting . Expresses
ideas and opinions in a way that is sensitive to the feeling and
knowledge base of others.

2.Participates in group interaction with prompting or expresses
ideas and opinions without considering the feelings and
knowledge base of others.

2.Does not participate in group interaction, even with prompting ,

or expresses ideas and opinions in a way that is insensitive to the
feeling or knowledge or base of others.
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C. Contributes to group maintenance.

4. Actively helps the group changes or modifications necessary in
the group process and works toward carrying out those changes.

3. Helps identifies changes or modifications necessary in the group
process and works toward carrying out those changes.

2. When prompted, helps identify changes or modifications
necessary in the group process, or is only minimally involved in
carrying out those changes.

1. Does not attempt to identify changes or modifications necessary
in the group process, even when prompted, or refuses to work
toward carrying out those changes.

D. Effectively performs a variety of roles within a group.

4. Eftectively performs multiple roles within the group.
3. Effectively performs two roles within the group.

2. Makes an attempts to performs more than one role within the
group but has little success with secondary roles.

1. Rejects opportunities or requests to perform more than one role
in the group.
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Rubrics for Habits of Mind Standards

A. Is aware of own thinking.

4. Explains in detail the sequence of thought he or she used when
facing a task or problem. Provides a detailed analysis of how an
awareness of his or her own thinking has enhanced performance.

3. Describes how he or she thought through a task or problem .
Provides ideas about how an awareness of his or her own
thinking has enhanced performance.

2. Provides a vague or incomplete describing of how he or she
thought through a task or problem. Provides only few ideas
about how an awareness of his or her own thinking has
enhanced performance.

1. Provides a confusing report of the thinking he or she used in
completing a task or problem:. Cannot describe performance that
has been improved.

B. Makes effective plans.

4. Sets a precise goal. Considers and carries out all necessary sub-
goals. Creates and adheres to a detailed time line.

3. Sets a goal. Considers and carries out some sub- goals. Creates
and carries out a useful time line.

2. Begins tasks without a completely defined goal. Makes little
attempt to defined sub goals or develop a time line.
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1. Makes no effort to identify a goal or its related sub- goals and
time line.

C. Is aware of and uses necessary resource.

4. Performs a careful, detailed assessment of resource needs before
beginning a task. Reviews available resources and considers
alternative. Anticipates steps in the process that might require
additional demands on resources.

3. Assesses a project to identify areas that require resources.
Reviews available and alternative resource to determine whether
they are suitable for the project.

2. Considers resource needs as they come up , creating situations
in which difficulties that could have been anticipated will stop
or hamper a project.

I.Does not consider resource needs. Decides to use whatever
resources are easily available. Overlooks obvious and necessary
resources.

D. Evaluates the effectiveness of own actions.

4. Is sensitive to a wide variety of feedback. Responds promptly
when the current approach is clearly no
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2. Is msensitive to some important sources of feedback. Rejects
some negative feedback. Has difficulties accepting advice.

1. Ignores major sources of feedback. Responds negatively to
unfavorable information.

E. Is sensitive to feedback.

~4.Reviews action thoroughly and from as many points of view as
is useful. Reviews action for both immediate and long-term
effects. Finds value in lessons learned from both success and
failure.

3. Reviews action from a reasonably objective perspective.
Considers short-term effects. Finds lessons in what worked well.

2. Reviews action 1rom highly subjective perspective. Rarely
considers the effects of actions. Gleans few lessons from the

task.

1. Makes no effort to review actions.

F. Is accurate and seeks accuracy.

4. Pays close attention to details when appropriate. Checks against
all tmportant source. Recognizes inaccuracies quickly and
makes corrections that not only clear up the identified errors, but
add greater clarity to the whole.

3.Pays adequate attention to details. Checks several source.
Recognizes and corrects major inaccuracies.
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2.Tries to be accurate but overlooks important details. Doesn’t
check enough sources to assure accuracy of important points.
Doesn't recognize and correct some important errors.

I. Does not check importdetails for accuracy, pays little effort to
review for accuracy.

G. Is clear and seeks clarity.

4. The student’s entire work is free of confusing parts or elements.

3. The most important elements of the student’s work are free of
confuston.

2. The student’s work has some confusing components that
signilicantly aflect the clarity of the whole.

1. The student’s entire work is confusing.

H. Is open - minded.

4. Seeks out deferent and opposing points of view. Considers
alternative views impartially and rationally.

3.1Is aware of points of view that differ from own. Makes a
concerted effort to consider alternative viewpoints.

