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Bu ¢alismanin amaci, yazili akran déniiti egitiminin &8rencilerin  yazmis
olduklar ilk kompozisyon taslaklar1 ve birbirlerine verdikleri yazili déniitler tizerindeki
etkisinin aragtirtlmasidir. Bu amagcla, Anadolu Universitesi Egitim Fakiiltesi Ingiliz Dili
Egitimi B6liimii birinci sinifindan 36 &8renci 6rneklem grubu segilerek deneysel bir
caligma tasarlanmigtir. Yazili akran doniitii egitiminin etkisi 6rneklem grubunun,
kontrol ve deney grubu olmak tizere ikiye boliinerek, yazdiklari kompozisyonlarin ve
verdikleri yazili d6niitlerin kargilagtinlmasiyla Ol¢lilmiistiir. Deney grubundaki
Ogrenciler nasil yazili akran doniitii verebileceklerine dair egitilirlerken, kontrol
grubundakiler boyle bir egitimden gegmemislerdir. Egitimden 6nce her iki grubun da
yazma becerileri konusunda aym durumda olup olmadiklarim tespit etmek amaciyla bir
Ontest uygulanmustir. Sonug olarak her iki grubun da aym basan diizeyine sahip
olduklan ortaya ¢ikmistir.

Deneklerden galigma boyunca toplam ii¢ konuda (Siire¢ Analizi, Karsilagtirma
ve Neden-Sonug Analizi konularinda) kompozisyon yazmalarn istenmistir. Deneklerin
yazili anlatim dersinde yazmus olduklar ilk kompozisyon taslaklan toplanmistir. Daha
sonra, deneklerden birbirlerine verdikleri yazili déniitler dogrultusunda yazdiklarim
gbzden gecirip diizeltmeleri istenmistir. Bylece yazilan ilk kompozisyonlar ile
diizeltilen kompozisyonlar iki ayn Ogretmen tarafindan ESL Composition Profile
Olgegine gére degerlendirilip notlandinlmistir. Ayrica, ilk kompozisyon taslaklarina

verilmis olan yazih donmiitler de ii¢ ayrnn Ogretmen tarafindan Coding Scheme for
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Students’ Written Comments ve Rating Scale for Students’ Written Comments
olgeklerine gore incelenip degerlendirilmistir.

Kontrol ve deney gruplarinin basarilan arasinda anlamli bir fark olup olmadigini
6lgmek amaciyla t-testi yapilmustir. Verilen egitimin katkisim ve degisik kompozisyon
tiirlerinde yazmanin diizeltmeler iizerindeki etkisini 6lgmek icin ise tek yonlii varyans
analizi uygulanmigtir. Ogrencilerin verdikleri yazih déniitlerin niteligi ve niceligi de
ytizdelik degerlerle ifade edilmisgtir.

Elde edilen verilerin istatiksel ¢6ziimlemesi sonucunda deney grubundaki
6grencilerin kontrol grubundakilere nazaran daha iyi kompozisyon yazdiklar ortaya
¢ikmustir. Aym zamanda, sonuglar, egitim alan 6grencilerin daha iyi ve daha ¢ok yazili

doniit verdiklerini de géstermigtir.
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ABSTRACT

This study aims at investigating the effects of training for peer written feedback
on students’ revising their first drafts and providing written comments on each other's
writings. For this purpose, an empirical study was conducted with 36 first year
intermediate level students who were enrolled at Anadolu University, Education
Faculty, English Language Teaching Department. The effects of peer written feedback
were investigated through a comparison of the subjects divided into two groups. One
group was trained in how to provide peer written feedback to writing and the others
were not trained. A writing pre-test was administered to the groups in order to ascertain
that both groups were similar at the outset of the experiment.

The subjects in both groups were asked to write a total of 3 different types of
essays: Process Analysis, Comparison and Contrast, and Cause and Effect Analysis
essay. Firstly, the subjects were asked to write an essay. Following this, these drafts
were collected. The first drafts were evaluated by two scorers by using the ESL
Composition Profile. Then, subjects were asked to provide written comments on each
other’s writings and revise their essays after having given written feedback. The revised
drafts were collected and scored holistically by the same scorers in the same way as the
first drafts’. The written comments on the first drafts were also collected and analyzed
by three scorers by using the Coding Scheme for Students’ Written Comments and the
Rating Scale for Students’ Written Comments.

A t-test was used to find out if there was a significant difference between the
control and experimental groups. A univariate ANOVA test was also used to investigate
the effect of the training factor on students’ writing quality and the impact of text type
on the revision. The descriptive statistics on students’ written comments on peer writing
were presented in numbers and percentages in order to clarify the amount and quality of
feedback.

The statistical analysis of the data revealed that the students in the experimental
group produced better writing quality than the ones in the control group. The findings
also indicated that training students for peer written feedback led to significantly more

and significantly better-quality feedback.
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CHAPTER 1

INTRODUCTION

1.1. Background to the Problem

Writing has been defined in a variety of ways. Some researchers define writing
as “a skill in which students try to use the language they have learned through putting
words on paper” (Hanna, 1999:1). Others define writing as “it is far from being a simple
matter of transcribing language into written symbols: it is a thinking process in its own
right” (White and Arndt, 1991:3). A broader definition is given by Mckay (1997:73)
“writing includes recurring phrases such as thinking process, stylistic choice,
grammatical correctness, rhetorical arrangement, and creativity”. That is, besides taking
into account the classical rhetorical concerns of invention (topic), arrangement
(organization), and style (grammatical correctness and stylistic effectiveness), students
are expected to “invent and organize their own ideas” while producing a piece of
writing (Raimes, 1976:188).

According to Faigley (1986), human language, including writing, can be
understood only from the perspective of a society rather than a single individual. Thus,
taking a social view of writing requires a great deal more than simply paying more
attention to the context surrounding a discourse. He rejects the assumption that writing
is “the act of a private consciousness” and that everything else; readers, subjects, and
texts; is “out there” in the world (Faigley,1986:535). Similarly, Hirvela (1999:10) points
out that writing does not occur “in a vacuum”; rather, it is shaped by the “expectations
and demands of its intended community of readers”. Hence, while the writer may
compose without thinking the reader in the actual writing of a text, a social dimension is
present that can influence the production of that text. So it is possible to define writing
as an interactive activity (Widdowson, 1984), which highlights the importance of the

reader since “the writer creates a picture of the reader, who thus becomes an ideal



reader, attributes to this reader certain experience, knowledge, opinions and beliefs on
the basis of which the writer builds his message” (Porto, 2001:39).

As seen from the diversity of definitions, writing has been one of the most
essential skills to be developed both in L1 and L2 settings. However, writing did not
obtain its real place in language teaching in the past and was regarded as the “forgotten
skill” (Bowen & Marks, 1994:143). Until 1960’s, writing received the least attention
due to the fact that it was at the bottom of the list of both teachers’ and students
priorities (Richards & Rodgers, 1986). The main reason for this situation derives from
seeing writing as “the handmaid of the other skills” (Silva in Kroll, 1990:13). The writer
was simply a manipulator of previously learned language structures; and the teacher
was merely interested in the linguistic accuracy, but not concerned with the quality of
ideas and organization (Silva in Kroll, 1990). Moreover, writing seemed both
“traditional” and “irrelevant to learners’ immediate needs” with its associations of
homework, written exercises and examinations (Bowen & Marks, 1994:143).

Today, learning to express oneself well through writing is very beneficial for
one’s academic and daily life and having good writing skills has become the key to
better career opportunities. A person who is in the academic environment needs writing
in order to present his reports, term papers and research papers in acceptable academic
English form (Silva in Kroll, 1990). In other words, the writer is oriented primarily
towards academic success, meeting standards and requirements. On the other hand, a
person who is not in the academic environment also needs writing to write letters,
messages to represent the way he thinks and feels and relates his knowledge and
experience of the world to the others (Brookes & Grundy, 1990). In our time, both
foreign language learners and teachers give great importance to writing since skill in
writing becomes a basic necessity for language learners to cope with academic writing
tasks or fulfil very many individual needs in target language. These reasons encourage
the researchers to discover more about writing and its applications related to the area in
the foreign language composition classes. Consequently, the skill of writing has gained
importance in foreign language learning with the help of researches in the area and the
newly invented writing approaches (Kroll, 1990).

The process approach is one such innovative approach to teaching writing. It

brings out the idea that “writing is a process” and that “the writing process is a recursive



cognitive activity involving certain universal stages (prewriting, writing, revising)”
(Cooper, 1986:364). In other words, process writing represents a shift in emphasis in
teaching writing from the product of writing activities (the finished text) to ways in
which text can be developed: from concern with questions such as “What have you
written?, What grade is it worth?, to “How will you write it?, How can you improve it?”
(Furneaux, 2000:1).

The process approach originated in the L1 classroom was developed in reaction
to “traditional” types of writing teaching. Students were presented with rules of
traditional writing about what constituted good writing, and were expected to produce
texts that observed those rules (Caudrey in Fulcher, 1997:5). The focus of the class was
on the model and on the students’ finished text, or product which would be graded by
teachers with a focus on correcting linguistic errors rather than responding on students’
ideas (Shih, 1999). As Roebuck (2001) states, there was no teaching on how the content
of an essay was to be created and developed. The process approach, on the other hand,
argues that writers create and change their ideas as they write, so the most important
task of writing instructors is helping students develop the skills needed to come up with
ideas, explore ways of expressing them, and examine and refine their writing (Caulk,
1994). In practice, this means working on prewriting, drafting, analyzing and revising
(Miller, 2001). As a result, revision has been widely acknowledged as a crucial
component in the writing process (Tsui & Ng, 2000).

According to Neman (1995:184), the revising phase of the writing process consists
of three distinct practices: “rewriting- performing global, usually structural revision that
affect the meaning of the text; editing-making changes, usually stylistic, within the
paragraph and sentence, and in word choice; and proof-correcting errors and
infelicities”. The students need an outsider's comments on their work in this stage.
Those comments given by a reader to a writer to improve their written work can be
defined as "feedback" (Elbow, 1981:238). The importance of feedback and revision is
stressed by Elbow (1981) as follows:

“No matter how productively you managed to get words down on paper or how carefully you
have revised, no matter how shrewdly you figured your audience and purpose and suited your
words to them, there comes the time when you need feedback. Perhaps you need it for the sake
of revising: you have a very important piece of writing and you need to find out which parts
work and which parts don’t so you can rewrite it carefully before giving it to the real audience.
Or perhaps you have already given an important piece to the real audience- it’s too late for any
revising- but nevertheless you need to learn how your words worked on the reader. Or perhaps




’”

you’ve simply decided that you must start learning in general about the effectiveness of writing
(Elbow, 1981:237).

The importance of feedback has also been pointed out by Swain and Lapkin (as
cited in Porto, 2001:40), who posit "relevant feedback could play a crucial role in
advancing the learners' second language learning". Relevant feedback informs the
writing process by "permeating, shaping and moulding it" (Tsui & Ng, 2000:148) and it
also raises the writer's awareness of the informational, rhetorical, and linguistic
expectations of the intended reader (Hedgcock & Lefkowitz, 1994). This leads to a
"modified output", which, in turn, enhances learning (Porto, 2001:40).

The process approach reveals various types of feedback as revision, including
peer feedback, conferences as feedback and teachers' comments as feedback (Keh,
1990). In fact, the types of feedback are so varied and numerous that Lynch (as cited in
Muncie, 2000:47) suggests that “teachers should offer learners a range of feedback
types which may stand a greater chance of success than reliance on a single technique".

The types of feedback can be given in oral or written ways. Written feedback is
defined as “written from a reader to a writer with the effect of providing information to
the writer for revision” and oral feedback is defined as “oral input from a reader to a
writer with the effect of providing information to the writer for revision” (Keh,
1990:294). Oral feedback can be given in one-to-one situation or with a small group
through teacher-student conferences (Zhu, 1995).

Since the late 1980's, a common respondent to students' writing, especially in the
early stages of draft development, are the other students (Nelson & Carson, 1998).
Working in pairs or groups, students read and respond to each other's drafts (Miller,
2001). Therefore, peer feedback has become a common feature in L2 classrooms, where
the process approach to teaching writing is used.

All this is not to say that teachers of writing have no role to play beyond that of a
classroom organizer (Muncie, 2000). The fact that the teacher is more knowledgeable
than the learners about the linguistic and rhetorical features of English text gives him or
her "unique role" to play in facilitating the improvement of the learners' writing ability
(Muncie, 2000:51). Teacher feedback on learners' drafts is prefered both by the students
and by the teachers themselves and necessary (Tribble, 1996:122). Unfortunately,
students do not develop either cognitive or writing skills through their writing; they only



rewrite essays based on their teachers' comments. In these circumstances, learning
becomes "a more of a matter of imitation or parody than a matter of invention or
discovery" (Hyland, 2000:35).

Peer feedback is seen as a way of giving more control to students because
students have to make their own decisions about whether or not to use their peers'
comments as opposed to a passive reliance on teachers' feedback (Mendonga &
Johnson, 1994). The literature claims many positive effects for peer feedback. Tsui and
Ng (2000) noted many advantages which various educators (Chaudron, 1984; Elbow,
1981; Keh, 1990; Nelson & Carson, 1994; White & Arndt, 1991) have claimed for peer

feedback, such as:

"1. Peer feedback is pitched more at learner's level of development or interest and therefore more
informative than teacher feedback.

2. Peer feedback enhances audience awareness and enables the writer to see egocentrism in his
or her own writing.

3. Learners' attitudes towards writing can be enhanced with the help of more supportive peers
and their apprehension can be lowered.

4. Learners can learn more about writing and revision by reading each other's drafts critically and
their awareness of what makes writing successful and effective can be ephanced.

5. Learners are encouraged to assume more respousibility for their writing.”(Tsui & Ng,
2000:148-149).

The above issues on peer feedback, however, have not gone unchallenged and
writing researchers voiced criticisms of its use in both EFL/ ESL writing pedagogy. To
illustrate, Leki (1990) identified several problems with peer comments: students tend to
respond to surface errors instead of semantic or textual ones; they tend to give advice
that does not facilitate revision; and they also have difficulties deciding whether their
peers’ comments are valid. Similarly, Nelson and Murphy (1993) state students from
cultures that see the teacher as the only source of authority may consider their peers not
knowledgeable enough to make sensible comments and ultimately not incorporate the
comments into their writing.

According to Berg (1999b), such problems do appear since the students are
asked to participate in the complex of peer feedback session without adequate
preparation. Responding to writing is not a skill with which most students have had
enough experience (McGroarty & Zhu, 1997). It is therefore unrealistic to assume that
they will be able to effectively respond to their peer’s draft and successfully revise their
drafts based on the given comments. If students are to be expected to skillfully

participate in peer feedback and perform appropriate revisions of their texts, it appears



reasonable to believe that they need to be given the opportunity to learn how to give and
receive feedback and to revise their papers (Berg, 1999a). This point is also highlighted
by Gere (as cited in Stanley, 1992:219) who sees inadequate student preparation for
peer feedback as a major cause of unsuccessful peer feedback sessions: “When I meet
teachers who say ‘Oh, I tried peer evaluation groups and they didn’t work,” I begin by
asking about preparation”. Nystrand (1989) agrees with Gere, in that peer feedback
takes careful planning on the teachers’ part, and that students must be shown how to
respond to writing during the peer feedback session. Similarly, Huff and Kline (1987)
point out the importance of providing students with appropriate peer feedback skills,
such as giving and receiving criticism, commenting on negative and positive qualities of
writing, and recognizing different stages of the drafting process. In short, with training,
students can become productive peer reviewers and better writers (Stanley, 1992;
Youngs & Green, 2001).

Writing teachers interested in using peer feedback as a learning tool in their
classrooms may find it difficult to locate information on how to train students,
especially the information that is based on empirical research that outlines exactly how
students can be appropriately prepared (Berg, 1999a). Therefore, studies that investigate
the role of training students on peer feedback are indeed urgently needed (Paulus,
1999). Such tested and detailed information is important not because it provides a
formula for peer feedback training in all EFL/ESL settings, but it can eliminate
students’ lack of knowledge and skills needed for peer feedback (Berg, 1999a; Zhu,
1995).

To fill the gap in knowledge about the effects of peer feedback fraining on
writing and the role that instruction plays in determining such effects, this study
investigated the effects of trained peer feedback on the quality of written comments and
writing products. It did so by comparing two groups, one trained on how to give written
feedback in a peer response activity and the other not trained in this method.
Specifically, written comments given by students in the trained versus untrained group
and level of improvement in trained versus untrained students’ first and second drafts
were compared.

The chief importance of this study lies in its aim to unearth the merits of training

students to give written feedback in a peer response activity. The reasons for such a



training are fourfold. Firstly, the students did not receive oral feedback through teacher-
input student conferences, for their final drafts, but they received written teacher
feedback since the beginning of the study; therefore, students in both groups were
required to give written comments on their peers’ drafts. Secondly, studies along this
line of research have mostly examined oral feedback generated during peer response,
often with a particular interest in peer talk during the peer response process (Zhu, 2001),
whereas identifying the type of written peer feedback that is most appropriate and
effective remains a key research question (Paulus, 1999). Investigations of the role of
feedback of L2 writers have included studies which have examined the focus of teacher
feedback, including teacher written feedback and teacher-student conferences; and the
focus of peer feedback looking especially at peer discussion during feedback session
(Hyland, 1998). Thirdly, the risk of forgetting some comments is eliminated in this way
owing to the fact that students complain about forgetting oral feedback given by their
peers or teachers in some studies. Huff and Kline (1987) also noted that oral feedback in
peer response activity can be problematic. They suggested that students’ verbal
feedback can be “blatantly wuseless, uninformed, and often thoroughly
unconstructive”(Huff & Kline ,1987:150) because verbal responses do not allow
students to contemplate their reactions and word them appropriately. Fourthly, and
perhaps most importantly, it was relatively easy to collect and analyze written feedback

from all students.

1.2. Statement of the Problem

The university level foreign language composition class is a challenging course
to teach for many instructors. Required in some form for almost all major and minor
language programs, there are many factors that contribute to making it a difficult
course for both instructors and learners. One of the greatest obstacles, for both the
instructor and learner, is the difficulty that most students have when trying to write
coherent and concise compositions in foreign language.

It is because of its problematic nature, however, that the composition class offers
learners a valuable opportunity to develop their linguistic and written competencies,
while challenging the instructor to create pedagogical situations and activities that

enhance the students’ development. ‘The process approach’ in particular provides us



with a theoretical framework for a better understanding of the learning process and for
creating activities that help students work in and move the stages of writing, in this case,
as it is highly related to the development of théir foreign language writing competence
(Roeback, 2001). Peer feedback sessions are one of the most important activities in the
composition process since the writer will read useful comments about the content and
structure of his composition. Thus, it is the instructor’s task to provide the students with
peer feedback sessions which facilitate the students’ revising.

The impetus for this research study originates from the way peer feedback
sessions is implemented in writing classes. The students are often asked to participate in
the complex peer feedback sessions without adequate preparation. That is with little or
no practice, they are expected to read and respond to someone else’s writing,
constructively react to peer feedback on their own writing, and revise their writing
based on the feedback. As a result of such lack of preparation, the peer feedback activity
is often on unsatisfactory experience for students and a frustrating one for teachers. To
help make it a positive and worthwhile experience, the students need to be taught
certain skills.

Training students to offer and receive constructive feedback, which we
elaborated on in Chapter II, seemed to us to be suitable enough to solve the problems
that we experience in the implementation of peer feedback. We set out for this research
hoping that preparing EFL students for peer feedback could not only lead to better
writing skills but it could also be considered as a valuable and successful experience

which promotes the whole language learning process.

1.3. Aim and Scope

The main purpose of the study is to investigate the effects of training for peer
written feedback on the development of writing skills of Turkish EFL students and also
to examine their ability to comment on peer writing. Briefly, the"effects of training”
have been assisted using the two criteria: a) quality of student writing and b) students’
ability to critique peer writing. Specifically, this study aims at comparing students who
received training for peer written feedback with those who received no systematic

training.



1.4. Statement of the Research Questions
In the light of the issues stated above, this study aims at finding out whether
there is a significant difference between the experimental group who received training
for peer written feedback and the control group who received no systematic training in
terms of the quality of student writing and the quality of feedback. In other words, this
study will attempt to answer this basic research question: What are the effects of
training for peer written feedback in freshman composition classes? Thus, the following
research questions were posed to guide the study:
1. What are the effects of peer written feedback on students’ written products where
students do not receive any deliberate training?
2. What are the effects of peer written feedback training on students’ own written
products?
3. What are the effects of peer written feedback training on the quality of students’

written comments?

1.5. Definitions of the Terms

The following terms which were used in the present study need to be defined in
order to avoid a possible confusion.

Process Approach: An approach focuses on writing process; teaches strategies
for invention and discovery; considers audience, purpose and context of writing;
emphasizes recursiveness in the writing process; and distinguishes between aims and
modes of discourse (e.g., expressive, expository, persuasive and description, narration,
evaluation, classification) (Connor, 1987:677).

Feedback: Input from a reader to a writer with the effect of providing
information to the writer for revision (Flower, 1979:19).

Peer Written Feedback: The students read their classmates’ papers and give

written suggestions for revision.
The Example Essay: A kind of essay in which the writer gives numerous
specific and concrete examples to develop the topic (Messenger & Taylor, 1989:47).
The Process Analysis Essay: This type of essay either tells how to do

something (like how to serve a tennis ball) or analyzes a process to tell how something
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works, how something happened, or how something is or was done (like how a furnace
works) (Bailey & Powell, 1987:92).
The Comparison and Contrast Essay: In this type of essay, the writers

develop their topic by arranging the supporting sentences according to either the
similarities or the differences between two things, or between two aspects of one thing
(Arnaudet & Barrett, 1981:125).

The Cause and Effect Analysis Essay: In this type of essay, there is always a

casual relationship between the sentences which means that the supporting sentences
become a list of either effects (what a certain situation has led to or has resulted in), or
causes (reasons or explanations why something is the way it is, or why it happened the
way it did) (Arnaudet & Barrett, 1981:101).

Global Feedback: Global feedback addresses such concerns as development of
ideas, audience and purpose, and organization of writing (Zhu, 1995:504).

Specific and Relevant Feedback: A comment or suggestion correctly identifies

the strengths and / or weaknesses in a piece of writing in concrete terms, or raises a
relevant question about a particular area of writing, or provides correct and clear
direction for revision (Zhu, 1995:522).

Local Feedback: This kind of feedback addresses such concerns as wording,
grammar and punctuation- a kind of copy- editing approach (Zhu, 1995:504).

Evaluative Feedback: It expresses students’ overall evaluation of peer writing.
(Zhu, 1995:505).

The ESL._Composition Profile: A holistic scoring system used to assess the
quality of student writing.

The Rating Scale for Students’ Written Comments: A kind of scale used to
evaluate student feedback on peer writing.
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CHAPTERII

REVIEW OF LITERATURE

2.1. Review of Theoretical Background

2.1.1. Approaches to Teaching Writing

The teaching of writing has long been a central element in all educational
systems, and there are many, often conflicting, views of the best ways of going about it
(Tribble, 1997). Therefore, the literature on teaching writing in English provides us with
numerous approaches. We might identify four key approaches: focus on accuracy, focus
on fluency, focus on text and focus on purpose (Byrne, 1988).

With its too much focus on formal correctness, the first approach was very much
a product of the Audio-Lingual method which emphasizes step-by-step learning and
formal correctness. It was assumed that students made mistakes because they were
allowed to write what they wanted. Therefore, there should be a strict control in order to
eliminate mistakes from written work (Raimes, 1983). Gradually, the amount of control
is reduced and students are allowed to write free compositions. In this controlled-to-
free-approach students are first strictly controlled about writing but at a later stage they
are allowed to express themselves freely (Byrne, 1988).

In contrast with the controlled-to-free-approach, the second approach encourages
students to write as much as possible and as quickly as possible, without worrying about
making mistakes. According to Pincas (1982), the important thing is to get one’s ideas
down on a paper. By time, students are said to become less and less inhibited to write.
In this way, they write what they want to write and consequently writing becomes an
enjoyable experience.

In the third approach, neither formal correctness nor fluency of content is

emphasized. The organization of the paragraph as ‘the basic unit of written expression’
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is stressed. Students are asked to work on model paragraphs to express themselves at a
level beyond the sentence (Byrne, 1988:23).

In the fourth approach, the focus is on purpose. As Byrne (1988) states, in real
life we normally have a reason for writing and we write to or for somebody. This
approach motivates students to write and shows how writing is a form of
communication, this implies that classroom situations can be created to allow students
to write purposefully: for example, they can write to one another in the classroom or use
writing in roleplay situations.

Apart from those approaches, there are also two other approaches which have
had a widespread influence on the teaching of writing throughout the English speaking
world: the product approach and the process approach (White & Arndt, 1991).

2.1.1.1. An Overview of the Product Approach

One of the most explicit descriptions of product approaches is provided by
Pincas (1982). She sees writing as being primarily about linguistic knowledge with
attention focused on the appropriate use of vocabulary, syntax and cohesive devices.

The teachers who follow the product-approach are highly interested in the
finished product which is “the end result of students’ labors and has about it an air of
finality and completeness” (Brookes & Grundy, 1990:22). In this approach, teachers
mark students’ papers liberally with red pencils and make caustic comments in the
margins. They invoke the rationale that they are upholding high standards and pursuing
excellence and they argue that “those who can’t stand the heat should get out of the
kitchen” (Neman, 1995:5). Therefore, students try to avoid grammar, spelling and
punctuation errors for linguistic accuracy in a writing activity (Caudrey, 1997).

In such a context, one of the teacher’s main roles is to instill notions of
correctness and conformity (Tribble, 1997). As Dheram (1995) states writing teachers
still seem to focus on surface-level errors. This causes anxiety among the students and
they prefer to write simple sentences since they know that there would not be serious
grammatical mistakes, which outweigh a well-developed piece of writing.

As Badger and White (2000:154) point out, product-based approach sees writing

as mainly concerned with knowledge about the structure of language, and writing
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development as mainly the outcome of “the imitation of input, in the form of texts

provided by the teacher”.

2.1.1.2. An Overview of the Process Approach

Process writing represents a shift in emphasis in teaching writing from the
product of writing activities, that is the finished text, to studies of ‘how you do it’ of
writers’ composing processes (Dyson, 1981). As Vincent (1990) points out, this shift
was driven by a desire to know how writers went about their task and what mental
processes were going on as people wrote.

This major paradigm shift has entered L2 teaching under the influence of
exponents such as Raimes, Spack and Zamel, from L1 teaching and research in America
since 1960’s (Furneaux, 2000). The investigations have brought about the notion that
writing is a process of discovering and making meaning. Through the act of writing
itself, ideas are explored, clarified and reformulated and as this process continues, new
ideas suggest themselves and become assimilated into the developing pattern of thought
(Zamel, 1983).

There are views on the stages that writers go through in producing a piece of
writing, but a typical model identifies four stages: prewriting, composing / drafting,
revising and editing (Tribble, 1997). The whole process is not a fixed sequence but a
dynamic and unpredictable process. In other words, the process of writing is a cyclical
process in which writers may return to prewriting activities, for example, after doing
some editing or revising (Badger & White, 2000). This feature of the process approach
has also been described by Raimes as follows:

“contrary to what many textbooks advise, writers do not follow a neat sequence of planning,

organizing, writing and revising. For while a writer’s product — the finished essay, story or

novel- is presented in lines, the process that produces it is not linear at all. Instead, it is
recursive....” ( Raimes, 1985:229).

White and Arndt’s diagram (1991:4 see Figure 2.1 and :7 see Figure 2.2 below)
offers teachers a framework which tries to capture the recursive, not linear, nature of

writing.
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Figure 2.1. White and Arndt’s (1991) Diagram of Process Writing
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Figure 2.2. White and Arndt’s (1991) Table of a Typical Sequence of Activities in

Process Writing

(Discussion class, small group, pair)
Brainstorming / making notes / asking questions
Fastwriting / selecting ideas / establishing a viewpoint
Rough Draft
Preliminary self-evaluation
Arranging information / structuring the text
First Draft
Group / peer evaluation and responding
Conference
Second Draft
Self-evaluation / editing / proof-reading
Finished Draft
Final Responding to draft

White and Arndt’s diagram (1991:4) displays the complex and recursive nature
of writing. Activities to generate ideas (e.g. brainstorming) help writers tap their long-
term memory and answer the question “What can I say on this topic?”. Focusing (e.g.
fast writing) deals with “What is my overall purpose in writing this?” .Structuring is
organizing and reorganizing text to answer the question: “How can I present these ideas
in a way that is acceptable to my reader?” (Furneaux, 2000:2). Drafting is the transition
from the writer-based thought into reader based text. Multiple drafts are produced from
rough to polished, each influenced by feedback from teacher and peers. Feedback
focuses initially on content and organization. When these are satisfactory, comment on
language is given on penultimate drafts for final correcting (Neman, 1995). Reviewing
is standing back from the text and looking at it with fresh eyes, asking “Is it right?”

(Furneaux, 2000:2). A lot of reshaping and reconstructing of existing draft is essential
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for an efficient revision. Students find polishing of rough drafts necessary since their
intention in their early writing sessions can be different from those in later drafts
(Richards, 1990).

Briefly, the theory of process writing suggests that “writing is a highly complex,
goal-oriented and recursive activity”(Furneaux, 2000:2).1t develops over time as writers
move from the production of egocentric,“writer-based texts”(typically,writing
everything they know on a topic without thinking of what the reader wants or needs to
know) to“reader-based texts”,which are written with the reader in mind (Furneaux,
2000:2).

2.1.2. Feedbacking in the Process Approach

In recent years the process approach to writing has become the mainstream
orthodoxy both in ESL and EFL classes. This approach seeks to shift emphasis from an
endless stream of compositions assigned by the teacher, handed back to the learners and
promptly forgotten by them as they start on the assignment. Instead, the emphasis is on
the process of writing itself, generating ideas (prewriting, writing a first draft with an
emphasis on content) to discover meaning / author’s ideas, second and third (possibly
more) drafis to revise ideas and the communication of those ideas (Muncie, 2000).
Feedback is seen as essential to the multiple-draft process, as it is “what pushes the
writer through the various drafts on to the eventual end- product” (Keh, 1990:294).
According to Flower (1979:19), feedback can be defined as “input from a reader to a
writer with the effect of providing information to the writer for revision”. In other
words, it is the comments, questions, and suggestions that a reader gives a writer to
produce ‘reader-based prose’.

Youngs and Green (2001) note that feedback can enhance learning and the
student can benefit from a second opinion, due to the fact that the writer learns where he
or she has misled or confused the reader by not supplying enough information, illogical
organization, lack of development of ideas or inappropriate word choice or tense.

Various types of feedback are possible, including feedback, conferencing, and
written teacher-feedback, as well as more innovative methods such as “the use of taped
commentaries and computer-based response” (Muncie,2000:47). Figure 2.3 illustrates

how the implementation takes place.
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Figure 2.3. Implementation of Feedback
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‘Input’ on the continuum on Figure 2.3 means anything which help students to

get ideas for writing. This includes invention strategies such as brainstorming, fast
writing, clﬁstering and interviewing. This may also include readings for models of good
writing(for a particular type of assignment such as compare/contrast) or readings related
to a particular topic. Once students have received input for writing, they write their first
draft (D1). They are made aware that D1 is only a draft. After D1 is written, students
receive their first form of feedback from peers (Keh,1990:295).

2.1.2.1. Peer Feedback

In the literature on writing, peer feedback is referred to by many terms, for
example, peer response, peer revision and peer evaluation. Each name connotes a
particular slant to the feedback, mainly in terms of “where along the continuum this
feedback is given, and the focus of the feedback™ (Keh,1990:295). For example, peer
response may come on earlier in the process (after D1) with a focus on content
(organization of ideas, development with examples), and peer editing nearing the final
stages of drafting (after D2 or D3)with a focus on grammar, punctuation and spelling.

The peer feedback has the potential to be a powerful learning tool
(Mangelsdorf,1992) and it is claimed to have various benefits, some of which are
helping to generate new ideas (Amores, 1997); building a wide sense of audience
awareness (Mendon¢a & Johnson,1994; Thompson,2001); building self confidence
(Chaudron ,1984); having the opportunity to make active decisions about whether or not
to use their peers’ comments as opposed to a passive reliance on teachers’ feedback
(Hyland,2000); learning to take responsibility in order to make constructive efforts to

correct his own mistakes and assess himself (Ndubuisi, 1990); and being exposed to not
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only different perspectives; but also different writing styles and organizational patterns
(Dheram,1993). Also, the feedback leads to consciousness- raising about the writing
process since learners gain awareness of their ineffective or inappropriate writing
habits, they realize that different people approach writing in different ways and become
conscious of how their linguistic choices affect the identity they project through their
writing (Porto,2001). Furthermore, peer feedback provides an effective content for the
development of collaborative learning. As Hirvela (1999) points out, students
experience increased opportunities to review and apply their growing knowledge of
second language writing through dialogue and interaction with their peers in the

collaborative writing group.
2.2. Review of Empirical Studies on Peer Feedback

2.2.1. Empirical Studies on Effectiveness of Peer Feedback

The enthusiasm for peer feedback is not difficult to understand, considering the
strong theoretical support for and claims made about it. To date, writing research has
examined various issues related to peer response in first as well as second / foreign
language classrooms. One strand of research has focused on the impact of peer feedback
on students’ revision and quality of writing ( Hedgcock & Leftowitz, 1992; Nelson &
Murphy, 1993; Mendonga & Johnson,1994; Paulus,1999).

A major line of research has also investigated peer feedback process, focusing
on student interaction and negotiation (Mangelsdorf & Schlumberger, 1992; Villamil &
De Guerrero,1996; Tsui & Ng,2000). Another line of research, perhaps spurred by
mixed results on peer response, has examined the effects of training students for peer
response tasks (Stanley, 1992; Zhu,1995; Berg,1999b).

2.2.1.1. Empirical Studies on Students’ Revision and Quality of Writing

Researches in recent years have stressed the need for ESL/EFL writing
instruction to move to a process approach that would teach students not only how to edit
but also to develop strategies to generate ideas, compose multiple drafts, deal with
feedback and revise their written work on all levels (Paulus,1999). Therefore, peer

feedback is now commonplace as one part of the feedback and revision process of
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ESL/EFL writing classes. Research has begun to address the effectiveness of peer
feedback for ESL/EFL writing instruction.

Hedgcock and Leftkowitz (1992), investigated peer feedback in FL writing. In
their study of 30 students in accelerated first-year college French, the participants wrote
two essay‘ assignments requiring three separate drafts. Students in the experimental
group participated in peer review in small groups, reading their papers aloud to each
other and receiving oral feedback from their peers. Students in the control group
received written feedback from their teacher. Comparison of the final drafts of the
assignments revealed that there was no significant difference between the two groups in
performance from the first assignment to the second assignment. These results also
indicated that the teacher-feedback group improved significantly on grammar but got
significantly worse on content, organization, and vocabulary, whereas the peer-feedback
group showed the exact opposite change: significant improvement in content,
organization, and vocabulary, but significant weakening in grammar.

In their study, Nelson and Murphy (1993), tried to find out the answer of the
following research question: When révising drafts, do students incorporate suggestions
made by their peers in response groups? Four university students from four different
countries (Chile, Colombia, Peru and Taiwan) were selected according to their scores
from a university-developed placement exam. They were given a set of guiding
questions related to the content of their paragraphs and were told not to correct
mechanical errors such as grammar, spelling and punctuation. Students talked through
their responses to the drafts during peer-group discussions and they revised their
paragraphs at home. The researchers analyzed the transcripts and the final drafts in the
light of their peers’ comments by using a 5- point coding scale.

The researchers (Nelson & Murphy,1993) found that the degrée to which L2
writers incorporate peer suggestions in their revised drafts depends on the natufe of the
writers’ interactions with the group. When the writers interacted with their peers in a
cooperative manner, they were more likely to use their peers’ suggestions in writing. On
the other hand, when students faced with a defensive manner and no interaction at all,
the writer was less likely to use the peers’ comments.

Similarly, Mendonga and Johnson (1994) conducted a research study to describe

the negotiations that occur during ESL students’ peer reviews and the ways these
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negotiations shaped students’ revision activities. Twelve advanced ESL learners
enrolled in a writing course participated in peer reviews. For the peer review, students
worked in pairs. Firstly, they gave oral feedback and then they wrote down their
comments on each other’s papers. They asked questions, offered explanations, gave
suggestions, restated what their peers had written or said and corrected grammar
mistakes. Audio-taped transcripts of the peer reviews and the students’ first and revised
drafts were analyzed, and post interviews were conducted.

The findings of the study indicated that reviewers made negotiations during the
peer review sessions. Although students used their peers’ comments to revise their
essays, they incorporated those comments in their revisions selectively, deciding
whether the comments would fit in their revisions. Since peers from different fields of
study were better at pinpointing unrelated ideas in the drafts, they asked more questions,
either in the form of request for explanation or comprehension checks. However, peers
from the same field of the study could offer more ideas without asking detailed
questions.

All students in the study reported that they found the peer review beneficial
since they could see the points that were clear and needed revision in their drafts with
the comments of their peers. In addition, students pointed out that they enjoyed reading
their peers’ essays as they could compare their work with their peers and learn some
more new ideas about writing.

The results of this study support the claim that peer reviews are a valuable form
of feedback in L2 writing instruction. Therefore, according to researchers (Mendonga &
Johnson, 1994) teacher should use peer feedback session in their classes since peer
revisions allow students to explore and negotiate their ideas as well as to develop a
sense of audience.

Paulus (1999) also conducted a research study to find out the effect of the
feedback on the improvement of the student writing. Eleven ESL students participated
in the study, and working in pairs students received written and oral feedback from their
classmates on the first drafts of their essays, after which they revised and wrote a
second draft. All of the students tape- recorded two think-aloud protocols (TAPs): the
first as they revised their essays based on their peer review discussion and the second as

they revised based on the teacher feedback. The researcher analyzed student essays in
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detail by categorizing the types and sources of revisions made according to Faigley and
Witte’s taxonomy of revisions by evaluating the first, second and the third drafts of the
students’ essays, and by analyzing the TAPs of the students.

The repeated-measures t-test indicated that a statistically significant
improvement in the essay scores took place from the first, the second and the third
drafts. Based on these findings, the study revealed that students did use both the peer
and the teacher feedback to influence their revisions. While Connor and Asenavage
(1994) were discouraged to find that only 5 % of total revisions made resulted from peer
comments, the study of Paulus found nearly three times that number with 14 % of total
revisions made as a result of the peer feedback.

Even more encouraging and relevant, is that 32 % of the changes made to the
second drafts of the essay, written immediately after receiving only peer feedback, were
a result of peer feedback. These outcomes show that the students found their
classmates’ advice particularly useful and they took their classmates’ advice seriously.
In the light of the positive results of the study, the researcher (Paulus, 1999) claims that
writing instructors should integrate peer feedback into the writing classroom with
confidence that this feedback can be effective and can be used by many students in their

revisions.

2.2.1.2. Empirical Studies on Oral and Written Comments on Peer Feedback
Process

Peer feedback involves students working together and interacting with one
another. Given this, it is not surprising that a major line of research has investigated
interaction and negotiation during peer feedback, addressing issues concerning language
functions of peer utterances, aspects of writing attended to by students, reader stances
and group dynamics. Studies along this line of research have also examined oral and
written feedback generated during peer feedback, often with a particular interest in peer
talk during the peer feedback process.

Mangelsdorf and Schlumberger (1992) carried out a study concerning how
advanced ESL students actually respond to each other during feedback sessions and
what these responses suggest about their assumptions concerning peer reviews and

composition. Participants were sixty freshmen ESL composition students. All were
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enrolled in the study by responding to an essay written by another ESL student in the
previous semester. The researchers analyzed the stances the students took toward the
text and the student writer as they made suggestions for revision. Three stances were
defined at the end of their analysis in the students’ reviews: an interpretive stance
(students impose their own ideas about the topic onto the text), a prescriptive stance
(students expected the text to follow a prescribed form) and collaborative stance
(students tried to see the text through author’s eyes). The researchers classified the
reviews according to the dominant stance the student writers took toward the student
text. The results of the study revealed that a majority of the students took a prescriptive
stance because they believed that correct form was more important than the
communication of meaning.

The analysis of the collaborative category showed that the students wrote
reviews by focusing on the important aspect of the rhetorical situation: purpose,
audience, message, context and forum. According to the researchers (Mangelsdorf &
Schlumberger, 1992:249), creating a collaborative classroom setting is the key point in
making students express themselves in a particular context since “students become
actively involved in making meaning, not just receiving meaning”.

Villamil and De Guerrero (1996) conducted a research study which sought to
investigate the kind of revision activities students engaged in while working in pairs, the
strategies peers employ in order to facilitate the revision process, and significant aspects
of social behavior in dyadic peer revision. Fifty four intermediate ESL college students
participated in the study. The students were paired for each revision sessions and
writer/reader labels were given implicitly: in each pair, there was a ‘writer’, whose
composition would be revised, and a ‘reader’, whose task was to help author to revise
his/her paper. Interactions between pairs of students during two revision sessions were
recorded and transcribed.

The analysis of the transcripts yielded seven types of social-cognitive activities
in which the students engaged: reading, assessing, dealing with troublesources,
composing, writing comments, copying and discussing task procedures; five different
mediating strategies used to facilitate the revision process: employing symbols and
external resources, using the L1, providing scaffolding, resorting to interlanguage

knowledge, and vocalizing private speech; and four significant aspects of social
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behavior: management of authorial control, affectivity, collaboration and adopting
reader/writer roles.

The outcomes of the study revealed that peer feedback is indeed a very complex
process which enlarges the picture of what happens during interaction and highlights
some of the benefits of collaborative writing in the L2 classroom. As the researchers
(Villamil & De Guerrero, 1996) point out, peer feedback gives students a chance to
explain, defend and clarify their points of view. In addition it has “the potential for
bringing out into open the students’ limitations and creating awareness, without which
remedial action would never be successfully undertaken” (Villamil & De Guerrero,
1996:69).

The bulk of the studies conducted on the effectiveness of teacher comments and
peer comments have been done with tertiary L2 learners, but Tsui and Ng (2000) carried
out a study on the roles of teacher and peer comments in revisions in writing among
secondary L2 learners in Hong Kong. The study involved 27 Chinese students in
secondary 6 and 7 that are pre-university years in Hong Kong. All were enrolled in
writing courses in which peer and teacher feedback were used. Students were asked to
read their peers’ writing and provide written comments. Then they provided oral
responses to their peers’ writings in groups of three or four. All peer response group
discussions on the first draft were audiotaped.

