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ABSTRACT
Portfolio Assessment in Writing Classes: implementation and assessment
Sehnaz Sahinkarakag
Ph.D. Thesis, English Language Department

Supervisor: Prof. Dr. F. Ozden Ekmekgi
September 1998, 223 pages

In this thesis, we have evaluated four hypotheses about portfolio assessment:
1) Implementation of portfolio assessment in a writing class improves
students’ writing abilities.
2) Portfolio assessment leads students to improve their metacognitive skills
and to be autonomous learners.
3) Portfolio assessment system is a reliable system to be utilized in evaluating
students’ writing abilities.
Portfolio assessment system is a valid system to be utilized in evaluating

4) students writing abilities.

The analyses of data about the implementation and utility of portfolio
assessment supports Hypothesis 1 and Hypothesis 2. Thus, we can say that using
portfolio assessment system in writing classes helps students improve their writing
ability as well as their metacognitive skills.

Analysis of the portfolio rubric used to evaluate students’ portfolio tasks
supports Hypothesis 3 and 4. Accordingly, we can state that the criteria is both

reliable and valid to use in evaluating portfolio tasks.
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TURKCE OZET
Osrencilerin Yaz Yetisini Dosyalama Teknigi ile Geligtirip Degerlendirme
Sehnaz $ahinkarakas
Doktora Tezi, Ingiliz Dili Boliimil
Damgman: Prof, Dr. F. Ozden Ekmekgi
Eylitl 1998, 223 sayfa
Bu tezde dosyalama teknigi ile deferlendirme konusunda dort hipotez test
edilmigtir.
1) Yaz derslerinde dosyalama teknigi ile degerlendirme uygulamas: 6grencilerin
yaz yetisini ilerletir.
- 2) Dosyalama teknii ile degerlendirme 6grencilerin biligsel becerilerini geligtirir
ve boylece onlari otonom 8grenici yapar.
3) Dosyalama teknigi ile deferlendirme sistemi ofrencilerin yazi yetisini
degterlendirmede kullanilacak giivenilir bir sistemdir.
4) Dosyalama teknigi ile degerlendirme sistemi Ofrencilerin yaz1 yetisini

degerlendirmede kullamlacak gegerli bir sistemdir.

Dosyalama teknigi ile degerlendirme sisteminin kullamlmasi ve uygulanmasi
ile ilgili verilerin analizi 1. ve 2. Hipotezleri desteklemektedir. Boylece, yaz
simflarinda dosyalama teknigi ile deBerlendirme sisteminin 63rencilerin yaz1 yetisini
oldugu kadar onlarin biligsel becerilerini de gelistirdiZini soyleyebiliriz.

Ogrencilerin dosyalarim degerlendirmekte kullanilan dosyalama teknigi kriteri
analizi 3. ve 4. Hipotezleri desteklemektedir. Buna gore, bu kriterin dosyalan
degerlendirmede kullamlabilecek givenilir ve gegerli bir kriter olduBunu

styleyebiliriz.



Anahtar Sozeiikler

“Dosyalama Teknigi”
Biligsel Geligme
Otonom 6&renici
Giivenirlik

Gegerlik
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CHAPTER 1

INTRODUCTION
1.1 Background of the Problem

In the field of teaching English as a Foreign Language (TEFL), teaching and
evaluating writing in process have been important for the last two decades. Teaching
writing in process has been important because, first of all, students improve their
linguistic abilities, and they “use writing as a central means of leamning through
discovery and criticism™ (White, 1993, p. 105). Secondly, students improve their
metacognitive skills through process writing, since they are taught how to think
critically and how to solve problems (White, 1993). By metacognition, we mean
being aware of 6ne’s own cognitive processes and products. Metacognition consists

of three main processes (Schoenfeld, 1987):

- being aware of one’s cognition and cognitive strategies,
- being able to control one’s cognitive processes, and

- having ideas and intuitions about one’s own task.

Then, we can shortly define metacognition as a product of cognitive development. It
is the knowledge that develops with experience.

However, in most institutions writing is taught in process but evaluated as a
product which in turn causes a mismatch between how we teach and test it. In other

words, teachers teach writing in a process approach (through drafts, revisions, teacher



and peer feedback), but evaluate this skill by a single sit-down
examination. Since the technique used in testing does not comprise all the skills
introduced in teaching writing, students do not have an opportunity to demonstrate
these skills in testing procedure, and therefore, they do not attempt to apply these
skills to any of their writing process.

Evaluating writing in process stops the mismatch between teaching and
evaluating writing and it triggers students’ metacognitive skills. According to White,
a person with metacognitive skills is someone who “thinks creatively, solves
problems, makes decisions, visualizes, reasons, and knows how to learn” (p. 108).
One way to measure whether someone has got these skills or not is to use process
writing. This measurement can be done through a new system named portfolio
assessment (Elbow & Belanoff, 1986; Camp & Levine, 1991; Sommers, 1991;
Harrison, 1991; Adams & Hamm, 1992; Bernhardt, 1992; Calfee & Perfumo, 1993,
Clark, 1993; Greenberg, 1993; Thelin, 1994; Spalding, 1995). According to
Greenberg (1993), portfolio assessment is based on an evaluation system where a
collection of writing (portfolios) is conducted over an extended period of time. This
system enables teachers to analyze and evaluate students’ ability to write on different
topics, for different audiences and in different writing contexts (see Section 1.4 for

details).



1.2 The Aim of the Study

This study aims at examining the portfolio assessment at two phases: (1)
implementation and (2) evaluation. At the implementation phase, the focus is geared
on students’ improvement in their writing ability together with their metacognitive
‘skills when they are instructed with a portfolio approach. Thus, it is expected that
while improving their linguistic abilities in writing, students can improve their

metacognitive skills and become autonomous language learners by

- raising awareness,

- applying or creating new concepts or ideas,

- Dbeing active participants in their performance,

- analyzing and synthesizing what they have learned,
- applying their own views,

- being confident that they can learn, and

- viewing themselves as continual learners and thinkers

At the evaluation phase, the focus is on the investigation of the validity and
reliability of the portfolio rubric used to assess portfolios. In other words, the rubric
used to assess the portfolios of the students are expected to be evaluating what it
claims to be evaluating (validity). At the same time, the scores given to the students

using the rubric should be consistent when it is re-scored (reliability).



1.3 Hypotheses and Questions of the Study

In order to attain the aims of this study, we have tried to answer the following

questions:

i) Does portfolio assessment system help students to improve their writing abilities?
ii) Does portfolio assessment system help students to improve their metacognitive
skills?
iii) Does portfolio assessment system help students to become autonomous learners?
iv) How valid is the portfolio rubric used for assessing the students’ portfolios in this
study?
v) How reliable is the portfolio rubric used for assessing the students’ portfolios in this
study?

vi) -What are the reactions of the students to the portfolio assessment system?

The review of literature and the related research questions have led us to the

following hypotheses:

i) Implementation of portfolio assessment in a writing class improves students’ writing

abilities.

ii) Portfolio assessment leads students to improve their metacognitive skills and to be

autonomous learners.



iii) Portfolio assessment is a reliable system to be utilized in evaluating students’ writing
abilities.
iv) Portfolio assessment is a valid system to be utilized in evaluating students’ writing

abilities.

1.4 Portfolio Assessment

Portfolio assessment is a system evolved as an alternative assessment to sit-
down examinations. In order to understand this system, it is necessary to comprehend
what we mean by portfolio. A portfolio, in general, is a student’s collection of data
which shows the student’s progress over time (Aitken, 1993 and Baker, 1993).
French (1992) defines a portfolio as “a purposeful, chronological collection of student
work to reflect student development in one or more areas over time and student
outcomes at one or more designated points in time” (p. 256). This definition tells that
students’ collection of work in a portfolio is in a chronological order and this work
reflects the students’ progress in any specified time in the continuum of learning
process.

This study accepts the definition of Paulson, Paulson and Meyer (1991) since

it best reflects the procedure and the aims of this study:

A portfolio is a purposeful collection of student work that exhibits the
student’s efforts, progress, and achievements in one or more areas. The

collection must include student participation in selecting contents, the
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criteria for seiection, the criteria for judging merit, and
evidence of student self-reflection. (Paulson, Paulson & Meyer, 1991, p.

60)

As this definition illustrates, students collect all their work in a file, named
portfolio. The portfolio includes every work that the student has done and thus,
reflects the students’ efforts, developments, and achievements in the period of
instruction given to the student. The portfolio provides “vital information for
diagnosing students’ strengths and weaknesses to help them to improve their
performance” (Borthwick, 1995, p. 24). The improvement of the student is then
evaluated by utilizing all the information in the portfolio. Thus, the process of making
the portfolios and evaluating them is called portfolio assessment. In this assessment,

there are some specific components that should be taken into consideration.

1.4.1 Portfolio Components

Paulson & Paulson (1991) state that a portfolio assessment might take
different forms according to the needs and the curriculum of the institution.
However, there is a need to follow some specific features while including portfolios in
classrooms. Stratton (cited in Valeri-Gold, Olson & Deming, 1992) reports five
components (structure, contents, timeline, assessment and evaluation) summarizing

these features (Figure 1.1):



Contents

Focus Audience Evidence

Teacher-student  Student-teacher
objectives objectives

Timeline

Timeframe for evaluating

Outside
evaluato

Conference  Anecdotal Self-assessment

records

Ass??:ent

Evaluation  Scoring

Feedback Data collection Cumulative

Tea?r—student i@racﬁon

Student-teacher interaction

Teacher-student interaction

older

Stud?t-teacher int\ra)ction

Peer-peer interaction

Figure 1.1. Suggested portfolio components (from Stratton: cited in Valeri-Gold et
al, 1992)



Structure: The structure of a portfolio can be in various forms.
In order to build its structure, the teacher and the students identify their goals and
objectives that they want to attain. The structure of the portfolio is then specified by

the teacher and the students in accordance with these goals and objectives.

Contents: The content is also subject to the objectives that are determined by
the teacher and the students. While determining the contents of a portfolio, we
should take three areas into consideration: focus, audience, and the evidence. The
Jocus of the contents of a portfolio is based on the clearly defined objectives

| developed by the teacher and the students. For the second area, the audience, which
refers to the person to examine and evaluate the process of the portfolio, is taken into
consideration. For the third area, the evidence, which is all the pieces of work to be

put in the portfolio, is determined.

Timeline: Before starting a portfolio assessment, it is necessary to determine
the timeframe for evaluating the portfolios. The timeframe includes every detail
related to the time of the conferences, anecdotal records, self-assessment papers,
and/or the outside evaluators. In portfolio assessment system, conferences with the
teacher are crucial because students get feedback about their improvement during
these conferences. Students are also asked to keep amecdotal records or write self-
assessment (self-evaluation) papers in which they report the improvement they
observe with themselves while writing their portfolios. In a portfolio assessment
system, there is ofien an outside evaluator in order to make the evaluation more

objective. This evaluator can be present in any period of the portfolio process; such



as conferences, giving feedback, or evaluating portfolios. In short, in

this third component, students are acknowledged about every detail of the process.

Assessment: The fourth component, assessment, is related to how a portfolio
will be evaluated and scored. Since the aim of portfolio assessment system is an
ongoing evaluation with continuous feedback between the teacher and students, the
criteria to evaluate the portfolios need to be organized accordingly. In other words,
the criteria reflect all the steps that a student has passed as well as the interaction
between teachers and students. Students are also enlightened about the criteria before

assessment starts so that they can be aware of the evaluation process.

Post-assessment: In the last component, the teacher and/or the students
decide on what to do with the portfolios at the end of the assessment. The aim of this
component is threefold: feedback, data collection, and cumulative folder. The
portfolio can give both the teacher and the students feedback about the outcomes of
the portfolio contents so that the feedback can be used for further studies.
Additionally, the portfolios can be used to collect data, which can be beneficial for
conducting research. The portfolios can also be put in students’ cumulative folders
and be kept in institutions in order to use for future studies and students.

In short, Stratton (in Valeri-Gold et al., 1992) suggests that we should
determine the objectives, the content, the time for organizing the portfolios, as well as
the evaluation procedure before we start to implement a portfolio assessment system

in our classrooms.



After introducing the definition and the components of portfolios,
it is necessary to present how it is different from sit-down examinations. In its general
term, portfolio assessment system is different from a sit-down examination type since
the former scrutinizes a student’s process; whereas, the latter only looks at the

product.

1.4.2 Comparison of Sit down Examinations and Portfolio Assessment

Sit-sown examinations and portfolio assessment exhibit mainly three
differences from the points of the administration of these examinations, the conditions
of the students, and the conditions of the teachers.

The administration of sit-down examinations is quite strict: such examinations
are given under the same conditions and within a limited period of time. This is due
to the need to satisfy consistency in scoring because direct writing samples cannot be
considered correct or incorrect as they are not made up of test items. This need has
led the introduction of many techniques to be applied in an unnatural context (Huot,
1994). Just for the sake of consistency, students have to sit for an examination, write
on the same topic, under the same conditions, within a limited period of time, which
does not give them chance to revise or to correct mistakes. In other words, they are
expected to demonstrate all their skills in writing in a limited time under the pressure
of a test situation. All students are asked to take the examination under the control of
a teacher in a real testing atmosphere.

The conditions of students in sit-down examinations are inflexible: they cannot

show their skills in such examinations if they are nervous or ill, or if they do not like
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the topic, or if they have some persopal problems on the day of the
examination. Even if the examination day is one of the best days of the students, it is
very difficult for them to show their actual performance since they write only one
piece which most of the time is not enough to express what one really wants to say.
In other words, such a single-sample sit-down examination “has little to do with the
way we teach or work as writers” (Huot, 1994, p. 329).

When we consider the teachers’ situation in a sit-down examination, we can
see that they are under pressure while preparing these examinations. They want to
prepare the questions related to the syllabus items --what they teach-- on the one
hand, and try to choose the topics of students’ interest on the other. However, this is
almost impossible because each student has different interests, and thus, any topic can
be of some students’ interests but not others’.

Portfolio assessment, on the other hand, shows differences from the point of
the administration of the examination, the students, and the teachers (Elbow and
Belanoff, 1991; Mills-Court & Amiran, 1991). Portfolio assessment is administered
throughout the semester or the year without requiring any time limitation. It gives
time to students and teachers to do research on the topic, to get organized, and to do
their best.

Such an administration gives students the opportunity to choose the topic to
write and have the freedom to finish the product when they feel ready. In portfolio
assessment, students present their overall writing ability through writing various
pieces on various genres which in turn encourages them to write better. They have
the opportunity to revise which is not possible in sit-down examinations, so they have

to use this chance carefully. That is, if students really want to be successful in a

11



portfolio assessment system, they have to write many drafts, see their

own mistakes, and try to correct them. This continuous work makes them aware of
their weakness and improve themselves accordingly by the revisions they make or by
their previous writing samples.

Teachers also do not feel the pressure of choosing the topics in relation with
the syllabus items and of students’ interests because in portfolio assessment, it is the
students’ responsibility to choose the topic they would like to write on, not the
teachers’. Therefore, if they fail, it is not because of the design and the content of the
examination. The students can only blame themselves for this failure. In relation to

 their observation while comparing portfolio assessment and proficiency examinations,
Elbow and Belanoff (1991) state their feelings as follows: “the failing proficiency
tends to make us sad that perhaps the students ‘couldn’t do it’; the failing portfolio

tends to make us mad that the student didn’t put in enough time and care” (p. 13).

1.4.2 Advantages of Portfolio Assessment

Portfolio assessment has numerous advantages for students and teachers, but
the first and the foremost advantage of portfolio assessment is that they “defuse the
importance of grading, since they encourage a focus on the importance of discovery,
experimentation and the learning that accompanies these activities, connecting the
way we teach with the way we evaluate” (Huot, 1994, p. 325). Huot, here, expresses
that the primary focus in portfolio assessment is the way students learn, and the way

we teach, not the grading itself. Thus, this advantage of portfolio assessment is very

12



important for the ones who believe that what is taught is more important
than what is tested.

Portfolio assessment is also advantageous because it reinforces the process
approach. Since the notion of writing as a testable skill can only be described through
multiple samples of written work, portfolio assessment gives a chance to students,
teachers, and testers to visualize this skill in multiple written samples that are
produced over time (Huot, 1994; Siedel & Walters, 1994; Luce-Kapler, 1996;
Shackelford, 1996). This function of process approach helps portfolios give a better
picture of students’ writing abilities with a “richer and more sophisticated
understanding of writing” (Elbow, 1991, p. xiv).

When we take process approach into consideration, portfolio assessment
affects the roles of students and teachers positively. The main advantages of portfolio

assessment system for students are as follows:

(1) It teaches organization: During the process of making the portfolio,
students learn to be organized, which helps them to correct and revise their work

more easily (Perkins & Gelfer, 1993; Johns, 1995).

(2) It carries away the fear of evaluation to the end of the process
(Condon & Hamp-Lyons, 1991, Huot, 1994). At initial stages of portfolio
assessment, students are not afraid to make errors because they have the chance to be
“evaluated for what they could do across a semester rather than within the week or
two usually allotted for a writing assignment” (Huot, 1994, p. 332). As students

know that their writing samples will be evaluated at the end of the process, they are

13



“more willing to put a heavy investment into a piece of writing” which
makes them work harder and more open to revisions and advice (Condon & Hamp-

Lyons, 1991, p. 244).

(3) It improves students’ metacognitive skills (Jongsma, 1989; Wolf, 1989,
Harrison, 1991; Adams & Hamm, 1992; Benesch, 1993; White, 1993, Johns, 1995,
Gillespie, et al., 1996): This improvement is evident in a number of ways. Firstly,
revisions and advice during the initial drafts improve students metacognitive skills
because they learn to create new things, to solve problems, to decide on their own, to
reason, and to take their own responsibilities (White, 1993; Johns, 1995).

The second reason is that portfolio assessment allows students time “to select,
collect, and reflect on their learning”, and hence, “through critical analysis of their
work, students gain insight into other ways of looking at a problem” (Adams &
Hamm, 1992, p. 103). Here Adams & Hamm point at the importance of writing
portfolios in students’ lives both inside and outside the school. As students learn to
analyze a situation and solve it accordingly at school, they will be able to adopt this
skill when they have a problem outside the school as well. The skills which students
have gained through portfolios also enable them to be autonomous learners. That is,
they have an ownership of their writing because they review the papers they have
written, select the one they think is the best, and articulate the strengths of this piece
of writing (Harrison, 1991, p. 2).

The above-mentioned advantages of portfolio assessment system on the
improvement of students’ metacognitive skills can be summarized in the following

manner (Wolf, 1989, p. 38):
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Portfolio assessment helps students

- to be “responsible for taking the lead in evaluating their work”,

to enlarge their view of what is learned by “feeling as authors who write differently for
- different audiences™,

to observe the process by investigating “how their own revising or editing skills
- changed over time”, and

to have a developmental point of view while “constructing a story-- a long-term

- account — of what and how they learn” .

Thus, being far from the stress of evaluation, and having the chance of taking
the responsibility of the writing process, students become autonomous learners as a
result of their observation, reflection, and revision. This is the biggest advantage of
the portfolio assessment system which affects not only students’ educational training

but also their social life (see Figure 1.2).

—_— Autonomous
Leaner

Figure 1.2. How portfolio assessment creates autonomous learners
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Portfolio assessment also affects teachers positively because they
take ownership in this process (Stone, 1995; Gillespie et al., 1996). They can clearly
see the effects of their own efforts' on the portfolios because they can observe the
development in students’ work, starting “from awkward first draft to the clear
demonstration of the growth of analytical, evaluative, and decision-making skills”
which is evidenced by the students’ selections and reasoning in relation to the
revisions they make till they reach the final drafts (Mills-Court & Amiran, 1991, p.
107).

Teachers adapting this assessment have two different roles: one as classroom
 teachers and the other as portfolio readers. Although these roles seem to overlap,
they remain separate. As classroom teachers, they must “coach, coax, facilitate,” but
as readers they “must become evaluator, must apply shared criteria” by reading, in a
new and “harsher light”, the same texts they have seen before (Condon & Hamp-
Lyons, 1991, p. 245). These two roles promote the collaboration between teachers
and students, which makes teachers allies of their students. In this collaboration, both
sides have “the common goal of winning” which gives the teacher a kind of “added
power”, because students know that if they do not cooperate, they will not get much
help (Belanoff & Elbow, 1991, p. 24). Thus, portfolios tell the teachers “not only
where the student ends up but how s/he got there™ since “they reveal learning over
time” (Aitken, 1993, p. 9).

Under the light of the mentioned research, it is reasonable to conclude that
students and teachers gain a lot from portfolio assessment by gathering many elements

together as Calfee and Perfumo (1993) expose:
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Alternative assessment and student portfolio tend to appear in
combination with other elements: whole language rather than basal
readers, co-operative instruction rather than didactic teacher talk, school-
based decision making rather than top-down direction, and the teacher as
professional rather than as civil servant. (Calfee and Perfumo, 1993, p.

536)

1.4.4 Disadvantages of Portfolio Assessment

Aside from the advantages explained in the above section, portfolio
assessment has some disadvantages. The most crucial one is the question of
plagiarism (Condon & Hamp-Lyons, 1991; Elbow & Belanoff, 1991). Since the work
done for a portfolio is revised out of class, it is very difficult to take precautions
against plagiarism. However, this problem can be minimized through extensive and
careful observations and conferencing. Teachers can easily recognize whether the
work really belongs to the student or an outsider if they learn the capacity of their
students in conferences.

Precaution against plagiarism can also be taken by assigning students an in-
class essay. The style and the language of the in-class essay can be compared with the
ones written out of the class. Moreover, in portfolio assessment, there is a strong
collaboration between the students and the teacher, which in turn lets the students and

the teacher rely on each other. By the help of this reliance, students will be able to
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discuss about their weaknesses with their teacher so that they can modify
these weaknesses in the light of the suggestions they receive from the teacher. Such a
strategy will conceivably prevent students from doing any plagiarism.

The second disadvantage of portfolio assessment is the work load of the
teachers. Teachers have to read more: they reread the revised drafts to see whether
there is a progress and give feedback. Additionally, teachers have to allot more time
for each student because they have to see the students individually in conferences in
order to help them to be aware of their weaknesses.

Apart from these, Elbow & Belanoff (1991, p. 14) list other disadvantages of

portfolio assessment as follows:

- It puts more pressure on teachers because if a student fails, the teacher might feel s/he

has failed.

- Some teachers feel that it dominates the course too much.

- The emphasis on revising can make lazy students trust too much on the help they

receive from their teachers and peers.

In this chapter, we have introduced the definition of portfolio assessment
system. We have also presented the advantages and disadvantages of this innovative
writing technique. In the second chapter, we are introducing the theory and

framework of portfolio assessment system in the following order:
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the theory of portfolio assessment system,
action research,
portfolio assessment with action research, and

the portfolio rubric used for assessing the portfolios.
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CHAPTER 2

THEORETICAL FRAMEWORK OF PORTFOLIO ASSESSMENT

2.1 Intreduction

This chapter illustrates the way the portfolio assessment was administered in
this study. Section 2.2 is on the Cognitive Model for Assessing Portfolios which
focuses on the theory of portfolios developed by Paulson and Paulson (1991). In
Section 2.3, the focus is on the rationale of action research which was used as a
" method of the portfolio assessment we applied in this study. In Section 2.4, the
evaluation of portfolios is explained. This section also focuses on the reliability and

validity of the portfolio rubric used in evaluating portfolios.

2.2  The Cognitive Model for Assessing Portfolios

Before starting to implement a portfolio assessment system, it is necessary to
understand the framework of this assessment system. Paulson and Paulson (1991), in
their theory of portfolio, suggest a framework in which activities and portfolio
contents are organized and presented. This framework is called the Cognitive Model
for Assessing Portfolios (CMAP).

CMAP is mainly concerned with the process of developing portfolios. It
presents this process in three dimensions: (a) the stakeholder dimension, (b) the

activity dimension, and (c) the historical dimension (Figure 2.1).
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Figure 2.1, The cognitive model for assessing portfolios showing the
activity, historical, and stakeholder dimensions. (Paulson and
Paulson, 1991, p. 3)

a) the stakeholder dimension: This dimension identifies the people
(stakeholders) involved in the portfolio system. The stakeholders can be students,
teachers, parents, institutions, and so on. The important point is the distinction

between primary and secondary stakeholders. The primary stakeholder is the one
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who owns the portfolio, and the secondary is the one who has some kind of interest in
and responsibility for the portfolio. In a student portfolio, the primary stakeholder is
the student. It is acknowledged that students become independent by being in charge
of their own learning when they are put in the place of the primary stakeholder. In
this sense, the student portfolio is unique because it is the product of his/her own
attempts. The only similarity among the student portfolios is the influence of the
teacher stakeholder, because a student portfolio addresses the concern held by the

teacher as an instructional leader.

b) activity dimension: There are four activities that should be put together in
this process,

- stating the rationale for having a portfolio;

- determining the specific issues;

- choosing the contents; and

- evaluating the contents in relation to the issues. (see Table 2.1)

The rationale is the statement which explains the reason for structuring the
portfolio. Thus, it gives the limits of the content areas of the portfolio. In other
words, in this activity, students and/or the teacher ask questions like "Why am I
having a portfolio?" or "What am I expecting from this portfolio?" The answers to

these questions provide the rationale of the portfolio.
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Table2.1. - The activity dimension of the cognitive model for assessing portfolios.
(from Paulson & Paulson, 1991)

THE ACTIVITY DIMENSION
RATIONA ISSUES CONTENTS EVALUATION
LE v

Intents .| Standards | Context . [Exhibits Review Judgment
The reason|Goals of the | Perform- | Informa- Student Descrip- Overall,
for creating | portfolio |ance tion about|products in|tions examined
a portfolio. standards | student and|the conclus-

held program portfolio Measure- |ions
: ments

The second dimension is named issues. These issues are related to specifio
areas of interests of the stakeholders. In other words, the issues are related to the
"goals" of the stakeholders. This activity can be divided into two categories: infents
and standards. Through intents, the teacher and/or the students decide on the
relevant material needed to achieve their goals. While they describe the general aim
of the portfolio in the first activity, they identify the specific goals for the portfolios in
the second activity. They ask questions like "Why am I writing this piece?", "What is
my aim to give this particular task to the students?" The answers to such questions
form the intents of the portfolio.

Through standards, the teacher and/or the students can judge whether or not

the intent has been successfully addressed. This can be elicited while students write
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self-reflection papers for their samples and/or while teachers give feedback for
students’ drafts.

The third activity, the contents, decide what goes in the portfolio. For that
reason, they should accord with the rationale and issues. Contents are divided into
two categories: exhibits and context. Exhibits are the student works, such as
assignments, finished or rough drafts, self-reflection and so on. Confext is any other
material written by the second stakeholders that would either describe or interpret the
exhibits.

The last activity, nafned the evaluation, takes all the levels of the process’ into
consideration. It comprises of two parts: review and judgment. The review part

seeks answers to the following questions:

- Has each infent been addressed?

- To what degree have the standards been met?

In other words, doing this part of the evaluation, students and teachers observe the
changes in their writing from the first drafts to the last.

In the judgment, the evaluative conclusions are made about the portfolio as a
whole. In this part, the aim is to see whether the portfolio creates a comprehensive

portrait or not.
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c) the historical dimension: There are three components of this dimension:

antecedents, transactions, and outcome:

- Antecedents define the starting points of portfolio development; that is, they
identify the features of the stakeholders at the beginning of the process.

- Transactions comprise all the events that cause changes during the
development of the pertfolio. Any imstruction, experience, or exposure that lead to a
change of this kind can be grouped under this category.

-Outcomes are the attained products at the end of the process. It is through

this product that the portfolios are assessed.

CMAP shows us a way to specify our rationale and goals to be applied
throughout the portfolio process. Hence CMAP allows us to think about and find an
appropriate answer to the question ““What should go into "portfolios?”, instead of
giving a list of the possible contents of the portfolios. The three dimensions of CMAP
help both stakeholders. The teachers become efficient organizers, and this efficiency
is reflected on their studies. The students become independent learners, and they

observe their growth in their studies.
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2.3 Action Research

Portfolio assessment, as mentioned earlier, is an ongoing assessment, and it
can be used as a tool to improve students“thinking skills. Taking this point of view
into consideration, action research seems to be the best method to be used in a
portfolio classroom because the aim of action research is to find “solutipns to
problems in student learning” and to test “these solutions thgggk‘ evaluation,

reflection and review” (Zuber-Skeritt, 1992, p. 22)'.

2.3.1 The action research cycle

Action research, in general, proceeds in a spiral of events. Within this spiral,
the process starts with a problem. In order to solve this problem, the facts are
analyzed; then an action is taken (Lewin in Zuber-Skeritt, 1992). Zuber-Skeritt

(1992, p. 94) presents three steps in action research:

Step 1: The researcher starts with a general idea to reach a certain objective. The idea
must be examined carefully by fact-finding about the situation. Thus, there will be

an overall plan of how to reach the objective.