2. Is aware that his or her perspective is not completely shared by
all. Pays mild attention to alternative viewpoints.
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I.Assumes his or her own perspective is universally accepted.
Deliberately avoids other perspectives.

. Restrains impulsivity.

4. Carelully considers a situation to determine if more study is
required before acting. When further study is required, investing
thoroughly before acting.

3. Considers whether more study is required before acting. When
further study is required, gathers sufficient information before

acting.

2.Cursorily considers whether more study is required before
acting.

When further study is required, gathers sufficient information
before acting.

L. Does not consider whether more study is required before acting.

J. Takes a position when the situation warrants it.

4. Takes a position that is appropriate for the circumstances and
introduces a valuable and underrepresented perspective.
Provides strong supporting evidence for the position.

3. Takes a position that is appropriate for the circumstances and
supports an underrepresented perspective. Provides sufficient
justifications for the position.
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2. Takes a position that the situation does not completely warrant
or that is redundant. Does not provide sufficient supporting
evidence for the position.

1. Takes a positions that is inappropriate for the situation. Presents
a position that cannot be supported by evidence.

K. Is sensitive to the feeling and level of knowledge of others.

4. Demonstrates insight concerning the feeling and levels of
knowledge of others and exhibits this insight while
communicating. Encourages respect for individual differences
and sensitivities.

3. Shows the ability to communicate with persons of divers
knowledge and sensitivities. Encourages respect for the feeling,
knowledg, and abilities of others .

2. Has difliculty adjusting communications to accommodate
persons of diverse knowledge and sensitivities. Does little to
encourage respect in others for individual differences.

1. Demonstrates an inability to work or communicate with others
of dilfering knowledge and abilities. Work reflects apathy
towards the feelings of others.

Engages intensely in tasks even when answers or solutions are
not immediately apparent.

4. Demonstrates strong determination in the pursuit of a solution.
Monitors his or her level of involvement and develops and uses
a number of strategies to keep self on task.

187



3. Shows determination in the pursuit of a solution. Uses strategies
to keep self on track.

2. Makes some effort resolve a difficult problem but does not
spend sufficient time and effort on the problems. Is easily
derailed and does not use strategies to keep self on task.

1. Shows evidence of quitting the challenge early trying to solve a
problem.

M. Pushes the limits of own knowledge and ability.

4. Generates personal standards for completion of the task that
significantly raise the quality level of the task. Incorporates
those standards into the final product.

3. Generates personal standards for completion of the task and
incorporates those standards into the final product.

2. Generates personal standards for the task but does not
incorporate them into the final product.

1. Does not generate personal standards for the task.

O. Generates new ways of viewing situations outside the
boundaries of standard conventions.

4. Explores as many alternatives as time and resources will allow
and analyzes how alternatives will affect the outcome of the
task. The alternatives examined illustrate extremely diverse but
highly useful ways of looking at the situation.
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3. Generates alternative ways of approaching the task and analyzes
how the task would be affected by each. Some alternatives show
originality in the approach to the task.

2. Considers few alternative ways of viewing the situation ; those
identified are highly predictable.

1. Remains inflexible. Applies conventional approaches to the
situation even when the results are clearly not satisfactory.

Source : Marzano ; Pickering ; & Mc Tighe (1993). pp:67-93
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Appendix C

IDEAS/CONTENT

) o

ORGANIZATION

VOCABULARY

..... ]

LIMITED

Writing is basically immusture and exhibits ona or
more of the following characteristics:

"stimulus-bound** writing:
simpla naming and/or Jescribing
no orlginal ideas
lists of words or phrases
* single event personal axperiences, or groups
of events with no genaralization
rambling, "on and on"’ stories
* simpla thought sequence
® regocentric ¢

Writing lacks a speciflc organizing theme or purpose; overall
organization is poor and scquencing is generally Inaccurate
or absent,

