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Resumen

La creciente demanda mundial por aprender el idioma inglés ha generado la

necesidad de la excelencia en la enseñanza del mismo. En Ecuador, escribir en inglés

es un requisito esencial para el éxito en los niveles de educación, de negocios y para

desarrollo personal. Esta investigación demuestra que la incorporación efectiva de la

metodología de aprendizaje "Portafolios de escritura" mejora la habilidad para

escribir en inglés. Esta investigación presenta los resultados obtenidos de la

implementación de "Portafolios de escritura" en el cuarto nivel de los cursos abiertos

de inglés de la Pontificia Universidad Católica del Ecuador Sede Ambato. Los

participantes pertenecieron a tres grupos distintos. El estudio fue de tipo

experimental. Al finalizar la investigación se encontró que para la mayoría de

estudiantes fue una experiencia positiva (80%), además que consideraron que les

ayudó a mejorar su escritura (96%). Las observaciones del investigador también

confirmaron la mejora en la escritura. La mayoría de los estudiantes en el examen

final en la sección "writing" obtuvieron notas dentro de los parámetros establecidos

para la escritura (96%) y cumplieron con los parámetros establecidos para la

presentación de los portafolios al final del semestre (94%). Se recomienda el uso de

los portafolios como herramientas de aprendizaje.
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Abstract

Tlie world-wide demand for English has generated an enormous need for excellence

in language teaching. In our context writing in English is an essential pre-requisite

for success required in everyday educational, business and personal situations. This

research shows that the cffcctive incorporation of a Portfolio-based writing

assessment enhances the learner's writing ability. This research presents the

invesligalion and evalualion of the implementation of a portfolio-based writing

assessment at leve! four English classes at Pontificia Universidad Católica del

Ecuador Sede Ambato. Participants included three intact classes. The research design

used was experimental research. Significantly, the research found that the majority of

students favoured the portfolio system (80%), considering the whole process helpful

to their writing improvement (96%). Moreover, researcher's observations also

eonfirmed that students benefíted from the portfolio system in terms of writing

improvement: the majority of students met the writing standards in the final test

(96%) and met the standards of the portfolio presentation at the end of the semesler

(94%). Findings of this study recommend that portfolios wouíd be better used as

pedagogical tools.
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INTRODUCTION

"Write the visión, and make it plain upon tablas, thaí he muy run thcit readeth it. "
(Hahakkuk, 600 BC)

The ancient writer líabakkuk in the previous verses highlights the importance of

writing for transmitting and preserving the intended message. Indeed, one of the

most important characteristics of writing is that it records evidence.

Writing is an essential skill required in everyday educational, business and personal

situations. Now we are in the era of communication and the tendency moving

towards globalization has been consistent, becoming EngÜsh the international too!

for communication. Therefore, in our context writing in a foreign language is

becoming more significant for our learners. As teachers we need lo fínd effective

ways to enhance the learner's writing ability.

In our country, the educational system does not encourage students to write

efíectively in their native tongue. Students do very little writing in their everyday

lives. Most of their writing is short and unplanned. Considering also that writing in

the mother tongue is a demanding and complex task for everybody, it is more so in a

foreign language (White and Arndt, 1991). Because of these problems, for some

teachers the major focus in English language teaching is on speaking, leaving writing

aside (Skyline Writing Resource Team, 2002).
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However, therc are some good reasons to teach writing in class:

• Writing involves a different process than speaking, in the sense that there is

more time to think and prepare.

• Writing is tangible. It provides the opportunity to revise and analysc a piece

of writing, edit it and improve it.

• Writing can consolídate what students learn.

• Students might have the need to communicate through wrítten form, because

they have a foreign friend; have the desire to study overseas; or for business

purposes.

• Writing increases creativity.

This research attempts to show that the effective incorporaron of Portfolio-based

writing assessment enhances the learner's writing ability. Furthermore, by using

portfolios it is possible to teach them how to assess themselves thoroughly and

accurately while measuring students' achievements as well as in encouraging

students to become more independent.

This work is organized in five chapters. Chapters one through three present the

theoretical background. Chapter one explores the nature of writing. Chapter two

examines the assessment known as Portfolio-based writing assessment and deais

with the assumptions it is based on. Chapter three presents an overview of appíying

language learning strategies to the writing skill. Chapter four presents the

methodology and research applied. Chapter five describes the data analysis. Chapter

six ends with conclusions and recommendations for further research.



CHAPTER ONE

THE WRITING SKILL

1.1. Introduction

Writing is an essential skill requircd in everyday educational, business and personal

situations. An integral parí of interacting fully with the users of English is learning to

communicate when the person is not right there in front of us. "Writing is far from

being a simple matter of transcribing ianguage into written symbols: it is a thinking

process in its own right" (White and Arndt, 1991:3). Therefore, writing involves

cognitive processes that allow writers to express their ideas into written form.

1.2. Definition of writing

Defíning writing, the productive skill to be assessed is an essential starting point,

O'Malley and Valdez (1996) state that "writing is a personal act in which writers

take ideas and transform them into self-initiated topics" (p.136). Therefore, each

person will produce a unique piece of writing. To write well, students rely on

background knowledge and complex mental processes in order to develop new

insights (O'Malley and Valdez, 1996).



1.3. The relationship between writing and speaking

Taking into account that both writing and speaking are productive skills but are used

in different situations, for different reasons, and to achieve different communicative

goals, it is important to analysc their differences. Brown (1994 in Cushing 2002)

summarises these differences by providing a list of the characteristics of these

productive sküls:

• Performance: ora! language is processcd in real time and is transitory, while

writtcn language is permanent and can be read and reread.

• Production time: speakers have to plan, créate, and deliver their utterances

within a few instant in order to keep a conversation, while writers have more

time to devote for planning, reviewing, and revising before they final

producís are presented.

» Distance: In a normal conversation, the speaker and the listener engage in

face-to-face contact; whereas the distance between the writer and the reader is

much greater, having the writer the necessity to be more explicit, thus the

message can be understood.

• Orthography: It is the set of rules that controls written language. It helps to

transmit the message. However it is limited when compared wíth the richness

of devices found in oral communication such us: stress, intonation, pitch,

volume, etc.



• Complexity: written ianguage is characterised by complex sentences and a

variety of subordinations, while spoken Ianguage tends to have shorter

utterances linked by coordinators, also redundancy is used to clarify meaning.

• Formality: Writing tends to be more formal than speaking.

• Vocabulary: written communication makes use of a wider range of

vocabuiary than oral communication.

Considering cognitive differences, a demanding task which writers face is the

absence of thc addressee during the writing process, which seems to have the most

significant cognitive implications (Cushing 2002). When speaking the person needs

to use cognitive strategies to maintain the flow of the conversation, but in writing

more time and energy are spent in cognitive activities such us planning and

information retrieval. Thus, writers need to make a constant and conscious effort to

imagine the intended audience and anticípate its response to the text (White and

Arndt, 1991).

In summary, writing and speaking rely on many of the same linguistic resources and

sometimes can be used to achieve the same communicative purposes. However,

writing is not just oral Ianguage put on paper, rather, "it is a thinking process in its

own right" (White and Arndt, 1991:3). It is a different manner of communication,

involving a different cognitive course of action (Cushing 2002).



1.4. Writing as a social and cultural phenomenon

Writing is "an act that takes place within a context, that accomplishes a particular

purpose, and íhat is appropriateíy shaped for its intended audience" (Hamp-Lyons

and Krol!, 1997:8 in Cushing 2002). Thereforc, writing is a meaningful activiíy that

is socially and culturally shaped. For instance, Kaplan (1996 in Cushing 2002) who

analysed the differences between Spanish and English deseribed English writing as a

straight line, whíle Spanish writers have a preference for extended introductions, and

instead of focusíng only just on the main ideas of an essay, as in English, Spanish

writers make use of digressions and asides to demónstrate their breadth of knowledge

on the topic. Shen (1998 in Cushing 2002), a Chínese student speaks of the necessity

of changing one's own identity in order to write well in a second language:

In order to write good English, 1 knew that I had to be myself, which actualfy
meanl not to be my Chínese self. It meant that I had to créate an English self
and be thaí self. (Shcn, 1998: 461 in Cushing 2002)

For many second-íanguage and fo re i gn-language writers it might be helpful to know

both the culture and the social aspects that opérate within the culture of the target

Íanguage lo write better in the target language.

1.5. Writing as a cognitive process

White and Arndt (1991) point out that "writing is far from being a simpíe matíer of

transcribing language into written symbols: it is a thinking process in its own. It

demands conscious inteílectual effort, which usualíy has to be sustained over a

considerable period of time" (p.3). Therefore, teachers shouid provide students wíth

opportunities to plan, revise and edit their writings.



1.5.1. Hayes and Flower modcf

An influential model of the writing process was that proposed by Hayes and Flower

(1980 in Cushing 2002). Hayes and Fíower described the writing process considering

ihe task environment. which inciuded the writing assignment and the text produced

so far, the writer's long-term memory. consisting of knowledge of the topic,

knowledge of the audience, and stored writing plans, and a number of cognitivc

processes, including planning, translaíing thought into text and reviewing (see Figure

1.1). One of their main contributions proposed by the Hayes-Flower model is that the

writing process is not linear, but recursive.

1HK WRITKR SLÜNG
TERMMKMORY

Knowledge of lopic

Knowk-dge of audience

Stored wriling plans

TASK F.NVJRONMFNT

V/RITING ASSIGMLNT

l'opic
Audience
MolivalingCues

TliXT
PRODUC'LD SO I-AR

Figure 1.1 The Hayes-Flower (1980 in Cushing 2002) writing model



1.5.2. Hayes ni < ni el

A more recent versión of the Hayes-Flower model writing model is the Hayes (1996

in Cushing 2002) Model. In this model, the writing process consists of two main

elements: the task environment and the individual (See figure 1.2). The central focus

of this modcl is the individual. The task environment consists of two parts: the social

environment and the physical environment. The social environment consists of the

audience and any coüaborators involved in the writing process. The physical

environment incorporales the text so far, and the composing médium: handwriting or

word processing. Nowadays, the advances in tcchnology with the incorporation of

word processors influences the way students write. Individual features of writing

involve interactions among four components: working memory, motivation and

affect, cognitive processes, and long-term memory. The working memory consists of

phonological memory, which stores verbal input, the visual-spatial sketchpad, which

stores visual information such us written words, and a semantic memory, which

stores conceptual information.

Hayes* s model also shows that motivation and affect píay an importaní role in

writing. In general, goals of the writer, predispositions, beliefs and altitudes, and

cost/benefit estimates influence the writer's performance.

In the Hayes Modeí the cognitive processes consist of text interpretation, reflection,

and text production. Text interpretation "is the process by which internal

representations are created form linguistic and graphic input" (Cushing 2002:25).

Reflection is a process that aliows the writer to créate new internal representations

from previous existing ones. Fínally, in text production, new written output is



produced from internal representations. All these processes are involved in drafting

and in revising writing as well.

THE TASK ENVIRONMENT

The Social Environment
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Goais
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Believes and altitudes
Cost/Bcncfil Estímales

THH INDIVIDUAL
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Pilono logi cal mcmory
Visual/Spatiai Skeíchpad

Semantic Mcmory

COGNITIVE PROCESSES

Text interpretation
Rerteclion

Text Production

LONG-TERM MEMORY

Task schemas
Topic knowledge

Audience knowledge
Linguistic knowledge

Genre knowledge

Figure 1.2. Hayes (1996 in Cushing 2002) model

Hayes aiso highlights the importance of reading to evalúate in writing. Hayes sees it

as a central process because it enables writers to improve their performance. Reading

to evalúate is a type of reading, "in which the writer reads his or her text critically to

detect possible problems and to discover improvements" (Cushing 2002:27). Hayes

model for reading to evalúate is presented in figure 1.3. This model shows the

cognitive processes involved when reading to evalúate, such as decoding words,



applying grammar knowledge, applying semantic knowledge and so on. It also shows

the possibie discoveries and problems that we can fínd in a text that can be improved.

The fourth componen! of Hayes' model is long-term memory, which includes Task

schemas, topic knowledge, audience knowledge, linguistic knowledge and genre

knowledge. Task schemas are defined as "packages of information stored in long-

term memory that speciry how to carry out a particular task7' (Cushing, 2002:24).

Task schemas contain information about task goal, the process required for

accomplishing the task, how to order the process, and how to assess the achievement

of the task. Topic knowicdgc indicates what one is to write about. Knowledge of the

audience makes the writer aware of who might read the text. Genre knowledge

indicates the writer how to write considering cultural and social aspects. Finally,

linguistic knowledge ¡ncludes knowledge about the linguistic resourccs that are

involved in the writing process.
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Faully lexl slructtire

Disorgani/ation

Inappropriate tone or complcxity

Figure 1 .3 . Cognitive process in reading to evalúate text (Hayes, 1996)



1.6. The Writing Process

The Massachusetts Institute of Technology Online Writing and Communication

Centre (1999), mentions that writing is a process that includes at least four distinct

stages: prewriting, drafting, revising, and editing. Furthermore, "writing is rccursive,

meaning that several processes occur at the same time and overlap" (Connelly,

2005:1). While writing, writers reread, review and back track their texis to expand

their ideas. Therefore, the process of generating ideas is an activity that occurs all the

way through the writing process.

1.6.1. Prewriting

Prewriting is anything done before writing a draft. It consist of thinking, taking

notes, lalking to others, brainstorming, outlining, and gathering information (e.g.,

talking to a friend or partner about the topic, listing ideas, making an outline or

semantic map).

1.6.2. Drafting

Drafting occurs when the writer puts his or her ideas into sentences and paragraphs.

At this stage, writers state a topic sentence; add supporting sentences to fuliy explain

their ideas and use concluding sentences to end paragraphs. Writers begin to connect

their ideas. Despite prewriting, the process of putting ideas into sentences changes

constantly; interesting ideas evoke additional ideas or implications. During this stage,

students write without much attention to the accuracy of their texts. Drafts tend to be

writer-centred.
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1.6.3. Revising

Revisión is the key to successful documents. Writers begin to consider the readers1

needs and expectations. At this stage, the document turns into reader-centred by

consídering the registcr and the tone, trying to make each sentence as concise and

accurate as possible so that the ideas can be understood by the addressee without any

probíem.

1.6.4. Editing

Finally writers focus on form. They check for such things as grammar, mechanics,

and spelling.

1.7. Purposes and types of writing

Studenls write to accomplish different purposes and use a number of genres to do so.

O'Malley and Valdez (1996) state that "purpose in writing determines the nature of

wriíing" (p.137). Thus, students need clear specification of the purpose in order to

follow the stages invoíved in the writing process. On the other hand, the genre

defines the own style of the writer.

1.7.1. Purpose

According to O'Malley and Valdez (1996) there are at least three main purposes in

writing: informative writing, narrative writing and persuasive writing.
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Students use informative writing to share knowledge and transmit information,

thoughts or directions. Examples of informative writing include describing

experíences or a famous person, considering causes and effects and so on. In

informative writing the writer relies on existing knowledge to genérate ideas.

Narrative writing is used when Students write stories which can be real or fictional.

It is based on observations of people, things and places. This type of writing is used

for entertainment

In persuasive writing the main goal of the writer is to influence others or change their

ideas. In order to do this, the writer uses facts and examples to prove his or her point

of view. According to O'Malley and Valdez (1996) writers use higher-level

cognitive skills such us analysis and evaluation to argüe a specific point of view in a

convincing manner.

It is important to remember that Students need to have opportunities to practice

writing for different purposes.

1.7.2. Genre

Students can use a variety of genres to accomplish their writing tasks. Examples of

different genres include biographies, essays, stories, Journal entries, letters,

newspaper reports, manuals, and research papers (O'Malley and Valdez, 1996). The

selection of the genre depends on the purpose of the writing.
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1.8. Foreign Language Writing

Learning to write in a foreign language requires a lot of effort for most Ecuadorian

students. Most of them struggle in their attempts to put their ideas into paper. In

somc cases, foreign language students often devote a minimum amount of time for

writing. Unless they are given clear guidelines for writing students tend to plan less,

revise íess, edit less and write less accurately than in their mother tongue. Producing

a high-quality piece of writing can be challenging even in our mother tongue. "One

reason that writing is so diffícult relates to the fact that, in addition to knowing the

appropriate grammar and vocabulary, a writer's ideas must be presented clearly and

in an organised fashion" (Kedir, 2005:1). In addition, the language systems of

Rnglish and Spanish are signifícantly different. The rhetorical conventions of English

texts — the structure, style, and organization - are different from the conventions in

Spanish, therefore it requires time and effort to be familiar with and handle the

differences (Leki, 1991). Inappropriate translation is a problem in teaching and

learning writing duc to the fact previousíy mcntioncd.

There are other problems that EFL students writers face when compared to westerm

societies, ours does not read as much as they do. Poor reading skills may limit one's

ability to evalúate one's own writing (Cushing, 2002). Also, Cushing notes that at the

time of writing, EFL learners can be interrupted by the need for seíecting suitable

lexical and syntactic choices. As a result, they may end up with a different product

from the intended one.
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The majority language group members learn a foreign language for personal interest

and/or educational improvement. They may not have a great necessity to write in a

foreign language by the time they are learning it, but in the future: when they face a

world that uses English as a too! for communication. In Ecuador, English is the

foreign language taught in the three levéis of education. However, the number of

opportunities to write in a foreign language for real purposes is very limited. For

most students, the only purpose to write in English may be to pass examinations or to

get good grades during the learning process. This might make them uninterested in

the writing task. Writing also may become artificial and decontextualised. In

consequence, it is the teacher's role to find alternative ways to encourage his or her

students to write productivety. Although these inconveniences will continué, writing

portfolio is a way to improve the teaching of this skill to prepare students for the

writing they will need in their future.



CHAPTER TWO

PORTFOLIO-BASED WRITING ASSESSMENT

2.1. Introduction

According to Butler (2006), portfolios are widely used for a variety of purposes such

as: for learning, for professional development, for assessment, or for job applications

and promotions; and many different audiences: for lecturers, for mentors, for

employers, or for the creator him or herself. Portfolio assessment has spread from Ll

contexts to second-language and foreign language writing contexts. Currently,

portfolio assessment is being used to assess students' writing ability because teachers

can see it as a process and not as a single shot event. In this chapter an overview of

authentic assessment is provided. Next portfolio assessment is defined, and the most

important elements of portfolio are introduced. After that, the benefíts of portfolio

assessment are presented. Finally, practical and logical issues in portfolio

implementation are discussed.

2.2. Authentic assessment

Many teachers recognize that alternative assessments in EFL and ESL contexts are

an important means of gathering evidence regarding how learners advance, deal with.,

and complete real life tasks in the target language (Ghazi, 2002). "Aíternative

14
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assessment refers to the procedures and techniques which can be used within the

context of instruction and can be easiiy incorporated into the daily activities of the

school or classroom" (Hamayan, 1995 in Baker, 2005:213). While, Traditional

approaches focused on transmitting information based on a predetermined

programme of study or course books, using múltiple choice tests as the main form of

testing; alternative assessment is by definition criterion-referenced and it is genuine

because it is based on activities that correspond to real-life situations (O'Malley and

Valdez, 1996).

Pierce and O'Malley (1992 in Kassim, 2001) define alternative assessment as "any

method of finding out what a student knows or can do that is intended to show

growth and inform instruction and is not a standardized or traditional test" (p.2).

O'Maíley and Valdez (1996) use "the term authentic assessment to describe the

múltiple forms of assessment that reflect student learning, achievement, motivation,

and altitudes on instructionally-relevant classroom activities. Examples of authentic

assessment include performance assessment, portfolios, and student self-assessment"

(p.4). Because of this authentic assessment is based on activities such as: soíving

complex problems, exchanging significan! ideas, changing someone's mind on

important positions, putting in order ¡nformation and managing human resources,

and working as a team with others in the workplace. Kassim (2001) suggests that

assessment is an indispensable tool to help teachers and administrators make

conclusions about students' linguistic abilities, performance, their placement in

appropriate levéis, and to measure their success.
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Aecording to Tannenbaum (1996), alternative assessment general ly meets the

following critería:

/. Focus is on documenting individual síudent growth over time, raíher íhan
comparing students with one another.

2. Emphasis is on studenls' strengths (whal they know), raíher than
weaknesses (whal they don 't know).

3. Consideration is given to the learning styles, language providencies,
cultural and educational backgrounds, and grade levéis of studenls

(Tannenbaum, 1996:1)

Although there is no single definition of authentie assessment, the main goal is to

"gather evidence about how students are approaching, processing, and completing

real-life tasks in a particular domain" (Huerta-Macias, 1995 in Tannenbeum,

1996:9). Therefore, teachers can track each student's progress.

Aecording to Fradd and Hudelson (1995 in Kassim, 2001) in many settings "control

over the collection and interpretation of assessment information has shifted from

centralized authority towards the classrooms where assessment occurs on a regular

basis" (p.5). Therefore, the teacher has a significant role in assessing students.

Furthermore, it is vital for the teacher to search for and implement new assessment

methods to evalúate students1 achievemenl and progress. Alternative assessment

benefits both teachers and students by providing them with tasks that are realistic,

interactive, and practical, creating meaningful and effective assessment experiences

for ESL and EFL students (Cushing, 2002).
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There are various forms of assessment. Teachers can choose from a wide range of

assessment possibilities to satisfy their learner's needs. One form of authentic

assessment is portfolio assessment which is used in many disciplines and seems to be

especially appropriate for the assessment of writing (Hamp-Lyons, 1992). O'Malley

and Valdez (1996) Hsl the following advantages of portfolios:

1. Integrates Information from a number ofsources.

2. Gives overall picture of student performance and learning.

3. Strong student involvement and commitment

4. Calis for student self-assessment.

(O'Malley and Valdez, 1996:12)

Because of these advantages, EFL teachers around the world are incorporating the

use of portfolio assessment in their classrooms.

2.3. Definition of portfolio assessment

The notion of a portfolio was borrowed from the field of fine arts where portfolios

are used to display the best samples of an artist's efforts (Kassim 2001), According

to the Northwest Evaluation Association, a portfolio is "a purposeñll collection of

student work that exhibits the student's efforts, progress, and achievements. The

collection must include student participation ín selecting contents, the criteria for

selection, the criteria for judging merit, and evidence of student self-reflection"

(Northwest Evaluation Association, 1991:4 in Cushing 2002). In other words, a

portfolio is used "to collect samples of student work over time to track progress"

(Tannenbaum 1996:4). More specifícally in the context of writing instruction, it is "a
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collcction of texts the writcr has produced over a defmed period of time to the

specífícations of a particular context" (Hamp-Lyons, 1992:25).

Yancey (1992 in Park 2004) set forth four principies for a íegitimate portfolio

system:

/. A portfolio is a cottecüon ofwork, but it is a collecüon that is a subset of a
larger archive. Theoretically, the archive is the whole of a student 's work,
but more practically and more frequently, it is a subseí ofwriting completad
in a class, a program, and a school.

2. The process by which the subset is created is one of selection, which is the
second principie of portfolios. How enfries are selected varíes according to
the rhetorical situation contextualizing the portfolio.

3. A third principie is reflection, the process by which a student explains his or
her learning.

4. A fourth principie is communication, in the sense that the writing portfolio,
like any portfolio, will communicate something about the writer, abottt what
he or she valúes, about the context in which the writer has worked, and so
on. (Yancey 1992, in Park 2004:1)

Of the four principies proposed by Yancey, the most ímportant are: collection,

reflection, and selection, according to Hamp-Lyons and Condón (2000 in Cushing

2002). The basic elements are shown in Figure 2.1. The figure ¡Ilústrales the

relationship that exists between these elements, with a constant feedback to the writer

at every stage of the process, with final evaluation delayed until the portfolio is

turned in.
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Figure 2,1, Basic portfolio characlerislics (I lamp-Lyons, L. and Condón, W,, 2000 in Cushing 2002)

Park commenting on Yancey's three essential characteristics of portfolios notes:

Firstly, íhcy are longitudinal in nature. That is, in a portfolio classroom, the
teacher seis out quite explicitly to créate the time necessary for writers to
develop. In practice, what this means is that the piece initiaíed on Monday need
not be submitted a week or íwo iater for a final evaluation. Instead, if can be
reshaped and revised in light ofwhat is learned days or weeks or even a month
or two Iater. Secondly, portfolios are diverse in contení. That is, as a system, the
portfolio is open rather than closed and its contents are intended to be diverse
and inclusive. Thirdly, portfolios are almost always collaborative in ownership.
In other words, portfolios are created collaboraíively by the student as author,
wofking with the teacher and other stitdents as partners, who respond to and
advise the writer, helping lo evalúate and rework and select pieces to be
submitted for the instiíutional assessment that fully determines the grade.
(Park 2004:1-2)

Yancey's characteristics emphasize the flexibility that allows participants to compile

the portfolios. Students feel free to express themselves and have many opportunities

to improve their works.
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Furthermore, it promotcs the concept of student ownership. Students can review their

writing, improve it, and decide which pieces they want to include in their portfolios,

Consequently, it becomes a meaningful application for them.

By defínition a portfolio is a collection of writing samples. Therefore, a portfolio is

not a portfolio unless it contains more than a piece of writing. According to Cushing

(2002), the collection can differ along a number of factors - it can include finished

producís only, or drafts to reflect the writer's progress ; it can be assembled under

extremely strict guidelines or be left to the learner's good judgment; it can include

just a few writing samples or a large number.

Moreover, to make a portfolio useful for evaluation two elements are compulsory:

reflection and selection (Cushing 2002). As Hamp-Lyons and Condón (2000 in

Cushing 2002) state, "everything that we have read about how and why portfolios

work successfully, as pedagogical tools, teacher development tools, and as

assessment tools, teaches that without reflection all we have is simply a pile, or a

large folder" (p. 119). In other words, delibérate selection of the portfolio entries by

the student and reflection are what turn a collection of written work into portfolios.

Hamp-Lyons (1992) state: "It seemed to us that the opportunities for múltiple

drafting, self-reflection, and receiving and responding to feedback implied by the

portfolio mirror the reality of writing as it is taught these days and the ways students

approach writing when it is required in their courses outside English class" (p.33).