Step 2: The researcher executes the overall plan followed by fact-findings. The fact-
finding has four functions:

(a) to evaluate the action,
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(b) (b) to give the planners the possibility to learn and gather new insights,
(c) to help plan the next step correctly, and

(d) to help modify the overall plan.

Step 3: The researcher reviews a circle of planning, executing and fact-finding in order to
evaluate the second step and to prepare a reasonable basis for the fourth step or

modify the overall plan.

Thus, the action research flows in a spiral of steps, each of which is formed by
| a cycle of planning, acting, and fact-finding about the result of the action. The action
research is an ongoing problem-solving process which starts with a problem,
continues with its analysis through known facts or events and is followed by planning
or implementing an action program. In this action program, the plan of the action,
that is the hypothesis, is critically evaluated for confirmation. If the stated hypothesis
is not confirmed, a new problem is identified and a new cycle of research starts.
In Figure 2.2, these characteristics of acti;)n research are summarized in "four
moments of action research": plan, act, observe and reflect (Kemmis and McTaggart;
in Zuber-Skeritt, 1992, p. 111). According to this model, action research involves the

following: f

- To develop a plan of action to improve what is already happening,
- To act to implement the plan,
- To observe the effects of action, and

- To reflect on these effects for further planning.
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Figure 2.2. The moments of action research (taken from Zuber-Skeritt, 1992, p. 112)

Plan: Plan is forward looking and thus prospective to action. In this step, “a
problem that hinders the application of the process within a work setting is identified”
(Ekmekei, 1997, p. 74). During the identification of the problem, the rationale and
the aim of the research are specified. The overall plan must be flexible in order to

handle the unforeseen effects.

Action: Action, being aim-oriented, is always controlled and retrospectively
guided by referring the initial planning at every stage. This step is retrospective
because the action takes. place according to the identified problem and the aim of the
study. In this step, every necessary tool that is needed to solve the problem and to

attain the aim is decided (Ekmekgi, 1997). The tool can be the content of the
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material, the type of the material, and the duration the tool is used. If teachers want
to have a complete student-centered classroom, they can ask their students to decide
on the tools. If the teachers want to involve themselves in the action research cycle,

they would also contribute to the decision of these tools.

Observation: Observation is documenting the action process - the effects of
action. In this sense, it is prospective because it provides basis for the fourth step,
reflection. In this third step, the whole action process is continuously observed. This
continuous obsérvation can take place in the form of a conference, a questionnaire, an

examination paper, or a self-evaluation paper.

Reflection:. Reflection is recalling the action. In this sense it is retrospective.
In this step, the results of the observation is used to decide to what extent the
researcher has solved the defined problem and has attained his/her aim. On condition
of any problem, the cycle restarts from any one of the steps. In other words, if the
problem is due to the first step, the researcher goes back to this step, or if the problem
arises from the action itself, the researcher starts his/her cycle from the second step.

We believe that it is possible to apply the portfolio assessment system to these
four steps of action research cycle. Thus, we originated our own action research
steps of this. study considering the CMAP model of Paulson and Paulson (1991) and

action research cycle explained above (see section 3.4)
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2.3.2 The CRASP model of action research

Through action research, students and teachers develop their metacognitive
skills. Zuber-Skeritt (1992), in his explanation on how action research enables
students and teachers to improve their metacognitive skills, uses the following

acronym:

CRASP
J Critical attitude
. Research into teaching
. Accountability
. Self-evaluation

. Professionalism as teachers (p. 114)

Critical attitude. Since one of the goals of higher education is to let students
develop their critical thinking skills, teachers must focus on this issue. One of the
ways to improve these skills might be to learn to define the problem and find a
solution to that problem. Action research gives this chance to both teachers and

students while they are passing through the cycles of action research (see section

2.3.1).

Research into teaching. In general, teachers are not aware of the theories

related to learning and teaching; instead, they only focus on the techniques applied in
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the classroom. Researchers, on the other hand, conduct research on learning and
teaching, but are not aware of the classroom situation. So there is a gap between
teachers and researchers. Action research fills in this gap by making the teachers
become aware of the problems in relation to classroom practice and make use of the

theories in solving these problems.

Accountability. Action research encourages academics to carry out their
own revisions in their curriculum and make all the necessary changes. Under these
circumstances, institutions can utilize the results of their action research instead of

| applying directly the decisions imposed by the govemme;lt. By this way, institutions

become responsible for their own actions.

Self-evaluation. Action research enables the academics to realize to what
extent they have achieved their goals by making use of theory as wéll as practice.
During this process, teachers become involved in their teaching techniques and the
program itself. Then they seek solutions to the problems confronted or offer
suggestions regarding the activities that they have discovered to be beneficial. When
the results of their investigations are published, they receive great satisfaction and

reward getting engaged to the related theory.

Professionalism. Action research helps teachers to be true professionals in
their fields with academic attitude search for the highest quality in their teaching.

|

Teachers learn to make their own decisions by combining the knowledge attained
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from both theory and practice. After going through these stages, they become critical
individuals.

In short, the CRASP model presumes that action research carried out by
teachers has “a direct and positive impact on the quality of their own teaching and
professional development” (Zuber-Skeritt, 1992, p. 118). Such an impact will affect
the students positively and give them the necessary qualifications they will use during

and after their education.

| 2.4 The Five Factors for the Evaluation of Portfolios

The excessive use of portfolios in the field of writing assessment has not yet
solved the problems related to evaluation because "portfolios are not made up of test
items that can be marked correct or incorrect" and thus "we cannot simply count the
number of correct responses and reach a conclusion about a student's achievement”
(Abruscato, 1993, p. 475).

As Abruscato reports, the teachers and the personnel from the State
Department of Education have developed some criteria in the Vermont Portfolio
Project to help readers to judge students’ works. The criteria consist of five
categories: purpose, organization, details, voice/tone, and usage/mechanics/grammar.
Each category has some. specific characteristics to guide the judges. This shows a
parallelism with the analytic scoring method in structure since in analytic scoring, the
writing samples are assessed on content, organization, vocabulary, language use,

mechanics, and so on. However, the focus in Vermont Project differs in that the
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establishment of purpose, an awareness of audience and task, clarity of ideas as well
as the language have also been taken into consideration.

The proposed criteria have two main problems: a) low interrater reliability,
which is probably due to the complexity of the rubric and insufficient training of the
raters (Karetz, 1992); b) lack of awareness in students’ process over time.

The solution to the first problem might be an efficient training of the raters so
that the raters could know the rubric in detail, and they agree on the criteria. As a
solution to the second problem, we can consider the suggestions of DeFabio (1993),
which she used in her conferences with the students as a guide. DeFabio implements
a portfolio assessment system in literature and during the conferences with her
students, she observes her students’ improvement under the title of five factors:

range, flexibility, connections, conventions, and independence.

24.1 Range

According to DeFabio (1993), range is involved with what students read,
write and perform, and it "applies to a huge number of dimensions over which the
individual must demonstrate control" (p. 2). These can be element-s like topics,
themes, grammatical forms, registers, conventions in the area of language ability; and
additional elements like interpretative strategies, grammars of the genres in literature

study. According to DeFabio, the implication of range of an individual is observed

through:
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a) "the ability to read from both efferent and aesthetic stances" (Rosenblatt in
DeFabio, 1993, p. 4). Rosenblatt explains efferent stance as reading something to
attain the necessary information. Hence, when students discuss the form of a piece of
literature or its origin or social relevance in an analytic essay, this gives the evidence
of efferent reading.  Aesthetic stance, on the other hand, is "lived through
experience.” In other words, students will be able to respond to the text by making
private associations. Thus, description of the range requires evidence of both

aesthetic and efferent stance.

b) "the ability to read in a variety of genres" (DeFabio, 1993, p. 4).
According to DeFabio, a reader should read in many genres: such as novels, short
stories, poems, biographies, and so on. These readers should also express appropriate

response to the particular genre.

¢) "variety of subject matter read in terms of topics, disciplines and themes"

(DeFabio, 1993, p. 4). DeFabio, here, points out that students' preference of topics

should be within the limits of their own experience as well as their individual interest.

2.4.2 Flexibility

As DeFabio expresses, flexibility identifies how students read, write, and

perform. From this point of view, portfolio assessment differs from the assessment
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based on behavioral objectives since it describes "performance in varied and changing

conditions" (p. 5). The indication of flexibility in portfolios can also be observed:

a) "reading the same text in different contexts" and. at different times (p. 5).
When the same text is read and responded to in different contexts and at different
times, students will be able to reflect on this text from a different perspective in each

reading.

b) "the ability students demonstrate in fitting their language, style, form, and
message to the intended audience as well. as to the topic, purpose, and context" (p. 6).
As DeFabio (1993) states, a portfolio generally contains various modes, forms,
language, and style. In order to have flexibility in a portfolio, each of these aspects

should accord with the purpose, audience and context.

2.4.3 Connections

According to DeFabio, this factor is related to "the ability to make connections
between what is newly encountered and what was previously learned" (p. 7). In order
to demonstrate what she means, DeFabio refers to the two aspects of Elbow's "real

learning" to make connections:

a) "the ability to apply already learned concepts to the widest range of data"

(Elbow, cited in DeFabio, 1993, p. 7). In this aspect, the concepts learned in students'
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formal study are recognized in real situations, and the concepts acquired through

experience are explained in formal language.

b) "the ability to invent new concepts or to think with metaphors" (p. 8). Iser
(cited in DeFabio, 1993, p. 8) explains that in the reading process, there may be some
kind of blockage where the flow of reading is interrupted. In such a situation, readers
fill in the gaps with the connections they make by the use of a known concept or

creatively thought-out metaphors.

2.4.4 Conventions

According to DeFabio, the concept of conventions is a part of the ability to
make connections since the repertoire of conventions helps students to make
connections. As DeFabio states, conventions in students' academic work are "limited
to the narrow range of surface level conventions; such as grammar, usage, diction,
punctuation and spelling” (p. 10).. Yet, as she suggests; we need a much broader view
of conventions in portfolio assessment because we need to describe the students' work
fully including "all the rhetorical and pragmatic conventions necessary for reading as
well as speaking and writing about literature" (p. 10). Conventions in DeFabio's view

are considered in three general categories:

a) "literary conventions essential to poetic expression and reception”" (p. 10).

In classroom study, it is seen that fairy tales, popular music, and films are useful as
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students discover the conventions in familiar literature, and then they apply these in

"reading and interpreting more complex and demanding works" (p. 11).

b) "discourse conventions appropriate to the range of writing and oral
performance of literature students" (p. 10). Student portfolios should give evidence
of discourse conventions. They should be able to control the conventions of academic
discourse expected in literature study namely "critical essays, reviews, research
reports, summaries and precise". We should, however, remember that "each

discipline has its own discourse with distinct conventions" (p. 11).

¢) "the surface level, mechanical conventions of particular concern in
elementary and secondary education" (p. 10). Besides the literary and discourse
conventions, DeFabio suggests us to consider the narrower view of conventions; such
as grammar, usage, spelling, and punctuation. Yet, as she indicates, we do not need
to assess these mechanics in portfolios since these conventions are taken into
consideration through the writing process. Instead, portfolios should give evidence of
"the ability to edit and proofread their own work and to produce a finished product

that is free of surface errors” (p. 12).

2.4.5 Independence

Many people think that independence means producing something "without

consultation or collaboration of any type"; yet, this idea has moved to "a recognition
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that human endeavor is usually collaborative and social" (DeFabio, 1993, p. 12). In
portfolio culture, there is the big collaboration and assistance between teachers and
students as well as among peers. This brings the problem of plagiarism: the question
of whether the written pieces are really the students' own works or not. However, in
a portfolio classroom, the question of plagiarism or cheating is less an issue than the
one in a traditional classroom. Teachers, in portfolio classes, continually observe their
students' progress, which gives them evidence of the students' abilities, This leads
both the students and the teachers to rely on each other. Thus, in a portfolio
classroom, the points to consider under the title of independence should be "the

‘notions of responsibility, resourcefulness and authority" (DeFabio, 1993, p. 13).

2,5  The Measurement of the Reliability and Validity

The most important issues related to portfolio rubric in the utilization of tests
are the reliability and validity of evaluating student work. In general, the reliability
of a test is the extent to which the results are consistent and accurate when the test is
given under similar conditions (Hatch & Lazaraton, 1991; Brown, 1996). In other
words, a test taken by a group of students should give a very similar result when it is
re-administered after a period of time. If the results are very different, then the test is
accepted as unreliable.

Three basic strategies are used to assess the reliability of tests: the test-retest,
equivalent-forms, and internal-consistency strategies (Brown, 1996). In the test-retest

reliability, the same test is administered to the students twice. The interval between
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the two tests should be neither too close so that the students do not remember the
first test, nor too far “so that the students have not changed in any fundamental way”
(Brown, 1996, p. 1939).

In the equivalent-forms reliability, two different but equivalent tests are
administered to the same group of students. The forms of the test items should be
similar, and the number of the items should be the same.

The internal-consistency reliability estimates “the reliability of a test with only
one form and only one administration of that form” (Brown, 1996, p. 194). The
casiest interval-consistency strategy, called split-half method, is very similar to the
equivalent-forms reliability. Yet, in split-half reliability one single test is administered
to the students, and then this test is divided into two equal parts. Generally, these two
parts are based on the odd- and even-numbered items. The odd-numbered and the
even-numbered items are scored and analyzed separately.

Aside from the above-mentioned reliability strategies, there is a need to
estimate the reliability of ratings in “productive language tests, like compositions and
oral interviews” (Brown, 1996, p. 193). In such situations, intrarater and interrater
reliabilities are calculated.

Intrarater reliability is very similar to test-retest strategy. The same raters
score the papers of the same group of students in two separate occasions (e.g. two
weeks apart). “Thus, the intrarater reliability is an estimate of the consistency of
judgements over time” (Brown, 1996, p. 206). |

Interrater reliability, which is the most commonly-used one, (Greenberg, 1986;
Henning, 1991) is similar to the equivalent-forms strategy since the scores are

obtained from two different raters. Interrater reliability estimates the extent to which
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two or more raters agree on the score that should be assigned to a written sample.
That is, the raters will give the same or similar scores for the same sample when it is
marked for the second time.

A correlation coefficient is calculated between the scores. Then the obtained
coefficients are adjusted by the use of Spearman-Brown Prophecy formula. This
formula "shows the relationship between the length of the test or the number of
observers and the internal-consistency reliability" (Lauer & Asher, 1988, p. 139).

Although reliability of a test is important, if we only focus on reliability, the
"test could only be described as a very good measure" (Brown, 1996, p. 231). Thus,
we should also consider the validity of a test. Test validity, in general, means "the
degree to which a test measures what it claims, or purports, to be measuring" (Brown
1996 p. 231).

There are different types of validity, but only a few of them are more relevant
in classroom testing situations (Hatch & Lazaraton, 1991; Henning, 1991; Brown,
1996). One of these is criterion-related validity, which, as Brown (1996) states, can
be applicable only to norm-referenced tests. In this case, students take two tests: (a)
the test that is being developed, (b) the other test which has already been accepted as
valid. For instance, in order to see the criterion-related vhlidity of a test, students are
given a validated test, such as the Test of English as a Foreign Language (TOEFL),
aside from their own test. The correlation coefficient of the two sets of scores are
calculated in order to determine the relationship between the two sets. The higher the
correlation coefficient is, the more criterion-related validity the test has (Brown,

1996).
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The second type of test validity is the construct validity which is applicable to-
both norm-referenced and criterion-referenced tests (Brown, 1996). Construct
validity is "the extent to which it can be said to measure an underlying capacity or
trait" (Hamp-Lyons, 1991, p. 11). The underlying capacity or trait, here, refers to the
psychological construct. Therefore, in order to understand construct validity, we
should first understand the psychological construct. “A psychological construct is an
attribute, proficiency, ability, or skill defined in psychological theories™ (Brown, 1996,
p. 239). These psychological constructs are observed indirectly and the ones like
language aptitude, language proficiency, and English as a second language proficiency
are observed by language testers through tests. When the test validity is concerned, it
is not possible to take a construct out of the brain and show that the test is really
measuring that construct. Stating that a test is measuring a particular construct can be
done indirectly through some kind of experiment. There are numerous forms of these
experiments but the easiest ones are the differential-group and intervention types of
studies (Brown, 1996).

In differential group studies, the same test is administered to two different
groups, and the results are compared. One of the groups has the construct that is
being measured and the other one does not have it. The group that has the construct
is expected to score higher than the other group.

In intervention studies, on the other hand, one group of students is used. In
such a study, the group is administered a test at the beginning of a course, and then
the same test is given at the end of the course. The better students score on the

second test, the more construct validity the test has.

41



The third type of validity is the content validity which, like construct validity,
is applicable to both nonn—refefenced and criterion-referenced test (Brown, 1996).
For this type of validity, as Brown defines, "testers must decide whether the test is a
representative sample of the content of whatever the test was designed to measure"
(p. 233).

In Brown's view, in order to explore this validity, the testers should, first of all,
define what they want to measure exactly; that is, the objectives of the test should be
clearly defined. Then, item specifications and/or the test items are prepared according
to these objectives. When the test is ready, a group of experts are asked "to judge the

| degree to which the items on their new test actually do represent the testing
objectives" (p. 234). If the experts agree that the items are in line with the given
objectives, then the test is accepted to have content validity.

The experts may be the testers or colleagues, but as Brown points out, in
order to make the judgements of the experts convincing, we must select the experts
carefully. First of all, we must be sure that people involved in such judgements are
really experts, sharing the same professional viewpoints to some extent. For instance,
if we want to test TOEFL and choose experts against this test, then the judgment of
these experts will not be valid.

Secondly, the judgments made should not be "clear-cut and black-and-white".
In other words, the experts should be provided with a kind of rating scale. This might
be a scale from 1 to 5 or from bad to good. If there is a match of 70% and above for
the content validity of a test, then the judgement made for the test is accepted to be

valid.
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To sum up, it is necessary to measure the reliability and the validity of any
scoring method in a testing situation. Thus, we can see whether our test is really a
good measure to use and whether it tests what we mean to test.

In this chapter, we have introduced the theory of portfolio assessment and
action research, as well as the evaluation process of portfolios. The following chapter

presents the application of the models and the portfolio rubric concerning our study.
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CHAPTER 3

METHODOLOGY

3.1 Introduction

This study, focusing on portfolio assessment, aimed to observe students'
progress in their writing skills as well as in their metacognitive skills. In order to
observe the students” progress in their skills, an experimental group and a control
group were formed, and the final sit-down marks of these two groups were analyzed.
The improvement in the students’ writing skills was also observed through the
correlation of the students’ portfolio and sit-down scores. The results of the
questionnaires were taken into consideration. It is assumed that the pfogress in their
writing skills would also develop their metacognitive skills as they pass through the
action research cycle.

The steps of gction research showed us to what extent the students improved
their metacognitive skills. The results of the portfolios and the sit-down examinations
revealed the correlation between the student portfolios and the sit-down
examinations. The results of the questionnaires revealed students' reactions towards
this assessment system. Additionally, this study attempted to present the reliability
and the validity of the portfolio rubric used to assess the portfolios through a.

correlational research design.



3.2  Subjects

The number of subjects in this study was 120 Turkish adult students attending
the first grade of English Language Teaching Department at Cukurova University.
The students of this department are instructed for four years, and the graduates
become teachers of English.

When students first enroll at the department, a proficiency test is administered
to measure their level of English. The students who fail this examination take English
courses at the preparatory program for two semesters. The ones who pass start their

.education in the first-grade courses.

In the year of 1995-1996, the number of the first-grade students in ELT
department of Cukurova University was 90. They were grouped in three classes by a
cluster random sampling. Accordingly, two of the classes consisting of 54 students
were randomly chosen to form the experimental group with which the portfolio
assessment system was implemented. The other class, who did not follow their
writing course through portfolio assessment system, was accepted as the control
group with 36 students.

32 out of these 54 subjects in the experimental group had attended the
preparatory class before they came to the first grade; however, this factor was not
taken as variable in this study due to the fact that all of the students in the first grade
were almost at the same level of language proficiency. Moreover, the age and sex of

the students were not considered as moderator variables, either.
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3.3 Procedure

In this study, we conducted the portfolio assessment system for one academic
year (two semesters), through action research cycle. We originated our own action
research cycle as shown in Figure 3.1.

We started the action research cycle in the first semester (at paragraph level)
so that the students would be familiar with this system before they start writing essays
in the second semester. Moreover, starting our action in the first semester helped us
to see the problems related to the system and to re-organize the procedure in the

second semester accordingly.

PLAN ACT OBSERVE REFLECT

conference results

rationale

questionnaire of the

self-evaluation observation

marking

Figure 3.1. Action Research Cycle in Portfolio Assessment
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We devoted the first weeks of the first semester to introducing the system to
the students since this was new to them. The students got excited for having to be
exposed to a new system. Thus, they repeatedly asked a lot of questions about the
system, and we had to answer the same questions over and over again until we were
sure that every detail of the system was clear to the students. The inquiry continued
while they were writing their drafts and getting feedback from us.

Most of these questions were about revising the drafts. The students were not
sure what to do with the feedback they had received on their drafts. In other words,

| they did not know whether they would rewrite and receive a second feedback or not.
Although we were trying to be very clear in our written feedback, the students still
wanted to talk with us about the feedback.

Another frequently asked question was about how to organize the tasks in
their folders—whether they should put all the drafts or only the final ones. We again
explained this a few times to the whole class and sometimes to individuals in
conferences. We explained that all the drafts should be in the folders so that we could
see their improvements from the first to the last drafis. By the end of the first
semester all the students perceived the system.

On the basis of the observations on the whole system and the problems
encountered during the first semester, we made some modifications for the second
semester in the context and number of the tasks. In the second semester, all the
students were very confident about the system; they knew what to do and what not to
do. This time they were excited about their last task because in this task instead of

writing an essay, they were asked to prepare a mini-project (see Section 3.3.2). By
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mini-project, we meant a paper of 3-4 pages, but the students were irritated by the
word “project” because they thought that it was going to be a time-consuming task,
which they would never be able to accomplish. This fear continued until they started
collecting data and writing the drafts for the task. At this stage, they found that this
was not so difficult as they expected; in fact, they indicated that it was the most
enjoyable one among the tasks (see Section 4.4.3).

As explained beforehand, we applied the four steps of action research cycle in
this study: plan, act, observe, reflect. With the benefits of this action research cycle,
we were able to observe the improvement of our students’ metacognitive skills and

| writing abilities.

3.3.1 Plan

According to this action research cycle, the first step was to plan what to do in
the portfolio so that the stakeholders would take actions accordihgly. For that very
reason, the students wrote a piece of writing in which they answered the following

questions explicitly:

- Why am I learning writing?
- Why am I using the portfolio assessment system?
- What am I expecting to perform at the end of the portfolio

implementation?
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Using the answers to these questions, formulated in line with the syllabus, the aims of
the students were identified (see Section 4.2) in order to see whether their aims would
match with ours as in Section 1.2. We believe that, by determining the goals, students

may raise awareness in the further steps of the cycle.

3.3.2 Act

The second step was to act in order to implement the designed plan according
to the adopted goals. Prior to the action started, we planned the details related to the

action by taking the following issues into consideration:

- What will we include in the portfolios to enhance the accomplishment of
the set-up aims?

- How shall we reflect on our work?

- What evidence of progress and/or accomplishment will be required?

(French, 1992, p. 267) In other words, what will the portfolio rubric

include?
- Who will be involved in scoring?

- When and how will the students submit their portfolios?

The answers to these questions led us to decide on the content of and the materials

for portfolios, the time for setting conferences, submitting the tasks, and scoring the
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portfolios. Consequently, we orally conveyed to the students the following

instructions related to the implementation of the portfolio’system:

1) The students will write six paragraphs related to the syllabus, as well as
two book reviews.

2) The teacher will read the paragraphs and give feedback.

3) If the teacher thinks that there is a need to revise a paragraph, the
students will rewrite the paragraph, according to the feedback they have
received.

4) Revising and rewriting will continue until the teacher and the student feel
that the paragraph is free of errors.

5) Students will meet with the teacher for a conference about their tasks at
least once.

6) Students will own a folder (portfolio) in which they will keep all their
drafts (from the very first awkward draft to the best ones) in an organized
way.

7) For the mid-term examination, students will select two completed tasks to
be evaluated; and for the final examination, they will select four tasks.

8) The evaluation of the portfolios will be done together with the students; in
other words, the teacher and the student will get together to discuss about
the tasks and mark the portfolios accordingly.

9) Before getting together with the teacher for evaluation, students will have

to write a self-evaluation paper comprising their own progress.
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After the announcement of the above instructions, students, in line with the
syllabus prepared for the first semester, were assigned to write various organizational
patterns; exemplification, detailed, statistical, enumerative, chronologically-ordered,
and cause-and-effect paragraphs, as well as book reviews. The tasks for portfolio
assessment and the question items for sit-down examinations (see Section 3.4.1.1)
were prepared accordingly. The students were asked to write a cause and effect
paragraph for the final sit-down examination and dealt with the other organizational
patterns while performing their portfolio tasks.

However, during the action step in the first semester, the students complained
| that they did not have enough time to accomplish eight tasks, so we changed the
instruction number 1 and number 7. According to this new instruction (number 1),

the students were assigned to write a total of six tasks instead of eight:

Task 1. A free paragraph on why writing is important
Task 2. An example or a detail paragraph

Task 3. A statistic paragraph

Task 4. An enumerative paragraph

Task 5. A biography of a person

Task 6. A book review

The change in the number of the tasks for the portfolio made us change the
number of the tasks to be submitted for the mid-term and the final (instruction number

7). According to this new submission plan, the students would bring two tasks for the

mid-term and three for the final.
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Taking into consideration the problems related to the number of the tasks in
the first semester, we changed our plans for the second semester. From the feedback
we got in the first semester, it was clear that writing six tasks even at paragraph level
was boring and tiring. Thus, in the second semester, we reduced this number to four.
Another reason for this reduction was that paragraph writing was changed into essay
writing. Due to the reduction in the number of the tasks, we decided that all the tasks
in the second semester would be evaluated. Yet, the students were free to choose
one of the tasks to be graded as the mid-term so that they would still have the
opportunity to make decisions.

In the second semester, we also changed the way we conveyed to the students
the procedure of the portfolio assessment system. Since the instructions related to the
steps of the action for the first semester were announced to the students rather than
being given to them as handouts, there were some problems regarding the
conferencing sessions and the time for submitting the portfolio tasks. In order not to
be confronted with the same problems in the second semester, a detailed handout,
based on Elbow and Belanoff’s (1991) frame, was pi‘epared focusing on the
requirements of this class (see Appendix II). This handout included information on

what the students should keep in their portfolios:

- the organizational patterns to be dealt with in tasks,
- the deadline for submitting each task,

- the time for peer-edition,

- the time for conferencing,

- the time for scoring the portfolios,

52



- the way the portfolios will be evaluated, and

- the points where to lose and gain marks in portfolios.

At the very first lesson of the second semester, we delivered this handout to
the students and discussed with them to see whether there was any misunderstanding.
We wanted to be sure that the students understood every detail, as from then on, it
was their responsibility to follow the schedule according to which the students

prepared four tasks:

Task 1—A comparison and contrast essay: This task was a comparison
and contrast essay in which they compared and contrasted any two related articles.
After writing their first drafts, the students did peer-editing by the help of a checklist
provided for them by the teacher (see Appendix I). Afterwards, they discussed about
their essays with their peers.

Since this was the first time the students wrote an essay, we made it
compulsory to meet with the teacher for a conference for this task. The main aim of
the conferences was to let the students become aware of their weaknesses and try to
overcome these weaknesses for the next drafts. In order to raise their awareness, we

asked the following questions in our conferences:

- What problems did you have while writing?
- What did you do to overcome these problems?
- Did you feel any improvement over the previous tasks in the first or the

second semester?
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- Did you get any assistance? If yes, what kind of assistance? If no, why

not?

While we went over the essays during the conferences, we comment\ed on the
problematic parts of the task using a general term only, and then we asked the
students to specify the problem. For example, if a student had a problem on
organization, we only said "You have a problem in your organization". The student
then tried to find out what kind of organizational problem it was. Some of them
easily found the problem and even suggested the solution. However, some needed
more guidance since they were unable to specify the problem. In both situations our

aim was to lead them to solve their own problems.

Task 2—A definition essay: The second task was an essay defining a
concept or a terminology. It could be an abstract concept or a terminology which had
just entered the language and thus unfamiliar to most people. It could be a concept or
a terminology which they felt interesting to write about. Before writing the essays,
the students were asked to do some research on how this concept or terminology was
defined in dictionaries, how it entered into the language, or how people around them
defined and used it.