The data collected consisted of a questionnaire survey, students’ drafts and
comments and follow-up interviews with a sub-sample of six students. The researchers
analyzed the transcripts and the drafts of the students to find out whether revisions were
made or not after receiving peer and teacher feedback. This was done by coding the
written and verbal comments according to whether they required any revisions, and if
they did, whether they were incorporated or not in the proceeding drafts, and whether
the revisions were self-initiated.

The findings of the study showed that some learners incorporated high
percentages of both teacher and peer comments, some incorporated higher percentages
of teacher comments than peer comments, and others incorporated very low percentages
of peer comments. Those who incorporated a low percentage of peer comments saw the
teacher as a figure of authority that guaranteed quality and did not have confidence in

their peers who were non-native speakers of English. However, those students who
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incorporated a high percentage of peer comments saw the value of getting feedback
from their peers since they felt that peer comments did help them to revise and improve
their writings.

What is interesting is that no matter whether the students incorporated a high
percentage or a relatively lower percentage of peer commenfs, they saw peer comments
as having certain roles to play. From the interviews with the learners, four roles of peer
comments that contributed positively to the writing process were identified: enhancing
the sense of audience, awareness raising through reading peers’ writings, encouraging
collaborative learning and fostering ownership of text. This suggests that even for L2
learners who are less mature L2 writers, peer comments do play an important part.

According to the researchers (Tsui & Ng, 2000:168), the teacher should
highlight the fact that responding to peers’ writing is a learning process that will raise
“their awareness of what constitutes good and poor writing, help them to identify their

own strengths and weaknesses in writing, and make their texts more reader friendly”.

2.2.1.3. Empirical Studies on Trainihg Students on Peer Feedback

Whether in grade or high school, adult education, or university level writing
courses both ESL and EFL students are not likely to be experienced peer respondents.
Nonetheless, these students are often asked to participate in the complex peer response
task without adequate preparation. As a result of such lack of preparation, the peer
response activity is often an unsatisfactory experience for students and a frustrating one
for teachers. Students need to be taught certain skills to help make it a positive and
worthwhile experience (Berg,1999 a).

Research in L2 setting has also examined the effects of training students for peer
feedback. In these researches, students are trained and helped to develop strategies for
peer response and results are overwhelmingly positive in L2 settings. More specifically,
trained peer response is found to result in more and better quality peer feedback and
peer talk (Stanley,1992; Zhu,1995; Berg,1999b) and increase student engagement and
interaction during peer response (Stanley, 1992; Zhu,1995).

Stanley (1992) conducted a qualitative research study that examined whether or
not L2 learners who received coaching demonstrate a greater level of student

engagement in the task of evaluation, more productive communication about writing
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and clearer guidelines for the revision of drafts. A total of 30 students were the subjects
of this study. The subjects were taking a freshman composition course at the University
of Hawaii. They came from different countries. A writing class of 15 students were
given lengthy preparation (approximately 7 hours during the first 4 weeks of a 15 week
semester) for peer evaluation, during which time that considered the genre of student
essay and discovered rules of effective communication within the group.

As a back drop to this class, the group work of another class was also studied.
They were prepared for group work in a shorter and more typical procedure of watching
a demonstration peer-evaluation session and then discussing it.

The genre of the student essay was introduced through a series draft written by
previous students of this course. Students followed several writers through successive
stages of readiness from rough first draft to polished third. With every draft, students
were asked to comment on, not to bridge, cohesive gaps. They were asked not to supply
meaning where the writer had been inexplicit, but to pinpoint vague or unclear sections
of text. They were urged to judge the writer’s claims and assumptions against their own
knowledge and to report their judgement. By looking at succession of drafts, they saw
each essay as a work in progress. As they read later drafts, they searched for evidence of
reworking and repairs. In short they were pressed to read students essays with an
uncommonly close eye.

All the students’ peer evaluation sessions were audio-taped and then were
transcribed. The transcriptions and the drafts were analyzed. For each transcript the
evaluators’ responses during group work were assigned into seven categories. pointing,
advising, collaborating, announcing, reacting, eliciting, and questioning. The writers’
responses were assigned into four categories: responding, eliciting, announcing and
classifying. The drafts were also analyzed for evidence of response to evaluators’
comments,

Analysis of the final version of the essays collected from both groups showed
that essays produced by the experimental group received significantly higher number of
revisions than those produced by the control group. The researcher (Stanley, 1992)
found that students who received coaching were seen to look at each other’s writing

more closely and to offer the writers more specific guidelines for revision than did the

i, WK SEK OCRETV @@ma%z
POKIBANTASYON SR




25

uncoached students. Hence, the coached groups dealt “more often in concrete, specific
issues and more often gave the writer a blueprint for revision” (Stanley, 1992:229).

Stanley (1992) asserts that considering the quality of their partners’ ideas,
gauging the soundness of their logic and tracking the coherence of their arguments are
the essential skills for writers which are not easily attained. Therefore, students should
be exposed to organized practice of these skills during L2 instruction.

Another study which investigated the effects of training for peer revision was
conducted by Zhu (1995). Four instructors and 169 students participated. Each
instructor taught one class in the experimental group and one in the control group. The
experimental group received systematic training conferences; the control group did not.
The training conferences, involving one instructor and three students were group
conferences, from 15 to 25 minutes long. For each conference, one student volunteered
writing to be critiqued. The papers volunteered, however, were not drafts on which
students were working at that time, but expository papers done for other classes or
before the current composition assignment. During the training conference, the
instructor and the students together discussed the strengths and weaknesses of the essay
and provided suggestions for revision. The instructor focused on helping students
respond critically to peer writing and to provide specific feedback. They made it clear
that when critiquing peer writing the students should focus on global concerns, such as
development of ideas, audience and purpose and organization.

Students worked in groups of three and were given response sheets during peer
revision sessions. Their group discussions were audio-taped and their drafts were
collected. The researcher used data from various sources: students’ written comments
on peer writing; students’ initial drafts on which peer feedback was generated; tape-
.recordings of students peer revision sessions; holistic scores on assignments students
had written before the study and essay that they had revised following peer revision;
student responses to the pre-test and post-test attitude questionnaires; notes of and
material from classroom observations.

Quantitative analysis of students’ written feedback on peer writing revealed that
students trained for peer revision provided significantly more and significantly better
comments on each other’s writing. Qualitative analysis helped to explain the

quantitative findings: students trained for revision could provide more and better
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feedback because they participated more actively in peer revision groups, attended to
the more global concerns of writing, and engaged in more extended negotiation.
Similarly, the students’ responses to the questionnaire revealed that the students for peer
revision demonstrated better attitudes toward it.

Berg’s research (1999b) has also shed considerable light on the effects of trained
peer response: on ESL students’ revision types and writing quality. Participants were 46
ESL students from 19 different countries. Students were divided into two groups, one
was trained in how to participate in peer response to writing and the other was not
trained. The training consisted of 11 steps, ranging in time from S to 45 minutes each:
1. comfortable classroom and trust among students (a number of in-class-get-to-know
each other activities and out-of-class pair and group projects),
2. the role of peer response in the writing process (writing as a process is explained),
3. professional writers using peer response (through a class discussion, they arrive at
the conclusions that all authors, ask others to read their work),
4. the teacher using peer response (several drafts of a conference proposal with
comments from Berg’s colleagues are examined),
5. class peer response to writing (students respond as a class to unknown ESL student’s
paragraph stressing the revising for clarity of meaning and rhetorical-level aspects
rather than cosmetic sentence-level errors),
6. appropriate vocabulary and expressions (appropriateness of language in responding to
someone’s writing is addressed by comparing inappropriate comments),
7. the response sheet,
8. response to a collaborative writing project (students get into groups of two or three
and respond to an academically structured paragraph by using the peer respond sheet),
9. conversations among the authors, responders and the teacher(a whole-class
discussion about some of the difficulties in judging classmates’ comments and students’
lack of confidence in their revision abilities),
10. revision guidelines(a whole-class discussion about some good revision strategies
and how peer response helps authors understand that there is sometimes a discrepancy
between intended and perceived meaning),

11. sample peer response sessions(students view two video examples of peer response).
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The preparation was designed to address a number of specific ideas and provide
students with certain response skills. These skills concerned the language used to
respond to writing (asking questions, using specific words rather than making vague and
general statements, and stating ideas as opinion, not fact) and the foci of discussion( a
focus on larger-level aspects that concern the meaning of the text as opposed to smaller-
level aspects that do not concern the meaning of the text).

The researcher used the taxonomy of Faigley and Witte to code meaning
changes in the second drafts. Revision types were based on the discrimination between
two types of changes: those that affect text meaning and those that do not. Quality of
revisions was measured by the degree of difference between the two scores using TWE-
based scoring criteria.

The findings of the study showed that training accounted for greater writing
improvement of revised drafts. That is, trained students’ second drafts improved more
than untrained students’. In addition, the significant difference between the mean
number of meaning-type revisions between the trained and untrained groups suggested
that training, in fact, made the difference. That is, trained students made more meaning
revisions than untrained students. As a result, trained students achieved higher scores
than untrained students, which means appropriate training result in better quality writing
in a second draft.

The researcher (Berg, 1999b:232) points out two important classroom
implications at the end of her study: “1) teachers who desire to use peer response as a
part of their approach to teaching writing in the ESL classroom have some evidence that
it can work and it can result in improvement writing” and “ 2) in order for peer response
to work, training seems essential”. The difference in results between the trained and the
untrained groups in the study suggests that training results in more successful peer
response in terms of revision type and writing quality. In other words, by training
students to offer and receive constructive feedback and allowing them to practise these

roles, teachers can help to make peer response a valuable and successful experience.

2.2.2. Empirical Studies on Ineffectiveness of Peer Feedback
Although there are numerous studies, which report that peer feedback is a very

useful technique, there are others which document unfruitful outcomes of that
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technique. They question the picture of peer response effectiveness and point out to
reconsider the use of peer response in ESL/EFL composition classes. Some examples of
these negative results and the reasons why they may have occurred are given as follows:
some students saw the teacher as the only feedback giver ( Zhang,1995; Sengupta,1998;
Carson & Nelson, 1998); some students were reluctant to identify problems since they
did not want to make negative comments on a peer’s drafts (Carson & Nelson,1998);
some students mainly focused on linguistic accuracy rather than fluency of ideas
(Carson & Nelson,1998); some students suspected the validity of their peer responses
due to cultural differences (Zhang,1995); some students could not work cooperatively
together(Connor & Asenavage, 1994; Amores,1997); some students did not receive
enough input with adequate linguistic and cognitive maturity to evaluate their peers’
papers and become real readers (Sengupta,1998); some students felt uncomfortable and
uneasy during feedback sessions (Sengupta,1998); and some students engaged in peer
feedback sessions since they were ‘required’ to do rather than concentrating on
developing their own skills in the process of writing (Sengupta, 1998).

The purpose of Connor and Asenavage’s research (1994) was to investigate the
impact of peer responses on subsequent revisions, comparing comments from the
teacher with other sources. Two peer response groups, four freshmen ESL students in
each, participated. The students were introduced to methods of collaborative response
through modeling. They were given a ‘peer review sheet’ to be completed and also were
expected to develop their own guidelines for collaboration. They were encouraged to be
supportive, helpful and to overlook surface errors such as grammar, punctuation and
spelling. The peer collaboration was audio-taped, written comments by the teachers or
others were noted. Faigley and Witte’s taxonomy of revision was used to identify the
types of revisions: surface or text-based. There are six specific types of revisions in each
of these broad categories: additions, deletions, substitutions, permutations, distributions
and consolidations.

The results showed that the students made many revisions but few of these were
the result of direct peer group response, approximately 5% of the revisions resulted
from peer comments, 35% could be described as resulting from teacher comments and
about 60% of the revisions occurred as a result of self/others. Students who made the

greatest number of changes made predominantly more text-based changes, students who
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made fewer changes generally made more surface changes. The outcomes of the
research raised questions regarding group formation and types of modeling done for
group work due to the fact that the small impact on revisions from peers’ comments in
the two groups in the study was disappointing.

Zhang (1995) asked eighty-one academically oriented ESL students which type
of feedback they believed was most effective by statistically analyzing their responses
to a questionnaire. Three research hypotheses were formulated in his study. The first
one was that ESL learners would strongly prefer peer feedback since it is “inherently
more meaningful or relevant and gives more social support than teacher feedback”
(Zhang, 1995:213). The second one was that peer feedback would be preferred over
self-feedback because there was “no audience and no social support” (Zhang,
1995:213). The last one was that self-directed feedback would be preferred over teacher
feedback since the learners felt as if “teacher feedback threatens the ESL writer’s
natural inclination toward self-determination, ownership, or empowerment, whereas
self-feedback protects the author’s rights to his or her own texts”( Zhang, 1995:213).

The participants were eighty-one ESL students enrolled in one private college
and one state university in a western state of the United States. They experienced all
three types of feedback: teacher feedback, peer feedback and self feedback. They were
encouraged to reflect on their own ESL writing experience and to give honest opinions
by answering a two-item questionnaire. They were asked to write down whether they
preferred teacher feedback or non- teacher feedback- that is, peer feedback or self
feedback, and whether they preferred peer feedback or self feedback before they wrote
their final drafts.

The researcher converted the answers into a rank order of preferences. The
results showed that claims made about the effective advantage of peer feedback in L1
writing did not apply to ESL writing, since ESL students overwhelmingly preferred
teacher feedback. According to Zhang (1995), ESL writing teachers should ask their
students before borrowing from the experience of their counter parts in L1 writing and
rethink their assumptions and strategies accordingly.

Amores (1997) carried out another study in order to describe more fully what
takes place when students interact as a result of specific writing assignments. Their

perceptions of role and status, language proficiency, credibility of feedback and
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instructor intervention peer editing process were also examined. Eight undergraduate
students in a third year Spanish composition and grammar review course participated in
the study.

Data were collected over four months through interviews, participant
observation, artifact inventories and questionnaires. In terms of students’ perceptions of
role and status, the results revealed that students perceived a relationship between the
quantity of feedback provided by a participant and the power that the provider assumed.
In other words, some students had authority over the others since they were able to
make valid suggestions for changes in the drafts they were editing.

In terms of students’ perceptions of language proficiency, the students claimed
that the students who appeared ‘to know more language-wise’, that is the students who
were brilliant at grammar of Spanish, had a dominant role in peer editing sessions. In
terms of students’ perceptions of credibility of feedback, the students reported that
negative criticism made them feel discomfort and their self-image were threatened.
Therefore, they decided to conform their writing to their peer’s expectations to avoid
negative criticism. In terms of students’ perceptions of instructor intervention, the
students said that they should take into consideration their instructors’ feedback
seriously since the instructors were giving grades.

The outcomes of the study clearly indicated that the nature of peer editing
produces a sense of discomfort and uneasiness among the participants. According to
Amores (1997:520), both instructors and peer-editors need to respect “the authority of
the author and take great care not to compromise ownership of the text under the guise
of constructive criticism”.

In the light of the results of the study, Amores (1997) concludes that students
placed much less importance on peer editing as an activity than they placed on
submitting work for evaluation by the teacher. The principal reason for participating in
peer editing was that the instructor required it, not because it was perceived by the
participants as a particularly valuable activity linguistically.

Sengupta (1998) conducted a study to explore how the educational context and
its belief system shaped ESL students’ perception of peer evaluation. The participants
were a class of girls in a secondary school writing class in Hong Kong and their native

language was Cantonese. The study was designed to answer two research questions.



31

The first one asking whether there were textual changes arising from peer evaluation or
not, and the second one searching for whether the students believed peer evaluation led
to awareness of themselves as real readers or not.

The students were given the self and peer evaluation sheets to be completed
during the feedback session. Their evaluation sheets were compared to identify peer
suggestions that were distinct from those made by the writers themselves. Then, their
revised drafts were examined to see whether the peer suggestions had been used or not.
Twelve students’ compositions, that is, six pairs were chosen for the analysis and six
students were also interviewed to search for their genuine thoughts of peer evaluation.

The findings of the study showed that the self and peer evaluation of the same
composition were not different from each other. In addition, none of the students made
use of their peer’s suggestions unless they had detected the same problem in their self-
evaluation.

According to the results of the interviews, none of the students believed that
peer-evaluation led to self-awareness of themselves as real readers. They thought that
the real reader was their teacher due to his “perfect grammar” not appear “with a
questionable command of English” (Sengupta, 1998:22). Moreover, the students voiced
the importance of teacher feedback repeatedly since their teacher was giving the grades.

Sengupta (1998:25), concludes that peer-evaluation was not able to “bring a real
reader’s perspective”. According to her one of the reasons of this failure as that “the
input may not prepared the students with adequate linguistic and cognitive maturity to
evaluate and act upon the evaluation” (Sengupta, 1998:25).

Providing students an evaluation sheet may be one of the other reasons since this
may have encouraged a “prescriptive stance rather than a collaborative one” (Sengupta,
1998:25). Also, Sengupta (1998:25) points out that the most significant reason why
these students could not benefit from peer review is their perception that “the teacher
was the only reader”. She emphasizes the traditional roles of teacher and learner in the
school curriculum and states that these roles “seem so deep-rooted that the only possible
interpretation of knowledge appears to be that it is transmitted from the teacher to the
student and not constructed by the classroom community” (Sengupta, 1998:25).

Nelson and Carson (1998) investigated Chinese and Spanish- speaking students’

perceptions of their interactions in peer response groups in an ESL composition class.
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Eleven students in an advanced ESL writing class at a large metropolitan university in
the United States participated in the study. The researchers conducted a
microethnographic study of peer response groups since they were interested in group
interaction as it occurred naturally.

For data collection, three response groups were videotaped for six consecutive
weeks. Then, the researchers interviewed three Chinese and two Spanish-speaking
group members. During the interviews, the researcher and the student watched the
videotapes of the peer response group in which the student had participated together,
and the students answered the researcher’s questions about the group interactions. The
interviews were audiotaped and transcribed. The researchers examined the transcripts
and coded according to the following categories: initiating comments, responding to
peer comments: agree, responding to peer comments: disagree, effectiveness of
comments.

The results of the study indicated that both the Chinese and Spanish-speaking
students preferred negative comments that identified problems in their drafts. They also
preferred the teacher’s comments to those of their peers, and found grammar and
sentence-level comments as relatively ineffective.

Nelson and Carson (1998:128) claim that peer response has not been effective in
their study since the students perceived their task as finding peers’ mistakes; thus, the
written product, not the writing process, often became the focus of group interaction,
“along with a sense that early drafts are to be seen as problem-filled and in need of
correction”.

Also, Nelson and Carson (1998:128) point out that the students were not
satisfied with the type of comments since the comments were mainly on “word or
sentence level”. Finally, the researchers state that the Chinese and Spanish speakers had
divergent views about the amount and kind of talk that was needed to identify the
problems. The Chinese students saw the goal of peer response as “problem-
identification”, but they were not keen on making negative comments on a peer’s draft
since this might “lead to division, not cohesion, in a group” (Nelson & Carson,

1998:128).
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CHAPTER III

METHODOLOGY

3.1. Selection of Subjects

The study was conducted at Anadolu University, Education Faculty ELT
Department in the second term of academic year 2001-2002. All subjects were
monolingual speakers of Turkish between the ages 17 and 19. All of them were first
year intermediate level students. 36 subjects participated in the study. 6 of the subjects
were male and the other 30 subjects were female.

The researcher’s two sections, Section C and F, were chosen as the population.
There were a total of 59 students in two sections, but the students who were coming
from other departments, repeating the writing course for the second time or got
extremely high or low scores in the pre-test were not chosen as the study subjects.
Before the actual study, a pre-test was given to select the subjects. In the pre-test the
students in both classes were asked to write at least three paragraphs on a given topic.
Their writing proficiency levels were determined on the basis of the writing exam
scores graded holistically using the ESL. Composition Profile (Hughey,1983). The raters
were two writing instructors : the researcher and another writing instructor.

Based on the scores of the writing exam, two groups from both sections were
formed; 18 students from Section C and 18 students from Section F. Their scores ranged
from 70 to 85. Table 3.1 shows the comparison of pre-test results of the control and

experimental groups.
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Table 3.1. The Results of t -test Showing the Difference Between the Control and
Experimental Groups When They are not Exposed to Peer Feedback Sessions

N X s.d SE df 1 )

Control 18 77.83
Group
4.58 1.5284 34 0363<2.042 0.960
Experimental 18 78.38
Group

The pre-test results show that the control group had the mean value of x = 77,83
and experimental group had the mean value of x = 78,38. The standard deviation was
calculated as s.d = 4,58 and standard error was S.E = 1,5284. With the 34 degrees of
freedom, the t-value between the control group and experimental group was calculated
as t = 0,363. As the observed value of t = 0,363 is smaller than the value of t = 2,042,
there 1s not a significant difference between the pre-study composition (example essay)
total scores of the control group and the experimental group when they are not exposed
to peer feedback sessions.

Since the primary aim of this study was to investigate the effects of training on
peer written feedback, 18 students were trained to practise strategies for effective
written feedback on peer writing (experimental group) and the other 18 students
(control group) were not trained.

These intermediate level students attended a writing course which consisted of
three contact hours per week over a 15-week term. All of them were taking the same
process approach implemented writing course, which was carried out by the researcher.
They were taught to produce coherent essays of different patterns of development such
as; a Process Analysis essay, a Comparison and Contrast essay, and a Cause and Effect

Analysis essay.

3.2. Instruments and Materials

Three instruments were used in this study including: a)the Coding Scheme for
Students’ Written Comments b)the Rating Scale for Students’ Written Comments c)
the ESL Composition Profile for students’ essays.
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3.2.1. The Coding Scheme for Students’ Written Comments

The coding scheme consisted of adaptations of Elbow’s (1981) catalogue of
criterion based on the feedback of peer writing. The adapted scheme categorised student
feedback as global, local or evaluative (Zhu, 1995:521) (See Figure 3.1). Global
feedback addressed concerns such as development of ideas, audience and purpose, and
organization of writing. Local feedback addressed concerns such as wording, grammar
and punctuation. Evaluative feedback expressed students’ overall evaluation of peer
writing. In this study, only the comments on global features of writing were taken into
consideration and the comments on local features of writing and evaluative comments
were not analyzed in terms of quality since language use and mechanics can be
evaluated in the final drafts. Appendix F contains sample comments in the three coding

categories. Figure 3.1 below shows the original form of the model.

Figure 3.1. Coding Scheme for Students’ Written Comments

Comments on global features of writing: Generally, comments on the global
features of writing deal with the larger concerns of writing, such as content,
organization, and communicative effectiveness. A comment will be included in this
category if it deals with any of the following:

The presence or absence of a basic (controlling) idea.

The relevance of the main points to the controlling idea.
The effectiveness of the thesis statement.

Development of ideas; clarification and expansion of ideas.
Concerns of purpose and audience of writing.

Support for statements / arguments.

Consistency in point of view.

Concerns of genre.

. Definition of key terms.

10. Appropriateness of topic.

11. Logical arrangement of ideas.

12. Paragraph and essay structure.

Comments on local features of writing: Generally, comments in this category
deal with laguage use at the sentence level. A comment will be included in this category
if it deals with any of the following:

1. Grammar.

2. Diction.(Vocabulary)

3. Punctuation.

4. Spelling.

5. Clarity of sentences / phrases; rephrasing.

Evaluative comments: Comments in this category reflect an overall assessment of
peer writing.

VO NAY AW
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3.2.2. The Rating Scale for Students’ Written Comments

The rating scale for students’ written comments was used to evaluate student
feedback on peer writing (Zhu, 1995:522) (See Figure 3.2). Analyzing students’ written
comments involved quantifying (counting and ranking ) essentially qualitative data
(Zhu, 1995) .All written comments were rated on a 3-point scale in the study because
this scale is a commonly used criterion in quantifying qualitative information.

Figure 3.2. Rating Scale for Students’ Written Comments

A “3” comment or suggestion is relevant and specific. It (a) correctly identifies
the strenghts and / or weaknesses in a piece of writing in concrete terms, (b) raises a
relevant question about a particular area of writing, or (c) provides correct and clear
direction for revision.

A “2” comment or suggestion is relevant but general; it may correctly identify
the strenghts and weaknesses in a piece of writing, but fails to address them in concrete,
specific terms. It may also raise a relevant but general question about the writing.
Furthermore, it may provide correct but nonspecific direction for revision.

A “1” comment is inaccurate or irrelevant.

All peer feedback was rated on a 3-point scale, where 3 = comment specific and

relevant; 2 = comment relevant but general; and 1 = comment irrelevant or inaccurate.
Relevancy of peer feedback was established in the context of the drafts on which the
feedback was provided. Appendix G contains sample comments in the three rating

categories.

3.2.3. The ESL Composition Profile

The ESL Composition Profile was used to address the quality of student writing
on the first and second drafts (See Appendix E). The ESL Composition Profile
(Hughey, 1983) is made up of five component scales. These are Content, Organization,
Vocabulary, Language Use and Mechanics. Each component focused on an important
aspect of writing and has a varying weight according to its approximate importance for
written communication. The total score in the ESL Composition Profile is 100 but this
score is not divided equally among the five component scales. Each component scale
has different scores. The scores for each component scale are as follows:

Content 30,0rganization 20,Vocabulary 20, Language Use 25 and Mechanics 5.

Each component scale has four mastery levels:

‘Excellent to very good’, ‘Good to average’, ‘Fair to poor’ and ‘Very poor
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In the evaluation of this study, two aspects were taken into consideration:
Content and Organization (Content = 30 pts., Organization = 20 pts; Total = 50 pts.).
Since the other three aspects (vocabulary, language use and mechanics) can be
evaluated in terms of local and evaluative feedback of the Coding Scheme (Zhu, 1995),

they were excluded in the study.

3.3. Data Collection Procedures

The study lasted 15 weeks. Before the actual study, an initial study was
conducted to select the subjects among 59 students. In the initial study, the pre-study
composition was given and in this pre-test the students both in the experimental and
control group were asked to write at least three paragraphs on the following topic: How
can you improve your English? Can you think of examples?

The essays were scored holistically using the ESL Composition Profile by the
researcher and another writing instructor. The results assisted the researcher in
determining the study subjects. After gathering all the data from essays, 36 students
who scored between 70 and 85 were chosen as the subjects of the study. 18 students
formed the control group and the other 18 students formed the experimental group(See
Appendix A).

3.3.1. Data Collection Procedures for the Experimental Group

The experimental group was introduced to the process approach at the beginning
of the 2001-2002 spring term, and the purpose and the advantages of this approach were
discussed during the course. The researcher pinpointed the importance of peer feedback
session in the process cycle discussing two articles with the students. Furneaux’s (2000)
and Berg’s (1999a) articles were used to convince students that peer feedback is a
worthwhile activity. The students were given some guidelines which showed what to do
during the feedback session (See Appendix J). The students were also introduced
through a series of drafts written on the same topic by previous students of the course.
The experimental group students read from rough first draft to polished third. In this
way, the researcher explained to students that each writing assignment for the course
would involve several drafts, and these drafts would be read by the teacher and their

classmates.
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The researcher used the coaching procedures of Stanley’s (1992) and Berg’s
(1999b) to prepare the students for peer revision (approximately 8 hours, during three
weeks of a 15-week semester).

As the instructor of the course, the researcher conducted the coaching (training)
sessions. Coaching focused on two important aspects of peer evaluation sessions:
familiarizing students with the genre of the student essay and introducing students to the
task of producing effective written responses to each other.

The genre of the student essay was introduced through a series of drafts written
by previous students of this course.(The writers’ names were masked). Students
followed several student writers through successive stages of writing from rough first
draft to polished third. With every draft, students were asked to comment on, not to
bridge, cohesive gaps. They were asked not to supply meaning where the writer had
been inexplicit, but to pinpoint vague or unclear sections of the text. They were urged to
judge the writer’s claims and assumptions against their own knowledge and to report
their own judgement. By looking at succession of drafts, they saw each essay as a work
in progress. As they read later drafts, they searched for evidence of reworking and
repairs. In short, they were required to read student essays with an uncommonly close
eye.

The ultimate success of peer feedback session lies not in how carefully students
read each other’s drafts, but in how well they give written feedback to the writer.
Students were asked to do a two-step evaluation of each sample essay written by the
previous students. First, they reported what they had noticed as the strengths and the
shortcomings of the essay by filling in the peer review checklist (See Appendix I).
Second, they described how they might best give written feedback to the writer.

The students worked with each draft on their own. In the initial sessions, the
researcher offered them specific advice about the types of issues that would be
appropriate to raise at each stage of writing. That is, the first draft was seen as a starting
point which concems issues of content, later drafts, issues of structure and so on.
Individual responses were elicited from the students, and a whole-class discussion of the
draft followed. After the essay’s problems and strengths had been set forth, students
were asked to give written feedback to the student writer. This process was repeated

with 6 sample essays at different stages of development.
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Throughout the semester this training continued. Students were required to write
coherent essays on three different genres and before the feedback session they received
further training which consisted of two parts. In the first part, the students were given
sample essays belonging to the same genre and they were asked to write down their
comments using the checklist. In the second part, the instructor and the students
discussed the strengths and weaknesses of the essay concerning the genre and provided
suggestions for revision. The students read their written comments and their comments
were also evaluated by the instructor and the other students in the same way it is
suggested in Berg’s (1999a) article.(See Appendix K).

After distributing the sample essays of the same genre, the instructor asked
students to provide written comments. These written comments were read by the
students and written separately on the board by the instructor. Next, students were asked
to reread the responses on the board to determine whether inappropriate language was
used. If so, students were asked to revise the comments in a more helpful,
nonthreatening way, using clear and constructive, yet considerate, words and
expressions. The importance of offering helpful, not rude or disrespectful, comments
was stressed by the instructor. This exercise was beneficial in that students became
more sensitive to the emotional effects that their response could have on a classmate.
Moreover, they came to appreciate the importance of not overreacting to insensitive
comments by experiencing the complex task of thinking about how to communicate
ideas effectively while expressing them appropriately and correctly. This exercise also
helped students give specific recommendations to the writer, such as reorganizing
paragraphs and sentences, deleting or adding ideas, and modifying thesis statements and
topic sentences. Below are sample student revisions of inappropriate peer written
comments:

Original: You gave your example in vain! That’s to say, there is no need!

Revised: I think you'd better omit the example which you gave in the second
paragraph.

Original:Your style is not understandable for the introduction paragraph.
What’s your technique?

Revised: The introductory technique which you used in the first paragraph is

not so clear. Could you use dramatic entrance to make your paragraph more inviting?
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Original: Write a more clear thesis statement.

Revised: You have written a thesis statement, it is good, but you should improve
it. Your thesis statement lacks a strong central idea. You can add your own opinion
about the process-a difficult one or easy one!

The instructor almost always let the students express their own opinions first,
often opening the discussion with the question ‘So what do you think?’. In this part, the
instructor focused on assisting students to respond critically to peer writing and to
provide specific feedback. The instructor made it clear that when critiquing peer
writing, peer should focus on global concern such as development of ideas, audience,
purpose and organization. Often, the instructor explicitly asked students to comment on
the first aspects related to the content and organization of the essay under discussion.
When some students failed to do this and instead first commented on more local
features such as grammar, language usage and word choice, the instructor would briefly
discuss students’ feedback but would then guide students’ attention back to the global
concerns, using directives such as ‘Grammar is important, but let’s look at the big
picture first’.

The instructor often asked students to clarify and specify their comments and
suggestions since the primary goal was to help students to generate specific feedback.
The instructor asked some questions that directed students’ attention to those aspects of
writing students needed to focus on during peer feedback (e.g. “What is the main point
here?’ and ‘Does everything in the paper relate to the main point?’). Because peer
responders failed to see what the problem really was, the instructor gave the group some
instructions on paragraph development (See Appendix L ). Also, the instructor provided
the relevant instruction on the purpose of peer feedback. Some students, especially
during the early rounds of training, did not feel comfortable commenting on peer
writing and frankly admitted that they did not want to hurt the feelings of peer writers.
When this occurred, the instructor would reiterate that the purpose of peer feedback was
to help, rather than to criticise the writer.

For the peer feedback session, the students were told not to write their names on
their first drafts in order to prevent the impact of negative and positive feelings that they

felt for their classmates. They only wrote their school numbers. The researcher put
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special codes on the drafts based on those numbers and gave the drafts to different
students. In this way, the students could not figure out their feedback giver.

The students were asked to respond in composition according to the given
topics, for example they produced their process analysis essays on the following topics:
how to make new friends or how to get through registration at the university. This way
was preferred in order to avoid plagiarism. Moreover, the researcher took into
consideration the complaints of the students. The students reported that they had spent a
lot of time in order to find a suitable topic for their example essay. They said that if they
had been given some topics, they would have produced better essays. This situation is
also stressed by Jones (as cited in Kennedy, 1994:2) “Students might perform better
when provided with a few, rather than with many options”.

After writing their essays on a specific topic,the experimental group students
dealt with the peer feedback session held during the class hours. Students were given
their classmates’ drafts and were asked to indicate which areas of the essay they found
confusing or felt could be developed by providing written comments. In this way,
students had an opportunity to make specific suggestions for improvement. Following
the peer feedback session, students were asked to write a second draft of their essays.
The second drafts of the students’ essays were collected one week after the peer
feedback session. The followings are the parts of the first and second drafts of the
experimental group students which show the differences between those two drafts.
These differences stemmed from the changes made on the content of the paragraphs.
Changes are highlighted in bold print.

Drafts 1 (first) and 2 (revised) of S6’s (S is used to indicate the subject)
introductory paragraph about his registration day.(See Appendices N19 and N21).

Draft 1
My Registration Day

When I learned that I won the university I was very happy. 1 went to lycee I
graduated from and spoke with my teachers. They were happy too that I won the
university. I took my diploma and the lists of needs of registration start to prepare the

documents immediately.
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Draft 2
My Registration Day

The day before the university exam are the most nervous and exciting ones of
the students in their lives. Because the exam result will be change their future life
wholely. So that they should prepare well and make the choises after a good thought.
The nervousness and excitiment of the exam continues until after the exam. But
when the results are announced the winners will be very happy. With this happyness
they think that everything finished when they won the university. In contrast,
everything starts then. There are some duties the winners must do. They should
prepare photographs, copy of ID, diploma, the certificate that shows you win
university before regastration.

Drafts 1 (first) and 2 (revised) of S3’s one of the developmental paragraphs
about making new friends.(See Appendices N22 and N24 ).

Draft 1
You and Your New Friend

After having a person to be a new friend, being self-confident becomes the most
important step. Confidence is really important because if you don't have confidence, you
can’t express your own ideas competely and clearly or you cant speak to the person you
don't know. Why? Because you think that if you behave or speak sincerely, that person
may not like you. It is indicator of your lack of confidence. But if you really want to
make a new friend, you must be confident. Look around the environment you are in, the
people who have got a lot of friends are also confident.

Draft 2
Happy Life With Your New Friend

After having a person to be a new friend, being self-confident becomes the most
important step. Self-confidence is really important because if you dont have self-
confidence, you can’t talk to a person you dont know or you may talk but you cant
express your own ideas competely and clearly or you cant speak to the person you dont
know. Why? Because you think that if you behave or speak intimatedly, that person may
not like you. It is indicator of your lack of confidence. But if you really want to make a
new friend, you must be confident. Look around you, the people who have got a lot of

friends are also confident For example, I have an English teacher from my high
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school who is sure about his own abilities or opinions. He is not afraid of expressing
his ideas and thoughts. For that reason: he has got real friends.
Drafts 1 (first) and 2 (revised) of S16’s conclusion paragraph about the
differences between cinema and theatre.(See Appendices N28 and N30 ).
Draft 1
Cinema and Theatre
The works of cinema and theatre which we watch admiringly are prepared after
passing many different ways. They are the two changed ways of art to reach the people.
Although they are the part of the same thing ,they differ from each other in many ways
and reach to the hearts of people from different ways.
Draft 2
Cinema and Theatre
Cinema and theatre are the two changed ways to reach the people. Although
they are the branches of the same thing —art- they differ from each other in many ways.
The equipments, players’ performances, preparation and the places are only the some
of the different points I could write about. They are prepared with different
equipments by different qualified performers after different preparations in different

places and reach our hearts from different ways.

Following the peer feedback session, the experimental group students had one
week to revise their writing and submit their revised drafts for teacher written feedback.
Next, they were asked to write their third drafts based on the teacher’s feedback. These

drafts were collected one week later.

3.3.2. Data Collection Procedures for the Control Group

The control group students were introduced to the process approach exactly in
the same way as the experimental group students were. They read Furneaux's (2000)
and Berg's (1999a) articles and analyzed the guidelines which showed what to do during
the feedback session. (See Appendix J). The researcher highlighted the importance of
peer feedback session in the process cycle discussing two articles and guidelines with
the students. The researcher also brought a series of drafts on the same topic written by

previous students of the writing course to class in order to explain to students that each
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writing assignment for the course would involve several drafts. Students were asked to
read from rough first draft to polished third. In this way, they were expected to notice
the shifts made for the development of the essay. The purpose and potential benefits of
receiving feedback from other students in the class and teachers were also discussed, as
was the importance of focussing on the content and the form of writing.

Students in the experimental group were specifically trained for peer feedback,
but students in the control group received no further training beyond the articles, sample
student essays and discussion. They had regular classes with the instructor. In these
regular classes, they handled the activities in their coursebook: Refining Composition
Skills (Smalley & Ruetten, 1995). They sometimes dealt with extra activities such as
listehjng to songs. (See Appendix M). They were also given the same sample student
essays for each text type as it was done in the experimental group; however, the
students and the instructor did not discuss the sample essays in the class. As with the
experimental group, no teacher feedback was available on students' evolving drafts
before peer feedback.

The peer feedback was held during the class hours of the control group. During
peer feedback sessions, students gave written feedback to their peers' drafts. They were
asked to bring copies of their drafts for their peers and were given this instruction:
providing on another with specific comments and suggestions. In each feedback session,
students first read the draft and then responded to the draft; they were required to give
written comments to their peers' drafts, including making necessary connections. They
had one week to revise their first drafts and they were asked to give their second drafts
to their teachers in order to have teacher written feedback. Below are the parts of the
control group students' first and second drafts which show the shifts made between
those two drafts. Changes are highlighted in bold print.

Drafts 1 (first) and 2 (revised) of S14's ( S is used to indicate the subject )
introductory paragraph about the reasons for wars. (See Appendices N16 & N18).

Draft 1
Disasters Coming With Wars

The controversials between people have been inevitable since ancient times.

These controversials often reached such tremendous points that wars -sometimes

destructive wars- between countries and empires. In history, sometimes, small wars
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between two countries became the world's problem and those small wars resulted in
world wars. Before participating in a war, countries should take into consideration the
results of wars. As usual, wars bring to the countries some disasters whose effects last
for a long time.
Draft 2
Disasters Coming With Wars
The controversials between people have been inevitable since ancient times.
These controversials often reached such tremendous points that wars -sometimes
destructive wars- among countries and empires. In history, sometimes, small wars
between two countries became the world's problem and those small wars resulted in
world wars. In the end of wars -especially world wars- the countries lose some values
which can't be taken back. So, before participating in a war, countries should take into
consideration the results of wars. As usual, wars bring to the countries some disasters
whose effects last for a long time.
Drafts 1 (first) and 2 (revised) of S15's developmental paragraph about making
registration. (See Appendices N4 & N6).
Draft 1
You Need Special Attention For Your Registration
The first step is to have chosen the university you want to be in while you are
filling the university entrance form. You should consider your interests and the subjects
that you're good at while doing this. You may have helps of persons who are
experienced about it. As this is the most important step, you should be careful while
giving your decision. If your score is enough to enter that university, then, you should
wait for the acceptance paper from the university. You should be ready for doing all the
necessary things that will be wanted.
Draft 2
You Need Special Attention For Your Registration
The first step is to have chosen the university you want to be in while you are
filling the university entrance form. You should consider your interests and the subjects
that you're good at while doing this. You may have helps of persons who are
experienced about it. As this is the most important step, you should be careful while

making your decision. If your score is enough to enter that university, then, you should
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wait for the acceptance paper from the university. You should be ready for doing all the
necessary things that will be wanted.
Drafts of 1 (first) and 2 (revised) of S6's conclusion paragraph about the
differences between cinema and theatre. (See Appendices N7 & N9).
Draft 1
Cinema and Theatre
When we think a social activity, theatre and cinema come into our mind first.
They sound as if they're similar. But when you look from some points you can see the
differences of them.
Draft 2
Cinema and Theatre
In conclusion, people have some social needs, and do some social activities for
their school needs. If we think social activities, we can give theatre and cinema as an
example. But, although we call them under the same title, they differ in some aspects.

And when you look from some points you can see these differences.

The control group students were asked to write their essays according to the
given topics in order to avoid plagiarism. Their topics were exactly the same topics
given to the experimental group students. They were also told to write their school
numbers, not their names, on the first drafts. This was done on purpose: to prevent the
effect of negative and positive feelings that they felt for their classmates. The instructor
put special codes on the drafts based on their school numbers and gave drafts to
different students. In this way, the students could not guess who their feedback giver
was.

Following the peer feedback session, students were asked to revise their writing
in one week and submit their revised drafts for written teacher feedback. The students
were then asked to write a third draft based on the teacher's feedback. The third drafts of

the essays were collected one week later.
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3.4. Data Analysis
Before the analysis, since drafts were scored by two scorers, the interrater
reliability was assessed by using the following formula:

The low score '
x 100

The high score

All the scores given for each composition by two scorers were calculated
according to the above formula and the average of these scores was taken in order to
find the interrater reliability; as a result, it was found that the reliability was 94%.

The data is analyzed according to five steps. In the first stage, the scores of the
students in the first drafts and the revised drafts were compared in the control and
experimental groups separately in order to analyse the effect of untrained and trained
peer written feedback on students’ revision. Paired sample t-test was applied to see
whether there is a statistically significant difference between the first and the revised
drafts for each group.

In the second step, the revised drafts of each group were compared in order to
see whether the trained feedback was more effective than the untrained feedback or not.
Independent samples t-test was used to reveal whether there is statistically significant
improvement between the revised drafts of each group.

Then, in the third step, since the aim was to see the effect of training on writing
quélity, all the drafts of each group were compared. A univariate ANOVA test was
conducted to see whether the training factor was effective on students’ writing quality
or not.

In the fourth step, the first and the revised drafts of each group were analysed
again in order to determine whether text type would make any difference on students’
revisions. A univariate ANOVA test was conducted for this analysis.