Thus, portfolios allow students to engage in the writing process as it happens in real

life.
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2.4. Validity

O'Malley and Valdez (1996) notes that validity "refers to whether or not an

assessment is an adequate measure of the curriculum and the objectives it represents"

(p.240). According to the National Capital Language Resource Centre (2006) for a

writing portfolio to have high contení validity, it requires to be developed for a

specifíc class working toward a specific purpose and learning objective. This is the

only way in which portfolio assessment can be authentic and valid in each learning

experience. Because portfolios contain sevcral writing samples, which are written

under different situations, teachers can feel more confídent in generalizing from the

results of a portfolio assessment project (Hamp-Lyons, 1992; O'Malley and Valdez,

1996).

The NCLRC suggests that teachers should set the purpose of the portfolio in

agreement with course objectives, match the contents of the portfolio to the purpose,

and créate clear criteria in relation to the original objectives to ensure contení

validity. To establish contení validity teachers should ask themselves these two

questions:

Does the portfolio match the instructional purpose and objectives of the course?

Is the portfolio (or the writing samples) assessing what il was set oul to assess?
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2.5. Reliability

According to the NCLRC (2006) reliability reiers to "the consistency and accuracy

of the assessment tool to measure students1 performance" (p.6). Portfolios are

successful only if teachers establish a consistent way of scoring by providing clear

and detailed criteria.

Students need to know how their work will be evaluated during the portfolio

assessment, so that they can set goals and work toward them (O'Malley and Valdez,

1996). This is possible when they are given specific criteria and standards about what

they are expected to achieve. "Criteria are statements of exactly what skill or

knowledge the specifíed learner or group of learners is to master, what constitutes

mastery, and how progress toward mastery is measured" (NCLRC, 2006:6). In

instruction, criteria are represented in the form of objectives, goals or learning

outcomes. Furthermore, criteria for both the portfolio and its contents should be

gíven at the beginning of the portfolio project to help students understand what is

expected and to help the teacher know what he or she is going to assess.

2.6. Practicality

According to Cushing (2002) "perhaps the most important limitation of portfolio

assessment has to do with the amounts and types of resources — particularly human

resources and time — that are required to implement portfolio assessment, especially



beyond the leve! of the individual classroom" (p.209). In some programs instructors

frequently have only part-time contraéis and are not paid for extra work or additional

meelings to seore the portfolios if they want to créate an assessment team of íeachers,

Therefore, they might not be wílling to implement portfolio assessment in their

classes.

For the individual teacher, implementing the portfolio assessment may be easier,

because it does not require the same level of organizaron with other instructors in

íerms of standard setting, determining portfolio contents, and terms of achieving

reliability. Perhaps the diffículty of portfolio assessment is the fact that they are time

and labour intensive for teaehers and students alike. However, teachers who have

worked wilh portfolio assessment believe that is well worth the benefits students

received. In fact, Hermán et al in Cushing reports a list of the demands of portfolios:

the intensive and pervasive demands on teachers' time ... lo learn new
assessment pracüces, to understand what shouid he included in portfolios and
how lo Help students compile íhem, to deveiop portfolio tasks, to discern and
apply criteria for assessing students' work, to reflect on and fme-tune their
inslructional and assessment practices, and to work out and manage íhe
logistics. (Hermán et ai, 1996:54 in Cushing 2002)

2.7. Benefits of Portfolio

Teachers who have implemented portfolios inform that portfolios increase both the

quantity and quality of writing and enhance students' cognitive development

(O'Malley et al., 1996), Portfolio encourages student self-awareness and critical

thinking; they can reflect on their effort, their progress and set goals (Abrami &
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Barrett, 2005). It also allows them to assess their individual learning styles.

Furthermore, they provide a detailed picturc of thc student's performance in a variety

of different writing tasks. According to Kemp and Toperoff (1998) portfolio

assessment:

1. Matches assessment to teaching, the producís that are assessed are mainly
producís of class work, and are not divorced from class activities like test
Ítems.

2. Has clear goals, they are decided on at the beginning of insírucíion and are
clear to teacher and students alike.

3. tíives aprofile oflearner abilities.

4. Depth: It enables students to show quality work, which is done without
pressure and time constraints, and with the help of resources, reference
materials and collahoration with athers.

5. Breadth: A wide range ofskills can be demonstrated.

6. Orowth: It shows ejforts to improve and develop, and demónstrales progresa
over time.

7. Is a tooi for assessing a variety ofskills, written as weil as oral and graphic
producís can easily be included.

8. Develops awareness of own learning, students have to reflect on their own
progress and the quality of their work in relation to known goals,

9. Caters to individuáis in the heterogeneous class, since it is open-ended,
students can show work on their own level. Since there is cholee, it caters to
different learning styles and allows expresión of different strengths.

10. Develops social skills, students are also assessed on work done together, in
pairs or groups, on projects and assignmenís.

11. Develops independen! and active learners, students musí select and justify
portfolio chotees; monitor progress and set learning goals.

12. Can improve motivation for learning and thus achievement, empowerment of
students to prove achievement has beenfound to be motivaíing.

13. Is an efficient tool for demonstrating learning, different kinds of producís
and records of progress fit conveniently into one package; changes over time
are clearly shown.

14. Provides opportunity for student-teacher dialogue, enables the teacher to get
to know each and every student. Promotes joint goal-setting and negotiation
of grades. (http://www. anglit. net/main/porífolio/defaulí. html)
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Because of tríese benefits, it is widely used in EFL instruction. Furthermore,

students become active participants in the whote learning expenence.

2.8. Design Steps in Portfolio Assessment

In order to successfully design and implement a portfolio assessment project, the

NCLRC (2006) provides a framework which consists of seven steps:

1. Seí Assessment Purpose

2. Idenüfy Instructional Objectives

3. Match Task to Objectives

4. Sef Criterio

5. Determine Organizaron

6. Monitor Progress

7. Evalúate the Portfolio Process

(http://www. nclrc. org)

Following these steps will help teachers ensure that the portfolio is a reliable and

vaüd assessment tool. Steps one through five (setting assessment purpose through

setting criteria) correspond to the design phase and are done in advance as part of the

planning process. Step six (monitoring progress) is ongoing throughout the whole

learning experience of the portfolio and corresponds to the implementation phase.

Step seven (evaluating the process) occurs at the end of the portfolio project.
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2.8.1. Set Asscssment Purpose

The fírst and most important step is setting the assessment purpose, because it

provides focus and direction. This can be done by answering the following questions:

What aspect of language learning will the portfolio be used to assess?

Who will use the portfolio?

What is the reason for making the assessment?

Hermán eí al., in Cushing (2002) provide the foHowing list of purposes for portfolio

assessment:

• Accountabiiiíy; evaluating program or curriculum effectiveness.

• Eviiluating individual student progresa; grading; certifying student

accomplishment.

• Diugnosing students' need; informing classroom instructional plctnning;

improving instrucüonal effectiveness.

• Encouraging teacher efficacy (i.e. helping teachers bccome more effective);

encourage reflective practice at the school and classroom levéis; supporting

teachers' professional development

• Encouraging student efficacy (le. helping students become better learners);

promoting student self-assessment; motivating student performance.

• Communicating with parents. (Hermán et al, 1996 in Cushing, 2002:29)

2.8.2. Identiíy Instructional Objectives

The next stage is to identiry portfolio objectives for students to work toward in

writing. Choose several goals to focus on; for example, general goals such editing a

piece of writing, writing different types of paragraphs, punctuating texts and so on. It

is also recommendable at this stage to establísh performance standards. This stage is



27

very important because teachers can identify the learning goals according to the (evel

of the students.

2.8.3. Match Tasks to Objectives

At this stage the teacher seiects writing tasks that match the objectives. Choose

writing tasks that wiU allow students to systematically produce and reflect on their

iearning. The producís of these tasks will become artifacts in the assessment

portfolios. What can students do to show evidence of their progress toward the

objective?

At the moment of choosing the activities Ihe teacher must consider the performance

standard which is "the level of performance required on specific activities

represented in contení standards," (O'Malley and Valdez, 1996:238) which are "the

declarative and procedural knowledge specific to a given contení domain" (O'Malley

and Valdez, 1996:239). This helps the teacher develop activiíies that are adequate to

the speciflc groups of studenís.
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2.8.4. Set Criteria

Establish criteria by which both the individual entries and the portfolio will be

assessed.

How will be determined the degree of student progress toward the goals?

2.8.5. Determine Organization

Decide how the elements of the portfolio wiü be handled and in which order they

will be placed.

Where wiil the portfolio be stored?

How often will artifacts and attestaíions be submitted?

Who will select the artifacts and attestations?

2.8.6. Monitor Progress

This is on-going process that allows the teacher to monitor the portfolio for validity

and retiability constantly. If necessary adjustments are made.

Is the portfolio assessing the specifíed skill or área consistently?

Is the portfolio providing useful information about the students to inform instruction?
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2.8.7. Evalúate the Portfolio Process

At the end of the portfolio semester or year, teachers should reflect on the entire

process and evalúate students' accomplishment with the portfolio.

What worked well that should be included next time?

What changes will improve the use of portfolios for the next time?

2.9. Essential Elements of Portfolios

Deciding what should go into a student's portfolio requires identifying the key

elements. According to O'Malley and Valdez (1996) these are: samples of student

work, student self-assessment and clearly stated criteria.

2.9.1. Samples of student work

Portfolios must include pieces of writing that show evidence of student's

improvement during the teaching-learning experience. The entries can be chosen by

the student, or his or her teacher or both participants in agreement. The purpose of

the portfolio will determine who decides the writing entries for the portfolio

(Cushing, 2002). For example if the primary purpose of the portfolio is to enhance

student learning, the student can decide which elements are the most appropriate. On

the other hand, if the main purpose of the portfolio is certifying students'

accomplishment, then it is advisable that the teacher selects the entries, because

students may not be able to select the writings that most closely correspond to the
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grading criteria. In this case student's selection may work against his or her best

interest. Cushing also notes that the number of pieces that should be included into the

portfolio must take into account two factors: validity and practicality:

Ideally, since portfolios are intended to demónstrate the depth and breadth of
a student 's wrííing performance, the simple answer to this Cuestión is the more
pieces, the better. However, this concern for adequately sampling the domain
(i,e. concerns of construct validity) must he balanced wiíh concerns of
pracíicality, particularly in terms of time — both the student 's time in
assemhling the portfolio, and the teacher/ evaluator's time in reading the
portfolio — and efficacy. For example, ifa reliable and valia" decisión about a
student 's work can be obtaíned from, say, reading five pieces then there is
little to be gainedfrom including eight in the portfolio. (Cushing, 2002:214)

Thus, each particular situation will determine the number of pieces that should be

included in the portfolios.

2.9.2. Student self-assessment

O'Malley and Valdez (1996) note that "Vithout self-assessment and reflection on the

part of the student, a portfolio is not a portfolio" (p.35). Therefore, a portfolio is an

exceptional opportunity for students to learn to monitor and take responsibility for

their own progress. O'Malley and Valdez also point out that there are three kinds of

self-assessment: documentation, comparison and integration. In documentation,

students are asked to select their besl work and explain the reasons for selecting it,

for example, they might indícate that they choose that piece of writing because they

liked the topic, or because the ideas are well-organised, or because it shows a good

range of vocabulary and structures. In self-assessment through comparison, students

compare a recent piece of writing with an carlicr and see their progress, for example

they might comment on their improvements in using writing strategies. Finally in

integration, students explain their learning in a more general way combining

different factors. On the other hand, Cushing notes that students possibly will not
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take this opportunity for reflection seriously and may perhaps use the reflective essay

to butter up their teachers.

2.9.3. Clearly stated Criteria

Students need to know how their writing will be evaluated and by what standards

their work will be judged. Moreover, it has to be clear for the Students; they need to

fully understand what it is required from them.

2.10. Holistic scoring

ESL and EFL teachers can evalúate the Students' writing ability by using writing

scoring rubrics. Holistic scoring is "the assignment of a single score, based on

specific criteria, to a student's performance" (O'Malley and Valdez, 1996:238). The

specifíc criteria rely on local instructional program and language learning objectives.

O'Malíey and Valdez also note that the underlying principie for using a holistic

scoring method is that the "total quality of written text is more than the sum of its

components. Writing is viewed as an integrated whole" (O'Malley and Valdez,

1996:142).

Although many forms of scoring exist, Cushing (2002) cites that holistic writing is

advantageous because the teacher focuses on the strengths of the writing, not on its

weaknesses. Furthermore, it reflects most closely the genuine, personal effect on the
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reader to a text, and that, in analytic scoring methods, too much attention to the parts

obscures the meaning of the whole.

A holistic scoring rubric for EFL students is presented in Figure 2.2. The system is

dividcd into five bands. For each band there ¡s a description of what the writing must

be like. The criteria for which ratings are assigned take into consideration: meaning,

organization, use of transitions, vocabulary, and grammatical/ mechanical usage.

Rach scoring rubric should be adapted according to the particular nceds of each

group of students.

From a practical perspectivc it is faster because it involves reading a writing sample

rapidly in order to get a broad impression of a writer's ability and assign a single

score (Curricr, 2005). Because of this, holistic scoring has become widely used in

writing assessment over the past 25 years (Cushing, 2002). Another factor to

consider is that the scoring rubric helps students understand what it is required from

them.
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Figure 2.2 Holistic Scoring Rubric for Writing Assessment with EFL/ESL Students

Seo re
Point

Criteria

Your writing relates to the topic,
Your writing has interesting ideas that are transmitted clearly and effectively.
The grammar and vocabulary are appropriate and correspond to the language
we have learnt.
It has a logical structure that flows naturally with a beginning, middle, and
end.
Your paragraph(s) has/have a "topic sentence", at least four sample supporting
details and a "concluding sentence".
It has only nynor spelling or grammatical errors that do not affect meaning
It has the right tone and register.
Your writing has a very positive effect on the reader

Your writing relates to the topic.
Your writing has interesting ideas that are transmitted clearly.
The grammar and y oca bu la rv are appropriate and correspond to the language
we have learnt.
U has a logical structure that flows naturally with a beginning, middle, and
end.
Your paragraph(s) has/have a "topic sentence", at least four sample supporting
details and a "concluding sentence".
It has so me spelling or grammatical errors butthe overall meaning is still
clear.
It has the right tone and register.
Your writing has a very positive effect on the reader.

Your writing has interesting ideas most of the time
Your writing has a logical sequence.
The grammar and vocabiilary are appropriate to the task but may be limited
in range.
It has some spelling or grammatical errors but the overall meaning is still
clear.
A reasonable attempt has been made at completing the task.

You misunderstood the task. The ideas are not related to the topic.
Your writing has inappropriate examples
The style and the register are not appropriate
It has limited vocabulary
It has a negative effect on the reader due to scrious errors the meaning is
un clear.

Copies from a model.
Uses single words or phrases.
The errors in the writing make the meaning unclear.

Adapted from Prience William Country Public Schools, Virginia and Lethaby, C., Brewster, S.. Davies, P.,
and Rogers, M. 2002. Skyline 4: Skyline Writing Resource Book. Macmillan: Oxford
O'Malley and Valdez (1996). Authentic assessment for English language iearners. Longman: USA
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2.11. Types of portfolios

According to O'Matley and Valdez (1996) there are three basic types of portfolios:

showease portfolios, collections portfolios, and assessment portfolios.

2.11.1. Showease model

A showease portfolio is "used to show off one's best work; Ítems are selected to

represent one's highest level of achievement in regard to particular knowledge or

skills" (Catalyst 2004:1). Therefore, a student selects the entries carefülly to

demónstrate his or her achievements during the learning experience. The

disadvantage of this kind of portfolio is that it does not show the entire learning

process over time.

2.11.2. Assessment model

Contrasting showease and collections portfolios, "assessment portfolios are focused

reflections of specific learning goals that contain systematic collections of student

work, student self-assessment, and teacher assessment" (O'Malley and Valdez

1996:37). Thus, the entries are selected with a purpose and to show growth over

time. To facilítate the selection of the entries, the criteria used may take the form of

rubries, ehecklists, self-assessment forms and peer-assessment forms and so on.

Usually the student selects the entries with some supervisión from the instructor.
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2.11.3. Collections model

"A collections portfolio literally contains all of a student's work that shows how a

student deals with daily class assignments" (O'Malley and Valdez, 1996:37). They

are also known as working folders as they incíude drafts, outlines, unfinished

writings and final producís. The advantage of this model is that shows both: process

and producl. It contains every single work produced by the student throughout the

learning experience. However, one disadvantage may be that since it contains

everything, it is difficult to use it for assessment purposes.

"The best portfolio assessments collect writing from different points over the course

or year and take into account both growth and excellence. Such portfolios require

students to incíude in their portfolio papers which have been revised over a period of

time and to provide the original draft and all subsequent drafts" (Hamp-Lyons,

1992:26). Traditionally, this model has not been used. It may be due to the fací thal

instructors have nol received any guidance aboul this type of portfolio. (O'Malley

and Valdez 1996).

2.12. Self-assessment in writing

In modern days language leachers have emphasised Ihe role of the learner as an

active participant in the íanguage-learning process. Self-assessment helps studenls lo

focus much more direclly on whal the student can do. It also promotes critical

thinking aboul Ihe purpose for writing and self-awareness on what and how much

they are learning (NCLRC, 2006). Moreover, it helps students realise that they can
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take responsibility for their own learning. A research conducted at the NCLRC found

out that students often assess their progress towards course goals in the same way

that the teacher evalúales them.

One of the most important benefits of portfolio assessment is that it promotes leaner

reflection (O'Malley and Valdez, 1996). Chen notes that "portfolio use seems to

show the greatest promise in enhancing diverse dimensions of learning and

developing múltiple intelligences as well as promoting learner autonomy" (Chen,

2006:1). As parí of the portfolio process, learners are asked to reflect about their,

progress, needs, goals, strengths and weaknesses. Asking students to complete

reflective forms and write reflective essays gives them the opportunity to see

themselves as active participants in the writing process, and discover how their

perceptions change during the process.

Sometimes it is hard for the students to assimilate the idea of self-assessment. They

want their tcachers to correct their work, if possible at every stage of the writing

process. Most of them tend to think that they do not have the necessary skills to

evalúate themselves. They might be right. For them, the problem is meta-cognitive;

some students are not used to evalúate themselves. As part of the portfolio

assessment students also should be given the opportunity to learn meta-cognitive

strategies. For example, if a teacher wants students to assess themselves as to how

well they write in the target language, he or she uses a writing rubric (NCLRC,

2006). Another problem is linguistic when they are asked to write reflective forms or

complete learning logs; their communication skills may not be sophisticated enough

to express their reflective ideas in English (Blanche 1988). This problem can be over



come by allowing them to express their reflective thoughts either in English or in

their mother tongue. By doing this, they can feel less anxious.

Despite these problems, self-assessment is a key element in portfolios (O'Malley and

Valdez, 1996). Santos (1997 in Coombe et al. 2004) says, "Without reflection, the

portfolio remains a folder of all my papers" (p.10).

2.12.1. Writing Checklist

An important part of self-assessment is for students to check their own writing with

respect to some guidelines to make progress in learaing. (O'Malley and Valdez,

1996). Teachers can provide checklists with specific guidelines referring to:

assigned topic, audience, theme, use of complete sentences, etc (See Annex A).

Furthermore, students can revise it whenever they want to see if they are meeting

what is expectcd from them.

Other samples of this type are the self assessment of writing dimensions and the self-

assessment of writing strategies. The self-assessment of writing dimensions can

cover the following áreas: purpose and organisation, word and sentence use,

mechanics and formal and editing (See Annex B). The self-assessment of writing

strategies can be divided taking into account the writing process. Thus, the checklist

contains: before writing strategies, during writing strategies and after writing

strategies (See Annex C). For example, teachers can find their learners' use of

writing strategies by providing them with checklists that contain simple sentences

such us: I talked to a friend or partner about the topic, I made a list of ideas on the
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topie, I checked to see if it made sense and so on, and learners rate these sentences in

a scale from 1 to 5, where 1 mcans never or almosí never truc of me and 5 means

always or almost always truc ofme.

2.12.2. Learning Logs

Learning logs eneourage students to write during the last five minutes of a lesson

their impression about their learnmg (O'Malley and Valdez, 1996). They can do this

by answering simple questions about: learning, strategies, learning difficulties to

check Iheir understanding. Learning logs help teachers keep track of students'

learning needs. Learning logs are espeeially designed to help students who are afraid

to ask questions during the iessons (See Annex D).

2.12.3. Survey of interest and awareness

To know what the altitudes of learners toward writing are, teachers can use surveys

of interest and awareness (O'Malley and Valdez, 1996). It is important to know the

altitudes of the learners towards writing to dcvelop the appropriate tasks (See Annex

E). Teachers can fmd their learners' altitudes towards wriling by providing students

with checklists thal contain simple sentences such us: I like to write stories, I am a

good writer, writing stories is easy for me and so on, and learners rate these

sentences in a scale from 1 to 4, where 1 means a lot and 4 means not at all.
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2.13. Peer assessment in writing

"Twaare better than one; because they have a good reward for their labour.
For iftheyfall, the one wilt lift up hisfellow: but woe to him that is alone when he
falleth;for he hath not another to help him up. "
(The Holy Bible, 1989)

Teo (2006) observing Peregoy and Boy le's (2001) research in the field of second

language writing found out that pairing students up in writing is ideal to promote

learning effectiveness. Because it gives teachers more quality time to work with their

students and provides students with many chances to share ideas. This eases the

burden on the teacher for evaluating every single piece of writing produced by the

students and provides students with some form of regular feedback (O'Malley and

Valdez, 1996). "Including peer-assessment in the portfolio process promotes

cooperation, trust, and a sense of responsibility, not just to oneself but to others"

(NCLRC, 2006:1). However, Peregoy and Boyle highlighted that students in the peer

response groups require clear guidelines in giving their partners positive feedback.

O'Malley and Valdez state that this procedure is possible by making students

exchange their writings and use peer evaluation and editing forms to improve them

and use a scoring rubric to rate them(See Annex F). Peer evaluation and editing

forms for writing help learners to share their impressions about their peer's writing.

In Addition, students can learn the characteristics of good writing by assessing their

peer's work (NCLRC, 2004).

Students are sometimes unwilling to share their impressions about their peer's

writing because they do not want to hurt their classmates' feelings (O'Malley and
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Valdez, 1996). This can be overeóme by asking students to fmd out how the writing

can be improved. As mentioned earlier in this chapter assessment focus more in what

the student can do rather than in what the student can not do.

One activity for promoting ESL/EFL students' narrative writing skills is presented in

Figure 2.3. This activity was adapted from Teo's (2006), which consists of six steps:

3.13.1. Step 1: Ideas

In order to help ESL/EFL writers identify the important elements ín narrative writing

such as character, setting, problem, and solution, students are provided with complete

questions using the journalist's questions:

2.13.2. Step 2: Draft

Students begin writing by using the ideas generated from Step 1. The emphasis is on

having the students continué writing as their ideas are flowing. One way is to remain

them that they do not have to worry too much about spelíing in this step.

2.13.3. Step 3: Read

The Writer reads the writing aloud, so that the helper can correct the writer's

mistakes.



41

2.13.4. Step 4: Edit

In this step, the helper and writer revise the draft together; the helper completes the

peer evaluation and editing form for writing in order to give a constructive feedback

(See Annex F). Therefore, the writer receives feedback about the improvements he or

she could make and the strengths of his or her writing (O'Malley and Valdez, 2006).

Teachers or students can also indícate mistakes by using a code list or set of symbols.

This will enable writers to self-correct their work. According to Teo (2006), there are

five levéis when editing. They are meaning, order, style, spclling, and punctuation.

The questions provided in the form can help students edit their works successfully.

The questions can be organized in a way that shows the importance of each criterion,

the first question being the most important, and the last being the least. Questions 1

and 2 (which are boíded) are the two most important questions the pair should fully

answer to while editing their writings and are shown in Figure 2.9.

2.13.5. Step 5: The Final Copy

The writer then presents the best versión of the corrected draft to the teacher.



2.13.6. Step 6: The Teacher Evaluates

Finally the teacher evalúales the final copy. In this step, students receive edifying

feedback directly from the teacher. The teacher uses the scoring rubric to rate the

writings. Teacher can also write some comments that can be written on the students'

writing. They are meant to encourage students to improve their writing.

Figure 2.3 Guidelines for the Peer Assisted Writing Activity

Step I: IDEAS

H asks W Questions or W answers questions by
himself/herself:

Who did what?
What happened?
Where did it happen?
When did it happen?
Who are the maín characters in the story?
Why did he/she/they do that?
What was the problem?
How did he/she/they solve the problem?
What happened next?
Then what?
Did anyone learn anything at the end?
What was the lesson the characters learned?
(Ask any questions you can think of.j ?

W answers and takes notes.
W can add íhings that are not in H's questions.

Step 2: DRAFT

Use the notes, begin writing. DON'T WORRY about spelling.
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Step3:READ

W reads drafts out loud and makes it sound good!
H corrects words read wrong if he/she can.

I
Step 4: EDIT

H and W both look at the draft.

H completes Peer evaluation and editing form for writing

W asks himself/herself:

1. Does H understand what 1 want to say in my writing? (meaning)
2. Did my writing have a clear beginning, middle, and ending? (order)
3. Did I use all the words and write all the sentences correctly? (style)
4. Did I spell all the words correctly? (spelling)
5. Did I put all the punctuation (,. ? ! "....") in the right places? (punctuation)

H asks himself/herself:

1. Do I understand what W wants to say in his/her writing? (meaning)
2. Did the writing have a clear beginning, middle, and ending? (order)
3. Did W use all the words and write ai! the sentences correctly? (style)
4. Did W spell all the words correctly? (spelling)
5. Did W put alt the punctuation (, . ? ! "...") in the right places? (puncíuation)

W makes changes. * » H suggests changes.
Use a dictionary when necessary.

¿
Step 5: BEST COPY

W copies the 'best' writing from Step 4. II may help if necessary.
Turn in the completed copy to teacher.

i
Step 6: TEACHER EVALUATES

Teacher comments on meaning, order. style, spelling. and punctuation.
H and W read the teacher's comments together, then discuss and make corrections.