For this task again, we asked the students to peer-edit the tasks in the
classroom. This time, we encouraged them to receive written feedback from us rather
than coming for a conference. We told them to come for a conference only if they

really had difficulties in understanding or writing the task.
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Some of the students insisted on coming for a conference because they
thought that they_would get more assistance from the teacher if they discussed their
problems directly with the teacher. With such students, we tried not to give a lot of
feedback during our conferences. Instead, we let them reflect on their work to find
out the problem and bring a solution. This, we believe, was quite helpful because they

said that they started feeling more confident.

Task 3—An argumentative essay: The third task was to write an
argumentative essay. For this task we let the students work in pairs to discuss and
decide on a topic. While the pairs discussed the structure of the essay and tried to
write an outline, the teacher walked around the class to see whether the students were
on the right track.

The pairs wrote two copies of each outline which were then collected. When
it was time for the mid-term examination, the students were provided with their
outlines and asked to write their essays on these outlines. Two students did not give
their outlines as they missed some of our lessons. Therefore, we wrote an outline
about a topic and gave this outline together with the relevant information to these
students during the examination. N

The essays in the third task were graded separately as their mid-term
examination. We had two aims to do this. The first was to observe their success in a

sit-down examination. The second was to compare the sit-down papers to the ones

written outside class in order to check against plagiarism.

55



Task 4—A mini-project: The last task was to write a mini-project on an
issue they were curious to learn about their own department. Thus, the students
would have a chance to learn more about their department and their future career life.
They would also be acquainted with the graduate students, the students in the upper-
classes, and the teachers as well.

For this task, the students first stated a specific problem or an issue they
wanted to learn. They prepared some questions related to their subjects. Later on,
they either interviewed people (generally, teachers and/or students in their
department) or gave them a questionnaire. After finishing the interview or the

'questionnaire, the students wrote an account of what they had inquired, including
their own comments as well.

For this task, instead of letting us read the whole project, we told the students
to identify the problem sections of their drafts before they consulted to us. The aim of
this kind of consultation was to check the students’ autonomy in writing.
Accordingly, the students came to us whenever they were aware of a problem. We,
then, discussed the problem with the students and gave feedback to be utilized for
revision purposes. Most of the time, the students had problems with the conclusion
part since they did not know how to reflect on the collected data. We helped them by
giving some examples of reflection. Aside from reflection, a few of the students
asked for assistance regarding the analysis of the answers obtained from the
interviews or the questionnaires. They did not know how to categorize these answers
in writing their projects. For these students, we prepared an outline in which we
demonstrated them how to analyze and comment on the answers they obtained. A

few of the students also had a problem in introducing their topic. Therefore, we gave
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them some key words to be utilized in the introduction section. Moreover, we
showed them a few sample introductory paragraphs written by their peers.

Aside from these tasks, the students were supposed to submit a self-evaluation
paper in which they were to write the reflection of their experience while being

engaged in these tasks.

3.3.3 Observe

In our designed action research cycle, the third step was to observe the
students' performance by means of written feedback on students’ drafts, conferences,
self-evaluation papers, questionnaires, portfolio tasks, and examination papers (see
Section 3.4). Both in the first and in the second semesters, we read students’ drafts
and gave written feedback on these drafts. For this feedback, we tried not to correct
all the mistakes directly. Instead, we underlined the mistakes and asked them to
identify and correct these mistakes on their own. When we felt that the students
would have difficulty in understanding the mistake, we corrected it and warned them
that they should study on this item.

For conferences, we met with each student individually, discussed the process
of their work and elicited details about their improvement. During these conferences,
we not only brought into their weaknesses but also complemented them for their
strengths observed in their work and encouraged them to be aware of these strengths

for their further improvement.
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In the first semester, we conferenced with the students whenever there was a
necessity. In the second semester, we conferenced with all the students individually
for their first task since it was the first time they were writing an essay. For the other
tasks, we held conferences only with the ones who requested help. In other words,
the first task was discussed with us during conferences, and gradually decreasing the
number of assistance, the last task was done almost on their own. Aside from these
conferences, we got with the students at two more sessions to score their portfolios
(for mid-term and for final).

For conferences, for feedback and for marking, each student was supposed to
take an appointment from us. Thus, both the students and we were able to organize
ourselves. The time interval to mark the tasks for the mid-term examination was the
week before and during the mid-term-examination week (two weeks) and the time for
the final marking was three weeks long, starting in the final-examination week. We
gave more time for this marking because the tasks to be read and marked were more
in number.

The information obtained from the self-evaluation papers and the
questionnaires were also utilized in observing the students’ improvement. By going
over the information in.the self-evaluation papers, the students were able to identify
their problems and bring solutions ;co these problems together with their teacher.
Thus, the teacher as well as the students observed the achieved improvement. From
our own experience, we can claim that self-evaluation papers are crucial because they
“function not only to encourage, but also to enable students to think substantively
about their writing process" (Conway, 1994, p. 92). The questionnaires, on the other

hand, helped the teacher to see the students’ reaction to the system implemented, and
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to identify any problem related to the system. As a result of the feedback received
from the students, it became easier for the teacher to restart the cycle where the
problem occurred in order to find a better solution.

Another means of observing the students’ performance was to evaluate their
portfolios and the examination papers. The results of this evaluation supported the
findings obtained from the conferences and the self-evaluation papers (see Section

43.2)

| 3.3.4 Reflect

In this last step of the action research cycle, we considered all the information
(the conferences, the questionnaires, the self-evaluation papers, and the scores of the
portfolios and the examinations) gathered from the third step of our cycle. Basing on
the results of these findings, we tried to figure out whether we have completely
achieved our defined aims or not.

Any minor existing problems took us back to the related step of this action
research cycle and made us offer suggestions in the implementation of that step. The
reflections of the first semester led us to do some changes in our procedure for the
second semester. For example, conferences shed light into the problem of the
excessive number of the tasks; thus, we reduced the number to six tasks. Moreover, a
detailed schedule handout was prepared for the second semester due to the reflections

of the students, received in the first semester. More detailed reflections will be
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discussed in Chapter 4. The reflections of the second semester enabled us to make

suggestions for further research (see Section 5.2)

3.4 Instrumentation and Data Collection

The data of the study were collected from two main sources: the two different
assessment systems (sit-down examinations and portfolios) and the Portfolio
Questionnaire. The following sections deal with what the examinations and the

Portfolio Questionnaire consist of,

3.4.1 The Assessment Systems

As a requirement of the English Language Department of Cukurova
University, the students sat for two examinations in each semester, one for the mid-
term and one for the final. In each sitting, the students were assessed both from their
sit-down examinations and from their portfolios (see Table 3.1).

The weight of these assessment systems on the overall grade depended on whether it
was given as a mid-term (sit-down 50%, portfolio 50%), or a final (less on sit-down,
more on porifolio). In oiher words, in the mid-term examinations of the first and the
second semesters; the sit-down examination was 50% of the grade, and the portfolio
50%. In the final examination of the first semester, the sit-down examination was

40% and the portfolio 60%; in the second semester, the sit-down examination was
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20% and portfolio 80%. There were two reasons for making such a different

arrangement for the grading system of the final exams in the second semester.

Table 3.1. Distribution of the sit-down examinations and portfolio tasks
Mid-term sit-down  50%
First semester Portfolio  50%
Final | sit-down  40%

Portfolio  60%

Mid-term | sit-down  50%
Second semester : -| Portfolio  50%
Final sit-down  20%

Portfolio 80%

(1)  The portfolio assessment system was new to the students in the first
semester, so we wanted them to get acquainted with the system,

(2)  The tasks in the second semester consisted of essays, not paragraphs,
so students had to undertake more responsibilities while writing those

essays.
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3.4.1.1 Sit-down examinations

The sit-down examinations were completely related to the syllabus.
Accordingly, the focus of the examinations in the first semester was on paragraph
writing. The students were asked to write topic sentences for paragraphs and to
organize the sentences in order to form a coherent paragraph in the mid-term
examination; to analyze the paragraphs and to write a paragraph on a topic given in
the final examination.

In the second semester, the students were engaged in essay writing, so the sit-

"down examinations included essays as well. Prior to their mid-term sit-down
examination, the students were asked to choose a topic and collect data outside the
class. Using the collected data, they wrote an outline in class with the assumption
that they would use this outline for their portfolios. For the mid-term exam, they
were asked to write an essay based on these data. In the final examination they wrote

an essay choosing one of the three titles given.

3.4.1.2 Portfolios

Like the sit-down examinations, the portfolios (see Appendix VI) in the first
semester consisted of paragraphs related to the syllabus items. Accordingly, the
students wrote six paragraphs that semester. Two of these paragraphs which were
selected by the students were assessed as the mid-term, and three of them were

assessed as the final.
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In the second semester, the students wrote a total of four essays for their
portfolios. One of the essays of these portfolios was assessed as the sit-down
examination since this was an in-class writing. The rest of the essays were written
within the portfolio process. The students brought one of these three portfolios for

their mid-term, and the other two for their final.

3.4.1.2.1 Self-evaluation papers

For the portfolios, the students wrote self-evaluation papers in which they
wrote about their progress through the semester. The students first brought their self-

evaluation papers for the mid-term by answering the following questions:

- Why did you choose these tasks to be evaluated for the mid-term
examination?,

- Among the tasks you have completed, which sentence/word/phrase/idea do
you believe, is exceptional?,

- What comment would you put on this paper if you were the teacher?

The aim of these questions was to raise students’ awareness. By answering
these questions, they would select their pieces consciously and would be aware of the
weak and the strong points in these pieces. Furthermore, the students wrote the

processes they passed through while writing and rewriting their essays on the same
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task. The students also wrote self-evaluation papers for the final examination by

answering the following questions:

- What is the best part of your portfolio? Why?
- What part of your portfolio would you spend more time on if you could? Why?

- What comment would you put on this portfolio if you were the teacher?

The aim of asking these questions was the same with the one given for the
mid-term. This time, however, the students evaluated their portfolios as a whole, not
piece by piece. In these self-evaluation papers, (see Appendix VI), the students also

wrote where they improved themselves and where they still had problems.

3.4.1.2.2 The Portfolio Rubric

In order to evaluate the students’ portfolios, we adopted the five factors
suggested by DeFabio (1993) and originated our own rubric (see Appendix IV).
These factors were discussed and explained in Section 2.4. As a result of the
adoption, the assessment was done on the basis of the following factors:

Factor 1: Range

Factor 2: Flexibility

Factor 3: Connections
Factor 4: Conventions
Factor 5: Independence
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The first factor, range, was mainly observed through reading from efferent
and aesthetic stances, through reading in a variety of genres, and through reading in a

variety of subject matter. Accordingly, the raters scored the portfolios through

a) students’ ability to link ideas based on their experience;
b) students’ ability to use a wide range of genres, such as, stories, reports,
articles, and so on;

c) evidence of writing on various topics.

In the second factor, flexibility, we aimed to observe the ways the students
wrote on the same topic but from different perspectives. At the same time, we
searched for the evidence of link between the style, language, and form of the student

with the intended audience. Thus, the raters scored the portfolios by looking for the

a) evidence of variations in the style, vocabulary, tone, language, voice, and
ideas. It is possible to observe these variations in a portfolio by examining
the drafts;

b) evidence of the appropriate use of stylg, vocabulary, tone, voice, and
language. These elements are expected to be in accordance with the

intended audience.
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We assessed connections, the third factor in the portfolio rubric, by observing
whether the students were able to connect the known concepts with the newly-learned
ones and to create new concepts or think with metaphors. Therefore, while scoring

the portfolios, the raters looked for the evidence of

a) the application of what is already known to what has newly been learned;

b) the introduction of new concepts and/or metaphors.

The fourth factor, conventions, was observed in three categories which were
related to students’ writing abilities: stylistic, organizational, and mechanical
conventions. In stylistic convention, we meant to assess whether the students had the
control upon the use of conjunctions, abbreviations, and formal vocabulary. In
organizational convention, we focused on the coherence of the writing process. In
mechanical conventions, we observed the students’ abilities mainly in using correct
grammar., DeFabio (1993) states that there is no need to assess mechanical
conventions because these conventions are taken into consideration throughout the
writing process. However, we added this convention in our rubric to be able to
observe the students’ weaknesses in grammar and help them become aware of their

errors. Consequently, the portfolios were scored from the following point of views:

A) the stylistic conventions:
a) proper use of conjunctions;
b) proper use of abbreviations, contractions, and quotations;

c) proper use of technical/formal vocabulary.
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B) the organizational conventions:
a) clarity of the thesis statement and the topic sentences within the writing
sample;
b) clarity of sentences supporting the topic sentence in each paragraph;
c) coherence in and between paragraphs;

d) the layout (arrangement) of the portfolios.

C) the mechanical conventions
a) correct use of grammar;

b) correct use of punctuation and spelling.

By the last factor, independence, we meant working in collaboration and
assistance with each other rather than doing things with no consultation.
Accordingly, the main elements of independence were responsibility, resourcefulness

and authority. For this factor, the raters focused on students’

a) abilities on the use of their own views, imagination, language and style;

b) abilities to use other resources to accomplish their purposes;

c) effectiveness on synthesizing materials from other resources to support or
illustrate their own thinking;

d) fulfillment of all the responsibilities they were supposed to do.
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The above-mentioned factors in our portfolio rubric were used to mark
student portfolios. The portfolios were marked not only by the class teacher but also
by an outsider, an experienced EFL teacher, in order to find out the interrater
reliability, For this purpose, we trained a second rater in the portfolio rubric. During
the training session, which took abut 45 minutes, first of all, we introduced the criteria
to the rater by giving examples from other sources. After that, we marked some
sample portfolios together with the rater until we both felt confident that the criteria
to be adapted for rating were acquired.

For the validity of the Portfolio Rubric, 20 experienced ELT teachers matched

the items of the rubric with the aims of the study. We examined the frequenqy of the

matches in order to find out the content validity of the rubric.

3.4.2 The Portfolio Questionnaire

The second source of instrument in this study was the questionnaire. Three
weeks before the end of the academic year, we gave the students a questionnaire and
ask;d fhem to be as honest as possible while completing it. Stating that it would in no
way affect their marks, we also asked them to write their names on the questionnaire.
The reason for this was that we would discuss about their answers during our marking
session for their final marks. We wanted to be clear with the terminology they used

because the questionnaire was based on both the ordinal data and nominal data.

68



Unfortunately, only 45 out of 54 students returned the questionnaire. Some of
these students said that they did not want to complete it, and some of them said they
had forgotten to bring it and never brought them back.

The portfolio questionnaire was formed of three sections (see Appendix III).
In Section A, the students marked the strength of their agreement of the usefulness of
the items written by utilizing a Liker-type 5-point scale. The aim of this section was
to reveal the students' ideas on the usefulness of the portfolio assessment system
considering the steps followed in this process.

In Section B, the students marked whether they agreed (Yes) or disagreed
(No) with the statements given. The students were also asked to give their reasons
for their choice. The aim of this section was to reveal the students’ opinions of the
scoring sessions of the portfolio assessment system and their reasons for their
opinions.

In section C, the students were asked two questions related to the future
implications of portfolio assessment system. They were also asked to write their
opinions on portfolio assessment in three words (Enginarlar, 1994) and give their
comments on the portfolio assessment as a whole. This would reveal the students'

attitudes on the portfolio assessment as a whole.

3.4.3 Analysis of the instruments

The analysis is based on the data obtained from five different sources: (a) the

scores of the sit-down examinations and the portfolio tasks of the experimental group
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(interval data), (b) the scores of the final sit-down examinations in the second
semester for both the control and the experimental groups (interval data), (c) the first
and the second marking of the portfolios (interval data), (d) the frequency of the
matches between the Portfolio Rubric items and the objectives of our study (nominal
data), and (e) the results of the questionnaires and the self-evaluation papers (ordinal
and nominal data).

In order to analyze the data obtained from the first source (a), we correlated
the scores of the sit-down examinations with the scores of the portfolio tasks to find
out the correlation coefficient (r). This correlation was calculated for the mid-term
" and the final examinations in the first and second semesters separately. The aim for
finding out the correlation coefficient was to observe the relationship between the sit-
down examination and portfolio scores. In other words, we wanted to see whether
the implementation of portfolio assessment had an impact on the students’
performance in sit-down examinations. In order to see whether there is an
improvement in the experimental group, we compared the means of the two sit-down
examinations given in the first and the second semesters, by using a matched t-test.

For the data in the second source (b), we applied a t-test for independent
groups on the means of the second semester final sit-down examinations of the
experimental and the control groups. The aim for this t-test was to compare the
performance of the students who went through the portfolio assessment system with
of the ones who did not.

The data in the third source (c) comprise the scores obtained in the first and
the second markings of the portfolios. The aim for the second marking was to

observe the interrater reliability between the first and the second rater. Therefore, a
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Pearson correlation matrix was us@d to find the correlation coefficient () between the
raters.

The data in the fourth source (d) consist of the frequency of the match
between the items of the Portfolio rubric with the aims of our study. Calculating this
frequency, we found out the content validity of the rubric that was used to assess
students’ portfolios.

The data elicited from the fourth source () were analyzed in three different
ways since the questionnaire consists of three sections. The questions in the first
section was analyzed item by item. The frequency of each item was calculated and

| interpreted accordingly. In the second section, the frequency of students’ answers to
“Yes/No” questions were calculated and their answers to open-ended questions were
grouped and discussed. For the third and the last section, the answers to the
questions were analyzed and the frequency of the adjectives used to describe the
portfolio was counted, and interpreted accordingly. In order to find out whether the
obtained frequency was significant, chi-square (X*) was calculated for the sentences in

Section A, and the Yes/No questions in Section B.
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CHAPTER 4

RESULTS AND DISCUSSION

4.1 Introduction

This chapter illustrates the way the data were analyzed. In Section 4.2, the results
of our action research cycle were presented. We tried to investigate whether our students
attained the goals that they had defined at the beginning of the action research cycle. In
Section 4.3, the quantitative data obtained from the portfolios and the sit-down
examinations were analyzed. Firstly, we calculated the reliability and the validity of the
Portfolio Rubric. Then, we looked into our students’ improvement in their writing
abilities by applying the correlation and t-test analyses. In Section 4.4, the Portfolio
Questionnaire was analyzed together with the students’ self-evaluation papers to find out

the students’ attitudes towards the portfolio assessment system as a whole.

4.2 Description of the Portfolio Assessment System in Action Research Cycle

According to our action research cycle, plan, the first step was to determine the

rationale and the goals of the study (see Section 3.3.1). One of our goals was to help the.

students to improve their writing skills. To elicit what the students' goals were for this

course, we asked them to write a paragraph explaining the purpose of their taking this
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writing course. As a result of the analysis of these paragraphs, we saw that they had

three main reasons to learn writing:

(a) for academic purposes (=37),
(b)  for communicational and professional purposes (f=35), and

(¢) for cognitive purposes (f=25).

(a) For academic purposes: Out of 54 students, 37 stated that their purpose for
taking the writing course was to improve their vocabulary and grammar, which in turmn
would help them to become better writers (S1 & S2). Another purpose they indicated
was to be able to organize and support their ideas while writing which would lead them
to be more successful in taking examinations (S3 & S4) or writing projects (S5). The

following are the original extractions of the students:

S1: "The most important purpose of learning writing is to improve your English.
‘Because while you are writing you can learn some words that you do not know."
S2: "The more we write the more we can think in order, and we can be successful in
our all lessons. It is obvious that if our writing is developed, then our vocabulary
automatically will be developed...."
S3: "I enter the examination the whole of year and unless my writing is
understandable, the teachers can't give the mark which I deserve even if my

answers are true."
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S4: "I will need writing in my upper classes in different subjects. For example, in the
examinations to answer the questions, to summary a text in order to understand
more easily."

Ss: "By the next term, we'll have been masters of our craft in writing paragraphs and
this will help us to write compositions about every subject which is given as a

task."

These remarks illustrate that the students wanted to take the writing course in
order to improve their writing abilities in general. This matches with one of the aims of
this study which was to improve students’ writing abilities through portfolio assessment

system.

(b) For communicational and professional purposes: Thirty-five students
indicated that they would also use writing in their daily lives, while they were keeping
diaries or writing letters as a way of communication (S6, S7, & S8). They also said that
they would use writing when they applied for a job, or when they needed to write a
report of some kind in their working lives (S9 & S10). The following statements reveal
that the students wanted to use writing in their social lives as a way of communication

and success in their career. This purpose is also in line with the aim of this study.

S6: "We use it to write letters to our friends and relatives. Some of us write diaries
so those who write diaries use writing in diaries. We use it to invite our friends

for wedding ceremony and also we write cards to celebrate our friends."
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S7:

S8:

So:

S10:

"Writing is a way to develop the communication between people. Because if we
learn how to write, we can be more effective on people about explaining our
ideas. When we have a good writing, we can convince people about our
opinions."

“Writing as a means of communication is like a bridge between people.”

"While looking for a job, we have to fill in application forms, application letters,
write cv, take notes while attending to the meetings..."

“As we know, we’ll have jobs in future. And our success will be up to our good

writing in some cases...”

(c) For cognitive purposes: Twenty-five students pointed out that in some way

writing would develop their cognitive skills. They said that they would be involved in

thinking more deeply and logically while writing (S11, S12, & S13), and that they would

be able to learn how to organize their thoughts, which would lead them to success in their

future lives (S14 & S15).

S11:

S12:

S13:

"We learn how to analyze what we read and begin thinking why the writer wrote
so, what he meant, what he tried to give us ...... "

"By writing frequently most of our abilities can improve. We learn thinking by
writing. Our imagination and writing ability will improve step by step so readers
can understand easily what we mean."

"...while we are writing we use our memory and intelligence. When we think to
write, our intelligence and memory start working. Think how a muscle develops

more when you raise weight more than your capacity..."
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S14: "It helps us to develop our minds and our qualities such as thinking in different
ways, doing research, making decisions, trying to be good in relationships."
S15: "..we are learning to organize and give order to our thought in our minds that

would help us not to confuse. We're learning understanding ourselves."

The students’ responses reveal that they would like to develop their cognitive
skills through writing. This matches with another aim of this study which is to improve
students’ metacognitive skills.

Having discussed the above-mentioned points with the students, we agreed that,
as the fnjst step of the action research cycle, the goals to be achieved at the end of this

course should be;

. to improve one’s writing skill for academic success,
. to adapt this skill to one’s future professional life, and

° to develop one’s thinking skill.

According to the second step of our action research cycle, act, we determined the
content of the portfolios, the necessary materials to be utilized, and the timeline. Later
on, we prepared the procedure for our action (see Section 3.3.2).

Considering the first semester as introductory part of the study, we did not give
any limit for the number of the drafts. They rewrote the drafts until the teacher felt that
the paragraphs were good enough to be graded. When we analyzed the number of the
drafts rewritten in the first semester, we found out that the frequency of the rewritten

drafts for all six tasks varied from 3 to 4 (see Figure 4.1). Although there seems to be a

76



decrease in revision of the fourth and the fifth tasks (from four to three), the number of
the revised drafts in the sixth task re-increases. The reason of this increase might be the
difference of the content of the last task in the first semester. Until the sixth task, the
students had written one paragraph on a desired pattern; whereas, in the last one they
wrote a book review. This task was again to write paragraphs under some titles, such as
description of the characters, a short summary and students’ comment on the book; yet,
they had difficulties in organizing their ideas for this task. The high frequency of revision
in the first semester led us to conclude that the students needed a long period of time to
get acquainted with the system even while writing at paragraph level.

In the second semester, however, as illustrated in Figure 4.1, the number of the
drafts that were rewritten for each task decreased. Task 1 was the most revised one
(approximately three or four times). There might be two reasons for such excess

revision:

task 1
task 2
Otask 3
task 4
Etask 5
COtask 6

first second
semester semester

Figure 4.1 The Frequency of the Rewritten Tasks
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(1) It was their first experience in writing an essay,
(2) The task required the analysis and synthesis of the information given in

different articles, which was again new to them.

Task 2 was rewritten two to three times and Task 4 was revised only twice. The
essay written to fulfill Task 3 was never revised since it was an in-class activity, given as
a sit-down examination. The decline in the number of revisions could be taken as an
indication of the students’ improvement in collecting, analyzing, and synthesizing the data
and organizing the information gathered from these data with less assistance. We might,
then, conclude that our students succeeded to be more independent and autonomous
learners at the end of the portfolio assessment system.

In the third step of our action research cycle, observe, we followed the students'
progress through conferences, self-evaluation papers, portfolio tasks, examination papers,
and questionnaires.

During the conferences, we found out that portfolio assessment was time-
consuming from the students’ point of view because students were writing by hand the
same essay over and over again due to the insufficient number of the computers in the
department. We believe that utilization of computers would make the application of
portfolio system easier because by the help of the computer, students would not have to
write the drafts by hand but only correct the problematic parts on the computer. In spite
of this drawback, we received positive feedback from the students about the portfolio
assessment system in general. They were satisfied with the system because they were

able to prove their teacher and themselves that they had learned the structure of the
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paragraphs. We, as the teachers involved in thlS system, were also satisfied because it
was possible for us to see what our students had lgarned or what they had missed.

Aside from the conferences, we observed students’ progress through their self-
evaluation papers in which they expressed what procedure they followed to finish each
task. These self-evaluation papers forced students to go back to the very first step of
their process and to recall every detail of their progress, which in turn raised their
awareness. The self-evaluation papers also helped the teachers to observe whether there
had been a progress in the students’ work.

Thus, the self-evaluation papers revealed to what extent the students reached their
obj'ectives. The main objectives of this study were to improve students' writing abilities
and metacognitive skills. The analyses of the self-evaluation papers indicated that the
students improved their writing abilities as well as their metacognitive skills,

We also examined the marks that the students got from their portfolio tasks and
sit-down examinations to see whether we reached our aims or not. Analysis of these data
provided statistical support to our findings in the self-evaluation papers (see Section
43.2).

We also administered a questionnaire to the students to observe the portfolio
assessment system. The results of the questionnaire revealed the students’ feelings about
this new system, which was also another way of reflecting on the system (see Section
4.4.1).

In the last step of our action research cycle, reflect, we analyzed students’ self-
reflection papers to see whether the students were confident that they had attained the
aims that they had defined initially. For this reason, students’ statements reflecting their

improvement were categorized in line with their aims.
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One of the goals of the students was to improve their writing skills in general,
which in turn would lead them to be successful in their academic and professional lives.
We believe that the students attained their first goal since they were given the opportunity
to work on their writing samples over and over again in portfolio assessment system. The
more they wrote, the better writing abilities they gained. They produced more accurate
sentences by utilizing various kinds of vocabulary and organized paragraphs. Throughout
the portfolio assessment process, the students learned to reorganize the paragraphs, to
restate some cumbersome sentences, and to use cohesive devices where necessary. As a
result, their writing samples became fluent, coherent, and free of errors.

The students were also aware of this improvement. They expressed, in their self-
evaluation papers, that they could observe this improvement when they compared their
performance at the beginning and at the end of the portfolio assessment process (S16 &

S17). They believed that being aware of this improvement made them enjoy writing

(S18).

S16: "When I look back to the very first times of this year and examine my first drafts,
I can see that I was really poor in writing, but now I believe that I've been
improving my writing ability step by step."

S17:  "...my ability on writing has been improving. I can understand this by looking at
my first drafts and final drafts. I don't make the mistakes that I did at first."

S18. "I believe that I'm wholly improving my writing skills day by day because I didn't
like writing at all in the past but now I love since I really believe that I'm doing
the right things...I look back to my old drafts, I myself can see the differences

quite clearly."
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These statements reflect students’ awareness of their improvement in grammar,
vocabulary, and organization of ideas. Thus, we can conclude that the portfolio
assessment system helped the students to improve their language ability because they had
ample time to investigate the grammar points in which they had some difficulties.
Additionally, the teacher, by asking the students to identify the problems in their drafis
and to find solutions to these problems, contributed to this awareness. Thus, we may
conclude that as a result of this treatment, the students attained one of their aims, which
was to improve their language abilities as identified at the initial step of the action
research.

Another aim of the students was to improve their metacognitive skills. Through
portfolio assessment system, the students became more analytic by synthesizing the
collected information and creating new concepts accordingly. Moreover, they learned
their achievements as well as their weaknesses and thus, took the responsibility of their
own studies. All these achievements are the indicators of metacognitive development. In
the self-evaluation papers of the students, we already see the students’ awareness of their
own achievements and weaknesses, which is also an indicator of metacognitive
development. For their achievements, they stated that they learned to reflect (S19), to
take responsibility (S20), to be organized (S21), and even to limit their ideas (S22). For
their weaknesses, they stated specific problems in their writing, such as lack of
vocabulary and use of complex sentences (523, S24, SZS,"/ & S526), and some of them

even suggested a solution for these problems (S27 & $28).

19: "I have learned reflecting my ideas and thoughts on a paper within an order and

organization."
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S20:
S21:
S22:

S23:
S24:
S25:

S26:

827:

S28:

"This course taught me not to escape from my responsibilities."

“Now, I can write my ideas in an organized way....”

"I didn't know how to limit my subjects....but now I can limit my subject.”

"...I've gained the responsibility of doing the homework. On the other hand, I've
still problems on vocabulary."