In the final step, qualitative analysis on students’ written comments on the first
drafts for each group was presented. The results were given in numbers and percentages
in order to clarify the amount and quality of feedback in this analysis.

In the present study, the analysis of coding and rating procedures of students’
written comments on the first drafts was as follows. The researcher and an experienced
writing instructor independently coded all of the students’ written comments (N = 1022)

(N is used to indicate the number of written comments) and the same two raters rated



48

1022 comments to assess quality of feedback. Rater agreement procedures resulted in
92 % of the comment coded and rated (N = 941). The third rater, who was also an
experienced writing instructor, coded and rated 8 % of the comments (N = 81). An
average was then calculated based on the third reader’s score, thus consistent rater
agreement was achieved.

As a result, the ESL Composition Profile was used to measure the quality of
students’ drafts; and the Coding Scheme for Students’ Written Comments and the
Rating Scale for Students’ Written Comments were used to measure the quality of
students’ written feedback. The sample comments in three coding and rating categories
are presented below: (See Appendices N 1-36)

Global (3): As the audience is important, you should inform them about the
registration process. For example, make a list of necessary documents and warn people
to provide all the documents without exception, etc.

Global (3): First dev. paragraph is detailed enough to explain the reasons you
give. But there are some scientific terms like ‘biochemical and neurological
adaptation”. The reader may not understand what they mean?and how the drug can
cause these? You had better give some explanations about them.

Global (2): Instead of this sentence, there can be more attractive and logical
sentence.

Global (2): You should give more example. Add some ideas.

Global (1): Make the essay colorful.

Global (1): You don’t have coherence in your paragraph.

Local: It is a grammatical mistake. The subject of your sentence is “High
amount” so you should use “is”’.

Local: In this paragraph you have a grammatical mistake instead of using the
phrase “‘giving your decision” you should use “making your decision”.

Evaluative: It is a well-developed paragraph.

Evaluative: You give examples about researches. It makes your essay inviting.
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CHAPTER 1V

RESULTS AND DISCUSSION

4.1. General Overview

The purpose of this study is to reveal whether trained peer written feedback
shapes EFL students’ comment types and writing quality. The effects of trained peer
written feedback were investigated through a comparison of 36 EFL students divided
into two groups. One group was trained in how to provide written feedback to writing
and the other group was not trained.

The data of this study have been presented in 5 stages. In the first stage, the first
drafts and the revised drafts of students’ compositions were compared to see the effects
of untrained and trained peer written feedback on students’ revisions. For this analysis,
first and revised drafts of each text type were read and scored separately.

Then, in the second stage, the revised drafts of the compositions of the
experimental and control groups were compared in order to assess their writing quality
and development. The analysis was conducted on the mean scores of the three different
text types.

Since one part of our aim is to investigate the effect of training on writing
quality, another analysis was conducted. In the third stage, a univariate ANOVA test
was used to see whether the training factor was effective on students’ writing quality.

In the fourth stage, the first and the revised drafts of the experimental and
control groups were analyzed in order to see whether text type would make any effect
on the revision. Another univariate ANOVA test was performed for this analysis.

In the final stage, qualitative analysis on students’ written comments on peer
writing was presented. In this analysis, the results were given in numbers and

percentages in order to clarify the amount and quality of feedback.
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4.2.1. Comparison of First and Revised Drafts of the Control Group
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We first compared the first and the revised drafts of each text in order to

investigate the effect of untrained peer written feedback on revision. In the evaluation,

two aspects were taken into consideration: content and organization (content = 30 Pts.,

organization = 20 Pts.; total = 50 Pts.). Table 4.1 below shows the mean scores of first

and revised drafts of the control group.

Table 4.1. Mean Scores of First and Revised Drafts of the Control Group

Mean
Score

Difference
in means

s.d

S.E

PROCESS
ANALYSIS
FIRST
DRAFT

36.55

PROCESS
ANALYSIS
REVISED
DRAFT

37.77

1.22

2.0452

0.4821

2.535

0.021

COMP.&
CONTRAST
FIRST
DRAFT

3527

COMP.&
CONTRAST
REVISED
DRAFT

36.50

1.23

2.0452

0.4821

2.535

0.021

CAUSE &
EFFECT
FIRST
DRAFT

37.06

CAUSE &
EFFECT
REVISED
DRAFT

37.78

0.72

1.1275

0.2658

2.718

0.015

In the Process Analysis essay, the lowest score was 29 and the highest score was

42 in the first drafts. Two students got the lowest score and three students got the
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highest score. The most frequent score was 37. On the other hand, in the revised drafts,
the lowest score was 29, and the highest score was 43. One student got the lowest score
and two students got the highest scores in the revised drafts. The most frequent scores
were 39 and 41. (See Appendix B1). As for the statistical results, as shown in Table 4.1,
the mean score of the first drafts was 36,55 and the score of the revised drafts was
37,77. The standard deviation was calculated as 2,0452 and standard error was S.E=
0.4821. The difference in means is 1,22. That is, there is an increase between the two
drafts and this increase is statistically significant (t = 2,535; p <.05)(See Table 4.1).

As for the Comparison and Contrast essay, the lowest score was 23 and the
highest score was 43 in the first scores. One student got the lowest score and one
student got the highest score. The most frequent score was 34. On the other hand, the
lowest score, in the revised drafts, was 24, and the highest score was 42. One student
got the lowest score and three students got the highest score. The most frequent score
was 42 (See Appendix B1). When we look at the mean scores, we see that the mean
score of the first drafts was 35,27. The mean score of the revised drafts was 36,5. The
standard deviation was s.d = 2,0452 and the standard error was S.E = 0,4821. The
difference in means is 1,23 and this is statistically significant (t = 2,535; p <.05) (See
Table 4.1).

When we look at the Cause and Effect Analysis essay in the first drafts, we see
that lowest score was 26 and the highest score was 42. One student got the lowest score
and one student got the highest score. The most frequent score was 37. As for the
scores, we see that the lowest score was 25 and the highest score was 43. In the revised
drafts, one student got the lowest score and one student got the highest score. The most
frequent scores were 36 and 38 (See Appendix B1). When we look at the mean scores,
we see that the mean score of the first drafts was 37,06 and the mean score of the
revised drafts was 37,78. The standard deviation was calculated as s.d = 1,1275 and the
standard error was S.E = 0,2658. In the Cause and Effect Analysis essay the difference
in means is 0,72. Although this is a slight increase, it is statistically significant (t =
2,718; p <.05) (See Table 4.1).

According to Table 4.1, although there are slight increases between the mean

scores of first and revised drafts of the control group of each text type they are
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statistically significant. The written feedback and revision processes without training

seem to have a significant effect on the subjects of the control group.

4.2.2. Comparison of First and Revised Drafts of the Experimental Group

The aim of this research is to investigate the effect of trained peer written
feedback on students when revising their first drafts. In order to examine this effect, we
compared the first and the revised drafts of each text. Table 4.2 displays mean scores of

first and revised drafts of the experimental group.

Table 4.2. Mean Scores of First and Revised Drafts of the Experimental Group

Mean Difference s.d S.E T P
Score in means

PROCESS
ANALYSIS 35.83
FIRST
DRAFT 4.17 2.1761 0.5130 8.124 0.000

PROCESS
ANALYSIS 40.00
REVISED
DRAFT

COMP.&
CONTRAST 34.83
FIRST
DRAFT 4.55 4.1048 0.9675 4.708 0.000

COMP.&
CONTRAST 39.38
REVISED
DRAFT

CAUSE &
EFFECT 37.22
FIRST
DRAFT 4.00 1.7823 0.4201 9.522 0.000

CAUSE &
EFFECT 41.22
REVISED
DRAFT

In the Process Analysis essay, the lowest score was 31 and the highest score was
43. Two students got the lowest score and one student got the highest score. The most
frequent score was 34. On the other hand, in the revised drafts, the lowest score was 35,

and the highest score was 46. Two students got the lowest score and one student got the
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highest score. The most frequent scores were 38 and 41 (See Appendix B2). As for the
mean scores, we see that the mean score of the first drafts, as shown in Table 4.2, was
35,83 and the mean score of the revised drafts was 40. The standard deviation was
calculated as s.d = 2,1761 and the standard error was S.E = 0,513. The difference in
means is 4,17. That is, statistically, there is a significant difference between the first and
the revised drafts (t = 8,124; p <.05) (See Table 4.2).

When we look at the Comparison and Contrast essay, we sce that the lowest
score was 27 and the highest score was 42 in the first drafts. One student got the lowest
score and one student got the highest score. The most frequent score was 35. On the
other hand, the lowest score was 34 and the highest score was 45 in the revised drafts.
Two students got the lowest score and three students got the highest score. The most
frequent score was 39 (See Appendix B2). As for the mean scores, we see that while
the mean score of the first drafts was 34,83 it increased to 39,38 in the revised drafts.
The standard deviation was s.d = 4,1048 and the standard error S.E = 0,9675. The
difference in means is 4,55. These results demonstrate that there is an increase between
the two drafts and this is statistically significant. (t = 4,708; p <.05) (See Table 4.2).

As for the Cause and Effect Analysis essay, the lowest score was 27 and the
highest score was 44 in the first drafts. One student got the lowest score and one student
got the highest score. The most frequent score was 37. On the other hand the lowest
score, in the revised drafts, was 29, and the highest score was 47. One student got the
lowest score and one student got the highest score. The most frequent score was 39 (See
Appendix B2). When we look at the mean scores we see that, while the mean score of
the first drafts was 37,22; it increased to 41,22 in the revised drafts. The standard
deviation was s.d = 1,7823 and the standard error was S.E = 0,4201. The difference in
means is 4, and this is statistically significant (t = 9,522; p <.05) (See Table 4.2).

Table 4.2 shows that the mean scores of the experimental group in the revised
drafts were considerably higher than the control group. The experimental group
performed significantly better than the control group in the revised drafts. Therefore,
tables 4.1 and 4.2 lead us to the conclusion that peer written feedback training had a

salient effect on the subjects' written quality.
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4.3. Comparison of Revised Drafts of the Control and Experimental Groups

In this stage, we compared the results of peer written feedback in revised drafts
in order to see whether peer revision training has positive effects on students’
cumulative writing development or not. In this analysis, we took the mean scores of the
three types essays. Table 4.3 displays mean scores in revised drafts of each essay type

of the control and experimental groups.

Table 4.3. Mean Scores in Revised Drafts of Each Text of the Contreol and

Experimental Groups
Difference
Text type Mean Score | in means s.d t p
PROCESS ANALYSIS
ESSAY
37.78 3.95
Control Group 2,22 1.814 | 0.078
Experimental Group 40.00 3.38
COMP.& CONTRAST
ESSAY
36.50 3.69
Control Group 2,88 2.045 | 0.049
Experimental Grgup 3938 4.7
CAUSE & EFFECT
ESSAY
37.78 4.08
Control Group 3,44 2.497 | 0.018
Experimental Group 41.22 4.19

As shown in Table 4.3, the mean score of the control group in the process
analysis essay was 37,78; on the other hand, the mean score of the experimental group

in the process analysis essay was 40. The difference in means is 2,22. This result shows
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that, statistically, there is not a significant difference between the control group and the
experimental group (t = 1,814; p >.05) (See Table 4.3).

When we look at the Comparison and Contrast essay, we see that the mean score
of the control group was 36,5; on the other hand the mean score of the experimental
group was 39,38. The difference in means is 2,88. The result demonstrates that there is a
significant difference between the control group and experimental group (t = 2,045;
p<.05) (See Table 4.3).

In the Cause and Effect Analysis essay, while the mean score of the control
group was 37,78; the mean score of the experimental group was 41,22. The difference
in means is 3,44. This result shows that there is a significant difference between the
control group and the experimental group (t = 2,497; p<.05 ) (See Table 4.3).

Table 4.3 indicates that the groups were almost equal in the revised drafis of the
Process Analysis essay in terms of their writing scores. There is no significant
difference between the mean scores in the revised drafts of the Process Analysis essay.
As for the Comparison and Contrast essay, there occurred a slight difference, which is
statistically significant. This barely significant difference shows that despite the
training, a few students in the experimental group failed to have meaningful exchanges
about one another's writing, even without the training, a few control group students
succeeded in giving specific and relevant comments to their peers which made their
peers write a well-developed essay (Zhu, 1995). On the other hand, the training might
have had a delayed effect on students' writing (Berg, 1999a) since the experimental
group performed significantly better than the control group as for the Cause and Effect
Analysis essay. The experimental group's success can be associated with the trained
peer written feedback which they achieved during the treatment in their writing lessons.
This gradual improvement of the experimental group underlines an important issue: the
training for peer written feedback can be considered as a process since it helps enhance
students' writing in the long run (McGroarty and Zhu, 1997).

In order to give a brief summary about the effect of trained peer wriiten
feedback on students’ writings, we also compared the total mean scores in revised drafts
of the control and experimental groups. Table 4.4 displays total mean scores in revised

drafts of both groups.
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Table 4.4. Total Mean Scores in Revised Drafts of the Control and Experimental

Groups
Difference
Mean Score | In means s.d t p
Control Group 37.35 422
2.85 3.697 | 0.000
Experimental Group 40.20 3.78

As shown in Table 4.4, the total mean score of the control group was 37,35; on
the other hand the total mean score of the experimental group was 40,20. The difference
in total means is 2,85. That is, statistically, there is a significant difference between the
control group and the experimental group (t = 3,697; p <.05).

4.4. The Analysis of the Training Factor on Students Writing Quality

As displayed in Table 4.4, it is clearly seen that trained students improved their
writing from a first to a second draft more than untrained students did. It should be
noted that a difference in writing quality before treatment between the trained and the
untrained group was ruled out by the independent samples t-test on the first draft scores.
The students assigned to the trained group(N = 18, M = 78,38) did not show statistically
different writing quality from those assigned to the control group (N = 18, M = 77,83)
(t= 0,363, p > .05), thus this result suggests that writing quality was equal in these two
groups before treatment. In contrast, scores on second drafts differed between the
untrained and trained groups. In order to investigate the impact of treatment on those
higher writing quality scores of the experimental group, a univariate ANOVA test was

applied. Table 4.5 below shows the results of a univariate ANOVA test.

T.C. YOKSEKOERETIM KURDLU
DOKDMANTASYON MERKEZS
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Table 4.5. Univariate Analysis of Variance of Difference Scores According to

Training Effect
Source SS d.f MS F p
Training 160990.9 6 26831.824
1640.386 0.000
Error 1652.059 101 16.357
Total 162643.0 107

This ANOVA test yielded significance for quality scores on second drafts in the
trained group. That is, the training factor had a significant effect (F = 1640,386, df = 6,
p <.05).The difference of scores between the first and second draft shows a greater gain
for the trained than the untrained group. Untrained students (N=.18)improved their
scores on average only 1,22;1,23 and 0,72 points for each text, whereas the trained
students(N= 18) obtained an average improvement of 4,17; 4,55 and 4 points (See Table

4.1 and 4.2). These results also reveal that the training effect is statistically significant.

4.5. The Analysis of the Impact of the Text Type on Students Drafts

We performed a univariate ANOVA test to analyze the effect of text type on
students’ drafts. During the study, the students were asked to produce three types of
essays: a Process Analysis essay, a Comparison and Contrast essay and a Cause and
Effect Analysis essay. In order to see whether the text type would make any effect on
the revision, a univariate ANOVA test was used. Table 4.6 below displays the results of
a univariate ANOVA test.
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Table 4.6. Univariate Analysis of Variance of Text Type in the Control and

Experimental Groups’ Drafts

Mean

Source SS Df Square F P

GRUP 30.083 1 30.083 1.735 0.191
CONTROL Test 48352 2 24.176 1.394 0.253
GROUP

Error 1803.222 104 17.339

Total 148331.0 108

GRUP 485.565 | 485.565 33.734 0.000
EXPERI - Test 81.722 2 40.861 2.839 0.063
MENTAL
ROUP
GROU Error 1496.963 104 14.394

Total 158701.0 108

As shown in Table 4.6, text type had no significant effect on the revisions of
both the control (F = 1,394, df = 2, p >.05) and experimental groups (F = 2,839, df =2,
P >.05).

4.6. Comparison of the Type and Quality of Written Comments in First Drafts
Apart from the quality of writing, provided feedback type on students’ first
drafts is also analyzed. The entire corpus of the students’ written comments were coded,
categorized and rated (See Appendices H1 and H2 ). For the identification of students’
written comments, the categories developed by Zhu (1995) were used. Table 4.7

summarizes the distribution of the comment types across the three text types.
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As shown in Table 4.7, the students in the control group provided a total of 149
written comments for the process analysis essay. The students in the experimental group
provided more feedback for the same text type, a total of 186 comments. While the
control group students provided more feedback on local features, N = 56 (38 %) and
evaluative features, N = 34 (23 %), they did not necessarily provided more global
comments N = 59 (40 %). Compared to the students in the control group, the students in
experimental group provided more global remarks on peer writing, N = 129 (69 %). As
a group, the experimental group students provided less evaluative remarks, N=29 (16
%), and local comments, N =28 (15 %).

When we look at the Comparison and Contrast essay, it will be seen that the
students in the experimental group gave more written comments N = 198 than the
students in the control group did, N = 136. 67 of the 136 comments made by the control
group students were local (49 %) and 25 were evaluative (18 %). The experimental
group students provided the same amount of evaluative feedback, N = 36 (18 %), as the
control group students, but the number of local comments given by the experimental
group decreased to a great extent, N = 26 (13 %). As for global comments, a sharp
increase can be seen since 44 comments were made by the control group students (32
%) and 136 comments were made by the students in experimental group (69 %).

In the Cause and Effect Analysis essay, while the students in the experimental
group provided a total of 205 written comments, the control group students provided
148 comments in total.44 of the 148 comments made by the control group students were
evaluative (30 %) and 47 were local (32 %). On the other hand; the students in the
experimental group provided less evaluative feedback, N = 51 (24 %) and local
feedback, N = 40 (20 %). As can be seen in the Table 4.7, the control group provided
less feedback in terms of the number global comments N = 57 (39 %), where as the
experimental group gave twice as many as the control group, N = 114 (56 %).

As shown in Table 4.7, there are sharp increases between the number of global
comments made by the students in the experimental and control groups. These increases
stem from the differences in specific feedback given by the students in both groups.
Table 4.8 shows the amount of specific feedback given by the control group for each

text type.



61

Table 4.8. Summary of the Numbers and Percentages of the Specific Feedback for

Each Text on Students' Revisions

Amount of Specific Feedback
Process Analysis Comparison and Cause and Effect
Contrast
N % N % N %
Control
Group 36 24 24 18 34 23
Total 149 136 148
Experimental
Group 102 55 115 58 98 48
Total 186 198 205

As shown in Table 4.8, the students in the control group provided 36 specific
comments and the amount was low (24 %) in the Process Analysis essay. Compared to
the students in the control group, the students in the experimental group gave 102
specific comments (55 %). In the Comparison and Contrast essay while the students in
the experimental group provided 115 specific comments (58 %), the others could only
provide 24 specific comments (18 %). When we look at the Cause and Effect Analysis
essay, it will be seen that the students in the experimental group gave more specific
comments N = 98 (48 %) than the students in the control group did, N = 34 (23 %).

In order to examine the quality and the type of the peer written comments from a
general point of view without considering text types, we also formed Table 4.9 which
summarizes the number of global, local and evaluative comments provided by the

control and experimental groups.
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Table 4.9. Amount of Feedback Type for both the Control and Experimental

Groups
Type CONTROL GROUP EXPERIMENTAL GROUP
of
Feedback
N % N %

Amount of

Feedback on 160 37 379 64
Global Features
Amount of

Feedback on 170 39 94 16
Local Features
Amount of

Feedback on 103 24 116 20
Evaluative Features

TOTAL 433 42 589 58

As displayed in Table 4.9, there are significant differences between the
experimental and control groups on the amount feedback, the amount of global
feedback, the amount of local and evaluative feedback. The students assigned to the
trained group provided more feedback, N = 589 (58 %) than those assigned to the
control group, N = 433 (42 %) Similarly, the experimental group provided significantly
more feedback on global features of writing, N = 379 (64 %), than the control group on
global comments, N = 160 (37 %). As for local and evaluative comments, this time the
control group surpassed the experimental group owing to the fact that the amount of
feedback on local features, N = 170 (39 %) and evaluative features, N = 103 (24 %) of
the control group were higher than the amount of feedback on local features, N = 94 (16
%) and on evaluative features, N = 116 (20 %) of the experimental group.

4.8. Discussion

Although peer feedback has been widely acknowledged as a crucial component
in the writing process in both ESL and EFL settings, an aspect of peer feedback to
writing and its implementation in the classroom has been largely ignored. This
important, yet largely ignored, aspect is the role of training, which means the
preparation of students for participation in the peer feedback activity. To fill the gap in
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knowledge about the effects of training on writing, we investigated the influences of
trained peer written feedback on feedback types and writing outcomes.

The results of this study show an improvement in the quality of written
compositions both in the control and experimental group. In other words, peer written
feedback, ecither trained or untrained, is effective when compared separately. To
determine the impact of untrained peer written feedback, we compared the first and the
revised drafts of the control group for each text type. When we look at the results (See
Table 4.1), either in Process Analysis essay, or Comparison and Contrast essay, or in
Cause and Effect Analysis essay, we see that there is a significant difference between
the first and the revised drafts. According to our findings, the difference in means in
Process Analysis essay is 1,22, in Comparison and Contrast essay, it is 1,23, and in
Cause and Effect Analysis essay it is 0,72. Although, there are slight increases between
the two drafts, they are statistically significant. Our findings conform to Mc Groarty and
Zhu’s study (1997) owing to the fact that they found statistically significant increases
between the first and the revised drafts of their control group who were not exposed to
peer feedback training. According to them, the direct training of students may not be
only one of the factors affecting results of clear feedback sessions, other factors such as
participant roles, classroom context should also be investigated by the researchers (Mc
Groarty& Zhu). Our findings also corroborate Muncie’s opinion (2000:52) stating that
feedback is vital to writing and helping learners to improve their writing skills, and
according to her “whatever form feedback takes, it can have the positive effect on
producing improvements in learners’ writing ability”.

When we examine the scores of the first and the revised drafts in the
experimental group, we see that trained students’ second drafts improved more than
untrained students’. Our findings indicate that trained peer written feedback had
positive effects on students’ revising their first drafts in each composition type. The
results reveal that the difference in means in Process Analysis essay is 4,17; in
Comparison and Contrast essay, it is 4,55 and in Cause and Effect Analysis essay, it is
4. According to these results, it is possible to say that the students in the experimental
group produced much better in the revised drafts and these increases in their scores are
statistically significant (See Table 4.2). Our results conform to both Berg’s (1999), and
Mc Groarty & Zhu’s (1997) studies due to the fact that the difference scores between
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the first and revised draft showed a greater gain for the trained than the untrained group
in their researches.

Since our basic aim is to examine the effect of trained peer written feedback, we
compared the revised drafts of the compositions of both the experimental and control
groups. Our findings demonstrate that there is a significant difference between the
revised drafts of the compositions of each group (See Table 4.3). According to these
results, it is possible to say that, trained peer written feedback is more effective on
students’ revising their first drafts (See Table 4.4) (t = 3,697, p < .05). This finding is
consistent with Berg (1999b), who studied the effects of trained peer response.
Similarly, there is a significant difference between the revised drafts in the control and
the experimental group. According to her (Berg, 1999b), training appears to account for
greater writing improvement of revised drafts.

Our findings up to now suggest that training can lead to produce better quality
writing, but we had to give a statistical proof which would show that training, in fact,
made the difference; therefore, we conducted a univariate ANOVA test to investigate
that the training factor. The results indicate that the training effect is statistically
significant (See Table 4.5) (F = 1640,386, p <.05).

Findings in this investigation lend support to the views often expressed in a
number of related studies point to a positive relationship between training and student
performance. For example, in the studies that focus directly on peer feedback
instruction in the writing classrooms, the researchers (Stanley, 1992; Zhu, 1995; Berg
1999a) report positive results of trained peer feedback on student attitudes and
communication about writing, revising types and better quality writing.

Throughout the study, the students were asked to write a total of 3 essays; a
Process Analysis essay, a Comparison and Contrast essay and a Cause and Effect
Analysis essay because one text type would not be reliable. We performed another
univariate ANOVA test in order to see whether text type would make any effect on the
revision (See Table 4.6). According to the results, the text type had no significant effect
on the revisions of both the control (F = 1,394; p > .05) and experimental groups (F =
2,839; p > .05).

The last major finding of this study indicates that the experimental group
significantly exceeded the control group in the amount of feedback (N = 589, 58 %); the
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amount of feedback on global features (N = 379, 53 %) since the control group provided
fewer written comments in terms of the amount of feedback (N = 433, 42%); the
amount of feedback on global features (N = 160, 37 %). On the other hand, the control
group outperformed the experimental group in the amount of feedback on local (N =
170, 39 %) and evaluative (N = 103, 24%) features because the experimental group
provided less feedback on local (N = 94, 16 %) and evaluative (N = 116, 20 %) features
(See Table 4.9). The progress on the part of the experimental group in the mentioned
areas may be due to the fact that training allowed subjects to provide more effective
feedback on one another’s writing. The emphasis on global concerns of writing and on
specific feedback during training enhanced the success of peer written feedback. Thus,
there seemed to be a positive relationship between the treatment and the quality of
feedback.

What is interesting about the findings of this present study is that training can be
considered as the major factor for greater writing improvement of revised drafts; that is,
trained students’ second drafts improved more than untrained students’, regardless of
text type. Moreover, the significant difference between the total numbers and
percentages of written comment types between the trained and untrained groups
suggests that training, in fact, made the difference. That is, trained students provided
more feedback on global and specific features than untrained students. Consequently,
the results of increased number of global and specific comments and improved writing
among trained students imply that appropriate training can lead to more successful
revisions, which in turn may result in better quality in the revised draft.

Perhaps these results should come as no surprise since there are some studies in
the literature which point out the importance of training for successful peer feedback
sessions. (eg., Nystrand, 1984; Huff & Kline, 1987; Stanley, 1992; Dheram, 1993;
Connor & Asenavage, 1994; Tsui & Ng , 2000; Zhu, 2001). For example, Connor and
Asenavage’s (1994:267) study on peer response included some training in the form of
modelling and they specifically recommend that “more extensive and specific peer
response training with follow-up should be implemented” when using peer response to
writing in an ESL context.

Similarly, as Stanley (1992:230) states, it is not fair to expect that students will

be able to perform “the demanding tasks without first having been offered organized
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practice with and discussion of the skills involved”, therefore as part of learner training,
the teacher should highlight the fact that “responding to peer’s writing is a learning
process that will raise the students’ awareness of what constitutes good and poor
writing, help them to identify their own strengths and weakness in writing...” ( Tsui &
Ng, 2000: 168). Consequently, there appears to be the need to provide all students with
guidance and instruction so that they can acquire a conscious knowledge of strategies to
improve their writing and to process the feedback they receive (Dheram, 1993 ;Zhu,
2001).

These claims seem to be very appropriate in the light of the results of this study,
which indicate that training students in how to give written feedback has positive effects
on comment types and writing outcomes. The results of this study should also reassure
those who were discouraged by Nelson and Carson’s (1998) claims that students do not
find their classmates’ advice particularly useful.

The issue of effects of peer written feedback instruction on revision raises some
interesting questions. Findings of this study suggest that students provided with
appropriate training can influence comment types and subsequent writing quality in a
positive way, so it can be asked whether instructing students in self revision would
benefit writing quality or not. Berg (1999b:231) asks a similar question in her article
“with such training in revision, would it not be possible to eliminate the step of peer
feedback session while still producing similarly improved writing from one draft to
another?” According to her, these questions miss the point of the role of peer feedback
in the writing process due to the fact that the students simply would not be able to sense
where in their texts they needed to revise, but a peer who has not been involved in the
creation of the text can point to unclear aspects of the writing. In other words, the peer
can help their classmates discover the discrepancy between intended and understood
meaning of their text, as Thompson (2001:58) points out “ any text can in principle be
seen as a record of a dialogue between writer and reader”.

Admittedly, in a classroom situation, there is another alternative to peers helping
each other; the teacher could provide feedback. However, it is important to remember
that the quality of the teacher’s feedback can be affected negatively due to crowded
classes and limited time (Ndubuisi, 1997). Moreover, the students may simply try to

please the teacher instead of truly considering their texts and asking themselves how
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they can revise their texts for clearer meaning (Berg, 1999b). But, if the student writer
gets of response from his peer, he will question its validity, weigh it against his or her
own knowledge and ideas, and then make a decision about the changes to make, instead
of indiscriminately accept comments as if these comments come from the teacher (Berg,
1999a; Tsui & Ng, 2000) .

It appears that too much can be gained from the peer feedback session,
especially for people who are students of writing. However, in order for student writers
to get the maximum benefits from peer feedback, they both need to be taught certain
skills and strategies which would sharpen their critical sensibilities (Dheram, 1993) and

be encouraged to participate in the peer feedback sessions.
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CHAPTER Y

CONCLUSIONS AND IMPLICATIONS FOR FL TEACHING

S.1. Summary

During the last two decades, peer feedback sessions where students critique and
provide written and / or oral comments on one another’s writing in small groups have
captured the attention of many writing teachers and researchers in both first and second
/ foreign language settings. Although there are numerous journal publications as well as
conference colloquiums and presentations devoted to the topic, it is well known that
writing teachers continue to wonder to what degree the process of writing, provision of
feedback, and revision are actually helping students as they become independent
writers. In addition, they seek empirical evidence that peer feedback can contribute
positively to this process. If research in this area can determine the effectiveness of peer
feedback in the context of a multiple-draft classroom, it can influence the way that
writing teachers incorporate it in their classes.

One way of increasing the efficacy of peer feedback on students’ revision and
quality of writing is training students for peer feedback sessions. But, unfortunately
quite rare studies have been done on the area of training students for peer feedback. As
it is stated in the literature there is a need for more research.

In this study, the idea of training before peer feedback sessions was taken as a
base. The purpose of the study was to investigate whether training before feedback help
students to write coherent and good compositions and provide effective written
comments or not.

In the study, there were 36 first year students as study subjects from the Faculty
of Education, ELT Department. 18 of them were in the experimental group and the
other 18 were in the control group. They were selected according to the scores in

Writing Proficiency exam.
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During the study, the experimental group was exposed to training through
numerous activities devoted to practising strategies for effective written feedback on
peer writing, whereas students in the control group received no systematic training for
peer written feedback. Each group wrote 3 compositions throughout the study: a Process
Analysis essay, a Comparison and Contrast essay and a Cause and Effect Analysis
essay.

The first drafts of the subjects were collected and scored holistically by two
scorers by using the ESL Composition Profile. All the subjects were asked to provide
written comments on each other’s writings and to revise their compositions after having
given written feedback. The revised drafts were collected and scored holistically by the
same scorers by using again the ESL. Composition Profile. The written comments on the
first drafts were also collected and analyzed by three scorers by using the Coding
Scheme for Students’ Written Comments and the Rating Scale for Students’ Written
Comments.

The collected data were analyzed in five stages. In the first stage, the first drafts
and the revised drafts of students’ compositions were compared to investigate the
effects of untrained and trained peer written feedback on students’ revisions. The mean
scores of the first and revised drafts of the three compositions for each group were
compared separately for this analysis. Then, in the second stage, the analysis was
conducted on the mean scores of the revised drafts of each group in order to see which
kind of peer feedback, untrained or trained, was more effective on students’ writing
quality and development.

In the third stage, a univariate ANOVA test was used to investigate the effect of
the training factor on students’ writing quality. In the fourth stage, another univariate
ANOVA test was conducted to see whether test type would make any effect on the
revision. In the last stage, qualitative analysis on students’ written comments on peer
writing was presented in numbers and percentages in order to clarify the amount and
quality of feedback.

The results of this study indicated that the students in the experimental group
produced better writing quality than the ones in the control group since the difference of

scores between the first and revised drafts showed a greater gain for the trained than the
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untrained group. The findings also revealed that training students for peer written

feedback led to significantly more and significantly better-quality peer feedback.

5.2. Conclusions Based on the Analysis of the Results

What are the effects of peer written feedback on students’ written products
where students do not receive any deliberate training?

The results of this study reveal that untrained peer written feedback had a
significant effect on the control group students’ revising their first drafts. According to
our findings, there are slight increases between the mean scores of the control group
students’ first and revised drafts of each text type and these differences are statistically
significant.

What are the effects of training for peer written feedback on students’
writing?

According to the results of this study, trained written feedback had an important
impact on students’ revising their first drafts. It was observed that trained peer written
feedback yielded higher writing quality scores owing to the fact that trained students
improved their writing from a first to a second draft more than untrained students. The
3,697 point difference in degree of improvement that existed between the trained and
untrained group is thus likely due to the training treatment. That is, the training factor
had a significant effect on the quality of scores on second drafts in the trained group.

What are the effects of training for peer written feedback on students’
ability to comment on peer writing?

The results of this study indicate that training students for peer written feedback
also had a significant impact on both the quantity and quality of feedback that students
provided on peer writing. According to our findings, the experimental group provided
significantly more feedback, significantly more feedback on global features of writing,

and significantly more specific and relevant feedback.

According to the results of the study it is obvious that peer written feedback
training had a salient effect on both students’ writing outcomes and their written

comments.
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5.3. Pedagogical Implications

Despite the limitations in terms of the small sample size, the study has certain
implications for teaching of writing. Writing instructors who use peer feedback as part
of a process-oriented approach to writing can consider the following issues. Firstly,
writing instructors can integrate peer feedback into the writing classroom with
confidence that this feedback can be effective and can be used by many students in their
revisions . The fact that the peer feedback sessions did result in better essays, based on
the research reported here, should encourage writing teachers to make peer feedback an
integral part of the writing classroom.

Secondly, in order for peer feedback to work, training seems essential. The
difference in results between the trained and untrained groups in this study suggests that
training results in more successful peer feedback in terms of comment types and writing
quality. Hence, there appears to be the need to provide all students with guidance and
instruction so that they can apply a more important role in providing effective
comments and benefit more from peer feedback sessions. As Vygotsky states, (as cited
in Villamil & De Guerrero, 1998:508), “with assistance, every child can do more than
he can by himself — though only within the limits set by the state of his development”.
Thus, as part of leamner-training, the teacher should assist students to expand the
repertoire of feedback strategies and instruct them to clarify their intentions and elicit
feedback from their peers.

Another implication is that the instructor, from the beginning, must define
clearly the roles of the students during the peer feedback process. Students should be
informed of the purpose of peer feedback and come to think of it as only one aspect of
the larger process of composing and communicating a message. Therefore, the teacher
should highlight the fact that responding to peers’ writings is a learning process that will
help them to develop a better sense of how to read their own texts from the perspective
of an audience, what questions to ask, and “how to systematically examine their text
with the purpose of improving it” (Berg, 1999b:232). Without this crucial
understanding, students, perhaps particularly novice writers in foreign language
classrooms, like study subjects in this research, may not be able to interpret the

feedback or act it in a sound way. In addition, students need to respect to the authority
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of the author and take great care not to compromise ownership of the text under “the
guise of constructive criticism” (Amores, 1997:520).

Another major pedagogical implication is that through peer feedback the
students were involved in the process of acquiring strategic competence in revising and
evaluating a text, and a competence which will prove invaluable in their future
academic and professional life. Our subjects are the students of ELT Department, that
is, they will be providing feedback and evaluating their own students’ writings in the
future. The experience of peer feedback provided our students with an indispensable
opportunity to analyze textual problems, internalize the demands of different rhetorical
modes, acquire a sense of audience, and in general become sensitive to the genre of the
student essay. In other words, students take over part of the job of the teacher (Tsui &
Ng, 2000) since they develop a critical eye toward what they read while analyzing their
peer’s essays (Berg, 1999b).

The development of students’ critical thinking ability plays a pivotal role in
awareness raising. Awareness raising is achieved not only through getting feedback but
by giving feedback to peers as well (Tsui & Ng, 2000). Peer comments help students
notice the problems which they cannot notice on their own. Moreover, reading a peer’s
text might serve a model for how to read text through the eyes of someone else (Berg,
1999b). It may then help students develop “a better sense of how to read their own texts
from the perspective of an audience, what questions to ask, and how to systematically
examine their text with purpose of improving it”(Berg, 1999b:232). All in all, peer
feedback session has “the potential for bringing out into the open students’ limitations
and creating awareness, without which remedial action would never be successfully
undertaken”(Villamil&De Guerrero, 1996:69). The following extracts support the view
that subj ects are aware of this advantage of peer feedback (the extracts given in this part
are taken from the experimental group students’ written comments on the evaluation of
the writing course and peer feedback session at the end of the term)(See Appendix O):

“We gained a critical attitude while reading an essay. We become aware of the
‘real reading’ which means analyzing a passage with all its errors, glittering parts,
learning new information, viewpoints on a certain topic. Those sessions prepared us for

assessing the papers of our students in the future.”
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“While giving feedback, we can learn what we are going to do as a teacher in
the future.”

An issue deserves attention is that of the control group students’ positive
comments on the evaluation of peer feedback session. Although they received no
systematic training to develop and practise strategies for peer response, they reported
positive experiences with peer feedback commenting on its general benefits. Below are
the samples of the control group students’ written comments on the evaluation of the
writing course and peer feedback session (See Appendix P):

“I highly benefited from the peer review sessions. Because my capability of
writing has increased. Now, writing is not a nightmare but an enjoyable work for me.
Peer review sessions provided me a chance of seeing my mistakes and showed me how
to correct them. I, also, found a chance of comparing my friends’ essays with mine. 1
could see my level and tried to raise it.”

“Peer feedback session was beneficial for me. Because, I reviewed my essay and
became aware of having made some mistakes. It gave me the chance of correcting them
before presenting it to the teacher.”

“This practice was very useful for us, I think. Because, sometimes there might
errors, deficiencies and illogicallness we have made without noticing. So, we had the
chance of correcting them by the help of our friend’s opinions. As a result, one can
easily say that this practice is very worthwhile.”

Another more far-reaching implication, and one that the researcher has gradually
drawn as this study has unraveled, is that rather than implying the form of a teacher’s
comments is entirely unimportant, peer feedback and teacher feedback should be seen
as complementary forms of assistance in the writing classroom. As Villamil and De
Guerrero (1998:508) assert, instead of asking the question, “Which is better (or which is
more effective), peer feedback or teacher feedback?”’; perhaps the time has come to ask
this question, “What and how can peer feedback contribute to the students’ writing
development in a way that complements teacher feedback?”.

As a close word, writing teachers should be encouraged to implement peer
feedback sessions with training into their classroom settings in order to open up the
“black box” (Long, as cited in McGroarty & Zhu, 1997:36) of the writing classroom

because writing is no longer one that gives absolute control to the teacher but rather is
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as Tsui and Ng (2000:168) point out, “a positive, encouraging, and collaborative
workshop environment within which students ... can work through their composing

processes”.

5.4. Suggestions for Further Research

Results of this study indicate a number of areas that need further investigation.
Most urgently, more research can be conducted to explore other methods of training for
peer feedback and investigate the effects of those methods on students’ writings as well
as their comment types.

Furthermore, since this investigation was limited to analyze the effects of
training both on students’ ability to comment on the global features of writing (i.e.,
content, organization, audience, purpose, etc.), the compositions were examined from
the point of content and organization. Thus, another study can be conducted to
investigate the effects of training on all of the criteria; content, organization,
vocabulary, language use and mechanics.

Another suggestion for future research is to compare and contrast peer written
feedback and teacher written feedback. This comparative research will show the
effectiveness of peer and teacher comments in facilitating revision.

Moreover, as this research was limited to three writing assignments in a short
term, we do not know how training affects peer feedback and revision at a longer
period. Thus, long-term effects of trained peer feedback need investigation.

Additionally, this study was conducted with the intermediate level students. The
same techniques and methods used in this study can be applied to different groups of
students to find out if the language level of the students affect the results of this study.

Also students were trained to give written feedback in this study. Thus, another
study can be designed in order to investigate the effect of trained oral and written peer
feedback on students’revising their first drafts. Research in this area will shed more
light on the roles of oral and written peer feedback in student writing development.