Adapted (rom Tei>, 2006. Usinga Peer Axsixted Writiflg Activity lo Promate k'Sl. Kb'L Studenls' Narrativa WnlingSlalIx.
The Inlerncl TESI. Journal, Vol XIT, No. 8
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2.14. Communicating Portfolio results

Once portfolios become part of the learning experience, teachers can communicate

results by using a portfolio evaluation summary which specifíes whether or not a

student has met the performance standards in writing (See Annex G). This provides

useful feedback to the students and other stakeholders. The portfolio evaluation

summary can nave different sections according to the needs of the groups of

students. It can contain three levéis to describe the writing performance: does not

meet standards, meets standards, and exceeds standards. The portfolio evaluation

summary sheet is used with the holistic scoring rubrics. Teachers can determine

which score points in the holistic scoring rubrics correspond to each level of writing

performance.

2.15. Rating scales for portfolio assessment

Cushing (2002) points out that scoring portfolios is more time-consuming than

scoring a single writing sample; thus a holistic scale may be more feasible than an

analytic scale. Even a small saving in time can transíate into large saving in time and

money when grading a lot of portfolios. Furthermore, a holistic rubric it is the most

appropriate in terms of practicality that was explained previously in this chapter.

Figure 2.4 is a holistic scoring rubric adapted from Wolcott (1998) which contains

descriptors related to the portfolio as a whole at each of the fíve levéis.
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Figure 2.4. Holistic guide for portfolio scoring

Seo re
Point

CriU-ria

It reflects work that is consistently high in quality.
The out -of- class work shows care in revising, and the in-class writings
while containing a few errors - are strong as well.
There is creatívity or depth of contení
The work shows a real engagement on the part of the writing.
The overall writing is fluent
The pieces of writing are well developed
The organisation for most sections is appropriate.
There is a strong evidence of self-assessment and peer assessment.
The writer has a solid command of grammar

It reflects work that is generally high in quality.
The out-of-class work shows care in revising.
There is some depth of contení (and/ or creativity) throughout
The organisation is satisfactory
The writing style is varied
Grammar is generally corred
The writer is engaged with most tasks.

It reflects work that ¡s usually solid in quality.
The out-of-class work and the in-class writing show some care in revising.
There is some contení, as well as some development
The organisation is usually adequate.
A few errors appear Ihroughout.
The portfolio reflects some involvement on the part of the writer.

The portfolio reflects work that is uneven in quality.
Some, but not ail, out-of-class pieces show care in revising.
The in-class writings are often considerably weaker
The contení may be shallow
The organisation slill appears weak
Errors in grammar appear Ihrough
The wriler's involvement wilh Ihe portfolio is negligible.

It reflecls work that is very weak.
The wriler has shown very little, if any effort in atlempling to revise oul-of-
class work
In class wrilings conlain mulliple errors
Conlenl development and organisation need much improvement
Grammar problems domínate
The wriler seems disengaged from Ihe task

Adapted from Wolcotl, 1998 in Cushing 2002.



CHAPTER THREE

APPLYING LANGUAGE LEARNING STRATEGIES TO

THE WRITING SKILL

3.1. Introduction

There has been a prominent change within the field of language learning with more

emphasis being put on learners rather than on teachers (Hismanoglu, 2000).

Consequently, how learners process new information and what kinds of strategies

they employ to understand has become the primary concern of teachers who want

learners to benefit from applying language learning strategies successfully. This

chapter emphasizes the importance of applying language learning strategies to the

writing skill. It defines the concept of a language learning strategy, and outlines

Oxford's (1990) taxonomy of language learning strategies.

3.2. Language Learning Strategies

According to the National Capital Language Resource Centre (2004) language

students have two kinds of knowledge operating for them:

46
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/. Their knowledge of their first language

2. Their awareness of learning strutegies, the mechanisms they use, consciously
or unconsciously, to manage the absorption ofnew material

(http://www. nclrc.org/essen t ials/mot ivaíing/strategies. htm)

Wenden and Rubin (1987 in Hismanog 2000) identiry learning strategies as "... any

seis of operations, steps, plans, routines used by the learner to facilítate the obtaining,

storage, retrieval, and use of information" (p.l9). Oxford (1987) says that "learning

strategies are steps taken by students to enhance their own learning" (p.l). Moreover,

all language learners use them during the act of processing the new input and

performing tasks.

The NCLRC presents a summary of the reasons for teaching learning strategies in the

foreign language classroom:

/. Strategic differences beíween more and less effective learners have been
documented through research ín both first and second language contexts.
Better learners have greuter metacognitive awareness, which helps them
select appropriate strategies for a specific task.

2. Most students can learn how to use learning strategies more effectively.

3. Many strategies can be used for a variety oj tasks, but most students need
guidance in transferring a familiar strategy to new problems.

4. Learning strategies instruction can increase student motivation in two main
ways: by increasing students' confidence in their own learning ability and
by providing students with specific techniques for successful language
learning.

5. Students who have learned how and when to use learning strategies become
more self-reliant and better able to learn independently.

(htlp://www. nclrc. org/guides/HED/chapterl. html)



Language learning strategies help learners become more efficient at the moment of

performing a language task. In real life, human beings face unexpected

eircumstances in which they need to use strategies to overeóme limitations. The same

principie applies to language learning.

3.3. Oxford's (1990) Classifícation of Language Learning Strategies

Oxford (1990) states that the main goal of language learning strategies is that they

contribute to the development of communicative competence. Among other features

Oxford affirms they help learners to become more self-directed, are problem-

oriented, are precise actions taken by the learner, sustain learning both directly and

indirectly, are not always recognisable, are often conscious, are flexible and can be

learnt.

The interrelationshíps between direct and indirect strategies are shown in Figure 3.1,

taken from Oxford (1990). Oxford divides language learning strategies into two main

categories, direct and indirect, which are further subdivided into six groups. Thís

figure indicates that there is a mutual support between direct and indirect strategies.

Oxford explains the existing support with an analogy where the direct strategies for

dealing with the new language, is like a Performer in a stage play, working with the

language in a varíety of particular situatíons. The Performer's outcome is closely

related with the Director's guide. The second major strategy group which is indirect

strategies for managing the learning is the Director of the play. For successful

performance both the performer and director need each other. The Director guides,
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correéis, encourages, and couches the Performer. The functions of both Ihe Director

and the Performer are inside the learner.

In Oxford's elassifícalion, Ihe first major group, direct strategies help them to deal

with the target ianguagc. The direcl class is made up memory strategies for

remembering and retrieving new input, cognitive strategies for understanding and

recalling new information, and compensation stralegies for overcoming knowledge

gaps so thal communication is not interrupted.

Memory
Strategies
(Direct)

Cognitive
Strategies
(Direct)

Compensation
Strategies
(Direct)

Social
Stralegies
(Indirect)

Affective
Strategies
(Indirect)

Metacognitive
Stralegies
(Indirect)

Figure 3.1. Interrelationships Between direct and Indirect Strategies and Among the Six Strategy
Groups.

The second major slralegy group, indirect slralegies for general management of

learning is composed of mela-cognitive slralegies for helping learners lo evalúale and

track their own progress, affective slrategies for building up learner's self-confidence
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and perseverance, which are indispensable ín any learning process, and social

strategies tbr facilitating interaction and empathy between peers.

Oxford's (1990) diagram of the strategy system showing two classes, six groups, and

nincteen sets is shown in figure 3.2.

DTRECT STRATEGIES

I. Memory

Strategies

A. Creating mental
inkages

B. Applying
images and sounds

C. Reviewing weli

D. Employing
.ction

INDIRECT STRATEGIES

A. Centring your
earning

1. Meta-cognitiv

Strategies

B. Arranging and
lanning your

learning

. Evaluating your
earning

II. Cognitive

strategies

A. Practising
i

B. Receiving and
sending messages
strategies

C. Analysing and
easoning

D. Creating
structure for input
and output

II. Affective

Strategies

L. Lowering your
'anxiety

í. Encouraging
yourself

. Taking your
¡motional
temperature

A. Guessing
yintelligently

III. Compensation/
<( B. Overcoming

strategies Mimitations in
speaking and
writing

III. Social

Strategies

A. Asking
questions

B. Cooperating
with others

C. Empathising
with others

Figure 3.2. Diagram of the Strategy System Showing Two Classes, Six Groups, and 19 sets.
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3.4. Applying Direct Strategies to the Writing Skill

Direct strategies - memory, cognitive, and compensation Strategies (See figure 3.2) -

are used to enhance the writing ability. These direct strategies work best when

supported by indirect strategies.

3.4.1. Applying memory strategies to the writing skill

"Storage and retrieval of new information are the two key functions of memory

strategies" (Oxford, 1990:58). These strategies enable learners to store in their

memory the important things that they learn. In addition, these strategies help

learners retrieve stored information from their memory when they need it.

3.4.1.1. Creating mental linkages

Three kinds of strategies belong to this category: grouping, associating, and placing

new words into a context. They are helpful because they enable students to associate

similar ideas.

3.4.1.1.1. Grouping

Grouping involves "classifying or reclassifying what is heard or read into rneaningful

groups, mus reducing the number of unrelated elements" (Oxford, 1990:58). When

writing it helps learners associate similar ideas that then are grouped in the same

paragraph.
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3.4.1.1.2. Clustering

Cíustering is also called mind mapping. It is a strategy which allows the writer to

fmd the relationships between ideas.

The fírst step is to put the topic in the centre of a page. As the writer generales ideas,

he or she connects the key ideas to the topic. Then, he or she can link additional ideas

to the key ideas and continué within the same process adding more ideas as long as

he or she wants. Clustering ideas works especially with visual writers, because it

helps them to see their ideas expressed in differenl way.

3.4.1.1.3. Placing New words into a Context

According to Oxford (1990) this strategy "involves placing new words or

expressions that have been heard or read into a meaningful context, such us a spoken

or written sentence, as a way of remembering it" (p.60). This stralegy helps students

créate coherent sentences, paragraphs and texts.

Other pre-writing strategies can be generated from the previous ones such us:

brainstorming, looping, free Writing and asking the six journai's queslions.

3.4.1.1.4. Brainstorming

Brainstorming, also known as listing, is a method used to genérate a lot of ideas

within a short period of time by building on the association of terms.
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First of all the writer is asked to write down all the possíble terms that come out from

his or her mind that are related to the assigned topic. This procedure can also be used

with a whole class or groups, where all students can contribute with ideas, and one

member writes the ideas on the boar or a sheet of paper. When using this strategy

writers do not have to worry about editing or sharing what may not be a good idea.

Al] possibilities are written down. Then the ítems are grouped according to the

arrangements that make sense to the writer or the whole class. The Ítems are Usted

under common labels. This helps writers to have ideas with possible points of

development. As a result, topic sentences and supporting sentences can come out

from this strategy.

According to White and Arndt (1991) brainstorming can be used to:

• chose a topic

• identify a reason or purpose Jor writing

• findan appropriate form in which to write

• develop a topic

• work out a plot

• develop the organisation of ideas.

(White und Arndt, 1991:18)

3.4.1.1.5. Free writing

Free writing is "the process of writing down all your thoughts about a topic in order

to help ideas flow and overeóme writer's block" (Skyline Resource Team, 2002:35).

This offers students a pleasing experience of writing because it avoids the inhibitions
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such us writing has to be clear, corred and net which normally influence writing

(Dickson, 2001).

Writers can use this strategy for ten minutes or less to genérate ideas even though

nothing related to the topic comes to their minds. As mentioned in the above

strategies neither grammar ñor editing is necessary. After the process of free writing

has fínished, writers look back over what they have produce and highlight the most

relevant and interesting ideas.

3.4.1.1.6. Looping

Looping is "a recursíve process, in which the wríter produces a stretch of text,

summarises it in one sentence, and then uses that sentence to begin a new loop"

(White and Arndt, 1991:47). The writer loops for about ten minutes after a previous

free writing. Thus, a sequence of free writings ís generated. The same rules that are

valid to free writing also apply to looping: Before starting a new free writing, writers

must read through their free writings, looking for interesting ideas. Then, they can

repeat the process again with a new perspective and base their looping in the key

ideas. Four to fíve rounds of looping are recommended to have specifíc information

about an assígned topic.

3.4.1.1.7. The Journalists' Questions

"Questions, being the basis of socratic dialogue and of problem-solving, are an

important prompt for writers" (White and Arndt, 1991:22). Journalists usually ask six

questions when they are writing assignments, fíve W's and one H: Who?, What?,
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Where?, When?, Why?, Ilow?. In order to help writers recognize important elements

in narrative writing such as character, setting, problem, and solution, they can come

out with new ideas by answering generic questions using the journalist's questions.

Whíte and Arndt note that the journalists' questions can even be recombined to form

more complex questions, such us:

How does Who affect What?

Why does Who affect What?

Why is What affected by Who?

3.4.1.2. Apptying images and sounds

The four strategies for applying images and sounds are helpful for remembering new

expressions that have been heard or read. These strategies include using imagery,

semantic mapping, using keywords, and representing sounds in memory.

Signifícantly, semantic mapping is used for comprehensión.

3.4.1.3. Reviewing well

This strategy enabíes the writer to re-examine and remember new information. "It

entails reviewing at different íntervals, at first cióse together and then increasingly

farapart" (Oxford, 1990:66).
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3.4.1.4. Employing action

The most important strategy under employing action is using mechanical techniques

for writing. For example students can contextualise a new expression and get writing

practice, by writing thc full sentence on a flashcard. Then, they can move the

flashcards from one pile to another according to the learner's criteria and knowledge.

3.4.2. Applying cognitive strategies to the writing skill

Four categories correspond to this group: practicing, sending messages, analysing

and reasoning, and creatíng structures for input and output.

3.4.2.1. Practicing / Repeating

In writing., this strategy is used for revising (one of the elements of the writing

process), that is, "going through a written draft in detail (usually more than once) in

order to corred or amend it" (Oxford, 1990:77),

3.4.2.1.1. FormaHy practicing with written svstems

This strategy focus on learning new writing systems, which are necessary for writing

in a foreign language. Learners nave to learn alphabets, new structures that are

diíferent from their writing system.
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3.4.2.1.2. Recognising and usina formulas and patterns

When teaching grammar teachers can provide students with formulas and patterns to

build self-confidence, increase understanding, and enhance fíuency. Formulas are

"unanalyzed expressions" (Oxford, 1990:72), while patterns "have at least one slot

that can be fílled with an alternative word" (Oxford, 1990:72).

3.4.2.1.3. Recombining

The strategy of recombining involves "constructing a meaningful sentences or longer

expression by putting together known elements in new ways" (Oxford, 1990:74), For

example the teacher gives the students the chunk: swimming. Then, students have to

complete the sentence using the different pronouns in English. For instance, the

student writes he is swimming but she is not, we are swimming tomorrow, etc.

3.4.2.1.4. Practising naluralisticallv

This strategy enables students to use the language in an authentic way. It is not the

same if they write a letter about their last vacation without mentioning any addressee

than to do the same activity but state that they are going to write it to his or her best

friend. Peer assessment makes writing purposeftil, because they know that somebody

else will read his or her writing. Thus, it becomes more motívating for them. Also,

students can write together in groups or couples a single article, short story, play as it

happens in real life. Teachers can also publish their texts on the classroom walls or in

a schooí magazine.
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3.4.2.2. Receiving and sending messages

This strategy allows students to use resources to produce messages when writing. For

example, students can use a dictionary and a grammar book when writing a text.

3.4.2.3. Analysing and reasoning

"The five strategies in this set help learners to use logical thinking to understand and

use the grammar rules and vocabulary of the new language" (Oxford, 1990:82). They

include reasoning deductively, analysing expressions, analysing contrastively,

translating and transferring.

3.4.2.3.1. Reasoning deductivelv

This strategy involves "hypotheses about the meaning of what is heard by means of

general rules the learner already knows" (Oxford, 1990:82). However,

overgeneralizalion might result into errors. A Spanish speaking can generaíise the

past forms adding ~ed to the verb know. The result is knowed. The teacher must

indícate his or her students that rules have limitations to avoid mese errors.

3.4.2.3.2. Translating

It helps writers produce the target language using their own language as the basis for

producing it. However, word for word translation can become a problem when

producing written texts. Furthermore, it slows learner's fluency.
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3.4.2.3.3. Transferring

It means "directly applying previous knowledge to facilítate new knowledge in the

target language" (Oxford: 1990:84). In other words, it involves applying linguistic

knowledge from the learner's native tongue to the new language. It works well when

the two languages are parallel, otherwise, it may result into inaccuracy.

3.4.2.4. Creating structure for input and output

The three strategies in this group are: taking notes, summarising and highlighting.

They enable writers organise the new information and use it in an authentic way.

3.4.2.4.1. Taking notes

An essential skill in writing is taking notes. The focus on taking notes should not be

writing but understanding and identifying essential information. This can be

combined with a listening activity where they are required to answer specific

questions.

3.4.2.4.2. Summarizing

It is "making a condensed, shorter versión of the original passage" (Oxford:

1990:88). In order to make an accurate summary, Students must be able to identiíy

the main ideas of each paragraph. Students may use it to develop successfully in

further education or professional development.
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3.4.3. Applying Compensation strategies to the writing skill

They help learners to overeóme limitations when writing. For intermediate Students,

these strategies might be among the most signifícant. Students use them when they

face a situation in which they can not produce the target íanguage to reach their

purpose successfully.

3.4.3.l.Getting help

This strategy involves asking someone for help when writing. Students can ask for

new vocabuiary, expressions, etc. The learner wants the other person to provide what

he or she does not know, not to give an explanation or clarify. Students can ask for

help to his or her teacher or their peers or native speakers.

3.4.3.2. Selecting the topic

When using this strategy Students deliberately select the topic. They do this to make

sure that the topic is interesting for them and that they know the required vocabuiary

and structures to write a competent piece of writing.

3.4.3.3. Adj listín» and approximating the message

This strategy is used to change the message by omitting some words, make the ideas

easier, or write something slightly different that has similar meaning from the

intended message. For instance, instead of writing the more difficult sentence "I

would have liked to have visited The United States, but I couldn't go because I did
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not have any money". The student writes a simpler sentence "I did not go to the

United States because I did not have money."

3.4.3.4. Coining words

This strategy involves "making up new words to communicate a concept, for which

the learner does not have the right vocabulary" (Oxford: 1990:97). Students can use

this strategy in the drafting stage of the writing process. Then, in the revising stage

they can use a dictionary to confírm the new words they made up.

3.5. Applying Indirect Strategies to the Writing Skill

They are called indirect because "they support and manage language learning

without (in many instances) directly involving the target language" (Oxford:

1990:135). They should be used in combination with direct strategies in order to

improve the writing skill.

3.5.1. Meta-cognitive strategies

According to Oxford (1990), meta-cognitive strategies "are actions which go beyond

purely cognitive devices, and which provide a way for learners to coordinate their

own learning process" (p.136). These strategies are useful because they help

students organise their own learning. They include three sets: centring your learning,

arranging and planning your learning and evaluation your learning.



62

3.5.1.1. Centringyour learning

They help learners to converge their attention and energies on a writing task. They

consist of over viewing and linking with already known material and paying

attention.

3.5.1.1.1. Over viewing and linking with already known material

This strategy helps learners to overview a key concept, principie or set of materials in

a language activity for an upcoming writing task and associates it with what they

already know.

3.5.1.1.2. Paying attention

In order to engage in a writing task students have to decide to pay attention and avoid

disíractors. This strategy involves two modes, directed attention and selectivc

attention. Directed attention refers to "deciding generally or globally to pay attention

ío the task and avoid irrelevant distractors" (Oxford, 1990:134). On the other hand,

selective attention "involves deciding in advance to notice particular detaüs"

(Oxford, 1990:154). Teacher can get students attention by providing motivating

tasks. Writing in the native and foreign writing requires paying attention. For

instance, when learners write a letter in the target language they decide to

concéntrate on it and avoid distractors, also they use selective attention to use

content, tone, sentence construction, vocabulary, punctuation appropriately.



3.5.1.2. Arranging and planning your learning

They help learners to plan their own learning. They are necessary because they help

íearners establish and achieve their own goals. They consist of fínding out about

language learning, organising, setting goals and objectives, identiíying the purpose of

a language task, planning for a language task, seeking practice opportunities.

3.5.1.2.1. Findinu out about language learning

Students need to make efforts to fmd out how language learning works by reading

books and talking to people, and then use this information to become better learners.

Students can benefit from this strategy by discussing the problems they face when

they write or fínding ways in which they can improve their writings.

3.5.1.2.2. Organising

"This strategy involves a variety of tools, such us creating the best possible physical

environment, scheduling well, and keeping a language learning notebook" (Oxford,

1990:156). In order to assembly a writing portfolio students need to organise the

portfolio entries.

3.5.1.2.3. Setting uoals and obiectivcs

Students need to identiry short-term objectives and long-term objectives to be

effective learners. If they do not have a clear objective they do not know where they

are going. As a result, they cannot focus in their language learning. Goals for writing
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encourage learners to develop the necessary writing skills required to achieve the

performance standards.

3.5.1.2.4. Idcntifying the purpose of a writing task

It enables writers to clearly identify the purpose for writing. An example can be

writing a letter to persuade a friend to visit a certain place. This is also known as

purposeful writing. It is important because once they have identified the purpose they

can channel all their efforts in the writing task.

3.5.1.2.5. Planning for a writing task

This strategy includes four stages: describing the situation, determining its

conditions, checking one's own linguistic sources, and determining other additional

elements. This procedure can be used as follows: A student first decides to write a

íetter to appíy to a program to travel and work ovcrseas. After that he decides some

specifíc language functions such us: describing and explaining, a number of

structures such us: Past, Present. Future continuous and conditionals, and specifíc

vocabulary to attain his purpose. Finally, he asks for help in a foreign teacher to see

if his writing met the purpose.

3.5.1.2.6. Seeking Practico opportunities

Successfui students constantly scek for realistic opportunities in which they can

practice writing in a natural way. For example students write messages in English in

a chat room, write letters to a foreign friend, etc.
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3.5.1.3. Evaluating your learning

They help learners to evalúate their writing performance and to monitor one's own

errors. It consists of self-monitoring and self-evaluating

3.5.1.3.1. Self-Monitoring

Identifying errors in understanding or producing the new language, determining

which ones are importan! (those that cause serious confusión or offence), tracking the

source of important errors, and trying to eliminate such errors help students

understand more about the target language or about their own use of writing

strategies. In writing they can use peer evaluation to monitor their writings and give

each other feedback about their mistakes in a non-threatening environment (See

Annex F).

3.5.1.3.2. Self-cvaluating

Evaluating one's own progress in the new language helps learners produce more

accurate pieces of writing. Students can use checklists, diaries, or journals to evalúate

their progress. They can also review samples of their own work, and assess progress

over time. As they complete the peer evaluation and edition form they can see their

progress in comparison with another student.

3.5.2. Applying Affective strategies to the writing skill

Afíective strategies are composed of lowering your anxiety, encouraging yourself

and taking your emotional temperature.
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3.5.2.1. Lowering your anxíety

Writing in a foreign language can be stressful because it is a more complex cognitive

task than writing in the mother tongue. In order to reduce anxiety students can make

use of progressive relaxation, deep breathing or meditation. Students can also use

music while they are writing their text. Sometimes teachers and the students

themselves can use laughter as a therapy to relax.

3.5.2.2. Encouraging yourself

Teachers need to teach students ways to keep their spirits up and keep trying to

understand and produce the new language. This can be achieved by teaching students

to make positivo statements and take risks wisely. Teachers can also teach students to

reward themselves, Students need to fínd ways in which they can reward themselves.

For example, if they score high in a written homework, they buy themselves a bar of

chocolate.

3.5.2.3. Taking your emotional temperatura

This strategy is directly related to self-assessment. The purpose is to assess one's own

feeíings, altitudes and motivations for writing. Students need to learn to handle

negative feelings while they are writing. Once they know the situation in which they

feel tense they can fínd strategies to feel calm. They can encourage themselves to use

the new language even though they are afraid of making mistakes. They can also

write down their feelings about learning English in a diary or talk to someone else

about how they feel the moment they are using the new language.
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3.5.3. Applying the social strategies to the writing skill

They are essential to enhance not only the writing ability but all the language skills.

They are composed of: asking questions, cooperating with others and empathizing

with others.

3.5.3.1. Asking questions

Students use this set of strategies to ask for clarification and ask for correction.

According to Oxford asking for correction is more common in writing than in the

other skills. This happens because writing is a process that allows writers to rewrite

and constantly backtrack their texts.

3.5.3.1.1. Asking for correction

Students use this strategy when they realise that the language that they are producing

is not corred and they ask for correction to someone who has a higher level than

them.

Oxford (1990) suggests that "language learners should ask for correction of some

writing difficulties, but the kind and amount of correction depends on the level of the

learner and the purpose of the writing. Heavy-handed correction, especially in the

beginning stages of language learning, can nave two possible negative effects:

students' morale plummets, or students simply ignore the product, they might ask for

a greater amount of correction, or at least a noting of problems which they

themselves can correct" (p.70). Therefore, teachers should be sensible in using this

strategy according to each particular situation.
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3,5.3.2. Cooperating with others

Due to the fact that language is a social act, learners must iearn to cooperate with

each other. Students should interact among themselves and with the teacher and

others that have a higher level in the target language outside the classroom.

3.5.3.2.1. Cooperating with peers

Incorporating cooperation with peers in the classrooms can make the language

experience more enjoyable and rewarding. The power of working in couples was

analysed in the previous chapter.

3.5.3.2.2. Cooperating with proficient users of the New Language

Students should know that learning not only takes place inside the classroom, but ít is

an ongoing activity that continúes outside the classroom. Students can ask native

speakers questions concerning any aspect of the language in order to enhance their

learning of the ianguage.

3.5.3.3. Empathizing with others

Understanding and producing the new language involves empathy with other people

especially with the members of the target culture. Learners need to be aware that

language and culture are related. Because of this, they have to adapt themselves to

the new culture when they are exposed to it.
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3.5.3.3.1. Developing cultural understanding

Language and culture are related and cannot be separated. Thus, learners of the target

language must also learn about the target culture to successfully communicate.

Furthermore, background knowledge of the target culture helps learners to

understand better the new language. Because, it provides clues about the use of

certain words and expressions in the target language. Teachers can help their students

to develop this knowledge by injecting short cultural discussions into the language

tasks and comparing one's own culture with the target culture.