* simple thought sequenca
Ideas may be out of ordar, or written as they occur
o writor

unrofated ideas may bo grouped together
® Irrelovant details

Tho writer OVERUSES the following kinds of woyds:
e general nouns: the man, the thing, something,
the dog, people

is/was, ars/am, go/went, do/did,
seefsaw/look, want/ have,
got/got, makae, sald, like

good/nice, bighittle, funny, pretty
many, soma, vory, really, too

e general verbs:

e general edjectives:
e general edverbs:
* articles, prepositions, conjunctions

Writing Skill Criteria

GROWTH

Writers beg/n to relate and classify experlences and/
or facts and make generalizations., A definite story
line or theme Is evident although it may not be
completely developed.
® relevant generalizations included
® descriptive detail added:
character, setting, mood detail
sensory details: sight, sound, smell, taste,
touch
character interaction
character dialogue or monologue

® sequence of events is clear

® personal style evident
original ideas expressed
usa of humor, imagination

Organization skills show improvement~but inconsistency in
handling generalizations, details, and conclusions is evident,

* lack of overall planning

° paragraph structure may be inadequate
overgeneralizations and unsupported opinions
abundance of detail without summarizing stato-
ment or appropriate conclusion {main ideas
omitted).

poor introductions to paragraphs or reports {lack of
topic sentence or topic paragraph)

Inappropriate or omitied conclusions

poor transitions between paragraphs

¢ topic development may not be complete
content may be copled from one source
topic choice may be too broad or 100 narrow
shifts in point of view
shifts in train of thought

The wrlter begins to play with words and Introduces some
of tha {ollowing elements in the writing:

* specific nouns, verbs, adjectives, adverbs
* topic imposed words
® |maginative use of words

invented words

alliteration, rhyming, repetition
original similes, metaphors, analogies

As students experiment in vocabulary use, the following
kinds of errors may be made:

® word selection errors ¢,
word form substitution
preposition errors: ‘‘regardless to"’
clichds: “pretty as a picture”
ovorly alaborato, flowery words/phrases
axcess words/phrases: ““tha reason Is because™

® word formation errors
prefix/sutfix errors: “beautifulest”
inflectionat onding errors

MASTERY

Writing Is CLEARLY and CONSISTENTLY pur-
poseful. ldeas and details are selected for specific
purposes and generally involve analysis, synthosis,
or interpretation,

* judgments made: stated or Implied
® morals suggested: stated or implied

¢ consistent point of view supported by facts,
reasons, examples

® doliberate selection of information:
some points emphasized, others Ignorad
appeals to reader's emotions
persuasion

Writing is CLEARLY and CONSISTENTLY organized. The
writer organizes his work for specific purposes and carcfully
selects relevant information,

® topic appropriately narrowed and focused

¢ adequate planning and preparation
usg of notetaking and outiining skills

® accurale paragraph structure
generalizations and summaries with relevant
supporting details
opinions supported by relevant facts, details,
examples
sppropriate paragraph breaks and transitlons
appropriate conclusions

The writer ACCURATELY ond CONSISTENTLY selects
words which convey the intended message. Word salection
Is sppropriate for style of writing. :
® precise vocabulary: deliberate word choice
abstract nouns: truth, hope
cognitive verbs: understand
judgmental adjectives: adequate




SENTENCE STRUCTURE

SPELLING

IDZUEES._ZQ

]
4
1

LIMITED

The writer does not have good *‘sentence sense” and
Is unable to arrange words to form complete sen-
tences. Somae of the following characteristics may
be seen.

® jists of words maa\oﬂ phrases (no sentencrs
atall)

® sentence errors
run-ons: overuse of “and,” “and then,”
“‘and so"’
sentence frapments
syntax errors: words omitted or word or-
der inaccurats

® ovoruse of short, choppy:simple sentences

¢ omitted punctuatlon, or totally Inaccurate
punctuation

Comprehension of story or report may be difficult duo'to
frequency of spelling errors. Possible error patterns may be:

« Etrors on both sight words and phonetic words.
spelling may be blzarre and totally unrelated to
either phonetic or visual elements

¢ Errors primarily on baslc sight words {e.g., went, want,
where, work, walk, play, etc.)
spells words phonetically, or
. adds, omits, substitutes, or inverts letters

® Errors primarily on phonetic words:
adds, omits, substitutes letters, Inverts Ezma
errors mostly on vowels; or
errors mostly on consonants; or
errors on both consonants and vowels