A final suggestion for future research is to investigate the classroom contexts
and various other factors on training and on peer feedback. Research in this area will
provide insightful information on the kinds of classroom contexts conducive to peer

feedback and thus will have important classroom implications.
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APPENDIX A The Scores Used for Subject Selection

control group | Scores used for exper mental group | Scores used for
students Subject selection students Subject selection
1. S1 81 St 80
2. S2 82 S2 76
3 S3 77 S3 78
4. S4 76 S4 80
5. Ss 70 S5 82
6. Sé 78 S6 71
7. S7 76 S7 78
8. S8 85 S8 79
9. S9 79 S9 84
10. S10 81 S10 82
11. S11 84 S11 72
12. S12 85 S12 80
13. S13 75 S13 81
14. S14 73 S14 85
15. S1s 74 S15 84
16. S16 79 S16 76
17. S17 70 S17 70
18. S18 76 S18 73
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APPENDIX B1 The Average of the Scores of the Control Group Given by Two Scorers

PROCESS |PROCESS |COMP.& COMP.& ‘| CAUSE CAUSE
CONTROL | ANALYSIS | ANALYSIS | CONTRAST | CONTRAST | &EFFECT | &EFFECT
GROUP FIRST REVISED | FIRST REVISED FIRST REVISED
DRAFT DRAFT DRAFT DRAFT DRAFT DRAFT

1. S1 35 40 34 40 36 36

2. S2 42 43 43 42 40 42

3. S3 37 40 33 33 37 38

4. S4 29 29 35 35 35 36

5. S5 37 36 31 33 37 7 40

6. S6 42 43 34 40 40 40

7. S7 40 41 38 39 42 41

8. S8 42 41 36 37 36 37

9. S9 39 41 37 36 38 39
10. S10 37 37 34 34 37 36
11. S11 37 39 40 42 41 42
12. S12 29 31 34 36 37 38
13. S13 41 39 42 42 32 33
14. S14 34 35 36 38 36 38
15. S15 34 33 30 29 39 39
16. S16 32 38 37 39 37 37
17. S17 34 35 38 38 41 43
18. S18 37 39 23 24 26 . 25
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Scorers
EXPERI- PROCESS PROCESS [COMP.& COMP.& '|CAUSE CAUSE
MENTAL |ANALYSIS |ANALYSIS [ CONTRAST | CONTRAST | &EFFECT | &EFFECT
GROUP FIRST REVISED |FIRST REVISED FIRST REVISED
DRAFT DRAFT DRAFT DRAFT DRAFT DRAFT
1. S1 34 39 35 44 35 41
2. S2 42 46 42 43 38 39
3. S3 36 38 37 37 36 39
4. S4 43 45 40 45 44 47
5. S5 39 44 35 39 37 4
6. S6 31 35 27 34 27 29
7. S7 37 41 35 39 35 40
8. S8 36 38 33 45 38 43
9. S9 31 35 34 38 37 42
10.| S10 32 36 30 35 36 39
11.| S11 34 39 27 34 33 38
12.| S12 34 38 37 36 40 46
13.| S13 42 43 40 40 42 44
14.| Sl14 35 40 37 37 35 39
15.| S15 34 44 36 40 . 37 42
16.| Sl16 33 41 31 45 40 46
17.| 817 35 37 35 39 37 45
18.| S18 37 41 36 39 43 45
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PROCESS PROCESS | COMP.& COMP.& ‘| CAUSE CAUSE
CONTROL | ANALYSIS [ ANALYSIS | CONTRAST | CONTRAST | &EFFECT | &EFFECT
GROUP FIRST REVISED |FIRST REVISED FIRST REVISED

DRAFT DRAFT DRAFT DRAFT DRAFT DRAFT
.| si1 35 40 33 40 37 36
2.|  S2 41 43 42 41 38 41
.| 83 38 40 32 32 35 38
4. s4 30 29 33 34 35 36
5.1 85 35 36 30 34 38 40
6. S6 41 42 35 39 39 39
7.1 87 39 40 41 40 40 42
8. | S8 40 42 38 38 34 37
9. 89 40 41 35 36 37 39
10.| S10 35 36 33 34 36 36
11.| sll 37 38 38 41 40 40
12.| s12 27 30 33 35 35 36
13.| S13 40 37 40 40 30 34
14.| Sl4 33 35 36 39 35 37
15.| s15 33 33 28 28 37 38
16.| S16 30 36 36 38 37 37
17.| 817 34 35 39 38 40 42
18.| S18 37 39 21 23 28 27
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EXPERI- PROCESS PROCESS |COMP.& COMP.& ' |CAUSE CAUSE
. |MENTAL | ANALYSIS |ANALYSIS | CONTRAST | CONTRAST | &EFFECT | &EFFECT
GROUP FIRST REVISED |FIRST REVISED FIRST REVISED

DRAFT DRAFT DRAFT DRAFT DRAFT DRAFT

1. S1 33 41 33 41 33 39
2, S2 41 45 41 41 35 37
3. S3 32 36 40 41 34 39
4, S4 41 45 39 44 43 45
5, S5 37 43 36 38 34 42
6. S6 30 36 29 34 26 27
7. S7 39 43 37 39 33 39
8. S8 37 35 33 43 37 41
9. S9 29 34 32 33 36 40
10.| S10 34 36 26 32 34 39
11.| s11 31 37 25 31 33 37
12.| SI2 34 40 36 37 37 46
13.] S13 46 45 40 41 40 43
14.| Sl4 34 37 34 33 31 35
15.| 815 36 43 39 45 34 40
16.| S16 31 42 30 46 38 45
17.| S17 39 40 34 38 36 40
18.| sS18 35 39 36 38 40 43
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7 PROCESS |PROCESS |COMP.& COMP.&  |CAUSE CAUSE
CONTROL | ANALYSIS |ANALYSIS | CONTRAST | CONTRAST | &EFFECT | &EFFECT
GROUP FIRST REVISED |FIRST REVISED FIRST REVISED

DRAFT DRAFT DRAFT DRAFT DRAFT DRAFT
1. S1 34 39 35 39 35 36
2. S2 43 43 43 43 41 43
3. S3 36 39 33 34 38 38
4. S4 28 29 37 35 34 36
3. S5 38 36 32 32 35 40
6. S6 43 44 33 40 40 41
7. S7 40 41 39 38 43 41
8. S8 43 40 34 36 38 37
9. S9 37 41 37 36 38 39
10. S10 38 38 34 34 37 36
11 S11 36 39 41 42 41 43
12. S12 30 31 34 36 38 40
13. S13 41 41 43 44 34 33
14. S14 35 35 36 37 36 38
15. S15 34 32 31 30 40 39
16. S16 33 39 37 40 36 37 _
17. S17 33 34 38 3 42 43
18. S18 36 38 24 25 24 23
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EXPERI- PROCESS |PROCESS |COMP.& COMP.& [CAUSE CAUSE

MENTAL |ANALYSIS | ANALYSIS | CONTRAST | CONTRAST | &EFFECT | &EFFECT

GROUP FIRST REVISED |FIRST REVISED FIRST REVISED

DRAFT DRAFT DRAFT DRAFT DRAFT DRAFT

1. S1 35 37 37 46 36 42
2. S2 42 47 42 45 40 41
3. S3 40 40 35 34 37 40
4. S4 45 45 41 46 44 49
3. SS 41 45 34 39 39 45
6. S6 31 34 25 34 27 30
7. S7 34 38 33 38 37 40
8. S8 35 42 34 46 38 45
9. S9 32 36 36 43 37 44
10. S10 30 35 34 37 38 38
11. S1l 37 41 28 37 32 38
12. S12 34 36 37 35 43 45
13. S13 37 40 39 39 43 45
14, S14 35 43 40 41 38 42
15. S15 32 45 33 35 39 43
16. S16 35 40 32 44 42 46
17. S17 31 34 36 39 38 38
18. S18 38 42 36 40 45 47
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STUDENT

DATE TOPIC

SCORES

LEVEL

CRITERIA

COMMENT

30-27

Excellent To Very Good: knowledgcable* substantive* thorough
development of thesis* relevant to assigned topic*

26-22

Good To Average: some knowledge of subject* adcqualc rangc*
limitcd devclopment of thesis* mostly rclevant to topic, but lacks
detail*

21-17

Fair To Poor: limited knowledge of subject* little substance*
inadequate development of topic*

16-13

Very Poor: does not show knowledge of subject* non-substantive*
not pertinent* OR not enough to evaluate*

20-18

Excellent To Very Good: fluent expression* ideas clearly stated/
supported* succinct* well-organized* logical sequencing* cohesive*

17-14

Good To Average: somewhat choppy* loosely organized but main
ideas stand out* limited support* logical but incomplete sequencing*

13-10

Fair To Poor: non-fluent* ideas confused or disconnected* lacks
logical sequencing and development*

o
gdgagw HZE-EZO0

9-7

Very Poor: does not communicate* no organization* OR not enough
to evaluate*

20-18

Excellent To Very Good: sophisticated range* effective word/ idiom
choice and usage* word form mastery* appropriate register*

CA

17-14

Good To Average: adequate range* occasional errors of word /idiom
form, choice usage but meaning not obscured*

BU

13-10

Fair To Poor: limited range* frequent errors of word/ idiom form,
choice usage* meaning confused or obscured*

9-7

Very Poor: essentially translation* little knowledge of English
vocabulary, idioms. Word form* OR not enough to evaluate®

25-22

Excellent To Very Good: effective complex constructions* few errors
of agreement, tense, number, word order/function, articles, pronouns,
prepositions*

AGE

USE

21-18

Good To Average: effective but simple constructions* minor
problems in constructions* several errors of agreement, tense, number,
word order/function, articles, pronouns, prepositions* but meaning
seldom obscured*

17-11

Fair To Poor: major problems in simple/complex constructions*
frequent errors of negation, agreement, tense, number, . word
order/function, articles, pronouns, prepositions and/or fragments, run-
ons, deletions* meaning confused or obscured*

10-5

Very Poor: virtually no mastery of sentence construction rules*
dominated by errors* does nmot communicate* OR not enough to
evaluate*

Excellent To Very Good: demonstrates méstcry of conventions* few
errors of spelling, punctuation, capitalization. paragraphing*

MEC

Good To Average: occasional errors of spelling, punctuation,
capitalization, paragraphing but meaning not obscured*

NICS

Fair To Poor: frequent errors of spelling, punctuation, capitalization,
paragraphing* poor handwriting* meaning confused or obscured*

N W B W

Yery Poor: no mastery of conventions* dominated by errors of
spelling, punctuation, capitalization, paragraphing* handwriting
illegible* OR not enough to evaluatc*

TOTAL SCORE

READER COMMENTS

(Ref: Hugh§y, J. B., 1983. Teaching
USA: American Book Company:140).

ESL Composition: Principles and Techniques.




APPENDIX F Sample Comments in the Three Coding Categories

Global:

You might want to expand this paper.

What do the lyrics mean to you?If they hold some secret to life,then explain it.
Go more into detail about some of the supports.

Local:
There are a couple of awkward sentences.
Use past tense in second paragraph.

Evaluative:

It is very well written.
Good start.

I like it.

(Zhu,W.,1995.”Effects of training for peer response on students comments and
interaction”. Written Communication,12/4:521-522).
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APPENDIX G Sample Comments in the Three Rating Categories

“3” comments: :

Give more details on Malcom’s life and why he should be considered as
someone we look up to.

Use past tense in second paragraph.

“2” comments:
You might want to expand this paper.
There are a couple of awkward sentences.

“1” comments:
Expand a little[when the writer needed to narrow down the focus].
Never start off a sentence with “but”.

Ref:(Zhu,W.,1995.”Effects or training for peer response on students comments and
interaction”. Written Communication,12/4:522).
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APPENDIX I Response Sheet for Peer Feedback

Your Number:-----===mmmmeemmm
Writer’s Number:——----weccmmmaaaa-

As peer feedback is an integral part of this class, it is essential that you provide your
peers with thoughtful feedback on their writing. Try to give your peers as much
feedback as you can. Note that specific comments and suggestions are always more
helpful than general ones.Also note that providing feedback on peer writing constitutes
an important part of your participation score for the course.

1.What are the strenghts of this paper?

2.What are the weaknesses of this paper?

3.What questions do you have after reading this paper?
4.What are your suggestions for revision of this paper?

Ref: (Zhu,W.,1995.”Effects of training for peer response on students’ comments and
interaction”. Written Communication,12/4:520).



APPENDIX J

At-a-Glance Student Guidelines for Preparing a
Peer Response
Read your classmate's writing carefully several times.
Focus your attention on the meaning of your classmate's text.
Because it is difficult for writers to separate information they wish to
express from the actual words on their page, you can help your classmate
discover differences between his or her intended meaning and what he or
* she has actually written. . .

. Avold getting stuck on minor spelling mistakes or grammar efrors unless
they prevent you from understanding your classmate's ideas.

Keep in mind that peer response is used by writers of all ages and types,
Including student and professional writers who want to know if their writing
Is clear to others.

. In responding to writing, try to be considerate of your classmate’s feelings,
and remember that it is very difficult for most writers to write clearly.

. Realize that you have the opportunity to tell your classmate what you do not
understand about his or her writing, to ask questions about it, and to point
out what you like about it. This is important information to the writer.

. When a peer responds to your writing, remember that you, as the writer,
have the ultimate responsibility for making final changes.

. The peer response activity provides several sources of ideas for how to
improve your writing, including your classmate’s comments about your writ-
ing; your classmate’s texts, from which you may learn new words, expres-
sions, and ways of organizing writing, as well as discover errors you may
have made in your own text; and discussions of issues you may not have
thought about before.

. If you have any questions or do not know how to respond to your class-
mate's writing, be sure to ask your teacher for help.

gI/lze.fzz ?)erg, E. C,, 1999a. “Preparing ESL students for peer response”. TESOL Journal,
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APPENDIX K

Sample Anonymous Student Paragraph Used
for Whole-Class Peer Response Activity
Americans drink alcohol because of manys reasons. One reason is
that it is easy to buy. People can for example buy alcoholic bever-

ages in liquor stores, bars, and, restaurants, thw/ can even,
ﬁm&omwm trains and boats. Im:onwmtaaléthq
have to do is to visit the nearest grocery store to buy alcohol. Also,
wmany commercials on the radis and TV showhow-happy people
és when they are drinking beer. Another reason is Eﬁatalcoholio
beverages is quite cheep. A final reason is that media tell
Americans to drink alcohol. For example TV shows like Dallas
or Dynasty where rich and,powerful people like J. R. always have
w large whiskey in their hand. Even movie characters such as
James Bond, drrink a lot of alcohols as part of their rich and,
exciting lyfe style. James Bond, is famous for' ordering martinis
that are “stirred, not shaken.” The end.

Sample Student Peer Response with
Inappropriate Comments
Your ,aar‘ajm,aé Is prett Joad But [ don't liks your topic about
aleokol—it s strange. %;a 1# fas many spelling and grarmmar mistafzs.
You stould corrsét them. You better study writing a lot bzeauss you
bavs so many mistakes. Haks your ,aargrqpé better.

Sample Student Revisions of Inappropriate Peer
Response Comments

Original: Your writing is pretty good.

Revised: Your writing has a clear topic sentence which Is easy to understand
for us. That's great!

Original: Your spelling has mistakes, like cheep should be cheap and lyfe
should be life.

Revised: You write alcohol is cheap, but we can't find any example of that so
it's not so clearly to us. Could you give some examples? '

Original: Your paragraph is really not good order, just any ideas put together
like crazy.

Revised: We have some questions about order of paragraph’s ideas. Maybe,
about many commercials on radio and TV about drinking beer, can you put
after media tell Americans to drink alcohol? What do you think this idea?

e — —— s % o a2 -+

]

—
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(Ref: Berg, E. C., 1999a. ;}i;l"ei)aﬁng ESL students for peer response”. TESOL Journal,

8/2: 23).



90

APPENDIX L

TN .,,M,_xoo....,_ﬁoc.mciamn.«.wz adoy| riuew | -
800 By} WwioJ} 108 6y preme oL iuIpe |

e —— Ao -

PR % uomc.:uwwm&a\vo_mﬁa.ms.mm_&wagi.&eeos we | "peolqe
el i 150 O} PpO3D, &L O PIRY G} Wal) JuaLaINel S| JSNE “1BAGMOH (6} AIUe sy U]
ose Inq"*sseujsng sjy U |njsse3ans ey semAjuo jou tAniueiioduu) 0iojy “wiel uim [ap,ul

EOTSE T 131

124 padiay o uosiec i aup sAzE SE au/SUieIo0id DB JoASUSUM oN0BION;SPIEHE | siy/S1eak oM | sujeidxe Jand 1ng ‘si1o
UBLILIBACE oAk pue Piey.os BUPIOR Uaeq peire i AiiniAuly) ueliissa | L2 iqepeall ey Bl v ejoln ' upsaseiu] sisabbins
nq Injs§e30nS JSOLLIEUN}0;6UD Sem oH ojoun Aulsi ouiy| Uostad upsaleluy 1soll ell:| g Al s mou uf 159w 8y ydesBeied Bupesisni v
B N T K P A Ll ; i .

Ko SRR issuo piApibiie)

Y MONZseDUiNLd Ol saliy plm
POUSIIGEISg Sai Wie {
U 1j.SpUpY, S0
. [200] e161M 639ld AjoAL€
puj) Ued nok eJeumsa|diue

o wad oy P w g

openpeiB dalBit Bt pusie feosiis

pue siuepmys [BI0FAUE Y
o8 .vsuao_.mouo_mm pise’s[obios Aueurdsye
L gaLiA
di 2/ae 8id

‘wfueutee-0leyrAuoo .wmxﬁ_y._.
s

Gl ewes ay) s|
) &

; gauelues Kiane J0 193(ans
&

(| s 'ydesbered peop & uj

I g

U0 1Uajedys S ues imaNs:
05NE30 %ﬁ%ﬁ%@%ﬁ

r.....vf.. ...n!,... uramo.
N .‘- .. 14 ‘\... LAYy W‘.-m»ﬂ- “JW%@W& 200
. pug dealo o b Ik sioluciso o8 el Slesifies auanosiol el
31nq ‘Snopoen 81 pooj Sui Jeui ) Uoseal j1iodull 1810UBL0SY LI U 0B O} o
“\0s *Apusiy; oK 8| Wes 21511 5Suossel flTewii0-esnEned iu|q), s, e, L eASse/dl
T T T e SN A0 _awm.%.%w{ ..wmw._.wwn. ’
i ausspanof sseendaieley et iqalta sl
i OB ATSse 300 Ak e AlioJolis/ s snoie) il
1201 ioams ol ase %@% ﬁmﬁaﬁmﬁa “olluEa)

; ‘oimtauoatiosiio) pro il sous au) Anoygi
£ {;PojuSLUG) B, BUEiSUl Jod
3, Bupgus wzm&o.»mwwmm...mvo@.,

) falle 119BX0 JO Sasuajuas sey
s{3elljq sures; | SudeiSeiad snouojouow v

3 0S5 O 0} SPIOM
ualayp Bujsn *1oa0 pue’ .
1640 BUILY BWES Xt SATS
‘ydeiBesed #epunpos y

iGeaio)l e Gieicselse JSecid8tiofal Bf--sgofies
u S0OBIPD MG Bl et

;Mo ey e 0¥
[} - T, v A 2 R
' 1o ssBuudy S *PeSeAsde s pooReu el

AUBUYS8SNeNSe)

e i
T Ty e B 2 A NP L T AR DT 00 WAV I s L AT DA R AT Djae SR Sty
£ (. 05 MR IE 001 DU BN B8 O IO oMo S eC AR UE(od B g UL0s (oaiidel
:.JoJajUed UL} SPROSHIEP;eIe BIU G Oy olloiians dol BURRINBUS ieniau) o) eo)sRg
2. 0u1 i Bulis erefelnusum joiioBoy Inineag ale ey [ plecRalpt ot 3.
S e O e Ml s Sk
1 \,.,"....,...,..W..Irﬁ_@:rﬁw.,... A RN fﬁmhﬂ.m@gnw, A e wrd <P
For o [T Y Y P s RSO A M N e P P A 1§ 50 Pl wraatlin o n s ety
g fed AL SOLIOSBE Y 3 e BUMAL S Rl 0] 3eeh oA o fcerioekfsout (FAN A et
. (e J»O PRRTAT B %ﬁ ATHA };&.—MD: ' A i e K
-4 0es ) ueg e SRMOF TOuCKET 17 JjoUrlo)iBuIB sieod aupig | asm_mw@ Riozewe

R latety rvic) St AR LN Jof P e ,_.w, o it

“sowy Apeaife jou om

412 sieaddesip oidoy
A 1euiLo euy [un “eyjoue,
3%}, Mmawummsﬁ o1 sdwnf uay} -

by

iz S0 LS ol e iy ouy 10 iowod Ul ve's| sAop 4 g__wm.,
aﬁ%%ﬁg%ﬁ%ﬁgéwwwsz«, 2ot Ing yssel]

i skeme;eidbed Ut Brouy; Buoker Giauoy Aufieal

1.
.

(Ref'Glass, T.,2001.”The strong points of writing weak paragraphs”. TESOL Journal 10

(1):32).



)2 o]

MY saysv; avay
] sliatus azva g
2] spunos asva g
1 $122f avag
X1 sYoo] asvay “waod
ayy ajeidwo) ¢

a1e £aip peay anod uy ‘peay moh uf £

sund Jtaus pue sqUIOq JI3W PUY 77

squioq ARy pue sue IR WM 12

Suny3y (s ax,4a1 peay anof ur ‘peay moL uf o7
duIs plo awes ay3 s,3[ 61

UdNRISTUI 3] ISR M 8T
g uaym LI

sosned

3240 UIYe} ST LA 91
Sunyealq s, Jajouw 1POUY 6T

21qIN0Z *IqNIOZ AT, F1

pvay anofl ur ‘puasy anof 1y S, JVM €1
J1qui0Z ‘31quuoZ ‘AquIoz Tt

pvaif anof up ‘pay 4noki uf 11

APPENDIX M

aze fayq peay anof uy ‘pesy mok uf o1

. sund JP1 pue sqWIoq LR PUV 6

squioq 3t pUE SHURY IR YIM 8

Supny3y aae £fap peay anok uy ‘peay ol up £

Aurjousyy 9

ou s3I noling ¢

udeISI am aTe OUM  F

yons pasned apypuy ¢

‘ue SIPIYO ¢

‘ s8uey peay sayjouy 1

. “1xo1 ayj ae|dwod €

P08 t0000austetentstItontsecseesioeneiossreeteeacdesiesurateserrssnetetencaredsss

- rarager) 1L #

away W

Suidp oS
(IS Amop
bss.oﬁ Suiho
Ay 9161
DUIOTA

"sowAys ayy puid g

IFE NN RN NEREN RN NN NN NN N NN NN

5890008
3511 a1y daey Loy pip Ly
;feld £ayy op aisnw Jo puny 8y
fepet Aa1) aary swing(e fusul Mol
¢398us pea] dyy st oyp

‘pajandap
mfyief ay; of ‘wonqpe 3s3je] el
YJIm SS390NS 07 PROI Y3 U0 Sumuljued
aze dnoad ayj, ‘oo “uejroduir Liea
ase souA] Ji9y) pus [euuio £19A axe
s0j0s Jejmd oy, ‘syywg aYy Jo dsnuu
ay} 03 9jfs up Jepws aynb ‘vsnw
Jo ad£) ejdwis 8 Lejd sauuaquer)) ayj,
;I0U0)),0 PBSUIS MaU 3} paj(ed Sutsq
ay{[ 3,usaop ays pue - dod jo pliom a3

~ O3 MM W0

{UI0J] SALLIAqURIY) By} 4B 21|

u} $22j0A Mau 1saq 8y Jo auo L|qeqoxd
St ‘Uspaoiy,Q saaojeq “eBuls peal ayJ,

*andup 0} pasu o ‘WNQ|e AISEIUEL]
B yusm ssaons sy pasmojje) feyy,
*§3490U09 9Y) JO S1B)S [BAT YY) AWwIAG
£ayy pue ‘spang ui ueyl saLUBqUEL)
9yl ul pajsavul  ddowr  BWBIIQ
ajdoad ucos ynq ‘apang ‘dnoid ayy 40)
pueq du-yaeq ayj auam £a1)) anoy jei)
uQ "VS[ Y3 U AN03 [NJS5a00S ¢ L3y
$14BY3 3y} vt suQ Jequiny o3 j08 8jfuis
Y} Inq ‘Isay 18 uleig Ul pIjsaLAuL
sem Apoqou ‘zam Jumd Sym ‘ Sutop
§1 285]2 ouoA4aag ‘dr] 1S4y ABY3 pased|dl
JpuBWIT woy dnoid ysu] SIy} UdyAy

*aey Aarej © a1
Sl [NjSSaonS puE SNOWE) awedaq
SaLLIBqUEL) 9Y) MOH 40 ANOLS 3H

08 L 91LAEGBEBEFRSITAEPEEOL LT LHETACGENEAI S s Er s SLoLASy

ianbile o} pasu oN L

L R R Y T e T T T e Y P Y T R T PR L N T Y Ry R Y R Y R R R R L AR RN R AR A

VULV 21 Hin

-29).

27

1s. Oxford: Heinemann

Hij

Inemarin

Ludlow, K., and Reilly, P., 1998. He

f:

(Re



92
APPENDIX N1

How Con Mou  Finish Voo Registration  Process E“S‘b?
At wiversity  You must renewu Jour - Cegist ration
Slery Yerm. 1f gou! don't Hed can't 5+L|c\j al Seur
schon) Ay mefe- ﬂ\“hoqa"\ Fea\'g%(qi} wn s Aot o ‘003
ancl  ditficult process some shtudenis rmale mistaley
et this process. E““J“"'“:—j v cleor. The most imprion
park S e\oir\3 edery H\\'r\j step Bj -';‘r’c,‘::,

The st step s obout meney  §ou  PAy Yo
Mgour  aclkool. There 1 O Special  foom Por Yhis
Process av your  feculiy. Mou  musy get in the
queve  and walk until gour Fun  comes. TheA
Jov  Ray Yhe oney on A ,\c)e% dhree (_Cc.e;)f)\':,
Tor YoV POyMent. After That - st 9° +2
The ofpice Jor stadend affairs- They ot i) Sidc
Jou O\ docuameny  wnich ProNes thet :jod PC&;Q\
the_ Money- Dantt -F‘oraejr Yo dake  the receipiz
with oo Becawse they will telke ohc  of dhm
W en H’\Q:) 35\16. o Yhe: docoment.

The second St B about  =emc forms that
5 about  You anc the  schedule  closol Vessen:, o
wll Yole Fhat termm. Moo must Lill the Jorms
corfectly and que..-Pul\:)- Then o9 must _Ql'\\ ‘e

-

schedole.  onel  chedde W frony e Pl Cpar ed  scheddle
—PO( Sl Class. Nexd N Must cla o 2o Yes
{oom. ‘TC\ \(_-!L 3\' ‘/\Q C\oc,urv\c,q RS :}Qq ;Jﬂ e C,r\-—-- ‘ k‘\c_,. "31r~f [
O\L <iu &c/\-\* a-f-ﬁou'f‘; - F i doue pape f and Pt oy
eheck. nerd s Yoe \essons  wow  wall *ch\r_@_ . Be cerefud
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nol- 1o ?\\\- o checl. next ¥= A Aidferent  lesseon
Rrorn Yoor schedale .

The, laxt §YQP i Alesot oo and  uawr  consobtont
Mou  will e o your consultant & odfice Wit the
forms | feceipts and  sthedale - S e il checl e
and E)e:\' Sowc  Paper: £ rom e r (9,«(\)3\,1%/, Tak e
Them | checle ond :\,\3(\. She will lake one of the
Ceceipts and  put ol Vhet formy 3D gour file. Be
coreful  about Yyour File. Be wure dhot o\l the {form
are.  complete. She wil glue o seme  exteq o,
P\ﬁ' +he inta o file o homc.

These ore  The feg.‘bffqhg,q steps - VL oo do
Haerm  wedtln Yhis  ocder therc wennt e G PfOb\em,
DO E\Rg*h\"‘nj _S'\‘E\o- \oj 5‘}'0,"3 and  cheeclk Q\I({/j'@f/\r"ﬁj
before yoo &° 3 Your  Consuliony 's office, She wlf
checl them ona p\ﬁ Larmy T e Your $ile. So You
will  finlsy 9o € c-'ai;,h.q Yion Protes ult hout oy Mistale_
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How Can \(o\vt Fi‘msh \(o\r ZQSI\S'\TGI ten  Process Easfljz

A+ un?dershl-j You must renewu Jour r‘e_ﬁllﬁr/q‘n‘%/?

.\lUj termn . l-@ You don‘+ v yed con't @ at Yeur
sChoo q’\j Mofe - P\H\r\quH rﬁa(sﬁoﬁ{aﬁ IS Nnet o \oqj

el da‘{—f«‘c‘ul‘r Process some shadents make mistake,

% Yhis pProcess. E\ler\»j’rhffg v clear. The mos + n‘mp:r'J:am
ary s Ao?n3 ex\erd*lr\\‘mj Step bj %'HZP-

~

The Pinst step s ooyt Meney  you  Pay Yo
PuUr  =2ckhool. There is o specis| foom For this
Pcesy al- your -F‘ucu\‘rd- Mou  musy Se-\— in the
Meve ond  wont  undil gour +urn  comes - Then
jo0 Ray YThe money o f\je-F theree Cecepts
°r  your Poyment. After that Jou muast NG
he office Por studesd affairs- They will 3\‘4&
o4 e dogumenl  wnich proves  that Yoo paid
e "Money- Danyt —Pof3€;\~ 3> dake  the fﬁca,(\”)\‘:;
it Nou- 8&-66:;;45»3, ‘H/\&d will telke onhc ol 'I/tm
Men Hﬂﬁj 3‘\1&_ oo the Jdocument.

The secsrd Step /fb oot  soeme  forms that
5 about  You and the schedule  abaot \essens o
AV Halle gt term. Moo mMmust Ll the Jorms
offectly and que.,,-?qﬂj- Then i)od must LIV the
,d\u(q\g oncl  check v Proay e Prepared  sched.fe
ar Sl Class. Nexd o Must o 1o comla\w
com. lake Yhe docuonent How go';\gﬁ e the e
4 54..4(\\0\-\» q.ng\‘rg- Find Jdoue paper and PuY o
%cdr__ Nnert Ao HAe  lessens gou  wr i \LC‘\\LQ Be careful
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Té -

No to
X ¥ (\‘\ > Put o checkk  nert Yo o Qifferent le
o §NTY o shedde - o
' ({ v laxd step iy Abe
P ot oo ond N consaHont

;‘S \l
o Uv\\\ 30 ¥ 30\;/ COn&u\'\tvﬁ— ‘3 otfice WAt ‘\r\r\
é H C 2.

Ye for
N ™S 1 leceipt |
7\§ and 3)€+ M\C S e will  chect Hhern

R
them checl and s\ - S'?’ON\ Ner  Computes - Take
WV)Q’ receipts A " he will Yele one of 4
W | an F ool Yhet formy Y ‘F he
S e chout your P ¢ s s geur ik B
Q@ Xare. I e surc that all  +he ~(-o .
P @& ComPERT She Wil gle gou S o
;Q\\ \& Pt them  inte e filk o hijmz ome.  extra  form,
S\ e These ore  Yh | ~
S e reqr .
i)( A Hhern witlh  tHhis Oré:ra‘sf.;‘:'\nof\ $+e105_ \_P_ Jou do
’ 0»'(!\ .Do e‘\e’:j*hfn st ere won't be G )Ofob\em‘
\Q\P \Q{‘ b j eya- \oj S'}~QP and ch
: d{}‘ Q'PQ(C \‘j{b\) oD %}.3 o CCL QUQ{:}-}-P\E,’;
) Che, E Jovr  tonsultant s offr N
Ay e them  ond  put forms | Hfica, She wili
will £imt . Nt Hour File. S
sh Mo Cegistea b . S you
S céq Proceyy wAThout 0Ny mm“a/%

N
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APPENDIX N3 - T
=How Con  ™NMou Anshy Neur R-e?)is{ifohfof\ Prac ess Ea:.)fl:)?h
A yndersity you Must  cenew  your re,afs'*rm*"’”
wery  erm.  \p you don't gou  con't  sdady at  yeur
Paculty  ong  rvere. Brlthough resfs*rdh‘m s reb o lmj
ana A fieatd plocess 2ame sYudents Molce mistakes
ab thils process- E\:gr\j+-hf,w3 is  clear. The most mporfent
cart s d@i‘(ﬁ» exiery thing step oy ke
The fiest step  is about rmoney  you ook 1o
JouC  School - There 1o @ spac.fa{ com  For this ,omfcs:,
At e -Pcncu\“‘:;.\lou mast  get v the queue and  weon't
und i goar kurn comes . Then e pas Yhe oL
N Se-k» Yhree feceiots -?or Sour Poi:,m@q-\»_ AlLter 1hat
jou st 9o 10 twe otfice Jor stadent Q{L@.'V’JaThg
i 91\&0_, Seu 0O QotudiMmear which P(’Q\i{;g +hat dgu\
gou paid  the  money - Don't  Jorget 4o Hale  dhe receists
Lt gou. Because they will  toke  one of  them uwhen
Hﬁej SNQ god the  document,
The  second stepn TS absat  some {orray hat
s  deaat o and The sched e aloud \QSSOns R
ol teke Yhat term. Mou st EilL Yhe Jorms
Co(fach and c.O\rQY.u\\j - Then o sy {lf‘\'i Yhe

schedule ond check. s v-F(”oM e orepare a  scthedule
foc gour clgss. Nert yoo  musk  go Yo Computers
coom - Tlake  the  docdiment oo A=ole framm the

office for stadert  alfars. £ gour poper and  pu
ev chect Ao the lessons Son will vake . Be carelgl
Aot ¥o  more  a different lessen {roen Heur
schedale .

The  last  step is  abeutr gou anad  your
consultans . Moo weill 9= to el N office
Wit dhe Lorms | ccceipts anad schedale . She  will
cheele  +hem  andl getr some [P0 > ettomat Mqows
lost dermm  orks  enel schedule Por  next tesrrm fronm
‘e com‘ouﬁf. Toke.  themnn y check.  ond ‘5{3*’\- She

v
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-Forms Ynve  wpor Lile Re_ coreful  abostr  your file.
Be sure Yaerx all  Yhe forms  are. c,om'ole-'m-‘ She il
SNQ 3ou  some extra forms put  Yhem
Lile  at homae. i

These. are  the rebigva*?o/\ steps - I£ Yoo Q5
Yhen  witn Yhly  order | Yhere wont be g problem.
Do e,qegﬂn“ns step by sf&lo and  checle e,xler\“\'\\‘(\‘\b_)
with s consultant . She wtl P\\*’ Haermn  PAYD
JouC file.. S= you Wil Dty Jour  regisiration
process e.e(.sflj and . weithout any mistalce.

'‘AnYe o
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APPENDIX N4

You NEEDN . SPECIAL ATTENTION FO2 YOUR REGISTRATION
My brother s such an QGSJ psoy  +that he doesart carry out
his  responsibilities oa dime. Last Hderm he wedk 4o school o 3&
-H\rou&k hts  registration of Hhe las+ dad of 4 As there wee 3o many
procedurcs do b done, he had difficully do get dhrough i I ke hed
plared  what he would do and  followed Hhis plen, cver Hu‘,\a weuld
hewe bean raJularld end aasild‘ Se Tﬁ gou dent  weont o be T dat
sthaedion ond conmplete all Y NLC(LSSQ:*J procedures , you should bear
in mind  Hhe following  sheps.

The ?l‘rS* stkep 7s o haue chosen  Jhe qm‘uu-si-ld gou weat te be
In while gou are -Pfllx\g Jhe w\iuzrsﬂy entrance feol‘Mn You should
consides Jour interests ond  dhe  subjects that  you're 800& at while
cJoF,\ s, You Mad have  helps op .PUSQ,’\S who are  Cxpericiwccd abeut
Mo As Hus s dhe wost important s-l—qg)dou should be C&(‘Z,—pq‘
while 3?\“‘1\6 your du\‘s?or\.lg your score 15 erough do  anter Hhat
wabversThy then ; you should  wa »Rar He acceptance paper from  dhe
Lb\l'UU‘ST'Ld, You should be ractcld Fc:— Ao.‘Aj all  dhe I\G‘,(&S.Sdra -“u‘ngs
Hat will bz woated,

Q?ﬁk\t of or o hewe  ceceived  accepronce  peapery you  should weet
. prson Who TS responsible for rcdfs+rq+?on at S scheol de  karmn
Hhe necessary docunents, Youll probab\d be wented gour  diplomain
lu‘ah school ) the doccnient thed shovs :jCLL{‘ examiaatron scere cad g
Tde\Ha\d card. You should be careﬁq\ fo prepace all  documents end nct
e rake Mnislrakc,s) bzceuse You veuldnatd  be acccp#ed e you had
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Q Mfss.‘/\(j (L>cu.uc.,x+,You alse  should pa Hhe -[’—@g_ o,£ which  armcuat
J@u <o lG_CU‘/\ —Frcm dour Sc,lv\oo\. \/Ou SL\ou‘c’/\"f- 'Fcrjc} "v }\c«,; -H\L
dcmuwc/d- Oﬁ Your «Rem.

“Thea (¥ JOU. heve prepared all dhe AOCLAMGA“‘.S) you should 50 4o
school  with  dhem C(Jc\'m for He last step of gour re‘c)m*ra—lw‘or\. You
hod betder wont “""P 0*2 a pro.u.“ousb PQJT.S Yered shudent bicause
Oo;;‘“ 50_ wanted ‘ho ﬁf“ a s+adent ﬁo:—m ond 3o o soma Mar\adc—s
4o s?&r\ geve -Psr‘m. O-H\u-wrse.)dou Mca heve d?—?ﬁ.‘aﬂ#a F i -ﬁ.’«di,\é He

,\.\ona_ja_rs‘ rooms or O‘ASNU:"J Sosl. e.P dhe c,ues+?on5.

F.‘Aqll ou should hind over all gour documents with $he studedt
<FOFM g hove {illed end Sfjnad oo e ranager of dte schesl, 8(7
He wad,you should  remembe~ 4o ask ?1(2 +Hhere T cu\d-HnmJ eise necded
as tach school has a different way ke registen Youlll be gl @
dake 4o hawe Jour stadent Tc)a,\h‘b cerd, you should have gour cerd

at dhat da(j as +he qcco_P'Fov\c,o_ 02 (jour r%j?.54-rq-’~:“sn.

lﬁ ou don't wont o be A kurry end heave Ao probless you
should male P‘c.'\ bo.{zorz your mj?5+rq+.“on. ln short f)d””'\f] ‘H\rouah
rc&?s*—ra#?sr\ et a school 5 Aok & cl.}Q,Q?cuH a-”’a?r i-P you -Pa“ow
He A@Lasﬁwd 5%2‘05 ke 4he ones Trwe suagcﬂ-ed.
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APPENDIX N5
You NEED SPECIAL ATTENTION FO2 YOUR REGISTRATION
M( brethoer s such aa  aas puscr  that he doasnd cc.r“r:,) out

his r‘e_‘spor\sib‘.‘ﬁn‘as on Hema . Llast +erm he wad do  school o 3¢+
Jri\ro\.zf)k his  ragistration ot e las+ d%y of . As there were . osc many
procadurcs do be done, he had difficully do get Hhrough i+ £ he hed
pleaned  what he would do aad {-‘:;Houad this plen, au ’-H\.‘A:j weuld
bewe bean raJularld end o,asild, do it o don't  wont o be i Jat
sthuadion ond conplete  all dhe necessar procedures , you should  bear

in mind 4 ‘ﬁ:uouf,\s s-'-e‘:s‘ \6&A shert awf inttoduetion pnroaree\ﬁ
withh & rasl  exomple. Ths  emphasises e impartonce o} Mo \opic -
Lawr devaloprnen tal Porosme\ns ore relatred Yo 31 Nasis slodemon™.

The ?l‘rs-l- step s do have chosan Jhe qm‘uu-sHa you weat to ba
in  while gou are 'P:I“'\J e w\iuzr—s?tj entrance  form. You should .
Consides Jour inberests and  the subjects Hhet you're (jood at while
clof.\ s, You Mad have helps oﬁ parsons who are  Expariciced abeut
Th As Has 1s the wmost impor tont s+ep)d0q should be cwaﬂul
while  giulng your decisian, [£ your score s 2wouch do  ater Hhat
M?UUSU;U:I'I'Y\M,YOu should  wart -K-:r the acceptance paper @ro&« dhe.
um‘wrs.‘«\a. You should be raqc‘d fo;— cloa‘f\g al  the ne tessary wUu‘na.s
Mot will be woated, 1~ s progrph gt e o qrommatical

ristake  instesd  oh usiny e phrasa “yivng v decision’ g shoald uce
‘f\’\&\k'u\s f/‘ decisien ;

Q?jk#— aﬁhr P have  received  accegptounce paper; you should weet

-

a prson Who Ts  respon sible for registration at il school e learn
the r\uessaf;j docunents, Youll pro bab\d be wanked jcw- diplome in
l\?sb\ school ),-UQ cecament  dhat shews jmr exarunq tion scere ond geur
fc'a.nl-?b cerd: You Should bz  care ﬁq‘ to prepara all  docuricats end not
de make mistakes) because  you  wouldatt be accephed e you had
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Qa M\ss;\j (L‘(ur--i.\*f‘,YCu alse  should pay He feo of which amewt

:jcu <o ]v‘_ar‘,‘\ -}'fcm JCur SCE\QCL .\/Ou. .Si\Ouldn.“f- {ér‘-d‘!‘ +  haol He
decument of your fee.

Then ;g :}oQ heave prepared all dhe docurents, you should ge te

school with dham aac\'m ﬁ:r +he  last .sl»ep 3I2 dour‘ r‘e\y‘s#ra-h‘or\. \/oq

’md betder wont }\dp of-’ & PrQu.‘ousb PQLjI\S‘,‘QI‘Qd Shudent because

DOu‘n Ba, wCMLch ‘)‘n -?f“ a sfadent ﬁorm oead 30 fo some Mar\aau—s

fo shgn gour Lor. Ol—ku-wrse_,dou may have d.‘«?‘ﬂTCaHﬁ P -ﬁ.’«di,\{ He

Manajq_ry rooms ofr w\swa.riz\(j So~ld oﬁ dha que_s-)-n‘ons.

anq"d gou should  hend over all Jas documends with +he stadent
ﬁorM dou howe .Q.'“o_d ond Sfanad o the MQA&JQF of»Jk:_ scheol , 8‘7
He “Q(j,“j*’u should remember do  ask ;-10_ thera T MO%;'ﬂ else needed
as zach school has o  different way b rejfshn You'll be (7:\/:.:\ a
date Jo howe Jour stadent Tclq,d-n‘tj cord, you should howe Jour cecd

at dhat d&d as +he qccaf)%v\cg o‘z dour r‘z(jl‘.j{v-a-’ﬂ'om

'P ou Ao,\h!— wont *‘o be ‘A harr end  hewe

no  problems; you

“S}\ou[d el p[&\ be,-gcr.z. your ra‘jfs+‘rq4-a’or\. |fl short ¢J—J—.‘A hrough

rejish-a%.‘m ot o school 75 ok a diffrcal+ a}’-f—’arr it you Pollowo
He Ao,La.ssc\rJ' steps ke Hhe ones True 5u53ul~ed.

(n Ais paregrph won noa thes usefkd"jﬂ instest ot e

FaN ?J\QJ‘&\ B;D\.\ UP\O&(\Q.& all Ry 3\'&?5 \IQF\J\ dw\n.
v ’ ~

\
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APPENDIX N6

U NEED SPECIAL ATTENTION Fok  YOuR REG\sSTRATioN

Md brother s  such aa  eas parson +hat  he doesart  car
sub  Wis responsibilities on bme. Last herm he weat fo school de
5:2,} H\ro%}t\ his re(jrs*'rra#a.\ at the last day o,e it As Hhere wae
5o many procedures to be doac, he had d?ﬁﬂ?c»d#d o 00,4- %ro«tc]l«\
Tk lf_ he had plannad what  he wodld do and  followed  Hhis ploa
aua_rd%?«a would  haue  been mdularld ond QstTlJ.SQ ik you doat weat
Jo be in that sikuiation and  complete  all He necessary procecures,
you should bear in mind  He po“om'f\d steps.