3.5.33.2. Becoming ana re of other's thoughts and feelings

Students can learn to identify the fluctuations in the thoughts and feelings of

particular people who use the target language in order to communicate better. They

can sense the feelings of the people they communicate with by reading letters and

notes. Students can also use this strategy at the moment of completing the peer

correction and editing forms. They do not want to hurt the feelings of other people.

What they really want is to help their peers ímprove their writing.

Applying language learning strategies to the writing skíll helps learners to enhance

their writing because when they face a problem they can fmd a way to overeóme it.

Through the whole language learning expenence they will have many opportunities

to use them. As they keep using them they will realise they are fundamental to

produce competen! pieces of writing.



CHAPTER FOIÍR

METHODOLOGY AND RESEARCH

4.1. Introduction

At PUCESA teachers explore and use innovative practices in classrooms in order to

offer a good education. Stakeholders are also willing to support any initiative that

benefits learners. Moreover, teachers are constantly trained in new trends for

learning. Of all non-traditional approaches to instruction and assessment, portfolio

use seems to show the greatest promise in enhancing diverse dimensions of learning

... as well as promoting learning autonomy" (Chen, 2006:69). As Gottlieb (1995 in

Chen 2006) puts it, portfolios "serve as a guide for students in making choices and in

demonstrating how they reason, créate, strategize and reflect" (p.12). In other words,

the assembly of a portfolio enhances language learning, self-reflection, learning

responsibility and autonomy, critical thinking, and strategic development among

other elements.

This study aimed to investigate and evalúate the implementation of a portfolio

system in order to find out whether or not writing portfolios enhance students'

writing ability at level four English classes at Pontificia Universidad Católica del

Ecuador Sede Ambato and find out the perceptions of the students towards it.

70
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4.2. Methodology

4.2.1. Communicative language teaching

The Pontificia Universidad Católica del Ecuador Sede Ambato mainly uses a

communicative approach to teach English.

According to Richards (2006), communicative language teaching "can be understood

as a set of principies about the goals of language teaching, how learners learn a

language, the kinds of classroom activities that best facilitate learning, and the roles

of teachers and learners in the classroom" (p.3). The main goal of communicative

language teaching is the teaching of communicative competence which includes the

following aspects of language knowledge:

• knowing how lo use language for a range of different purposes andfunclions.

• knowing how to vary our use of language according to the setting and the
participants(e.g. knowing when to use formal and informal speech or when to
use language appropriately for wriíten as opposed to spoken communicaíion)

• knowing how to produce and understand different íypes of texis (e.g.
narratives, reports, interviews, conversaíions)

• knowing how to maintain communicaíion despile having limitations in one's
language knowledge (e.g. through using different kinds of communicative
strategies

(Richards, 2006:4)

"Earlier views of language learning focused primarily on the mastery of grammaticai

competence. Language learning was viewed as a process of mechanical habit

formation. Good habits are formed by having students produce correct sentences and

not through making mistakes. Errors were to be avoided through controlled

opportunities for production (either written or spoken)" (Richards, 2006:6). This was
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only possible by memorizing dialogs and performing drilís. Thus, students rely

absolutely on the teacher.

Language learning now is seen as a process consisting of the following principies:

• Interaction between the learner and itsers ofthe language

• Col laboral ive creation ofmeaning

• Creating meaningfui and purposeful interaction íhrough language

• Negotiation of meaning as the leaner and his or her interlocutor,? arrive al
understanding

• Learning through attending to the feedback learners get when they use the
language.

• Paying attenííon to the language one hears (the input) and írying to
incorpórate newforms into one's developing communicaíive competence

• Trying out and experimenting wiíh different ways ofsaying things.

(Richards, 2006:5)

4.2.1.1. The roles of teachers and learners in the classroom

Learners are expected to particípate in classroom activities that involve working in

couples or groups rather than individualistic approach to learning. They have to get

used to exchanging information with their peers while they work in groups, rather

than relying solcly on the teacher for a model. They are expected to be responsible

for their own learning. Teachers now assume two main roles: facilitator and monitor.

4.2.1.2. Implication for methodology

Richards summarises the principies of communicative language teaching

methodology at this time as follows:
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Make real communication thefocus of language learning

Provide opporíunities for learners lo experiment and íry out what íhey know

Be tolerunt of learners' errors as íhey indícate that íhe learner is huilding up
his or her communicalive competence

Provide opportunities for earners t develop both accuracy and fluency

Link íhe different skills such as speaking, listening, reading, together since
íhey usually occur so in the real world.

Leí studenís induce or discover the grammar rules,

(Richards, 2006:14-15)

4.2.1.3. Classroom activities in Communicative Language Teaching

Teachers must fmd and provide learners activities that are in accordance to the

principies of communicative language teaching.

4.2.1.3.1. Accuracy versus fluencv activities

Let's remember that one of the principies of communicative language teaching is to

develop fluency in language use. "Fluency is natural language use occurring when a

speaker engages in meaningful interaction and maintains comprehensible and

ongoing communication despite limitations in his or her communicative

competence" (Richards, 2006:13). Students can develop fluency when they are

provided with activities in which they must negotiate meaning, use communication

strategíes, correct misunderstandings and work to overeóme communication

breakdowns.

Students also need to develop accuracy, which focuses on producing correct samples

of language use. It is advisable to use a balance of fluency and accuracy activities.



74

Richards presents a summary of activities that focus on fluency and those that focus

on accuracy:

• Activities focusing on JJuency

• Reflect natural use of Ianguage

• Focus on achieving communication

• Require meaningful use of Ianguage

• Produce ianguage that muy not be predicTable

• Seek to link Ianguage use to contení

• Activities focusing on accuracy

• Reflect classroom use of Ianguage

• Focus on theformation of corred examples of Ianguage

• Practice small samples of Ianguage

• Do not require meaningful communication

• Choice of Ianguage is controlled

(Richards, 2006:13)

4.2.2. Writing process approach

An important element of portfolios is process writing because it enables students to

be actively involved in the construction of texts in which they have interest

(O'Malley and Valdez, 1996). Tribble (1996) defines the process approach as "an

approach to the teaching of writing which stresses the creativity of the individual

writer, and which pays attention to the development of good writing practices"

(p.160), Therefore, the focus shifts from the product itself to the process students go

through to créate the product. Stone (1995 in NCREL) notes "Process writing is

learning how to write by writing" (p,232). White and Arntd (1991) state that focusing

on Ianguage errors does not help learners to improve neither grammatical accuracy
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ñor writing fluency and they suggest instead to pay attention to what the students

produce. By doing this students will show an improvement in writing.

Whaí is importantfar us as teachers of writing is to engage our students in that
creative process; to excite íhem about how their texis are coming into being; to
give íhem insights into how they opérate as they créate their work; to alter their
concepts ofwhat writing involves. What we have to get across is the notion that
writing is re-writing; that revisión - seeing with new eyes - has a central role to
play in the act of creating a text, and it is not merely a boring error-checking
exercise; and above all, that evaluation is not just the province of the teacher
alone at the final stage of the process, but that is equally the concern and
responsibility ofthe writer at every stage. (White andArntd, 1991:5)

4.2.2.1. Stages in a writing process approach

According to Graham (2006) it can be broken down into three stages:

Pre-writing
The teacher needs to be stimulate .students' creativity, to get íhem thinking how
to approach a writing tapie. In this stage, the most important thing is theflow of
ideas, and it is not always necessary that students actually produce much (íf
any) written work. If they do, then the teacher can contribute with advice on
how to improve their initial ideas.

Focusing ideas
During this stage, students write without much attention to the accuracy of their
work or the organisation, The most important feature is meaning, Here, the
teacher (or other students) should concéntrate on the contení ofthe writing. Is it
coherent? Is there anything missing? Anything extra?

Evaluating, struciuring and editing
Now the writing is adapted to a readership. Students should focus more onform
and on producing a finished piece of work. The teacher can help with error
correction and give organisational advice. (Graham 2006:1)

Therefore, in a writing process approach, writing is seen as a process consisting of

three main stages: Pre-writing, during writing and post-writíng. In pre-writing

students genérate ideas, then they concéntrate on the contení while writing. Finally,

students edit their work. In all these stages the teacher plays mainly the role of a

helper consolidating what students learn.
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4.3. Research design

4.3.1. Experimental rescarch

"All experimental approaches involve the control or manipulation of three basic

components of the experiment: the popuJation, the treatment, and the measurement of

the treatment" (Selíger and Shohamy, 1989:136). In experimental research the

variables can be controlled or manipulated.

Following conventions established by Campbell and Stanley (1963 in Seliger et at.

1989), the components of experimental research design will be symbolised as

follows:

X = un experimental treatment such as a teaching method

O = vbservation or measurement afthe effect ofthe treatment

R= randomization, or the random assignment of subjects to groups in arder to
control for extraneous variables.

(Campbell and Stanley, ¡963:137)

4.3.1.1. The treatment

According to Seliger and Shohamy (1989) it "refers to ánything done to groups in

order to measure its effect. The treatment is not a random experience which the

groups might have, bul a controlled and intentional experience" (p.137) Once the

treatment has been applied the researcher can determine its efTects. The treatment is

the independen! variable in the experiment.
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4.3.1.2. Measurement or observation

"Mcasurement or observation refers to how the effects of the treatment will be

evaluated or observed" (Seliger and Shohamy, 1989:137). These eíTects might be

evaluated by means of a language test, a judgment or a communicative task.

4.3.1.3. The type and numbcr of groups

"Experimental research is concerned wíth studying the effects of specifíed and

controlled treatments given to subjccts usually formed into groups" (Seliger and

Shohamy, 1989:136). The researcher can use pre-existing groups, as they occur in

nature or to construct them for the research. This difference bctween natural groups

and those constructed specifically for the research is one of the characteristics that

differentiates experimental design from quasi-experimental design.

4.3.2. Quasi-experimental design

"Quasi-experimental designs are constructed from situations which atready exist in

the real world, and are probably more representative of the conditions found in

educational contexts" (Seliger and Shohamy, 1989:148). Quasi-experimental

research is used when it is difficult to control many of the variables and in which

subjects cannot be assigned to specific groups for the purposes of the experiment.
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4.3.2.1. Advantages of Quasi-experimental research

"Quasi-experimental research is more likely to have externa! validity because it is

conducted under conditions closer to those normally found in educational contexts"

(Seliger and Shohamy, 1989:136). Thus, it enables the researcher to gain access to

already existing groups and conduct the experiment.

4.3.2.2. Disadvantages of Quasi-experimental research

It is not truly experimental because it "cannot assign subjects through

randomization" (Seliger and Shohamy, 1989:136). In experimental research

randomization is fundamental because it allows the researcher to construct the groups

for the research.

4.3.3. Design- Time-Seríes Analysis

The time-series analysis design permits the researcher to evalúate the effectiveness of

the treatment because it collects repeated measurements taken over a period of time.

4.3.4. Design- Pre-test - Post-test Control Group

To determine that a treatmenl {X) had an effect, a pre-test and post-test are

administered to the subjects. The progress can be evaluated by analysing the pre-test

data and post-tesl data.
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4.4. Implementing a Portfolio-based writing assessment in the leve!

four EFL courses at PUCESA

This study aimed to investígate and evalúate the implementation of a portfolio

system in ordcr to fínd out whether or not portfolio-based writing assessment

enhances students' writing abiiity at level four English classes at Pontificia

Universidad Católica del Ecuador Sede Ambato and fínd out the perceptions of the

students towards it. It was implemented in the semester September 2006 to February

2007. The researcher used quasi-experimental research for this study.

The texts used to teach English for intermedíate levéis are Skyline 4 and 5, with

course procedures and íeaching procedures designed based on a university calendar

and text contení. Other teaching materials are not unifíed, but chosen, adapted or

developed by íhe teachers. Therefore, teachers can use other forms of assessment.

Specifically, the following questions were addressed in the study:

1. What are student's perceplions of the portfolio system?

2. What are my observations of its effect on student writing learning?

3. Does portfolio assessment cnhance student's writing abiiity?

4.4.1. Quasi-experimental research

The research was carried out with three groups consisted of already existing leve!

four English classes at the PUCESA.
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Word order with two-word verb

Pronouns: whoever, whenever, whatever and wherever.

4.4.5.3. Matching Tasks to Objectives

At the beginning of the portfolio system, prompts that were appropriate for the

students were chosen. Twelve prompts were selected in correspondence to the

objectives. The prompts were both: challenging and accessible to all students. The

selected prompts were sensitive to the culture background of the students to interest

them and be enjoyed by the students. From these twelve prompts: ten were

established by the teacher and two were free topics. Table 4.2 presents the list of all

the prompts.:

Table 4.2. List of prompts

Prompts

1 The ending of the story "The Fox"
2 A balanced article about the effect of using Internet
3 A short review of a concert you enjoyed
4 An article for a magazine "Tips for a perfect date"
5 Free topic
6 Free topic
7 Biography of Princess Diana
8 A biography of a famous person
9 Write about your hopes and predictions for your future (Vision)

IO Write your opinions about gcnetic engineering
I I Write a statement of purpose for a university program that you would like to enrol in
12 Write an event which has influenced your I i fe

Students were given the prompts as the text book units were fínished to ensure that

they had the necessary language to produce the writing. From these topícs groups of

students A and B produced six of them and group of students C produced seven of

them. This happened becausc groups of students A and B were university students

and had less time to devote for writing, while group C students had more time.



Moreover, during this research, adjustment in design in learning tasks was done

constantly to accommodate the implementation in the university program and

students' needs. During the portfolio assessment procedure students did not have

extra homework. Some of the writings were sent as homework while others

developed in classes. If extra homework had been assigned, the students might have

felt burned by the portfolio system. The researcher did not want students to hate the

portfolio assessment procedure.

The system also integrated assessment with Skyline Wríting Resource sheets that are

designed to go together with the units of Skyline 4 and 5 (See Annex H). The writíng

resource team (1996) describes these activities that are designed to help learners in

all the stages of the writing process:

Each level offers u purposeful and motivating approach to the development of
writing skills by providing a practica! resource that examines whaí is involved in
writing. The focus is on the types of task and text that students will need,
particularfy in their profesional and academic Uves. Teachers are provided with
clear and simple instructions to enable their students to carry out a nutnber of
accuracy and fluency-based activities. These activities will help to develop
learners' ability to produce a number of different text types suitable to their
needs and to their level ofwritten English. (www.skyline.com).

At the beginning of the portfolio the emphasis was placed on accuracy. Thus,

accuracy activities were sent as homework and more accuracy exercises were

practised (See Annex I). Then, the emphasis was placed on fluency exercises (See

Annex J). The aims of these activities were: to organise and write a paragraph, to

recognise different types of paragraphs, to write the ending of a story, to plan and

write an article, to edit a piece of writing, to write a transaction letter, to practice free

writing, to punctuate texts, to practice using past time clauses and to write drafts.
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These activities wcre combined with peer and self-assessment to exercise writing,

collaboration with peers, critica! thinking, and self-development.

Students were provided with self-assessment forms to reflect about their own

writings (See Annexes A — C) and peer evaluation forms to share their impressions

about their peers' writings (See Annex F). All these forms were adapted to the

particular needs of the groups. Also, students were given the opportunity to write free

topics. The writings that were outstanding would be published in the Magazine

Graffíti, which is a magazine published by the language department of PUCESA. It

contains articles written by teachers and students which is published once a year.

ín order to review how students write students were provided with Checklists that

focus on process writing and writing strategies (See Annexes A — C). The aim was to

make learners aware of the whoie process involved in writing and their use of

learning strategies. Students also were given time to use self-assessment and peer

assessment during the lessons.

Other activities included searching topics in the internet. Students read background

material to be able to discuss their findings within groups. After that, whole class

discussions took place. Finally students produced their pieces of writing. The

purpose of these activities was to give students opportunities to practice pre-writing

strategies. Furthermore, student had the opportunity to develop workshops of the

difieren! learning strategies in groups. The purpose of these activities was to make

them aware of the different kind of learning strategies that exist and that they can

use.
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4.4.5.4. Setting criteria

The holistic scoring rubric for writing assessment for EFL students presented in

Chapter two was used to heip students understand what was required from them (See

figure 2.2). The holistic scoring rubric was adapted to meet the specifíc needs of the

group of students. It was presented to the whole class. The rubric was revised with all

the students to make sure they understand what was required from them and clarify

any vocabulary they did not know. O'Malley and Valdez (1996) state that

"assessment criteria should be public for students and that they should be

familiarised with the scoring rubrics so they can pían their writing effectively"

(p.159).

A holistic scoring rubric for writing helped to establish the criteria for evaluation.

The scoring rubric was kept uncomplicated so that students could use it. Sludents

were given photocopies of the scoring rubric and they could revise it as many times

as they needed to. The rubric was an element of the assessment portfolio. "Writing

assessment can be used most effectively with instruction when the criteria for scoring

written producís is clear to the students and when the students see an obvious

relationship between what they have written and the scores they received" (O'Malley

and Valdez, 1996:156). Moreover, students were given the opportunity to use the

rubric to rate their own writings and evalúate the writings of their peers.

4.4.5.5. Determining Organisation

The implementation of a Portfolio-based writing assessment included two periods: a

midterm evaluation and a final evaluation. Another essential activity in the portfolio
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system was portfolio compilation. The task and activities of the portfolio were

assembled in a enroñological order, except the writings that were placed according to

the students' criteria, Students were told about the portfolio project at the beginning

of the semester and by its end they were required to present an assessment portfolio

with specifícd portfolio entries, to demónstrate their improvements and showcase

their best writings. Guideiines for final portfolio compilation were provided before

students presented their final assessment portfolios at the end of the semester (See

Annex K).

"Portfolios generally involve selection of the pieces to be included in the portfolio,

usualíy by the student with some guidance from the instructor" (Hamp-Lyons and

Condón in Cushing 2002:199). Therefore, students had partial ownership of the

portfolios because the students worked to produce their own portfolios. Morco ver,

the teacher had control o ver the process of selecting parts of the portfolio.

For the mid-term evaluation students presented their assessment portfolios that were

dividcd in two main parts: the fírst section contained the two writings that students

considered were the best and the last section included all the writings and activities

that had been done until the mid-term presentation.

Final Portfolio-based writing assessment was also divided into two main parts: the

first section regarded as showcase portfolio that contained four writings: three

writings students considered were the most outstanding and the final writing done in

class; and the last section that contained five Skyline writing resource sheets with

their solutions, one writer's checklist, one self-assessment of writing dimensions, one



self-assessment of writing strategies, one peer evaluation, a draft of any writing and

all the learning logs. Students also had the ireedom to place any work that they had

produced during the semester but that was not specified as a final portfolio entry at

the back of the portfolios.

4.4.5.6. Monitoring progress

Each semester the PUCESA administers four formal examinations: first partial

examination (written), mídterm examination (written and oral), second partial

examination (written) and a final examination (written and oral). The máximum

grade to pass the semester is 50 points distributed as follows:

First and second partial examinations
Midterm examination
Final examination
General class work and tests
Total

10 points
10 points
20 points
10 points
SOpoinls

All the examinations are mandatory. What a teacher can control is the so-called

general class work and tests, 20 % of the total grade. For this study, 10% of the total

corresponded to portfolios.

The grading scheme of this portfolio system included the use of a Portfolio

evaluation summary (See Annex G) and a holistic guide for portfolio scoring

presented ín Chapter 2 (See figure 2.4) to monitor and support students' learning

process and achievement, attitude and efforts.
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Students were given the necessary time to write and rewrite their texts, Students had

opportunities for múltiple drafting, self-reflection, and receiving and responding to

feedback implied by the portfolio inside and outside the classrooms. Most of the time

Students followed this procedure for writing: first of all, they wrote the fírst draft,

then they completed self-assessment forms, after that if they wanted a second draft

was written, next they sharcd their writings with their classmates to receive feedback

from them. Peers completed peer assessment forms to share their impressions of their

classmates' writings and rated the writings using the holistic scoring rubric for

writing (See figure 2.2). After Students had received feedback from their peers, they

wrote the final producís. It is important to mention that the teacher played the role of

a helper thought all the learning experiencc supporting and encouraging Students'

efficacy.

At the end of the Mid-term period an evaluation was carried out to give feedback to

the student about their writing progress. The researcher used a portfolio evaluation

summary to inform students whether or not the Students met performance standards

in writing (See Annex G). Student's performance in this summary was rated in three

levéis: Does not meet standards, meets standards, and exceeds standards. Meets

standards would be similar to the parameters established in both holistic scoring

rubrics for writing and portfolio scoring in the levéis 3, 4 and 5 (See figures 2.2 and

2.4). Each student had the opportunity to prescnt two writings they considered were

the best as final producís in their assessment portfolios to the teacher. Then, the

teacher rated these writings using the holistic scoring rubric for writing. Students

were told to improve these writings after they had been rated by the teacher because
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they could include these writings as artefacts for the final assessment portfolio

presentation.

For the final evaluation the holistic guide for portfolio scoring presented in chapter

two was used (See figure 2.4). The holistic guide for portfolio scoring was adapted to

meet the needs of these particular groups of students. Portfolios were rated by the

teacher in light of completeness (whether the collection records different íearning

activities), writing ability (whether language use is clear and correct) and

organisation (whether it is organised and presented neatly).

The students' outcomes of the mid-term and final evaluations are presented in the

following chapter: Data Analysis.

4.4.5.7. Evaluating the portfolio process

The reflections of the entire process are presented in the last chapter: Conclusions

and Recommendations.

4.4.6. Background questionnaire

A background questionnaire was carried out to learn about the conditions of the

learners before the treatment (See Annex L). It contained 12 Ítems taking into

account: Language íearning, perceptions towards writing, diffículties students face

when writing, self-assessment and peer assessment, and strategy use in writing. The

data collected is presented as follows:
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Table 1: Students' previous invested time in English learning

I . How long have you been learning English?

Theme

I 2 years

2 since primary school

3 I year

4 1 1 / 2 year

5 3 years

6 4 years

7 since high school

Table 2: Students' previous English practice in

Frequency

8

6

3

1

1

1

1

a foreign country

N=2I

Percentage

38%

29%

14%

5%

5%

5%

5%

2. Have you practiced English abroad?

Theme

1 Never

N=21
Frequency Percentage

21 0%

None of the students has sígnificantly used English in a foreign country.

Table 3: Students' previous perceptions of improvement in the four language skills since they
began learning English

3. Which skill have you developed the most? Rank them from the most to the least

(Students rated the skills from 4 "the mosf' to I "the least")

Theme

Writing

Speaking

Reading

Listening

M

2,75

2,5

3,25

1,5

A

Rank

2

3

1

4

M

2,71

3

2,64

2,57

B

Rank

2

1

3

4
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Table 4: Students' previous perceptions of English taking into account difficulty and relevance

4. When Icarning English, what language skill (speaking, reading, writing, and listening) Do you think

it is

Theme Speaking

A B
listening

A B
reading

A
writing

A B

N=10 N=14 N-10 N=14 N=10 N=14 N=10 N=14

Most important?
Easiest?
Most difficult?

A
5
1
1

B

12

1

A

5

B
2
2

5

A

5

B

8

1

A

3
2
2

B

4

7

Speaking
A B

listening
A B

reading
A B

writing
A B

Most important
Easiest
most difficult

50% 86%
10% 0%
10% 7%

0% 14%
0% 14%
50% 36%

0% 0%
50% 57%
0% 7%

30% 0%
20% 29%
20% 50%

Table 5: Students' greatest diffículties when they write in English

5. What are the greatest diffículties when you write in English?

Theme A

N=7

B

N=16

Use of tenses

Vocabulary

Organise ideas

Distinguish between main idea and secondary ideas

Structure of paragraph

Imaginatíon

3 43%

3 43%

1 14%

14%

7 44%

5 31%

4 25%

2 13%

1 6%

Table 6: Students' previous answers regarding self-assessment

6. Have you ever been asked to assess

Theme

Yes

No

Frequency

3

4

your own writing?

A

N=7

Percentage

43%

57%

B

N=16

Frequency Percentage

8 50%

8 50%
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Table 7: Students1 previous answers regarding peer assessment

7. Have you ever been asked to assess your classmate's writing?

A B

Thcme N-7 N - l ú

Frcquency Percentage Frequency

Yes 6 86% 10

No 1 14% 6

Percentage

63%

38%

Table 8: Students' answers regarding time they could dedícate for writing

8. How much time can you dedícate for writing?

A

Hours N=7

A daily hour 3 43% 3

1 houraweek 1 14% 10

2 hours a weck 3 43% 2

B

N=15

20%

67%

13%

Table 9: Students' answers regardins how often thev write in English

9. How often do you write in English?

A It

Theme N=

Frequency

Often

Sometimes 2

Seldom 4

Never 1

Table 10: Students' answers
fu tu re

7

Percentage

29%

57%

14%

regarding

N-

Frequency

6

8

1

0

how often they

15

Percentage

40%

53%

7%

0%

think they

N=14

Frequency

2

•1

5

3

would write in

Percentage

14%

29%

36%

21%

English in th

10. In the fiíture, in your profession how often do you think you will write in English?

A B C

Theme

Often

Often

Sometimes
Seldom
Never

N=7
Frequency Percentage

1

6
0

0

14%

86%

0%

0%

N=15
Frequency Percentage

6
9

5
1
0

40%

60%

33%

7%

0%

N-14
Frequency Percentage

2

5

8

1

0

14%

36%

57%

7%

0%
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Table 11: Student' needs for writing in English

1 1 . What do you need writing for?

A

Theme N^7
Frequency Percentaje

Often
E-mails 5 71%
Lctters 2 29%
Summaries 1 14%
Personal
Documents 2 29%
Reports 3 43%

Instructions 4 57 %

B

N=15

Frequency

6

12

7

7

4

1

1

Percentage

40%

80%

47%

47%

27%

7%

7%

C

N=I4

Frequency Percentage

2 14%

8 57%
8 57%
8 57%

5 36%
8 57%

9 64%

Table 12: Students' previous strategies use

12. Strategies use

Strategies

Before writing:

1 . I talk to a friend or partner aboui the topic
2. I make a list of ideas on the topic
3. I make an outline or semantic map

During writing:

4. 1 skip words I don't know and go back to
them later
5. 1 substitute a word from my own language
6. 1 reread, review and backtrack my text

After writing:

7. 1 check to see if the writing meets my
purpose
8. I reread to see if it makes sense
9. I add information or take out inforrnation
10. 1 edil for speliing, punctuation, capitals,
and grammar
1 1 . I ask someone else to read my writing and
comment on it.