"Unfortunately I have still some lacks in writing such as vocabulary."

“...but sometimes in my writing, there is a lack of influence."

"My weak point is now using _complex sentences. Although I tried to remove this
lack, I still have problems about complexity."

"Now, I am able to write better than I could before. However, I am bored with
the same words I use often. After solving this problem, I believe I'll get better in
the writing field."

"Vocabulary was also problem to me. Now it improved but it is not good
enough yet. Reading a lot and studying on vocabulary ... will solve this

problem."

We can, then, conclude that our students raised awareness with the help of the

portfolio assessment system. In their self-evaluation papers, they were able to realize

their problems (529, S30, S31) by evaluating their own progress. We believe that

acquiring an awareness of this kind will help them to see the problems they would be

confronted with in other areas and that they would try to bring solutions to these

problems.
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S29:

S30:

S31:

“Before I took this lesson, I didn’t obey some rules. For example, I didn’t give

importance to the grammatical usage. I wasn’t careful at this point, so in

composition exams I couldn’t get good marks.”

“I have still problems about writing complicated sentences. Because of this even
if my ideas are good, my essay seems simple.”
“T know which problems on writing I have. And the way to solve a problem is to

accept the problem.”

The following extract, taken from a student’s self-evaluation paper, reflects the

way she has evaluated herself throughout the portfolio process. She believes that she has

benefited from the portfolio assessment system, but she is still aware of her weak points

in writing. She tries to define the reasons of her weaknesses, which might mean that she

will work on these weaknesses later on to overcome them,

S32:

“This course forced me to read more. In that way my writing has developed.
But still I have some problems. For example, when I read a book I understand it
very well but it is sometimes difficult for me to give only brief information about
the subject or book I read. Because I didn’t have enough experiences about this.
I'll try to do it better. Still another problem is sometimes I want to write
something in my mind and it becomes difficult for me to express what I want to

say. This is because of weak vocabulary.”
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There were, however, a few students who pointed out a disadvantage of portfolio
assessment system. These students found this system time-consuming, and consequently,

they claimed that they could not give enough attention to their other lessons because of

this system (S33).

S33: T can say writing has damaged me only one subject: from time to time, I

sacrificed my other lessons to do the tasks of writing.”

In the light of what we have discussed above, we can conclude that by the end of
the fourth step of the action research cycle, the students have attained their two basic
goals. In other words, they improved their writing abilities as well as their metacognitive
skills. By the help of the improvement in their metacognitive skills, we believe that our
students have become autonomous learners, and thus, they will be able to adapt these
skills to their future academic and professional lives. Researchers who have conducted
studies on portfolio assessment system also believe (see Section 1.4.3) that portfolio
assessment system enables students to be more organized and autonomous, and even
better critical thinkers.

At the end of our action research cycle, the students were aware of their progress
because they themselves were involved in the action research cycle by defining their aims
and by trying to reach those aims. They were aware that they had gained some strengths
in writing. Some of them even identified their weaknesses at the end of the cycle, which
in turn let them go back to the previous steps in order to overcome these weaknesses. In

short, we can conclude that our second hypothesis that portfolio assessment system
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improves students’ metacognitive skills was supported because at the end of the

treatment, the students were able to

- raise awareness,

- apply and create new ideas and/or concepts,

- become active participants in their performance,
- analyze and synthesize,

- apply their own views,

- become confident that they can learn, and

- view themselves as continual learners and thinkers.

The analysis of the self-evaluation papers also supports our first hypothesis —
portfolio assessment leads students to improve their writing abilities. The improvement is
also evident in the marks that the students have gotten in their sit-down examinations and
portfolio tasks (see Section 4.3). The evidence of this improvement can also be traced in
the students’ self-evaluation papers when they: describe their own progress (see Section
4.4.1). The following sections deal with the analyses of the quantitative and the
qualitative data. By quantitative data, we mean the scores that the students have gotten
from their portfolios and sit-down examinations, using the Portfolio Rubric. By
qualitative data, we mean the data obtained from the questionnaire and the self-evaluation

papers.
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4.3 Analyses of the Quantitative Data

We had two different quantitative data to analyze: (a) the data obtained from the
Portfolio Rubric for its reliability and validity and (b) the data obtained from the scores of
the students (both sit~-down examinations and portfolio tasks).

First, we tested the reliability and the validity of the Portfolio Rubric (see Section
4.3.1). Then we analyzed the data obtained from the scores of the mid-term examinations
and the portfolios (see Section 4.3.2). For this purpose we applied the following

analyses:

- a correlation coefficient between the sit-down examinations and the portfolio
tasks of the experimental group,

- amatched t-test for the first-semester and the second semester of the sit-down
examinations of the experimental group, and

- a t-test for independent groups for the final sit-down examinations of the

experimental and the control groups.

4.3.1 Achieving the reliability and the validity of the Portfolio Rubric

The students’ portfolios were marked using the Portfolio Rubric prepared for this
study (see Appendix IV). This rubric was analyzed to find out the reliability and the
validity. For its reliability, we calculated the interrater reliability by letting two different

ELT teachers mark the portfolios; for its validity, we found out the content validity by
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letting 20 ELT teachers rate the items of the rubric to show to what extent the items

matched with the objectives of this study.

4.3.1.1 Reliability

Students’ portfolios were marked twice in order to find the interrater reliability of
the Portfolio Rubric. One of the raters was the researcher herself: the second rater was
an outsider. who was also a teacher teaching writing. This second rater was trained
before she started marking so that she could be accustomed to the portfolio system and
the rubric. Then the coefficiency of the two marks were calculated. The obtained
correlation coefficient (r=.86) shows that the two raters overlap to the extent of .74 (%)
while rating the portfolios with the Portfolio Rubric. Since the correlation coefficient
over .80 is generally considered high for interrater reliability, we can accept that our r
(-86) is high enough to accept the reliability of the scoring,

Analysis of data for interrater reliability revealed that there was a significant
correlation (r= .86; p<.01) between the two raters. This correlation indicates that the
two raters agreed with each other when they marked portfolios with the rubric used in

this study.
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4.3.1.2 Validity

The objectives of this lesson and the items of the portfolio rubric were matched on

a S-point scale by 20 teachers of English (Appendix V). The results were analyzed by

finding the percentages of the matches for each category of the rubric (Table 4.1).

According to Brown (1996), a match of 80% can be accepted as valid. Thus, 80% or

above was accepted as a valid item in this study.

Table 4.1. The validity of the Portfolio rubric

Criteria in the Rubric Item no f %
(n=20)
A) Range 1-3 19 95
B) Flexibility 4-5 18 90
C) Connections 6-7 18 90
D) Conventions
Stylistic 8-11 17 85
Organizational 12-14 20 100
Mechanical 15-16 20 100
E) Independence 17-20 19 95
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The Portfolio Rubric used in this study was formed of five categories (a total of
20\items). Teachers rated the scale for each item from 1 to 5. The analysis of this data
was done according to the five categories in the rubric. Scales 4 and 5 indicated a match
between the item and the objectives. For each category, the number of the scale was
counted and the percentage for this category was calculated, as illustrated in Table 4.1.

According to this table, all the categories of the Portfolio Rubric are in line with
the objectives of this study, so the rubric can be accepted as valid. Yet, when we look at
the categories separately, we can usee that the organizational and the mechanical
conventions have the highest match (100%); whereas, stylistic convention has the lowest
(85%). The low match of the stylistic sub-category with the stated objectives might
indicate that teachers were not clearly instructed regarding the aim of this sub-category.
The stylistic convention in the rubric were the ability to use conjunctions, abbreviations,
technicallformal vocabulary, and the layout. We believe that these conventions reflect
our objectives indirectly. Improvement in conjunctions and technical/formal vocabulary
is in line with the aim of improving students’ linguistic abilities, such as coherence and
vocabulary (see Appendix V) and improvement in the layout is in line with the aim of

improving organization.

4.3.1.3 Some concluding Remarks on the Analysis of the Portfolio rubric

The analysis of reliability and validity showed that the portfolio rubric used in this
study is both reliable and valid. The correlation coefficient for the interrater reliability of

this portfolio rubric was .86 which can be accepted quite high. Thus, we can confidently
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remark that our third hypothesis was also supported: The Porifolio Rubric is a reliable
instrument to be used to assess students’ portfolios. Moreover, the match of the rubric
with the objectives of the study (the content validity) was 92.5 percent in total which can
also be accepted as high. Thus, it is possible to conclude that our fourth hypothesis was
also supported: The Portfolio Rubric is a valid instrument to be used in the Portfolio
Assessment. The analysis of the interrater reliability and the content validity of the
Portfolio Rubric may lead us to suggest that this rubric can be used at different settings
for evaluating productive skills aside from writing with the condition that the instruction

is made through portfolio assessment system.

4.3.2  Analysis of the scores obtained from the portfolios and the examinations

The aim of analyzing the scores of the portfolios and other writing examinations
given as part of the curriculum was to observe and compare the progress in students'
writing abilities when they were instructed through portfolio assessment system. The
correlation coefficients (Pearson-product moment) between the sit-down examination
scores and the portfolio scores of the experimental group were calculated in order to
observe how the scores on these two testing procedures relate to each other. When we
look at Table 4.2, we see that there is a strong positive relationship between the sit-down
examinations and portfolios. We looked at the table value to check whether the results
occurred by chance alone. Since all the obtained correlation coefficients (rs) are larger
than the table value (>.32; df= 52; p<.01), we can be 99% sure that the 6btained rs did

not occur by chance.
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Table 4.2. The correlation coefficients of the examinations

Examinations Correlation coefficient of Error
coefficient determination variance
(n @)
1* semester
Mid-term sit-down & portfolio .67 44 .56
Final sit-down & portfolio 74 .54 46

2™ semester

Mid-term sit-down & portfolio 71 .50 .50
Final sit-down & portfolio .92 .84 .16
df=52

In the first semester, when the writing tasks were at paragraph level, the
correlation between the mid-term sit~-down examination and the portfolio scores was .67
(= .67>.32; df= 52; p<.01). In order to find whether this significant relationship is
meaningful, we calculated the coefficient of determination by just squaring our r (=
.44). This coefficient directly represents. how much overlapping variance exists between
two sets of scores. In other words, there is 44 percent of shared variance between the
mid-term sit-down scores and the mid-term portfolio scores in the first semester. The
error variance was .56. This indicates that the remaining 56 percent of the variance on
each examination is random.

A significant increase. in the raw scores of the ﬁnal_'examinations (both the sit-
down and the portfolios) was observed when compared to those of the mid-term

examinations. In order to see to what extent the scores overlap, we calculated the
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coefficient of determination and error variance as .54 (r%), which was also greater than
that of the mid-term examinations. This means that 46 percent of the variance in the sit-
down final examination is not shared with the portfolio final.

These results support our claim that portfolio assessment system enhances
students’ writing skills at paragraph level. In order to see whether the improvement at
paragraph level is also achieved at essay level, we have extended the study to the second
semester.

The scores betwéen the mid-term sit-down examination and the portfolio given in
the second semester are positively correlated (= .71), but not as high as the first
semester’s final scores (= .74). The decrease may be due to the fact that it was the
students’ first experience in writing essays, which requires a much more complex
productivity as compared to paragraph writing,

The correlation coefficient of the final scores in the second semester (= .92)
indicates an almost perfect relationship between these two examination types. When we
' calculated the coefficient of determination, we found r* as .84, which indicates an error
variance of 16 percent.

Thus we can claim that a treatment of portfolio assessment has a positive impact
on students even when they first try a new type of writing. This positive effect is
observed not only in portfolios but also in sit-down examinations. In other words,
portfolio assessment system improves students’ writing skills no matter by which norm
they are assessed. The improvement gained through portfolios is reflected in the sit-
down examinations as well. This claim gains significance when we compare the means of

the sit-down examinations of both semesters.
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As seen in Table 4.3, there is an increase in the means of the sit-down examination
scores from the first to the second semester (from 64 to 83). Since our obtained t value
is greater than the table value (t= 12.35>3.46; p<.001; df= 52), we can confidently
remark that the subjects significantly performed better in the second semester. The
reason for this significant improvement might be the result of the implementation of
portfolio assessment. Since the portfolio assessment system made the students aware of
their errors and weaknesses and gave them the opportunity of revising their work
accordingly, they formed a habit of being more careful with what they produce even in
the sit-down examinations. The decrease of the standard deviation of the scores in the
second semester also indicates the homogeneity of the group. Therefore, it is possible to
conclude that the portfolio assessment system positively affected the students’ writing

performance even in the sit-down writing examinations.

Table 4.3 The comparison of the first semester sit-down and second semester sit-
down examinations
N mean s.d. ¢ value daf - p
First semester 52 64 20.43 12.35 52 .001
Second semester 52 83 9.87

Note. table value = 3.460
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The marks of the control and the experimental groups obtained from the final
examination were also analyzed to compare the performance of these groups at the end of
the academic year. In this final examination, both groups took the same examination in
which they wrote an essay on one of the three given topics. Their essays were marked
using the same rubric.

As can be seen in Table 4.4, the mean of the experimental group is higher than
that of the control group. This is statistically significant (£=5.19>3.460; p<.001; df=81).
Thus, we can conclude that the students who went through the portfolio assessment
system performed better even in the sit-down examination at the end of the academic

year,

Table 4.4. Comparison of the Scores of the Experimental and the Control Groups

N ‘mean s.d. ¢ value df P
Control 29 67 14.91 5.19 81 .001

Experimental 54 83 9.87

Note. table value = 3.460

To sum up, the first hypothesis of this study—implementation of portfolio
assessment in a writing class improves students’ writing abilities—was supported by three

types of analyses:
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- a correlation coefficient for the experimental group on the sit-down and the
portfolio scores,

- a matched t-test for the experimental group on the sit-down examinations in
the first and the second semesters, and

- at-test for independent groups (the control and the experimental groups) on

the final sit-down examination in the second semester.

The results of these types of analyses yielded a positive feedback regarding the students’

improvement in their writing skills due to the implementation of portfolio assessment.

4.4. Analysis of the Qualitative Data

In this section, we analyzed the responses given to the Portfolio Questionnaire
together with the opinions given in the self-evaluation papers. The findings obtained
from the questionnaire items-were supported by the students’ reflections expressed in the
self-evaluation papers. Since the Portfolio Questionnaire included three sections (A, B,

C), our analyses comprised of three separate sections.

4.4.1 Portfolio Questionnaire: Section A

This section of the questionnaire contained 12 sentences which were rated on a 5-

point scale by 45 students. The aim of this section was to elicit students’ opinions about
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the procedure we followed during our portfolio assessment system. Table 4.5 shows the

ratings of the sentences in this section.

Table 4.5. The frequency of the items in the Portfolio Questionnaire: Section A

Questions (Section A) Very |Useful |Neutral |Notvery |Useless
useful _ useful X2
() “) 3 (2) 1)
1 |Conferencing with the |33 10 2 - -- 87.55
' teacher

2 |Getting written 31 11 1 2 1= 17572
feedback from the
teacher

3 |Peer-feedback 7 13 12 10 3 7.32ns.

4 |Improving errors in 29 11 5 - - 64.65
grammar

5 |Organizing paragraph |28 14 3 - - 64.88

6 |Linkingideasina 21 20 4 - - 50.21

‘ variety of ways :

7 |Improving vocabulary |18 15 11 1 - 29.55

8 |Expressing views and 21 15 8 1 - 36.22
experiences

9 | Using various sources |17 11 15 2 - 25.95

10 | Analyzing sources 9 16 17 2 1 25.10

11 | Synthesizing ideas and |23 14 6 2 - 39.08
sources

12 |Being aware of 15 15 12 2 1 21.55
audience

df 4

p<.001; table value= 18.467

n.s.= statistically not significant
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1) Conferencing with the teacher in between the drafts: Forty-three students
(33 very useful; 10 useful) agreed that portfolio assessment was useful in this issue; only
two students found this procedure neither useful nor useless. The usefulness of
conferencing with the teacher is statistically significant (X* =87.55>18.467; p<.001;
df=4). So, we can claim that the students enjoyed discussing their writing drafts with the
teacher and that they benefited from conferencing with the teacher before writing each
draft.

We have observed that conferencing was very helpful for the students. They were
able to ask any questions that came to their minds while working on a task. During these
conferences, they became aware of their problems and tried to find solutions to these
problems on their own. Moreover, conferencing created a close relationship between the
teacher and the students.

Yet, we should admit that the only disadvantage of such conferencing was that it
was extremely time-consuming for the teacher. One conferencing took at least 15
minutes for each student; thus, conferencing all the students only once took the teacher
about 15 hours. In fact, the time devoted to conferences was over 15 hours since most
students came for a conference more than once. We believe that if the time of the
conference is limited, this disadvantage can be minimized. As we applied in this study,
getting together with the students only once, giving them written feedback afterwards,
and then letting them come for a conference only when a problem arises would minimize

this disadvantage.
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2) Getting written feedback from the teacher in between drafts: Forty-two
students found this issue very useful (X* =75.72>18.46; p<.001; df=4). Only one student
was neutral, and two students found this not very useful. We can conclude that most
students wanted to get written feedback beside discussing their problems with the
teacher. They believed that such written feedback also guided them to write better in
their next drafts, which is also evident in some of the stud‘ents’ self-evaluation papers

(S34, S35 & S36).

S34:  “Ireally learned the mistakes you found in my first draft, so I believe I reformed
it more beautifully.”

S35:  “I completely believe that I improved my essay writing with the help of the
feedback I get from the teacher.”

S36:  “For instance, in my first task, you wrote that I had a problem with articles. So I

studied articles and now I can use them in the right places.”

3) Peer-feedback: Only 20 students found peer-feedback useful, 13 not useful,
and 12 students stayed neutral. This shows that the students did not like peer-feedback
(X? =7.32<13.277; df=4). They thought that their level was almost the same with their
peers; so, receiving feedback from one another was not a good idea. Their opposing
peer-feedback might be valid if we consider students’ grammar knowledge. Writing,
however, requires not only accuracy but also coherence, vocabulary, organization of
ideas, and so on, which can easily be shared by the students during the feedback sessions
since each individual has the capacity of coming up with unique ideas, and such sessions

would provide the students an opportunity to be exposed to these various ideas.
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Moreover, as one of the students mentioned in her self-evaluation paper, peer-feedback
might lead to critical analysis of writing samples, which would help students learn how to
evaluate others’ work objectively (S37). For that reason, we believe that we should
convince our students for the usefulness of peer-feedback and guide them to apply this

technique.

S37. “By all tasks, I have had experiences and by peer-editions I have learned how to

evaluate.”

4) Improving errors in grammar: Although five students stayed neutral, 40
students accepted that portfolio assessment system helped them to improve their
grammar (X° =64.65>18.467, p<.001; df=4). The reason for this high degree of
students’ realization regarding their improvement in grammar may be due to the portfolio
assessment implementation since they were able to raise awareness of their errors and
were provided time to revise their drafts correcting these errors. The students also
expressed their opinions about this improvement in grammar in their self-evaluation
papers. They believed that they started to make less mistakes (S38, $39, & S40), which
in turn made their writing better because they were able to write more complex structures

with free of errors (S41 & S42).

S38: "Now, we are not making so many mistakes and my grammar has improved after
this lesson.”
S39: My grammar knowledge is better than I did before.”

S40: "I think my writing is getting well because I do fewer mistakes from day to day."
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S41:  “I am not writing very simple sentences any more. I am trying to write more
complex ones.”
S42:  “While I was writing my second draft, I tried to make more complex sentences

without grammatical mistakes.”

In spite of the positive feedback they gave regarding their improvement in
grammar, there were still some students who indicated their problems in the use of
punctuation (S43 & S44). This might be due to the lack of focus on such problems
during the feedback sessions. Therefore, we should give more emphasis on punctuation

in our future portfolio assessment implementation.

S43:  “Now, I can write better essays, but I'm sure I still have problems in
punctuation.”

S44:  “While writing my essays, I had difficulties in punctuation.”

5) Organizing paragraphs coherently: Out of 45 students, 42 found the
implementation of portfolio assessment useful from the point of organization (X*
=64.88>18.467; p<.001; df=4). The students’ opinions in their self-evaluation papers
also support this finding. They stated that they learned to organize their ideas coherently
in their writing samples (S45, S46, & S47), and some of them were even sure that
because of the good organization, the readers would understand what they meant in their

writing (S48 & S49).

S45:  “T have learned how to write organized and understandable paragraph.”
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S46: "Now my writing isn't very good but I'm sure that it is better than before. Now, I
know how to arrange my thoughts, how to write different paragraphs..."

S47: "I think the best progress I have made in writing is the one I have made in the
organization of my papers....I became more aware of the writing methods."

S48: “Now, I can write my ideas in an organization. It is so clear that readers can
understand it easily.”

S49: “A'nother important development is that while I am writing a paragraph or an
essay, I can decide if the organization is good or bad or the sentences are in order

or clear enough for readers.”

We can conclude that our students became more capable of organizing their ideas
through portfolio assessment system. They learned the required organizational patterns

while getting feedback and revising their drafts accordingly.

6) Linking ideas in a variety of ways: Forty-one students found portfolio
assessment system useful in finding varieties to link their ideas (X*> =50.21>18.467,
p<.001; dié4); only four students stayed neutral. This is because, throughout the
portfolio assessment process, the students got written and oral feedback from their
teacher and peers. With the benefit of this feedback, they were able to observe their
writing progress from different perspectives, which enabled them to learn and use
varieties in writing,

7. YOKSEKOCRETIM KURULU
ROKUMANTASYON MERKEZI
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7) Improving vocabulary: Thirty-three students regarded portfolio assessment
system useful from the point of improving their vocabulary (X>=29.55> 18.467, p<.001,;
df=4), 11 students did not express any positive or negative comments regarding this item,
and only one student found this not very useful. This reveals that by the use of the
portfolio assessment system, students were able to expand their vocabulary. The analysis
of the self-evaluation papers supported this finding as well. The students stated that since
they wrote their drafts outside the classroom, they had ample time to look up the words
they did not know (S50, S51 & S52). We believe that an involvement of this kind helped

the students to improve their use of vocabulary.

S50: "I gained the habit of using dictionary. As a result of this, my vocabulary has
increased."

S51:  “I bhave been trying to write effective and complex sentences by using
dictionaries. As a result, I can find suitable words easily and I can write more
fluently.”

S52:  “While writing these tasks, I learned lots of words and learned to use the

dictionary.”

There were, however, a few students who stated, in their self-evaluation papers,
that they still needed to work on their vocabulary. They were aware of this problem and
they said that not reading enough books in English, or reading only simplified books were
the reasons of this problem (S53, S54, & $55). In order to solve this problem, we should

encourage our students to read more in English.
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S53:  “T have still some lacks in writing such as vocabulary. I generally use the same
verbs and simple adjectives.”‘

S54: “T’ve still problems on vocabulary. Because I'm not accustomed to use of
dictionary frequently. And I’m still reading simplified books.”

S55:  “I have a serious problem that is I can’t translate my ideas into English perfectly.
When I think of a sentence in Turkish it is good but when I write it in English it is

as if it lacks and makes no sense.”

8) Expressing views and experiences in writing: Thirty-six students considered
poftfolio assessment system useful from this point of view (X* =36.22>18.467; p<.001;
df=4). Eight students stayed neutral, and only one student found this not very useful.
We can then state that at the end of the treatment, the students have seen improvement in
the way they express their ideas in writing. During the conferencing and marking
sessions, one of our foci was to let the students reflect on their writing. This, we believe,

improved their skill in expressing their views and experiences.

9) Getting into the habit of using various sources: Twenty-eight students
found portfolio assessment system useful in this issue (X* =25.99>13.277, p<.05; df=4),
15 students did not express any positive and negative comments, and 2 students said it
was not very useful. The significance of the results indicates that the students, in
accordance with the requirements of the course, made use of some sources while writing.
This activity led the students to acquire the habit of looking for some sources before
starting writing. In their self-evaluation papers, the students also stated that basing their

writing on some sources made them write better (S56, $57, & S58).

103



S56:

S57:

S58:

“After choosing my topic, I made some searches, and found some information, so
I wrote my first draft easily.”

“After deciding to write a definition about shamanism, 1 went to the library to
take information. This showed me the way to writoe my essay.”

“In order to get my aim, I searched its meaning and I’ve learned something about

this word, so it wasn’t difficult to write it.”

10) Analyzing the sources in detail: Twenty-five students indicated that they

made use of the portfolio assessment system while analyzing the sources (X> =25.10>

18.467; p<.001; df=4). Since the students got used to looking for some sources before

writing, they learned to analyze these sources so that they could select the necessary ones

for their writing. In their self-evaluation papers, some students pointed out that having to

analyze the sources was helpful (S59) and fun (S60).

S59:

S60:

“At first, I found it difficult to analyze the features that are similar or different for
my compare and contrast essay. But after talking with my teacher, I learned it
and organized my essay.”

“I liked to analyze articles with such a detailed way. I felt myself like a

headwriter of a newspaper.”
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11) Synthesizing ideas and the sources effectively: Thirty-seven students
indicated that they learned how to synthesize ideas through the portfolio assessment
system (X* =39.98>18.467; p<.001; df=4). After analyzing the sources, the students
were taught to link the obtained information with their own ideas in writing their essays.
Thus, during the portfolio assessment process, they learned how to analyze and

synthesize the sources as well as their ideas.

12) Being aware of the audience/readers: Thirty students indicated that they
started to consider their readers while writing with the help of the portfolio assessment
system (X> =21.55>18.467; p<.001; df=4). This awareness might have occurred during
the conferencing and marking sessions as we always warned them about this matter.

There were some students who mentioned this point in their self-evaluation papers (S61).

S61:  "But now I can see my improvement in writing. I think I'm writing more fluently
now than before and while I'm writing I consider if the readers will understand

what I write or not."

Analysis of data of the first section of the questionnaire revealed that most
students were content with this new system and that ;chey improved their writing abilities.
The only item that they did not like was the peer-feedback, but we believe that the
students would enjoy this if they were given more chance and better guidance for peer-

feedback.
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4.4.2 Portfolio Questionnaire: Section B

This section of the que.stionnaire contained four statements regarding the
evaluation of the portfolios. The students were asked to express their agreement or
disagreement to these statements, providing a reason for each of their responses.
Responses, given as a reaction to each of the statements, were analyzed focusing on what
they have agreed/disagreed most and on why they have indicated such an

agreement/disagreement (see Table 4.6).

Table 4.6. The Frequency of the Items in the Portfolio Questionnaire—Section B

Questions (Section B) Yes No X2

1 Grading portfolios together with the teacher was very | 44 1 41.08 **
useful

2 It is a good idea that an outsider, besides the teacher, | 23 22 0.02 n.s.
grades the portfolios

3 It was good that all my essays were graded 32 13 8.02 *

4 It was good that I had my grades from my final drafts |45 -

df: 1
*p<.01; table value= 6.635
*¥p<.001; table value= 10.828
n.s.= statistically not significant
1) Grading portfolios together with the teacher was very useful: As explained
in Section 3.4.3, each portfolio was graded with the mutual contact of the teacher and the

student. That is, the teacher sat together with each student, and they were both engaged
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in marking the portfolio by discussing the weak and the strong points. The aim of this
statement was to elicit students’ reaction towards this type of a marking system.

With the exception of one, all the students agreed that they were contented with
grading portfolios together with the teacher. That single student, finding the feedback
given on his drafts sufficient, was opposed to such a grading system. The rest of the
students gave different reasons for their agreement. These reasons; can be categorized
under three titles: (a) becoming aware of their weaknesses and strengths by seeing where
they gained and lost marks, (b) sharing their ideas with the teacher, and (c) learning how

to evaluate a writing sample.

a) Seeing where they lost and gained marks: Most of the students said that they
found grading their portfolios together with the teacher beneficial because such a rimrking
system gave them the chance to see their strengths and weaknesses (Q1, Q2, & Q3) at
the end of the implementation. Such an activity would help them to work on their
weaknesses and strengths in other areas in the future. Moreover, since they saw where
they lost and gained marks, they did not have any doubts about whether they certainly

deserved this mark or not (Q4 & Q5).

QI:  “Icould see my faults or my good points better in this way.”
Q2:  “I am aware of my errors by the help of my teacher.”

Q3:  “I can understand my mistakes clearly, so I try to correct them.”
Q4:  “Because I see all my mistakes and know why I got that grade.”

Q5:  “Thus I can see my mistakes and be sure that I get the mark that I deserve.”
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(b) Sharing their ideas with the teacher; Some of the students indicated that

grading portfolios with the teacher helped them to explain to the teacher what they meant
by the structure or phrase they have used in their drafts (Q6 & Q7). By this, they
thought, they were able to share their ideas with the teacher, which in turn created a more

reliable relationship between the teacher and themselves.

Q6: “Because you can tell your ideas that the teacher don’t understand.”
Q7.  “Both the teacher and I can give our comments at the same time and we can

understand what we want and mean by discussion.”