The Pfrs-k shp s b have chosen Hhe universihy  you went o
be in while you are )Q?H.‘AJ He university eatrance  form. You
should  consider your Tnteusks  and He subjecks Hthat you're &'ood
ot uhile dopg dhis, You =y hewe  helps o,Q pople who eare expzrienced
sboub h As Hus s He most Trportant step, you should bz
(f(xrep-ud while Mak.“.«a Nl deciston. lf. your Score §s Mof}h +o
inter that  watuersiky  then, you should waid ,Qor He  acceptance
peper ?ror-« He  omruemsity. You should be I‘G.aci\/ -For dofz;j all the
nLcessacy -”'\f.fg-s Hhet il be wented,

QE-)\H- a)ohr you heot  reccived  acceplunce  papes, you should
meed  a prioa who s msp.;;qs'.‘blcz_ -F)r ra_d.“s*r‘a#ef\ at your school
o learn He /\Q,C,Q,SSCL:‘J documants. You'll probabld be  wented your
d?pIOMa A L‘Bl’\ schosl, He documart Jhat Shows Jour  examineton
scere  tad  Your Tcla\LH—\/ card. You should be ur\reﬁql do prepaire.

all docanmernts ond nob do keke mistalkes , because  yoa wiouldars
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%)Q_ Qccgpk,d T{i you had o MTSS?/\O CIO(L\.LMQA‘l'- \/Ou. should alse pc.a
% P,zq_ cp which  cmount you cen Vecrn ?/OKA your schocl. You shocldatt
#oraoa'- o have Yo document oﬂ y our ﬁ-LQ,.

W\M Tﬁ you hewa pr‘a,p«:(t‘ed edl ",’LQ_ do curents; yeu should ao o
schocl with  Jhem a@a?x\ Por‘ He lost  sdep of your re,s.‘a%-a«l—.‘an.
You had betHer want help of « precious ld Fegts torod studat because
\Iow\\ be warted 4o 4}}"“ a student ﬁorh cnd 0.: o some managa—s
o .S'ijr\ your &FM. O-Hr\u-wa“si, you N\ad hace d:pﬁt‘m“—a 1A ﬁ?/\d(,\- dhe

MC\M:jU‘S’ rOsy4s ©r Wwem“/}j Sore 9,[3 Jha Ctu.»?..sh‘oas HE Hha ¥ oo N

??f\a[l\i you should hand ouem  all your decusiants with dhe
studant ¥arM youi have .)2.‘“0.6 end sbnw do Ha Wﬂ(‘au- oﬂ«}sz_
Schesl. 8(7 He Nfa)yOQ Should remamba~r P ask Lﬁ Hhore Ts e«UJ—HFq
else  aeeded , ws cach schoel has a c!‘.‘.)g_,ee,ru{- wad Jo r.;zjrs dor \/su‘Tj(
be gluar e dede o hee your studedt Tdeddy card, you should
hewt yowr cerd ot Haed dm., as +He accepteace e,Q your FQCc/‘TS4-/-a4-I'af\.

\p» you doatt  Went do be  ja )\un—d end  haue “y problems, yeu
should male pim ba{ldm, your rects +radion. la shord 8@#‘.‘4\7 %ro%«)h
raoi‘shaﬁoa at o scheol 7s Aotk a ol.‘,Q.,@.‘mu QJZ{ZQ,‘,- a‘ﬁ you ﬁ:ilom
He N.&ss‘cm(j sheps like He caes T Sudaukad.
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APPENDIX N7

Teole " 0 e * Gemo - an e
@) yHo be'more”  4ocal er 4_ “gh chava
d  Aweate aRe  Vilted ‘foa He dove Zeadong ; hove

Vjideoble  ipperance’d N Hhaie  feaduiees and
Interest @Q 4how —WM\&M}’ '

Tho  expendgy  ©f GO G much  mose e, Hhoptro
0 Plpae  Jyh & qﬁﬂm ,mw\d Jeney  ave  uied Ty P\Qaﬂ?
nd e deam 0& . &t’(“\ Hove! &Lom one ?lOCQ fo an -
H«c&.‘lh@ Perd  much  mo d@& —fLan)Panh‘on. Ayo, o pee -
M e pest Jilm ,"’Wd ::y e mo4t” modeen  Jeehnological
ool4. J—HXR amount % inoney @QRe.  pard dlo?. adnini4 n,
oL evely rembes ogL-Pm &ﬂw\,om dieecton 4, plogees
It chano, Huaodte By Chagper . Becouse Hha scene of 4o

heodze coesn ch&%&%ﬁl [} (PL‘@,'T*?‘L G ﬁ‘hBﬂ y Ued

0, He2e'y 00 MjPOQ}O‘.HOﬂ experdesy  And  Ihootre doesh'+ Nee
o expeniine Mob&-@ fooly od  mochine4 A decor, lighty

‘ﬂa&z and  ateia dbe CI\O'-%/“ to ?&50691\ o PLO@.

Che tuees o the drama and  flaodte aine di(%almt,mo
“lremo. -be Tepeated . I{ o Paer  con not e el
o qﬁiz:)ir,—HwP §fc8¢ 1 &’lm«d a iq.’Zh@ have ¢ bm»jfo

4h e ?lodei-‘) Maigp up-they wn wath o /7&84 offee
Tmiog 4 ond x&eﬂe\@ don'4 (gm & wdl,%&j con m&m it
)t thete' 4 00 dhonce tike H\i‘) Iy Mﬁelé a pl

N\i?”m‘)ﬂ, T n not be corkected hepe '7 N0 fepedaution in
wodle .
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mhg H') moge :\8 ond Hhe ewd‘) /)ound and 4eenes

uc\emo\l")

(W_Uhue . Cheofpe ;‘) nat 40 (:oPulme_
Y dneno,. - comey  Sfmple

o People  and ge= i4 not ?Eodezz
When we %thb o 4ocial Odﬁ\@ theatze end ciname,
we. infe oul  mind &f&‘)*‘ % /)ound 04 % 11,@ \Re

'Mf[O(P. %u‘f' when U~ [OOE) &i,om /)C(W— _Pg,ntj kjgu con 6;22
o dxd,gemxaaﬁ 0& thamn



APPENDIX N8
Cinemo. ond “Cheodee &
f ?@P\e R fo 4o cinemo and -teotre %/ﬁpend Mt Spoee”
Jamf) y4o be more  4ocal  or {o entowfoin. fuven »Pv\ougk cromg,
od  Heakee ORe Vlted oo e e Reaqony /hm hove
onyide2able dpference’) in i d&w, ,}whuy and e
Oy Inderest cjfo\f\fm s\eb@,w Hom. 5\ our Idroducton Poreqrapls ts

e -‘A.L'k i PN \-\— ond ‘HM. ,?ﬁ o |+|5/@(-E‘
:?3/“/ N33 eleor l(V\OkQ,o mm ¢leo— be Lo {' ;

$28 The uraﬁﬂas% Gremd G¢ much mita Jon o Heathe
%g\szo Pecpole  Jujh @ Jbﬂm,r\r\an\j jeened  abe  uied e P\aaw)
o?cmd e Jeam  of Mo filn Hooved  feom Ome o fpen-
g:gﬂxa&.’lhtj fpend  much  me é@& +tangpoitation . Aljo, o dee -
St e best Jilm %u@ Wt e moqt” modeen  ehnological
\*&ww_ﬂ& prd - for adminigttodon,
|3 for ety wembee. Qe &Wv\,&{ou\ diteCtor. o plogers
gbﬂi\l“‘)( ciramas Hhaodte 4 Cheoper . Recomse +Hhe fcene of i
Aheodze Cloejn Y d\anse.’—l:oit o fpto:j,—jujf o /;hgz t d

g‘o ﬁolJ(ma‘) no -lm!)pomlrron expeniey . And Fhootre doesn't Need
p&& to expenfive ’l'CU\o(o&icol +oolj ond machine4) A decot (n’%‘ﬁ‘) ,
" fhge and  Gaton dhye enogh fo fetform o play.

The footuee) of the drema ad Auadte ae dz(%mut,mo.
Ciremo be hPe.m’red.l o ?lm N nott ?m&om\ well
o @L‘,\L,w Sope 1) flmed  egoin™ They have o breoryfo
Qi?ujh —the ?locj@“) MaKg uP-‘U\on wh  wath o ‘)fo&z o&m
&:m

g and L dhay don't fnd Tt well, fy con 1l 1
Dot Hhare' 4 no  dhonce e g In Mﬁe% a Dlager rwg)

0 mi?W;ﬂ— con not be comued.'(hzu‘) no fepetuion in
Heodie . 5 \\W‘ \nowelt Aelleed aboud  fine Indervals in Al P\CA 3 ab
fe Hhatit, so in acer Ha b oheut e Some opects, witfe 3l
doput M bnderely oy R waote  Wbald re,c(—mhiﬁ Fhe ‘?(c(jcr‘s

Make_vp,
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§ “The Inderest 4howed 4o cremo ) Ng&z thoan dhe Hheatre .
%?eol)\e lif};z wah.hmé 64’(N\ al e dremg much more Anon/fe
«:naml?_a.ljr‘) Moke :\8 end e effecty, qound and scenes
,; d Uoevo, ) t0RQ o\ﬁa}iue.‘"(,hw’m.e i) nat 4o Populae.
aple o People ond ekem i4 not ?zraezgd

o jocial Q‘ﬁ‘”tj; theofze end cireme, /

;\§00¢w>. info  our

> 3 Oiﬂd \
¥ AimcloR But  when 6 L O(I) f(} ﬂ’@ te /
I dl, &lom “Home pointy dou mﬁe
. 2
? Le
RS 9}3 (\@A Lv"s"r \ 45 Syt You lnaveat wied
&‘g o = Ok N VA\r\q‘\' Qi)i)u. S 1) e
gt W gu&?\ O on Ofas'cc*‘. 1
g \a”b %&C} o~ \:2(\\( \ SZupl& o (‘QSWole,e.( & MWU clacnaes, o
é\-‘,c&‘}zw.k > * SEMQ\L() \Q' g CS"”" “ Stoatd e 7 Y el
}\\r"‘\‘ \00‘3‘ \\ 1 Sl ex?bef\ 45 it pnare. then wa‘rckkc\:) ia\
o .
/\O\\(/ € 7 C\Wi{g -t ‘:()\“3 at the tlotre.
X



ArreiNpDIA N2
.
k.

_ ONEMA  ond CHEATREL -

?@Ple hove *jOIM bOr’)’l( ncedj fo e oble o @h-l—'i_nue +Haie_
li&).’?ha/)g 4uch 04 dﬁnﬁi'S:eu#ISJb%%er ore Hhe \ifal needy
0&_ Ped‘)(e_ And people  do o «‘njh‘ncl—( In  addifion ‘h;n-wszﬁ

boslc  Deedd , People hoVe 4pme  4ocial Auch A
c;nlmo and ’j\um P@Plejodo Hhas0 éodo?l oc;{—’uvﬁ‘iej%jo

able 4o ad 4o ond have empyoble i Lyren
"d\oug\ P@?\\):ﬁgo 407002%0\0 ond M"'&go fok %Qmejﬁom o~
S00”, Hhey ofe —not  same —Hthingd . 2 wll 'Hem of e reme
of ool ochvily, op “entaptoioment, ; but have dj&lz
Rances  Joom Ao efpecty . Now we'll Halyy about Hheee of
those  diftorarces -, Haie  expened  Haiz  maned ond e 428&2
0& Yo ¥ ontock  do e P%Ple.

Fieghy, we'll doly about  He  exvemes of Ham Ciewo |
Mote Z?en’)‘nre —era:) Jheotte. From —ﬁ%ﬁnm& Jo —the end %
evegy deforl 4 qa:(med Many fimeg in o2 obfoin -fhe best
‘;c:x@ g0, 4o prepage o5 e qmm,muw GUngeanc 4eeney obe
u/)ad.éo ythe Players ond e feam moa4715 o’ e qﬁﬂm
deovel &mm one Plo fo onother. Chay 4pend “mach mo \fofL
ooy portertion . [ Chey 8y o pragent e &TM and (@ﬁu«eed
Hhg ey ufe the most modeen techaological ™ 4yl , High anount
o} W\o'%j 9 ?0\'101 %@2 Ha admini4teation 0& Hho &ﬂm,a o Al
these iNCReoqt e “expenses of dama F ,nlike  dinemar |
Hhootee {4 Dot 40 expensive. [+4 Cheaper. Jhan Jhe -Hewha diromo
Ao Fhe P(Q\tj i4 Pel&otmad in- dli'_onJc of e  oudience ,
0 4ene  can Mot “pe Pa&omd %&in.ln addrfion o Hhi4
o 4uane 0& e Fheotee doe§ not Qhoma,o Jor o Pla //
Mt e jm&z s uﬁadm le ‘)fow) and “ﬂmu‘jl\aﬁ ok
Ao /)fj§a A0 Hrete'ee No +estgportotion expenfes (%}%\Qa-ftzj lige
Cinera, Ao, thestte doeq not Need o use v apendive fech -
™Nolopf cal .l—go\? and ﬂ‘ﬁd\"ll\éj,A dCCDIL) i 'tj) éb ond  cu foin
0fe e‘\éu&b do f)&&em Q?l@-A\d eden ?kzgez Hamselve4
Con  peepore Jhaie owh decor ond anlimd BHhout u4ing



R R AT e o "
ﬁemrdxj/% Mannels (‘_-H\Q anema ond %amLzQ aeQ &g

Tt fon “Cirema @ Pepeated . Whie

eNen Jw)-l ) §Cemz f ﬁﬂa\ed 50‘() ond I)IQ
an not w (f"l-f ~H\a+

Vperted one_mon. A(§o Moy hove U e §Z

‘)l(SjeLj thavye omd coNn on loter ’( wm{d\ &

ming A and i dor\‘+ iNd r{- well |

cw\gz d\(g/llnﬂL @\“* f°’ %ﬁj V‘"\ ﬁ Foe all #«u)e P2~

4o ping @ &ﬂm c\l§o 'fmﬁe‘) doo loug A tdm o’ b

Mdd ot len + K Qeﬂ’i Dt Hha  monnes of e i4not

\\\f)e uc\emM ccoudZ” Hoge’s N0 Chane (ke &Peiu‘hon N e -
otj&j Rehoese Hhaig lcw mom tive4  onl \;}\ boforo rzajen—

fo He oudien. And wivux ~H\Q ’Pek ine Vda J

Co(m plo % oh\ onee ma#e e o %ﬁi‘ﬂ )

Gn néfm\lj coepect . ‘T)cwuﬁp Mtj e Hhotp [Z at

of e oudience. And ,al4o ,@o& ~Hm reofond H\’j pEeporation

of e Heatte  doed not fofp oo lon |

finally , the degeee oL Hhaik. conhck 1% 4he people 4 ditseent,
koo U'ou o & l&jeﬂ 0{— o anema F0+P+Mj/)w
Uou ot not  foce 'fo ?QCQ wih -H\Qm.U’eu (an an
theit.  behavioury ; you * can not il excrtemert . 4q Jhe
00det4 tonds of te Hopic and ke mjﬁo\&a Od_—HAQ KF(M l‘éhmldet
ﬁ*”‘ dou %u'\- m \H\w'f&e e medha woen fed (vien
lepcrey Fo He audiene  mone eorjﬂ and dleaely . ?)ew 50
Hha ployers perdorm He  ploy grant 0{\- U You can
4o hor  poay ke “‘P‘“ﬁ"’” m “Hhaie- % You  can
et fee) For. ol Hoe  Recdony g andez fanding of
e Nj’)o,&e and foplc 1§ ensier in thoodee

I ancléion ,pesple hove 4oma  4ocial heed4, and dp
Apive /)oou\ Qd‘hf'ﬁeﬁ Q"OL Hait.  4odial Mﬁdj l{: Wwe %'mﬁ
6000( Qd»,\({ﬁ (De can 8\& "H\Q.Q!"'Q-Q Ol’\d cinama 017@\@@7\Pb
Dk, alth wc all ondet. Ho 4ane e %fj djm
In Aove o.z)Pedr) fnd u)f\u\ Gou look  oom §om paint ", you
o0 e ke dipfetences. |
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APPENDIX N10

Cinernc onol Theatre

Once ,uwhen people have lots of s,oam' time theatre was

a davorite.  amusemzat Meaas . Almost in eery 5oc.ic,*j,{>eq°l¢
frequemly 4eained  geaatly and held dramas. [n Sema cities,
jrcmc\ ancient +heatres Were buikk | and +heatce was attache
importonce 5@_@.&3 . Howwar, with  the developrent of 4echno|03\3.
Cinena has sacted do be aid+tached 'Jmpcﬁfmaz. For filoas lemitless
roney has been spent md*zchnolojﬂ hos been included in i+ u-trezvd3.
Cinerma , woith it's  complicated implements  and with it's stages,
has been consiclered Very deep  ond complex ; howeuer not enly
woith  it's spicit bt qlso  with ifs  preseration , theatee
hos  been ex}aem\u\qwgbﬁ effort . /n beref, Cc*e,a‘h'rB a theatce
Ploy s much more hard than pr*ooluc-’af) o ciaema film.

Cingna and theatre diffee in their Creation.
}r\ a cire~nma  film , qulz’r33 can be co.w,pq-_,-,_sq»fgal.gecau.’a
a {‘)IM can be made an'«n and quln beofore_ * recets
it s erc'fa"'o".s,Fur-l-kw-mof‘cz the filmn can be precise
and perfect+ with  the collimations of the ‘dicecder, Howeuer
i+ a theatre Play . fq”fnss ord mistalaes  con not be
correcded.ln spite of all prepacations orol trainings,
doring  almos+  +we or theee  hours $he  ohole ploy
s presented ond  Aure sy e {lathbace . AL failings
&ce obserued \33 sSpecAarors , a~d ‘\Hﬂ q\w%s e,
i thaic minds | The only ing  the players can do is
do *ey ot Ao leveal  thase Qa:\\'m_ss ord xie them
with e fest of  ahe ployg | udnich iy ey ko Ub\e somg_ and



111

Fequires o lais qb)lidﬂ_ln cmclus:’m)fqi/Ums are. factors
which malie  films  od plogs  differc

Clrerna ond theatce  differ in 4k devfce s Huat
are used. In claema |, filons  can be rmade easily with
the technological instrumants  ond Cemputers which are
Osecd, The effects Which are cnjmjz_a' by Spectators
oa~d Which Seemn Uery Yord  are maole e"'\"'(‘j bﬂ
Compoters in fact . The feelings orsl the 4lumz that Hee
cuent esl e Jiven e be  pade wuithout  pmudn ¢ ffort in
films | tbweover in o +heatce le’ﬁ the ontﬁ tools that ac
used a@ce the decoratlons ond settings . These dacors,
whidn ace sometines Cery simple, are Lsed 4o give thathame
and +the feellngs o the ~emant, The p\o.\jq_r.s alse must
endta oo Yeready Yo qiue  Yha ecdovosplere of {QQ.\\(\;?
SUGh as  Socrows, Vappiness . perplexity | onxieky . No sum
vp the devices Yok o Used\ are Very impordont " S\um%
the speciators the Q(fcc'\b,«fee\'\r\s)s o~d Ahe thamae,

Cinema ond theatre  are difacent in the matter
of spectarers In cinema, the ackers  dodt face with viewers,
rﬂ“’ﬂ PLoﬂ fraic role in front of s dicecker SQ’(ﬁhssef’A
Sove pesple e are on c\u)c-l ,ontdn s ot se l’\o.té./\kuj
aren’t andious  obout theic mistakes becavse of Ha fact Yoy
there fsny oy Niewersy dhay dealt Jeed  much dheill,
On the  othe- hond | in +heatre Al P\cvju_s act C\?oec-}ls
n frond of tha spectators, w\nc\r\ S a rw\smca\ﬂ“-g Loow
Frat 4o srectatbes Wi ccact  in Sove oy | S0 thay §eel
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thamselues  anvious  ond naturally +ku3 ore exclted,

I conclusion | clnema od theatee whith gre body
3‘;ue/\ an effort C!r?di{{‘w* in 1leic C.r‘ech‘en,dz.u{u.,sqnd
Fha rratbes of Spectaters, Al*\qous\q , cinema Seems Ry
hordl  wuith ity Complexity | i+ {5 clese +hat with the
difficolries duelng trs 'toqiq'.f\,s_s end per‘fom'\"‘s,’(l»u.q«kog

"5 ~uchh ~vore hard thon cingma
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APPENDIX N11

C inemo and Thgq-rra

, ot

Once. ,when people hauve lots of spare time ,theatre wos
a {avorite.  amusemant mMeans . Alrmost N e\rry Soc,ic,l'jlpeqola.
F,equuﬁlj dcohned 3"“‘*1‘3 and held dramas. [N Soma Cites,

jrcmcl ancient theatces tatere 'b"’"H'/ and +heatce was attached

e ee B ,‘rf"x:'?( Il

'{mpoxul'eﬂczw »3(7&‘!'#5 . Howwc.r, w'ﬂh -}-l—\q_ dg,udoprrﬂ/\‘l‘ G{ 4echnoloss3,

e [y e

Cimemo has slacted do be attached Imporionm. Por filens lemitless

roney  has been spent end technology has beena included in i+ extremaly .

Cinera, woith s complicated implements  and with i's sdaqus,

has been considered Very deep and coan/ex;waeuu nat only

with it's speirit but also  with its  preseration , theatre

‘ has  been e_xFe.nAu\qvquij effort . In beief, Cr‘e_g'h'rs a theatre

Pl"'ﬂ is much more hard than phooluc-'nﬁ a cinema film.
Cinema and theatre diffor in their creation.

ln a clrema Filon ,fq.'ln'nss can be M.Ogn.Sq*zJ-&CQUJ&

o {ilm ecan be madke again ard agaln before # reets

with #'s  spectators | Fuctharmore +he Film can be precise

and ‘pcr’fe_c-i- with +he cellimations of +he dfcecotor,“oum‘

i a theatee. play ,Fq;lqus od mistalaes  con not be

corrected. In Spite of all prepacations ordl 'l‘rqinlrxjsl

doring  almos+  +wae o theee hours  the  (uhole ploy

is presented ord  Aare {y 1o Slashback . AL {q\\(nss

Bice  obserued by Spectarars , and Ay q\w%s \oe

T theic  minds | Twe cx\\3 *\\\nﬂ +he p\cujus can do \3

do 4~y TOt do feveal thase »Qa\\'\n_ss ed Xie them

with  dhne fest of  she ploy | Ukick iy ey 4 to Ubo\e SoMe_ and
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fequiras o hig q'o}li'fsb:_l_nm_gmplu;:'mjf;i/ums are factors .‘
which rralie Films  od ploys 01:’7"{"ez~emf.:“> o {cm; a&(:l{m“ e

o Cirerma  ond thaatee d.'f(‘;__.-‘ ”r'n —Hv.dejﬁ;a:c&au*
are used. In claema | Pilams  can be rnqd.e_ easily with
+he *echnolosic;d instrumants ord Cemputers which are
Lsedd , Tha ef{ects which ace e-"'j“j“" \95 Spectators
ard Which Seem wery Vord ore made easily by
Compvters A fact The feeligs orsl the 4lume that Gre
wm&g;lH;?M;)?wn' cen be  pade wuithout  odn cH‘oA in
filns . tbuweover in o +heatce leﬁ the onL:S tools that are
used ace the decoratlons and 30,4-Hr\33 . These. dacors,
whid ace somelmas Lery simple, are Lsed 4o give thathume
and the feelings o +the ~oant, The p\cbju$ alse most
endLavsur gready Yo qiue the cdvosplere  of !{u\u\?
S0dn as  Seccows, \f\qe?'ll\ﬂ.ss,Pup\-&.\‘l\’i)onxieﬁ\-\"\‘o Sum
ve Yhe devices Yhak ore  Uses\ are very ienportont A Siuins
the spectators the offects ,,(u\;.\ss o~ Ahe thome,

Cinera ond theatre  are diffecent in the matter

of spectakors.\n cire~a, the ackers dot Lace wivh vicwers.,
T\'\n.j Pbﬂ Yweic rfole in front of Ao diceckar ggkﬁassvé
Sove peple Wo are on doty udnidn s not so hacd. Thy
aren ¥ anxious oboout their pmistales because of the faut tvay.
there {sn'y oy Viewes sy +¥u.3 dent fee  much dheill,
On the  other )'mol, in +theatce ' +he P\o-ju.s act C\7’e°+l5
n front of the Spectators , whhich 13 o AVisonce \ﬂluj Loow
Frat  the Srectatbes Wil ceact in Some oy | S0 thuy £eel
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theamselues  anxious  ordl nukorqllss H‘\uam exclted,

ln conclusion , clne~a od theatce Wwhith are bodl
given 34 effort are diffarent in dleic Cresxtion, devicas and
tha, matber 0f soectoators. Al’thous\q , cinema Seems very
bord  wotth s Complesity | 14 is clese +hat with the
difficoliics durle\S trs ’toqh‘..\s,s end per"fonﬂ"\s JAhiatee

13 ~auch ~vore haed +hon cinama .,

. . y +
\gu’f Ao alue o Tjo-f"\—-:"f‘c'(’:-’b‘ (= Pfef‘l‘br ?DQC‘ ™ + o
v entrence L 4‘“[’\,@_\.') bopc  hes b&o_/\ fcﬂ"”(
\/::Uf Flg == 5+c\m+ I P o clo JJ‘”)

L ddaa éour —#opfc e ienNTe 1~ Dlz\/elofzrwxe/\“f’v"

o R o RS I v _\'
e NS SemERrT b oS mbeahSels RIT e

N - - Y A ,-1 “ PR e ,'.- - ( <
L ose. Soer fhamH R e el Jfﬂj\ " f
§ o N i pRC W Tale o o LS .

Frasd 28 PN Mo  crcotinn 2l Heaebre ocw e @ 4 9'.
s & /

1 .
{ ] ~
- i} % ore ssec He o< N suel e mj

Yoo l/\o\\re € F ‘!"{/ﬁd-&—Sm

sz heonsTh2AL  to nnele
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APPENDIX N12
Cinema  and Theeaxre

Once, whon  People Mad \ots of space Yive, Yneakre wos
a faucrite amusement reons . Almost  4n euery SoCiery, pecple
Sru\ou\—nj Yrained Sra_q*\\s and hrel\d dreimas . \n Some ciries, 3ccmc\
ancient  theotes uere bolt, and Yrearre woas  attached
fraportance 3¢m¥\\3 .\)hwc.uer' with Yo devdoement of kec,\-\c\c\ocxs,
Cinerma hhas srocted ko be attached jmeportance.for §ilms
limitless Frones Yas been spant acd \'cc‘nho\ozin Yas  been imcluded
'n ik e,x&re.me,\ﬁ. Cirerna | with Ws  Comglicaded implements ond
o s 5*&32,«5 \hes Yeen considesed Vesy deep ard complex:;
Howe,uar, not oaly with Ws  Saieir | bok alse wultn ks presenkakion
theatre oy been expended o Y bigq fqert . \n beiek, Cr ectking
@ theatre sy 13 cauch re Woed Yhan Qroduciny o C\esna
Pilem. )

C"’le"m and theatre Akfer T trele  coeakion.\n o
Clrema film, foilings cam be Companseted, Because o §imcan
be ~ode agin and i beKore 1+ meets woh Ws seeckotors |
Foctharmsre te Film can be precise and gesfect wolth 4hy
collimations of +he directeor. Wowerer,'n o Nacace e\o».s,
J;q'\\'v-ss and mistabies can ot be corceched An spiie u& o\
pepasations and 4m’m'm35,c&or'.m3 Aenast  Yuoo o yharee houes
the ohole elomy is ‘me,sc/ﬁul and  tece s No Lladhboadk A\
f‘-a\\\qss are Obsecved Yoy  Specharors, and ‘ﬂ'\uj o\w~3.5 b
in e m'\f\o\.S./]\\f\z_ or\\ﬁ \'\f\'\f\s Hre p\o.jeg-s Can do is Yo
4«-3 Nt 4o vrueal Hese {af\irss and 4ie Yhem  woith
the res+ & e Plomy , whidr 1y ery Yeoublsove  and Ceﬂo'\re <

[~} b’us O\Q.\\\‘\:B'\h c.or\o\ob'\on, %d\\\“es ot e ge\c)rors w\'\'\c\n N\o\“ﬂ-
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;;’m.s ard plaﬁi different |

Cimema  and theatte VAes \n Yo devices et ore usd,
In cinema, filns  can e mode easily  wiwh A Xe_c.\mo\ocgcg.\
A ANeAL | e

tAsh coments  ard Cesmnpotess Yo ore Lses Ave efKecks  wnidy
ace. em&o:)aé b‘:S sPeckaters oA LoWidn scem very Veed ore
moade ea_s'\\i by cempotess v Kack, e &ae\‘u«usg> ard e thome
thet oo ueved 4o begqiven, can e made L ithout much effot
infilms . Houerer, in avdthestre  plaq  Yhe only  deds thek o
Osed ore the decorations ond 50*&'\%5./\‘&5"- decors , whidn
are SorR¥imes - S\nple | oCe Vled  Xo alve the rheone ard
e {ed‘mss K thre rravrest e p\cuau-_s AAso ~au3st endeauocors
Sreq-\\3 Ao 3'@« the aXxenesolwre of gee—\'\‘\%_s Sodn as
Sorcows, gppiness | pesplexity, anxiexy . No som ve the devices
ot ore Used are VoY \emEcsront A ojm\r\S X\ spe clators
e effects ,.Cee\‘wy, ord A e |
Cinera  ard featce ore aWkesent \a the ~natter

of . Spectators, \n ciever | the  acders de 4+ {c«ce, ot Uileusess,
ﬂ"‘“j ij thaic role  in feend  of dlg dice cdor, 52‘\"("1/\35_. o4
Sove people. Who are  on c\u'*j, which is  not so lnaecl; T"tﬂ-j

ace+  Orxious about atele mistalies  becauvwe of +he foc+

trat there isn'+  ony Licwess, So dhuy Ao & fec) modn Fhell),
On the other hond | \n Ahecdn Yhe Elovers  ack Sicast\y
Yn Lot o dne specrarors; LI s avnoisonee /\\N\S oo
thot  Yhe spectators LW teact A Some woony, D H/sz\ce\

thernsclues  anxious and makorq\\x Mc’“ excires .

= CQ/\C'\\J_b{O(\J Ainerno, ol Yheodre  Lonich  are
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both given effort  are dferent v Aeic  creakion, dedices
ard the rrotdes  of SPQC“'Q’\'O‘S.R\'\\WS\\)C‘;MMQ Seemns wery
Nord  oith ks semplexity B iy Aeor Matr  weidh e Affiediies
o\or{rg s Aechn g o\ par %Nm'sr\z\'\-\ne,c\«\ve_ s (MuOh moca
hord Alon cliresa .
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RARMFUL  DRyess

oAl 0-{' us  foce 'prob/em.s in our all Ilfa  because of
mony eqgons Thus, e need 1o come ouer +hee probbrvu‘ in orok~
o relox Psyc ho)o&lcqld And we ’HJ MOon4 Lwoys 10 Sole those

Pfob’em..& or foraczl +Aem.f0r this porpese

SEortS , Sorme  isdens

, Some  ploes

rmusic , Some folbks 4o a friend o,
csycholoais
¢ \LJJ © @‘54’/ SOme Uses

narcotre o/w@s [1ho aleohol, heroin,
norcoNe . Vfo-fom ’rQJ\-j

, 0ddickion norcotic hos boen jacr oo
amony Reople espeerally (o
d

Sinece /OG* L !
S Y2ors in pony
onies ./ '
counties That's twhy , excorts

are Jeorc;kz@ the couses of

LSNO  noreofc o o«
< JU?.': QXCQPJ' .Fq;/ N»E‘(JJCCA} 'ffe@-LWOJ-. we con see
1N onoSH ()D-OL_S %1’104 T}ﬂe/‘a cr )L,’qp_ee 63’J{C c 1@ s f’\,{f
O »

U\S\ :3 i <) J " , = ’ ,m(ﬁo‘ 2
N (O’ c ’{j‘ SO .G'r\O’\ﬁ N [a'a) { -
GO‘A‘@) O ,\j 4 'F ;%7.-“;’7'. S O O

(+e lesiz oy }

)‘h"&\)' ga""”ﬁ e rnboes { MO%HP/,_,{')J—HZ! , claler sigder o~ (9(,:.‘}%_@,”) &,'V@

oer  we owovice od they becowe model fo- tham £ one of thees
ses  +he norcobic |, the pzrs0r H4@nds to we b, we Cen call 4rod
O.rF(QC'HJ-HD')/" QLSO, Sertous P:’D%’Qrﬂs Cenbe among .{‘(T{,-,.(g MNCrmE

cowe of thly , 2 roloisg  breaks with forly.And +he 27
els oy with problams, Pl +he Sone ding , Some  fomies

pund.  evtremaly  strick rules. Thoy limit  +he life of young) in deens of
Il coses . Thoy show  cedain model for (jo,p@,gemwé_ of +hat press
"he Y9 eas{J aet boneo' with thoir life,
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On +he, COMTOry, Some. {ounlies b2have vey £ lexibly , They arent+
rested  in thair Cl'\lfo,fe/)sl probquv\s.md olontt deoch  the woy of

/iy problesm [n these all trd of forily , the $9 fez! hrelpless

- é"\dv-r{fa +he p/Ob!eMs_Tl'\od think +hoy J—i,’\@ oen flee {rera

2 by LSy narcotie.

- Another cowuse pf USvg  hercotic s gelend envirmrnord,
e Jaedsh o L ukg necesscry need  for gle @!?\'4-"?7‘,-'2—”5@ )
amly 4R {r.e"‘df ae  rodel for peepie The pP/JD: 1OOPHS
ro robit T hes o kis hoo/ki 4o leod the lije . Plso, The P
)'om the acHuntles of her o Al ,Pne,\d_y 40 ccontinug +he P{/e'dﬂlp_
£ cre of e {f/od s e oo'::'fc-"r«?.:/ to Norcokic df‘/gs , the pessos

ln' . ’”
e aie Vv y) )‘l , \SO”‘G -(‘H.G\di GO\); +fd 1[()/ 4.//‘54( ’7‘[/'»\2// 1+ d:DQJ/«/,L

trse ) ; LAY
apfect  once, M is relario ' That encourggly speech couse:

! A Il . .t \ ; &) 4 ] 2 g ;
for dre [ot o e Ao b2y e {S:sf.l’OM.S 'Odd!&—};ﬁ')

' UJ\) norcatie IS ue) Comen QN\O"O foec0s pD:,cza libe
:_lﬂt,yj/moo'gls , cCiors , footion'i f"b\f@/‘:ﬂ.?l’\z P9 love +hera u?
roch  ard —H\?_ﬁ Hhink -l-/‘xod ere vroTi/ A (SCDp(a.ThOf*'.S Ly e Ve,
wonk be ke thom. Because of alfectatior - P +y Fo<1J2

1

il norcoHC .

In coxlusion ,LSKg  narcoNC I's l'nCr(-‘QJI/S dod by o i the

lorld  in cpide of Its ham{yl alfects, plso Hhe@ cor be Other cove:
e bz'fj »{fq‘opsc‘ g '52”"3 "@"‘CQCJ ; belg rot Quuereress . bo4

These dhree @DLQJ-')/S ore.  moré l'nwpr"viOf\* N r"ufvcr) /'/jCQ;
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NARMFLL  DRUES -

All of us foxe problems in our all Iife becawa Of
mong reagons . Thus, we need fo come owr the ’,prabbm: in order
to relox psgeholgaly And we +ry MMOng WOys to sole these
problems  or forget themn . For this porpSe , some oloes

s‘p.gf‘f\zS , Some lisders pmeusic , some folks +to a fried or

P53Ch°‘°8’54'; Some Uses narcote draes Itk oleckol, heroin,

nocole . Vafordmrly addicHor norcobic has boen Incransing

amon people esgecrally Pug slace lost geors in rony
countties .Thatls w‘g ; experts  are Jeorcklcg the covses -Of

pS\g, norcofc o’w@s except for medical frealmpnk, We con S22

o st books thot There ore  three bosic cowes of

SAY orcote S '
g 0O drug amonpy you; fomily, friends and meole
B ¢ 1elesison)

i

Family is the most efdechue foctor {00 the hoblt Of
g Family rembrrs mothes, forhes , elder s/ ©F brovher ) give
der o©F aduice od they (?gcomev rodel  for tham.If on2 of +henn

D +hak
s@.§ he ~norcohe the per3on +€/\d.$ to LSe Sf, We Con }CCJ” , ,
1{(@c+a+(9:\\"\.ﬁbo, Serious prollems conbe amoyg formd embes

coue ol this , He relofon  breaks with forily. And the peros
els foaa)d with p/leQM,_s,P-ir 4he Sare Ji~e , Some faw)lzs

nd. -ewtre~ag sitick  foles. They [imib 4k ltfe Of @ow@ in $erens Of
’/pa;as.f‘vj Show ceAain model  for do-/f@gecowe. of +hat press,

v bored with thor life.
iV ea.s(‘j aet -
. L..> \'(O'{ O\OJ\\A— \ove QG\’UU\&. (NaN .aow @FQS ap



On the. oMMy, Some {omlies ©chave VRy 11<X100y, 1174y aen h

esesied. in their cN'dfeﬂs'rorablems.md dorit 1eoch  +he way OF“' “

;ofu/f\\z) probles [n these all tnds of fomily , the (‘j&’@fzd helpless

For QTdWﬁ +he P/\Oblems"n\?d think +hay l-”\@ con ,F/zg xw
them by LS narcote. ;

r Another couse ot usvg porcotic s peiend envirornord,
The faedshio is vy necessory noed for ghe M,Lj[@r;ﬁ
{fomly , +ke £rerds ae  model for poople . The pesor acbpts
tre kablt ©f her o his hobits 4o leod the ltfe. plso, 7‘\-&051/9

O'om +he acNuies of her ohrs _an,\dj 40 ccontlnug  +he Pr(e»ob‘v,o.
£ one of e frieds ore addicked to norcote df\/@_g , the perso,

worders 4, Some pueds soy Hy for dirst e, It dogintt

apfect  once, 4+ is relaxigy ! That encourggly speech couses
for He pfinst Ling, . Prd 4hea phot llowss

addierio

Dsig norcofie is uey Gomewos armoQ) (D0 pople lte
singws, model s s aciers, fookkall PRy¥s . The: (pung love +rem uery
ruth od #hey think they ere woderfd people . That's why The woug
wonk tobe lite them. Because of affectatios . %Q.OD'J@ +y fo<re

He norcoNe ond jrrin “Thi's pvgaraf)h ls Hoo shor-- aGCOrdf‘nj
dJo  odkers. Sou should Jz%lo‘o 4 hat .

I coxlusion /D\")lg‘ nercote s n'nC/*ng‘pS dqde{‘) é@)\:’( 'n the
; \
Wanld I spide of Its harmful alfecks, plso #4€ cun be Other coves
e bzlff) r(fq‘op,@l -, 62/%8 .@;«-ch , bel'ﬁ ro+ qum_,_@},;/

These +hree (Djors  ore more  IMED~ONk N huon life
thon odhers Mour essay fs Joredij,\ou,g_/ _

‘\‘10&{ dQ/\’ﬁL \/‘Q.v& colerence. W -aour Jeve(odomuﬁwlc’ ,
e POR9rephs L Hoa should divelop ond regulate Ahea T
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LHS  AODICTION NARCOTIC. 7 123
Todoy, People fae mony problems in their life becowe of
sewrol recsans, Thus, They ned jo come osr thase problems i ordes 1
relox -psdcho/oa:oab ,And we #y different wGys foa;bg_ these  groblons

or (or8@+ themn  For this purpose , some el sporks , some lisfasis

miC , Some talks o psyehdoger s some wes rorrote drygs lile aledhal,

heroln , narroke ,{or‘nele/»D,UnpquMj » @specially in developen)
condcies  geople hose  Uony Stressfol e . As o r@olt of4hvs

eddickor nerroke  hos  been INCATY amo +he (g JThats why

QXQQf*S ace Jémhlg +the colpe. QFLJ.S‘IS heroin exp+ (>, h@dlc’d)

treot monk, Generally we heor  alot of cowes for addicton norcodie .

Bov, Thee ae +three bosie coupr of 519 noreode drgs Jike
prvoal facer, family ad frieds.

Porsral power feads people 4o i fferent W) acC:xo‘(ﬁ Jo s
d_esrg,e REKY @sznzrcxly sord +hat QuUeptHhig is 1 O OwA hodls , S0, pepl
con +hink loawallj for \sob/rg their problemy  E0F +he peruss who ore
ton sosltie o hogritd oot self - confynlert, centh 5+ru3812 with the
difficAy of life Sch pasge always need help inorderdo achieve
somerhig O 4o b2 hapey dorirg thetr all I1fe . They v"doﬂ# brow 4o
rrake. decision thomselies . Alss +hyg 'e;oaﬁmie cyrhig 11 ngoNe
way . They +Hhnk "r‘\ﬁ srhoakor worse dhon L4 15 Becae Of +helack of
lo%;e, +hoy dhinle that heroin cen help 1hem {>r their problems
Thot '§ wiy perpl shold be  awore 4had qu Con cowe o0 ey
Condd RN .

Family Is +herost effechise facior for hobit ©of  : pople |,

Pam//j rembes (rorhey fothe, elderuipe, o broyhor) glve ord® o aduie

and +hey bacove model for # hern. [£ ore of them Lyes the norcotve or s

"he peryor fods to we [+.wecon all that "affecdaron'.
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159, serios problems cen be among family members e divoce, d/.raafee-
ent, aggression . Becoune of 4hiy,+he relatior breats in Ry, $G +he pego,
2eds do be fer £rom @Jm/&,l-}e orshe bolleses e o  eayg L.

lso, There ore gome farilies fond strot roles Thay liémiy the Irfe of

he childrer with alot of ruley.They shaw corain mogsls /o chldren,

eCavie of +hod s thoy weont to live phoy prohibition seorotly,

Y condraly o a4 n@nwfb, Some families bopno very flexibl, Thzy arent
good leader o their childrer 1o 4aach i R OF stnggllng wraly
life. So, +e pople centt wrderriorol +the impo~tnce o ¢ Vs norasire
drugs.

v ThelmJ. CouR Of 1351y Haraoie /s Lriend envicmont, The Lriead.
She 1s vay mecesiony need or paxle. Lite forlly membors | iy
are model p, pecple The person adpts  +he habrr of frieds |, oo
10 contive e frodstoe, And we (foiny e ackiies o £ tha£rieds!
achoiNes  fion oﬁpd friedshp, Beconse e ore in big faar of
loslﬁ tried esvosnort. I£ ore 04 our frieds e addicted #o
noroNe drgs ; we uander usig) M-, ome frieds cm wy 7 tfoy M
o st Hee, 14 cbasnih affecr onm, b is vy laxicg ¥ .

Wirh +hat @\co.msig Speech , Pexple wye (4 for Lirst tive.
And thor fhat  ollowss  pddioko norcoie.