N=7
Fre %

Yes
2 29%
5 71%
2 29%

Yes

3 43%
5 71%
5 71%

Yes

6 86%
7 100%
6 86%

7 1 00%

2 29%

Fre %

No
5 71%
2 29%
5 71%

No

4 57%
2 29%
2 29%

No

1 14%
0 0%
1 14%

0 0%

5 71%

N=16
Fre % Fre %
Yes No

I I 69% 5 31%
10 63% 6 38%
1 6% 15 94%

Yes No

1 I 69% 5 3 1 %
3 19% 13 81%
11 69% 5 31%

Yes No

15 94% 1 6%
13 81% 3 19%
6 38% 10 63%

11 69% 5 31%

5 3 1 % 1 1 69%
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4.4.7. Students' responses regarding Language Learning Strategies

The survey on students' perspectives of their use of language learning strategies was

administered at the beginning of the semester. The aim was to make learners aware

of the strategies they use while learning. The Strategy Inventory for Language

Learning was developed by R. Oxford (1989) developed for speakers of olher

languages learning English. The questionnaire contained 50 ítems. Each ítem was

scored on a 5- poinl scale from 5 "always or almost always true of me" through 3

"Somewhat true of me" to 1 "never or almost never true of me" (See Annex M).

Table 13: Students' previous answers regarding language learning strategies

Key to understanding aygrages

High Always or almost always used
(ienerally used

Médium Sometimos used

Low Generally not used
Never or almost never used

4,50 to 5,00

3,50 to 4,40

2,50 to 3,40

1,50102,40
l,00to 1,40

Groups of students
ítem

Part A Rememberine more effectivelv
. I think of relationships between what 1 already know and new things

I learn in English.
2. I use new English words in a sentence so I can remember them.
, 1 connect the sound of a new word and an image or picture of the

word to help me remember the word.
I remember a new English word by making a mental picture of a
situation ¡n which the word might be used.

5. 1 use rhymes to remember new English words.
6. 1 use flashcards to remember new English words.
7. 1 physicaüy act out new English words.
8. I review English lessons often

1 remember new English words or phrases by remembering their
location on the page, on the board, or on a street sign.

Total
Average

A
n=9
M

2,56
3,22

3,22

3,11
1,33
1,33
1,89
3,1 1

2,56
22,33
2,48

B C
n=14 n=14

M M

3,50 3,64
4,07 3,64

3,57 3,86

4,00 3,36
3,00 2,50
2,57 2,36
2,93 2,79
3,64 2,86

4,14 3,14
31,43 28,14
3,49 3,13
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Part B Usirm all vour mental processes
10. I say or write new English words several times.
11. I try to talk like native speakers.
1 2. I practice the sounds of English
13. I use the English words I know in different ways.
14. 1 start conversations in English

1 watch English language TV shows spoken in English or go to
movies spoken in English

16. I read for pleasure in English
1 7. I write notes, messages, letters, or reports in English

1 fírst skim an English passage (read over the passage quickly) them
go back and read careftilly.
I look for words in my own language that are similar to new words in
English.

20. 1 try to find patterns in English
I find the meaning of an English word by dividing it into parts that 1
understand.

22. 1 try not to transíale word by word.
23. I make summaries of information that 1 hear or read in English.
Total
Average

Part C Compensatins for missing knowledee
24. To understand unfamüiar English words, I make guesses.

When 1 cannot think of a word during a conversation in English, 1
use gestures.

26. I make up new words if I do not know the right ones in English.
27. 1 read English without looking up every new word.
28. 1 try to guess what the other person will say next in English.

If I cannot think of an English word, 1 use a word or phrase that
means the same thing.

Total
Average

Part D Oreanisins and evaluatine vour learning
30. I try to find as many ways as 1 can to use my English.
,. I notice my English mistakes and use the information to help me do

better.
32. 1 pay attention when someone is speaking English.
33 . I try to find out how to be a better learner of English,
34. I plan my schedule so 1 will have enough time to study English.
35. 1 look for people I can talk in English
36. 1 look for opportunities to read as much as possible in English
37. I have clear goals for improving my English skills.
38. I think about my progress in learning English.
Total
Average

Part E Managing yotir emotions
39. 1 try to relax whenever I feel afraid of using English.

1 encourage myself to speak English even when I am afraid of
making a mistake.

41. I give myself a reward or treat when I do well in English.
I notice if I am tense or nervous when I am studying or using
English.

43. 1 write down my feelings in a language learning diary.
44. I talk to someone else about how I feel when I am learning English.
Total
Average

3,00
1,89
2,44
2,67
2,00

3,33
2,00
1,89

2,56

3,22
2,33

2,67
3,00
2,00
35,00
2,50

2,89

2,44
2,67
2,00
2,33

3,11
15,44
2,57

3,00

3,22
3,78
3,22
2,67
2,11
2,78
2,89
3,67

27,33
3,04

3,00

3,22
1,89

3,11
2,00
2,44
15,67
2,61

4,14
3,14
3,64
3,79
4,07

4,71
3,21
3,64

3,64

3,43
3,00

3,57
3,36
3,57
50,93
3,64

3,36

3,64
2,86
2,86
3,50

4,43
20,64
3,44

3,86

3,64
4,14
4,00
3,29
3,50
2,79
3,14
3,86

32,21
3,58

4,07

3,36
4,00

3,07
2,29
3,00
19,79
3,30

3,50
2,79
3,50
3,07
2,43

3,43
2,21
3,00

3,43

4,00
3,14

2,86
3,00
2,79

43,14
3,08

2,93

3,64
2,86
3,00
3,00

3,93
¡9,36
3,23

3,21

3,64
4,29
3,57
3,21
3,14
2,79
3,36
3,43

30,64
3,40

3,14

3,64
3,36

3,14
2,64
2,43
18,36
3,06
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Part F Learnjng with others
.. If I do not understand something in English, I ask the other person to

slow down or say it again.
46. 1 ask English speakers to corred me when I talk.
47. I practice English with other students.
48. I ask for help from English speakers.
49. I ask questions in English.
50. I try to learn about the cuitare of English speakers.
Total
Average

3,78
3,56
2,33
2,44
2,67
2,33

4,43 3,93
3,57 3,50
3,71 3,00
3,71 3,36
4,07 3,43
2,64 2,43

17,11 22,14 19,64
2,85 3,69 3,27

4.4.8. Portfolio evaluation

Students submitted their portfolios twice during the semester. The grading scheme of

this portfolio system included the use of a Portfolio evaluation summary and a

holistic guide for portfolio scoring to monitor and support students' learning process

and achievement, attitude and efTorts. For the midterm evaluation the Portfolio

evaluation summary was used (See Annex G). For the final evaluation the holistic

guide for portfolio scoring presented in chapter two was used (See figure 2.4).

4.4.8.1. Mid-term portfolio evaluation

At the end of the Mid-term period an evaluation was carried out to give feedback to

the student about their writing progress. The researcher used a portfolio evaluation

summary to inform students whether or not the students met performance standards

¡n writing. Student's performance in this summary was rated in three levéis: Does not

meet standards, meets síandards, and exceeds standards. Meets standards would be

similar to the parameters established in both holistic scoring rubrics for writing and

portfolio scoring in the levéis 3, 4 and 5.
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Table 14: Mid-term portfolio evaluation taking into account writing standards
Theme

Portfolio
Does not meet standards
Meets standards

Exceeds standards

Writing
Does not meet standards
Meets standards

Exceeds standards

Group A

N=10

Frequency

2
7
1

1
7

2

Percentage
20%
70%

10%

10%

70%

20%

Table 15: Mid-term portfolio cvaluation taking

Group of students

Theme
You write in relation
to the topic
You use interesting
ideas

A B

Never

C A

Group B

N-19

Frequency

5
13
1

2

11

6

Percentage
26%

68%

5%

11%

58%

32%

Group C

N=18

Frequency

6
12
0

1
16

1

Percentage

33%
67%

0%

6%

89%

6%

into account some writing guidelines

B C

Sometí mes

0

0

2 1

3 2

A B

Often

3 3

3 4

C A

3 7

4 7

B

Always_

14

12

C

14

12

You put similar ideas
in the same paragraph
You use grammar and
vocabulary that are
appropriate and
correspond to the
language we have
learnt
You stay with
appropriate length

10 10

You write in relation
to the topic
You use interesting
ideas

You put similar ideas
in the same paragraph
You use grammar and
vocabulary that are
appropriate and
correspond to the
language we have
learnt
You stay with
appropriate length

0% 11% 6% 30% 16% 17% 70% 74% 78%

0% 16% 11% 30% 21% 22% 70% 63% 67%

10% 16% 28% 50% 32% 56% 40% 53% 17%

20% 16% 22% 80% 47% 50% 0% 37% 28%

6% 0% 21% 28% 40% 32% 44% 60% 47% 22%
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4.4.8.2. Students who submitted the final portfolio-based writing assessment

Most of the students submitted their portfolio and were cooperative in the whole

learning experience.

Table 16: Students who submitted the portfolio at the end of the treatment

Theme

Group A

Group B

Group C

Total

Submitted the portfolio

Frequency Perceníage

10

19

18

47 96%

Did not submit the portfolio

Frequency Perceníage

2

2 4%

4.4.8.3. Students' responses regarding Language Learning Strategies

At the end of the treatment a self-assessment of language learning strategies was

carried oul to determine the improvements in the use of writing. It was administered

to groups B and C (See Graph 2),

Table 17: Students' final responses regarding language learning strategies

High
Key to understanding averages

Always or almost always used
Generally used

4,50 to 5,00
3,50 to 4,40

Médium Sometimes used

Low Generally not used
Never or almost never used

2,50 to 3,40

1, 50to 2,40
1 ,00 to ! ,40

ítem
Before writing:

1 . 1 talked to a friend or partner about the topic
2. i made a list of ideas on the topic
3. 1 made an outline or semantic map

B
N=16

2,81
2,5
1,56

C
IS=19

3
3,68
1,63
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During writiim:

4. 1 skipped words I didn't know and went back to them iatcr
5. I substituted a word from my own language

After writing:

6. I checked to see if the writing met my purpose
7. 1 reread to see if it made sense
8. 1 added information or took out ¡nformation
9. 1 edited for spelling, punctuation, capitals, and grammar
Total
Average

3,38
3,38

4,06
4,56
3,43
3,75
29,43
3,27

3,37
4

3,95
3,84
3,63
3,37
30,47
3,39

4.4.8.4. Students' responses regarding writing dimensions

At the end of the portfolio systcm a self-assessment of writing dimensions was

administered to groups of students A and B (See Graphs 3 and 4) to see the

improvements of writing dimensions.

Table 18: Students' final responses regarding writing dimensions
ítem

Purpose and Organisatjon

1 . I stated my purpose clearly.
2. I organizad my thoughts.
3. 1 made an ouítine or semantic map.
4. 1 chose words that helped make my
point.

Word/Sentence Use

5. I used some new vocabulary.
6. I wrote complete sentences.
7. 1 used corred subject-verb agreement.
8. I used the tenses in Rnglish correctly.

Mechan ics/Format

9. I spelled words correctly
10. 1 used capital letters at the beginning
of sentences
1 1 . i used punctuation correctly

Group A
N-15

yes

14
15
I

14

yes

14
13
9
9

yes

13
12

12
yes

no

1
0
14

1

no

I
2
6
6

no

2
3

3
no

Group B
N=I6

yes

15
13
0
15

yes

15
15
9
12

yes

12
14

12
yes

no

1
3
16
1

no

1
1
7
4
no

4
2

4
no
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Editim

12. I read my paper aloud to a partner
13.1 asked a partner to read my paper

Table 19: Stuüents' final responses regarding
ítem

Purpose and Ornanisation

1 . I stated my purpose clearly.
2. 1 organized my thoughts.
3. I made an outline or semantic map.
4. I chose words that helped make my point.

Average

Word/Sentence Use

5. I used some new vocabulary.
6. I wrote complete sentences.
7. I used corred subject-verb agreement.

8. 1 used the tenses in English correctly.

Average

Mechanics/Format

9. I spelled words correctly
10. 1 used capital letters at the beginning of
sentences

1 1 . I used punctuation correctly
Average

Editing

12. I read my paper aloud to a partner
13. 1 asked a partner to read my paper

6 9
9 6

5
1 1

1 1
5

writing dimensions in percentajes
Group B

N=15
yes no

93% 7%
100% 0%

7% 93%
93% 7%

73% 27%
yes no

93% 7%
87% 13%
60% 40%

60% 40%
300% 100%
75% 25%
yes no

87% 13%
80% 20%

80% 20%
82% 1 8%
yes no

40% 60%
60% 40%

Group
N=I6

yes

94%
81%
0%

94%

67%
yes

94%
94%
56%

75%
319%
80%
yes

75%
88%

75%
79%
yes

31%
69%

C

no

6%
1 9%
100%
6%

33%
no

6%
6%

44%

25%
81%
20%
no

25%
13%

25%
21%
no

69%
31%

4.4.H.5.H inal portfolio evaluation

At the end of the semester the researcher used a holistic guide for portfolio scoring

that was presented in chapter two (See Figure 2.4) to evalúate the portfolios. These

were the final grades on a 5 point scale:
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Table 20: Final portafolio grades

Table 21:

4,5

3,5

2,5

1,5

0,5

Total

No A

1 5,00

2 4,60

3 2,80

4 3,00

5 5,00

6 3,50

7 5,00

8 3,20

9 3,00

10 2,70

11

12

13

14

15

16

17

18

19

Total 37,80

Average 3,78

Final portfolio grades presented in percentages

A

Score Fre Per Fre

to 5 5 4 40% 7

to 4,49 4 1 10% 3

to 3,49 3 5 50% 8

to 2,49 2 0 0% 1

to 1 ,49 1 0 0% 0

10 19

B

5,00

3,00

4,50

2,00

3,50

5,00

4,00

3,00

4,80

3,50

2,60

2,80

2,50

5,00

2,80

3,30

4,80

3,00

4,80

69,90

3,68

B

Per

37%

16%

42%

5%

0%

c

3,20

3,00

3,20

3,70

3,10

5,00

5,00

2,90

3,20

4,50

2,00

3,00

4,30

4,30

3,00

3,10

4,30

60,80

3,58

C

Fre Per

3 1 8%

4 24%

9 53%

1 6%

0 0%

17
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4.4.9. Studcnts' final scores in the writing section

At the end of the semester students took the final examination which contains four

main sections: listening, grammar and vocabulary, reading and writing. For this

research the scores obtained in the writing section are part of the quantitative data.

The scorer used a holistic scoring rubric for writing presented in chapter two (See

figure 2.2) to score their writings.

Tablc 22: Students' final scores in the writing section

No

1

2
3
4

5

6

7
8

9

10

1 1

12

13

14

15

16

17

18

19

20

21

Total
Average

Group A

3,90
4,20
5,00

4,50
4,20

3,90
4,60
3,00
3,80

5,00

42,10
4,21

Group B

3,50
4,00
4,20
3,10
3,00
3,80
0,50

3,50
3,60
4,30
4,20
4,80
4,60
2,00

3,10
3,80
4,60
3,90
3,10
4,20
3,60
75,40
3,59

Group C

4,60
4,30
4,30
4,10
4,60
4,80
4,20
4,60
5,00
4,60
4,60

4,80
4,80
4,80

5,00
5,00
3,50
4,60

82,20
4,57
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Table 23: Students' final scores in the writing section presented in percentages

Scores

4,5

3,5

2,5

1,5

0,5

Total

to

to

to

to

to

5

4,49

3,49

2,49

1,49

5

4

3

2

1

Fre

4

5

1

0

0

10

A

Per

40%

50%

10%

0%

0%

100%

Fre

3

12

4

1

1

21

B

Per

14%

57%

19%

5%

5%

100%

Fre

13

5

0

0

0

18

C

Per

72%

28%

0%

0%

0%

100%

4.4.10. Students' final questionnaire free responses

After students submitted their portfolios a final questionnaire was administered to

determine the effectiveness of the portfolio assessment implemented (See Annex N).

All the questions in the questionnaire were in Spanish to ensure students could

express their thoughts without any problem. It cover aspects such us: students'

learning altitudes towards portfolios and perceptions of writing improvement, their

feelings involved in the process, topic preference, assignments, self-assessment and

peer assessment and suggestions and recommendations.

4.4.10.1. General

Table 24: Students' final reactions towards portfolios

1 . ¿Cómo se sintió creando su portafolio?

1
2
3
4
5

1
2

Theme/Categories
Positive
Bien
Muy bien
Más responsable
Me agrada
Other
Total positive
Rehaznos
Mejoro mi escritura
Aprendí mucho

N=45
Frequency

17
10
1
I
7

36

19
4

Percentage

37,78%
22,22%
2,22%
2,22%
15,56%
80,00%

42,22%
8,89%
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3
4
5

1
2
3
4
5

1
2
3

Corregí mis errores
Interesante
Practique mi Inglés
Total negative
Negative
Confundido
No me gustó
Estresante
Cansado
Aburrido
Total negative
Rehaznos
No tuve tiempo
Nunca lo había hecho
Al principio no entendía de que se trataba

2
2
2

3
2
2
1
1
9

2
2
2

4,44%
4,44%
4,44%

6,67%
4,44%
4,44%
2,22%
2,22%

20,00%

4,44%
4,44%
4,44%

Table 25: Students' perceptions of improvement in writing at the end of the portfolio experience

2. ¿Cree que ha mejorado su habilidad para escribir en inglés ahora que ha finalizado su portafolio?
N=45

Theme/Categories

1 Si

2 No

Total

Frequency

43

2

45

Percentage

95,56%

4,44%

100,00%

Reasons

1
2

3

4

5

1

Positive

Practiqué la escritura

Aprendí vocabulario

Mejoró mi escritura

Mejoró mi gramática

Expresó mejor mis ideas

Negative

No se como van las palabras

12

12

4

4

3

1

26,67%

26,67%

8,89%

8,89%

6,67%

2,22%

Table 26: Students1 perceptions of improvement in different áreas while using the portfolios

3. ¿Qué aprendió mientras utilizaba el portafolio? (Mencione 3)
N=45

Theme/Categories

1 Vocabulario

2 Gramática

3 Organizar ideas

4 Utilizar correctamente los tiempos

5 Expresar mejor mis ideas _

Frequency

28

16

8

6

4

Percentage

62,22%

35,56%

17,78%

13,33%

8,89%
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Table 27: Students' previous experience with portfolios

4.

1

2

¿Ha utilizado portafolios anteriormente?
N=45

Therne/Cate gories Frcquency

Si 5

No 40

Total 45

Percentaje

11,11%

88,89%

100,00%

Table 28: Students' perceptions about using portfolios in further levéis

5

1

2

1

2

3

4

5

1

2

3

4

. ¿Le gustaría utilizar portafolios para el próximo nivel?
N=45

Theme/Categories Frequency

Si 30

No 15

Total 45

Reasons

Positive

Mejora la escritura 10

Mejora el aprendizaje 5

Práctico lo aprendido 2

Creativo 1

Veo mis errores 1

Negative

Lleva mucho tiempo 5

Estresante 3

Cansado 2

No me gustó 2

Percentage

66,67%

33,33%

1 00,00%

22,22%

11,11%

4,44%

2,22%

2,22%

11,11%

6,67%

4,44%

4,44%
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Table 29: Students1 final perceptions of the topics

1 . ¿Qué tema le gustó más y porqué?

Theme/Categories
1 A balanced article about the effect of using Internet

2 Free Tepic

3 The ending of the story "The Fox"
4 Write your opinions about genetic engineering

Write a statement of purpose for a university program
5 like to enrol in

N=45
Frequency Percentage

14 31,11%
8 1 7,78%

3 6,67%

1 2,22%
that you would

I 2,22%

Theme/Categories

Rehaznos
Internet

1 Analizar los pros y cons

Free Tepic

2 Pude expresar lo que yo quería
The fox

3 Me sentí creativo
Biography of princess Diana

4 Pude aplicar toda la gramática

A stament of purpose for a university program
5 Me sirve para el futuro

Frequency Percentage

5 1 1 11 O/i J , J 1 /O

5 11,11%

1 2,22%

1 2,22%

1 2,22%

Table 30: Students' perceptions of the free topics

2. ¿Cómo se sintió cuando escribió los temas libres?

Theme/Categories

Positive
1 Bien

2 Muy bien
3 Libre

4 Other

Total positive

Reasons
1 Pude escoger el tema y escribir de lo que me gusta

2 Pude expresar mis ideas

3 Me sentí sin condicionamientos
4 Fomentaban mi imaginación

5 Aplique lo aprendido

N- 44

Frequency Percentage

21 47,73%

2 4,55%

2 4,55%

15 34,09%

40 90,91%

12 27,27%
7 15,91%
4 9,09%

4 9,09%

1 2,27%
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Negative

1 Mal

2 Extraño

3 Limitado

4 No sabía que escribir

Total negative

1 2,27%
1 2,27%
1 2,27%
1 2,27%

4 9,09%

4.4.10.3. Students' perceptions about the task

Table 31: Students' perceptions of the portfolio tasks

1. ¿Considera que los trabajos del portafolio asignados fueron suficientes?

N= 44

Th eme/Cate gori es Preguen cy

1 Si 42

2 No 2

Total 44

Positive Reasons

1 Suficiente para practicar 7

2 Fueron Bastantes 4

3 Acorde con el tiempo 3

4 Fueron Pocos 2

5 Esta bien repasar una vez por semana 2

Netiative Reasons

1 Debe incluirse más temas libres 1

2 Nunca es suficiente para aprender 1

Percentage

95,45%

4,55%

100,00%

15,91%

9,09%

6,82%

4,55%

4,55%

2,27%

2,27%

Table 32: Students' comments to improve the use of the portfolios

2. ¿Cuál sería su sugerencia para mejorar el uso del portafolio?
N=45

Themc/Categori es Frequency

1 Incluir más temas libres 8

2 Dar más tiempo para entregar los writings 4

3 Revisar semanalmente los portafolios 3

4 Incluir temas actuales 3

5 Explicar mejor los trabajos 3

6 Deben ser más organizados 3

7 Que se revise en clases 2

Percentage

17,78%

8,89%

6,67%

6,67%

6,67%

6,67%

4,44%
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8 Indicar el plan de temas al inicio del semestre 2

9 Incluir practicas de listening 2

1 0 Incluir ejercicios gramaticales 2

1 1 Socializar más con los compañeros I

12 Que sea secuencial 1

! 3 Que se cumpla con los temas asignados 1

14 Que no tenga tantas hojas 1

15 Que no sea tan seguido 1

16 Que exista más relación entre los temas 1

! 7 Mejorar la presentación 1

18 Los códigos son confusos I

19 Eliminar los códigos 1

4.4.10.4. Self-assessment and peer assessment

Table 33: Students' final perceptions about self-assessment

1 . ¿Cómo se sintió al usar el self-assessment?

N= 40

Theme/Calegories Krequency

Positive

1 Bien 21

2 Muy Bien 5

3 Cómodo I

4 Interesado 1

5 Other 8

Tota! positive 36

Reasons

I Aprendí a autoevaluarme 4

2 Me doy cuenta de mis errores 4

3 Corrijo mis errores 5

4 Me ayuda 2

5 Sabes como aprendes I

6 Fue divertido 1

7 Me sentí como profesor 1

Negative

I No me gustó I

2 No muy seguro I

3 No fue bueno 1

4 No muy bien 1

Total negative 4

4,44%

4,44%

4,44%

2,22%

2,22%

2,22%

2,22%

2,22%

2,22%

2,22%

2,22%

2,22%

Percentage

52,50%

12,50%

2,50%

2,50%

20,00%

90,00%

22,50%

10,00%

12,50%

5,00%

2,50%

2,50%

2,50%

2,50%

2,50%

2,50%

2,50%

10,00%
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Reasons

1
2

3

No pude darme cuenta de mis errores 1

No pude auto corregirme 1

Me frustraba al ver mis errores 1

2,50%

2,50%

2,50%

Table 34: Students' final perceptions about peer assessment

1

2

3

4

1

2

3

4

5

5

5

5

5

1

2

3

I

2. ¿Cómo se sintió al usar el peer assessment?

Theme/Categories
Positive

Bien

Muy bien

interesante

Other
Total positive

Reasons

Es bueno conocer la opinión de alguien más sobre nuestro writing
Otros ven los errores que nosotros no vemos

Ayude a mi compañero a mejorar su writing

Pude leer lo que otros piensan

Vi el aprendizaje de mis compañeros
Aprendí a evaluar a otros

Pude corregir mis errores

Nos ayuda a mejorar

Es una evaluación profesional

Negative

Dudoso

Fue estresante
No sé que es

Total negative

Reasons

Calificar es estresante

N= 39

Frequency Percentage

24 61,54%

5 12,82%
1 2,56%

6 15,38%

36 92,31%

3 7,69%

2 5,13%

2 5,13%

2 5, 1 3%

2 5,13%
1 2,56%

1 2,56%

1 2,56%

1 2,56%

1 2,56%

1 2,56%

1 2,56%

3 7,69%

Í 2,56%
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( ; in |>h I : Means for whole SILL and
strategy groups

FAK1 FAK2 FAK3 FAK4 FAK5 FAK6

A «B DC

Strategy groups

Memory strategies
Communicative strategies
Comprehension strategies
Cognitive strategies
Comprehension strategies
Socio-affective strategies

Code

FAK I
FAK2
FAK 3
FAK 4
FAK 5
FAK 6



113

S 3
co
o, 2

1
O

Graph 2: Means for final self-assessment of
Writing strategies

-n

D Group B n Group C

Before writing: Codc

1.1 talked to a friend or partner about the topic

2.1 made a list of ideas on the topic

3.1 made an outline or semantic map

During writing:

4. I skipped words I didn't know and went back to them later

5.1 substituted a word from my own language

After writing:

PRE1

PRE2

PRE3

WH1!