Handwriting at this lovel does not present a neat eppearance.
® poor or Insccuratae letter {ormation; letter h&&:c:o:.
® poor spacing between words and/or letters

e poor spatial organization (inconsistent letter size, or
Inconsistent use of guidelines; letters may be too large
or too small)

® smudged erasures or wrlte-overs
o llegibility

® letter roversals, Inversions

@ writing laborious and slow

GROWTH

The writer experiments with different types of
sentences:

® expanded sentences: when, where, how
phrases added

® compound sentences, complex sentences

However, awkward constructions may eppear with
the use of longer sentences:

® verb errors .
subject-verb agreement errors
shifts in tense in sentence, paragraph, story
non-parallel constructions

® noyn/pronoun agreement errors

® punctuation errors

There are somu spelling errors, but the words are readable.
Errors are made on longer words and may be due to mis-
apprehension or incorrect pronunciation,

* phonetic spelling of misspelled words

® word endings added or omitted incorrectly
* syllables In words may be omitted

® homonym substitution

.

Overalt handwrlting is adequate, although there may be
some awkward letter formations, especially if the student Is
just learning cursive writing. Student may need to work on
overall neatness and use of margins,

MASTERY

The writer has clesr “'sentence sense”” and manipy-
lates words to form all types of sentences ACCU-
RATELY and CONSISTENTLY.

® variety of sentence structures and lengths used

¢ all forms of punctuation are consistently and
accurately used

Thero are relatively few errors and the student Is working at
or above grade level in spelling skills. Errors are generally
made on difficult words {multi-syllable words, or words with
unusual spellings). Only a few errors are found in first
drafts of longer compositions and reports.

.

Overall writing Is carefully done and is quite readable.
Completed papers aro very neat,
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Appendix D
Student Self - Assessment Form

Dimension 1
Using Knowledge Meaningfully

Student Name

How well do I ...

Never Always
1. Try to get along with the 1 2 3 4 5
teacher ?

2. Try to get along with our 1 2 3 4 5
students ?

3. Try to make the classroom a 1 2 3 4 5
comfortable place ?

4. Try to make classroom an 1 2 3 4 5
orderly place ?

5.Try to see the valueinthe 1 2 3 4 5
things I’m asked to do ?

[\
W
S~
()]

6. Try to be positive about my
ability to do things I'm
asked to do ?

f—
[\
o
N
(9]

7. Try to understand things
before I actually do them ?
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Dimension 2
Extending and Refining Knowledge

Student Name

How | rate my ability to

1. I can perform without making mistakes
many mistakes no mistakes

I 2 3 4 5
2. I can perform quickly
very slowly very quickly

] 2 3 4 5
3. I can perform with ease
very difficult very easy

] 2 3 4 5
4. 1 can perform in many different situations
few situations many situations

1 2 3 4 5
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Dimension 3
Acquiring and Integrating Knowledge

Student Name

1. How well do I compare information ?

very poorly very well
1 2 3 4 5
My comments examples :
2.How well do I classify information ?
very poorly very well
] 2 3 4 5
My comments and examples :
3. How well do I make indications ?
very poorly very well
1 2 3 4 5
My comments and examples :
4. How well do I make deductions ?
very poorly very well
1 2 3 4 5

My comments examples :
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DIMENSION 3 ( CONTINUED )

5. How well I analyze errors ?

very poorly very well

1 2 3 4 5
My comments examples :

6. How well do I construct support ?

very poorly very well

1 2 3 4 5
My comments examples :

7. How well do | make abstractions ?

very poorly very well

I 2 3 4 5
My comments and examples :

8. How well do I analyze perspectives ?

very poorly very well

1 2 3 4 5
My comments examples :
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DIMENSION 4
Attitudes and Perceptions

Student Name :

How complete was I when I performed my task ? (Describe how
well you think you did. Give specific example).