In concbsion, wing norcowe is lacreasrg dag by Sy in Fhe
world in Spligof 1ts hermfol @ffect ,death, worni-gs by exports . Ao,
there cen b2 O+her coues Of iy norcode s ke oeing
+rapped / beifg oo, 62‘”3 not aworl . 8ot . these +hree Locjors

e ho@  Ymgoriod  in huvahlife,
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. APPENDIX N16

DISASTELS  COMING WITH wAaLS

The controversisls betooeen pcple hase een inevikable since gacied Res.
Mhege oabvocespls c‘F‘k'-‘\’ reached such Hreneadouo po‘m‘b ot it cavied wars
= sanehaey dartrudhsd Cars— Lehween countbras uad emolres.in h‘as}c{j, Sumehmes, soralt
wAan behween b counbriey  became the woridin problem and these sall wars

.."Q_)LJHC& i werld wans, Before ;x;\'*h‘c'.)‘)'a%‘rh:. 1N G owar, countries shoyld Rate. jqthe
coviderahon fhe resuits of wars. As wswad, vty b-«a: to fhe counkhies some disaskn
whose offechs sk fo- o oy Rme,

Nhe work obuitus peuutt of vy is the death gnd wosurded pewdle Yhe Aunber
of death and wzuaded dople reaches ‘r\uj»'il Aumbe offem wom A fhe Pt fhe main poe-
Rr ccundeiis v e aunber of Thair ssldiens qad The Pl M&;‘aa'\ caaadihvay  ausa
Hom, o fwyl\)— face Fo face. B the aunba- of obadh Jele way dremeadiuy 1n oq)\_] o
area Rob With e deselapment of Jecl'rmhkm‘ the_ Poers of fa \(pun')f;&). and the gra of
He wars have expandad.fhe incenRon of Pbnes | tanty, U2 bombs wad rockeds resuikd
in rore and more death gad L ouaded 'P'e:'.[)'c,?_e(gu_gc_ of tese weapons ot 'o~'\|d e
wildiers byt alse dhe ciuil Feale dies, Tor luRace. ta the war Lerwren Usa ond '5:\)-\—\
in 1945, 3uC.00c 200 pwdle died end 352003550 O peple sere wosnded These kcé:L\
nunbers et Ahe ~csulh of dew Aucieam Loab, tat Amedien wsed.

Anctier resulh of wars s the ?Jdr_,ivoloJ')cql efeats wpon the cakon,wWien
peodle {oxe Ahei- families, relahes, lomes. ek, 'H»gd find  Bemseroef in a dep~ession.
N old llftsb‘z_ d«:\gm and %ad ke 20 lie in pow ned')&){\&’— caadihons, So TLed
cantt wame o (ith Helr ?sdclﬂo teal pablens, \..s,oeua“d children sm effecled from
vars Moot of Hem (ose Hein family 0 a sl ape, gy witness Jo He war and

deatn o-F ?eosleéo ”ﬁ i tese Pddcl'b’zj)ul efﬁtah of ar -}l\muf)\ reo f o[— Hedr
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i And Hhus, afler wars, new peaecabons a(u;ﬂ) lae ?U-ct«obf‘ua\ poblens Hat ae
lard o Areak, For example , affer fhe war ia 18US, Tapeacse ople lad Piyelobpial
P/o\ole,m and some shil beve.

Afler wars, counbies aluags Ve ecowmic Jroblens ot are bkard Fo mako
frlhe weapr wed 11 won the cihes c‘e.y)v'odeé duriy war and  te economic seurees
that ore loof O\fk-’ wiar Mow the crevmic leses of g .:_wn’rfj,ﬂnd ?cop’e lioe Poor e
eondihong v He cam‘vcf e Leavie c;:u,-\'f‘/d wies the ~eut of by rroncy o buily _
new wihey or fo J+'r&{8’”f\e~’\ Hs anu-:yvz\;’\. A becawe of ts ?3':,:";’\]“,} Jouts
Jor a |0f& Rme f- the U_-..,n‘}a b cewtlop Apoun in BLS | the cffech of auclen-
boabs «ere so great Hat, Sopun could iy mate u) for ks Joxs aearly 1
‘f&ue—b Jears.

Te sum vp, wan hase QIMJJ affeched  countrics in gpah-e sy and

resulled in foxes Fab are sade p forin e lagg Hme. Gaunirits slould acccb

these risky bebie ?Ach.iqurx N o v Because. k’d‘r‘J‘ effects of wan ae

ex?"a\éecs Z\-"\A "’L‘Q\If‘ (,orf\.')vn.)q)';i’r\ '\s \«\q."da/‘ )
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APPENDIX N17

DISASTELS  COMING WITH wWALS
The controversials  bekoeen people hase been \nevitable siace gacied Raves.
=1 N
fMheve conhwversils effen reached such Hremendous points %a'i' i+ cauvved wars
- sanehmey destrydiol cars— Lehaeca counbhics aad emvlres.in k‘xs}og, Soeaghmes, soall
wan behween hwo counbies became the worldis problem and these saall s

L An .
raowlted \n world wars, before qu)x‘c‘\gak‘rlf in G war, cowntries stoyld fake inbo

comiderahon the rewls of wars As wsual, wars lar-'lx to fho. coundries some disaakers

D b—‘:-“'(‘&fl TN 2SS 6_..)\\—k . EL\ ‘\—-

WNJ..)?. QF'F&({'J las$- kr’ a (o H”E. tRere Vs ;"‘\;C\f—‘- = cmlheresc e (‘:_roﬁ‘

Mg @S NI T o
Nhe work obuitus resuld of wars is the death and wounded Jeople. fhe Aumber
of death and wounded eple reaches hype aumbers offer wars fn the oot e waln poe-
R coundcies v Fre number of e soldiens and dhe poar weapen condifeas caused
Hom Fo fight face fo face B Hhe nunber of chath qesple was dremendous 11 oy wee
area Bob with e deselspment of ‘kci'uo‘odd, the goier of e ounddey and the ara of
fe wars heve expanded.fhe inwenRon of phines, tants, &L Lombs wad cockeds resuited
i rore ond more death ond wounded el Fecawse of Hese weapens coh ':mld Ale
swldiers byt abe e il qesle dies.Tor Snkuce in the war Letween USA and Iaoan
in 19U, 3u0.000.000 people died end 252000550 feple were wosnded fhese hiph
numbery were the resulk of dur auclear lomby dhat Amerdea wied, ) ‘ 5 eem d
xdsuf- grex &eue_taf.\o—\-.s& progragm '3 -y SQJA- Heos pove e{,;up‘c,-
Another resulh of wars ‘s the pyyclohpical  defoats o R KR RS &>
peosle {ese fei- families, relahses, lomes.-_efe., 1“126 find  HemmseiseS in a depresaion.
Mer old l‘ifésb‘t doges wnd ')LWC) e 0 he in pow ngd»ah\& condihons, So TLea
cantt wme gp with Helr ?sdc'lwlas'zm_? ffol,lem.éspec‘«a“d chitdren sk effecled pom
wars Moot of them lose Hei~ family @ seall ape, dgy witaess Jo fle war and
death of 2exle. o, ﬂ% i flese padcl‘o!?ficz( efects of war dheouph cesh of Pedr
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ﬁ‘&s A/\ol -‘H«US, Q‘fkf warS, New Jﬁenaquo.-,_) &(WSU) ) 0 ?HCLOB\,?'MR‘ ‘D/OU?/AJ ‘ﬂq+ e

L‘Ql‘(j, o 4rent, To- emh\oki Qka the war ia ‘9‘4;' ’;qfnme,¢ 3'(30,’)[& lad ?J(jbl'ob‘f‘lql
= \oh \ene oo cok

?zoblem end some shil base. Con erel>" exfF2 \

P“Ob\ws C\&}f\'\ ’LF '694 & "y 0V F o\

; e beides
Afler wars, wunkiies qlmda Ve ecovmic ?mblm that are bord o oako »

Afe/‘. Qb\t wRayMJI woed " WAy er cihes de.ﬂv‘odeé J\r;'d wAC and te REOADAC  sourics

Ahot ore loof afle war olows fhe creomic sy of g c.oun‘*‘fd:.lqnd eodle lse Door Iife

condifons n He caming TS ecavse oty waes He_ rest of by oong o buitd
new cihes ar fo srengihen Ws arng opaineAed lzeawe of ks Foeeily ik Taoks
for @ 'le Rne K- te u:m*fd %o ckaclop. Apsin in BLS | e cffechr of aucien
bombs were so preat Hat, Gopan could nly mabe up for ks Joses nearly 17
;Ourb . \\;{;;\«L.\A 3\‘.4;’_— rra. exdaple . ﬁo{ci Sone__

o oum vp, wan

lase glwv.r Qfatemlﬁc}— countriey in n%f-:%'—*e “Ry snd
resulfed. (A foxes b cre aade v ke in o (o,& Rme. Caumdrits slould QC(‘.G"J}—

these risty before Pr’%dqu‘fx N & wan Recause. Joohd, effects of wan ae
ex?a\cied QHA “'Lo./\tr‘ c,oa\g“'/ua}‘;”f\ is L\q/‘daf;

dpu\; conrnc\bN O~ \s fx\a \\-\- s te\ Sxe & 4o Csouf“ ‘e»@W‘
GQU roven e i"‘\’e(\ > Ae— Qe
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APPENDIX N18

I

DISASTELS  comiNe wiid wALS
fthe cortroversials a0 peple. hove  been eidable since aaciear Hverfhox

eonkroversials offen reached such 4remeadzos ponds Hal i+ cawred wars - semehmes
destruckise waw— av0f countries ard empires.la L‘"")OQ/S"""QH”‘@f =mall w00 behueen
1t counfres becane the wordis problemn and  dhese saall wsrs cooviled YA woaeld
wars. i dhe ead of WQ"‘-S"C%)GC\Q‘H eorrld a5 — the couvntries o sane values which
et be Jaten back . Ss, before ?’:’Hc\p‘\)w‘ng i1 A woar, ceuntries sltoud tate nto e2michrabon
He resvits t:F wars, As usual, waes !wi?j B dhe counbries same. disaskrar whose effecks

sk for o lofg Koz,

Rhe wmoob obwisus cesuth sf wan \s e doath aad wowaded pesple . Che aumber of
death and wounded gewle reaches hope aumbe-s afler wars.ia N pask, the smain Dsoer
for counbrics was the avmber of fleic soidiers axd He pre wospon ondihtas coused Hem
fo ‘Hr‘"" foace bo face. S&o dhe apmber QF daath people wums dremendous i an\IJ r.,./:,"-,area.
Bor with dhe deseloyment of *eckrol:.id, e sowe- of He couatrie; aad dhe aren of He
wans ko expanded. the nwenhion of Plovies | dants, oS bombs ead cocteds cesulded in
wore and nore death el weunded peplesFecause of Hese weaps ok oy Ahe wdicn
but olse  fhe Uil '?c::»ffe, dies. For inshance. i the war between UJA ond Jaiaa in (945,

30,020, 00 fe':?!e/ Adied angd 392,000,000 ?(»‘o?‘e WY wounded . These l}\iyl\ aymbars were

the reiwlt of two nuciear bombs fhal America used.
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Another result of wams s ale payclobiical  defeats upa the aahoa.tilen
pesple lose fhoir  famailios, veb oo, bomes . ek, they find Henselses (& depression.fibei-
oid GR..SFO’L C-LQl‘fe,j qod ‘ibeo have o e in acw an;HJE eoadiNons. &3, ’H«z:j eantt coma
Uy with ther- Psocbbﬁ(,al pmb’ema‘(:seecia((d ciuldren are effecied fasm war . Mosk of
them Isoe dloir kaild " oa sl ayc.»’?b(o alagys bese te approssion of gromig 7
wAthout fheir familier, Por inshance, sfhr He wae lekucon USA oad 3990 s e @er-ald
Lod Fujic Tuujmale sod oaly fhese serkacest ™ fate ez Yack ho wy paot P o sewad I
want My o o dad, ™y siaker and m brothar, "' Ard  claldeea'y wiJme.s;i‘A& +o He wwv and
&ath of pesdle m& tom lie ?JOC-LO[PJ*‘-‘CD.I otfects of war theouph rerk of Hedr iife A
Hous, new 3@\2,&}\‘0'-\1 ""*"?\‘)-’ lave ,asoc'ml::r}u( problems ot s bard b Fregf Tor oxampte,

affr He war i 068, Tavaee josple Lad gsdcl/obf;(ql Problems a1d sane sl hae,

Afke waes, cunldes clwa ys e ecsomic ?roL‘QmJ Hat cre bord bo wmate yy for
fThe weaons vsed i wor, fhe cihies Am%mde& Jurfqo war wad  the ewmlC sources et
are ok gfkr war shows i eeomomic loxs 24 o uun’rv.%&, for inshance &Pk:r He Jan:
war in Lueands, fle ybdef(l.%’\"’ bas conhrued R ‘noest 250 wmillhao o] bbb~ oa NPSCLEER
el dmr while fle nahon syfhkr P shormhion, Ad afkr wae, ?Q,DPIL e oo INVY
coadiRoes v e wﬂ}l}f dear‘J‘ZC’que o:»unf{J wses the reak of tho oy b lold newo
ahey or he é*fez\\j:‘il«ng\ its “rm) ajaimAmJ becaose of i ?nri,d,‘.’r' fasts for lyi
hme Aor the wur\-}r\j fo develo, Apain in I8WS, the avclear bombs resubed n so yre,wf'

&awqda Alab, Tapan osuld °"‘Ej cake 4o Jor b loses nearly n ﬁur{:’ gea.
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W gum 0p, wars lose alwzd; effecked countries in Aejnh\& w3y and resvlled
in lsses Haot gre smade o) for N w (o?& Ame . Countrics stould occept these cuks
before ?qud?al\‘rX in & wan Recavse boday, effechy of wacs are expanded >nd

e~ com,ge/\.)qh':q s L\q(‘clu
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ms REGISTRATION QBY%

Wher X learned Pk Sven Mo vmrartiy 3 wms e
hagpa S wek o dgeee 3 gaduated Com and spoke with o
Yeahers. They were hapoe Joo Yob S won Ve wnverrthe. S doo b g
diplome ond Fhe lud of meeds ol rexilembion. S shask b0 prepace bhe
docuaments  Tonpnediatlg

Bk S wek b the ehotograher ard gob myg phobos hubin He il
me do dake mq pholot P oter dag Alber by dags 3 ool hoa R
photes of e Qo head Ther % werh b Hhe depardmed ofh qovemer and
2N o copy ol g 1O S male b senled Y Vi qovemer,

Wher Yoo dg Volore the regishontion S was ceads S pab the ciplome,
Phe ceM@rate Wodshovs S uvn vavesthy, the hiddve pholo; and sealed
cops, in o Qe S was veng excted Bt S @athed B b and woas
goinn bo bea wntvestig st S gobup carly Pl aesh dag. S, checked Hhe
k¥ anpin and we W phosklen Logobin e low and came b Bilichi.

S Vad come Yo Gz fmdhe Eak Yme, 5o S hadiv oo,
where S woo\d o S asked Yo drver and he sadf he wood Aof in Lok
o Y pavertthy B gl oot whe b shgred aad sledded b walk, X
fhowed P people for o wMle S asbed seme pagple where Hhe G,
Focolhy s Aad 3 came to Ve Gacilhg ad lesh

3 oedeed Pl Y donr and ashed whab S had fo b e W
posle on W exdemma oV dogn The Yold me bo go o Pae ugirhentson
roomn.S. weak Yo Yo riom whose divr was weltler " Eaalal Teacke~
Oegactmy”. S weak in Yo crowded: Thoe was o ol on dobeg, asked e
For WA S ol S came b cegabebe Py P gave e drasahs and
Yolh me W oae % Yo bl
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POV prgan, Phe bee b Fhibank S dol He cnled demnts Lol
b v o\ Thea she tave me same prpess o Ll “p and siga qf.u)L;L
Svems Bl shetrel W e 3 prepmael belore S Loilead He popes
wad age Hen back Uhen she Vool bhem she said X hed & sbil o
phove on oreol ¥he prper S wedoor and shacked b bk L o ghe
andk seissors becawse o hada¥ brub Uhen S ag wmlling T sa sl
shabian ohotos Scend neas one off Hien and asteod o wse Ws alue and seistarn
T Aok and Praled Voo Then S qpve W sk prper o el
She said S was o m.-msfl‘s hde) wnd gae me o documend b,
ot S was - q,m,‘:Lg shadab. She lold  me Yo seal Moy doccned b M
secridmng o denn S wedk Yo B semdong and spe oo poper- She sigped
ard sealed S Vroudk B back bo P o\ She losked and aid  emegbleng
forhed She Yald i bo come bWt begianing of Hhe anh monbh aadh bo see
e, advisor Yo tale lessons.
2 Vnkd Yo Ve grl Rom e by and e Yo Phe b e S
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ms REGISTRATION 0A%
Wher 3 learned Pk Sowen Mo wnanthy 3w weng
Upiph schaoly if More applopriatC Fon +his word | 7
happs S werk b W' S gduaved Coon and spoke with mey
berers. Theg wee hago doo Yhad S won Yhe waversthe. S Yoo b mg
Lpome wed Ve b 8 mesde ol regplonbva S shantlhe prpure Phe
docarmers  immediabley
Pt S wed b the gholographer and ok g photes dukin He said 4o
me Yo bk g gholot Poblen dag Afver bur dugs S o hoess Rour
phres of g Qoo ead Ther S werk b the depurtmed of- qovemer and
aoh o copg ol mg VO S male I senled Vo Phe govermer.
When Yoo dag belare. the regibeation S wns ead S, pub e dilam,
P ceM@Bete Yadshoos Suen vaverthy, the hudve photos ard sealed
cops, in ~° Qle S was verg exated »L.\; S Cathed P ke and woms
aoina bo ben wniverthg Polib. S gehup carls P nech dag S checked Hhe
kv anpin and weak Yo Pheshabon Sogob 3 Hhebu and cmme b Slachin
S Yl come Yo Gl LmYhe Eak ¥, so S hadav laown
where Swed qoe S atked Yoo dever and he seal de wodd shop ta fond
ok Vo paerthg T gb oot wher Tk shopgasd and pmcled o wnlk. =
Pl Voo pesgle for o whle S atled some pugple whee He@lucaia,
Cocothy s Bnd 3 came Yo Vo Qacolby ol losh
T ded Pl Yhedoss and asked what S had b do Yo W
baople on Y edea, oV don Theg Yold e bo g0 do P regirbeabion
room. S wenr %o Vo mom whote dose wm wriben " Eaglak Teacke~ |
Ognroa’ S st 1 P cemunleds Th s S St
P DF S ik S cane b ceqibobe Binply e o e dleesnhs and
Yolh me Yo @ ¥ Yhe \oanl
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PPber pagng, P bee b Hobml S kol Mo celed desmrts bacl
b ve ol Then  she gae me same ropers Ho Ll up and siga wp- While
Dowas Qelliag she bweb W e 3 prepved belore S Lazled He paser
ok aue Hew back- (her she bool them she smid X Led & sbik o
photo on oneof bhe prper S wed- ok and chacted bbb Lo o ghe
andd seissers becwre o heday bruddUhen S ay wnlbig X osee o),

Pabing Phoder Ssntak men one o Ben and asled bowse Vo5 qlue and sissar
T e and Phanled Vi Then S g B bl pper o Hheqivl.

She sark S wmy o waiverihg el wnd goee e o cdocunant i,
shout S wms = wntirsh phokab She told e Yo seal oy deamed b Fhe
secrihmng o dennS wedr Yo P seaidong and gue P popers She sigpedd
and seded S bogdk th back Lo P oV She looked and sl emegbhong wibs
Btk She Wl i b come b W biginaing o M parh month andh Yo sec

j./,”o:- -l-v '\'ﬂ)ﬂ— lcﬁ .
me a ont S s i pot a well cloveloped esncilusion POLIC?]NC’{-'"

1 \'\\ﬂmu lﬂ \"Ll_ -S\"\ &f‘ M Ll—‘f; am/( WM)- \—0 '\"fv. SL-\;;‘M,-“J-\ ?_

90t con be better 10 mote o brief wmw o H\&cess.
wer  oad Vo ~ ),-.M\g}a.w., stvadion PID

- ¢ essay., You
e the 1ofh of the Procef
r le jsn't suitable for d s td  ocponi
Your” 5 o expesience  duri vor repistration process. Hou ‘ﬁ“("( hiee
Je eveMs that f°

¢
re D{\a‘ CSSG

itolle for Hheh process v

[ ess2y suitob
e context of you
Introchaeon  pergy

raph sn't welt - developedd . And also +here S tot o stated dhesis
\,[ou Con ;N(ffe

stotenend
expesiences  about Hee r?oistraﬂgﬂ brfeptj in 4 indroducton
oph  usth
rals rop
?:ou cah @‘a(om the P

w
tic entfance.
,}2; rechn of cdraro o
roﬁc‘::urﬁ in detoil in developmental Paffffc.',dhs. You should
e
cleor (d TN ehrotolopeal  ordef.
define e greps mort i ,
efi . rep | .
ahence' 9 'vrhpbﬂ'd{ﬂ,dou shoulol infarm  Hremn aloout Hhe reoalSHO‘
/\S Wf _a:mum oke .a list of McesSoﬂd cdocupments and Nalh P@pLe
‘dlof olt ‘{_M‘ documents wWithout exception, etc.

onl-1 norfate
[

+

?rocess.

o prov nal  experiences like d""ff““ Uisit to EstiseWr, the dpnl’s of feripp yyou fo}\elp’

il detai
) V:v:;fewgz; t. \ncteod explain relevont Hhinps, +he steps of jsHratoN, with nore s
A

l¢ about the difficultier o ths process. tiphlpht the imparionce
ﬁ?msasz s#ﬁaPS such as P‘U"Qf the fee ond Infarm them what bina of difficultfe
-Hhej cah foce with T¢ "‘Nd don't jeatite the plocedue in a r%oulor woy -
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THRowEH RECISTRATON
T"\L an-g \’&cate )—\w unww'.L) exqam ore )'Ln.. md)“ nNe . ~vouvs oaJ

ueeidina,  ones ol Yo shdels in Vs Vives. Besavse Yhe exam sl will be
'-Llﬂng. Yor fhe Ve w\aa)e.).s. So Yhat \-\43 Fhasld Prepace well and
noke Yhe ehwites  affler a 5“"' -\—L,..&\A.,ch.. nervovsaces  and exetemest ofl Vhe
Xdrn  conViniongs \,,A-ﬂ QW “w, Saxarrre B\A— w)-b- Hu- fwuuf are. Gnm:u_up

he winnes will Yo veng bpp. Wit Vs hoappuness \'\c.s Mo b B W‘SL%
nithed  wher Yheg won e unr S I condeus), M“% shards ther, There, ang
e dodes  Fhe wiimgs  paush J,'T‘)—.% shas\d PrRpare {’Lo-‘-e&ryl,s,c% P P
Ploma, Phe cehilicare Fhak shows Qv win vy Lﬂ-gﬂ'@ "!@A'm\'im.

Fingd  wgo shoad Yake wpor J:()Om Lo Yhe hish scho “ps 3@&,&4
teom. Vhas J:P‘om,\ showss Phe fﬁh\- Yo qf.\- JM% wpue Li'$\,‘ ~seheol education:
Ind i Ao shows whidn € b oupe "\"”L"‘)“n%wvsc ,"\'uw\bﬂ\\ and Malh eber —

’ Su,n,“us Yoo ;\»m\gq y)— a uf'b JQ vuf' \’0~'60u cnn 5;' Q«vw\ ')"LL
afac)rmu\' oof 3004}0‘- 60)— \u&w_ ?3'5 -)’\«J'l- '39 mos¥ L,w‘ o qus-!- N e\wxv
vl qgor VO Wi\ sgm.'ﬁu “o Phald Sax, w\rs “«w» el s <o, -Qap. —leajs ation

nesing, sgor 10 ebee fl ld o hosll gl Voo copy Spedan) soaled o Lo
puerner .Obherwise Phe ms«\u copy, will Ye U“J&w

Thedly, upu thadd  haver Feve plobes off Bl s wan e more, 7
g & equires. These Probws otk Yoo dubtn o e face and oot be 2,5 x3 e
Sov ”’V\u};;r hove no beamd  and  mosstacke - (o a2 mal and hawe no Farf
l-goo are Qemale. 2o L 5 aged Hok He phatos are Yaber Josthg Becawse the
“ren ia Mo plody and  wyow o b ekl casile;

”ﬁlﬂf preparina, Yase —\'L:.-,.g pet bhem 4 o .P;/e, and cheel  orce moce
& Fad e aware L ) ia He 0le He phobos , o, <f lDzoV:f)m,a., Yhe
‘”LQ‘“’AL 51”“’345 wge win the vaivessite: tihes «gs {bash oll Fhen wgu are

anL‘s .Qgﬁ (-%';Lq.k,,.‘ 2. Jb,?) .p,,,.&”]. L -\-sL&— a 5\»:— and S s50rt l‘»ﬂ' aﬂ)$ ,')’
Rawees and -"o Yake mene w:-l'\a g -(’or e &quiwk'

) 5509 s\\oa\ol R i Yhe &M\\-») and ﬁtmo He rzg;%\:m reorn, W Wﬁ')"l“
tor example b%‘;\. “Teachen %M“ sn Yhe deorSon shold Je Vhay e

e QW‘ %7_5\4‘q¥00 “u,. k\"b\”’\f 3\,‘% g:fs)»\s q;\_, ‘3’“" nared, MO' -a‘ﬂj

por Ble f"’f""‘q \’C(‘)""" INREWS Ql\b Yhae are same T i ot Bl wp
'\0\ ’%\ Gnc\ f\:()b P\,p\oj ONn
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They alle s ge a decont bo pay Hhe fee do ¥he boanleAfler pog
P fee Yoo Mo sealed decoat Mo barbman qae o Yo Hhe cegibraton

He o she i\ qiveugs = paper whih shas v e onivesis Fhdend.
Sow shead (AL & yp and stk o plole on. Ther e M page sealed @ad
97‘3‘“’ b e secrelaneg og- J&M.Sluw Vhe Sau paper b M "tgl*)'na-)vn ol

ave¥he Qlled  papers Wiin Yonck. #ﬁ-}-e/ ol Lhese gv wi le - wiiversihe,
Shudent.
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YOou AS\D NOUR NEW TRITND

Some Peop\e think thar ma\f,'ms new {’riends 1S verd

d’ngeumj\‘t . Hewever \&} Uou reo\ld want +o moke o new

sriend 18 is net o real provolem. In contrast it s r‘eq\\d

en\)oag‘o\e and easy +h‘m3- Most people are a,f:rodol of
Mmalking new .{'rieﬂd’b Lecavse tney ace  too shy to s peak
to new f)ecp\c cr -Hne\xj fear tnat new Peop’\e dont love
them \Q they sSpeak 40 Anax ?eop\e. dur what sheuld
‘r\’\eQ) do *o make new &r’\endb? They snould carcy odk
important s¥€ps n erder Yo make
news ]Or‘\ends. And T Yoy 1o explan these syeps.

some  small bud

AY first  for Moing  a new %r‘\end,agu sheuld
%ir\d e pecsen winem Jyou WonNnY to be o _?r'\end.

01[' course You aent malke o research Lo xvis. 59,

hew iy 1+ Pos§§b\e? Moxzj be UD\,\ 86’( OCCjuoir\~-\~eA ayx

rondom,,ff'or exc\mp\e wWhon nou 80 +to a c;ence(“’(,
Ane per son s\*’r”\ng near you

spea\c-s ro aoq
and

behoves closel and

ot that  Hiene you W i [ her
gou ger acquointed hmfhet. Or gour cYher

gr’\e(\ds inteoduce 5B Yo aou) and You syary 1o spe@\(_
o m [her.

A{”ter how'mﬁ o person to be anew ]er'.ehd,
being se\sr—conﬁden*\— beCcomes ¥he mest ‘\N\Por’m(\'\'

s*ep.(,m{:idence IS reo\\d im por4ant  because
H; gou dent have conflidence 1Yo con't eapress

30\1(' ownN ideas connpe\e’\e\j ond c\ear\d o

St



you cant speak *o the person go- dont wnow.
V\Jhsr) B e cause 50\.\ ANinke tHhat i_g, go bcevnave
or speak s‘mcere\:) y¥haek  persen May nor ke

:jou. I+ v indicator 9@( aour Vo \ of c.cm{jtéence,

VQ

()r'\e.'\c\ ) You mMust be confident. lock arcund Yhe
enviconment you are 1N, ¥he people  whe have 8.0\-
a \oX cg %r‘ie(\c\s are  alsce conpideny

A(;’rer be’ms congie\en‘r JOSW  yOu should  pehave
and  speak sincere\d, gou sheald express dcuf OwWN
ideas Coﬂqpe\e*e\a and ccrrec*%' Beconuse \3{ o
dont behave :3‘mce.re\3 as 300N os thar pecson
unders tand e pas‘.‘dgn ) Nelsne deesny wonty 1o
be Youtr {Drignd'%e'\f\ﬁ _Yr“\enc\s necds Cowenmon points
when Yo dont erpress Your  own deas c_\eor\a,
he lshe  misundecstand You and ogodn helshe
Moy aot want Yo be your gciens. TThere foce,
the third and alzo very \mpof"bof\* :>\-age s 4o
convey \dourse\g co(‘fec’\'\s and ocx  whateuver
bou are.

Now # is +ime fo +ell +the last and also
Conseque(\\—'\ al 5\—a86‘_ A,Q‘\e( gos do o\l ihree
stage ) you see +hav helshe s 4he suitable
persen  for being gour peend  and hauve o lor of
-\—\r\‘mss to share, o speo\(.. 3 NOW aou sholad  tacy
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to spend time togeiner Yo know each other, well.

"What sheu\d Jou Q\g? You should 89 4o Cinema
ceacery | theathre ,in Ahnis Wy gew can learn
gour  new ,chené‘s hobbies ,endodmer\-\—s,%es“\c\e
gou showld go 1o cafes parks ,in Anese ploces
it Nay I%ee\ relak ond eas‘\\cj shace goue Aeas.
The e Yyme gen = pend wix\h Winlher Yné
betier You  can Fc’-CSSv{\ZE Wien | her.

t_*’\g\t,\.’\\tj news %dends BAY very d\,ﬁf(%ucu\*—ﬂswe\;er,
you  should calfy Ot some easy bar ipapsciant
stoees ke §inding @ news persen, bé\mi) CQ(\&‘A?(\'\"
shar"\.r\\c) yoe ideas Cleacly and spend\r\g Ymne
ALV min e . 19 e fallow  ris way , yod can
ake o news (}\c'\an\.HAPPY LITE WITH VYOUR NTW
TRAEND L
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oo oid 0ot
APPENDIX N23 ool VoY 'é

ot L e
D\ -
/ \(\\)\\m& .
YOU AND YOoUR NOW TRATND
Some people  think +har maling new fpriends s very
d\ﬁfuw\t . However

'\g Hou rea\ld want to moke o new
griend ik is not o real

problem. In contrast it s really
en\)otjqb\e and easy -Hn‘ms- Most people are a{»rcxid of

malking new _s?rienols because they are  too shy to s peak

to new Peop\c or iney fpear phatr new pecple dont love \(’@QJ@ QQ
them if +hey Speak 4o Anar people. dur what should

TAMS Sepea
r W @ v
they do +o make new 8('-ends? They sheuld carcy odttnio

ONVINR.
some small but important steps jn erder Yo male N ATALEN
newy r’\e(\ds\. And T *ry t2 efplain these syeps.

A SON  rN ApAnes QW WP, T AR
QoM NCAE WAY Staye e owein e \nv’\\\(B .
AY firs¥  gor Making @ new %r‘\eno\,vou should
g_inc\ the  persen  whom You went fo be o {gr\end. ~_
: 3
Of course you dont make a research for Anis. So, ;‘0\\} @
Cooa . S ~
how 1y 4 POSS\b\ei__)‘:\SUmE?w~Uw GBY _ocqudinted atr 57 NS &Y
random , for erample_whan you go +e a_cencect™

*he person  sitting..near..gou benoves clesely and U
UMSpeq\'_s to aou ok Ahat Aimne you e i /her

and gou 8:2\— acquolnted m [her. Or gour cther
gr’\ends introduce sb Yo you, and

ou starY Yo Speak

\U&(\ﬁs Qa(\ Ss\n&\ VW)
%;io//“&_\ \%ﬂ\@ oo »('ﬂ‘(w\”j/w(\)’w Ausoon | w AN
G 1Y I

Aﬁer hq\fmﬂ o person to be anew Frlend,
being se\[r—conficlen‘\' beComes ¥he mest im portant
s¥ep. (,onpdence s rec\l\y im por¥ant becadse

it gou dent have confidence jgou cant eapress

your own ideas  compeletely oand c\eor\\\j o
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/ 30\4 cant speak 4o the pecson aou. dont \vnow.

. (/ Whu? Recause Dcm Finl Hhait ‘.x; gout benave

&Q NS Or speak smcere\:j , thak pecsen Moy nor ke

)N?\A bou o w\é\c_a'\ormg:‘ \dour \locle of an‘c\e\ence_

Hin Bur I Yo rea\\d Yo mave o new %3(\\-\
\ {Ir'\eno\ rYou must be confident. look around the Jr\n‘m\ﬁ\

enviconment 30\.\ are \n, dne Peop\e whe have 80\' /\’\)(‘\(“SA

a lot of %rie(\ds are  also con,?‘\den‘\"

NQ @ bva o CAOANS %)m @»r oo\ \QQQ

After being cenfident jnow you should benave
and 5peu\c sincere\zj, you shhoald express dour ownN

\deas compeletely-—ond-coccectly. RBecouse § you

dont behave 5‘mcere\3 05 300N as thor pecsen
unders tand the  pesition 1 Neishe doesny want to
be gour ?riend'%e\n& .?r\enc\s needs Cownmon palnts
when you dont express Your own ldeas cleacly,
he lshe mMmisundecstand gou and ogain ne|she
moay aot want Yo be il J;r“\ené- "\'\qere,pore)
Yhe third and ol\szo very inpectant 5+o8e s Ao
cenvey %ourse\g cocrecx\ and oy  whateuer
bou are. N N\ \)5\'\*% Q\\R\K n OAJ~ and déUO/SDS

e Bny Wy R w B M‘@ o8 Arg welkes o

An  thale PHs 283y "‘“V‘X“g}
Now W is 4ime o re\l 4he last and ol\so

W& consedquential 5\—a\(36‘_ Agtec  you do a\l three

» Sojet@ stoge (} you see Yhatr helshe is 4ne suitable
A | —
o ah PECSeN por bems goue g(\eno\ and hauve o lov of

\\x% -\'h‘\/\gs to share, {o speak ; now e soulad  stracy

g
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ot
xo sper\d Hine ‘roae+her Yo know eachw other. Ne\_L__

« What 7 You should @9 4o Clnema

concer ;theathre ;i 4o wWay s can \earn
Your new ,ﬁ_\c‘\ené‘s hoboies ,en‘)odmer\'\'s.%esﬁée
o shouwld go 1 cafes , porks ,in thnese places
oo noy &lee\ relak ond eas‘l\d shace goue 1deas.
The ancce Yine Jou spend wixWh Wimlher ¥né
better gou con recegnize Wen(her. T Srealc
\0S R, W Mg Soee W o0d e 5\&\\(\?‘\ /

M QrreQRS (o - ™R ™\ Ao ’)\p/\) a0 » ‘Sé A
NS BQ 50_\3}{0_5 S\ho\a\&%\ge VSQQA o NNTo} i \)O/\)T -

t’\g\r_‘ma news ;(deno\s st very d\“ucu\*—ﬂaweuer,
ou  should calry out some easy bt “\mper-\a(\‘\’
sxgaes ; Nice gmdins a news  person, bé\ma con&iée(\‘\'
shar‘ms e e ideas Clearly and spend‘\(\s mnme

Wik Wi e l? ge fallow  {wis way '30\'t can
moke o new SrRQnA.HAPPY LITE WITH youR NEW

TRAEND U

ANNY \We Sv\“mwé WY conAnsion ?V‘érs?\«\
Q\m Yot DY a2eds &\ Soenein s\\‘w@/@v’z and

mediry, W v Mo woreigs |, sefReIS, T Anaak
Moo Wyt b WL e s SYPEni oAl §doo.
M Rross WA Gn 2w ey
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HAPPY LIFTE  WITH YouR NEW FRIEND!

Humanbe'm\s) 15 a social creature becavse of nis
Nature. He needs otwer people due to s sodiability-
Nobc,dd can live lonely ‘n nature %5 wWe need
other people +0 share our Pee““\fs and convey our
+houd>hts yto help each other |, TThese people are our
Pgren'ts and celatiyes and alfo other Peop\e.WQ
Choose  some Of them as friends Who have +Whe same
life syyle ypersonality ) feelines ; thouphts ... \We share
a \ot of thi{\J)s and ime  with them. Tor that ; maldn
o NeWw <?r‘\end b very ‘,mpOF’DOﬂt for a Peraon.r‘\ost
peoPIe Hhink that W s uerd digf@xcuw and C()mPleK
Yo make o new priend but in fact it becomes vely

easy \53 carraif\g out some small but ‘\mpor-hont
steps.

While maddng o new friend, Jou should Q’if\d
a person  whom qou wont to ke priend first.
Ag an exqmp\e, .’3Uppose Hhat you are I concert
oc Cinemo [ +he person who is s‘\'r'\—‘\r\\ss next 4o You
may benave c\ose\d ey —\-od to speal ¥0 gork)
then +hal onay o€ a start Yo a new {‘cie(\ésr\'\p
o a &Zrieno\ of dow‘s N'\Od invcoduce somebgd\\j
Yo dou ond  wWords Whith are  urtered YO \now
him  more qu be another styact Q0 o £r\€ﬂdsh’\P.

Aftec hoNing a person as a neuw friend,
bei(\g se\p- confident becormes tne most iMpertanT
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Now ifis ¥¥me +to 4ell the lost ond also
Conseeluen’cio\ s*o&e‘, Afrec vou do  all inree 5+C53€_
(Q dou decide ihak hnelshe 15 e suitasle
person  for beinda N {ir‘\end ond have o lot of
-\'\(\\(\SS 10 shafe , ¥o spealc ,now oL should
start Yo spend more Mime Yogether Ao \wow
eath okrnec\uell. \What should g Ao? Nou should
So o 'Pub“C P\oces ke cinémo,tneatre o
learn aour new ,Qr’\e(\é‘s hobbies ond e(UO:Jments.
e Uou want Yo know himilher 1A different place
od had betrer hove o short v\o\Ic\ad witin
hon /hee. 'Duc‘mf ho\ic\a\\j » gout ae,t ine Cchance
to know cachother  yery well. The more yime
Yot spend  WIEW \Wim oc her “he veyxver dou
con (ec08m7—e Nim rer.

As 1% can be cevealed from wne explanations
8\ now, ikt doesnt seem io e very c\i.(‘_{_‘\cu\‘t
to be %me«\d With someone; os lenp as you fallow
the wad of houi‘n& se\{-Csnpc\ence ; e&Pressinf
Your ideos clearly and spendine pur free wme

e(()odu;r with nim/her )“Hos?t) ife witn dour new
{3(‘\9(\0‘

T YORSEXOCRETIM mww
DORIIIANTASYON BIERE
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fﬁep- Se\g—conpdence is reo\\d impor‘\:O(\‘E because i(_
You dont have self - confidence ,you cant talk to
o persen dou dont wnow or you MGy tadl but

OU CONT  expfess Your owA ideas CO‘“P\Q*QU
ond c\ear\d-th? Because You xhink  rhat ¥

ou lbenave or speak ir\*"\mo.*e\d Aot penson

mMmay not  \ike Yoo - W s indicatocr of lace of

our confidence. But 0L dou (‘ea\\d want

o make o news Qrie(\d  gou mMust e coq(jic_\eqt.
lool arounel gyou , the people who nhove 8ot o -,
ot of {zriends are also coﬂ‘Qident-To(‘ emmP\e,i
hove aon EnS\(sh reacner from my h’\Sh SCN00\
who is sue aveut his own abilities O opinions .
e is not Qiﬁra\d of erpressing his 1deos and thouahts.