WH12

6. I checked to see if the writing met my purpose

7.1 reread to see if it made sense

8. 1 added information or took out information

9.1 edited for spelling, punctuation, capitals, and grammar

POS I

POS2

POS3

POS4
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Graph 3;(íroup B Final Self-assessment of writing
Dimensions

20

1 15
"D

~ 10

o r _ n _ n

ÍV V

D Yes m No

Writing Dimensions
1.1 stated my purpose clearly.

2.1 organized my thoughts.

3. I made an outline or semantic map.

4. I chose words that helped make my point.

5. I used some new vocabulary.

6. I wrote complete sentences.

7. I used correct subject-verb agreement.

8. 1 used the tenses ¡n English correctly.

9. I spelled words correctly

10. I used capital letters at the beginning of sentences

I 1. I used punctuation correctly

12. I read my paper aloud to a partner

13. I asked a partner to read my paper

Code
P01

P02

P03

P04

W01

W02

W03

W04

MOI

M02

M03

E01

E02
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Graph 4: Group C Final Self-assessment
of writing dimensions

Lti
o o o o o o o o o o o

D Yes m No

Writing Dimensions Code
I. I stated my purpose clearly.

2.1 organized my thoughts.

3.1 made an outline or semantic map.

4. 1 chose words that helped make my point.

5. I used some new vocabulary.

6. 1 wrote complete sentences.

7.1 used correct subject-verb agreement.

8. 1 used the tenses in English correctly.

9. I spelled words correctly

10. I used capital letters at the beginning of sentences

I 1 . [ used punctuation correctly

12. I read my paper aloud to a partner

13.1 asked a partner to read my paper

POI

P02

P03

P04

WOI

W02

W03

W04

MOI

M02

M03

EOI

E02



116

Graph 5: Group A Portfolio-based writing
assessment grades

50%

40%

10%

a 5 points n 4 poínts n 3 points

Graph 6: Group B Portfolio-based writing
assessment grades

42%

37%

16%

5 points n 4 points n 3 points D 2 points
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Graph 7: Group C Portfolio-based writing
assessment grades

18%

53% 24%

n 5 points n 4 points D 3 points n 2 points

Graph 8: Group A Final scores
in the writing section

10%

50%

40%

D 5 points U 4 points n 3 points
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Graph 9: Group B Final seores
in the writing seetion

19%
14%

57%

D 5 points n 4 points D 3 points D 2 points

Graph 10: Group C Final scores
in thc writing seetion

28%

72%

n 5 points n 4 points



Graph 11: Students' attitudes towards portfolios
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ŝr

X
S"
re
3
f+
"!.

•E** re

rceptions
ile using t

"Q i'
0 "D

•ovement i
tfolios

3

a

re
3

»

re
te

[O
~



121

Graph 15: Students' willingness to use portfolios
in the ncxt level
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Graph 17: Students' altitudes towards free topics

Negative
9%

Positiva
91%

Graph 18: Students' perception of the quantity of activities
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9%
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91%
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Craph 19: Students' attitude towards self-assessment

Negative
10%

Positíve
90%

Graph 20: Students' attitude
towards peer asscssment

Negative
8%
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92%



CHAPTER FIVE

DATA ANALYSIS

5.1. Background questionnaire outcomes

The background questionnaire was divided into two parts: The first part referred to

General questions and it was administered to groups A and B. the second part

referred to Writing needs and it was administered to the three groups of students (See

Annex L).

The majority of students (38%) reported they had been studying English for two

years and 29% reported they had been learning English since high school (See Table

1). The rest reported they had been learning English since high school (14%), for

four years (5%), three years (5%), a year and a half (5%) and one year (5%). None of

the students reported they had signifícantly used English in a foreign country (See

Table 2).

Group A reported that they had developed the reading skill the most, then writing.,

after that speaking and fínally listening. Group B reported that they had developed

the speaking skill the most, then writing, after that reading and fmally listening. In

both groups they placed writing in the second place for the skill they had developed

the most (See Table 3).

124
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The majority of students (50%) of group B considered that writing was the most

difficult skill (See Table 4). 29% of the same group considered is the easiest. 30% of

group A reported that writing was the most important skill and 20% considered ¡s the

most difficult to learn.

Concerning diffículties students face when they write in English 43% of group A

reported that they had diffículties to use the tenses, and use vocabulary and 14% had

diffículties in organísing their ideas (See Table 5). 44% of group B reported they had

difficulties to use the tenses, 31% had diffículties to use vocabulary and 25% had

difflculties to organise their ideas.

Almost half of the students of group A had been asked to assess their own writing

before (43%) (See Table 6). Half of the students of group B had been asked to assess

their own writing before the treatment.

Surprisingly most students (86%) of group A had been asked to assess their

classmates' writing before (See Table 7). 63% of group B had been asked to assess

their classmates' writing before.

The majority of students (43%) of group A reported they could dedícate 2 hours a

week for writing and 67% of group B reported they could dedicate 1 hour a week for

writing (See Table 8).

The majority of students (57%) of group A reported they seldom used writing (See

Table 9). 53% of group B reported they sometimes used writing. And 36% of group



126

C reported they seldom used writing. However, they thought that in the fiíture they

would use writing more often (See Table 10). 57% of group A reported they would

sometimes use writing in the future. 60% of group B reported they would often use

writing. And 50% of group c reported they would often use writing in the future.

Furthermore, students need writing to write e-mails, instructions. letters,

and personal documents (See Table 11).

summaries

5.2. Teacher's observations and reflections

Students were given many opportunities to practice writing using self-assessment,

peer assessment and group work. In addition to those Engíish tasks, students used

English when completing the learning logs, though they were allowed to use Spanish

(DA, Reflection 0207). In the final examination some Group C students wrote more

words than required, they wrote the double number of words. The researcher had

taught level 4 before and this was the first time a situation like this presented itself in

level four. Usually they require more time to fmish the exam. (DA, Observation

0207). Some students described the portfolio system as a tool to practice English.

They had gained confidence and made progress in writing after working in groups,

received feedback from peers. Students also showed interest ín writing the free

topics. They felt motivated because their writings were read either by their peers or

their teacher.

Cushing (2002) argües that 'Svhen students are allowed to choose their best work

based on explicit criteria, they will be more intrinsically motivated to revise and

improve their writing and take pride of their work" (p.213). Students had the
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opportunity to place their best three writings in their assessment portfolio in the order

that they felt it was most appropriate to show their improvement. A few students

described they felt more responsible while assembling the portfolio (CF 13, CF 30).

Some students wrote more topics man it was required. One of them stated that she

liked writing and that she wanted to improve her writing. Aiso, students were told to

use a specifíc colour folder according to the group they belonged to. This was

necessary to distinguish the folders among groups. However, by the end they asked

to use any folder according to their likes. A few girls presented their portfolios with

drawings. This self-rewarding behaviour might suggest that students increased their

learning responsibility. After looking and grading students' portfolios It seemed that

students might have selected their writings according to their own satisfaction.

Students were involved in constant reflection and criticai thinking by using self and

peer assessment. When completing the peer assessment formal they had to criticise

their writings in a positive way. A few reported thal they helped their peers to

improve their writings (CF 15 and CF16). A few reported that they could see the

progress of their peers by using peer assessment (CF 38 and CF 42). One of them

reported that he could analyse the ideas and commentaries of others (VF 19). One of

them reported that he could read what others think (CF 40). A few aiso stated that it

was helpful that somebody else could evalúate them. Others aiso reported that it was

necessary because it helped them to realise his or her mistakes (CF 3, CF 8 and CF

9), One of them reported that peer assessment helped him or her to improve his or

her writing (CF 32).
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5.3. Writing strategies developed

Before the treatment a self-assessment of writing strategies was administcred to

groups A and B (See Table 12). 71% of group A reported that they did not talk to a

friend or partner about the topic and 71% reported that they did not make an outline

or semantic map before writing. Group B reported that they did not make an outline

or semantic map (94%) before writing. During writing 57% of Group A reported

that they did not skip words they did not know and they did not go back to them

later. Also, 81% of group B reported that they did not substitute a word from their

own language. After writing 63% of Group B reported that they had not added

information or taken out information. Most students of both Groups A and B

reported that they did not ask someone eíse to read their writings and comment on

them (71% and 69% respectively).

Surprisingíy the researcher found out that students were accustomed to use some

writing strategies before the implementation of writing portfolios. Before writing

71% of group A reported that they made a list of ideas on a topic. Before writing

69% of group B reported that they talked to a friend or partner about the topic and

63% made a list of ideas on the topic. During writing 71% of group A reported that

they substituted words from their own language and reread, reviewed and

backtracked their texts. 69% of group B reported that they skipped words they did

not know and went back to them later and reread, reviewed and back tracked their

texts. After writing group A (100%) reported that they reread to see if it made sense

and edited for spelling, punctuation, capitals and grammar. 86% of the same group

reported that they checked to see if their writing met their purpose and added
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information or took out information. 94% of group B reported that they checked to

see if the writing met their purpose, 81% reported that they reread to see if it made

sense and 69% reported that they edited for spelling, punctuation, capitals and

grammar.

The survey on students' perspectives of their use of language learning strategies was

also administered at the beginning of the semester (See Table 13). The aim was to

make learners aware of the strategies they use while learning. The SILL was

developed by R. Oxford (1989) developed for speakers of other languages learning

English (See Graph 1). The questionnaire contained 50 ítems. Each Ítem was scored

on a 5- point scale from 5 "always or almost always true of me" through 3

"Somewhat true of me" to 1 "never or almost never true of me" (See Annex M).

The SÍLL developed by Oxford (1989) reported for group A the strongest strategies

were organising and evaluating your learning (3,04) and learning with others (2,85).

The overall average for this group was 2,68. The overall average indicates that

students used sometimes language learning strategies in general before the portfolio

experience. The least strategy group used was using all your mental processes (2,5).

The results of the SÍLL for Group B indicated that the strongest groups of strategies

were learning with others (3,69) and using all your mental processes. The overall

average for this group was 3,52. The overall average indicates that students generally

used the language learning strategies in general before the implementation of the

portfolio system. From the three groups for this study this group had been trained the



130

most in strategy use. The least strategy group used was managing your emotions

(3,30).

The results of the SILL for Group C indicated that the strongest groups of strategies

were organising and evaluating your learning (3,40) and learning with others (3,27).

The same pattern was found in Group A. The overall average for this group was

3,20. The overall average indicates that students sometimes used language learning

strategies before the portfolio system. The least strategy group used was managing

your emotions (3,06). The same pattern was found in group B.

After the treatment a self-assessment of language learning strategies was carried out

to determine the improvements in the use of writing strategies (See table 17 and

Graph 2). There were similarities and differences in the groups of strategies the three

groups of students tend to use the most in learning a new language. Thus, the teacher

had to provide opportunities to practise all the strategies. Significantly they rated

high in the use of writing learning strategies (Group B M= 3,27 and Group C Nf=

3,39).

On a five-point scale students in most of the questions rated themselves above

average in the use of learning strategies (Group B M= 3,27 and Group C M= 3,39).

Before writing group B reported that they generally talked to a friend or partner

about the topic (M=2,81), sometimes made a list of ideas on a topic (M=2.,50) and

generally did not make an outline or semantic map (M=l,56). Before writing group C

reported that they generally talked to a friend or partner about the topic (M=3,00),
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generally made a list of ideas on a topic (M=3,68) and generally did not make an

outline or semantic map (M=l,63).

During writing students both groups B and C reported that they generally skipped

words they did not know and went back to them later (Group B M= 3,38 and Group

C M= 3,37). They also generally substituted words from their own langue Group B

M= 3,38 and Group C M= 4,00).

After writing they reported that they generally checked to see if the writing met their

purpose (Group B M= 4,06 and Group C M= 3,95). Group B reported that they

almost or almost always reread to see if il made sense (M=4,56) and Group C

reported that they generally reread to see if it made sense (M=3,84). Both groups B

and C also reported that they generally added information or took out information

(Group B M^ 3,43 and Group C M^ 3,63) and edited for spelling punctuation,

capitals and grammar (Group B M= 3,75 and Group C M= 3,37), Significantly, it

was found that students developed the most after writing strategies (Group B M=

3,95 and Group C M= 3,70).

5.4. Writing dimensions improved

At the end of the portfolio system a self-assessment of writing dimensions was

administered to groups of students B and C (See Tables 18 and 19 and Graphs 3 and

4). The outcomes from the self-assessment report that students improved writing

dimensions.



132

At the level of purpose and organisation learnt to state their purpose clearly (93% of

group B and 94% of group C), organíse their ideas (100% of group B and 81% of

group C), and choose words that helped them to make their point (93% of group B

and 100% of group C). They did not make outlmes or semantic maps though (93% of

group B and 94% of group C). This might be because the teacher did not teach then

how to make outlines or because it is not of their preference to do it.

At the level of word and sentence the majority of students used some new vocabulary

(93% of group B and 94% of group C), wrote complete sentences (87% of group B

and 94% of group C) and used corred subject-verb agreement (60% of group B and

56% of group C).

At the level of mechanics and formal the majority of students perceived they spelled

words correctly (87% of group B and 75% of group C), used capital letters at the

beginning of sentences (80% of group B and 88% of group C) and used punctuation

correctly (80% of group B and 75% of group C).

The majority of students asked a partner to read their papers (60% of group B and

69% of group C). 40% of group B and 31 % of group C read their paper aloud to their

partners.

5.5. Student's learning logs reporte

Students reported on learning logs that they learnt new strategies for writing and that

they had the opportunity to use them. One student reported that he had already
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known some strategies, but through portfolio assessment he was able to put them into

practice (CF 07). They also reported that they learnt about self-assessment and peer

assessment.

5.6. Portfolio evaluations

5.6.1. Mid-term portfolio o u te o mes

At the end of the Mid-term períod an evaJuation was carried out to give feedback to

the student about their writing progress (See table 14). The researcher used a

portfolio evaluation summary to inform students whether or not the students met

performance standards in writing. Student's performance in this summary was rated

in three levéis: Does not meet standards, meets standards, and exceeds standards.

Meets standards would be similar to the parameters established in both holistic

scoring rubrics for writing and portfolio scoring in the levéis 3, 4 and 5. The results

of the writing performance were better than the results of the portfolio assessment.

This might be because portfolio assessment includes a wide variety of other activities

such us self-assessment and peer assessment. In the midterm evaluation students

showed improvement in writing.

Concerning Portfolio assessment most students (70% of group A, 68% of group B

and 67% of group C) met the standards for portfolio assessment. 10% of group A and

5% of group C exceeded the standards. 20% of group A, 26% of group B and 33% of

group C did not meet the standards for portfolio assessment.
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Concerning writing performance most students (70% of group A, 58% of group B

and 89% of group C) met the standards for writing performance. 20% of group A,

32% of group B and 6% of group C exceeded the standards. 10% of group A, 11% of

group B and 6% of group C did not meet the standards for writing performance.

Furthermore, students were given feedback in writing dimensions (See table 15).

Most students (70% of group A, 74% of group B and 78% of group C) always wrote

in relation to the topic. 30% of group A, 16% of group B and 1% of group C often

wrote in relation to the topic. 11% of group B and 6% of group C sometimes wrote in

relation to the topic. Also, most students (70% of group A, 63% of group B and 67%

of group C) always used interesting ideas. 30% of group A, 21% of group B and 22%

of group C often used interesting ideas. 16% of group B and 11% of group C

sometimes used interesting ideas. More than half of the students of group B (53%)

always put similar ideas in the same paragraph. More than half of the students of

groups A and C (50% and 56% respectiveiy) often put similar ideas in the same

paragraph. The majority of students (80% of group A, 47% of group B and 50% of

group C) often used grammar and vocabulary that were appropriate and

corresponded to the language that had been learnt. Most students of group A (60%)

always stayed with appropriate length. 47% of group B always stayed with

appropriate length. And 44% of group C always stayed with appropriate length.
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5.6.2. Final Portfolio Outcomes

At the end of the semester the researcher used a holistic guide for portfolio scoring

that was presented in chapter two (See Figure 2.4) to evalúate the portfolios (See

tables 20 and 21). These were the outcomes:

Almost half of the portfolios (40%) of group A reflected work that is consistently

high in quality (See Graph 5). The out -of — class work showed care in revising, and

the in-class writing -while containing a few errors — was strong as well. There was

creativity or depth of content. The work showed a real engagement on the part of the

writing. The overall writing was fluent. The pieces of writing were well developed.

The organisation for most sections was appropriate. There was a strong evidence of

self-assessment and peer assessment and the writers had a solid command of

grammar.

The minority of the portfolios (10%) of group A reflected work that was generally

high in quality. The out-of -class work showed care in revising. There was some

depth of content (and/ or creativity) throughout. The organisation was satisfactory.

The writing style was varied. Grammar was generally correct and the writers were

engaged with most tasks.

The majority of the portfolios (50%) of group A reflected work that was usuatly solid

in quality. The out-of-class work and the in-class writing showed some care in

revising. There was some content, as well as some development. The organisation

was usually adequate. A few errors appeared throughout and the portfolios reflected

some involvement on the part of the writers.
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Almost half of the portfolios (37%) of group B reflected work that is consistently

high in quality (See Graph 6). The out -of — class work showed care in revising, and

the in-class writing -while containing a few errors — was strong as well. There was

creativity or depth of content. The work showed a real engagement on the part of the

writing. The overall writing was fluent. The pieces of writing were well developed.

The organisation for most sections was appropriate. There was a strong evidence of

self-assessment and peer assessment and the writers had a solid command of

grammar.

A small number of the portfolios (16%) of group B reflected work that was generaüy

high in quality. The out-of -class work showed care in revising. There was some

depth of content (and/ or creativity) throughout. The organisation was satisfactory.

The writing style was varied. Grammar was generally corred and the writers were

cngaged with most tasks.

The majority of the portfolios (42%) of group B reflected work that was usually solid

in quality. The out-of-class work and the in-class writing showed some care in

revising. There was some content, as well as some development. The organisation

was usually adequate. A few errors appeared throughout and the portfolios reflected

some involvement on the part of the writers.

The minority of the portfolios (5%) of group B reflected work that was uneven in

quality. Some, but not all, out-of-class pieces showed care in revising. The in-class

writings were ofíen considerably weaker. The content was shallow. The organisation
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appeared weak. Errors in grammar appeared through. The writers' involvement with

the portfolio was negligible.

Some of the portfolios (18%) of group C reflected work that is consistently high in

quality (See Graph 7). The out -of- class work showed care in revísing, and the in-

class writing —while containing a few errors - was strong as well. There was

creativity or depth of contení. The work showed a real engagement on the part of the

writing. The overall writing was fluent. The pieces of writing were well developed.

The organisation for most sections was appropriate. There was a strong evidence of

self-assessment and peer assessment and the writers had a solid command of

grammar.

Almost a quarter of the portfolios (24%) of group C reflected work that was

generally high in quality. The out-of-class work showed care in revising. There was

some depth of content (and/ or creativity) throughout. The organisation was

satisfactory. The writing style was varied. Grammar was generally corred and the

writers were engaged with most tasks.

The majority of the portfolios (53%) of group C reflected work that was usually solid

in quaíity. The out-of-class work and the in-class writing showed some care in

revising. There was some content, as well as some development. The organisation

was usually adequate. A few errors appeared throughout and the portfolios reflected

some involvement on the part of the writers.
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The minority of the portfolios (6%) of group C reflected work that was uneven in

quality. Some, bul not all, out-of-class pieces showed care in revising. The in-class

writings were often considerably weaker. The contení was shallow. The organisation

appeared weak. Errors in grammar appeared through. The writers' involvement with

the portfolio was negligible.

5.7. Portfolio exceptions

Most of the students submitted their portfolio (96%) and were cooperative in the

whole learning experience (See table 16). However, 4% did not submit their

portfolios. One of them stated that he never does homework in any subject. The other

student had health problems during the whole semester and was not able to give his

best. 92% wrote original writings while 8% had some writings in their portfolios that

were copies from a model.

Also some students were not as cooperative as it was expected. Some put all their

works in the portfolio without any organisation and their writings revealed that they

had not devoted enough time for the writing tasks.

5.8. Seo res in the writing section in the final examination

At the end of the semester students took a final examination that consisted of four

main sections: listening, grammar, reading and writing. The scorer used a holistic
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writing rubric presented in Chapter 2 to score their writings (See Figure 2.2). The

scores in the writing section on a 5 point scale were (See Tables 22 and 23).

Almost half of the students (40%) of group A showed their writings related to the

topic (See Graph 8). Their writing also had interesting ideas that were transmitted

clearly and effectiveiy. The grammar and vocabulary were appropriate and

corresponded to the language that had been learnt. Their writings had a logical

structure that flowed naturally with a beginning, middle, and end. Their paragraphs

had a "topic sentence", at least four sample supporting details and a "concluding

sentence". Their writings had only minor spelling or grammatical errors that did not

affect meaning. Their writings had the right tone and register and their writings had a

very positive effect on the reader.

The majority of students (50%) of group A showed their writings related to the topic.

Their writing had interesting ideas that were transmitted clearly. The grammar and

vocabulary were appropriate and correspond to the language that had been learnt.

They had a logical structure that flowed naturally with a beginning, middle, and end.

Their paragraphs had a "topic sentence", at least four sample supporting details and a

"concluding sentence". They had some spelling or grammatical errors but the overall

meaning was still clear. They had the right tone and register. Their writings had a

very positive effect on the reader.

The minority of students (10%) of group A showed their writings had interesting

ideas most of the time. Their writing had a logical sequence. The grammar and

vocabulary were appropriate to the task but were limited in range. They had some
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spelling or grammatical errors but the overall meaning was still clear. A reasonable

attempt had been made at completing the task.

Few students (14%) of group B showed their writings related to the topic (See Graph

9). Their writing also had interesting ideas that were transmitted clearly and

effectively. The grammar and vocabulary were appropriate and corresponded to the

language that had been learnt. Their writings had a logical structure that flowed

naturally with a beginning, middle, and end. Their paragraphs had a "topic sentence",

at least four sample supportíng details and a "concluding sentence". Their writings

had only minor spelling or grammatical errors that did not affect meaning. Their

writings had the right tone and register and their writings had a very positive effect

on the reader.

The majority of students (57%) of group B showed their writings related to the topic.

Their writing had interesting ideas that were transmitted clearly, The grammar and

vocabulary were appropriate and correspond to the language that had been learnt.

They had a logical structure that flowed naturally with a beginning, middle, and end.

Their paragraphs had a 'topic sentence", at least four sample supporting details and a

"concluding sentence". They had some spelling or grammatical errors but the overall

meaning was stül clear. They had the right tone and register. Their writings had a

very positive effect on the reader.

A small number of students (19%) of group B showed their writings had interesting

ideas most of the time. Their writing had a logical sequence. The grammar and

vocabulary were appropriate to the task but were limited in range. They had some
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spelling or grammatical errors but the overall meaning was still clear. A reasonable

attempt had been made at completing the task.

Hardly any of students (5%) of group B showed they misunderstood the tasks. The

ideas were not related to the topics. Their writings had inappropriate examples. The

style and the register were not appropriate. They had limited vocabulary. They had a

negative effect on the reader due to serious errors the meaning was unclear.

The minority of students (%5) of group B used single words or phrases. The errors in

the writing made the meaning unclear.

The majority of students (72%) of group C showed their writings related to the topic

(See Graph 10). Their writing also had interesting ideas that were transmitted clearly

and effectively. The grammar and vocabulary were appropriate and corresponded to

the language that had been learnt. Their writings had a logical structure that flowed

naturally with a beginning, middle, and end. Their paragraphs had a "topic sentence",

at least four sample supporting details and a "concluding sentence". Their writings

had only minor spelling or grammatical errors that did not affect meaning. Their

writings had the right tone and register and their writings had a very positive effect

on the reader.

More than a quarter of students (28%) of group C showed their writings related to the

topic. Their writing had interesting ideas that were transmitted clearly. The grammar

and vocabulary were appropriate and correspond to the language that had been learnt.

They had a logical structure that flowed naturally with a beginning, middle, and end.
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Their paragraphs had a "topic sentence", at least four sample supporting details and a

"concluding sentence". They had some spelling or grammatical errors but the overall

meaning was still clear. They had the right tone and register. Their writings had a

very positive effect on the reader.

5.9. Final survey o u te o mes

After students submitted their portfolios a final questionnaire was administered to

determine the effectiveness of the portfolio assessment implemented (See Annex N),

All the questions in the questionnaire were in Spanish to ensure students could

express their thoughts without any problem. Many indicated that the system was

advantageous to them. The results are presented as follows:

The majority of students (80%) had a positive attitude towards writing portfolios

(See Table 24 and Graph 11). 42% stated that it helped them to improve their

writing. 8% stated that they learnt a lot by using them. A few indicated that it helped

them to correct their mistakes, practice English and that it was interesting. One

student reported that it became a part of him or her. Students appreciated the

portfolio experience very much (MA, 07). As for negativity towards writing

portfolios, 20% had negative feelings. Three main reasons were identified in

students' free responses. 2% complained that they did not have time to do the

portfolio. 2% cited that they had never done it before and other 2% stated that at the

beginning they did not understand what it was about.
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A great majority of students (96%) stated that they believe that their ability to write

in English had improved after finíshing the writing portfolio (See Table 25 and

Graph 12). The reasons for believing this are that they could practice more writing

(27%), learnt new vocabulary (27%), their writing improved (9%), their grammar

improved (9%) and that they learnt how to express their ideas better (7%). Only 4%

stated that they do not believe that their ability to write in English has improved. One

of them stated that he did not know how to use new words.

Many students (62%) agreed that portfolios helped them to learn new vocabulary

(See Table 26 and Graph 13). 36% stated that it helped them to improve their

grammar. 18% recognised that now they can organise in a better way their ideas,

13% reported that they learnt how to use the tenses in English correctiy. This answer

is related to the previous one concerning grammar improvement. A few reported that

now they can express their ideas better. Therefore, portfolios are beneficial for

students, because they help them to expand their vocabulary and learn grammar.

Most of the students (89%) stated that they had never used portfolios (See Table 27

and Graph 14). This shows that for them it was an innovative way of learning. 11%

stated that they had used it before.