How accurately did I use information and how effective was my
thinking ? (Describe how well you think you did. Give specific
example).
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DIMENSION 5
Habits of Mind

Student Name

1.Am | aware of my own thinking about what I am trying to
accomplish ?

not aware very aware
0 1 2 3 4
2.Have [ made a plan for what I want to accomplish ?
no plan complete plan
0 1 2 3 4
3.Have | made a plan for what I want to accomplish ?
no resources all necessary resources
0 1 2 3 4

4. Am 1 aware of how well I am doing if I need to change any of
my actions or attitudes ?

not aware VEery aware

0 ] 2 3 4
5.Am | evaluating how well this is going and What I would do

differently next time ? .
not evaluating always evaluating

0 1 2 3 4
6.Am 1 actively seeking accuracy in the information I am
receiving ?
not active very active
0 1 2 3 4
7. Am 1 actively seeking clarity in the information I am
receiving?

not active very active

0 ] 2 3 4
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DIMENSION 5

8.Am I being open - mind about information I am receiving ?
not stopping stopping
0 | 2 3 4
9. Am [ stopping to think before I speak or act ? Am I resisting
impassivity ?
not active very active
0 | 2 3 4
10. Am I actively taking and defending positions when such

actions is warranted ?
not active very active

0 1 2 3 4
I1. Am I being sensitive to the feelings and level of knowledge
of others ?

not sensitive very sensitive
0 1 2 3 4

12. Am I still working intensely even

withdrawing working intensely

0 1 2 3 4

13. Am I pushing myself to my limits , or am I costing ?

costing pushing
0 1 2 3 4

14. Am I continually identifying standards I want to meet ?

not identifying continually identifying
0 | 2 3 4

15. Am 1 continually trying to see the situation in new and
unique ways ?
not trying continually trying

0 I 2 3 4

Source : Marzano ; Pickering ; Arredondo ; Blacburn, Brandt ;
& Moffett (1992).
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Appendix E
TEACHER OBSERVATION FORM

DIMENSION 1
Using Knowledge Meaningfully

Student Name

Behavior Date Examples
Student contributes to the classroom climate by :

e Trying to establish a
relationship with
teachers and peers .

e Adding to the comfort of
the classroom .

o Adding to the order of
the classroom .

Student contributes to positive attitudes about and perceptions of
task by :

e Trying to find value and
relevance when they are
not immediately
apparent.

e Trying to maintain
positive attitudes about
his / her ability to
perform tasks .

e Trying to understand
tasks before trying them .




DIMENSION 2
Extending and Refining Knowledge

Student Name

Skill or Process

Behavior

Date

Examples

Ability to perform the skill or
process without error or with

an acceptable amount of error .

Ability to perform the skill or
process quickly enough .

Ability to perform the skill or
process easily .

Ability to perform the skill or

process in a variety of settings.




DIMENSION 3

Acquiring and Integrating Knowledge

Student Name

Behavior

Date

Examples

Comparison

1. Completeness of student’s use of the
Strategy .

2. Accuracy and effectiveness student’s
thinking during comparison task .

Classification

1. Completeness of student’s use of the
strategy .

2. Accuracy and effectiveness of
student’s thinking during
classification tasks .

Induction

1. Completeness of student’s use of the
strategy .

2. Accuracy and effectiveness of
student’s thinking during induction
tasks .

Deduction

1. Completeness of student’s use of the
strategy .

2. Accuracy and effectiveness of
student’s thinking during deduction
tasks .

Error Analysis

1. 1. Completeness of student’use of
the strategy .

2. Accuracy and effectiveness of

student’s thinking duritasks requiring

error analysis .




DIMENSION 3 ( CONTINUED )

‘Behavior

Examples

Constructing Support

1. Completeness of student’s
use of the strategy .

2.Accuracy and effectiveness

of student’s thinking during

tasks that involve

constructing support .

Date

Abstracting

1. Completeness of student’s
use of the strategy .

2. Accuracy and effectiveness
of  student’s  thinking
during abstracting tasks .

Analyzing Perspectives

1. Completeness of student’s
use of the strategy .

2. Accuracy and effectiveness
of student’s thinking tasks
that  require analyzing
perspective .




DIMENSION 4
Attitudes and Perceptions
Student Name

Behavior Date Examples

Decision Making
e Comprehensiveness of student’s
use of the decision - making
strategy
o Accuracy and effectiveness of
student’s thinking in decision -
making tasks

Investing
e Comprehensiveness of student’s
use of the investing strategy .
e Accuracy and effectiveness of
student’s thinking investigation
tasks .

Experimental Inquiry
e Comprehensiveness of student’s
use of the experimental inquiry
strategy .
e Accuracy and effectiveness of
student’s thinking in
experimental inquiry tasks .