For twnat reason: he wnhas aot cea\ Srie(\dS«»

Af{ter beinp confident ;now you should
benave ond speoa sincerely xgou! should express
aour own ideas enticely and de%meire\d,%ecause_
i& Jou dent benave sincerely jas soon as Yhat
persen understand 1ne situation ; nelshe mMay not
Wont  to be your 1?t’\enc\ .Be\r&, ,?riends need s
common  poiniks wihen &ou Qo0  ekpress cjour
own deps Cclearly  jheshe  may Mgunaersvand
You and aopain helshe may nor wank 4o o
Yoo Jer‘\e(\dv '\’here,%ore, tne tnicd and also
very i pertent stope 1y to  conNey doucse\f_
C,orrec:\"la and ack as \kjou &‘eel.
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APPENDIX N25

OTTOMAN BMIRE end TURKISH REPURLIC,

Ottoman is a btg and 8‘\"(‘003 Emre,.ﬁdm@\“a*bv
833(—601 (f Ottomon Empwe_ R monoerchg.when padishal,
who gdwern Empire, dies , 0ne 0f (113 o8 govern
Hhe @mptre». Admistraticn, @dueatian ,o00iadl e od o
38‘34600 ;all dom clepe/\-t on 18lamie jow. Tukish Rexdilp,
'S respected coaMn uorkion QHoron "@rnpme, . Alw
eUQ;B‘oodﬂ claim fwo caw 15 stmilos put Turk)*&e
15 governed o demeeradt @ m(gj,.AdmmMm/
ednaakiaa, Soaial U@agw_{ lau ad&@m % Tt Yepulole
i3 detetwived wita constutitidn fhad- orepered. people
c\(\gé,e/\ bv d%ﬂ%ﬁf\ ra Twlsh Relou blie, . Otfomnaon @mpma
ond  Torkijha Qeéu dic 18 en’rfr&\s dbgg-e)*m.’o OOLW\*\{X-

Oloman Empve. 13 et @:\cm Tatusia ercdoho_
on law Qﬁg%em- Crpre Powe cisided ow 88342»4/\ Qecordng
o w,\;\d.b eliva groups. In condrast do Cmpre N,
Turkid lows guydlem hare, uniby o} oo ond eveybo d 1
Tuwue rave Uguczi Ngkﬂ"ﬂ\@lzse JUT ‘%E%boib\ CDTMM&TJ
\uskog 1 ed JorNeyery davien.|n mem law Sydten,
\\,)ue/ cont DE/\D ko fm}:t (e;p; excep s Meeelb. bt M@@:Qle
s prepoded for 00y Sumi Hoodd ons Mecelle  dedermive
My rehedton perssn wita dhung: like OHomon EWP“@«/
Torlush (g systern have acivil lows ond dhus domasde
louar %BQVR’/YV’ dedenvine  Pelosten PQJ\W\ s VA PesSen and

ol mouvable ond Mmc‘vable,ifewég-“d‘&\fe)‘ Tohioh
cwil {oun provide ight- foo  wovmen pod Odhsrnan
Empre neNerghve. prgwst Mo wueman : Rurthermare. Tupbish
E&Pu\o/\;o, (;Coque, T women POW\SQ@A (\Jg\/@—.w\é“,
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OHtoman (a0 Syptem 18 very dffercid dromm Torkisly fows

Eduoa‘hon Sﬁijtem (s dtﬁo_;e/cb Turbashh %puh((; Qﬁcmo/\

Empn\e, educadicn Egb%e,«vn 1S deg:en& oNn (8(Omm. rules.
Modressfehs, [ocal =Whdlh ond gynaeceum ove fortieule~
Place for edication ond derm T Mabwmud miihvd }
ond technntcod solods cre opered. [ hlite OHevon © e,
Turliah education S&js’re/ni\a [ale. All Sebwels 13 dep::f
on MM%S‘("\Q Od, Blducodan . Cducadion & con \Le/m‘zol‘@!\b/
demeoaredve and Tate. Moreover Oftangn Emprre. use

Arolre. al\o(,«&beﬁl‘ but Tukioh ediucesion Sy3den

Q«c’,eapb losten a\\:lr\&"ae/{» D@pv‘l- dlw\n 2w hoolS ond
O\PMM, OHomen EB'V‘PC\L use  OHovin \Q(WQ bt

Turktgh Repubdlioc use Tebush (09uge - Glucatson

Of Bpre Headtt rexmble Tirtish lae Sytemn:

Jocual l)%o, o Two cauntry complidel élsH@&w‘r
cooln ofbes. Cliren <4 Ofovien  Bpire. clotfes are
variely, Trese. elotes ore- Symbole ap cifferctsocied
gmup, ln ccn&MMo %‘V\pw\e.‘ Qt\'@on’\o../\( Clv'H‘.?en 1N
Tuiets\a Qel?uk:(fa “eog con '\-QJ\/\.F("Q‘PJ cdSen. N
empwe use caleadenr Q‘f‘ He Hegira but
Tt Lepublie use doleados Mo Choit ¥aq
ero- Telkepnd corner {ake f(Qee 1N Offonen. CupE
dond lake pard in Twkigh scaak the. Notme an
Socfal h/a, N Odbsmen %\Aﬁ)&/‘e- reseandole Co\etr

P@Pu(o lre,,
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Olteman &WPH’Q ) Qs“r\*l‘x“elgé, dﬁ‘f—f@ﬂ;\;‘\ &(;m Torkbala Qe\éltb‘\)e-
.Adml?:i‘ﬂ‘(k‘(hr\ . louw SH&M, Sserod l\“fa. and  eduoodo Adgkw\
% oo Epire. s depert en Islomie \auwdouist-
Cvledal, 'erx\ohe, acl;\,\xgq}\m)(w/\[ \ow sfjs«l-e/vn( S e
lf‘fﬁ end eduaxlon Qﬂgﬁm s *CQMPN‘,\QIA% d)ﬁ-e}@d\'
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APPENDIX N26

\

we salbe o OTTOMAN BMPRE et TURKISH RBPY BLie

Ottoman 1s a big and 8%009 Empxre,.ﬁdmlsjml\‘bv

who N Nern remp!‘r‘g clies 0 OV 1y oS govern

"Hléf @mp&‘@ Adml&*mr\icm lQCLU_QOCHQn/ @QOEO& U\ e ond buw
Stj&tem / all $em ci@p@)% on \3lamic ow. TuelSiha fgi_@(g

e) Peape_c:kﬁd Con)ﬂ'nuzOchGn O{( Q%ym ’-@mP!‘l\a : A(/w ‘
Ueyloody claim -fwo Gowxmé s atmilos pbut Turk RS

1S Sooemed corin demcmushe rles, Admxs-mhn/
ediicoien ook e ond laww axstenm af Torkitil Lepulde

18 debetmited ot constutuban ghad- prepered  people
C\z\o'%en ‘3‘3 et %Ef\ t T ‘0(3"\“@@,\2{‘9_;(; e. . Otfomnaon @m‘m re. 7tk

o N o Sk,
0nd_luckigh Qe_‘pmbc_wag__gggﬁge\g dﬂ%ﬂ-@@ ngw\*\ﬁ%-
C -F
t/mu “Tum one ’rop!c o orather. ﬁ?couldn'l md a 46‘217,,1%@ (ér
{nlroJuc}ioo, 'Uou 5Lou'c| use o0€. |n thesis stalernent

O Sfr‘ou’c/ wr‘ljre {LQ
chq)ereneeb L erecnr 00 which @ints de there A\P()erenc@s:}%u cor odd low systern

O S4S soclcx’
O‘HOMO/) @.MFNE 1S ld Qn* §)J\Oﬂ (&A:“ﬁb"\cdaép‘&) o, 1ife.
on \law S\dg%em- Crapre owe chisided tow 8884@«\ thc;ore{vvg
4o uofq‘d-b eliva group3s. In Condragt 4o Cmprre @Hcma.n/.
Twrkigh ol stem hare. uﬂﬁy oa LCLu.

O ond eoezdbo égh@
Tw\\m()e/ roe QC[“O‘A Ngk’&‘ﬂ\m\d& to Twid, const: terbion

QULSW ' Frou&\'eé ffs{‘ %gﬂ 0)%‘4}«"1\.((\ OHomepm law Sdﬂr@/\fl,

aont tun bo ail el G_Kce?% Mﬁeeﬁbb&l\ UQQQMQ,
\g&pY;xxti fcd‘ Oﬂ(/d unn t HQ/@\P—& ond MQcﬂl(e dederming

oMty pelastion Pe/sen L A &&/\m\%- Onlike OHomon E‘V\P‘\“@«/
\U\xﬂa&\/\ |G systen hawve acivil oww ond. djus demaate
)M %894'97»’\/' dederving  Peloskon PQJ\SQ/\ o VA Pesen ond

Person ol mouable o C«/\mc\t‘-.&@ble,%wﬁs - .MOFe,-\IeJ“ ,jldcmh

e

orl (o provide gt for semen bt Ofwanain
@w\p(\re neNer~aive. Mo WWﬂWmOJ\c_ BANIN Y

Eepu\o’\je Provide 4o cuomen Polinead

WS-yl
Yar shauld weite the otomion  [hrst thea uew shulc\.:ig;mke-, ,ﬁLrLeét'\oeeouse

 Yeu wrole Otlocron Plr‘sl. Ohece Should e o orc)e,rnJ




151

Cftoron (oun Sygstem s very d’ﬁ@m{‘dmﬁf\ Tockisl. lows

-Sgetem-

Eduoachion Saziem IS cit %@u}o Tuwtasia %puh{a. Otlaren
Empﬂ\e educaken :(9‘\})'}“911\’! 1S depcmb on (Homic ruled.
MQ/C‘I‘QSS%’ [ocal =k ond gynaecesm ove portieule
Place for educaken ond derm of T Mahvnud, mibitery
ond tectaical solods ore epeed. [hlike OHomon © e,
Curlcha education Yyglen ra lae. All Soheels 13 depen
on Mmssh‘v of Bducodan . Cducadion e con ie/m?omr\&,
domoaredve and Tale. Moreover OHomen Emprre. gse
Acohre. a\P(Ao\beﬁi‘ but Tuwkish  caducoshon SySten
Q(}_@e?b IOLA*N\ OL\P\(\QJOQ/{» D@W d-\(\(m(\ W hooll and
Aplabet, Oftomen Evpre use Offoran loaguge bk
Turki s Q&bﬂ@h& use  Webisin Wﬂe\%@om
cf Qmp“\e. Mﬂf eenble Vwbighh Mﬁ%&

ou con "’Q” ﬁ)UPL‘Sl" SC"!GO)S ;_&C’U con io\)'c‘n'; UDCEO'S‘.O"\A ,”.)B
show the differeces belueen Uedressehs 1 Flicabion of Empire
mcl unlueo}(}les ro exo«np‘e,O’So £u con lfeH ondl (PUP‘(JS)" low Sisl»ef“ﬁo

Yre suhzeck which oe 4@_:&# thece .

%@kﬂ N{Q‘ Qg +wo coun conplidel dlf—f@ejv\*
cooln &G@*Qﬁ@mcﬁ Olomen £ nggﬂzg_gg
veriedy, Tlese. eloted ore- Syambole op difte reake Sooied

Qro up . ln acn%{‘aa% %MPN‘@,. %ﬁ’\ﬂj\ ( cH—»l:szen e
Turels\a f?-e,l?ub({@ weod con XTQMF(\QFU (‘M{,@J.%mr\
Evprre use calender He Hegira but-
Tetdln \ZEW‘DVGL use coleader Mo Chen e
Eron - T@‘dLQPAA corner $ake theae_ in® Offenen. ENpNE
dond lake pard in Tobkigh scaak the. wg&ﬁ,\mg @
ot ol \v/a, n Odtenen Bvpire resenble Totslh

re{)ub lie, .
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anclusion Olteman BMP.'PQ. iS5 Q)’TH‘P@‘L% SH HLQ)&\S‘.\ rg(tm RN Qeztxtbba-
o be Adzvusﬁwubm/ law Systent, ol Ivfe cnd edﬂ.wc@\o‘k%ﬂgw

oce wnkedQf Olfomon £ApNe Js depert en  ISlonte laustoud
%*‘« Vepublic aémsa«tioﬂ oy SCjS\i-e/vx( NS eI |
(l\fxﬁ ond Q‘Q—LLOQ,\LW\ C?xdg\-{ﬁ,v\ ls QQ/V\PN-FQ[U’& Q‘J‘("F—@J‘e/\f&'

(’/"“ SLOulc[ u/mlc fre OPcle_,(‘ o() oli(pérences rela‘eé lro
*HC cleue‘opme_nlq‘ quﬂopyﬁ‘ mA Q'SO —&ou ocon Oog Hne.\Q

Mings o your Hess  shlement- Leow 5i§l¢m,ecluce}—lon,s£§lem
social hPe,. Nowever, L couldo 'y see  adminislcadioo 1o ckcelipmealal
pragroph + Hhat 5 o tofroduelocu poraareph - Yo con wrlle i e

o developmeotal.
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APPENDIX N27

EMPIZE ond REPURCIC

In tigh school ;ore of my histery 4eacher who dnok ot
Turkiye 1» contlnuaton of e Ottomon Empirg +ld us 4he
Ottoman Bmpive and  Republic of Turkige iy alimost s\milar
except their name. This gpaon Serted dscussion among students.
T clamed 4re Qtoran Kmpire was a 3ttong ond oy legand .
Approxtmedely 650 g, e lgend ruled cigen that hate
d‘ﬁ-efef\’c norton and reiﬁgtm.Mommr; e OHoman Qmpt\re
w08 eporkok for Jolam werld. bub Bepublie of Turkage
18 m‘“P@J’d@ diffomnt Jrom empie. Ewemthaugh Lepublical

lur\dde Beemt like cpatauotan qf e Otteron Emprre, Turkae
¥ mofe democredie cgm\&\& tron legend of empre.

Repubdlic of Turky 18 difterent Jrom Ottomon Empre an
democredic law ads{emm Ottomon Emprre od cgmpheojge,dcz\a
VariouwS jaws system. Qﬂsm laws wos shaﬂa‘c-ond%\-{gen
Trak doat be Muglim. 4here wos dferent low system Peanuse

aapl+uta+wn._bx§!{leren’c Jrem Islomic nuled which wes aalled
cdat ond lowus ,foh ,jbre,sno{-f’&-en, in decm o& QQOS‘I‘NUQJ
mmomhg There piere. lbw courds Yot (ke Buropem (e
9"25\2 —fcr* commerclal cose. J.esa\ deceston LU lar‘ough'k o
O cenc\usian cod\ ond there woere wrtouy  law couts.
ln contrast 1o e OHamen Emprre, Ropublie of ?wkrae rawe
G ous order &orel (i .Every O rave
e:‘?a\oig W 1n ﬁ;ﬁiﬂgm S&Sbm- Tm‘f\e& Eﬁ Tutéi% Congledran,
JUS'HGQ © mecbd' ,f-or e\.\efgbgd& QQLLO«HS %acmu&. e,ue.{\j
3 Jueed by dhe same type of lows couesd The ol dYffast
ot potwesn the Oomon Bmpre ond Lepublre g Tured

'8 ol low - We cont run tede atull low e)LCQPE Mecelle

w law yplem o) tre Oftoron dmprre law systemn bus
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Mecele uws prefored for oy Suam Honft ond dedermined
relotton persen with Hang. (\nlike DRoman Empre | Turkish lat
3:\3"&”‘ rove demacratic vl \dw and s avl law skldermine
relofion gerson Wit perzon ond persen wtth -Hnmas 'S¢ unmoudki
—H/\(yg& Naresver, Turkish ctul low provtde equald—g {bro(l d‘HLF/)
ke men o wemen | Musl.vn O othet peDP(Q rone belerve otrer
rehgtans . Turkush cwil law erodraate g perertasttan relhgionand
creed. (N odditian ‘&’ARS, A\e Ottermon E‘r\pm\s low %884% dOn\e'
Se ony Aght 4o uemen buk aaedmg Torksth low sy
weren hove equal fight o men. Tyrtharmare, tnlive BEmpare
Torksh women howe, plthal aght (ke selectng end bexg
elecked. Al mall; Tudaye s onwe demoaroste Csw\h\t& Hon e

OHeven Fmane.

Compomrg education system ok Tropre ond Repub\te [ we
Con 52& Republie of Turkiye"giues Gual rights Jo
Cljﬁaem @tr&*\g, 4o OHomon Gmi)‘f‘ﬁ %’— aduashen |Ys
wod GQ(Y\P(QJQCL& dependest. on Talemte laws. Medresseny,
loaa! scheols ond guanoeceum were pofiaulor place fr
cdugghan ond 4erm of I. Molmud | miltbery end dechmial
schools wee opened.. (Jalike e Otlsnan Bvgive | Turkessh
eduazten Scplem W late ond dernoaradie. Al Scheoks depent
on M\*n(&%erd o} ot as, every Sfudent, 8»{\\50«& oSy
lroxe NSW& -bsao M‘(‘&DQQ{;- schmal. Eguaotian W
c@nJcempoms , democratie ond \ale. ln oddidian the Oltaren
Bpre ute” Adbre alphabet that diffreult o cead ond
webe 8o, o o people couldat leown Lo teod ond usite .
I cordmtt to tha Bmptre., Turkish educohion system aaepts
bt alphabet: Leoring readig end uiting o (ot al proket
Is ™oce. eosy and lots o} pecple ecsme Ceades ond
pecave corcioud about stuaden 9f dieas canteys ey,
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er,.b\rc of Turlush haye umuers’\h\i Yol s top eduahan
[iee but He Cmpre LS deprived MRS, Differents gfo"n
-Hq@el csntent of educaten s mb;@&iefmk each other. T
O-Hom Bmpire ghve tmpartence oty M{-QU ol lslorn wartd
but Republite 0% Wrliye ghie ympadtewce dloaud: heftery Q)
oll wsrd ond euwslt  Assceisdan - mmv\mama. sl
fle OHerman ude. SHomon \onguage” Jor comovesshien ,an Ye
Sthartond Turktye wse Tucwsha leaguage and haue AsRaonaden
Of Ludhtn Logguope- (el ualive. Bmpre | Republre

%
We 7N &@r\d Q} equglfﬂ @ QAAM%Q(\&L\\S‘(@Y# wo od
ok ioene.

TU’_D 'COunh}} c(l%el‘ qamm <ach othar GSPQQ:F demeagsulg
pornta -(?{,SC_DJO\ \tf-e.. lr\l'\?d\g, n Heo OHoron Empire clotes wee
wrous and these. vonowl chothey ouere St‘mb’b{ S ﬁ—qh{.&@wt
soalal groups. Apperenice of fernt cothes o create mqm%hd
cervorg peopk - |n conteodt t Ao Bmpie, (eren o Tucye
weor coftemparey Clotes. Bueybedy Faue Mgnt n\otleQ@
dregsmg. In Hs Fom-& inequalily armong people 13 daehed.
Clobwy v Turlge 13 moden. Repuiohe of T establisheal
madesn |, demoorade Socta) syskm dnonkis fo NusRido. Lovail
Aol for evomple, he uare ot {5 showtag 1T 1= Atrgen
onao_j_wa&ow.’(‘ke, odhor mooradte dew@low \8 Yot
dekke 'ond 2R teke plage Ottermon Brrpre's Sootal
U‘}Q St dalke aport 1n Tu(\bt’e.ﬂmnr Wae_ ogeepts
Mearue e mee ond Srem msial of. Oko od Jrawhno,
e Ofteron Brvpre, asﬁ—kwded unten & Meabure. wnH,
"\ ockdidion , Ot Ovpre, wad wang calendoref. Pe Hegrro
lout Republe 03'9 Tuuve. use caleder & Clvedion ero, O,
A‘W berhony lon \ask imparteve ond eqmtc{j
1s provices Differnt pram dese; Olforon Brmpres arbigién
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use nlenork, \n erderko prevent confusian Hot express class
saral lt%eso‘, d‘(,pere/@e QJ% clast AaMong @e@plc VBN oaeurj
QN ¢le otterhond, Qe‘au.b\,s}e, ol W solue lInis prelolben

wWitia (Gu GQQ autmene. ond creke. mare.clemocredta QnUWUWN%-
0 conclusen, Repubdie s Suppabe” ol Qualny unbibe

He Brvpre ta somal (ipe.

CO(\SQC(\A%“W% Ollavon Enpive relgned e o
rnencrely. Adon Steadhan % ernpre Wt deperdent on Lslia
rules ond rergn ol poishah .fmvs\«eéw‘l“k <nly leath o),
I - His oo of don” govemed.” He empre afler~ he died.
o crben o geledal Hovw admistar Adm e tan %\134%\
-'-l/\mc“ shope . law QLdﬂeN\ (e,duaod'(‘é/\ Sysen~ and gaond lqu-e
wosd b demoaretie, (A contrest e Smpee., 1@(»‘0&9 QJ

Turaye 1 gpuered with fepublie Repulole's omgran
& demo ond porsan whe (3 wleated gy arbipen
RN 4o cr,owéw\g Wit corned] uheh s eollesd TRUMM .
Tl  democreste &3&4@\/1 b\raP& soota) h\je ,(,QM and

eduagsl-\p/\ sc«%d-vm/h eue)tjbocltj (~ore -a_\g)\ (\;3:4:;*

Cen uble Y da mare. olerw

We &!Qei Q:im %w&%@#‘bl&w~9\w@cﬁoh
Tepudre  seent  lite fre cordmuoten of Ha OftsnenrBvpre,
r\amod;redmwAWdWm edcen e Evphe
ond Repattc <) Wt-/ﬂre{yblm_ 12 meredemeaasite

en \%‘}QJ\QL % M\m_-
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CINEMA  AND  THEATRE

Art s one of the +hings +that hay an indidpensable piace
in pecple's life. Both soclal and cultural , i+ embellishes +the
humaon (e and Creates suitable cgppertunities fer people  to show
the'r emotions or their thoughts thaot couldnt e woiid before Mand
private  emotions ; many hidden +houghts s out off 4heir secred
places by way of art . Of course tere are man wags of us:fﬁ
art ltke cinema ond -theatre Today man pecple prefer going o
+he dnema for the weekendl getluity ana also ing 4o FThedire
3:\:6:. them another oPpor-h,m)'fd 4o “make ase

The work> of cinema -Lims — are procluced  with +he. Camzras
whicth  enrols the vislons on a @ilm i +he quickest way. Camera
is not the only equipment used for clnema of course . There are mon
others ke proyection  machine sampificotor  illuminortion tools etc Tre
uisionNs that are enroled n different piaces and on cliffecrent +imes
b:) different people arrive our Tus ¢ white cartaln by usin
various eqqtpmen-rs and we donlt eren see +Hem
tools are wsea In clnema theatre coan

+hese.
‘n fits , While man
4+ need +hese uaie ous eclu,‘ms
eﬁPec.‘a\ld cameras, gecause treatre plays are pe:—]@o.—med' by +he. Per‘{?or_
mers  in froot of +he aud«‘ence.'?eopte_ wateh 4 Play  wWwitheutd Qa
Screen betwoeen +he Sta Anel  Hemselees | |n con-rras-g-l'o cinemaoy
Which has o chance 40 arrenge +4he. fadlts before +he audience.
See the. fim drectre ceesn't hacve o Chance (ke +his < The audience
See. wwhatever happens at +he -S‘TCISC and dhe Pz(-For'mdrs have 4o
do +helr best -at +ro stage. ‘

Arcthe—~ difference

between cinema
we caltl

an t o
the- players of cinema as actor cmz ;’2:?;:38 l,ije fc:idi:zq
o+ of ?io‘dérs ioa filen €xcept +he top acdor er Qc-}—réas.‘&d.
Theatee play +he number of 4he performers is |
o cdnema Twe wan't Ssee so man

there. are some  +rneatre plogs -}hqg

former, While watching o

‘ ina

imited gnd in contrast

people. cor plO\dQF‘S.AnQL even

are performed” b onle cne. per.

3 {

cinema | 4+ {5 +co luctﬁj for us 4o see

pecple walkling around en a street+ or e AN observe some ant

Mmaly | wee vehicies | bulladingy edc - s B
- b +<. The. reason i thot 4re fiim s

taken in  many various "paces whereas the trecdre play
in\Lj Pe(.@ormed at a é‘tq\c]e, '\j
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One of +re advcm-haq:es of cinema players s that the. den't

nove o memorize allt of +he sceipt  werd wor‘qli or -\'N’d dontt haec
lo read it in @ day oF 0 twc-hours Hecause  +rere 1S alwa
person who reads ~the scoipt for drem Old_f“\’)a
And +olcc‘n8 of flms can take man

w he

a
4he taking- o-(' -f“ﬂ/\.
deis” But there Tlen't anpne

reads +4he scelpt Lor the theatre performers So —Hﬂd howee 4o
memorize I+ wY\Ol\d - Also +N',d don !4 have a chance 4o rest clnin

el pecformanced  except one ortwo tmtervals  in  contrast, cinema

p\aders can take a rest+ whenever want | bewowuse trere isntd

o crowd: \.uu-t'd\‘\ns +rem dur%ng +re +aldn3 of fim.

The, works of clnema and -reotre which e watch  admiringl
are PrePor‘ed affe Pa&-,l‘ns momd d.‘.e.(.'erenﬁ- waysy T are. +re_ J
4wo c_lmo.naeo\ wads of art +o (‘eadr\.'H'i— ?eople_. Atthough they are
te_ part of +tre wos same -Hf\‘mj ‘J"“Zd olt(l.[zer from each other In

mo\nj uuctaz anal reach te +e hearts of people {from dt-(?]ae"e“"‘
WAL{S .
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CINEMA AND THEATRE

Act (s one of +he 4hings dhat has an indispensable  piace
in peocple's fife . Beth social and cultucal i+ embellishes the
humon e and creates suitable oPPor“'fum‘HEb fer people  te shaw
Lher emotiond oF their thoughts that couldn't 2 soid be‘FC“_(i .MNan
private emotions | man hidden +houghts out of their secret
places bd wani cof art . Of course Hhete are’ man WY of usin
act lke cinema ond +heatre  Toda ANy people prefer
e dnema for the weekencl ac-h‘u»‘-fd and alo a‘na 4o

es them another ‘OPPCF_‘LLMWJ +o “make wse

The imdro duchlon s gend ., Dok T et 5¢& o Fhasis SJ—A'\'W‘U\“‘ O\ﬂr\a‘\' e Yov @Mfm/\ﬁ

of car\'\:mj'h':jrz A"Q Jau .\.&\\i:‘) "H{, é\{z_&/ﬂ\ds or _s{m\\mhﬂ’-b .Lv}'waln '-H\do“*l‘ﬁ O\'\el cq,\_gmq’?
Thee s nst a YRty skdement . ‘

7 The works of cinema _fllms— are produced  with the Camzras
whith  earols the wistons oa a Lilm in the quickest waqy. Camera
's not +he. only equlpment ased for clnema of course . Tnere are mon
others (ke proJech‘on machine ,olmpl‘rF-‘ca‘for’ Hlumitnation 4ocls et e,
uisions that are enroled in oiffferent places and eon  different +imes
&:.@.@e(‘e(ﬂ— peoPle acrive o TVYS , white curtaln by Wwsing +hese
vartous equlpments and we don't even see trem {n IQ‘(‘Q’E'W e mant
tools are used in cinema  +theatre coesn't need +Hhwese various cquigments
esPec.‘aHd cameras, Because  Hreatre plagys are€ performed by +he. Per{?or.
mers  {n froot of the aud«‘ence..‘?eopl& watch 4He pla o_o(n’fhos.d- a
Screen betwoeen  theo ~S+08€ anal tHemaelees . a contrast +o cinema
Which has o chance {0 arcenge +he facits beflore e audience.
see 4re Pilm dneatre  dcesn 't have a chance ke +his  Try audience.
See. whateve— happens at +he 5—?0(86 anad +he eper‘(zormcrg o ‘
do +4heir best at +he émﬁe.
—\nthe Lsk dav. pormgraph thet isn't N deple senderce ond cm\Xro“MJ e Ghich dobes phee 1n B dopic
seatace , Joo have Yo weile te wey Heu cmpeart of cordras}y two H\ar\ﬁs (cingna oad -\—MQ%QS

coinNg 1o
ghecﬁre

Arctner— difference between cinema and
e call ine : 3
we cal fhz,“plz.}&ers @\{L cinema  ad actor and dctress, e (an see a
lot+ of ?mdcrs v a Ll except +he top actor or actress, B i o
theatce play +he number of- +he gerformers is Jimited and in contrast

Yo dnema Twe wan 't see so mahé people or plot‘ers.x\m; even
there are <ome 4reatre plavds 4ha

Yheatre i3 plavers.

are pe.r-f—ormed b;} on\d cne. pef.-
former. while L«:Cﬁch?na a “chhema |t s teco luckt for us 4o see

we. @an observe ome ani-
rals | e vehicies  bulldings et The. reason s 4hat 4e Ll s

taken itn man sarious places whereas
cnly performed at a 5’*0@5 .

In ‘ 2nd duvz.‘efmel\)ru‘ Puf:j”,o‘h ,'\,'LUJ’Q.ES an i\:lwgit.a\ (00'(/\\'.394 o%rki He (%nmfrf!‘/\
wribng abseb e Py of cinna end Shaadre bot dn M middle of e e

rph
N C\’“\’\%“\— Yo éubjd-c\* ond skrled o ex,a?dn about unrelated dopic ( Y ,olquz,a i
o ond  Fhaade)T Yoo shavld deal with only ent pokak N @ prragrefn.

pecple walking around ©n a stree+t+ or

+he 4reatre Plalj &S
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Hew hawe  wark a SPP{L seakence ;F,:,r —very Posrc:jro‘oh . .
/”Tkmisn"“* daple sk er Yhis fnv‘tk\jl’hph, A&yu "{“'fj ql,,f.;a)_q o o o J]Ml’mb.
E)ne_ of +re advantages of cinema players s +hat they don't
have +o memorize alt Q& the sceipt  word By woral or +h¢d don ¥+ have
‘o read it In aday or in dwo-hours . fecause 4resre s alddads a
person whe reads 1he sceipt for drem  during -ike dabing - of —f(‘(ry\.
ARNnd +ok:‘nﬂ cf Llms can dtaoke mand e But there Yian't an
whe reads dhe scolpt for the  theatre performers ,So .HQCJ have 1o
j memorize i+ wholty . Alse +'H23 don't have a_chance 4o rest obirin
wthelr  pecformances sxcept one o dwe lotecuals. in contrast,cinema

laders can take o res+ whenever g want | pecowse Hrece. tsn'd
M Crowd \.ua+d\§n3 +hrem Q\up}nd "HrQ_ +alkin of .@Hm‘

21 abasd LY e senkoss ia Yhis P“"‘\j"‘f"\ (rd dev. F“Wk)
Wra ofl daling agiw bAHe poragephis abosk | ore irrdlewnk 4o coch obher because one seaberca o

qbov*‘ Pl# .S/ *—‘\L o*“ef‘ (3 OL”U"' "‘QSH’\ J ‘*N &W
L Pluazr.s- 15 alpeut Effz Hz ofé Aabing < Q\m.&?kxm4° dedd wndly

The works el clnema and dreotre  wohich  we watch czo\rn-‘m‘rﬁlj
are.  prepaced a#fer‘ Pa&sfna mand d\‘.prerer)-}— WYy ’Th% are. 4he_
two chanaed Ways of art tfo reach +re pecple . Al‘H’\ouOl'\ +hed are
tre_ par+t of tre waw same. —H\}nﬁi-}h@d d{(t]@er frem each other in

—_—

Mony wOgs anal reach e +ve. hearts of people from different
wWaus

?{\ wlmc&\ we 3?Uou hove. Yo worife Hhese

.uc-d,s L’)C’Hf\ i~ ‘si‘l\‘l ,;rv\‘f-oc&_.g,—l--le/‘\ Q.f‘\,& {,\\.. OI\\J onL w\;jec" iAo Fw:jraph
and g miner dedals abovt ik .

R conclusion (—’“r“jrﬂfh‘ a d ‘
@Jn’i\.ﬂ“ weode abork ok

- \/\ H..Q_ u.)‘l\olp— 6343 Jo» syu\é V82 Soag |
;vr\'\v‘cns\"tv) Mé Coma (‘amytj -\~r‘o.r\3\)1\‘01\5‘

{—)('\S: 3:4 SL\?»\A j;\iL NMosR aniaof J.e'\'a‘l'\b.
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CINEMA  AND THEATRE

Art s one of dhe 4hings that has an indispensable place
i People 's  life Both soclal and culturcal, (4 embellishes +he
Nhuemnma H{le and creates sutable oPPor-lunHl‘e:s {or PeOP‘e +o
Shouws {heir emotions or 4heir thoughts tha+ codldn 't be sald
be{ore .Man private  emotions | mgn hidden +thoughts go out of
thelr secret places by way of art.But we can't Yhink art

{-}rOrn ohl One view. (heré are man ulews 40 reach the art.
To tllustrate ; we can +alk about ¢fnédma and theatre -'(Odao';
mMmany  people prePCf‘ ing to the cinema Jor the weekend qeaiul
and also oing to a Hheatre plag ey them another OPPOF"'UOH’J

fo make Jse of  AHhough they Gré both the most effective
branches of art, -H’\e:j diffes {from eacth other {rom mou'\d
VIiews suchh as the eciqtp.-nen-l— useal | the performance of the pla.
‘65"5 (the preparation and the places used .

The most otrikin d}f{lerence wetween +Hhe cinema and
theatre |3 Probobl:j the equipment  useal -For +akn‘r\3 o.@ £ilns
1nd @or‘ Per.]eorm:na a theatre play.The works of cinema —F.‘lms,_
pre Prodqced with dhe meras which  enrolls the vistons on g
{_.‘\,ﬂ ‘N the qw‘ckets-l— wiay L, (amera 18 not the onl Cqu?pmerﬂf used
for clnema of course.There are many others k& projection mac.
nine ampificator illumination +ools "etc The visiony that are
enrolled bu cameras arrive our TUYs or whi+¢ curtain b "‘5“”8
Fhese varicus equipment esp. cameras and we don't even sce
them in {films . While meny tools are used in cinema theatre
doesn + need “dhese various equipment. Because Hheatre plays
are Per{?ormeol by 4he performers in  fron+ of the auckence People
warkeh the pla without a screen between 1he stage and them -
ceives . Because T dhis reason  theatre performers  don't hawe o
“hance to correct thelr mistakes pefore the audience realize them .
ln  contrast ; thanks 1o the various equipment  used 'n c.‘nemq’
thee cinemot  plagers have © chance to do dhis, Another maorort
H{z{s—(’_rej\ce -Pro““ the point OP' c—:qu§~Prm|‘)'f 5 the elfects. Thanks te
he Computers anal some  othe™ macdhines e \(’(‘lm_mazers can
scoduce  ncredible  sounds . ln dhis way , the Views tn the {Lilms
1Ire made more attractive and +he addience can feel themselaes
nside of +he f¢lm -Corn.?cxr;f‘ 1o the ci'nema (10 theatre  less ffec
5 usead both bewuse of Hhe lesr chance of be:nj able 4o use.
nachines ond of e perf’ormqnce‘
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The performance of the cinema players and ol the theatre

1;e.r‘ﬂormers differ from eoach other too. We call the plagers of
Clnema as actors and  actresses wnereos we con't glue Ysach

names +o theatre performers A+ pais point T wn say that i+
ts harder 4or dreatre performers Yo 4are place 1 o theatre

plaj cind perform 4. Thelr Per{’ormonces have 4o b2 so that
1te mustn '+ make an mistakes in {ront of the audience Because
_quj don't have A Charce +o coff@ct A cinema LM s so
hard for the actors factresses  Because -he filn wan be +4aren

Aony  +imes  when their performances aren't so
performers must be so wpabie that the
aucllence  feel +he play by way of thelr
Then ove to lauah lowalt

- Aiso, theatre
have 4o make the
gestures aml mimics,

or shout or drg ot +hat mn‘f}q‘*e,

b;,“" ‘1_}_ l‘sn l+.— ne«;eb‘&ord .eor +he. actoers / aC+FC§S€S. '.@ _Hf\e:r \J'OI‘CC
{s too low o lauﬁh oc shout M4 can be increased or {f tne

haove +o ey i can be moade ar+2{2.‘u‘a[ld belore +he +aun3 of
e pilen.

The preparation for Q_F;[m
other probable difference e
4'0“‘*1:) manj +h-‘r\®

er for a theatre PIoY s +he

tan 4hink about . There are cerc.
s that 4he ALHOrs [ actresses and +theodt re

Pereormers hove™ +¢ do durtn +he

‘ : Preparation. tor example
+he ove. +© menmorioe Sceipts . AHhough thed bo+h hc\ue-;o
do Anis it 1s probably harder o memonsl o J o +

atre pecformers. Becadse +he have to . 7T Tre-

e .@.—orﬁ' o-@ +the. addience.

‘CPeat all of +he sciot
wWithout+ an -e‘ ?
at the Scoipt. In contrast

p Y help o without lcokin
!

isn't  that  haral for 4he cinema
't hove 4o memoriae all o

£ the script as
(are-gull\j as the theatre Per‘-FOFn’\ei’Slbe(_quée there s alwags
Q person reading the script for them during the +aking of e
Plo. Anal fhey Can Hake +the film  for man,

plade s .1 hed don

times 1 4Re have
anj problems  with repecﬁ“na the  script Bedause. there (SAY
| 3 L A A3 q
crowdd uuu-l*chlr\j +Hhe olumng the +ler\3 of +he 'F“l'”

Ancther ulew that cinema and  thead re differ fromm eacn ot
her s 4he places used . The thea+tre place  thodt we call as

2 -par'l-a ;

. QULdH'om‘qm‘
clam (s for +ne

bd Fhhe PC*'-FOI‘Q
decorate +he sta according +o their

plo:js and  use doullsse for chan .‘n:j +heTr Costumes and
for mak:na wp-Met 4+ s ‘O'hp'e'fel\j different for the cinema,

ont

HTheatre Bq-‘lcll‘nﬁ “is compored of

S+Q3C and  coullsse . |f we +hink 4hat  audito

audience ,we can See the limited P‘Ol.ce. Uuser
Mers more castly . Theo
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o —F“m , v is doo luckilo {o-’ us Yo e d‘i{’fgc’r(fﬁ‘l'
people  walking on different streets or we an observe some
animals , vehicles  building etc. The reason is thot the {flm is
faken A man various places in c(ontrast to theatre . Anal “+re.
place can be chonaqble accoraling 4o the toplc of +he Pim.
The place can be a jungle, a circus , a mountaln or the seaetc.
For example; tne {£ilm Aamea  “Rogy off 4he Jungle " is o i
in whith all ol 4he scenes are +4he part of the J—una[e s opic
is4me e of a chlld that has been brougnt 2P by dhe animals
in the Jumalc (80 all +he events +atke place N the Jungle. We.
Coin Shor‘Hd &Cttj +at euer:jv\-‘here Hhat+ +he haman gna a caverg
an 80 can be o place for a {im.

while  weatchin

Cinema andl dheotre are +he “4wo chanced wways 4o reacih
4he people . AHhough +hey are  Ahe branches of +the “some Hatn
—art - they differ Lrom “each other in man voadsﬁ(ha equip
mMments | P\cher"b‘ ?er{ormar\ces 1 preparation and +he Places are
onla e some. off +the differen+t points T could weHte  akout |
‘Thed are prepared ol odifferent Cquipment s bJ didferen+
qualfied performers after diflerent Preparations in alifgferent
piaces and reach our hear+s from diflerent ways.



APPENDIX N31 . led
“THE DRUA TRAP-

What comes 4o your mind whea i is said ' bad habits? Dy
course +he things which take 4ne people under its eppect uake their lige
very distastegul ond drag +heir relatives o dhe same ne gortivenesses with
them. These are cigorette and aleohol. People (especially young po.ople)
get these bod habits ot some pors of their lige by eagerly s by the woy
q desire fo use these things they know litle aboud +hem by insistences
Q) 4heir friends or Only oy force . \{lhen pecple pirst begin ‘o tdke —Pnem,
they go o o use these bad things wihether they are aware of Hhat
these things approximate to the death step by step or not. Cigarette
and alcohol are only the *wo exanples of Hhese bodl habits . What abogt
the drugs? 1 hink +the usage of drug s Much more donperous then the
Usage of dlthol end cigorette. Because the drug usoge exploits the
people (Porﬁcularlﬂ the you oes) slowly od falls dhem tnto the
cluthes of. 4he death. step by step. Sametimes, we read from newspagers
ad wodth a1 Tvs with fear ond bewilderment. Some people are gound
ear e wall, some are found In the streets o euen some are gound ot
Hheir hores as still as a corpse with the drugs ond -the ools 1o vie them,
Insteacl of -loking dhese oleaths as a waming . the studies show thet
the number of people who died grom Hhe drug usage i increasing doy
by day. To illustrate s while {his number Is 1O people in the year of (3]0,
it has increased 3% people Hil 138¢ ond now, In the yeor of 2002, the
number has been legt over 4o 103 people. But why? Wha are the
reasons +heet malke people (especially teena Sers) use his poison? Is it
only curiosily incurability « desire? or s it all of +hem? In gact,
the pBychelogical conditions that yowng people are in ond pumereus
outstending envirenuenial facters push young people to +his bad
drap . that 1s 4o say fo the drug trap.

Curiosity is one of the obviows reasons that influences vounQ
people. Ao use drugs in his conpleoted od incomprenensible mental
condition. Recause  frequenily; young people begin ‘o use clruss owing
do dha ,Fee\ir\g of gu,r'\osi-}\l\ The only '\-‘r\ough-l' ‘H’\QS howe ts Y There \$
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no*hlng'b worry dbout. I wiill only use once ad then T will give UPH‘-“
However, 4he young person s not owoire ef +hat these experiments

will force him/her 1o a path dhat does not have an exit. lg the cur‘aosih‘
that +he young feels against drups combines with desire ond ignoronce,
I} is not very diggiculd gor him/[her 40 join such a bad enuviroiment ol
1o 4all into such a Herrible trap. Because 4he young knows nothing
abaut +he danger helshe isn. The yaung does nol hove an ided what
will hoppen agter helshe dries once: The only thought dhoat hefshe has

15 10 supply his [her curiosity ond desire. The young Hhinks obout his her
curiosity end desire somuch that the 4owng Comes 4o o conditon in
whith he[she can not understond however bad results i+ will produce.
For exomple; @ young person whose griends use drugs is in a curiosity
about whot the drup (ooks like ; how it +astes; what kind oy egpects

# has; whot kind of delight it 8’1\:251\3 the users - -. eter HelShe wonolers
about ol of 4hese questions. At +he end | the young person admit +o uge
drug only one Hime in order to get rid of hislher curiosity. Besiales
curiosity 1 his/her griends o dlso egfective in this part. wihile using

the drug the young gives himsely [hersely consolation about that

he [she will only use it once but helshe does not notice ofthot he|
she has gallen info o darkness that will lead end of his|her life. In
condusion  we meet a person who is g uichim of his|her curiosity desire
onel ignorence. I we wont o protect ourselues from sudh terrgying 4raps,
we haveto efoy ouway from such surreindings where desirable behaviours
acenr aedingt drug. We naust Malke young people  consclous about the

donger of 4he drup usape ond remeue Hhelr curlosiby: Thus, we
save 4nem from the pawl of. darkness. '

Ancther distinguished cause 4hat leads yaung people tothe
drug trop is dne nental condition that yong people whoe are in the.
adolescence. are in. Adolescence is a period of Hme In which some
c\r\onsas accur in terms o4 +hink'(n3, ewetlondl onol physical . Yowng
people bepin +o use drug for some causes like loneness (the digficully
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4ot is lived while naking o griendship, the eniotion of not belng adwitted
by other people; some froubles like lessons, the desire gor attracting
attention ad the need for love... etc, So in this perlod, bewause
of these. cowuses, all of the adolegents have the risk of using drug.
Because in such a sensitive period ; the yone!'s personality ond will
has not developed couple—&el\,. In 4his Manner, 4he excuses like the
wedkness In the Ineividualihy and in 4he will bring about the worg
Yo use drug. As the Uomfls personality has not developed yet (helshe
conbe deceived easily by the people who haue something no good
In mind. For exauple, think about o young person who is IY-~14" years
old. Do you think that it Isver:) aligficult to convince him [her? @ 4hink
i+ 1s not. In contrast 4o 4his; it s very eaisy. Ih other wods, itis very
easy fo 4all a g who I5 1y- 15 years inte the drup trap. Ih addition
fo Hhese (in this period, the young feels himielg [ hersely very lonely
ool desperoite. Assain in thig PQriod, the yong meet wiith so many
problems dhod he [she. geels as 14 helshe could nat be able to sclve
his [her problems. The goung thinlks -Bs if the whole world were a@ains-&
4o him/her. The yang looks for some answer to his lher problems
od when he(she believes that he[she will not be able{o £ind a
solution, he [she heads towards drugs. For instmce, lets think about
O young person who is bored with hts [her troubles ( Is not pledsont-
with the Chenpes ‘hat happen in his [her Phqsicdl ond wiental
condifion , has a bad relationship with other people. I +his young
has griends who use drugs; 4hey imniediately pav attention 4o this
yong and say 4o him [her 1 Look, enly try once , it will take away
dll of your Aroubles. .. " %3 Hhis W —qud con agfect the youne
person ond can turn {nte this yong into o person who {s addicted
Ao drug. And; in tonclusion; ence nore o Yyong person who has lost
his Jher dreams. To preveat 4his , e [she must be faughtt the way how
he[she. will behavwe wihen helshe taceyto tace wWith . problem like
this.
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The negative egrects of envirnment are the o superior
pretexts dhat compel the yong people 1o use drug. In contrast to
what people. think , the first contoct with the drug hoppens not
by means of the seller wiho is unknown but by means of griendship.
The yong people dre affected from dheir pamilies ; schools ond with
time grom their friends. Mot enduring the insistences o hislher
friends ond 4he desire for entering inte the group are the reasons
Yhot haue “eng people use drug. The people, who wents te pall 4he
innocent people into their trap look doun on these people ond nn
down them by saging U do not be dose with himlher. Recause helshe
is s [her pnotherls clqrh'ng . Yode. The aim is 4o make them dependent
on drugs. l the fear of being lonely and being diggerent grom other
nembers of +the group that 4he young liue comblines with the motive of
proving himselp [ herselg, it becomes inevitable for thott gyoung perion
to talke a step o tha drug 4rap. For instonce; ig press is carried
out 4o the young person by his [her priends who vse olrug onal 1f
—H'\es dontd talke him fher seriously in other words, ig they poy no
mind 4o him/her , 4he yoing people , normally; willl admit o use clrug
so als 1o not being olone. By this way; thatls the pressure ool the,
Insistences that are made 4o tumn the young irte o addicted dnug
user, the people who hawve bad thoughts aboudt g pecple , apech
Millions of them ond they manage to tall these people ints theic
terrible trap . To prevent these ( 4he ypunp people have to protect thei™
rights ondl swe the onswer U NOY wihen th s necessoiry .