(c) Learning how to evaluate a writing sample: A few of the students said that
such a grading system helped them to learn how to evaluate a writing paper, which in
turn would be beneficial to them in their future career (S8, $9, & S10). Sooner or later,
some of these students will be teachers of English and will be faced with the task of
evaluation during their own teaching. If they become involved in an evaluation process
during their education, they will start their profession equipped with the knowledge
required for evaluating students’ performance. Such acquired knowledge might help

them to become self-confident of themselves.
Q8:  “We learn the facts of grading which we are going to use in the future.”

Q9:  “Because it is a chance to learn how to evaluate an examination paper.”

Q10: “We learn how to grade.”
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2) It is a good idea that an outsider, besides the teacher, grades the
portfolios: Students’ final portfolios were marked by an outsider for the second time.
The outsider did not know anything about the students but was given explanation and
training on the grading system. The benefit of involving an outsider rater was inquired in
the questionnaire in order to learn what the students thought about the outsider.

Twenty-three students found it beneficial, but this number has no statistical
significance (X? =0.02<6.635; df=1). The responses attained from the students can be
categorized according to from which perspective they have looked at the contribution of

the outsider: (a) from the point of grading and (b) from the point of learning process.

(a) From the point of grading: About half of the 23 students thought an outsider

would make the evaluation more objective as s/he would not know the students. They
thought that although class teachers try to evaluate papers as objectively as possible, they
may be subjective in their evaluation as they know these students (Q11). But if an
outsider marks the papers besides the class teacher, this might make the evaluation

process more objective (Q12 & Q13).

Q11: “Because the teacher generally knows the student’s style, but an outsider knows
nothing about the student. So the outsider is a real reader.”
Q12: “S/He can be more objective thinking him/her as a real reader.”

Q13:  “An outsider can be more objective because you don’t know each other.”
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(b) From the point of learning process: The other half of the 23 students felt that
the evaluation of an outsider would give a different perspective on their ideas; (Q14 &
Q15) this, in return, would help them to criticize themselves better (Q16). They will not
only follow their class teacher’s ideas but also learn what an outsider thinks about their

work; and hence, they will be able to use more varieties in their writing.

Q14: “Different ideas and different points of view are always better.”
Q15:  “It helps us approach our mistakes with different eyes and aspects.”
Q16: “Because you can see another side of the ideas you’ve written. You can criticize

yourself deeper by the other people’s ideas, comments.”

Twenty-two students who opposed to the idea of an outsider thought that the
outsider might not know their level as the teacher does (Q17, Q18, & Q19). These
students believed that the class teacher might get affected when s/he sees the efforts of a
student throughout the learning process and thus might give marks accordingly. An
outsider, on the other hand, would not do this. Moreover, two of these 22 students
believed that no one else should be involved in a class activity aside from the teacher and

the students (Q20 & Q21).

Q17: “Because s/he can’t know my level as my teacher does.”

Q18:  “The outsider may not have any knowledge of what we have written.”
Q19: “Because the teacher knows the students’ capacity better than an outsider.”
Q20: “It’s not necessary; it is between the teacher and the student.”

Q21:  “I don’t like someone read my portfolios except the teacher.”
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3. It was good that all my essays were graded: In the second semester,
students were given four tasks for their portfolios. One of these tasks was completed in
class, as a sit-down examination. Qut of the three portfolios, one was selected by the
students depending on their own interests to be evaluated as their mid-term examination.
The other two tasks were evaluated as their final examination. In the first semester,
however, the students were given the opportunity to choose one of their tasks to be
disregarded from the evaluation. In our questionnaire, we tried to elicit students’
preference in regard to these two applications. |

Thirty-two students were in favor of including all the tasks in the evaluation (X*
=8.02>6.635; p<.01; df<1) because they had opportunity to see their weaknesses and
strengths in various topics (Q22, Q23, & Q24). They were aware of the fact that they

would only focus on the chosen tasks if all their essays were not graded (Q25 & Q26).

Q22: “Each essay was a step so grading these essays showed me where I was at that
stage.”

Q23: “Writing is a complete action. All essays should be graded.”

Q24: “Now, I know what kind of essay I write well or bad.”

Q25:  “Otherwise, I would have written the ones that I would give.”

Q26: “If all my essays weren’t graded, I couldn’t care while I was writing.”
Out of 45 students, only 13, preferred to choose the tasks to be evaluated because

they were not satisfied with the outcome of some of the tasks although they tried to do

their best (Q27, Q28, & Q29).
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Q27: “In my opinion, some of them were bad. Although I tried to write the best I
could, they were not .good so, grading them was against me.”.

Q28: “Because sometimes some of my essays are weak and the ones I selected would
be the better ones.”

Q29: “Because sometimes we can’t write good things about one of the subjects but the

others can be better.”

4. It was good that I was graded on my final draft for each task: Since
portfolio assessment focuses on process writing, students are allowed to write drafis, to
revise and rewrite until they feel it is a good piece of writing. Portfolio assessment
postpones the evaluation step to the end of the process; that is, evaluation does not take
place until the student and/or the teacher feel(s) the task is ready. This statement aims to
reveal whether the students were happy with being evaluated at the end of the process.
All the students who returned the questionnaires were in favor of being evaluated on their
final draft. Their responses could be analyzed in two categories based on the reasons

they have given:

(8  having error-ﬁ‘ée final drafts

(b)  getting higher marks.

(a) Having error-free final drafts: Almost all the students agreed with this

statement because they would like to see error-free final drafis. These students wanted to
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see to what extent they have made improvement in the writing process (Q30, Q31, &

Q32), and they believe that their final work reflects their improvement (Q33 & Q34).

Q30:

Q31:

Q32:

Q33:

’Q34:_

“Because nobody can write a perfect essay or task in the first draft. There are a
lot of mistakes. So the final drafts are the best drafts to grade.”

“Since writing is a process and we do our best as time passes, I believe that the
final ones are the best.”

“I can see the result of my study.”

“Final draft shows my best work.”

“Final drafts are generally the ones which have less mistakes and improved so it is

better to grade last ones.”

(b) Getting higher marks: Seven students indicated that leaving the evaluation of

portfolio tasks to the end would help them to get higher marks (Q35, Q36, & Q37).

These students liked the portfolio assessment system probably because their focus was to

get higher grades rather than the acquisition of the writing skill.

Q35:

Q36:

Q37:

“We have chance to take good grades from our final drafis.”

“Because in my final drafts I corrected almost all of my mistakes and got much
higher grades.”

“If not, I wouldn’t pass this course, because I had very easy grammar mistakes in

the first drafts.”
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To sum up, analysis of the data of the questionnaire in Section B revealed that the
students were content with the evaluation process, except the involvement of an outsider
rater. The findings showed us that our students liked the portfolio assessment system

from two different points of views:

-- from the point of passing the course

-- from the point of learning

Some of the students’ main interest was getting higher marks. Therefore, in their
responses to some items in the questionnaire, they related their agreement with the given
statement to their high scores they have attained. Whereas, there were some students
who were completely interested in their performance. Therefore, these students, in
expressing the reasons for their agreement, stated that they favored the different aspects
of portfolio assessment because the system enabled them to become potential writers.
Thus, these students did not refer to the high grades they had ‘received in indicating their

reasons for their problems.

4.4.3 Portfolio Questionnaire: Section C

In this section, there were two questions related to the future implications of
portfolio assessment followed by an instruction asking the students to briefly describe
their feeling about the portfolio assessment system in three words. The two questions,

forming a base on the analysis, were formulated as follows:
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1) Would you like portfolio assessment system to be used in other courses?
Why? Why not?
2) If you were given the chance to choose only one of the tasks you have

written in the second semester, which one would you choose? Why?

1) Would you like portfolio assessment system to be used in other courses?
Why? Why not?: Two students stated that they did not have any idea about this
question. Out of 45 students, 23 said that they would not like it to be used in other
courses. Most of them did not find the suitability of such an assessment system in other
courses aside from the writing course. They thought that although they benefited a lot
from this system in the writing course, it would not be as useful as it would in others.

Another frequently stated reason of the students was that this system was time-
consuming, tiring, and sometimes boring. These students stated that portfolio assessment
in the writing course took a lot of their time. If they were to use such a system in their
other courses, they would not have any time for themselves.

On the other hand, twenty students said that they would like portfolio assessment

system to be used in other courses. Their reasons can be grouped into four categories:

(1) Seeing their mistakes in writing: The students stated that they were able to

see all their mistakes; thus, if this system were used in some other courses, they would be

able to see their mistakes in those courses and correct them accordingly.

(2) Being tidier: As they were keeping a folder, in which they put everything

related to their tasks, they have learned to be organized.
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(3) Being forced to study: These students indicated that they did not study for
their other courses until the time of the examination. The portfolio system in the writing

course, they believed, have forced them to study throughout the year.

(4) Improving their cognitive skills: The students indicated that, instead of

memorizing concepts, rules or other issues, in the portfolio assessment they arrived at the

desired solutions by making use of their cognitive skills.

In giving their reasons for the implementation of this system, some students even
gave the name of the courses in which this system could be applied. These courses are
namely Text Analysis and Study Skills. They claimed that the use of portfolio assessment
system in such courses would help them to analyze what they learned and be able to
remember the details more without relying on memorization.

Analysis of the responses to this questionnaire item revealed that the students who
did not want to be faced with this assessment system in other courses outweighed the
ones who wanted. The rejection of the assessment was based on the fact that it would be
too tiring. Yet, the suggestions offered in using portfolio assessment system in Text

Analysis and Study Skills lessons can be taken into consideration.

2) If you were given the chance to choose only one of the tasks you have

written in the second semester, which one would you choose? Why? In the second

semester, the students wrote three essays for their portfolios:
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- A compare and contrast essay
- A definition essay

- A mini-project

Twenty-two students chose the mini-project which required an interview with
teachers and/or students. All the students, except a few indicated that interviewing
people, especially the teachers was a different experience and excitement. These students
also stated that they were able to combine their ideas with the ones they interviewed,
which gave them the chance to comment on the ideas. The reasons those few students
indicated for choosing the mini-project were that the task was easy and fun to fulfill,

Another group of 16 students chose the definition task. Most of these students
stated that this was the easiest and the most enjoyable task because they were responsible
for choosing the topic and creating the related ideas. A few of these students, most
probably those who focused on higher performance in learning, said that they liked
definition essay because they made very detailed research to find related information
about their task. )

Only seven students chose compare-contrast essay because it was the first task of
this semester so they devoted more time and attention on this task. They stated that they
did not get bored while writing the compare-contrast essay as it was the first time they
used sources for writing.

Analysis of the answers of this question revealed that ;he first task (compare-
contrast essay) was the least preferred task, then came the second task (the definition)

and the third task (mini-project) was the most preferred. Thus, we can state that students
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in fact enjoy writing when the task is based on some data. For that reason, students

should be encouraged to get involved in similar activities in their writing courses.

3) Write three words which reflect your opinion about portfolio assessment
system. Within the three words given, some students expressed both their negative and
positive feelings, and some only expressed their positive feelings. Luckily, there was no
one providing all the three words with negative connotation. Some of the words were
grouped under one word. For example, the words, perfect, wonderful, excellent were
grouped under perfect; planned, organized were counted as planned. The frequency of

thése words are shown in Table 4.7.

Table 4.7. The frequency of the words used in the Portfolio Questionnaire—
Section C

Useful Planned improver

(29) ©6 “

Tiring Amusing good

(19) ©) “4)

Boring Difficult co-operative

(10) (6) €))

Time-consuming Responsibility academic

(10) ®) @)

perfect Instructive Self-study

(10) ©)) ()

Necessary Creator waste of paper

® @ 0]
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As can be seen in this table, 18 different words were used. The most frequently
used words were useful (29) and tiring (19), the former indicates a positive and the latter
a negative feeling. The reason for the three frequently-used negative words (tiring,
boring, and time-consuming) following a positive word (useful) might be associated with
the unavailability of the computers to the students. As we have mentioned before (see
Section 4.2), insufficient number of the computers caused our students to submit their
writing samples in handwriting, which was really time-consuming and tiring,. We believe
that if students had had access to computers, the sequence in the frequency of these
words would have changed. Additionally, when we look at the occurrence of all these
words as a whole, we can see that the frequency of the words expressing positive feelings
outweigh the frequency of the words expressing negative feelings (Figure 4.2).

This figure shows that the words expressing positive feelings (13 words) are more
than the ones expressing negative feelings (5 words). The frequency of the words
expressing positive feelings (89 times) is greater than the ones showing negative feelings
(46 times). We can, then, conclude that although portfolio assessment system is found to

be tiring, boring and time-consuming, it is still favored in great length by the students.
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Figure 4.2. The positive and negative feelings of the students towards the

portfolio assessment system.

444 Some Concluding Remarks on the Analysis of the Questionnaire

When we sum up the results of the Portfolio Questionnaire as a whole, we can
conclude that the students were most of the time content with the portfolio assessment
system. They believed that they learned a lot from the system and they improved their
writing abilities and cognitive skills. The main problem had to do with the duration that
they had to devote to performing the assigned tasks. They got tired of writing some of

the tasks over and over again due to the inaccessibility of the technical equipment. Since
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the students had to rewrite by hand every time they made a revision, they got very bored
and frustrated. In spite of this drawback, they were aware that they were learning
through this system, and this made them continue writing their tasks and enjoy co-
operating with the teacher. This is very clearly expressed by the positive words utilized in
response to the questionnaire item in Section C. There are words like instructive,
academic, useful as well as amusing (see Figure 4.2). Thus, we can conclude that
portfolio assessment system enabled the students to improve their writing while engaging

them in motivating activities.
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CHAPTER 5§

CONCLUSION
5.1 Introduction

This thesis addresses the debate about whether portfolio assessment system
in writing classes is an alternative to traditional, timed examination system. In fact,
“portfolio assessment is not a new concept in education, but a system that allows
permanent storage of optical data, written and drawn images, and verbal ability is
new” (Campbell, 1992, p. 70).

A ;;ortfolio is generally defined as a student’s collection of his/her work,
experiences, exhibitions, self-ratings, and so on. Portfolio assessment, on the other
hand, is the evaluation of the process of planning, collecting, and analyzing the data
maintained in the portfolio (Moya & O’Malley, 1994).

Portfolio assessment system has numerous advantages in the field of
language education. One of the advantages is that it emphasizes what the student
already knows rather than what s/he does not know (Mathew, 1990). This emphasis
encourages students to put more effort on their work since they know that all their
positive points in their work will be awarded. In the traditional writing system, the
aim of evaluation is to evaluate students® specific skills or knowledge. However, in
portfolio assessment system, the aim is to help students to learn about their
strenghts and their needs (Crosby, 1997).

Another important advailtage of portfolio assessment system is that it
enables students to improve their matacognitive skills. Throughout the process of

portfolio assessment, students get the responsibility of collecting and reflecting on
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data. During this collection and reflection process, they raise awareness, create new
ideas, analyze and synthesize, which makes them become active participants in their
performance and feel confident about themselves. All these elements convey
students to become metacognitively developed learners.

Students’ improvement in their metacognitive skills can best be observed
through action research cycle because in action research, the aim is defined and the
plan to attain this aim is determined before the action takes place. During and after
the action, the process is observed in order to find out whether the defined aim is
achieved or not. It is generally believed that the necessary abilities for
metacognition develops through the cycles of action research.

Considering these factors of portfolio assessment and action research, we
have tested four hypotheses related to the implementation of portfolio assessment.

(1) Implementation of portfolio assessment in a writing class improves

students’ writing abilities.

(2) Portfolio assessment leads students to improve their metacognitive

skills and to be autonomous learners.

(3) Portfolio assessment system is a reliable system to be utilized in

evaluating students’ writing abilities.

(4) Portfolio assessment system is a valid system to be utilized in

evaluating students’ writing abilities.
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5.2  Portfolio Assessment and Students’ Writing Abilities

Hypothesis 1 assumes that students’ writing abilities will improve with the
help of portfolio assessment implementation. The results obtained from the data
support this hypothesis. We have observed that portfolio assessment system has a
positive impact on students” writing performance both in their portfolio tasks and in
their sit-down examinations.

During our study, students receive both written and oral feedback from the
teacher and their peers in-between their drafts. Such feedback is observed to be
beneficial for students to improve their writing abilities. When students receive
written feedback on their weak points (about grammar, organization, ideas, and so
on), they work on this weakness and overcome it for their next drafts. Hence,
students are given the opportunity to study and correct their errors in portfolio
assessment system.

Aside from the written feedback, students get with the teacher (or sometimes
with peers) for conferencing sessions. The main advantage of these sessions is that
students become aware of their problems and try to bring solutions to these
problems while discussing with the teacher. Moreover, conferencing sessions
create a close relationship between the teacher and the students, which in tum
enables students to ask any questions that come to their minds while working on
their tasks.

In short, the more students write, the better writing abilities they gain. They
start producing more accurate sentences with various kinds of vocabulary and

organized paragraphs. Consequently, they acquire the ability of writing fluent,

124



coherent, and error-free writing samples. This acquired skill helps students be more

successful even in sit-down examinations.

5.3  Portfolio Assessment and Metacognitive Skills

Hypothesis 2 assumes . that implementation of portfolio assessment
contributes to the improvement of metacognitive skills. The analysis of the
obtained data during the process of action research cycle has supported this
hypothesis.

The first and the foremost indicator of metacognitive development is
awareness raising. At the end of the action research cycle, students acquire the skill
of getting aware of their strengths and existing problems since they revise their
drafts according to their problems in the previous drafts. Acquiring an awareness of
one’s own problem, we believe, will help them to recognize the problems they
might be confronted with in other areas and to bring solutioné to such problems.
For instance, in the study we conducted, some students identified their problems in
the use of vocabulary, and they stated that reading original books in English (not
simplified ones) might bring a solution to this problem. Some others, identifying
their strengths, stated that they learned organizational patterns while getting
feedback and revising their drafts accordingly. We believe that these students (the
ones who have been able to recognize their weaknesses and strengths) have become
metacognitively developed and autonomous learners. They will most probably be

able to adopt this skill to their future academic and professional lives.
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To sum up, we can say that students have the benefit of portfolio assessment

system from various directions:

(1) Students learn their mistakes in their drafts and study accordingly.

(2) Students become organized and planned since they keep a folder in
which they put everything related to their course.

(3) Students are forced to study throughout the year rather than study just a
few weeks/days before the time of the examination.

(4) Students improve their metacognitive skills which is crucial in an
individual’s life because the workers and citizens of the future will be among the
ones “who have learned how to solve problems, to evaluate evidence, to come up
with new ideas or new approaches to old ideas” (White, 1993, p. 106).

Aside from all these advantages of portfolio assessment system, we should

also point out the shortcomings of implementing such a system:

(1) Portfolio assessment system is time-consuming both for students and
teachers. Students devote a lot of time to perform the assigned tasks. Because of
this, they sometimes feel tired and get bored of this system. In the study we
conducted, inaccessibility of the computers was the biggest problem for our
students since they had to rewrite their drafts by hand. If students were provided
with such technique, we believe that this drawback would be iess an issue.

Teachers might suffer from portfolio assessment system as well. Teaching
and evaluating writing in general is already tiring and time-consuming since
teachers have to read students’ writing samples many times during the process of

writing. In portfolio assessment system, teachers devote more time since, aside
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from giving written feedback, they get together with their students in conferencing
sessions, which is more tiring as well. In order to lessen this drawback, teachers
might make the first conferencing session compulsory. By doing so, students get
used to the system at the very beginning. After that, teachers might focus on
written feedback more and ask students to come for a conference only if they really
want to discuss about their tasks. They can even ask students to identify the
problematic parts of the writing samples and teachers can read and give feedback

only on these parts in conferencing sessions.

(2) Portfolio assessment system might cause some students to plagiarize
since the drafis are written out of class. In order to prevent students from
plagiarism, we should keep the record of the capacity of each student in our files
while reading drafis and while conferencing with them. Moreover, we should give
them an in-class activity so that we have the opportunity to compare students’

performances in an out-of-class activity with an in-class one.

5.4  Reliability and Validity of Evaluation Portfolios

Hypotheses 3 and 4 assume that portfolio assessment system is a reliable and
a valid system to be utilized. The analysis of the obtained data from the Portfolio
Rubric used in this study has supported these hypotheses.

Establishing the validity and the reliability of portfolio assessment system is
very crucial since it is a qualitative approach to assessment (Moya & O’Malley,

1994). In order to receive a successful validation of the system, students’ work
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should be judged by multiple raters, these raters should be trained carefully, and the

procedure of the implementation should be carefully planned.

5.5  Future Prospects

This study is limited with only the implementation of portfolio assessment
system on the adult learners in ELT Departments where writing is taught
independently. For further research, implementation of portfolio assessment system
can be investigated in large-scale programs, such as preparatory schools of
universities.

Implementation of this system in large-scale programs can bring two main
problems: (a) the extra workload of the writing teachers and (b) the objectivity of

evaluating the portfolios.

(a) The workload that writing teachers have (while reading and giving
feedback to students’ writing samples) is doubled in portfolio assessment system
because teachers in this system need extra time for conferencing with students and
evaluating the portfolios. In order to lessen the workload, the writing teachers can

assign 1-2 hours of their writing lessons to conferencing and scoring sessions.

(b) Objectivity of evaluating portfolios is already a difficult issue; yet, in
large scale programs, this might turn to be more difficult since in such programs
there are a number of classes of the same level, which might make the organization

of the evaluation system more difficult and complicated. Collaboration of the
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teachers and the students might help for objectivity. For this collaboration, the class
teacher and the student score the portfolio together. The mark they give is
evaluated as 50% of the whole mark. Moreover, an outsider who does not know the
students mark the portfolio with 40% of the whole mark. Aside from the teachers,
peers might be asked to evaluate the portfolios with 10% of the whole mark. We
believe that if an outsider is involved in the scoring procedure, the subjectivity of
the class teacher is minimized.

Another possible research topic might be implementation of portfolio
assessment system on young learners. This implementation might be done both to
L1 and L2 learners. The aim of such an implementation might be to observe the
improvement in students’ metacognitive skills, which we believe is more important

to acquire at an early age.
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APPENDIX I

CHECKLIST FOR PEER-EDITION
Yes /No
1. Does it make sense? Is it interesting?
2. Does it have an introduction?
3. Doesit have a conclusion?
4.  Did s/he always use the most appropriate or interesting words?
5. Did s/he use any words too often (and, then, so, etc.)?
6. Do all sentences in a paragraph relate to one idea?
7. Are the sentences varied in length, pattern, and beginnings?
8. Do the sentences tell a complete thought?
9.  Are capitals used where necessary?

10. Did s/he use apostrophes, commas, quotations marks, periods, question
marks where needed?

11.  Are all words spelled correctly?

12.  Are paragraphs indented?

(From Helping Student Writers, Grades 7-12, 1980, pp.65)
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APPENDIX II

2nd Term Writing Course Instruction

At the end of this semester, you will submit a portfolio from this
course. The schedule for this course is available on the other page.
The followings are the requirements for the course:

i) each paper must have an introductory cover sheet that
explains what you were trying to accomplish and that
describes some of your writing process; such as what feedback
you have got and what changes you have made in revising.

ii) portfolios will fail if they contain more than a very few
mistakes in grammar, punctuation, spelling or if you have
more than a few sentences that are so tangled that the
meaning is unclear to a general reader on first reading.

iii) portfolios will be evaluated by (a) you and the instructor
together, and (b) an outsider. The instructor and the
outsider must be confident that the work you submit is really
yours. Portfolios will fail if the instructor and/or the
outsider are not confident it is your work.

The tasks of your portfolios will include the following:

1) A Comparison and Contrast Essay

2) A Definition Essay

3) An Argumentative Essay

4) A Mini-project

For the mid-term, you are supposed to choose any of the first two
tasks~-either the comparison and contrast or the definition essay.
50% of your visa will be given from this portfolio and 50% from the

sit-down exam. If your portfolio fails for V¥isa, you have the chance
to revise and bring it for the final portfolio.

The evaluation of this portfolio (the mid-term) must be finished until
April 19th. Therefore, when you feel your portfolio is completed, you
can take an appointment and come to me to evaluate the portfolio. The
students who do not come until this date will not be involved in the
evaluation process.

For the final, you are supposed to complete the other 3 tasks. 80% of
your final will be the portfolio and 20% the sit-down exam.

The evaluation will be in the week May 27-31, so everything for the
portfolio must be ready until this week.
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SCHEDULE

March 4-8: Introducing Comparison & Contrast paragraphs and essays
task: find 2 articles (newspaper article, scientific article, compositions
written by you or a friend, etc.) and read them and try to find where
they show similarities and differences. The articles will be in
English.

March 11-15: Comparison and Contrast essays, continuing.
task: portfolio task 1l: Write a comparison and contrast essay about
the two articles you have read.
(dead line:19 March)

March 18-22: i) peer-edition and discussion about the comparison-contrast
essay (task 1) you have written.
ii) introducing definition paragraphs.
task: i) rewriting task 1 after peer-edition.
ii) appointment from me for the week 25-29 March to discuss about
your task 1.

March 25-29: Definition essays continuing
task: i) portfolio task 2: Write a Definition essay (dead line: 2 April)
ii) appointment from me to discuss problems of task 1 if you still
have any (for the third draft).

April 1-5: i) peer-edition for definition essay.
1i) introducing argumentative essay
task: 1) revision of task 2 after peer-edition

ii) appointment from me to discuss any problems about task 2.

April 8-12: Argumentative essays continuing
task: i} portfolio task 3: Write an outline for an argumentative essay
{deadline: 16 April)
ii) appointment from me to discuss problems of task 2 if you still
have any (for the third draft).

"April 15-19: i) peer-edition for argumentative essay
ii) preparation for the portfolio task 3: the mini-project: what to
write, how to write, what's included, etc.
iii)preparing the questions to interview people for the mini-
project.
task: appointment to discuss any problems about task 3

April 22-26: MID-TERM EXAM

Ap 29-May 3: HOLIDAY (the interviews will be finished and the outline of the mini-~
project will be prepared)

May 6-10: peer-edition and writing the mini-project
task: i) get ready for oral presentation of the projects

ii) appointment for any problem of any portfolio tasks

May 13-17: oral presentation of the projects
task: get ready for the final drafts of all portfolio tasks

May 20-24: oral presentation of the projects
task: appointment for the week May 27-31 to evaluate portfolios

May 27-31: evaluation of the portfolios for the final exam.
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APPENDIX III
THE PORTFOLIO QUESTIONNAIRE

A) Rate the following considering the extent you think the Portfolio Assessment has
been useful to you.

L Conferencing with the teacher between the drafts
5 4 3 2 1
very useful : not very useful

2. Getting written feedback from the teacher between drafts

3 4 3 2 1
very useful not very useful

3. Peer-feedback

5 4 3 2 1
very useful not very useful
4, Improving my errors in grammar
5 4 3 2 1
very useful not very useful

5. Organizing my paragraphs coherently

5 4 3 2 1
very useful not very useful

6. Linking my ideas in a variety of ways

5 4 3 2 1
very useful not very useful

7. Improving my use of vocabulary

5 4 3 2 1

very useful not very useful
8. Expressing my own views and experiences while writing
5 4 3 2 1
very useful not very useful
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9. Getting into the habit of using various sources

5 4 3 2 1
very useful not very useful

10.  Analyzing the sources in detail
5 4 3 2 1
very useful not very useful
11.  Synthesizing my own ideas and the sources effectively

5 4 3 2 1
very useful not very useful

12.  Being aware of my audience/readers

5 4 3 2 1
very useful not very useful

B) For the following statements, please tick either “Yes” or “No”, and write why you

think so.
1. Grading portfolios together with the teacher was very useful.
Yes: No:
Why:

2. It is a good idea that an outsider, beside the teacher, grades the portfolios.
Yes: No:

Why:

3. It was good that all my essays were graded.
Yes: No:

Why:

4, It was good that I had my grades from my final drafts.
Yes: No:

Why:
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C)  Please answer the following questions

1.  Would you like portfolio assessment system be used in your other courses? Why? Why
not?

2. If'you were given the chance to choose only ONE of the tasks you have written this term
(compare-contrast, definition, mini-project) to be evaluated, which one would you choose?
Why?

%

3. Write, in 3 words, your opinions about the Portfolio Assessment System.

..............................................
.............................................