Problem solving
e Comprehensiveness of student’s
use of the problem -solving
strategy
¢ Accuracy and effectiveness of
student’s thinking in problem -
solving tasks .

Invention
e Comprehensiveness of student’s
use of the invention strategy
e Accuracy and effectiveness of
student’s thinking in invention
tasks .




DIMENSIONS : MENTAL HABITS OF SELF - REGULATION

Student Name

Behavior

Date

Examples

Being aware of your own
thinking.

Planning.

Being aware of necessary source.

Being sensitive to feedback.

Evaluating the effectiveness of
your actions.




DIMENION 5: MENTAL HABITS OF CRITICAL THINKING

Behavior Date Examples

Begin accurate and seeking accuracy.

Being clear and seeking clarity.

Being open - minded.

Restraining impassivity.

Taking a position when the situation
warrants it.

Being sensitive to the feelings and
level of knowledge of others .




DIMENSION 5 : HABITS OF CREATIVE THNKING

Student Name

Behavior Date | Examples

Engaging intensely in tasks even
when answers or solutions are not
immediately apparent.

Pushing the limits of your knowledge
and abilities .

Generating trusting , and maintaining
your own standards of evaluating.

Generating new ways of viewing
situations outside the boundaries of
standard conventions.

Source : Marzano ; Pickering ; Arredondo ; Blackburn ; Brandt ; & Moffett
(1992)




Appendix F

Interview Question

1. How did you benefit from the portfolio?

2. As you look through your EFL writing what do you see as
being evident of growth ?

3. After looking at your EFL writing in your portfolio and how
it was assessed, will it help you make any decisions about

EFL writing in the future ?

4. Do you feel any more self - confident about your writing
abilities since completing the class ? how ?

5. Would you like to submit your portfolio to the next year
teacher as an example of your better EFL writing ? Why ?
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Appendix G

The Pre/Post - test

QI : Use all the necessary writing skills to write five sentences
describing yourself.
(25 marks )

Q2 : Use all the necessary writing skills to write five sentences
describing friend.
(25 marks)
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Q3: Usc all the necessary writing skills to write a paragraph
describing your immediate environment.
(50 marks )

Good Luck.
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Appendix H
Final Exam for First Semester

State of Bahrain
Ministry of Education
Yathreb Intermediate School

Final First Semester Exam
For First Intermediate 1996-97

1- Comprehension :

- Read this passage and then put T or F or DK after each statement
( 10 marks )

Mohammed and Ali are friends. Last Friday morning they went to the
beach by bus. They got to the beach at 8 o‘clock. There were many
people on the beach. Some were laughing and playing and others were
swimming. When they arrived, Mohammed jumped into the water to
swim. Ali is not good at swimming, so he sat down and read a story
book. At five o‘clock in the afternoon they went back home with a
friend in his car as there was no bus.

a. Ali and Mohammed went to a football match.  =-=--mmmmeex

b. Mohammed likes swimming. e

c. They got to the beach very quickly. e

d. Aliis a good swimmer. e

¢. They went home on the bus with a friend. ~ —=---eeeeee-
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Now correct the F (false) sentences.

- Read this passage and then answer the questions with long answer .
( 10 marks )

Adel like traveling and visiting other countries. Last summer he
visited three countries. He went to Egypt, India and Japan. He visited
the pyramids and tombs in Egypt. In India he rode on an elephant and
he saw the Taj Mahal. In Japan he saw old temples and big new
factories. He liked Egypt more than India and Japan.

a. What does Adel like doing ?
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2- Vocabulary

- Fill in the banks with one of these words There are 6 words but only
5 spaces.

(5 marks)
family English guitar
sister postcard painting
Brian is my friend. He is (1) ---=====cmmmmmemammm- . He likes playing the
(2) ---mmmmmmmmmme - and (3) ------mmmmmmeeee e pictures. He has got a
) and she likes collecting (5) ---------=--=-==ommmmmo-- :
- Draw a line under the “ odd one out “
( 5 marks)
a. flat triangle ' circle.
b- windy Cross sunny.
C. pepsi juice meat
d. kitchen dress living room.
. plane horse bicycle.

- Write these words in the correct column . write them in alphabetical
order.