As a conclusion, there are nmany outstnding reeisens thort
push people LesPedalld the. Yo o'\esx ‘todrug usage . Curiosiby) incurability
loneness; adolescence. - - ond 4he most inportort one M ERiensh. ...
Todo.:j tuillions of yong people pall into the traps that hove been
prepored for them ond darken their liges- Qur cluty is 4o warn end
As inporm these gowng people ageﬁm% the dongers of the dmg usage.
Wle must not let this polsen destroy our dreams. And we must not
forged that using drug b?@'ms with  desire ond clellgh')' but end with lo&s-..“!



- APPENDIX N3 1ot
~THE DRUA TRAP-

What comes 4o your mind whea it is said ' bad habits? O
course the things which dake 4he pecple under its epfect,make Hheir lige
very distastegul . ond drag their relatives 4o 4he same negortivenesses with
them. These are cigarette end  alcohol -People (especially young people)
get Hhese bod habits ot some parts of their lige by eaperly by the way
qQ} desire 1o use these things they know little about them by inststences
qf their friends or only by force .-\When pecple first begin 1o take them,
they go on 4o use these bad things wihether they are aware af that
these things approxiuqfe\ to the death step by step or not - Cigaretie
and alcohel are only 4he Hwo examples of these bad habits . What abouk
e drugs? T-4hink 4he usage of drug is Much more denperous then e
Wage of dlthol end digarette. Because the drug usage exploits the
people (porﬁcularlj the youg oes) slowly end talls them into the
cluthes of +he death. step by step. Sometimes, we read from newspapers
od watth ol Tvs with gear ond bewilderment. Some people are found
near +he wall ; some are found In the streets od euen some are ound ot
theic homes as still as a corpse with the drugs ond the dools o vie hem,
Insteact of -Iokmg these oleaths as a waming , the studies show that
the number of people who died grom Hhe drug usage is increasing doy
by day. Mo illustrate s while this number 1s 10 people in the year of (8]0,
it has increased 3% people HIl 14R¥ ond now, in +he yeor of 2002, the
humber has been legt ower 4o 103 people. But why? Who are the
reasons thedt malke people (especially +e.enosers) use +his poison? (5 it
only curioshy (incurability « desire? or s i all of +hem? In gact,
the pBychelogical conditions thot youwng people.are tn ond numersous
outstinding envirennendal facters  push young people o -Hms hlcxo{

drap.that is 4o so.s.ll'b+he orug trap - 61”‘ shoe ‘CQ el o
irdrtoetos 1) arech je gl : ;{ré ot T b 11 e ph ,_
s} l/f‘“é bgm‘ / 1‘)\1 mC)i:“Hi 14’ foo [Q!} “ T »Té”r‘;;,s.‘.“;, “Hz" 21‘#':'15(’
vhash gt ocnen o s ca e He gt alendsd WEE
e ;j W H be Uﬁ'f‘}‘?( ‘ s

Curiosity is one of the obvious reasens Hhot ingluences young
people. 4o use drugs in +his complicated od Incomprehensible mental

condition. Because « frequentlys goung people begin to use dugs owing
todhe peeling of wiresity. The only thoupht they howe s *There is
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dhat is lived while uaklns a {riendship, the enotion of not belng odunitted
by other people; sOme troubles likz lesjons, the desire gor attraching
attention axd 4he need for love... etc, So in this perod, because
of these. causes , all of the adolesents have the risk of using dryg.
Because, in such a sensitive period, the yone!s personality ond wiill
has not developed compledely. In this manner, the excuses like the.
weakness In the Individualiby and in the willdgrir\g albout the $ors
4o use drug. As the \dour\f‘s personality has not developed yet rhelshe
conbe decelved easily by+he people who haue something no good
in mind. For exauple; think about o yonp person who is IY-14 years
old. Do you think that itis very diggicutt fo convince him (her? @ ~hink
i+ 1s not. In ontrast 4o 4his, it is very eaisy- In other uods, i1s very
easy 1o 4all a $ong wht; s 14- 15 yeorrs into the drug trop. In addition
fo Hhese. o i::\\q%cg mo:\ : +\:de°-“;fm§ {:i’els himselg | hersely very lonely
ool desperoite. Agdin imu period Yhe yong meet wiith 5o Many
problems 4hot he[she. geels asif helshe could nat be able to solve
his [her problems. The young thinks -bs i the whole world were agqlnx-}
do him/her. The yang loeks for some answer to his lher problems
ond when he{she believes that he(she will not be ablefo £ind a
solution , he [she heads towards Arugs . For instance, lets think abourt
O young person wiho is bored with his [her {roubles . Is not pledsont-
with the C\'\O'\SQS that happen In hts fher Phqslcdl ond wental
condition , has a bod relationship with other people. If this young
has griends who use drugs; they innediately pay attention to this
yong and say 4o him | her W Look , enty try once , i1 will fake away
all of your droubles... " '&J ‘&{i‘“ﬁa\,, they con aggect Hhe young
persen ond can tum {erte this Yong info o person who is addicted
4o drug- Andl, in tondusion; once more ol yong person who has lost
his Jher dreams. To preveat this ; he [she Bt be taught the way how

kel&he. will behawve wihen he(she -GOICEA"['B taice with o PfOlem likQ

Hhis. : ‘ . e _
jj‘x AN agd Somé o O] copdtras eotre T f??f:‘fe‘f‘?’{em’@f’m(ﬁ o anﬂp?e

If f{h&n‘s peesnality s sy ole Lo \s*/r:),r{mq b ,ifc'f'vd.s‘QF hobits o
H h . \.',
U M ol octor doapnd  dewely ‘?”3{?/ &k i sk “/ﬁf’{f"yﬁ On fhe
ﬁ.,.»—! - ' e i -. ' o Te }.. !
Otfer ARG d\}f Pﬁr %Stﬁph C[@,{f-’ L;-.? 21" L) uew C? in :
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ndhlng'b wormry about, X will only use once and then I wiill QN@ up H. Y
Howlever, he young person s not oware af 4hat +hese experiments
willl force him/her 1o a path 4hat does not have an exit. l¢ 4he curiosity
that the young _(‘eels against dryps combines with desire and Ignoronce,
} is not very digficult por him[her 4o oin sudh @ bad environment ol
1o {all into such a errible trap. Because -he young knows nothing
iy about the dainger helshe isin. The Soung does nol hawe on ided wlhat
Sf 2~ will happen agter helshe 4dries once? * Tthe only thought Ahat he(she has
Cg . \s 10 supply his [her curiosity ond desire. The young Ahinks gbout hishe
‘ Cié curiosity ond desire so much thot the 4oNg comes to o condition in

\\ o€ whith he(she can not understond however bad results i+ will produce.

For example; a young person whose griends use drues is in a curiosiy
about what 4he drup (ooks like | how it +astes; what kind of egpects
i has, wheoit kind of delight it g‘\ues-lo the users- -. ete: He|she wonolers
aboud olll of these questions. At +the end ; 4he yowng perton admit +o uge
drug only one Hime in order o get rd op hislher curiosily . Besiales
curiosity s hislher priends oo also egrective in this part. While using
the drug the Yong $ives himself [hersely consolation about that

he [she will only use it oncz but helshe does nod notice of4hat he|
she has pallen into o darkness 4hat will lead end o his|her lige. In
conclusion ( we meet a person who Is o uvidtim of histher cudostly desire
onel Igroronce.. It we wontto protect ourselues from such terrying 4raps,
we have to stoy auay from such surmaindings where desirable behaviours
aceur against drug. We must Meke young people conscious about the
donger of the elrup usage od remoue thelr curlosidy. Thus, we ¢,

wku\‘ (o be ewded wvith deadih. ,’

save 4hem from e powt of dockness. > (ot ki of u,,gapgm?

~ds o well developed T“Q“}rafh [:vL g Con octl a reol life,
exomple abut r;u oify ord s eqfect gn P@o{fk‘ {or Lﬁ‘{?j dpf.ﬁﬁ‘
Eu@dgy, we s’ uom()f& N TVeor (LLUSPOpATE

Ar\o-Hner distinguished cause 4hait leads young pecple tothe
drug 4rap s 4he mental condition thet young pecple whe are in the.
adolescence are in. Adolescence is a peried of Hme In which some
chonpes aceur in derms o4 +hink'(ng, emotiondl onol physical.Young
pecple bepin to use drug for some causes like loneness (the diggteully
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A
The negotive egfects of erfé‘nr%rfw\eﬁ are the ot supertor
pretexts 4hat compel Hhe young people o use drug. In contrast 4o
wihat people. think. , the first comtoct with the drug hoppens not
by weans of the seller wihe is unknown but by weans of griendship.
The young people are “{éﬁied*o‘”f’m {heir pamilies , schools ond with
time. grom their friends: Not enduring 4he insistences of hislher
griends ond 4he desire .(:or z:-kerlng ivte the proup are the feasons
thot have younp people SRS drug. The pecple, who wonts e pall the
innocent people into their trap look doun on dhese people ond an
dowin 4hem by saying ¥ do not be dose with himlher. Recause helshe
is \m\lher mother!s dafling - - - “edc. The aim is 4o make them dependent
Doe 40 dve tacd 4o
P drugs, l§ the fear of being lonely and being diggerent grom other
Members of +he group that the ¥ONg llue combiney wiith the meotive of
proving himselp [ herselg, it becomes inevitable for +thout WENg perion
to talke a step 1o the drug trap. For instonce; ig press is carried
out 4o the young person by his [ her priends who uvse drup ondl 14
-H'\e:\ dontt talke him fher sedoucly in other words, ig they payno
mind 4o him(her , 4he yong people , normally; willl adwmit o use clrug
so s 4o not being clne. By this way +hails the pressure onol the
Insistences that ore made 4o +un dhe yong irfe on addicted ANS
user, the pecple who hawve bad thoughts avout ¥ong people ;afpect
Millions o 'H\o,m ond -l-hes uu.omoge to fall 4heye people Into +theic
+errible trap . TO prevent these | dhe upnp people have to protect thei
rAghts ond gwe the answer Y NO" wihen it is necessoiry .
There. ore some. offer enyironenfo] etfechs orcopt fuimrds whirk
cas addifion on o Peigy Sech os he sifoolion of Pomil ,(d,, nf,fc,f@r

apathic) Hhe relotions bedween -fomiy mc’mw&ym#m " ity il
Doreen ue (m’ _roMpie, iccom‘mg to Yistics | H ¢ 'rroued ot rost of Fhe aidicten

prople e ARG RS Ausion, 4nere are mony outstnding reoisons 4hart
push people Les\:euq}‘l;{ :tix ?x.:‘g“‘&r\es\ ’\'Odrug usage . Curiosiy incurability
loneness; adolescence. - - - ond. tre wost inportent one W ERIEMS ...
Today (uillions of yone pecple £all ints the 4rops that hove been
prepored for them ond darken their 41‘1(:25- Qur duty is o warn od

Ao ingorm +hese g people against the dangers of the drug usage-

Wle nust not let this polsen destroy eur dreams. And we must not

forget that using drug begins with desire ond dellpht but end \Nl-ﬂa loss 8l
dour conclus/ o POfaﬁf ﬁ,bh Le u% (9@5 :

e
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—~ THE DRUG TRAP-~

What comes to your mind when it is said " BAD HABITS" 70y course
the things which 1ake people under its effect Make 4heir lige very distostepul,
and drag their relatives ‘o the same negalivenesses with them. These con
be cigaretie ard alcohol. \Mhen pecple first begin o tdke them (they goon
fo use these bad +hings Wwhether they ore owore of that these beod
habils approximate them 4o 4he death step by step or not. Cigarette
and alcohol are only the two examples of these bad habits. What about
the drugs? T 4hink he usage of drug is much nore dangerous thon the
usage of cigarette and alcohol. Because 4he drug usage exploits the people
(parficularly the young ones) slowly slowly end 4dlls them Into +he cluthes
of +he death. step by step. Sometimes (we read from newspapers ond
wateh at TUs with fear od bewilderment. Some people are found neor the
wall some are found in +he streets and even some ae gound at Hheir homes
as still as a corpse because of excessive drug usage. Instead of +aking
thesedeaths as a warning the studies show 4hdt +he number of people.
who died grom the drug usage is Increasing doy by day . To illustrate ;
In Turkey, while this number is 10 people tnthe \ear of 1320, H has
increased 3¢ people Hll 4133% ond now ( in the year of 2002, the number
has been legt ouer 4o 103 people . But why? What are the reasons that
make people (especially teenagers) uie 4his polsen? s i+ only evriesity
incur ability c desire? or Isit all of them? In pact ouvtstandin g psychological
condlitions +hat young people arein ond some envirenmentdl pactors such
as the structure of the pamily (wihether 4hey are diverced or not) ond the
Qrevp of friends that the persen 1sin push people o 4hits bad 4rap (+hartls
o sy« 4o the dl‘ug 'l'l"QP

Curlosity s one of the obvious redsons +hot intluences young
people to use. drug in this complicated and incomprerensible mental
condlition. Because, frequendly; young people begln fo use dnugs owing to
the qeeling of curlosily. The only thought they have is "There 's northing
1o worry dbout. T will only use once. and +hen 2l elve up i+. .. " Howewer,
the young person is net oware of. 4hat these experiments will poree him }
her- 1o a path Hhat does not hawve an exit. 4he curiesity that the youg
feels agcins+ olruss combines with inclination ond ignoronee ( it1s not very
diggicuty for him fher to FIn such a bad envirtnment ond o fall into suchd

tecrible 4rop - since  the young knows no%-hlng about the donger- helshe isin.
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The young does not hove on ided what will happen agter helshe dries
once. He|she does not know éhat these experiments con be resulted
with death. The only thought +hat helshe has s to supply hislher
curloskly ond desire. As the youag +Hhinks about his'_[her curios\+3or'rd
desire 50 much ; the young comes to a condition in which helshe can
not unolerstond no matter how bad results it willl produce ,For exomple,
a yourg persen whose friends ug drug is In @ curiosity about what the
drug looks like. , how it tostes, what lind of egfects it has (what kind of.
delight it gives to the users..-ete. He [she wonders all of these questions.
As a result of this, the young person admit to vse drug enly oxe. in
order to get rdef ks (her curiosity. While wsing the drug, the young gives
himselg [herselg consclation about that ke |she will only use i once out
helshe does net notice of that he| she has fallen into a darkness
thert will teast £ill 4he end of his [her life. In concluston, we meet with
a person who 1s @ viclim of his|her curiesity, desre end tgnoronce. We
con sea- an exemple of Hhis in cur dnema wordd. The 501 of Ediz Hun who
\S e of the. wost Jamous actors of Turkey has jallen info such & bod
+rap becawse of Hs: eurjosity. His father explained +thet his sonls Oeing
addicted 4o the drug is only resutted grom hb lpnerence od his curiosiby. Souif
wie wont 4o protect ourselues from such dercfying traps, we should stay
auway {rom such suroundings  where deswable behaviours owr 0301n5+
drug. We should make yong people. consclous about the dovger of He
drug usage. oW remove thelr curosity albout drugs. Thus we eon saue them
Jrom the powiof darkness which cn be eaded with death.

Ancther distinguished cause that leads young people to the.
drug trap 18 the uwentdl condiion thatthe young people who o=, (n the,
adolescence arein. Adolescenca. is a periad of Hme. in which some,
choges otcur in dems of thinkdng, emctional ond physledl . Yeung pecple
begin to use drugduedo fesome couses like loneness; the oliggicutly that
Is tueel while making a priendship | the emotion of not being admitted by
other people. , some treubles like lessons, Hnre dasire or d-Hrac‘ﬁng aHention
ondl the need for love ... ete. Soiin 4nis pertod; because of 4hese causes,dl|
op the adolecents have the risk of using drug. In sich o sensiiive peniod)

sirce the youg!s personalily ond will has not developed completely ( the.
excuses like the wedkness in the individudlily end In the will con bring
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dbout the young person use drug. AsHhe young's persenality) has not
developed yet, helshe con be decelued easlly by the people who haw
something no good in mind. for exanple, do you think hot it s very
digiicutt 4o convinea. @ young person who s 44~ 15 years old?2 T think, i+
tsnet. In contrast 4o this i ls very easy. In other wiords ¢ it 1s yery eosy
10 4ol o young who 13 (4~45 years dld into +he drug trap. In addition 1o
these, in this period) as the yowng persen feels himselg {herselg. very lonely,
od desperaite; helshe con head Yowords drug usage. Agoin in 4nis peted,
Since Hhe yougsMeet with many problems , helshe febls as if helshe.
could not be able to solwe his[her problems. The yang +hinks asif the
whole world were agalnst 4e him [her: The yong persen looks for some.
onswer {o his/her problems ond when she telieves thot he [she will nok
be able {0 ¢ind a solution, he|she heads toucrds drugs. For instonce, leds
Hhink about o young person who 1s bored ‘with his her 4roubles, is nok
pleasavt with the chonges thoit eccur In kislher physical and wenol
condifion , has e bad re latonship with othec people. |¢ +his yowng, has
frlends who use drugs , they immediately poy atention o this young
ool say o kim [her " Loolk! Only try oncel U will Yorke awoy all of your
‘rovblesl..." As a cesult, they monage 4o apfect young person ond +he
o turn Hhis ong 1o a person whe 15 addicted to drug. And(in cnduiioy,
oz mofe, a yoing person who has lost hislher dreams. Mo pfeven-% this,
helshe should be taught- the way how he|she will behave whean he/
she faces fotae. with o problem like {his.

The structure. of the {omily i oncther dear redson that orent
Yong people towardsdnugs- The structume of the pomily, thadt s 4o SO
whether the family members ore divorced grom one onother ornot (s
very Wmportont espedidlly in terms of. the gongls becoming a drug
addidt. The. recent studies show that, the divaced pamilyls children
ore more suifable, or drug wage thon normdl fami L{‘A children. Since,
the development of divored fomily's child ¢ not be. as healthlyas
a normdl omilyls child , i+ ts easter for him[her 4o tecame a drug addid.
Because; apter the fomily members are divorced grom edch other (they
cont show enough relevona to thelr children. As they a2 no longer depondent-
upn their family (In other uords; bs they have ther eun lije , they
somefimes forget that they have a hild« In this SHuaton (the childs
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xegins 4o look for some other Hhings thert con give him [her Hhis tnderest
uhith hislher uother ond father do not @lve to him[her And as a resuld,
vel she Inclines touods drups ad i+ betomes wnaveldable por this child to
e o adelitted drug user So as 4o block 4hese, the gamilies (even +he
tvorced ones) shoulol be very relewont with their hildren ond they should
elp them when they o In 01 offord of solving their problems. Ry this
My, they do not (et their ehlldren head touards bad habits such as
xmg.

The negative effects of friendship dre the most superior
stetert that compels the yewng people. 4o wse drug. In contrast to what-
seople think. (dhe first cortact with 4he drug hoppans net by meons of
he seller who ls unkhown byt by mes of friendship. The yorng prople
ae coppected from their families, schools ond with Hme. {rom their -~
rriends. Owing fo not endluring the inaistences o4 his [her griends ond
e desire for entering indo the group . younp people begin o Lie drug.
he people who wovt to fdll 4he Innownt pecple. into their trop look.
loun on thew pecple axd nn doun them by saying ' Do aot be dose.
nith him/her. Becaux hefshe 18 his [her aotherls darling. .. M ete. Asa
esult, they manage o ogfect these Tmno@rt people and reach thelr aim:
To make them dependlent on drugs. Due to 4he fact that +he fearof
being lonely ond boeing different {rom other members of the group that
the youngdlive comblnes with the motive of. proving himselg [ herselg i+
becomes inevitable for that yong person 4o +ate a step to the drug
trap. For Instonce) ip press ts carried out dothe wong person by hts|
hee griends who use drug ond 14 they do net 4ate himlho.r&erlousb,
in other words, i they poy no mind 4o him ke, atthe end) the P
person nofmally will admit- to wie dNS 3o as to not being alme.- By
Hhia oy, Hhails the pressure. ond the Insistences -Hwot+ ore amade,
to 4umn the yong person into v addicted dnup user(the people who
have bad thoughts cbout yone pecple « afpact willlans o4 +hem ond
they monafe 4o gall these pesple Ito thei™ terrible trop. In order 4o
obstruct these; the young pecple had better protect +helr rights o
AWe the onswuer UNOY When iHis N2 Ssainy.
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As a conclusion , Hhere are many outstonding reasons 4hat push
20ple Lespeddlld the PR mes) 4o drug usage. CurloaHﬁ, Incurability,
neness, adolescence ( the structure of pamily - -. ond dhe mayt
nportent one U FRIENDS!. ... Todey, wiliions of yong people. {all
vto the traps that hove been prepored for them ond darken therr
pes. Our duty is 4o wom ond 4o Ingorm these young people. againgt
he doger of drug usape. We must net let 4nis poisan destroy our
lreoms. And we must net forget Hhod using drug bepins with deslre
1d delight but end with Loss ...
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centinuez u»s.‘*n@ Hae q(m.@ or  gXpuriende | with drawal Y™ PHN\J .
Wese s dM’\)‘*o:v\s one ?O\U\.‘G\L(/’, 'Hv‘a:j ard cabaved  wvilan i qu 3 :
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Anothe ‘.N\?M'AGNCC rtason  of using c:.quﬁs s social  and C,(,(J'{LQ'Qf
cenda Hﬂf\i/ﬁ; . VUns o‘@-@ac}:s He loelhoniovr ot humanst  in 'Ma'\\\j J,w’oﬁj

andd QLWS s a  <rovatie  erample ol Joalaviou~  Hiak con %\oﬁ -
s\xg?ad [O\sj soctal “Fond  caltural -ch}on:. 'Dm\:j Wiz vory Sﬂ}‘oi’b
{'\‘/\FO\AG\/\OLU!- -WCL world . Soatal and ca‘{-uerl C»Df\'ahlf"o"s Mc_l;uéa;';v_f-
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e 8/@“‘0(5 culbtumal  porms e oftken o«cioP*%Zcf f?j el ﬁwﬁuig
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_ReASONS OF usWe DRUEGS _ Py il
H ':s a fact Ahot in (\\D‘tf ’\Sorlcl about , l%Q wvillion ople
orec us:f\a g{ﬂebéofv?  are c.u\\-qra\\j acca,\:‘l'nblc and ld;ea {/
sove ore not. Baclh  iadividual  wlio usy g ?;Jchoqcl-islc sulastor.
e include  drygs  cloes so for a unique st of rmasons. One
~ . q?crs:n{s U\’L?ﬁ« O-c~_q el(ua Moy e cul’m{a![y dtdarmingd. Anothar ?tAOqu
(use) of HHieo dr‘uj oy oz c.oMFulsi\kz and fed $o ?loy.su‘cnf o
pysicological oddickon o to lkoth. for sHll  anotle— porsen, sovaral
—Pa.c-\-ors may interact  the resu H da;-l- another um‘c,u Q'Nd} wSC
Fatien. Qescarchers  who oz -l-rcjb@ +o widerstond wly ?do?l@ U
&u&s kst literally dogans of mohvations for wse, jke  sociad
ord  cultu~al, ?’/Uéic.olc@?ca\ and ?s\\jc,b\olodfc.q( (aaSONS.
) _ Intreduction .?ho.raxgroph tells almost about tre same +hings Some
Q\, en+efwces there are repetations and & hod fetter Clqri/‘p about
o thc acceptable drua‘s.H is not clear 4hat how a drug can ¥ accepiable.

Me  conbned vt of  @rhom ér@%s has . bean M o Phﬁ_
&\‘C\AO\OG&OJ -Pop-‘-ors ir\c\\kdkr\j &rl\c-\'ic.é ¢ relicf 'Q'DN\‘ ?a?r\; ?kdbrcgi
. oddievon. Researchars have ’?r&d'/\-\-ad avidaacr Aok Qeaakies ?[‘55
arole  in why sove gaople  leome  depardant en qtgl,ho(.'?ba:j
compored —anib wemlars of aleoholies  and 'CUM'\\‘j am boars 0-@
nonolcoholic. w’ﬁm\'s ond  klarmined +Hhat ‘Q""";l\‘j ?q_‘hﬁ ree Qhu

oo ‘ indeed ?{’(Lehc—"f alcoholism. The o-HAa( ?Vﬁq?cho\'\qatco\ —Cacsl-of‘ i<
Jou G X o pon BTl who fiest  descdlesel He disate
;%EMSQ\C@?—\—. - of Q\;oho\ism, has dentifiad ona bp@ of alesholic
I+ aakes who :aug‘ca's —Q'c:rv\ "?‘I\&GTC'\AO‘OGICO.\ '?oh / wlho 60\&/\5 m.\:o@ Prom
chemj%\/@ N the use of alcohol ond than lbrcomes depedant on
\'nuH'n'na. alcolhol —@or' rahief. Ota~ erqﬁa sucW. as norcoties, Ihoxe
stmilar ffacts ond mony ?Q’Rd\“vs ondar Aeaatvent Lo TN
hove laxove addicted te a drua bacause of rthOc\"Ld add -
miniatro kions, Then ?b\da%u}l adldiction. Mo/\j Ams_s with Plysicoactie
eflacts con cous ?hUs%cho\ogtcd addiction £ usad M\LM‘(‘&’
arough . 1§ e gerson dakes @ drng ofden anough, o letockemical
ard (\a_unﬁoetcn\ adaptodion  ogceurs so Huat the Parsen must
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continue um‘ns He th.@ or  aXperion withdrawal ﬁm P+o~\J .
Yese s\\jM'\)-\-oms orc ;Toﬁl\(:u.(/' +"ﬂ"\j art  cabaved whea Ha Jrua
s readannisteed. Thus e antj is oA }(\(\‘Mﬂ'el‘iQ"'@ reinforaac,
Narcotics, de_?ru.s'cm-‘-s ol oleohol con o e kst of addrd-\i:f

J,-u&s butr cocaine am ot consickred addiching.
Tirst dev, pharagraph 's detailad encugh +o explain the reasens

300 we .But theretare some &ientific dedms ke “blochemical and
} qdqp‘fcﬂom “ The reader may not understand what +ie

’1‘« \ cq\
(_“// r:::: ’)oaond row the drug con couse thés ? You hed better 6‘\\}6 sonie

expﬁgﬂ"?nS wa?lﬂ:w;hew of using oygs i social and culbuaf
condibtening - WUas  oftfacks e behavioor of humars in mary woys
add dug s a <rovatie aemple of lahoviow~ Hhat con loc
s\«o‘x.d la\g social  ond  culfural -ﬂqc,#or:srbms md\ij Brua»l—ld
-“Aro\ae\/\ou-‘ M world. Scaial and  cultural  conditions M.c.lg%a;
cultural  raditions, ra.\\‘eious use . Cultural 4raditions t};’e’ mP )
gloout the - family satitng. IAO,\J " halosks. ' ;z\cludl/\ﬁ dma oy (aﬁq‘r\
o theo @owu\\«.j ..sd«-H«‘f\e. Whaa «H«L -Pamib X '.?ar'(- Q-P a ldr‘ava
the 6/0\4‘0'.5 cultural  pormas  ore  offen ’qdop*h“cl lﬂjgﬁﬁ‘f#ﬂmxl\j
memnleers. r{:or dﬂlwﬁl*i» Hhe ux '.o-F L W ine ]od Franclh  and H'Oo\b/\
-Pmi“ibs is ?O\f‘“ of dhe  culbud Aradibions, for ‘HA&M The prociiats
rarmon e sone for M"\"j Gm And m\zaic»s reason. ?mo?\m viorship
God in m\t%\ou.\ groues  use ':Psdc.b\aochcwa sulostoncas  ga '-‘l:'ar-l-
of their worsWip, g\‘\\t\ouj\'\ \&sua\\s Mo  substonces are  wsed
sdmw\?c&\\\j. Tor syonce Ootholic  ond $?T@?af' churches use
WN o8 O 8 /\Aoo\ 910 :)«:su; ond distriboute  wing at cormmilaion
cibes 4o \M’f\? Litnd -\'\N.r; COnAMAT n(\—d &oa@-\'\mr ond -\-:: r~¢m\z§é_ tham

of M rasecrce of  Jasus. ' . . .
Nour évompl€s are reall iatreresting in this Phai‘QSrapY\ But the

o H "

(/ Rramples are only about alebhol . Hou should  give oM explanations
e

-7 and &KGMP(€S absut theo other druas,

r]}\ﬁ UW"" often ’BPN\'\' Yo Al S‘AW"P mrm‘a-‘-ton& lattwaan
e\ruj albuse and  carlon ?sﬂc\/\o\o\atwl states  as o way )
ax?\am e causes of Q,{“ﬂ use . Lack of Qu‘ronom\j i N +hes
qock A person who \acks  awtonomy  has Lk solft dhection od
qu cosil ;‘A‘Nucl\c.tld ley s o~ har [T group o ?am/\"'q‘
valwes  ond  nassqees . For CxaMr‘;kp ?.‘-F Ql;u\.g s o rtm‘m‘t\ctd
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behoviour in ordar 4o be  accapted by o 8roup,+lm_ w
who lacks aulonom may  go owrlooard n using He q‘rqs
%omdsrv\ is alse W A ?Or¥ Sone. ‘}%C_L\.‘Q-‘rt&-ks be ave
Hhat Mm\\J Amaricans  suffer fromm o chroate sensa of

borodorm  that  se@s  stmngih  and  vitally ond  leads
4o clep  cleprasson. We  con show awegyday ife as an

cxom‘o\c of Jdepression  work, rclation  ¢ie. Mon\j weople  discover

it elrueé sem 4o case H pan  or anxicty of |loradom.
'bruds stem o calm e stomacl oadd  loosen Hwo lowaor

back ond other  muscles. e
This Phorqdraph is glso well-developed | &yt ¥bdu can S‘NQ Some.
feal examp\és.

A shord, 4he Jruj lechiadtour s retforced in AT WOMS
os 3 wrote Hlam  locforc. A :Pq;ps:mfs lochawiou~ may 3
\S\AQ?¢d so +ha4 er'\:j +9\\'A‘/Id lz comaa a {\DLL’\"\‘M ?W'l' ' oe .
o Ca hakit). o

Nour conclusion ?mrcpraph ‘s not as developed as +he other
erQ\Srapks. You'!d Letter mprfove +. You can ﬁkoe a shor+
Sqmmcr‘cj afiad SoM& . Olutions o drud astee |

—\,_/,/\/ //\\—/ /—\\“ \_/\/\_,///’/\\sw /—/'\\-

- n aeh‘erql i c&od s well-developed and +ells gpout +he
Feasons of o\rc@ ,usaée d;pecﬂueld.'wum

— Tresis  statement , foplc  sentences gre 63001 e Lottt
—ShorH well - done. .
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__REASONS  OF USING  DRUES_.

H is aQ 7”Qc+ thotd  in our world about {30 million ?qo/a
arc  using ck@: ome are  culurally acceptable and | [, some
are not. Lach indiviclual who wea a ?;Jchoac-iwc substance -
elude e/rogd cbes o for a unigue ot of reasons,One :,am.mrnS wse
of o &u& My be oul-lura/!j aterminad. Anothar ?mon:s qaovr of
the drug may be compulsive el Hied o ?L\ya?cal or 7.U<.holf9rcaf
reasons, asldliction or 4o both. For stll arothar person, sevaral  factons
moy inderact the rasult ia d«:'f onother 'un‘“?uc Qh@ USZ qu-‘#u/\,
Lescarchars whoe are -{-@:‘/)ﬁ to  unckrstand whd ?aopkc USL &ud;
st libarally ochsans of aohvakons for us, lte social ord cultul,
?l«:jé(‘chofoai‘cal ond ?}dcho(:{?;‘ca( reasons.

The continued use of cartain e’r\A\?sS has been linked 4o )abyaichofa_
teal  factors )z\clueb'z@ gorates ,rebef fom Pain ,:?hdaical adldiction .
cxtarchers  have ?m:Jc/\-l—cd avidence +hat cttcs ?la(ry.s a role in
whj some ?aoph become abpmdm-( on alcohol. 'Pl«;d COMPO/“@J }41-
mi!y rmembers  of almbolt‘cs and -fam{!y membrs  of ponaleobolic pa-
Frants ond dedermined  thot ’PGM"[\‘_‘I ")rad{?pm doey indead '.Pmd;c'-[-
alcoholism. The other ?kgsiwlo@rcal foackor s celief from pom. Zm.
3‘\’—“?/\61'— who -{'m+ ceserilocd  Ha dixwase wnczp-l' of alecholism ,{/m._c
identified one 4ype of aleshole who suffars from P‘Adm‘clnoloaroaf
Poin, who Gains caebef from the Fain the wse of aleohel ond  then
becoreas  <lpzackat on aleolhiol Lo reliaf. Other 4/\(75 such as
narcoties , have similar effects onel many patiands  unck- tra ot mant
fo- Pain hove lozcone ecidicted 4o a Q\/‘u\ﬁ because of re
administrations. Than fP‘Ad,&iC.Q‘ addiction. Ma"d Ql,-ua,s wirth Ph\y\siwadm
effects can cauwse ?\A\\jﬁcho\oa‘\cnl adldicion 1 used -FrcunMH\y
MO\SM.K} the parson takes a  drug often anoua\/t, a lochemical,
whielh s obou+ eb-uas ond f\c_urolo@‘uc.n' albout a?uzsm's nee vous
suystem adaptation  occurs  so thot e PLroon musd continue
using Hhe c[ruﬁ or  expurience wiithdrowal 5JMF+oms.’Thw sdmp—lom.t
arc ?q:,\@ul; —\kcﬂ ara cohavad when e drug s readminis+tared .
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Thus  the dNﬂ ‘s an immediate  rainforcen Moreoties, deprassan s
and gdleohol can be the st of qddic'h‘ng er\t?.s but cocaine

are not consideraed aelahc.-h‘r@.

Another impressive  raason of usiag elru\?.: is; sscial and  cultural
conel«i-honi/\a-(ﬂ'ﬁs affacts +the lochoviour of humons i many WO
and elrmg is a oramatic ¢xo~\Pl¢z sf lchoviour that con be dn-
ped bj social ond  cultural -Pacbrs.'hmﬁ usoge Nary @mo.-l—l\y
'\'\«rous\'wu* e world. Secial and  cultural conditons includa call
dural  draditons , religious  use. Cultueal 4roditions ace u?a-czal\d about
the  family a«.—\-hnﬂ. Mand halbits “r\cluml.‘r\na dnﬁ use ,bv:@m n the
Lamily  sating. When e {bm\’jj 13 ?cd- of a lcu?v group the (?ro\fi
culbural norms are  ofien ado¢'>+¢d b‘J all -famfd mambars., For ax.
the use of wine k’j Franch  and  Helian families is part of Ha
culdural  troditiens, for  tham. The ?pa¢+r¢¢; revonn M same  for
Many  upars. And rc\razou.\ (EQSON. ?@P\«_ yorship God = m\ra\‘ou&
8r~oof‘>3 uAz ?.s\\)c.\aoo;c+?~(¢ sobstoncas as ?o.r-l- of Hav WwWorns ha Prs
g\—H«o@h u\suqn\\! He substonces are  used "‘U’“b“m\b' For nstonce
E—C\'\'L\O\tc ond  Episcopal churches wa Wine as Q ﬁmlool of
Jesus ondd  cdistdbute  wine ot communion rles to help bind the
C-OMMKr\'\"\'j —\oac—HAcr‘ and 1o ramind tham of dhe ?m.smca of JQ.SUA

'\-Dnﬁ axperts  often ot to He shorp correlotions  loedueen
érua albbuse and w@riain r,?.sdc\/\o\oa(‘cq\ states os o way +o
explain e couses of elrus we. Jack of Olu"'onamd is n thes Pgr'-l-
A person who lacks  autonomy  has btHe self direction and way
“N‘B influenced b\*j his or har P group o f{:onm*oJ values
ond  messqges. For cromple i dug iy a mqutm:ol lechavtour i
order 4o e accepiad by o grevp , e gerson who lacks auto_
fomy w0y  g° overboord W using the drug. Foredom is alse 1n
s port. Sema ?b\\jc\m‘u-irrs-b bekave Ahot mony Amesicans suffer
Lrom a chronie stse of  lracbm that  sops a-|~rur8+\/\ and \{H-a(?ﬁ-l
ond  laads 4o deep a\«,Pm.s&to/\. We con  show ﬂc{jé_gj lf.‘l‘q, as on
¢&0Mph of ckepression work ,relofion ol MMJ ?(Lo?\¢ iscovr  +hod
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-_— 3
c:lruas seem 4o cax e PN o qr\x\‘aﬁd of bontdom.'hruas xaLm

Yo calm Hthe sdomach and loostn the lower bock ond  other

muscles.

In short , +he alru& behoviour s r‘cu‘/\'pof‘cad in Mond wory s
like sowal and cultural, 'Pl«daic_helo&r‘cg( and ?sdcholoethl TOSoV,
We con unclerstond +aat people  who ame unedducated gre cas ly
addict 4o Q{l‘\l@&- The most dap-Fcc,-!-?\ﬂ. way +o ’pm*&m-l- ’Pq:oqu_'s adop
tation 4o Hhe druaa v aducate he young or 4each e homs
of e elruas.'?k@ most impoctond 4053. is rants. T shou [d
give affaction +o them ond  when 'Hmd feel Hheir clilden are
usinj Jru&s -Hmzd should @xamine and 8@4 Hiem  +reat. "[\had can

understand whaether HHiay use J.r(ﬁs \"d \o’oufﬁ i 'Phd.sioa(
appeacance  Or bchioviour lecouse q ?tmsoms lezhowtiour may e

sthaol so +hat erus -\o\:ins bccomes a roukine ?or’-lr of e
(a hqloi-ﬂ.
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APPENDIX O

ln my opinion , peer reviews sessions weye very beneficial withh reqard
= rmany aspects, Firstly, every participant-tearned to eriticize. ard receive
rikicism properly. Putting forlvard our suggestions frankly without bhurti
e writer’s fetlings uas as significant as Wking edre of aretler
rrson’s ideas a& our essa .A[ﬂm,gh mest péaple Sgnefall\q react
opainst Criticism , we aot used te the fact Huat onlﬁ of we pay cittention)
‘o peer {gedborck do we proaress. $econd[5,we_ ined a critical attitude.
dnle veading an esscy. became aware. of e “real reading” winich
neans am\g.si o passage with all s errors, 3h"ttei’i{l6 parts Tlearn
el In«ForrY‘ot":ion 5 Ni ew‘ooiflts onN a ceftoun ’tap?c,, anel erzjct)frg Hars
wbivity in e end. Thirdly, those sessions prepared us for assessing
xam papers ef our students in the future. We tried te look for Hne
uys te bhelp our friends improve their essays on a Sreat scale In
dditien , udlen we enceurtered their errers ;e teok™a lesson andl
ecamz vrore. careful in order not te make similor mistakes in oucown essais

¥ I Pa Yok peer ’?Qu\back i1 30 how o /)r‘é{)«.va,‘”ﬁ/\ 4o ke
a teadhern T AWAl thok 3y edso the most valueble pact of peer
TN SE¥iand: while éo.‘vzj «f.:cdlaac*’n Sl con lecen what wy
do o> a Yeaches
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APPENDIX P

T k‘X"{j benetited ,gtom tha Deel  Review | /;ejsfonﬁ. Decore
Ptl cq?ab\’(l WRTH o4 inCleaged - Now, werting 4
ot o nietmate  put  on anjo able a)ozl? 2 Me. Peer
Review ﬁeﬁionj PlNided Mme O Chance o ﬁcdn\p) fy

mil)ink‘)cﬁ ond ﬁbwwed v how o corgedt —Hamn T,a\ﬁo)

—

&und o chane 06 C°“‘P°‘Qi&3 vy d&renols' 257995 Wt
mine. L could Qe Qj ol and Hied 4o Q_mf;% .

Mes , it wos beaeficial R me. Becauzme , I revicuwed oy e:s:c,\l
andl became aware of hauing moek seme Mmistales, H Pve e
the donce of correchng tren bofiore preseqting it o the deacler.

- Q coocse;  AnispraeiE STy weful  forvs T
"ihinl:,&museg serredines These m;‘@hf errens) cb{’;c:mcies and
i‘"oc}si collngss we o modkz withect ol Jo, ve kol Hha

Chanee  of cofmcwi{:ﬁ et i?j the holp of  cuc fredls cpinions,
As  a resuld, cre con e_o,s(B S‘?‘j that s peackie & ey
woerfhwiie |
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