---------------------------------------------
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APPENDIX IV
THE PORTFOLIO RUBRIC

good

adeq.

points to
improve

A RANGE

1. ability to link ideas in a variety of ways

2. ability to use wide range of genres (stories, reports, articles, etc)
3. evidence of various topics

B FLEXIBILITY

4. evidence of variations in the style, vocab., tone, lang., voice and
ideas

5. evidence for the appropriateness of style, vocab., tone, lang. and
voice

C CONNECTIONS
6. evidence of applications of already-known concepts to newly-
learned ones

7. evidence of new concepts and/or metaphors

D CONVENTIONS
---- ability to perform stylistic conventions

8. use of conjunctions

9. use of abbreviations, contractions, and quotation
10. technical/formal vocabulary

---- ability to perform organisational conventions

11. clarity of thesis statement and topic sentences

12. clarity of paragraphs regarding supporting sentences
13. coherence in and between paragraphs

14. layout

---- ability to perform mechanical conventions
15. grammar
16. punctuation and spelling

E INDEPENDENCE

17. dominance of students’ own views, imagination, language and
style

18. ability to use other resources to accomplish their purposes

19. effectiveness of synthesising materials from other resources to
support or illustrate their own thinking

20. fulfilment of all the responsibilities they are supposed to do
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APPENDIX V
THE CRITERIA FOR VALIDITY
Dear Colleague,

I have been writing my Ph.D. dissertation on Portfolio Assessment. The following scoring
criteria has been used to score the portfolios in my study. As a part of my study, I am examining to
what extent my scoring criteria is measuring the objectives of my study--the validity. I need your
help to examine this.

Please read the general and specific aims of my study and look at the Portfolio Assessment
Scoring Criteria Content Validity Judgement Scale. You will see that the scale is divided into five
subtitles and each title has some items with a rating from 1 to 5. Could you please rate each item to
the extent that the item matches any of the objectives/aims given on the other page.

This is a crucial part of my thesis so I would be very grateful if you could rate the items
objectively. Please do not write your name on the paper. Thank you in advance.

144



PORTFOLIO ASSESSMENT SCORING CRITERIA
CONTENT VALIDITY JUDGEMENT SCALE

Judge No:
Match to Portfolio Assessment Objectives
No Perfect
Match Match
A RANGE
1. ability to link ideas in a variety of ways 1 2 3 4 5
2. ability to use wide range of genres (stories, reports, 1 2 3 4 5
articles, etc)
3. evidence of various topics 1 2 3 4 5
B FLEXIBILITY
4. evidence of variations in the style, vocab, tone lang., 1 2 3 4 5
voice and ideas
5. evidence for the appropriateness of style, vocab, tone, 1 2 3 4 5
lang. and voice
C CONNECTIONS
6. evidence of applications of already-known concepts to 1 2 3 4 5
newly- learned ones
7. evidence of new concepts and/or metaphors 1 2 3 4 5
D CONVENTIONS
---- ability to perform stylistic conventions ,
8. -use of conjunctions 1 2 3 4 5
9. use of abbreviations, contractions, and quotation 1 3 5
10. technical/formal vocabulary 1 2 3 4 5
---- ability to perform organisational conventions
11. clarity of thesis statement and topic sentences 1 2 3 4 5
12. clarity of paragraphs regarding supporting sentences 1 2 3 4 5
13. coherence in and between paragraphs 1 2 3 4 5
14. layout 1 2 3 4 5
---- ability to perform mechanical conventions
15. grammar 1 2 3 4 5
16. punctuation and spelling 1 2 3 4 5
E INDEPENDENCE
17. dominance of students® own views, imagination, 1 2 3 4 5
language and style
18. ability to use other resources to accomplish their 1 2 3 4 5
purposes
19. effectiveness of synthesising materials from other 1 2 3 4 5
resources to support or illustrate their own thinking
20. fulfilment of all the responsibilities they are supposed 1 2 3 4 5
to do
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General Aims of the Portfolio Assessment System

1.
2.
3.

improving students’ writing abilities
improving students’ metacognitive skills
leading students to become autonomous language learners

Specific objectives of the Portfolio Assessment System

I-

II-

II-

Helping students improve their linguistic skills in writing from the point of
A)  Grammar, punctuation and spelling,
B)  Vocabulary

) Coherence and Cohesion

Helping students improve their metacognitive skills from the point of

A)  Applying and/or creating new concepts or ideas

B)  Using varieties in writing appropriately

C)  Analysing and Synthesising what they have learned/read

D)  Using other sources

Helping students become autonomous language learners from the point of
A)  Applying their own views

B)  Connecting other sources with what they have known
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APPENDIX VI

SAMPLE PORTFOLIOS
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SAMPLE 1
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3 reuimion o

THE TPURPOSE OF LENRNING WRITING
Leoming coriing 16 © process that ts ueed during your whale

Ife.\n dhe loagiing you wortk be auore of the elfecorrof wrifing o you.
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TTRE PURPDSE OF LEARNING WRITING
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m-L'\'

begiirg we s oe f the effect o} weting o us .Bul day by day,
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The TDUTY OF A MOTHER

Lookng oftec o ohild 1s a duby Hhat tokes the maet ¥me In
wur e Your duby ond reeponelsity stork, as a mother, when youre
pregront. You hove +o poy atrenton to you ad your boby's heolth
by bevg more coreful of what you eot, Ther youe duty conkaues when
Yhe boby ts korn.Your boly wakes up I Ircegulor fmes, such as
i dhe middle of he rights oc eorly hours 1 the morrlnge. 8o gou
houa to uake up o look offer o feed up the baly . You hae no
choie o be loay to gel up and go to the baloy's room, otherwise
gu hoe to listen o Hhe Unboredbla erying of the baky . Affe- o
Wwore , your kaay elods to walk od other draddes come . becowsx
P hae o follow the Bald whecever hefshe. goes.Olherunse
Jee moy on accident occur ;helehe may foll and tgue him /
herself, Some years lokr, the child has te canecience of learning
ond g &hort to educate hm/her, such as teachng the good od
e bad “Then your chid etorts gaing to echool but your @ond slop
educating himlher. Your education, lodkng ofter himlher shorly you-
duty will continue for years . g thak 4o hor o child meas +o

hove Jhe moet responaibildy tn the world, Yet it the most wordedu!
feeling .
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HOUSEHOLD BULDGET

In a fomily n the QSA,M are some Hems whikh ore consistidute of
budget of the eldedy househdd. The largest expense 15 hotsing 5734 %o of the
ket 1o Bt o becsing Te. expenmes for hause cuch ac the bl of cledndly,
Sacber oot sgeterm, communcaton and cent. Noouk 1.4 % o the luekgeh 1s spect
on food. Tre Hid largest Hem 12 Yranopariation that cofidutes 4.4 7% of the
b.dse}.-Abm* 10.4 %o d the bx_dspj to epent for the medictne and doctor expenses,
ehorly health core.For recrechanal achulies ,Such @S gang cinera, theatre, bowtrp,
conping, 7,3 /o of the budgel  epent. Clothing 1o one of the emaliest expenses
of tre loudgrk . TThe clothing expence of a fomly aconshiutes” dosut Yo S of the. ladget.
The emallest Hem of the kidget 1o personal Care,such Q> cowmehe products od edc
Ore conchtutes LU 7o of the bidgeh. 8.1 % of He ldget 1> epent for other
espensee of the fomily.
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HOUSEHOLD BUDGET
In o-fbm%i\., in the USA  there 0re 2ome dems whiehn Kémﬁu-le

q ludget of +he elderly haedoid . The \orgest expense. 15 housing; 3¢%o

q the bidcet Budh as the expenses fof e for vl the bills of
elockncly , woker, hooling aeem, commurnicobon and rent . About 214 Yo of
dro budget te spent on food. The dhird lorgest ttem 13 dronsportolion Wt
consitutes % of Yhe \a.dget Noout 0.4 %o of the budget \s spent for
fre medicive. 0d doctor expenses, shodly hedn care.For recredbonl
ochwhes , suchh o> givg crema, dheolre, bowling. corping , 1.3 % of the
b.@e,é\a epent. Clothing e one of the emallest exponses of %hgbd
“Tre clotiirg axperme of o fomiy eonshiules doost Y05 of e budgel .
Tre emdllest dem of fre. \udget Ve persoro! care, wc\n as cosmelc
producks ord eke. ore conshiube 2.U Yo 4%\«139,& 5.1 % ofth

\dep? ‘e eperﬂ'-fbro‘bre:perwo[-‘h-ﬂmﬂg.
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BUYING A HOUSE

There are four main thems that pecple toke Info consideralion

when looking for 0 good and suitoble house .One 9{ them 15, ol
course, the poyement; money . If the poHen\e;1+ 's reasonable , people
agree 1o hove o contract. Secondly, a suntable house should haw
the sun durlng the. dll doy lecouse no one would like to live In a
gloory and aunless house . The next, which ploys one of the

most hejeortont rele te ta locakon of the house .When the
pecple look for a house, they want thetr house which closes
everywhere .Moreover, they want o eee the basic places their
Burroundings such as supermackels, ehops, bus stops . Also

they prefer to live close ho ther works onel children’s schools .
TThe forth ond the last one which (s the mosi Important for the peocple.

jo whether Yhe matedals such as the windows , the doors o
anything that te used In the constructon are qualily ,ficrn o not.
Otherwise , an unsound construction Involves riske o covld create
+oubles. As a result, i all these clrcumstonces are approximetly
onswer +he pecples expectations . they decide Fo by ond Mt in Yo

Nnew house .

wd.
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Erumaration . Process

?nrqsmph

(4 e qed He wie e L,

DRIWVING A CAR.

\\
Dﬂv\ns a cor would ba ensy @.Q? You .ﬁollow Some

systematical steps which seem confusing of fest eigh*- Your

con beghn the process by geiling Into +he cor ond fos&en\ns

the seot belt. Affer you have done that,step on the clutch
pechal witth your le('{- foot ond stort the enslne.'Ee.{om d""'ﬁ"ﬂ
the geor to state ore In order fo move. the car, you should
fake qff Yhe hondrake . Next, wie stepping on the accelacodor
vey elightly , you should nalse: * Your ff-ﬂ' {904' from ”t¢hklnaladd.
Fnally . your ear 15 recdy to move.ln addtion 4o that, if You

wenb 10 Slow down use the preok pedal o©r In orde- to increase
your apeed use the accelorator, The clubch and the break
pedal should ke atepped ©n in prde~ to stop. Al +hot remaing

o fo howe o driving licence , 4o boe very coreful andl self. cafident.

fondy A & !
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DRNING A CAR
Dving @ Ccor would ke easy ¥ you {ollow some syleatical

steps which seem confueing ot the frst aeight You con begin the
process by geting who the cor ord fastening Yhe seat belt. Afle~
Yo hae dore that,slep on the cluldn pedal with your left foot ad
e¥art Merg\m-%re cho'g\r% the gear 4o elote one in oderho
move fhe cor, you should Hoke. off e hapdiorake. Nexd,while alepping
onhe accaloroter very elighly , you shoid ratee Your left foot
A?r()m trhe cich 5‘0.«-*3, 8o your car 15 ready 4o moe. ln addiien |o
ok, ¥ you ot 4o dows down use tre breat pedal or noder o
ncreate Your speed use Yo accdorator, The clucn ond e reak.
pedal enoud ke alepped on \n oo to e\np‘A\\'“\ak remains 15
Yo foe o driing heence, 4o ke very coreful md ael;ﬁ.cm,@a@#
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Fath Sulton Mehmed, tha. seventh khan of OHaman Enpire,
was born dn 29" Morch 1432 in Edicne His father was 2 Muod,
the s\xth Ottomon khon, ond Hlma Hotun wae his mother.

In his childhood Fohh was sb roughly +hat He father
hod  shrict mrs}'éuwu Hen. 8o, he was educated by
well.known “deachers,

Tolin Sullon Mehmed was tall,lod sallow in complexton
and very Ehrong.He could speck $esen languoges. He lked golhadeg
ond 40\\:.\n9 :A\m schentst, poets ord Ortiets] he aldo wrote poems.
»g,ew..,"’p::& Jine arts ,he hool the fomaus ortist, Gantle Bellta,

poik his  porhrait. Nhone»over- bravery, &_‘m OrdCE_; y

+&lllng cnything _n\e ‘nkention or decigion or@ oere hiy

In 14B1, Fotth Sulton Mehnmed ascerded he dnrone by
hts {others death Hs 49 oge made hie enemies hﬂP‘-?“/:be«:ux
$hey thought that Folth was youg ond hod no axperience ; howeuer,
he s o ntellegent and successtul 1n admintatering Mat hrs
oge maver caueed oy problem .\n WUS2 he slorted cophuing eome
stotes. On the other hand his caly wieh wos to add ldmml(%ahi'mw
to Ottoman land .For #al reason, after hoving prepored to copture
ltonoul, he. 0nd s soldiers sek out on from Edirne on 23 Macch

1458 . The coplurtng whkhh sloded an b Aprid Yook 6‘36%5.\:\ $he.
end/d‘.‘zs Moy 1463, the \mpodont date for oth Turks ond people all
aver the world | lstonioul was added 4o Ottoven lond .
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‘Peerdes, South Seloia behweenWlSY- LSS, Mora n IN5F,
Ancara 0!, Posnta 1493 and m0 on uere Odded\g&mm land bd
Fohh Sulton Mehmed . He brooden Ottoman land fowm 900.000 ket
Yo 2214.000Lm", Tuo emplres,four roplities od elewan princesoms
were ended by him. Unfortundlily on 3 Moch 1484 . he was
potooned by one o His enemes/ spy-

be
r@'y M
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Fokh  Sullan Mehmed, the seventh khon of Ottomon Empire,uas
kborn on 29" March 1432,1n Edicre - His fother uos 9™ Muradihe axih
OHomon khan, od Hima Hodun uge his mother

In hie chidhood | Fath wos o maghly Hhat his Jather hod shict
deachess +o eduoale him. Therefore,he wos educated by well-known
Jeochers.

 Takh Sullos Mefmed was Hall 'ond very 9. He. could speak
gaxan [cguogps , Furthermore., he liked gothering and dalbrg uth aden’ﬂel,?ods
od oftisds ; he alto uwole poams becase he thed fue ade,he hod the fomaus

achst, Genble. “bedle:, PO} Hs porkort . Moeouar, bravery , calmness ard
secrelion uere hs {ealuces.

In 4654, Tolh Gulon Mehmed oscerded e throne by Hs
Joirer's cealhh. His {9 age mode Hs eremies  hopeful, because they
fraght el foln was young od had no perterxe ;however, he wos
=0 wiclegent ol euccessfil 1n cdmiolering ok his cge. never caused
oy prdotem. Ih 152, he  slorled capluring some slofes. On Jhe othe~
hord, Hs only wieh was +o add l&’mbul(Corwlon-{%nople)-lo Otlaman
lord . For 4hat reason, ofter hafng prepared 4o capture lstonbul, he
od his eoldlers el ad on fom Edirne on @3 March IUSS.TMW
when sloded on & April Hock B3 doys.In e end, on 2 May 1463,
e mporont date {or both ks oy pecple- all over the world,
lokonlool won odded e Otbomon 1&ind .



Besides, South  Serbio betucen n 054 _ 155  Aog 1 14538,

Amosra 1461, Bosnta 1963 od 8 on were adided to Ottoman, kol
Fobh Subion Mehmed. He brooden Oltoman land {rom 800.000 Em? 4o
2.214.000 ke . (o empires four roadrms. od elavan Princedoms ukre
eded lay hm.Unforturarely o0 3 Morch 1481, he uas poiserad by

ove of his enemies Y-
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Title: The Pcture of Dorlan G‘ﬁg
Author : Decor Wilde

Rielering dale : 1676
’Rb\tén\ns Co"rpaad:Dd\ ’Pubkdntns Co,lbc
Type + Frction

Sulgiect 1 4 stoy of @ man who glves hie soul Jo redain Hsépu“n.
Sefkng : In London - lote 1890s

Dorian Gray i He was £0,very bé&"[,;,’,p% uae certainly werderfully
—‘;ndm ;mws cuved =carket lips, blue eyes, his gold halr, There
was somethirg n his foce %+"\d¢w*u§+1*ndmce-€y,ﬁo“
odmiced  him.His cnly andedy was barg old. Because he was afard

CHARACTERS

of bang o‘d,hcunaldgwm.—gﬁs\rg even hin e;,l for roroinleg Lpurg
Boel Hallward: He uas on artet. He shdied ot Onford Untversiy .

He was 30 yeors oM, worked ond becaome 6 wellknawn okt
(9} After Baed had known Dorian, b thought dhat he became 6 bether
ardist and Doran hod e paver 40 nmake him o bether arlis) .
eente elacted afier Basil had painted o picne of Do,

Lord Henry Wotlens Loed Henry , Bacil's nﬁ-mnd,lﬂ?l- ahdred at
Oxford Unmarsihg. He was aleo 30 . He didil WL,";,_W rich
&d epent hio money on expensive frod cnd clothes  vakable
books and paitngs Becase of ho sow ad beastfl voice,,
Doron liked lotedng o Han.«a,

163




IHE PICTURE OF DORIAN GRAY

The etory begon Bosil Hallward's the ahet and Lord Heney's
mpeiing ond becoming good faends with Deran Groy . After dhol Zasil
povied he pichwe of Doran, the remarkdde, beartfol Yang mon . Dodan
Ynaght hat the portrartt was very good but he realized Yhot hesaogd-
\oobng would vanish, he would be old, hie jace would be wrinkled od
Ly He wauidnt ‘e young , beauiful any move . He wished dhot he uaild
alugp be yang od e polure uodd grow old instead of him.

He would ghe oyihing ond ewergything Jor Hhis o hoppen.He uald g
hts ecul-He was sod becase when he beeona. old, horrible ol
dreadful, Hhe plctuce wodid remamn aluays yang.

Mler o Hme Dodan fell Wi lor o engoged 1o Syl beatfl
yng cotrese [ But later Toton et Syl I a very cruel manner,
imeulitg her. Ghe was heart loroken . Affer ‘Dortan hed gone, she
drank Sove poson and  Commit -euiceded.

“The Same @woning when Dorion camido W5 hame, he notied o
the portrat- The face 1n the podrait hod changed. He locked dlosely.
at the pRtuce Ond sao that th was different. It looked unkind, crual .
He. looked ab the wicror at his cwn_ e saw o beahful ron, he. hadnl
conges . Suddenky, he. remambened the dag ot Bas! firsshad. the porkath.
He remamioored hie wish, his aun waords, ‘4 weh dhat § cald auag
be young. { wieh Hob Jre pidue cauld grow old iretecol of me.d
wodd. give. angthing Jor tho to \nappen.q- would. g My sovl ! Dodon
woe sure Pnat e, Pidure was gdng o gt olde~ od he was govy
fo sty yorg.

Tknptc\mwm%gm old ad shauing hour

by housr , week ky wedk. Todon ot e uas el . 8\nce. he didnl
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wamt orgdoody's knowing the secret of the picture he hod’ the pictuce.
put He emall room \n the atic cnd lacked the door.

Severteen Yeore hod passed ence Dodon hod lacked da
potrall th the atc room.For many \eacs pecple heard dro'ae_.
axd derrlole dninge dbout Doran Gray When he uas Hweny , Dorlan
hod been a bearhful young man. New, he wae thidy.eight ond he
woe el a beavhful young mon . There. was a scandal surrandlne
hio 1§ ord pegile who bedrand him were diggraced or died 1n mgterlos
chcumetoncea But nobody knew the secrek; shouwing the eul ' Dorvons
€oul . He thoaght +hat he hod been hoppy o many yeors, he had engpyed
hio 1fe__and he hod rok cored aboout other pecple But naw he was
wormed beaasee he was not happy ay kinger. Same paphe aculda!
apeci. Jo Bm, same of them left a room When he antered.Some
of Hom told slotes oot airange Me of i ond he was uorded
ot soraloody woid fd vt the druth, sameore. weuld oee 456]:0&10%-\
od §d ot Hat be was an evl man. - "
One exedng he old ﬁ«end Basl comg 4o Darlan's hase od
Jried 4o vorn him obout what people In Laden seciely wens.
sagng about him.They agued axd 1n e end Dortan decided
do ehow Boeil the portrait When Basl saw the Picture he wos shocked
ond ened ; affer that, Dortan Jhe 4 mon stalbed B do death
“To diepose. of the body of Basil, Dorton blackmalled ancther old fied.
“The. Years passed and Dorton becane more Jorlured
by the @ins of his post.One night he went yp tothe atite room,
He locked at +he porkrait.He locked arond od saw the knife
that he used 4o kil Bosil.He dhaght,f he kiled the painting
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the past would be killed and when tk was dead he would be
-?r-oe- ,then he slaldoed ihne picture.

There wae a loud craeh and crying \When the senvants
entered the room they found the portrait of thetr master
as they haol lost seen him ond they fourd an ugly, old and
wrinkled man ing o %e-floor who was dead with abﬁ-}ot
n his heart. 4} first the Servards did ol brcxo Hhe man. Bod,
then, they locked at the rdngs on his ﬁnser-.s {hat Dordan oluag
uorn , they recogniaed wio the mon was.

Sre———

The moral i b‘“‘"‘d"‘m\gshndezpmdneverm
pecple. happy .

1 recommend, Hhio ook +e everyona. It has on ertshic
value _ ke author te fanwws od hos n'phw%n“\tww.(fk

Yook i ex:\kns L, moke Yhe ~ecder wonderc.d.?\r\é give a lesson.

hos e,
.’a{e,ax, Wi 72 sucrvy T ’

T d ek A red e G 7.
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N e
ol € “Tipe: e Rchare. of Dorion Grouy
Autno - : Oscor Wilde
Publhiehing  dorbe 1+ 4936
Publishing compony :Dell Tubiiehing  Co,inc
ype: Fictton

’

Luigect: A shory of @ mon wWho gk i saul 4o retain his youth.
Setirg : in Lordon, late. 1890
CHARAC.TERS
Dorton Groy ¢ He was £0,uey hondeome with his curved scodet Ips,lalue
@p>, gold hair. Ghere Las somalhing in fis face that made Onadrust him
o once., evenone admired him.Hs aly ondely uas being old. Beaaus

he aqas agmtdo&bdrsobdhzumugk&euea%hgmhtowl
-I-anermmm

Bosl Hallwoed : He was an adlist &WOU.H& shdred. ot Oxbd
Univereity . worksd ond became a well-knoiin odied.
Lerd Henry Wokten :Lord Heny, Baeil's fied, shaied ot Orford Uharaty,
Fe was aleo 30 . Becavee he was rich_he didal work. she epent his manay
on @xpenaie Joad od clothes valudkle kooke ond panktngs. Decasse. of
hs slow ond beautfil vore, Derron ikad lislening 4o Hancy .

THe 7PICTURE OF DORIAN GRAY

The. story began Henry's and Basils meeh:spd becaming goed

$rerds with Dodan | and Basilis Paintirg the poture of bodon.Al*‘ho.eh
Yo pradure was beatful Dotan was wpleasent o leing old o
day - He withed that he weuld Augf be young od dhe Potwe
wedd grow old inshead af him  for that reqson he would give
O'B"“WE .een his soul for this do hoppen .
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After hovdng fallen inlove od engaged o S‘EHI,\oOa.:kful,sdanx

actress, Dodon ket her In such a aruel monnerthat byl was
heact-lorcken od pdecned hergel{.

Afle~ Hhot eavlrhp\duv.«*%hbe,gm-lodnse,awd looleed
old,unkind, cruel wes showing the-eutl In Dordon , heur kay har.

Evan dhagh seventeen years passed. Daran was shil @ hodsome
ad gang mon.Once mony pgopk heord ehroge things dbout Dortan,
no body epoke 1o him orelnd et @ reem when ha. entereol, atthagh
knowirg nothing dbodh Hhe truth

The mare Yeors paseed, e mere sine Doron had.One. of hta

eéne uas eldiddng Baed to ckatn ad deeposing of Rosi's kady by
'blackm'd‘msoao%efdd-%d.

Becaming more Jodured by the gns of o post ad uaniing to
be free, he intended 4o kil the picture., 80 thot hio post waud be Kited od
ro body wooid euar know Hhat Doron was an el mon .

Mler serunts enterrg the room heorg Yo lod crash od
cyng L they sow thaic mosieds pidure as thay hod last eeen him,
On Hre otrer hod, thay =0 o (gly, da mon Iying an Hhe {loor, deod
with. o ke in his haorb. After Hha esruanid hojrg deffieuity to recognin
Yo dead, van, the Argp on the dead mon's fingers, which Doran okags
wore . were the chues o recogntzz him .

Tha moral 18 beauly 1s anly élndeepardnewr-malcpeq’h%
!Irecmmd%obook.-loe.nﬁaﬂ jo see how @ mon con cﬁoge,.

(he book. has o adshe. value . 1bs acthor fs fameus od has a plae m
Herature. It ts exciling moke e reade~ uardesd od giwes a leisor .
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TiYe : The RAdue of Dodon Groﬁ
Author  Osca- Wilde

Pdol Shing cdote : 1N6

'?ubhéwtnﬁ corvpony : Dell Pblehing Co, inc

Type : Fickon
Qubgeck: A story of o who Gues W saul 4o reldn his gudh.
8ething :in Lordon lote B3O
CHARACTERS
Doton G0y - He wes L0, very hordeome. wih Vs cunad scodet bips,bue
e, gold hoe Were was cevalhing ' his face that made one. Hhusk Him at
o¥2, exeryona. odmired him B> only oy uas beig old. Because he
wa> ofrard o} logirg dd, e would ghve everthing ecen his sout Yo remdn
Frg .
Bosd Holword :He was on odiet, 30 yeors old. He ehdied ot Oxford Urkersily
woked od become a wellkmown arbet.
Lod Hewy Wolten:Lard Henny ®oesl's fnerd, ehded ot Odford Urivarsily .

He was olso 30 ."Becass he uas rdh, he diddl work ; he spent Hs oy
on expensive. food oxd  clobixs | voluable. books and painfings. Becae. of
hs slow od beautful vorce. Doron lhed lidenrg 4o tenry .
™E PICTURE OF DORIAN GRAY
TThe. oy begon Henrg's o Rasiis ned;‘ng el becomfrg
ood friends with Toran . ad Basls painting the pickue of dodon.

Aulﬂo_@h e pdwe @) \oeo.J4n?u( ,Dodon was unpleqyent o/ b“"}?
old e doy.He wished dhob he would olwoys be qung o the pre
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would grow notead of him ; for thot reaton he would give ayiing even his
soul Jor this Ho hoppen

Nler houng fallen i loe od engaged! #o&bﬂl‘loeaul.{ul,m adkeeys |
Boran left herinsuch a el monner dhat Sioyl was headodken od

Alle~ hat exent, the prdue which kegon 4o chonge andl looked o],
widnd, cruel  wos ehowing the evl in Don‘on:hour by hour.

Even ‘“‘O.gh gevenleen years passed, Doran wos etll a hondsome
ond P9 mon - Since mMany Pecple heord sFOrBQ thﬁb abast Dorion,

mddﬁ\spddo him or \e{{' a rcom when Doran m&ened,ol&hogh Lrwg
nO‘H"s obout the uth .

The more years possed, the more ains Dovan had .One of his gns
was eiobbing Bosil o death ondl degosing of Boeihs ey by ocknaling
orcther old {rend.

Becoming more forured by the =ins of his post axd wanfing to be
.freo_,he.inbfded Jo kil the DdUhe_lw that s Poet wauld be tlied ond no bﬂg_
woold ever kman thot Dodon was an evil man.

Affe- servonts entering {he rcom heoring the lad cradh od crying,
they saw ther moslers pctuce os tey had last geen him .On the other hond), they sow
on ugy,old mon IYng on the -(IOOr-, dead with qkmfe in his Heor-}-.A“er the senonds

howng  diffieulty to recognize the dead mon, the dngs on the deod mons fingers,which
Doron Gwoys wore , were the clues 4o recognise. him

The moral \bbeou\r& 15 only skin daep adnwmhpeqok l'nﬁog
ﬁ.reccmmend -”’ue: boolx.lo e\e—acne_ Lo oo Fo« Q man ¢con W’bemje;;l‘
Bessdes, fe ook hos on oristic value |, it author 15 formaus ond has a plqgg

1n lerature. It 1o exdnl‘xﬂg., mote. the reade~ wadeed ool ges a lesson - While

reading tat back, £ betome. rerucus ab Dotds , his crudhy . hrs L:Il:rs pegile .
Al}ha.s'n i is tmpossible. Jo 3403 yang, the sul%yed‘ is emphisizedf pef#d’b
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SELF EVALLATION .
Sircedthe begring o s quorer.$ beliee that my weikng Jos mpooved.
Arbe kegring of this quorter, for exomple G was ad ot ogonaation 4 \d
difficulty W orgeniamg  the povographe ; where ¥ o oetter Y0 combitne OF
spit Mrean Bok now |, QMMQ auccaded i ogmniaing . \n oddition 1o
trat _ § mode amps senterxes ot now € ok grined he dally o rroke
comples senterces. Te fact that my learming Pintte, mon-finite | odverio
ord adgecite clavses \n Grommar casrse 1o also a facter to mole
corepix sortencas £ inNk using compler Genterce moke the weibiog
not anly Lluant bub Al ridher On the other hod, € havent evaclly
mproved mgeel§ n fodieg esxcmples L e uppoeg e e ke
T rowe duoys hod dfficutly W hat feld, bk, T ol % s relabed o
e etgest what T om gong do write . Mad 0 my opnion | e ecluhon
Yo \mprowe mysed 1n findeg eamples 1& to reod more ond rore ,e0 T con
e formed wn more eugyeck , learn new potkerns. § hope T will ke beter
n the secord term kecouse £ know ¥at wriling 15 a process ot
never etops =omewhere | v O\WC;ds ‘mprowes and Amproves.