(5 marks )
fireman triangle square soldier
nurse English American
Lebanese Japanese circle
Nationalities jobs shapes
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- Fill in the gaps with words from those above.
( 5 marks )

I- A - man comes from Japan.

2- A o works in hospital.

3- A man from the United States 1§ --------=--===n=cnmmn-- :
T has four sides.

5- A I — works in the army.

3- Language :- |

- Write the questions for the following answers. Use one of these
words :- |

( 5 marks)
Where - What - When - Which - Who - Whose
I et is your name ? My name is Ali.
b. =mmmmmmmmmm e does he get up ? He gets up at 6 o’clock.
C. mmmmmmmmmmmmmmmme e pen is yours ? That one.
d. =mmmmememme- broke the window ? They boy broke the window.
€. mmmmmmmmmmmmmmmn e coat is this ? It’s Ali’s.
- Look at these words :
( 5 marks )

to - on - in - under - over - after - before
Now fill in each blank with a suitable word.

a. The water is -------====n===--~ the jug.
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b. The teacher is going ----=--ememmeemeeevv school.

C. Sunday COMES ---=-=-==mmremmmmm-- Monday.
d. The fan is -----==vemmem- our heads.
€. The map is -~---—-==-mmcmommeee the wall.

- Cohoes the right word to fill in the gaps.

( 5 marks )
a. Tom always ~---========mmmmmuev football after school.
{ play - plays - played }
o my father at the airport last week.
{ meeting - met - meets }
c. What ~-----===nnx-- you doing on Monday ?
{ will - are - do }
d. He -----~=-=mmn--- a new bicycle now.
{ has - have - had }
€. They -------------- an old house last year.
{ buy - bought - buying }
- Read thus passage. What do the words underlined refer to.
( 5 marks )
I’le = mmmmmemmmemee—
there = ~--~-------- Janet has got a brother . His name is Sam . He lives
They = ------------ in Australia. Bob and Janet are going_there in July.
They = -------=---- They want to see Sam ag=in. He has got two sons.
his = ---~-mrmmemee- Their names are Tom and 7. They like swimming

Same has got a swimmi~~ ~~~! in his garden.
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4-Writing :-

- Complete the table for yourself and then write a passage about
yourself’

( 10 marks )

Name

Age

School

House or flat

Place You live

Sisters

Brothers

Likes

Dislikes

—————————————————————————————————————————————————————————————————————————————
——————————————————————————————————————————————————————————————————————————————
——————————————————————————————————————————————————————————————————————————————
—————————————————————————————————————————————————————————————————————————————
—————————————————————————————————————————————————————————————————————————————
—————————————————————————————————————————————————————————————————————————————
—————————————————————————————————————————————————————————————————————————————
_____________________________________________________________________________

1 (T e e o D B e U 0 R D Y G W R SR 0 etk T % ot e e e S S e % Ve G 0 o U T P Y PV P o kT e e o
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- Mary is visiting Bahrain and wants to send a postcard to her mother
in England.

Write Mary’s postcard. Uses the following words or phrases :

Bahrain - Saturday - enjoyed - empty - very good - beautiful beach -
went swimming - old fort - looked at the boats - restaurant.

Bahrain 1* July 1996
Dear Mum, Mrs. M. Brown
27 Chase Road
South gate
London N.14
England.
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5- Listing :

- Listen and tick the correct answer :
( 5 marks )

| I B B man( ) boy( ) girl( )

2- Sometimes | wear ---------- trousers () athobe ( )ashirt( )
3-I'm ----mmmmmmeeeee lazy () untidy () tidy( )

4-1 don’t like --------nnmn- sport () watching TV ( )reading ( )
5-I'm --------- tall and fat () short and fat () short and thin ()

- Listen to Ahmed talking to his brother Jassim . Where do you think
they are ? Tick the boxes .

( 5 marks)
1 2 3
A. at the airport () | A. At the radio station () | A. in a sports shop ()
B. at school () B. at the bus - stop () B.imabank( )
C.athome () C.inasupermarket () |C.inapostoffice( )
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- Listen to this dialogue and fill in the chart below :-

( 10 marks )

A=Al F = Fahad

Playing | beach | fishing | super- | doctor | dentist | Adhari

football market park
Saturday
Sunday
Monday
Tuesday
Wednesday
Thursday
Friday

Good luck
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