Most of the students (67%) indicated that they would like to use portfolios in the next

level (See Table 28 and Graph 15). Five factors were identified in students' free

responses: their writing improved (22%), their learning was enhanced (11%), they

could practice what they had learnt (4%), it expands their creativity (2%) and it helps

to detect mistakes (2 %). Unanimously, a few mention they would like to use it again
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but with fewer activities. 33% stated that they would not like to use portfolios in the

next level. Reasons for this response are: it takes too much time (11%), it is stressing

(7%), it is tiring (4%) and that they did not like the whole process (4%).

Concerning topic preference 31% reported that they liked to write about the use of

internet (See Table 29 and Graph 16). 18% reported that they preferred to write free

topics and 7% reported that liked to write about the ending of a criminal story.

Reasons for these responses are that they liked to analyse the pros and cons of using

computers (11%), they could express their ideas (11%). A few stated that they like to

write about updated topics.

A great majority of students (91%) showed a positive attitude towards writing free

topics (See Table 30 and Graph 17). Reasons for students' free responses are that

they can chose the topic and write about their preferences (27%), they can express

their ideas (16%), and that they feel without limitations when expressing themselves

(9%). Thus, it is a good idea to include free topics in writing portfolios. 9% showed a

negative attitude towards writing free topics. They reported that they felt limited, bad

and that they did not know what to write about.

Most of the students (95%) think that the portfolio activities were adequate (See

Table 31 and Graph 18). Reasons for this response are that they had enough activities

to practice (16%), there were a lot of activities (9%), and contrasting with this idea

5% stated that there were few activities. 5% reported that the number of activities

was not adequate. One of them reported that it is never enough to learn.
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Students' advices to improve portfolios are: to include more free topics (18%), to

give more time to hand in the writings (9%), to check the writings every week (7%),

to include more actual topics (7%), to explain better the tasks (7%), to organise the

portfolios in a better way (7%) (See Table 32). A few reported that all the writing

should be done in class, that the teacher should provide the list of all the prompts at

the beginning of the semester, and that listening and grammar exercises should be

included,

Regarding attitudes towards self-assessment, a great majority of students (90%)

showed a positive attitude towards self-assessment (See Table 33 and Graph 19).

Reasons for these answcrs are: they learnt to evalúate themselves (23%), they could

correct their mistakes (12,50%), they could see their mistakes (10%), it helped them

(5%). One student reported that he could track his progress, other that it was fun, and

another student that he felt Uke a teacher. 10% showed a negative attitude towards

portfolios. They reported that they couldn't correct themselves, and that it was

frustrating to see their own mistakes.

Concerning attitudes towards peer assessment, again a great majority of students

(92%) showed a positive attitude towards it (See Table 34 and Graph 20). Reasons

for these answers are that it is beneficial to know somebody else's opinión about

their writings (8%), that others can see me mistakes one is not aware (5%), that they

helped the peers to improve their writings (5%), that they could read someone else's

ideas (5%), and that they could see the progress of their classmates (5%). One of

them reported that it is a professional procedure. 8% showed a negative attitude

towards peer assessment. One of them reported that it is stressing.
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The conclusions of imptementing a portfolio-based writing assessment in the leveí

four EFL courses at the PUCESA and the recommendations for fiírther research are

presented ín the following chapter.



CHAPTER SIX

CONCLUSIONS AND RECOMMENDATIONS

This study aimed to investígate and evalúate the implementation of a portfolio-based

writing assessment in order to fmd out whether or not portfolio-based writing

assessment enhanced students' writing ability at level four English classes in

Pontificia Universidad Católica deí Ecuador Sede Ambato and fmd out the

perceptions of the students towards it Participants included three groups of students.

Signifícantly, the following conclusions arise:

• Students favoured the portfolio system, because most of them described it as

a tool to improve their writing. Furthermore, they couíd use their imagination.

Eventually they slated that their ability to write improved once they fínished

creating their portfolios.

• Students benefíted from the portfolio system because they could apply

writing strategies, self-assessment, and peer-assessment. Furthermore, their

English, confidence, learning ownership, responsibility, creativity, and

critical thinking were enhanced.

• This portfolio-based writing assessment could be used at all levéis of English

profíciency but would work best with Intermedíate and Advanced levéis

147
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because students are more capable of expressing their thoughts in the target

language for self-assessment and peer assessment purposes.

• In an EFL setting where the teacher has students for a short time each day, he

or she can use portfolios to combine out-of-class work as well as in-class

writings.

There are some good reasons to teach writing in class:

• Writing involves a different process than speaking, in the sense that mere is

more time to think and prepare.

• Writing is tangible. It provides the opportunity to revise and analyse a piece

of writing, edit it and improve it.

• Writing can consolidate what students learn.

• Writing is an essential skill required in everyday educational, business and

personal situations. An integral part of interacting fully with the users of

English is learning to communicate when the person is not right there in front

of us.

Writing increases creativity.
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Given the fact that writing is a process, portfolios are ideal for the teaching of

writing because they give learners the opportunities to revise written producís

before a final evaluation is given.

The greatest difficulties students face when they write in English are how to

use the tenses properly, vocabulary and how to organise their ideas correctly.

Most students mentioned that portfolio helped them to improve in these áreas.

Portfolios should include both: accuracy and fluency activíties to develop

communicative competence. It is advisabíe to use a balance of fluency and

accuracy activities.

Students perceived they do not have a great necessity to write in English by

the time they are learning it. However, they think that in the future they

would need to write in English more often for their educational and

professional development and with more opportunities to use it in a realistic

way.

The study found out that students had already been aware of the use of

learning strategies consciously or unconsciously. However, portfolio gave

thcm the opportunity to practice them more and learn new strategies.

Each individual is unique. Therefore each student or group of students uses

particular strategies according to their preference. Most of the strategies were

used. However with one group of students Pre-writing strategies were
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generally not used. This might be because they did not like those strategies or

because there were not enough time to teach them and practíce them. It was

Left on the part of the students to decide which strategies they use.

In this study most students met the portfolio standards and the writing

standards. Significantly it was found that students had a higher performance

in the writing scores in the final examination than in the portfolio scores. On

a five point scale the majority of students in their writing scored from 4 to 5

(Group A 90%, Group B 71% and Group C 100%). Although students met

the standards for the portfolio presentation students who rated from 4 to 5

were less than students who rated 4 to 5 in the writing performance (Group A

50%, Group B 53% and Group C 42%). This might be because, the

compilation of portfolios involves different elements such us: the writing

samples, self-assessment and peer assessment and activities designed to teach

process writing and writing dimensions.

In this study students beneflted from the use of portfolios. The majority of

students developed competent pieces of writing in the final examination.

They scored on a 5 point scale from 3,5 points to 5 points (Group A 90%,

Group B 71% and Group C 100%). The mínimum score to meet the standards

was 3.

• Most of students dedicated time and effort to compile their portfolios. The

majority of the students met the standards of portfolio presentation (Group A

100%, Group B 95% and Group C 94%).
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• Most of the students (89%) stated that they had never used portfolios. This

shows that for them it was an innovative way of learning.

• Portfolios promote critical thinking. Students were involved in constant

reflection and critical thinking by using self and peer assessment. When

completing the self-assessment forms they had to evalúate themselves and

when completing the peer assessment form they had to criticise theír peers'

writings in a positive way. Many of them wrote positive comments trying to

help their peers to improve their writing. Therefore direct strategies for

cognitive process were practiced and indirect strategies for self-assessment

and peer assessment were promoted.

• From the various types of portfolios, assessment portfolios are the most

advantageous for learning purposes as well as evaluation purposes because

students compile their portfolios taking into account specific criteria and

assembling their more representative samples of written while reflecting in

their own learning process. This cases the burden of work to correct every

single piece of writing students produce because teachers can control the

number of representative samples to be evaluated.

The most important limitation of portfolio has to do with the amount of time

required to develop and implement portfolio assessment. It takes a lot of time

for the teacher to develop criteria for portfolios, to match task to the

objectives as well as to put them into practice, to prepare students in the use

of portfolios, to provide feedback to the students, and to score the portfolios.
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Furthermore, in the universities teachers are not paid extra money for extra

work and portfolios require a lot of time to implement and evalúate the

portfolios accurately. This might cause teachers to neglect the use of

portfolios. Despite using assessment portfolios and a holistic guide for

portfolio scoring that make the implementation more practical, stiil they are

extremely time-consuming.

The majoríty of students (96%) submitted their portfolios. However, 4% did

not submit their portfolios. During the process six students presented copies

as if they were their own work. These copies seemed to be downloaded from

the internet. This shows that the whole Portfolio-based writing assessment

took place without major problems and that students were willing to compile

their portfolios, créate original pieces of writing and most importantly to

collaborate with the whole process.

Nowadays, many authors recommend the use of portfolio assessment for

certifying student accomplishment ínstead of traditional tests based mainly in

múltiple choice procedures. That requires further research and was not the

case of this study, In this research the prímary purpose was to enhance

students' writing ability, Findings of this study recommend that portfolios

would be better used as pedagogical tools.
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The following recommendations for further research are presented:

• Vocabulary acquisition is importan! in EFL and merits further study.

Vocabulary acquisition is perceived by leamers as essential. A study of self-

assessment portfolios focusing on the methods they fínd most useful in

learning vocabulary is suggested.

• The present study can also be expanded to the other productive skill:

speaking or to the other receptive skills: Hstening and rcading, or the

implementation of portfolios to the four skills. However, the impiementation

of the portfolios to the four áreas might be difficult because of the time

required. It could be carried out in primary schools where teachers have more

time to be in contad with their students. It is recommended that for an open

EFL course it focuses in one skill where both teachers and students have less

time to devote to learning activities.

• Writing is not an isolated skill — to write properly good writers read a lot.

Poor reading skills may limit the capacity to evalúate one's own writing. A

portfolio assessment that combines both skills is recommended.

• "New technologies are affecting the nature of writing itself, in terms of the

writing process, the norms and the standards for written texts, and the

development of new genresof writing" (Cushing 2002: 231). Learners tend to

use more the computer to write their assignments. A study of the

implementation of electronic portfolios to enhance writing ability is
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suggested, U is advisable to consider the necessary resources and training

before engaging in the use of electronic portfolios.
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ANNEXES

ANNEX A - Writer's checklist

Ñame:

1 1.
2.
3.
4.
5.
6.

Did you write on the assigned topic?
Did you write for the assigned audience?
Did you identify a central theme?
Did you explain the key ideas or events for the theme?
Did you use complete sentences?
Díd you correct errors in spelling, capitalization, punctuation,
usage?

Yes / No

Adapted from matertals developed by the Maryland State Department of Education 1987
O'Malley and Valdez (1996). Authentic assessment for English language learners. Longman: USA
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ANNEX B - Self-assessment of Writing Dimensions

Ñame:

Title of the work:

Check one box for each statement.

Purpose and Oreanisation

1. I stated my purpose clearly.
2. I organized my thoughts.
3, 1 made an outline or semantic map.
4, 1 chose words that helped make my point.

Word/Sentence Use

5. 1 used some new voeabulary.
6. 1 wrote complete sentences.
7. I used corred subject-verb agreement.
8. 1 used the tenses in English correctly.

Mechanics/Format

9. 1 spelled words correctly
10. 1 used capital letters at the beginning of sentences
1 1 . I used punctuation correctly

Mditing

12. I read my paper aloud to a partner
13.1 asked a partner to read my paper

yes

yes

yes

yes

no

no

no

no

Adapted from Claire Waller, ESL Middle Schoo! Teacher, Fairfax County Public Schools, Viriginia
Ü'Malley and Vaidez (1996). Auíhenüc assessmenl for English language learnera. Longman: USA.
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ANNEX C - Sclf-assessment of writing strategies

Ñame: ..

Check one box for each statement.

1. Never or almost never truc of me
2. Usually not true of me
3. Somewhat true of me
4. Usually true of me
5. Always or almost always true of me

Before writing:

1 . 1 talked to a friend or partner about the topic
2. 1 made a list of ideas on the topic
3. 1 made an outline or semantic map

Durine writing:

4. 1 skipped words I dídn't know and went back to them later
5. 1 substituted a word from my own language
6. 1 used drawings or pictures in my writing

After writing:

7. 1 checked to see if the writing met my purpose
8. 1 reread to see if it made sense
9. I added information or took out information
10. 1 edited for spelling, punctuation, capitals, and grammar

1

1

1

2

2

2

3

3

3

4

4

4

5

5

5

Qther strategics i used:

Adapted from materials produced by the Georgetown University Evaluation Assístance Centre
(EAC) East (1990), Washington, D.C.
O'MalIey and Valdez(1996). Aulhentic assessment for English language learners. Longman: USA.



ANNEX D - Learning Log

Ñame:

What did I learn today?

What strategtes or approaches worked best for me in learning?

What was hard to understand?

What will 1 do to understand better?

164

Adapted from Atwell (1990)
O'Maliey and Valdez(I996). Authentic assessment for Engiish íanguage (earners. Longman; USA.



ANNEX E - Survey of Writing Interest and awareness

Ñame:
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Check one box for each statement.

1 . 1 like to write stories

2. 1 am a good writer

3. writing stories is casy for me

4. writing to friends is fun

5. writing helps in school

6. 1 like to share my writing with others

7. 1 write at home

A Lot

1

1

1

1

1

1

1

Some

2

2

2

2

2

2

2

A Little

3

3

3

3

3

3

3

Notal

all

4

4

4

4

4

4

4

7. What kind of things do you íike to wrile about?

8. What do you want to improve in your writing?

Adapted from malcriáis Developer by the Georgetown University Evaluation Asístanse Centre (EAC)
East (1990), Washington D.C.
O'Malley and Valdez (1996). Authentic assessment for English language learners. Longman: USA.
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ANNEX F - Peer Evaiuation and Editmg Form for Writing

Reader'sname:
Author's ñame:
Titte of piece: __

Peer Evaiuation

The piece of writing was:

The part I liked best:

This writing can be improved by:

Editing Form

Look for these things when editíng someone's paper.

Punctuation
periods
question marks
capital sentences at the beginning of sentences
capital letter for ñames

Comments:

Sentences
are complete and have a verb
have variety
writer uses paragraphs

Spelling
corred spelling

Overall paper
has a main idea
is logical and makes sense

is organised well

Adapted from C. Waller (1994), ESL Middle School Teacher, Faírfax County Public Schools,
Virginia.
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ANNEX G - Portfolio

Student:

Portfolio D
st

Writing D
st

evaluation summary

oes not meet Meets standards
andards

oes not meet Meets standards
andards

Exceeds standards

Exceeds standards

Never
You write in relation to the topic
You use interesting ideas
You put similar ideas in the same
paragraph
You use grammar and vocabularv that
are appropriate and correspond to the
language we have learnt
You stay with appropriate length

Portfolio Exce
organisation

Comments:

Sometímes

lent Satisfactory

Often

Fair

Always

Poor

Taken and adapted fran M. Gottiieb in Valdez Pierce and Gottleb (1994), Casazza (\)
O'Matley and Valdez (1996). Authentic assessment for English language learners. Longman: USA.



ANNEX I - Accuracy Tasks
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HÉROES AND VILLAINS: past time clauses

TH1NGS TO LOOK OUT FOR

• The main grammar focus is on past time clauses: deciding whether to use the past simple, the past
progressive or the past perfect after conjunctions such as when, while, after and beforc.

• There should be no problems with the concept of an interrupted acliori in progress since Spanish
follows stricter rules thari the Eriglish regarding the tenses to be used with while, etc.

• The Spanish cquivalents of before and ¿ifter usually function as prepositions followed by the
infinitive so this can lead to confusions with the Eriglish verb forms, causing errors such as
After ie¿ive / to íeave / he leuve, John went honie. K

ANSWERS

1 The lecturer /j¿í(yalready started the lecture

when we arrived. ¡sraríeííhappened before the sccond

action, arnvccí)

2 Andy met his future wife while he was living

in París. ( I I te secorid acüon living WHS ongoing whenthe firsl

happened)

3 /
4 The workers organized'A strike after

negotiations had broken down. (orgaiwedcomes after

Itití f i ísl artion—liiüknn dowu)

5 /
6 We were marching downtown when the

presiderit rcsigncd unexpectedly. (rcsigncó is a short

Hctinn that took piare dunng the lirst üctiori—• were marching)

Note: More ihan oni: ünswer is ptissihlo in mnst casos hcre, Ihe cholee oí

ron|unction will shghtly changn the rclationship hütwiícn the actions.

It your studfints tmd this cxornso rtífíiciill, gtvo thom tho ronjunctions tiom Lhe

answets helow lo tiiílp Ihem

1 Alan became active in student politics while he
was studying law in college. / Alan was studying
law iri college when he became active in student
politics.

2 Alan had become active in student politics

before he graduated from college. (Aithough

ací/Vewould hfi possiblehere, hnd become emphasises thal ¡1 had

happened before he graduatcd.)

3 After Alan had gotten his law degree, he joined

a law practice. ¡It would also be posible to use got since thís

focuses on Ihe sequenre oí Ihe aclinns.]

4 Alan was working as a júnior lawyer when he
met his wife. / Alan met his wife while he was
working as a júnior lawyer.

5 Alan had worked as a júnior lawyer for four
years before he became a partner. / Alan
became a partner after he had worked as a
júnior lawyer for four years.

6 Alan had been involved in local politics for
eight years before he became a politician. /
Alan became a politician after he had been
involved in local politics for eight years.

Note: In orie or Iwn rases more than onc answor is possihlo.

1 traveled 2 had been 3 had spent 4 carne across
5 died / was dying (both are possible—the first fotuses on the
complete action) 6 founded 7 had expanded 8 started
9 irnproved 10 had / had had (¡t is possiblc to link two past
simples with ofto) 11 died

PERSONALIZE IT!

The studeiits can write a few biographical notes like the oríes in exercise 2. In pairs, the students
can haud the notes to their partners, who then write three or four sentences based on the notes,
using the time conjunctions. Each student then reads their sentences to their partner (the student
whose Ufe they are describing), who checks whether the times expressed in the sentences are correct
or not.

10 Skyline Grammar Resource Book 5



HÉROES AND VILLAINS

Four of these sentences contain mistakes with the past
simple, past progressíve or past perfect. Check (/) the two

correct sentences and correct the mistakes in the others.

1 The lecturer already started the lecLure when
we arrived.

2 Andy rnet his fu ture wife while he lived
in París.

3 We waited until all our guests had arrived
before we told them the news.

4 The workers had organized a strike after the
negntiations had broken down.

5 We werit on several demonstrations when we
were living in Cambridge.

6 We were marching downtowri when the
president was resigning unexpectedly.

Look at the biographical details. Make sentences about
Alan from the prompts, using the past progressíve or past

perfect.

Alan Stebbings
1985joined the Democratic Party

1986-91 studied law in college

1988 became very active in student politics

1991 graduated with a law degree

1992 joined a law practice, working as a júnior
lawyer

1994 met and married Angela

1995 started getting involved in local politics

1996 became a partner in the law practice

2003 gave up law and became a professional
politician

join Democratic Party /gu Lo college
Alan hadJoined the Democratic Party, before

hewenttqcpllegie-

1 bccome active in student politics / study law in
college

2 becorne active Ln student politics / gradúate
from college

3 get his law degree / join a law practice

4 work as a júnior lawyer / rneet his wife

5 work as a júnior lawyer for four years / become
a partner

6 be involved in local politics for eight years /
become a politician

Complete the text by writing the veros in parentheses in
the correct tense. Use the past simple, past progressive or

past perfect.

Mother Teresa was born
Agnes Gonxha Bojaxhiu in
Macedonia in 1910. Her
family was very religious
and Agnes went to church
alrnost every day while she
....JfflffltíWflfl.'ÍR.... (grow
up). In 1928 she left
Macedonia and (1)

(travel) to Dublin, in Ireland, to join the Sisters of
Loretto, where she took the ñame Teresa.

Mother Teresa then spent many years as a nun
and a teacher, but in 1948 her life changed
cornpletely. By this time she (2) (be) in India
for nearly twerity years. and (3) (sperid)
much of that time as a teacher and Principal in
Sí. Mary's High School, Calcutta. Then, one day,
she (4) (come across) a poor, dying wornan
in the street. Mother Teresa stayed with the
woman as she (5) (die), and decided to
dedícate her life to the poorest people. She then
(6) (found) the Missionaries of Charity,
which, by the end of the 20th century, (7)
(exparid) to about 550 missions worldwide.

In 1979 Mother Teresa was awarded the Nobel
Peace Prize, but she (8) (start) to suffer
from heart problems in the early 1980s. Although
her health (9) (improve) a little after she
(10) (have) a pacemaker fitted in 1989, she
was then weakeiied by irifectioris and diseases.
She firially (11 ) (die) in Calcutta on
Septernber 5th. 1997.

11
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Final revicw of grammar tevel 4
Ñame:

A, Complete the sentences with thejbllowing con neciors:
Funhermore. Moreover, when, then, so, although, even though, In addition

1. The couple gol married, they went on vacation
2. We were sitting in the yard _ they fíre started
3. That applicant had good qualifications. she was vcry nice.
4. The classroom was empty, the teacher is very famous.

B. Complete the ibllowing sentences willi phrasal vcrlis

Take ofT/ lake over / takc artcr

1 Sue and her brothcr really
2. Gross chcmicals is trying lo _
3. Why don'l you your jacio;!? Il's so hol

Iheir mother.
our company.

C. Answer the following questions (Conditionals)

1. What will you do if you see a ghost?

2. What would you do if you had 1.000.000 dollars?

What would you have done if you had discovered your best friend lied to you?

D. Future tenses:
Complete the following text: Use future perfect, future simple or future progressive

Many people believe that life in the future (be) completely different and that
technology (take over) the Earth. I believe that by 2050 life

(change) in two tnain ways: population and technology.

The population of western countries has been falling for many years. By 2050, 1 believe this
(become) a problem for society and the economy. There

(be) no young people to contribute to the economy or to take care of parents and
grandparents.

Another example of change
that by 2050 many people

(be) in technology and Communications. I believe
(work) from home, using a computer.

In conclusión, 1 think that life by 2050

importan! but humans
(not/take over) the Earth. Technology

(continué) to control change.

(change), but technology
(be) very

E. Read the first part of the pairs of sentences below, and complete the second part using reported
speech.
I a) "I have told no lies about this matter," he said.
b) He said he ____^_________
2.a) "I will resign here in the Oval Office tomorrow," he announced.
b) He announced that he in the Oval Office the day.
3.a) "My family understands," he told reporters.
h)He
4.a) "1 can be proud of my achievements as Presiden!," he insisted.
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F. Use the appropriate Past tense: Past simple /past perfect / past continuous.

The fox

It was completely dark and the whole town was asleep. A woman walked slowly toward the large
house and stopped at the front gate. A few seconds later she appeared at the back of the house, turned
offthe security alarm, and silently (open) the window. Within an hour she was back at
her apartment. She was holding a beautiful diamond ring and bracelet, and she was smiling to herself.
Reports on the following day described a daring jewellery at the house of a movie start. Pólice also
_^_________ (state) that this was one in a series of robberies and that the criminal _
(leave) a picture of a fox at the scene of each crime. Interpol were convinced that this clue would help
them catch the thief quickly. Meanwhile the Fox _____ (wear) her new jewerly at
a party in her luxury house by the ocean. She (love) the way it
(look) and that no one knew where it (come) from.

A month later The Fox arrived at a house in the country owned by a business woman. The woman and
her family already (go) on vacation. The fox (climb) into the
woman's bedroom and she (look for) her jewerly when suddenly the pólice

(arrest) her and _ __ (take) her to the
~~ ' (ask),

(arrive). The detective
pólice station. While he (interview) her, she
"How did you know that I was the Fox?" "While you were wearing some stolen jewerly a repórter
took a picture of you", he (explain). When the pólice ______^__ (search) The Fox?s
apartment they ______ (find) jewerly worth millions of dollars. She was sentenced to
20 years in prison.

G. Complete the following sentences with: Whatever / Whoever / whencver / wherever

1. You can sit you want
2. wrote that article is a genius.
3. you think of cloning, it is going lo happen.
4. We always drop by we are in town.

H. Read the text and choose the corred
connector from the
artswers below.

The Spanish monarchy is one of the few successful
monarchics in the modern political worid. However, thal
was not the situation for mueh of the 20th eenlury.
King Alfonso X I I I was deposed in 1931 and the
Second Repuhtic was formed, hut thal led to the
Spanish Civil War in 1936, which was won by
Franco and his right-wing coalition. Franco
beeamc a dietator and ( I ) ruled ihe counlry Ibr
over 35 years, (2) being a supporter oí" the
monarchy. When Franco dicd in 1975, Alfonso's
grandson, Juan Carlos, hecame king. He brought
democratie elections to the eountry only 18 months
later and. (3) , gainerí ihe résped of the
people

King Juan Carlos and his family havc kept that
respect since then, parlly (4) Ihey live
like
ordinary people. (5) they have royal
palaccs, the family use the palaces for state
occasions only.
(6) , the royal family pay tax like normal
people.
Both the king's daughters are married bul his son,
the heir to the throne, remains single, (7)
many young Spanish women live ¡n hope of
marrying
inlo ihis normal royal family!

1 a) theretbre b) then c) besides
2 a) although b) finally c) in spile of
3 a) as a result b) ncxl c) because
4 a) so b) beeause c) although
5 a) However b) Although c) In spite of
6 a) Moreover b) Fventually e) Aller that
7 a) but b) because c) so



ANNEX J - Fluency Tas*
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Unit 1 Lesson 1 Teacher's Notes

TIME: 40 50 minutes

INTERACTION: Paír wnrk

AIM: To organize atid write a paragraph.

TEXT TYPE: Single paragraph

REGISTER: Formal / semiformal / informal

WRITING SKILLS: Writing on a topic, including
supporting and concluding
sentences

PREPARATfON: Make one copy of the worksheet for
each student.

PROCEDURE

Warm up!

• Ask the students what they know about how to
organize a paragraph. Write any .suggestions on
the board, but don't confirm them yet. Come hack
to this at'ter exereise 1.

• Explain that the students are going to read some
tips on writing clear paragraphs.

• Ask the students to read the tips and underline the
(•orrect i n f orrnati on.

• Check the answers with the class.

ANSWERS:

1 one main idea 3
2 can 4

similar
beginning

5 develop
6 end

• Ask the .students to read the paragraphs quickly
and answer the questions.