Tronk You Ho- Your pohence ond your effot do srow uvs {he

brue woy /W\e woy Yo mpros Our wr‘\'\\ns.
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— D SEMESTER v
rasK L SECON

>mp. % Cont.)
1t Deoft

SMOKING

In %‘sm_e_c_:!l_ § hove. aompared 4w ate(yw Jexts on the some

T~ ST £ N

fopic. which-te emoking/ ¢ Jext A 1o wrchn—ZE laoee. swen( ond Jext B
is fom a dest book In both texts the mom ideo smmoung s Formoful for health
ord pecple. shauld gne up emoking.

A foras lag.toge 5 concerngd, dext A 1o more informol senteces are
mxh more amp\e/’hm ¥he longuage 15 more focmal ond more. complex
cenferices ore weed n text B. (hey ore both fuent. .

Eoch compoaition fakes this pic from dfferent ongles. Text A ges
the reancrs why Heercgers lork emoking . the percacloge of lycée. sharts who
‘emoke cligorethes  ond n oddikon Yo s, staliskes are ghen on ng concer

w‘ "\.L\P LL\J*)J \(\ﬂ/\i
joehow e colechon between kng concer ond smoliag (Rxt > exp\ams when

ond by whom tobacso wos {ical 1atroduced ., how 1+ became popular, how the

governments ore *@\ﬂg ) legxs\ose’re agotnet i+ ond the wﬁt\e‘k“‘;\on oehueen
P U

‘.«(Ok“ C.;,«..:./\ C:‘r-_; H
lung cocer ond emoldrs . '

When the edutions ore concerned , text A gves o perecnal opinton
reflecking  the Weas of his 0ge group.He thinks thot punichment oy dhe achoal
diopitne  commitee conmnot be helpful. The co.operotion o} teachers ond
ponels ore wlal. lp ted B, the enomos step Joken loy e Batish
gorernment \s.:neff\'\meji ,whlch 3 0 woming  that °&mlm9 can domoge our
heolt” peicded on the aide. of all pockere |
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Finolly , when the ca;cbslmsl{\ are caxerned/ Jext A addresses

Jecchers and qeks for thetr attenton o co-qperchion.0n e olner bod
text B oddresses smokers in general ond tovites them -}ostue; P sm?b'B

T thok ol of the leds enlighten tecple ‘n diffecent  aspects . Moreouer
/ menMoning  ¥he damoges of emdking o Teolin , botn terts odvice us not Yo
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T‘Aenicmo B M’b\‘bl
e ou hore o o grom
| R tarpd? U=

QMOICING

In this eseay € howe compared dwo different dexds on the some
topte, smoking . from the point of langage reasons for amoking ,ﬁr "
s et egis o et g
they refor JRxih o weiHen by o hghechosl shdent onddextB is
from a test book.In both texks the main 1dea 1s that erdbing ts hormful
for health ond pecple should give p smoking.

As for o5 longuoge te concerned , fext A 1o more informal od
Genteces are much more smple such oo “ Lets discuss another problem’,
‘i wall . never be a solukon. The shdents neve- ghe yp smoking.” On e
controry ,in texk B ot only 16 the language more formol kut oleo more
complex eentences ore used euch as “ There to some disagreement as to
whether SiF Walte- Raleigh, the 16" Gintury - odverturer-, explorer ond fovoucite

of Queen Elzdoetn I, intradiuced Ydoacco into Burope,or merely populorised
Yre_ oot of emoking b

Eodn COmpoa‘Jr\or\ fokes 4‘\0\5 4-opic 4rom c\l{.'{'ererﬁ Orefes . ext I\

ghes the reaeons why Jeenagers slort emoking ,suakmers Hhew famikess hoing

(Ve
bod effecte onthem economic problems, young pecple’s nﬁr@ fo prove N
%@1 becg:}tng adult .In addiion to this. dext A ghes the pervcen-kge

P Laay \.339 on
h@n&hoo’ sholemts who smoke ciaarekées . Pesides, shafiekes J9ae—
9,'2 Swo:n on lng concer o show the connechion between kng coce—

" ond ewv'old‘ng -'Bme,%\men‘kg Mdc'pu-lfon “Why 1 eo‘)oél‘ng ho:—m{'u/ ? "

{ provides the reod% attention _ond Makes him to  think_ 4o leave amé,szr
‘oke
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On the obher hord, dext B sharte the subgect by gwing informotion aboot
bhe \oockground of Hebacco § Suebmer® when and ty whom tobacco
woe {icst introduced, how ¢ became populor how the pecple slorted
ho emoke desperately ond oddtc,hvels Text B s smilor to fexb A
in that i+ meationed the connec,Jdan between lung cancec ond emobng
which 1= becoming one of the logest killes 1n modern soctety .
When Ihe solutions are concemed ,fedtA gres o parsonal
opinion reflleckng the deas of his oge group- He Jhinks {hol punfshme/ﬂ/'
by the school dicipline. commitee connot be helful fo- eludents o gue 1 ¥
op - (herefore in textA | orgoniaing panels 00l deachers: payrng
akkention wodd ke the eolubon . Ay, opposed to dext A in fext B,
the enormaus etep daken by the Brhish government 1o only menkoneol
as o sduton ,uhich 5 a worming “Senoling con damage. Yaur healin”
printed on fthe ade of alt packets?t
Finally ,when the corlustons of adicles are toncerned Jod A
1bddresses Jeaclers od asks {’or e~ alentton od co-cperotton .On
Yo otrer hond | lext B addrecses emokars n gprenal od mutles them to
Ghe p emabing. soon.
T #hink. both of Hhe lexts enlighten pagple m MHferent aspects s
a Jock Yot doday, people. ok}, 0 # the- I dopends on smoking Beginainy ]
to e s0 greab of the pressures of Iving , pecple need the relaxing qualitves

ok nrwhne 5 ey need 1k furher relan Hhete lerafied cerves. Buk whab G
l:kz_Aln 'ool-\ﬂ texts 1o mentoning Y domages of srnoklng 1o loeol-lh o aduta

us not fo smoke .
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Pk T (Comp. %&ConO
ard bfo(.' +

SMOKING

In e eseay I hoe compored wo different dexte on the eome
lopic , emoking , from the pdnt of longuoge, recieans for emoking, thete Joking
fhe +opic in which ways , the sdubons and coluons thot thay cefer One of
the oriclen ,“bert A", 1o writen by © hignethoal ehucent ond e ofher, et B
o from a lek Sco\a.\n boh e dhe man 1dea. 1o trat emoldng & harmiul
Soc W0 ond people dhould gve o smaking.

Ao for oo longoage 16 concerned, +ext A 1 more Informol and sentences

ore much more €mpe such as “Lebe diecuss anothec pradem” | “It will neer be

a eolufon . The etudents never ghe up amoking.’ On the conteory | tn dext B, not
oy 16dhe longuoge more formol bk oleo more compher sentences ore wed
Such as “There i mare disagreement as to w% ‘Su— Walter Raleign , dhe &
Century odverturer, exporer ond {ovourtte of Queen Elzoketh & ,introduced toboco
wiro Europe. , 0 merely populorieed fhe. oot of smolang”

Eaxh composihon Jokes e topic {rom different ongles. Texnt 4 gwes
the reaeons why Heencgers slork smddng Fornstonce |, theie {omilies®  hauing
bod effecte on them economic problems , Young pecple's eager o prove ot
they are oduM.ln oddion Yo this,dext A Ghes the peraentoge of thsc\noo{
sludents who emoke cigorettes. Besdes stakishics from 1930 on ts ghen
on lung eencer to ghow Hre connechon belween lung cancer and smobing .
6 me, onewering he queston “Whyssmoking hormful ? " dokes the f@oder;S'
otention ord mokes em to ik %d,;%w 4+ up.
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On the other hand. text B storts the sukgect by ging ln(:ormohon obout “’\ebodngm.rd
of ddoaccorwhen and by whom tobacco was fies}t inkroduced , how t+ became popular,

how the pecple. storted 4o smoke desperately and addichvely. Text B 1o similor +o
fext A m that it mentioned the Conneckon between lung concer od emoking
which s becom\ng ore of the largest killers modern eooe}tj‘

When he solutians ore concerned , dext A gwes a personal opinlon
ne{iec.hns dhe ideas of he oce group He Hinks thot punihment ky the school
dictne. commites. connch e helpful for the ehdents to give it up- Thecefore,

i text A, orgonaing ponels and teacherd payging atenkion would be the
olution . As omposed fo dext A in dexk B, the encrmous elep ioken by Hhe
Retan gpernment 1o aoly mentioned os @ edkbon , whidh 18 a vorning
printed on the ade of all packels : “ Sending can dbmege your heoihn.

TFirolly . when the caclustons of arhides ore 'M Jext A
odeesses deachers ond aeks for e a*-\enk('?r; ard co-operation . On
Yhe other hand Jext B addrestes amokers w general and invites them to
gve up 6“"\‘“‘3 So0n . |

T thnk ot d the texts enlighlen pecple n different ospects.
1o o foct that ,today. pecple emoke as if Helc life dependls on
sroking . \WNhen 4he pressures of living  becone great , people need he
reloxing quolites of nicotine  they reed % further rdox their derrfied
nerves. But what T like most tn ot texte 16 that they mention
e, fakal - domages of smoling 4o heoltn and advise us not

+o amoke .
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‘ (‘Yﬂv oo‘uch‘OfW ’PO'-(‘)
I (2=f) A BETEER LIFE
dea P
Habtal 2 Conference  which s 4o be held 1n June in Islankl
5 © topice) Bsue N e cantry o present . Cur pecpie dent (0
Joncws mue Qoo b, TThecetore, T'we  E@Sen to wrdlte obouk thes
Yopic.

~

Tod% all pecple hving 1n the wodd are {ac to {awe with

problems  hike pq\\\t\_pﬁonl cver populo)ctoﬂ,s\ﬁo\(\-ogg o( ,
lnousfg,{ood and so on, These preloléms cant  be solved

alene , ce countres hae ro come dogethe od fing «lubons |
As o res lt of s, seveal O(scﬁ‘\l&{im& have been '{C‘/"Clécl
O of thee ogerizations uhih wos firor founded 1n 1974 (s
Hobitot, Holoitar \l\r@xQ\h:) means The natural home c( G pant o
ommal. Save He man coxern of s crgenization s tha
])r‘Ob\Gm‘o relaked with  udcentadbon S gven this Name,
This o:ao—nezd4‘m hold> casfefence,s in which a lok c{
to. seck  for sduhons to the problems of 4),9_4}0040( Jaces
. Hobital, T was {trel ogonized i CO’@LCL,C,QQS\S{‘\!S of
urboqlm&m P\’D\O\Qr‘nﬁ n 4%. o 4 qqz in Qo "énvmonmmE "
(SJhM Maaéﬂy" 0 (943 in Vienra "Homen ‘gd)l'ﬁsJ" in I‘?%{ in Caino
/(Pcp:loéem St Mgdf\rg"md in 4495 1n Reken “Womeo E‘;ﬁ"fhu 100”3“:@(
H‘t Hde(CA‘,l .Todod our canh'g, '\'u\)r-eyj,\:a opirg torreet O qu
O‘SOaxsakm tn \stonbul between 3—lU Tne . More thot H\iftj
;hc«m\d Paople {«cm (Y cauntried ,‘mc\\d(“rg —‘Bﬂe-‘sﬂ Polhlfcn‘omS)
MYors ord vrepresontoives Wl pocticipate in haotat 7 |
od  approxtmolel)  Yheeo \j\ouaa«ol Joernailsts il be \9wfw; s
& \we broddeast o Hootot, L, 5 e 1t wilee S probest orgbona*"of\

thot Tuckey bas ever vek - :
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CHECKLIST

i No
e Tand
wa ity olud ow Yy
- 1. Does il make sense? Is it interesting?'*‘“”“ ‘ ne ead Abe
e L Y el TATY A 1ty meeuag e
—— 2. Does it have an intraoduction? (it e ﬁléé -
recor wivg se dee b ookl T4,
¢ e 3. Qoes it have & conclusion?
13
f‘*415“3334. Did s/he always use the mast appropriate or interesting worde? bui (RS
b U3e  PUC U Aae Wl o e A T £ S NCLEIID

R Y 5, Did s/he use any word too often?

- —— 6. Do all sentences in a paragraph relate to one idea?
. e 7. ‘Are the sentences varied in length, pattern and beginnings? Sha wic ¢
D ge»&\g\?'l SELXTNC ¢ ),
R 8. Do the sentences tell a complete thought?
. 7 = . FEEY
- e s. Are capitals used where necessary? N L LN R LA
- e 10. Did s/he wuse apostrophes, commas, quotation marks, periods,

question marks where needed?
- —— 1. Are all words spelled correctly?

- ——— 12, Are paragraphs indented?
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{IL (definton)
Deaft

GOING To0 THE BETT
e

o

/ Hobibor, (n J‘qx«-.h ooy eor
— A

ctionary ;mecns the naturol home of o plont o onimal,

/"/ is called as o*dﬁ%»;ereol m:uhd\ conatets of ymportont sulpects “\o{-‘
—~—— T T
concern e whae word. e recson. why € hove chomen ech @ \vopc ts Yo
tolorm %&Pod&\:ecaee.uﬂnﬁ:umua\d'mg W, Leaw Mm’}o&sﬁnev \,\\A>
civtzens dont know encaugh nrmotton oot Ho\oég\- w:f’v"’\-)\ s

Twenhy yeors ogo,n 193, L Habidat was erganized in Conodacasished

of Lrsaniacken problems.in 1992 ia Rio “ Environment Summit Meeking” 1n 1993
inVienna “ Human Rights' | in 1994 in Cairo “Popichon Bumemit Meghing " and

n 1995 1n ek “Women Righte” followed the L% Habitoh. Bday , our cantry,
Torkey L1 GG to meek a great ongonoohon between 3. 14 dTune 1996
" in leidioul . Since more thon thity thasond pecde , from 484 cantries , ncduding
foretgn pohaions, mayors ond rveprwe,'aenb-huab will packapote Lo @™ Hdo\o‘r
S o,,w\ezﬁ\% e himond gounalie wil oroodicsh 2 Hobidal on

et wil be Mgm’eeeﬂ‘ orgonizaton fat Turkey has ever met

Whot will = token 1nto cormidarabion? Whet (o the aien of Mhobila} ?
& oot 15 going Yo ks Inke consideration rol only pecplds problems
uho e v ches lut Mpoaems who e \n w\\qfs Besides, Pra_

ovodalion)
pradem® whidh concern Ye whole. wodd, euch o povety, ;mﬂg ?:

/

e&m\\m,unewplog\fen*,‘modeqnl-e cm&’n'ooka?o“gA\on ,Yown ’p\om\ng bhealth

podems and e o“ers uil e cl*ﬁo.me;ep\ “Thewe prodems that threoten
Hne world wil ke delermired and by the mutual expenences global solulions

wd.

will be rescorched . -
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Ore of the main dms of Habitat 1= Yo p&&* e new se«n«o-&‘.cns
rghte from industy wn lag aes which desivage the eavionment ,cutture, sty
ond naoture n addton Yo dhot, since milidns of people i tha world are

homeless . 9{ %‘*Q‘(ﬂs ore o( {he \mE)(‘\‘C_l(l{‘ Q}ms 15 to moke the homeless peop\e

own o houe gnd prevent squotters \a cities .

Shorlly, € hope ot not only cur conbry ot olse jl‘gother counlries
wil loeneld from the Hobilot eince ,+o me,Hobitod 15 the light of hope end conming
Yo We .Hobitot'e reeponshality inclides kote pecplets seWing oreas and the.
cther lning things arecs, eo 1t will provide the monkind advantages ky solving
the problems whidn threcthen  the wordd - £ hope evaqyiing will be eched as

soon 0% poee\b\e.',e’o wa con leaue & wor\dlwi‘hoo* ony Prob\eﬂr\, ‘o ‘“\e
new genarahons .

Jouwr essac| & uilte o.oOl =
) A d
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K I (defirtton)
d bno('\'

A BETTER UFE
hd Pt
. Hobikat 1s ¥e indernahionol orgoniaaHon which was fiest {ouded i
£ 1%%6 . olso relaled Yo e dictionory meontrg ,:\%e.rduo“ \hamo{ a pladt o
\Onimal |, n woy of erviconment. e o cawr{).e;\ ;:‘e;\"proble:ns related with
orooraction. Lote o pecpe from the cantries dl aver e uordd come. togethe—
Yo esel for soludton o 4ne pradiems the wold foces Nowadloys is Florbot
confererca B very wpotont ecase 1his kg tald n bkl in T,
bt e choens dodt ks e nformokion docck . Gharalbre, this fack mdes
me- to urlde doa)\-’#*&akq(ei to g Infornation to the pecple.
Holbtat, T ,vc:rgmtaed. b Corada , consssheg of whovzoton prodens
i 1% . 1n 1992 10 Ro* Envtronment Qe Methrg ', im 1093 in Vienna“Huvan Rk !
i 1904 1 Catro * Population Smm deding’ ondl 1n 1905 1 Tekin *Women Rignts * follaved
e, Hootol, T+ “TBday ,aur cauntry . Turkeyy 1o going % ‘meak o great orgeniasfion
m lstarioo! between G_1U June@)more thah “\143 Yrousond Peaple
Yrom 184 cantrres incldirg Preign pdcions, moyprs ond reprezentatives uil

in Hoo ‘ 3 .
Pocepan e (ORI (e erpryinetely hree thacand goumalets
| will e, b.:‘%bfdc’abkr.g_ﬁo\o&o%—ﬂ' Tve 1t vall ke Yo gmké{- arsmzdfon M—Tvby\
has euve~ mef.
Whot wil ke Yaken ko cosideralion? Whab s the dim of Hobrdot €@ ?
Haoiths A 1o going to toke tnto cosideralon the 'prololéms of *"‘people
regordless of fra. placgs where 9\%’ live. Pesides  the proldems which concern
4o /
fe whole wold, ach os poedy |, accommadation, education, z_nemplodnmé,
inodequale.  canstruchion pellutton , fown ’plmnu:g , heaftn Pmbl-ems od
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the others aill loe discussed . These problems Hab threaten the Gorld  will
be determined ond gy the mutual epetenwd gidoal solutons wil be

»

researchad.

One of He man ams of Habrtat 15 to protect the naw genoalions !
Agnts from wndustry ta g cHes which destrays the enviconment ,cutture,
history and noture.\n addition 4o 4hot,einc millkons of the peple in the.
world ore omeless. the other main am of Habitot ts to make -t roneless
pecple oun a bose od prevant squatters 1n big cittes,

Shortly, T hope Hhot not enly o counby kit aleo olrer cahies
wil lberofit from koloro¥ becasse thie omozing ot ach on et wites dhe
peoples of Hneodd withaot oy diecdminotion. Holortahs  responailailily indudey
both people setting creas ad fre other lvieg Hhings 0eas o it will prowok.
o menking adiuontoges by eolurg the problems whin "theeatkn the codd.
T hope erogiivg will e sdved o son as possidle, S0 ue con (e

.l"GL.G

a werld , uathoot ony ?robleln:d bette\fe , o the raww Gemahono.

| . > .k.a_. . S
-~ ) P L t,. - N Y . L
! [ ‘b/\“ s - Comst -
) \/‘L\ l'.l'.~\ dtf 1]
/ ; . k ,) \‘_.ﬂs.‘ (A‘.:‘ )
(L?“ 2 U «" S e ( |
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4R I[ (Mﬂﬂ’.(}f\)

Deaf (Fina))

A PETTER LIFE

Today all pecple. ng in #e world ore e o faz with problems
e poliuton ouer population, eho—tage. of eneqgy ,hasing , food and
50 on. These prodlems cont be eched alone , s0 countries hove
Yo come together and find edultons . As o resolt of this , eeve-al
organiactions have been fanded. One of theee Orgoma.owkom,whlcl’l
wos Dt fanded i A6, Habitah . Habitot  lderally means he
Actuiral home of @ gont or onmal. Since the main corcern o Hhis
orgamackon 1e the proldems related with urbaniachon, ke gwen this
rome . Habital T Conference . whidn 1o o be held m Jone n letonl,
. 'm o topical eeue in cur canhy of present.Our people dont bnaw
" pach dbaok it therefore. T chosen 4o weite aloout He dopic -
Thie oganiacton holde conferences in which o ok of people
Lrom dre contres oll oser the world come togelner to seek fo- Solutons
Jo the. probems of the werld faces Habitak, T uas firet ongoniaed
n Cordda  coreiehng of uoanackon proolems n 1976 In 1992
mRio  Emvironment Gommit Meelng” in 4993 in Vieanar “Hamen Tghts,
in 199U n Cotro “Population Smmit Meeting* ond in 499 in Pekin"Womer
Rgnts® fllowed +he Haotot, 1 . Our caurby , Turkey, is going fo
meet a greait orgoniaation in letoniol  behween 3-14 June .
Moe Hnon  Hhidy Hhoueand peocple {from 48U countries,
wcduding  foreign poliicians, moyore and represenfotives

o

184



wil porkeipote i Holbital, L andl approximolely theee dhovsond
Journalists el be gving o live broodcost of Hobital T . TThus |
it will e the greatest ogonizalion Hhot, Turkey hae ever met .

Whot will ke ddken nto conaideration ? Whot te the cim of Habital
L ? Hostah I is goog +o +ake imle coneiderahion the problems of the
Peope regordless of the places where Yrey lve Besides, the 'p«-oblems
whidh corcern e whole world, such es poverky, accommadation,
educotion ,unemployment, iradecuate. construction palition, fown
Plonding ,hedth prddems and he others wil be discossed . (hae
problema Hat threaten Hre wodd will e dedermined od by e
mutual  experences global solufions will be researched .

One of #he moln qime of Hobitat s o prevent fhe cbshchon
of the enviconment. culhre, history and nature. 'coused by irdushey
Mg cles,and leowe the naw geneationa a bebe~ world .
| Consequently, € hepethat not enly our country bub also ofhe-
counties will \benelt from Hé.bﬂ-&,ff becouse it e Qr‘nq:l;'nns ot
such on event untles +he peoples of the wordd  without any diecAminotion.
Hobitot T 2s reeponsibility includes both pecples setfng areas ard
the othe,~ lving dninge orece , 2o # will provide the mmkjré advomloﬁes
& aing dhe problems which Hreclen he world T hepe exerghhing

wil be eolved @& soon qs poesible | so we con leave o world .

withaut Ny Pproblem o bette,- l:fz Lo the new genero-kone-
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e e S oot
e bm?*_) rﬂfQTJOara'\'.oyvl

<l ewalua i~

3
o

Cukacova  Univecsity , today et up on 2000 hectors |,

L wos found tn 1973 with o few faculhes cre cf them ord the
mow1 was  ogrwiural .engingenng . After den years Lin 1982.1983
{be__}_—_ng\x:;b L.mg.ug bepo.&ment* etorted o educabion. As alwoys,

} _ﬂa._nn:;ofx’% cL #he_s}udecrb_m Gtrlb _IQng,'H'!e. English. Lorgupe

<«

MW&.M&Q*M? e,:ﬁlfdds;. o

___:Pgr_ahdenﬁ_wbcﬁe_EgglLsh_b_Jnaﬂldec& . - e

T _weuld hkL‘i:p_an:PQ&_'}be..ieCCb.e@_lQ 4he.unkxe<~et by ui:.o

R — -w,;(_,._-.__-. e A
__-kﬂ%@cod&nliz_oomer— .Qié. f\ot_'bccm n 73\"\\/0{*4 }‘) g\wscho-.‘l

ha

J.__.___.‘..- - e e e ——— o —

__@n‘t Yrow. Hhey . &ecuded 4o be._a -\eoc.her “’)eir {ee)nss of present,

oS
T r‘(j/‘z

1{? \-\ney ae reg*eﬁ‘(u or CJCOM}'A“'S&f ldeos o\ood 1‘\he Eo(e@/"fs

o —_—- - ——— 1 -t o8 am——— e

-L.,\P:JQ\E._.‘\'Q\\:Qd S\x. *‘90&%3«:5 ﬂ'uree, of __Whom _ae ley_vleo.c/oexs

. B +\3€_Q‘c\ve«:& oreh_?(\\zg‘(‘e h\g‘é&%oa\ 4eoahex:>. e e —

Question. 4 2 Was Cukirasa _UOI\LQC&’E 5Our-_00}5._d701c2. e

Cukwmn_Uama@_mno.Libe_.@L&_cbom_a{Lm.a)(- -ﬂﬁ———-
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focuty teachers +ho+ T folkadt - They had never Haught Iemeelves
earnaing thei- \fe. fom +ec¢,hms Englien one day, One of trem
womted te howe educaton at the pelfical sclene « At dincthe~ one
waonted to e eduwated of METU in archifectue cpr//menéj
yet her folse ronge of cholce mode them o be entered ta
that depafbment. Unike the dwo faculty deachers , thi-d one
always wamted +o be an quhsh teache— at a prvate echool

» becavse o . her offection b,f chidren . After 7 nine - year - 4eoc/n@
at. 0 privote school . she has ehosen +eaching at Liversity.

On the othe~ hand , private highachall feacheds cim , except o,
7 was only +\-e,.5'9):§h Laguace dzpogl'menf (heg O(w%“: wonfeo! o
be on. Exglish techer, However, the. ezcep“Onol teacher's am wos
NIy /’\9.‘,__/—5.}——-—————"

.2 _architectue, ook e Sr.Odﬂ s Bequate for being. an Englsh feachen
.?-&.Pec.bekcg.o. Aeoche— wuas a comncidencg.. The .othes hod vece-

——sihoght ancthec wecupation. mwf}g@g@m o o.fcmfn |
___LQ@u.ogL S —
Q,ue.a:k\na_.z_._w})o}__wo&.éux_o\mc_io ‘ieat)"__a\..mx.erﬁu“ﬁ o~ Cﬂ\ —
___Héosdaoog.cgbea_gou_unce__q_&ludeof__a{' _‘.{“}_\L.mmecﬁdu. 2 And_uas. .
___n.ao\r__qsm_.eoma_o&_%nm_-fzm ~—and _lost_yea . whe Yoo wen b
,__,__,%«_—_—l-(q'nms__odkmé_ face. to {'o.ce, wjﬂ I¥he_. students. 2
e _Tow_of Ot JalSls Joachors hod ceven dhought teadkig

at . .a bghsc.émo.l When they..were shudents of dhe. wolveresity ,their
. avn. tos_ do__have on.ocodbmic. Coreer, whereos the others was
o voed.or. a priate. school.
. On tha ofhe- hond rone. of the bghschoa/ -/eac/ze,-s didal
o&m%d__:ieadrﬂrg —abtre mlvers.b Upon _all. Jrhe.,-}eqche«s/ that

‘\ :I:.J:O&M QOxfus.'}‘aw--}vosnms} didri_hoe a role _ta c_hcrse, dhe:

. m.mk\d:o CLJ".‘Q.‘H\@:‘...:!'O_.'&S‘% at the. m\t@rsi*y o not . .

c e e oF \hg\ge-ked faculty. Heachkers .cuhy peaple reed o
— —_hoe_oe_academic__coceer, .and- reloded.  to Fhis._gueshion uhat. . ...
— ey bod expecled from He_acodemlc _coccer ond _what \-\qeﬂ S
——bocl dand I Uy hoerk found fherc epecichans [E They. koo -
__dore angthing e train thamselwes ¢

o o, ¢ % o et et 4 $ b ® L —— o
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Tira ](oc,u\hj teacho— thiat thal the ~eason whﬂ pe,ople
need to bhoue 0n ocadémic. conre2e 3 1: desv to lea~n moe od
o2 .« Furthermore, He eQgernoss te le,orn‘who} > I’r«ppenn:ff
7 ovoud te bg.aark:( ook Hair kroneh Oﬂd(baieorn He epth o/
e longuage ralg_gh?’im Jo howe an ocadermic caceer. Hence,
Onl\;j +eocfvh? wnl be e/)a‘ﬂoh Jo~ cne and by 6eorchrr3, rwecda'g,
leoming  more _piople atkain eatsfacton. :
. They _newer_howe became disapponted for daung an academ<
career. (hay.thiok ¥at one cant be . perfect , thee 1 aluays &
T mioce _ec.thes aluap. shdy. ,Beacch. ond by he. moke their miause
)‘Q. Pluses.. Due.te foct $hat_one _conl_tean. eveygthing te cnotha-
90 s of thelr knouledge s grined. by their.own searching ,readip
o ond .latenship with aukside - i e
.__Queﬁﬁo:a_%_.;‘_”ﬁe__@m_cm@t_w}#ﬂ. dau—,./zfe 40403. 7 0.
d.a_ca_lnu wont _anather _—-,nb__ibah_caa_.bazaloﬁed_io.é@bb W?