• With a weaker class or if'the students ask questions
about vocabulary, cheek the followirig: (paragraph
1) get to travel (have the opportunity to travel), a
blast (a very enjoyahle experience), cute (attractive);
(paragraph 2) gexturex (movements of the head,
arm or hand that express how someone feels).

• Check the answers with the class.

ANSWERS:

(paragraph 1) írom a letter to a friend about, the
writer'fi news (paragraph 2) from an article or essay
about communication

Remind the students that the topic sentenee gives
the main idea and the concluding sentence ends the
paragraph.

• Have the students read the sentences and match
them with the correct part of the paragraphs in
exercise 2.

• Ask the students to check their answers in pairs.

• Check the answers with the cla-ss.

ANSWERS:

(paragraph 1) topic .sentence = 6, concluding
sentence — 4 (paragraph 2) topic sentence = 1,
concluding sentence = 3

• Ask the students why sentences 2 and 5 are not
possible. {Sentence 2 comes at the very beginning
of a letter. Sentence 5 introduces a contrast, .so
does not logically concludc the parapraph.)

Have the students read the extract and think of
ideas fnr the supporting sentences.
With a weaker class or if the .students are short of
ideas, braiiistorm ideas and write notes on the board,
e.g. how long ago / where they met, what they were
doing, why the meeting was memorable, how the
writer felt.

Check the tenses that the studentñ will need ¡the
past simple / the past progressive / the present
perfect).

Have the .students write their supporting
sentences.

Use the model answer on page 59 as a guidelíne
when checking the students' work. They can write
about whatever situation they like, but check that
they have given appropriate information and used
the tenses correctíy.

Ask the student.s to read the task and look at the
diagram.

With a weaker class or if'the students are short of
ideas, brainstorm ideas with the whole class and
write notes on the board, e.g. plan what you want
to -say, give examplex and xhort explanationn. don 't
talk for too long, Unten to otherpeople'n ideas, axk
qu.rHtioriN and Í7ivite oÚier proptc ío talk, tfiink
about body language, une gexturex to help
communicate yoitr idea», arriUc and rn.ake eye
coritact.

Have the students write their paragraph.

Use the model answer on page 59 as a guideline
when checking the students' work.

Shyline Wrüing Resource Book 4
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Unit 1 Lesson 1 Exercises

Read the tips and underline the correct Information.

Use these tips to help you write clear
paragraphs in all types of text.

• Include ' I.OÍ.H ofideax / orí e rnain idea per

paragraph.

• ParagraphK ¿ can / can 't have a diff erent
nuniber oí'sentences, but avotd paragraphs
with just one or two sentences.

• Each paragraph in a text should be a ! similar /
differcnt length.

• Each paragraph needs a "topic .sentence" - a
sentence that gives the main idea of the
paragraph. This usually comes at the
4 beginning I end of the paragraph.

• "Supporting sentences" ' crian ge I develop the
main id Ha from the topic «entence. They give
details, examples or explanations.

• A "concluding sentence" marks the " Iwgimñng /
end of the paragraph.

Choose the best topic sentence and concluding sentence for

the paragraphs ¡n exercise 2. (There are two sentences you
don't need.)

1 Many aspeéis of human communication are
nonverbal.

2 Thanks very rnuch for your letter.
3 tío, body language in all its forms is a powerfül

tool for communication.

4 Cali me and let me know whal's happening.
5 However, he careful not to ofl'end people with

gestures.

6 I have «orne news for you!

Think about the Information that could go in the supporting
sentences of the following paragraph.

I'll ncver forget the time I first met my best friend. ..

... I really hope we'll be friends for years to come.

Write four or five supporting sentences for the paragraph.
What tenses will you probably use?

Read the supporting sentences from two different
paragraphs. Where are the paragraphs from? What are
they about?

A v\eWj^ v\

flgei^cy. 1 •NorV^ wifV\ gyeflt tearo o-f peíale

1 get +o tvavel M tUe tiwe. Xt'i jU3+ a

I flUo ¥*ne+ a cute gwy Iflst Weelt,. He

•for tV* Aflvt^e coynpíMjí, but î  a di-ffeyewt

divisicvN. 1. cíw't believe w\ Iwck. 1 Vs¿>pe Irfe

. . . If you look at a group of people, notice
how they use their hands, face and whole body
to express how they feel. Gestures can have
international meantng. Think about how you
would express "Hi" or"Bye","Be quiet!",
"Fantastic!" or"Good job!" It's surprising how
many other nationalities use the same
gestures. . . .

Write a paragraph of about 75 words on "How to
be a good communicator." Remember to include:

a topic sentence

A or 5 supporting sentences

a concluding sentence

Skyline Writing Rftsource Book 4



Unit 1 Lesson 2 Teacher's Notes

178

TIME:
INTERACTION:

A1MS:

TEXT TVPE:

REGISTER:

WR1TING SKILLS:

PREPARATION:

40 - ííÜ minutes
Whole class / pair work / individual

To practice using past time clauses
and connectors and writing íírst and
second draí'ts.
Article
Sem ¡formal
Using connectors and past time
clauses, organizing ideas into
paragraphs, draíling
Find pictures oí' íámous people, e.g.
from magazines (optional). Read
through the text in exercise 1 and
check the meaning of any unknown
vocabulary. Make one copy of the
worksheet for each student.

PROCEDURE

Warm up!

• Ifyou have collected some pictures, show them Lo the
class. Ask who the people are and what the students
know about their lives.

• Ask the class to suggest the ñames of famous people.
Write the ñames of one man and one woman on the
board and elicit "key facts" about their Uves.

• Tell the students to read the text quickly and match
the paragraphs with the headings,

ANSWERS:

4 conclusión 3 personal lite 1 introduction 2 career
• Ask them if they can suggest a good title for the

piece.

• Tell the students to read the Lext more careí'ully,
then allow time for them to discuss the "key facts."

SUGGESTED ANSWERS:

39 when he died; born in 1929; grew up in Atlanta; son
and grandson of Baptist ministers; very able student;
studied theology; married CoreLta Scott in 1953; fbur
children; passionate about civil rights; inspiring public
speaker; natural leader of protests against racism; 1963
he made his í'amous "I have a dream" speech in
Washington; youngest person to receive the Nobel Peace
Prize; In 1968 ... was assassinated by James Earl Ray;
in 1986, the third Monday in January was declared a
national holiday in the U.S.A., to be known as "Martin
Luther King Day."

10

Elicit two or three more examples of linking words,
then allow time for the students to circle the linking
words. Discuss their answers with the class. Use the
model answer on page 59.

• Ask the stxidents what they already know about
Princess Diana.

• If they want to choose a difierent person, allow time
for them to make notes. (They may choose to use the
notes on the board, see the "warm up" above.)

• Encourage them to think of a title that is suitable for
a popular magazine (i.e. not too formal).

• Explain that they can rearrange the order of the
notes as they wish.

• Remind them that the íirst paragraph should be a
general introduction and the fourth paragraph
should provide a summary or conclusión. Paragraphs
2 and 3 should each have a "Lheme."

• Monitor their work. Remind them just to write notes
at this stage. Encourage them to introduce some of
their own opinions into the introductions and
conclusión.

• Encourage the students to form groups with other
pairs and discuss each other's ideas.

• Suggest that the students look back to exercise 3.
• Allow time for tbe students to work on their íírst

draí'ts. Monitor their work.
• Stop them after ten minutes and ask for volunteers

to write their sentences on the board. Invite
comments and suggestions.

• Ask the students to write a second draft for
homework and ¡Ilústrate it if they wish.

GRADING CHECKLIST FOR FLUENCY TASK

Check that:

• there is a title.
• there is an íntroductory paragraph.
• there are two paragraphs, each with a "theme."
• there is a concluding paragraph.
• the important facts are all included.
• "connectors" and past time clauses have been used

effectiveíy,
• the style is suitable for a magazine article.

Skyline Writing Resource Book 5
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Unit 1 Lcsson 2 Exercises

Look at the text about Martin Luther King (below) and

match the paragraphs with the headings.

_ conclusión _ pericona! HfV; j_ in t rodur t ion _ í-

Read the text again and underline the "key facts."

Tille

paragníp'i i \h 2

paragraph 3

Yving wa,s
only 39 when he dícd, he is one of
the most famous figures in Lhe
hisLorv of Lhe U.S.A.
lie was born in 1929 and he grew
up in Atlanta, the son and
grandson oí'Baptist ministers.
King was a very able sLudent and
as a result he graduated l'rom high
school two years early. He then
studied theology at several
universities. King married CoreLLa
Scott in 1953, and Lhe couple had
íbur children.

paragraph 4

King grew increasingly passionate
about civil rights. He was an
inspiring public speaker, too, and
so became a natural leader of
proLests against racism. In 1963
he made bis famous "I have a
dream" speech in Washington,
and a year later he was the
youngesL person Lo receive the
Nobel Peace Prize. In 1968, King
was assassinated by James Earl
Rav. He wa> making a spocch
ábouL equal'ity aL Lhe time.

In 1986, Lhe third Monday in
•j\nruar\ uHi'dn'uV rraúnnai'
huhday in ihc L.S.A., to he knov\
as " Viciriin T-UULiiiír 'Aiing '¿Víiy.
He was an American hero who
v \ i l l nexer be furguuen.

Look at the text again. Circle words that link ideas and
events.

Look at the notes about Princess Diana OR make notes about
another famous person. Think of a title for an article about
him/her.

Princess Diana

• born Sandringham, England 1961 - í'amily friendly
wiLh royal í'amily

• parenLs divorced 1969
• noL a good sLudent, loved sports (wanted to be a

dancer, but too tall)
• leí't school, 1978, became a waitress, a cleaner, then a

teacher at school for young children
• romance with Prince Charles (son of Queen

Elizabeth II) began 1980 - followed everywhere by
the press

• married Charles 1981 - watched by 750 rnillion
people worldwide

• had two sons (William and Harry)
• beautiful and popular - supported many charities

• became unhappy and sick, aLLempied suicide
• 1992 separaLed from Charles, divorced 1996
• killed with billionaire businessman Dodi Fayed in car

crash, Paris, 1997 (whüe being chased by reporLers)

Organize the notes into four paragraphs.

Use your notes to write a first draft for a magazine article.
Use some ot'tñe words m ttie box to lihk t'fleas and" events.

ai'ter ¡jUhough
líniüly however
then when

as a resull becau^e
in spiíe of taler
while

evcntuallv

Write a second draft of your article. Include pictures if you
want to.

Skylme Writinq P,-- - \."~^ 3ook S 11
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ANNEX K - Portfolio Summary Sheet

Portfolio Summurv Sheet

Student:

Required contents Assessment
Assessment Portfolio

1
2
3
4
5
6
7
8

9
10

11
12

Code Prompts
W3011
W0712
W1212A
W1212B
W0201
W0801
W1501A
W1501B

W2012A
W2012B

W2012C
W2012D

The ending of the story "The Fox"
A balanced article about the effect of using Internet
A short review of a concert you enjoyed
An article for a magazine "Tips for a perfect date"
Free topic
Free topic
Btography of Princess Diana
A biography of a famous person

Write about your hopes and predictions for your future (Vision)
Write your opinions about genetic engineering
Write a statement of purpose for a university program that you
would like to enroll in
Write an event which has influenced your life

4

Sk vi irte writinq resource sheets 5
1
2

3
4
5
6

7
8

9

S01
S02

SOS
S04
SOS
S06

S07
SOS

S09

Help with paragraphs
Different types of paragraph
Who is the fox
The pros and cons of the Internet
What a great concert
A statement of purpose
A dangerous situation
How is life changing

Btographies
Self-assessment

1
2

3
4

5
6
7

1
1

1

1

1
1

Writer's checklist
Self-assessment of writing dimensions
Self-assessment of writing strategies
Learning log(all)
Survey of Interest and awarness
Peer evaluation
Draft

Others

Adapted from Developer by secondary ESOL HILT teachers.
Arlington County, Public Schools. Virginia.
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ANNEX L - Background questionnaire

Background Questionnaire
Languages and Linguistics School - PUCESA

By Daniel Aguilar

Ñame:
Age:_

Picase answcr the following questions.

. How long have you been learning English? Where?

2. Have you practiced English abroad? (e.g. The United Kingdom)
Yes No If yes, for __________ months.
In (Country)

3. Which skill have you developed the most? Rank them from the most to the
least ( 4= The most and 1 = the least)

a. Writing
b. Speaking
c. Reading
d. Listing

4. When learning English, what language skill (speaking, writing, reading,
listening). Do you think is...

a) most important?

b) easiest?

c) most difficult?
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5. Which are your greatest difflculties when you write in English?

6. Have you ever been asked to assess your own writing?
Yes No:

7. llave you ever been asked to assess your classmate's writing?

Yes No ______^__

8. How much time can you dedícate for writing?

Hours
A daily hour
1 hour a week
2 hours a wcck

9. IIow often do you write in English?

Often
Sometí mes
Seldom
Never

10. In Ihe fulure, in your profession how often do you think you will write in
English?

Often
Sometimes
Seldom
Never

11. What do you need writing for?

Letters
E-mails
Instructions
Summaries
Personal documents
Reports
Other:
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12. Check one box for each statement.

Before writing:

1 . 1 talk to a friend or partner about the topic
2. 1 make a list of ideas on the topic
3. 1 make an outiine or semantic map

During writing:

4. I skip words I don't know and go back to them later
5. 1 substitute a word from my own language
6. 1 reread, review and backtrack my text

After writing:

7. I check to see if the writing meets my purpose
8. 1 reread to see if it makes sense
9. 1 add information or take out information
10. I edit for spelling, punctuation, capitals, and grammar
11 .1 ask someone else to read my writing and comment on it.

Yes

Yes

Yes

No

No

No

Adapted from materials produced by the Georgetown University Evaluation Assistance Centre (EAC)
East(1990)
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ANNEX M - Strategy Inventory for Language Learning

Strategy Invcntory for Languagc Lcarning

Example

6. Ncvcr or almost ncver truc of me
7. í Jsually nol truc of me
8. Somcwhat true oi" me
*J. Usiiiilly Irueol'me
10. Always or almost always truc oí" me

Read Ihe ítem, and choose a response (1 through 5 as above), and wrile il in the space aller the ilem.

I aclively seek out opportunities to talk with native speakers of Knglish,

You have just complctcd this cxample item. Answerthc reslot'the ítems onthe Worksheet.

Strategy Inventory for Language Learning

Versión 7.0 (ESL/EFL)
©R. Oxford, 1989

1. Never or almost never true of me
2. Usually not true of me
3. Somewhat true of me
4. Usually true of me
5. Always or almost always true of me

(Write answers on worksheet)

Part A
1. 1 think of relationships between what I already know and new things I learn in

English.
2. 1 use new English words ¡n a sentence so 1 can remember them.
3. i connect the sound of a new word and an image or picture of the word to help me

remember the word.
4. 1 remember a new English word by making a mental picture of a situation in which

the word might be used.
5. 1 use rhymes to remember new English words.
6. I use flashcards to remember new English words.
7. 1 physically act out new English words.
8. 1 review English lessons often
9. 1 remember new English words or phrases by remembering their location on the page,

on the j>oard, orpn a street sign, _____^_^^

> me

vhich

le page,

Total

10.
I I .
12.
13.
14.
15.

16.
17.
18.

19.

Part B
say or write new English words several times,
try to talk like native speakers.
practice the sounds of English
use the English words 1 know in different ways.
start conversations in English
watch English language TV shows spoken in English or go to movies spoken in

English
I read for pleasure in English
I write notes, messages, letlers, or reports in English
1 first skim an English passage (read over the passage quickly) them go hack and read
carefully.
I look for words in my own language that are similar to new words in English.
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20. I try to find patterns in English
21. 1 find the meaning of an English word by dividing it into parts that I understand.
22. 1 try not to transíate word by word.
23. 1 make summanes of information that 1 hear or read in English.

Total

1. Never or almost ncvcr truc of me
2. Usually not truc of me
3. Somewhat truc of me
4. Usually true of me
5. Always or almost always true of me

(Write answers on workshcet)

PartC
24. To understand unfamiliar English words, I make guesses.
25. When 1 cannot think of a word during a conversation in English, I use gestures.
26. I make up new words i f l do not know the right ones in English.
27. I read English without looking up every new word.
28. 1 try to guess what the other person will say next in English.
29. If I cannot think of an English word, I use a word or phrase that means the same

thing.
Total

30. I
31. I
32. I
33.
34.
35.
36.
37.
38.
39.
40.
41.
42.
43. I
44. I

PartD _^_______^^
try to find as many ways as I can to use my English.
notice my Engüsh mistakes and use the information to help me do better.
pay attention when someone is speaking English.
try to find out how to be a better learner of English.
plan my schedule so I will nave enough time to study English.
look for people ! can talk in English
look for opportunities to read as much as possible in English
have cleargoals for improving my English skills.
think about my progress in learning English.
try to relax whenever 1 feel afraid of usíng English.
encourage myself to speak English even when I am afraid of making a mistake.
give myself a reward or treat when I do well in English.
notice if 1 am tense or nervous when 1 am studying or using English.
write down my feelings in a language learning diary.
talk to someone else about how 1 feel when 1 am learning English.

Total

Part F
45. I f l do not understand something in English, I ask the other person to slow down or

say it again.
46. 1 ask English speakers lo correct me when 1 talk.
47. I practice English with other students.
48. I ask for help from English speakers.
49. I ask queslions in English.
50. I try to learn about the culture of English speakers.

Total

Your ñame:
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Profile of results on the SILL

You will receive this profile after you have completed the Worksheet. This profile will show your
SILL results. These results will tell you the kinds of strategies you use in learning English. There are
no right or wrong answers.

To complete this proíile, transfer your averages for each part of the SILL, and your overall average for
the whole SILL. The averages are found on the worksheet.

Part \\hut strategies are eovered Your a\crage on this
part

A.
B.
C.
D.
E.
F.

Remembering more effectively
Using all your mental processes
Compensating for missing knowledge
Organising and evaluating your learning
Managing your emotions
Learning with others
YOUR OVERAL AVERAGE
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ANNEX N - Students' final questionnaire

NO ESCRIBA SU NOMBRE

Cuestionario Final de Portafolio

Una vez que ha finalizado su Portafolio responda las siguientes preguntas

General

1. ¿Cómo se sintió creando su portafolio?

2. ¿Cree que ha mejorado su habilidad para escribir en inglés ahora que ha
finalizado su portafolio? Si No ¿Porqué?

3. ¿Qué aprendió mientras utilizaba el portafolio? (Mencione 3)
3.1.
3.2. ^_______
3.3.

4. ¿Ha utilizado portafolios anteriormente? Si No

5. ¿Le gustaría utilizar portafolios para el próximo nivel?
Si No ̂ _^_ ¿Porqué?

De los temas

1. ¿Qué tema le gustó más y porqué?

2. /.Corno se sintió cuando escribió los temas libres?
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De los trabajos y deberes

3. ¿.Considera que los trabajos del portafolio asignados fueron suficientes?
Si No ¿Porqué?

4. ¿Cuál sería su sugerencia para mejorar el uso del portafolio?

Seif-assessment and peer assessmcnt

1. ¿Cómo se sintió al usar el self-assessment?

2. ¿Cómo se sintió al usar el peer assessment?

Sugerencias

Escriba sus sugerencias con respecto a Portafolios

Gracias por su colaboración
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Unit 1 Lesson 1 Exercises

Read the típs and underline the corred Information.

U¿e these tips to help you write clear
paragraphs in aií types of text.

• [nclude l /of.s of ideas I one muía ¿dea' per ^
paragraph.

• Paraijraphá :;'wT).' ctm'í have a dif 'ferent
number of ¿entonces, hut avoid paragraphs

. . . Cv, Lof
with ju¿C one or two ¿entonces.

• Llach paragraph in a toxt should bu a ' si/rular <

tíach paragraph needs a "tupie ¿entonce" - a
¿o ateneo that gives the main idea ot'the
panii-íi'aph. ThU usually comes afc the
''^egiruúng); end of the paragraph.

"Suppurting áentences" ' chance , {leuelofii the
main idea from the topic dentence. They give
details, examples nr explanations.

A "concluding sentenee" marká the ': beginiüng
L-ndW the paragraph.

Choose the best topic sentence and concluding sentence for
the paragraphs ¡n exercise 2. (There are two sentences you
don't need.)

L Many aapecta of human communieation are
nunverbal.

2 Thanks very much for your letter.

3 So, body langua^e in all its íbrms is a powerfuí
tool for communieation.

4 Cali me and let me kmnv what's happening.

ü H')wever, be caro ful not to olTend pouple with
gestures.

6 I have somo news for you!

Think about the infornration that could go ¡n the supporting
sentences of the following paragraph.

I'll never forget the time I first met my best friend. ...

. . . I really hope we'll be í'riend.s for years to come.

Write four or five supporting sentences for the paragraph.
What tenses will you probably use?

Aij.icl Eha supporting sentencas from tvyo different
paragraphs. Whers are the paragraphs from? What are
tlicy. about?

a travel

ojf ro f-/-.:ivíl all fi ri. It'ijUit U

. . . Ir /ou ¡ook ac a group of peopla, nocice
hov/ thsy usa cheir hands, face and whole body
co expi'ess how they feel. Gesturas can hava
internacional meaning.Think about how yon
would exprass "H¡" or "Bye","Be quiec!",
"Fantastic!" or "Good ¡ob!" Ic's surprising how
many other nationalities use the same

Write a paragraph of about 75 words on "Hov/ to
be a good communicator." Remember to include:

a lopic sentence

4 or 5 supporting sentences

a concluding sentence
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CODE: 12-

XVrilcr's chccklist

Ñame: \'', i . ¡ . > .

1.
2.
3.
4.
5.
6.

Did you write on the assigned topic?
Did you write for the assigned audience?
Did you identify a central theme?
Did you explain the kpy ideas or events for the theme7

Did you use complete sentences?
Did you correct errors in spelling, capitalizaron, punctuation,
usage?

Yes / N o

'

,

Adapled tnnn malcriáis üeveloped by the Mai->-land State Depaitment oí" Educaüon 1987



Peer Evaluation and Editing Form for Writing

Reader's ñame: ^•r, v^

Author's ñame: nc co-

Tille of piece: _

C'ODE: PEO» 12

Peer Evaluation

The piece of writing was:

ty-if^OX . ío\o t,e v o o D Q í ' a I^O - po'QV-j<Q S

The part I liked best:

This writing can be improved by:
V o i V

Comment on your partner's writin<¡. Did he /she:

Answer aü the questions in exercise 3?

When and where díd she commit the robbery?
What was she trying to steal?
Who caught her?
FIow did she get caught?
Did they know that she was L"The Fox"? Hovv?
What happened to her1.1

Use the past tenses correctly?

Wri te a very ditTerent ending from you?

Comments:

To

pir-V,Jte \v\f

Tf»Mi e A Vau-V



CATHOLIC UNIVERSITY

Ñame ;

Level:

Topic:

X. Aea-meíA.. .-te. :recoqrt»¿<^. ..Oome.:ty.&&^.. o?.. .pa^P^xap
(4 / I e*

.jas:,.

.aoci.. -&J-lq5.eat.tDO.^.,...c^c AO.ec~t.ars...o^.. -cc.o.t.ta.&'t..

eS..o.v..^.^

p.-tio.-n.. £-xWi^aÍ.tio£V-.CFr---iaíx-ch.,.

. . . . . . . . . . . . t c i . n t 3 .

...»o..-tlne.. . . . > ú u r . . p o . r c L q r . a p H . . , . . . . . . . . . . . . . . . . - ,c*

...v

...'..,-\lut....uJ.ÍJ.L.X...cio....to.-íJ.o.cle(;.'í.t:̂ oci bef.t:ey. ?

í><l.7jL.jwi

£>...to...u.nd



CATHOLIC UNIVERSITY

Ñame :

Level:

Topic:

r1

x^

.±he..±K ......

...............

-« ¿\

.cVb^

j^^

&c£;i£U^..j^tn&gxaphy...P£i.&^

I..i^.o.n£.at...the..ít)D.^1;...Íro.p^.^a.t^..ae.v.eSLCi£x.«ienti

..i .̂.b£..í^re...Q.í..the..í;.̂ .̂..tWi:..Wje..vw~.Jl...qj:>í .̂Ht!hi;.Xn±enoeT



CATHOLIC UNIVERSITY

Ñame :

Level:

Topic:

rxii;. ."X.. hcxx1 e.. .e-n^o y. ed.. «Ao-S . rtVxe,. £í?J £>.vTít> xan..^Tocex-^

a&..^/^Ve^*...rie..&iy}AS...i\1e..ayi;VlelIfcjc..oaVo.xn.biíxn
(H

).u&...tó.i±K.b.t.^.^rxiup../.^L^...TfQYiítcto.1'?....fee,c;ctu.íie.

...cn..Í7(aodG^..o^nt).¿?.a.lTftbr.oc^.^á...j..ÍA..R<r>.Ud^

h.- .Tlhe.. í>.c^oja'Cj.cx.,uxi.íí..típ.e.ixiií.Í7.. tWt

... s A.fe.«.a 5 . .7T.be. .feuOjoti es

3V...to..irh.e.íí{£.na*.T.Cu..

/
.

Q

..d

-con. a. . . alcal; . Qjy>.o.b.;n&, . .and. . .Cí



CATHOLIC UNIVERSITY

^^^

a.jaí.í

..^.e...uJ^&.^

.^..o...?.aR^ .......



CATHOLIC UNIVERSITY

Ñame :

Level:

Topic:

.In.heí..luxorv.

i; ü*?. .újVio - fij.tcj-.ecl. .tVve. qvrfcwtí.. & .£ .-tViib. ̂ .Vc^ce^.. \s.euji

o r . .-fco . .%. O
.•TOA.. .U

-o.pe.oeci . . t

T.n&.

.odo w- r rtbe.y. . .c-a.p^ a .ce d . .Vi.*¿.-r. . .o.r)dL .ñ ne

..-tKe
y

. cr.í .rae.. .

ri

TOJC.nx<n*i

5 ecl .

pcice

.......

ea. . :k\vcfc . .^ome .boci. . ha,*á . h«.Vpe.QL. .



CATHOLIC UNIVERSITY

Ñame :

Level:

Topic:

e.fi;. .oí-.