£ . doaching . he umits_ta_ke_on_educatiosalist_abcood —a-thafutkre. .
Lk foculty teachers , the peivate schaol teachers ... ...
. _abkao. ):'L_Q___HDeILPzafess:cas__;_}eachl(g..&_;Ne:i/:e.’e’t-. e they regrelfo ! .}‘Ou'q-
_Owocen . that_gob . noc orethey. _cegeetful..not losing o foeully- teache, -
LThay belleca that_barg © deache-. oo a mesige. 1n. the sxiedy
od Yoeleg. an. Exglich Heccha. 15 a.popolar .Job_.{odca, _T"Wd
ke chidren .ond beconme hoppy when they help and solue
_Pe chiideens _ prablems. e e e -
S .-___i_o&ed_l}:;ﬂuake,_ee\mol_&ﬂocb%_-m_-i‘beg..bcnooo(zm .
- Freir hosizonn, how they ceneuthels. knowtedge __C[haﬁ_sad, -
. Hox -ﬁLeQm%%«ﬁeoc&ed_wib_i‘be_hnwledgz_-%L%\ej
—— .-.—QM&MMWM—QL%.W&W£Lm,ﬁ§miw SR
___cead Pacelgn lodks acd pudicalions S
M.Mncua&_amwﬁcbm@uw e
—_— Q_LME@MQ&%—WMOTL——»
AN ’ :
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Tre {oculty teochors Hak thal the reason why. people

need to houe 0n ccademic conreer )I;': auie o learn more oo

rore . Furthervore, He eQgernoss s teorn‘gwhol > J'x:.ppenn,{
7 orord e wardd, obout Hhair kronch a0 Tearn Me depthof
the longuage mlabs;-’rhem to howe on ocademic. caceer. Hencz,
only teachip u,omi be erouph fo~ ot and by m«hra,reod.’:f,
leaming more _piople atkain eahsfacton. :

. TRy _newe~.howe kecomre . disappointed o a!vaw:g an .academi<.
career. (hey thak Ihat one.cant le..pefect , dhere & alays G
.minee _sc.they aluaps . shdy. &scmc.b__md_-l-ry. to_rmoke thelr minuse)

- ...~90 ‘s of thelr )(.na.u/et@e__ s 80ined_ -bg_‘ﬂ'xelr._.own &Orth:rg ,neod,y
v —liand . RloHaonship with .aukside . ...
— Gueston. 42 Ace gpu caneaﬁ__m% G lfe. Jodoﬁ 20
___da_am_u.oni_mmébeg_‘gnb_iba‘;.caa_kp_celo{ed_}c Ecglisb /agﬁaz?
- ’IBLM.M%MMMMC_ We . The sense.. .. ..
~__Q,C_$eaclzlzg__‘9mes_}lmm_o_6m£_tnpplaeﬁ_rwba¢a; econamials. .
MM&!@..&@M_M_MQQ—&—PML&ﬁ/___‘
;__,_ _ ,,_:leelcblrg ,_bg_uma&ia._&._oa_edgcqﬂamﬂ:zt.obmoc{.la- M@m,_ —_—
e Lke foculty &acbed_,_{be_pm\nfe,_&haa_l..:"eac hers .
—— ¢__Cilso ke _their professicas. ,_:z‘eodng._._l\/etlbeﬁ_ﬂf‘i they. _L’%(e:g/u/}ma.
- Chocen - that_gob . nac Mf@m:&f&m* Jeng. a. ch.uJ\\j_ teoche.-, -
.-_fﬁ.o:) be\@.a._:\f\rak_be’mgmo;leqckag~ko&,q pmﬂse_.!n_*)ﬁ So:,.\e/fﬁ —
ord Yosleg. on. Exglith decchaen.1s -q._r,xpulo.f._.gob_.{odca,..jhg
ke children .ond becone Voppgj when .+)-e3 help and Solse
s P \deeas prableme
- I .L_%\:zd_’:\pﬁm\e“_es.bool_ﬁﬁocm._ heg blmoo(&:)
,.,}helr.\ﬁoo’s:zma_, how. they.. cenew thelr knauledge . ((hej said-
. Dar . Heyereec ceatendied  tautn_Yre knoudedge trat they .
— ,W&Mme.ﬁemuﬂg_m:&am&.mMm;mﬁ SO
read DOrg%n_ng\r_s__Qnd ﬁu\o\\rnl"ons )
They Mka o W&M@M@M&.ﬂk{ﬂd’ e

—_— &WMMMMMM&W
ho MWMMMM&%L_*
D -
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€K 4 (Mln!_prgaed)
! Daft

THE ENGLISH TEACHERS

Cukurova University ,oday ,é sejru;? on 2000 hectors ,was
founded 1973 with o few foculties . Affer den yeors.in 1962
1983 , the Engheh Longuage Deporment stocted  educahion |
A olways | the magority of the students were gr\s.w% ,
The Englleh Longuage Depo-tment gives a fourparedeation,
ako o preporalory cloes for shudents whose Ggsh is insufficient.
I would lke Jo compare the teachers in the university
havng dhei— academic. caree— and  the teachers in private.
Hghechoole n oder o \nvestigote haw thay decided to be
o Heacher their feeings af present ,if they ore regrelful o~ content
ond. Hei- ideas dbout ther professions . T hove talked eix teadhes;
three of whom ore focully feachers and theothes are private highschoo!
feachers . ,
Queshon 1 :Wos Cukurevo Universily gour only cholce
Cubirows Universihy wiae not Hhe only cholee. of o of Hhe foculty
dechers that T daked. They had rever froght themeslves earning et
Ives from deoching Englich one doy . One of hem worded o hive. education
of he polilical sclence , anothe~ one wanted do ke educated ot METU
n orditechuce  ceportment , et i folse ronge of doler. , entering to
e unversiy , made H:em to ré(_;en\-leled 1o ot deportmant . Unlike.
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e o focotty  Yeachers | third one alwoys wanted 4o be an Engl-'sh
teacker ab o pPrivote highscihool  becouse. of he~ a(\{ed'\‘on Yo children .

Afrer o nine _yeor. feaching at © privole highechool , she hos chaen fo
teoch..

ot a uﬂW&sﬂ‘& .

On the other hhond, prvalte hdischool Jeachers Qim ,exceph one, uay
only #a Erglsh Languoge Deparhment . TThey always wanted +o be an
Englieh feacher . However, the aim of the e<ephonal teocher woé
archilechu ok e grade In iniversily exom ues - odequate forkeig
on Erglen teockr, o he— being ateoche— wom a comncidence. The
ofhers hod rever thought anothe~ poofession ,Yhey ke “eaching
Engleh. de 1 doserved noiof e deachere complait obout dheir lives alfhadh

some of trem were reluctont:  Jo enter thot deportment.

Queshon 2 i Whot wos pur cim (lo Jeadn ot e universihy o
ot o hignechool) when you were a student ot the universty 7 And woae
Your o\«éﬁr;om ot yor first 3;',;)‘;— ord lost yeor . when g went for
hoimeg ord come foce to foce with e shdents 7

Tweo of #He focully teacrers hod rever thaght teoching ot a
highechool . When they were students ot the universily , their aim wos to
hove on ocodemic coreer  wherecs, e dhers wos o workl oF Q
Prvale.  highednool .

On the ofher hand, none of #he privote highschaol feachers didat
om -}eocHnS ot the ““%‘}BUPO" oll e Jeochers wham 1 dolked

/

going o traing didat hove a role to chornge their minds whether

o oy at e uversity or rof .
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I only oskedidoculty deachers why people need to hove an
ccodemic. career,ond related o this queshon , what they hod expeded
from ¥ ceademic career ond whot they hod foundl. If they hove
not fond Fheim expectations , hove they done anything fo +rain Hiemsehes ?

The facully teachers think that the receon why pecple aeed
Tohove an academic coreer~ ‘s the desice 4o leorn moe and more.
Tudhermore , the eagermess to learn whot is foppenning around
the world obout their branch ond o learn the depth of the language
lead them Yo hove on acodemic career. Hence,only teaching

iSrot encugh for one ,and loy rsevching , reading . learning
mMore.,one obtain sohsfockon .

They hove neve— become  disoppointed in"hoving on academic.
coreer . They Huink that one can not be perfect . there s alays
Q@ mirus , so they olways shdyigsearch ond ty fomake Heir minses
to pluscs. Due o fock ¥rat  one can ot tecch  evenything to ancther,
90 o .of Herr hnowledge i gained by their own rsearching ,reoding
and relolonship with euteide .

Queston 4 : hre g cortert wih yaur ife today o do gou
wonk 0noter 506 Mot con e reloted to Engloh language 7

The {facully teachers are pleosed in thei- bfe . The sense of eaching
ghes them o greot happiress , whereas sallefackion in economic  doesnl.
Qlthough ong a(k.#vg." the facully J-eo::her)\'o& the peasire of -Ieoc/’)/ry,he wons

fo be aleducokonal“atteché in e Unded Kingdom .
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Like -’b&:”_g feachers _ e :Pr'.vc)tle higqecl'wo/ teachers also [ke
fhei~ Pfo{‘eﬁs‘om_, \Leoc/':lng . Theg ore nof r-csreﬂu( be\fg a teache—
because -l-heﬁ believe ¥t loe'\hg a teache. hos o 'Preekse inte &cié‘ﬂds

moreover, they like children ond become hoppy when drey help and sdlue
the chidrens problems .

P 1 coeered , fe privale school i'eocher-s ore pleased ,Hneg
hove no rv%y-e{"(u\ﬂess - T Hunk. the prvole school 1o o focto~ %xM\ﬁ)
sueh o> ke condhons . On he othe~ hand, $he focully tecchers hoe some

complaints |, sucih os thesr economical prololems |

T only asked privole echool tecchers how they broaden
#eie boizondhon they renew their knowledge. . They sod ot
”"e&, were nede— contented with the knowledge $hot hey hod greckated .
Ty porhcipate i seminars, read foreign loocks ord publications
n order 10 mprove Yneir hrowledge .

Ao o cesull, gererally the foully Jeachers eered the Erglish Langape
Beportment ly concidence . As oppased 1o Hhem ,the prviite school teachers
were fager ho ke on Erglish deocher, ond whot € investigaked 1s they do nof
regret not . hovigon academic coreer. L ok the reason why they lke
woking ot a private echool ts the codidions and Hpetr @@rning eragh

Yo e . On 4he otherhond s foally decchers #at T become sad fo~ I

" o foct that ey dedicate. their Ife. 1o scionce, English longuage . They,
ehdy ,do recearch ond canteioute something Lo Egeh , yet they Lm@
get whot they deserve n lerma of Poymert .

’&5 %%?@%*,9: nadk my decislaon W%kwy&ﬁ&(‘!‘on
fo chidren ond pelte~ coxdbions af the pivake schools € would
ke +o deach ol a ;pn\af&- scheool .
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/} e fRlifies 5, being put pressuce on me -, J/')o//pz/)é’a})éc_
Pnd  Jrerd -
W hF ore yaur (/ec)m ? Jo lwe Cny  Persn ww HO
T tove And K hurd  sornessls &fael,gw,
Fxe JOL( SO'} Y deyice; 7 o hee J/n R /0-’r/:n coeMty
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SECOND SEMESTER
TASk. L ~ )

( Frst 0@/%)

Zoelip I inels JFs P0G Sor //m///nf e o /

(§owth Beseinment Propples o we mco/r)cyc bons, Sterr -

Fzflon Snd pborton o Improve the quiYy oy Che Chinew
0

/ao/DuéQﬂoo : |
' VL the curreny rote af PO Tt il b
L bl/Mhen people  wiYbin /our., Lol o?/)é/. ry bMon ,_}6’7 orou!
2035 , when H Wil rhallongse Ching R the wordd s oy &
fo/)u/ow ratfton . Jh Jndts  there care =23 uniVon éirths
ge;oz- oVing? Lol miWon NbITAS . _2;1 Chiho A low clirrend
growth  wte >f bsut 14 Y (Yo - dOown  fom @ pau
of more ¢han Y ,n ghe mdblle of  4Sbo. [he souidati
on wilf doudle /1 the next (em‘afy’
Trolid [inds A 7o beep control poudiatlen Jh.
oo Jovernment propRie - Some SoncHony /‘7290/3. /7a"w'o/o More
thon Lhree chlblien would be brred from lsyouemmen/ Jobs ond
women who ey 62/)@ the. dpe o f 4f dne men A%/e.q
wou i f&ce the Sme red#ictons. o~ .
Similatly China bt gome Populbiflon  contrors O S
</or /dm)//e./ ) f2 he ppre thon Dre chlit,
& 0Th (hina dnd Trdla  educite “hel /DeD/)/( Wwlth Jom e
Pm IMJ |, Jn hat wa Chey beep the g oVZ OWTh ©Ond s
ofite the. numéber [/ ok 2/ verjow ly Sl andd oMiabled  cHdipa.
Frewhae in Drola . Intenatbng (9 prouns are ¢
dp Wih now  methods or ev‘//n/ V/dm/‘k/y-— ‘/J/a?m,‘nf ,‘/Wé/m o
o the publtc - ©n the otbe; hand * Chinere Fend oo wop e Th4
S hecty | Populditon ki more jmportunt +hon pedona/ freeabal
S Indrocluctio m
<2 cenampler are aot enouph.
3- cony.
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Both China nrd/ Inclia  are #ying 7o ecluite 7helr
/oeop/e w/th JSome Progems  ouch og 7V Préproimd , some

IndenaAon! il prouss . JTn 1hat whly they weont Fo Ao
Jhe rafe bf gOuth nd recluce Lhe number 2f b,

of serloudly JSick dand  Aidbled chllciren .
Llisewhere 3n dnia . Zafecastiona! e proyps ae

com)@ yp with new merbool 7”0/00@76’/057 /ﬁm{/j- //Jooy

)Vomw//on ~p Zhe public. On the oiber hand Chliney <
Jend #o grae Lhit /;eca/gj)/  popubiton A more im0 tink

'éhan j)efJOn,O/ /fea—/om_p \70u~f’ QN &Jf‘-MJt—-.

@-—ﬂ?;%’““t Ja clarceme PO .
(3) s You ¥ et A foF e proe?
@/D edutetion o

@ /) (/NM'\\j A an
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ASk. 4 5/7
) ) \(gt)““
M’J@i/ o
7he Adwo countrie seindiy cnd CAINQ —whlch hdue

J/V/eren Soc)@ ! SHhuctures hove Jome probfemt IBut po-
PUlton 7/7ej pave both oimifaities cnd  ofrfferences - [ ;‘2’"’
China g (Sovernmens 70 wle mcom‘cvdae_
bans, otecilizddjon and dbortion <o tmprove  Zhe '9“‘9//’7’5
of the C hlnege /)o/)tléﬁ/'on. I Ot Todi’ s Goverrmment
75 gef /0 debsfe & new populiflon polcy Skt %
creadlon of & popubidion commlsbn €0 ovemee <ha J 735
milliorn -&- de‘qz /oft?jY&ITJn 7he ocheme &imy #p work —c’/;ri(ZaA
the eot/‘Jf/'ng networt 37/ villape councls and  commn, #y

I 4

GroUps a
India will hove £ b/~ oeople ws hin ,/au/v
edrs dnd 15 billlon by Sround 2035 wimilacly Chineas€

pojou/é—//on wl/l  obuble by oroundd 2000 .
LUndid now JTndla by been relucicnt o /mypod e

the kiod of mondokiry Mmks on AfImily uize Jert @ CHn.
The propoid/ includes sorme uancons - pedole A&O/y more
thin three chiblren would be barred g/rom Sovernmen &
obS And women who mdry be.fg/e the s9e o/ 04 dne/
men before I, would face the JSame resHiHons:Sim?-

lacly China has some population contm! prageims o

r/am/’iej nod #o /)‘3\0& more Lhor ore chifd,
Aéee%ice, Chinese Snd Trcllens prefer 4o Ahave

Jons. Bemwe —z‘h& neec sonds fo hepp farm he [dnd. Si.
\

m)/.gn@»’ﬁa Cb/ncv/ah#' /n Jno//aﬂ 7%’//)7//)5 qas; obo an Incen—
Hue o prochuce Jorger familes which Fransldte ‘nfo more

wor£103 hancls-
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807‘/7 China ond Ind)a ore y(y/né) fo  eclucate
their pevple with some Proersmy Juch I TV prop
remJ, oome N7 mcIBondl I 3/‘OO/J ere. In Shat wy
~£hej weint 7D keep ~he rafe of growrh QdY cecluce
“he numéber o / bleth o/ ver/owty otk mnd/ Abed
chibren . .

A //hogfh Yhe Swo povernments 7’(} A edi-
Caf/’ej-éhe'/'f/o oole  wi VA JJS /O/DZ’cC'frU _ poegife gre
SO Jpnorant and  Jllitercse there fore, {/73, obrit tmow
Jhe imporidnce fL heye Populion - _policred - 7/727 aA/
)n3ISH on  havinp more thdn Fhrea chlWren b Ao
sond , for Zhel need e hllclen FHo /7940 %Wm the /8.
Stmdlar +5 China , 1n Tndia ,/drm/n /s Ao wn Incentue
~o )D/Ddu@ /63902/ Wifes chich Fronukite Indo  mw e

wortln PN o 5 has o Slek
AT VPR o i I - A=
“’&).'E\Zrew/nre ’ n :f/\na//& 4 nderndFonal vl > 2ty

e coming u ww¥h  new methods Sor pettnl feamsle—
/a/anm‘n jnpérﬁmﬁ—//ao 2o Fhe public- Oén/-lfigoeﬂ'/mji 76,;7/7 g
Chioee Jend 1o Spree 7hot b hea Why pbpulatien  Zs
more )mpPor7dnt < hon P eciona/ /eé’ﬁéﬂ')f—- /o me, Lh
f“nﬁ/ d’/e/o o fee ;/be /cOfZe D/ Qr)mu/f/; s ob ecluct
/oeo/)/e T s (5 idfen' <he Two povernments hHdve
more serlow 24 é/g(ngc ‘:é/’b?f) /’JO/Ju/c\?ﬁa’) S o :

#5  fgnorance I Fiastly Idbeyy Gbousd ectuiidte ~Lheir oe
D/'D/a; Lher. ~the other problems Cn be solve Fd)JD\/y,

/m |
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Ak A
[ Thicd D3/ )

POLUCATION

The Huo countraes —_ Jnohd cand  China — which
have different Socla! steuctures /Htg_\:s:c‘,mve COrmmDA
problemy  @bout  popuRHon .@') driicles were ko
v'/rom TIME m:qulﬁ//)e - rhe 4 H/fe D(/ L he //r.r/ rticly
rs * Drdenng Up Berer Bobies™ «wnd <he ewnd one
A “RAdng  Agalnss 7me”. they  hove  both i/ fadhe
o elffRenigd QO 1 T
,\\(¢ % Indi  wM have -7 biVon /390/012 et AhrA
dour Jesrs @nd S5 E%sn by cound 2055 s
m/”/ﬂ/\/y Chineje /3'0/01-//(\)7’/00’5 il o/ou b/e éj Qround
2000 ,X%SWL\.) Yoo D & s |
b/nede évouemmeny‘ j)/od;owgbl #40 e MY S
b33, steriliaoton cono dborbon B /rrprove  Fha Gu_
61//77&9' DL the (hinae /Oo /ouéoyﬁ()n,,_f/}, GONFreld 4, W)V/c)a
govenmment 2 GSes Lo febdle <o peww _POpylaHon o
licy <hot suppasts +he ceatlon of P0pu e 20 o
- mllon Yo Brewsee ~he S JIo I on - yedr prop-
ram . 7/)¢ scheme  a/my Fo woré 7’/)rozyo/7 Z2he ex/gfn
neqwort. of vlldpe councVs cnot commun’ly proyd.
LY “noww Zolio A been relucsd { Jo }m~
poe Jhe Und oof mancbicy /el on Z@énﬂ/(%
Si2e sed b& China. rhe /aro-/ocu&/ sclly JOME
S&ncAons? (290/2 bﬁw’/f more ALhdn Zhree chlldre,
would be bowre~ V/rom ffncarnmqrn’ Jgéy Ind  womes)
who e 670@ “he c&ne 0f 4P Ino men bebra
24, wollld Foce +he Some r &t cHond « Stmbiord ¢
f/)/‘no? /)cVJ JOrn e /'Oo/ﬂa/o‘)?é’af) contro/ /Qfof‘cS?mJ (jlor‘
<7eamﬂ//'ex oS o hove more Zhown vne CH.
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/,M/

TASK. T

LOPULA 7o

The Z2wo courtries .~ _Jrlig and China - Which
lhau e d/}ffefen% Socigl struchures hove Some — coOmmoa
/OrDb/em.r otbow/ /Oo/ac//o%/on' 7/)6, P e D/ 7he (ﬂ/mé
article Ps ((/lqdng I podnst Tme T and the second
one v Drdering 1//.: Botlee RBobres” . These Owlhik,
werg Fotan (/forh J/me /770(//40/ zimne . 7/7czy rawe both
slmilari¥res oind o //e/enceJ Jn Hderms o / P opUiafon,
' The ariicles Stofe #hrot Tndiaw wl Aowe
L bMon /oeo/o/? wMthin /OUf Yadrs ond 15 b/en
hy @round 2088. similar /ﬁ Chinese /oo/.:u/a/7’0ﬂ wi’/
clouble J@ oround 2000 ./Zeguuc//ng Zhls, Chinese fo-
vernment+ plles ot propesal 4o Jimit marrigpes , ste -
rilizotion and Qbortlon Lo Jmprove The qualy 0/
the Chinese /oo/ou/a,ﬁbn. Tn contredt , wTndis s vern—~
ment s —~se7 /o dehbale a new _POp lortlon _PO/c
o # sSuppest Zhe creadlon aa-/ o populoition commil
flon 4o overse < —éhe.. 5 3Y5 miWion OIJQOF/:»O a
0om. “The Jheme ollmy 4o wore Zhrouph +XE  enistth
ne+dr & a/ u}//cz,.loe_ cohells and ((JmmUn/’/j yﬂ/‘ou/u, .

The ourticles mentione +hol unfid pow Jnda
hos been relyctant Ao }m/:)OJe. €he tind of momc/ofarg
[imlls on fam/‘{j Jize sedt [37 Ching - The /gro/gom/ Jcluchy
some  sanclons : pec}o/a hau/ry me e Lhon ~hre ¢ childen
would be bored .fmmi U@ff)m&n—/-/job! ond women whd
’Y‘Qf\’j be}ora ~he soye of 1¢ and men before 24, would
7/!0'“ The same reskittlons. &'m}/ar_/y Chind has some PO —
/'Ju/of//on contro] /of?/oramr 7/0/' fo:m///'e.r N0t to hawe rrpre
than one chhld.
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1 he articles say whar both Chinct and india
dre Irping Jo educate Lheir Pegple  w.¥h Jome pOQroms
JuCh o 7U,/or0‘/oram.r . Jn That weary t/&ey want £ lee,

the rorfe D(/ owrn ond reduce —the number 0/ birth ,)/
der/ow{y sk’ and diyabled  chlidren,

94/}/70;///) ¢he 2wo (foc/ernmenh —é(fj 20 eclucale
the:r /)eo/)/e with Jdome /)r(v/afamj . jleoxe qre ua_fj ,Jo_
nocant and JNNteraite [ gherofore , <hey ot fro
~he impodowrve Of Zhese populatton policres. 7z
Inilst on houlnp more “han theea children or “hgu,
$on /or éhefj need chlldren o hely form LhHe /aznc:f:
Simlfor 15 Ching , /' Tndsy /c;rm/‘f)f n lso e Jncentle

4 produce  Jour fomw'//'eJ Wwhich — taoindlec te. Jnlo pore
errJo hard .

JIY

07 § o conetuylon T believe we caon Jorgy ¢hat
Flhewhere jn India , Tndernctionss oY proyps arce <Z

O/
L{P w¥h Nnaw methodr Jor (yaf//‘n V/am//j /o/anf), 7

(j /‘ﬂ/br_.
moflon fo<Lhe public. On Lhe other hand , Chinese dond %

opree thot o beo/}ﬁy /ogoa/a//on A more important Jhe
persona/ Jreaobm./- 7o me , ¢he 4wo povernments Aowe &

more. serlous problem ~Lhon _poputation I é‘jmranée D&/

Pe?a/e-. //)e./zrforeJ 2 he /j}dal gFe,n 4o confm///:o/au/g(#/an

7 o educate pecdle -

5 then “the other roblerns can be.
soled  eas’ly.
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701 2— - Definitron
;—7@/ :0/07//)

UNTVERSITY

T4 15 ‘fhocfhf that the meaninp of Zhe wurive -
ijy A 9N eddy Cconcept which Sr Anown ‘é‘f eueﬁboc{yJ
/n facty Ph 7 oot 9 wel/-tnown concent- Ths meonipp
(‘h&()fa} //om One foeryon Ao Another -

The doictlonan .me&n//]/a 0/' un/uea/é/y At &n g lP-
tutlon Jor ddvanced” Fecochls p 90l (esedrch . e corctn £
+> Fhe d/'ci/Onn)(y me&n/‘n]o . UnlveauMy 7 0/1\/7 9 Dlgce
wbef; the (Stulnts 7s /bu/o/)-/ Ind  hove o chonce Ao
research on +{hejr gubrects-

The me&n/z?/a of wnlvewVy chapyes from 9 Ju-
ce.s/u// sTucknt Hfo¥ @ /rQi‘jl one . The wsulectull tuckn f
can Jy o Unlvecly i d/o/c?(f SN which L con he e
Jucdfed Ind hgue a chonte o improve  my ¢row fed,
Andl research on \mj o/e/o&/—;‘mef)/-' = /d%j SHuab t 3
Sy T unjvewYy 7T @ plice  where the pdie) ore
cOr/eroea’ ,

Fren Lhe “4eqachey coin uo/ue d{}{fe_ren% &/ on
Qbowt Fhls (o,nce/m‘ J Some can Jdy “he unlveaYy 7y A
/D/aca twhere 7 f/each'mj Stuclends , Jome N udly S U~
n/ueo/?j medns S0 Jedch ﬁa—#—ﬁ) ecicite Ind S pPreae
~/hem Jor “hese /uﬁx re - |

/Jn/uQ{J/’{y Alio bas a '/dferen/- mMeJdnNinp Kmon
dhe /oego/e . /Qego/a Zhlnt. “hat wnloersiy 7y o /o/o?(e & heve
HJhe Siuckents bewrme communis /- |

Pegple  shoutdn™s  Spint ks untvenity 71 ol
a/o/aca (rmm&\'){ or ﬁ/ﬁce where +the cormmunfym
’s Aoy hyl.;‘% me enjvecs/ Ny e/ Lwhere “he JStudey,
are f/au/haﬁ and have chances 7o be well-echic o/ peapt .
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CHECKLIST

j?— —— 1. Does it make sense? Is it interesting?
\,

Doces it have an introduction?

ry
.

‘i\L. .
H
|
i
I
W

Ooes it have a conclusion?

0id s/he always use the most appropriate or interesting worde?
Did s/he use any word too often? é\ﬂcj. LﬂﬂW\»&/‘ﬁizél

] -
{ 1
i |
t [}
! ]
o b

i
T~
!
|
|
|
v o ~ [e)]

Do all sentences in a paragraph relate to one idea?
Are the sentences varied in length, pattern and beginnings?
Do the sentences tell a complefe thought?

Are capitals used where necessary?

— S 10. Did s/he use apostrophes, commas, quotation marks, periods,
question marks where needed? Serag /4o s

— —— 11, Are all words spelled correctly?

—— —— 12. Are paragraphs indented?
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VAsK. 2 . pEFINiFicn L

(&'(ono’ ()'C’*’/f)

LWIVERSITY

H is 7’/70(0964 <hat “he mewning wf Zhe un-
verurty 5 an Canly 0N S  uhich .7 bhoewn A& My
PQOP/e s ﬁoweue(/ 7F 0y nod wuel/- fnown | THs meam’nf
fAO‘QS’O-’ JOM  one pemion 40 enotber one.

The A'cti Onorry meom/‘/yD DV-( unlversity 7s “avn Jng-
tution d/{or advanced éeac/;fq/o pind  reg@oiech™ ~eordin £
+he d/‘cﬁmaw maomfrf ; wuniversHy only <9 place Pn o hjeh
students  ourd 7‘0&064 Oond  howe o chonee Lo rejecicch pn
{heir  yvbject '

(Uhen o ket oLt o JUC(QJJ/U/ s uclent  orbout unier-
sty , he wuld, say “ypivensi™y - Sy oo place jp whieh 2L cocn
be cducated and /7a{mJ cé/;oncaf to improve 7Yy bnowloclpe o
&seQrch on mj dejsar"lrr%%’lgn the oOther hand y wfe/;q

ou.
ast the vame guadtion o 9 /o2y one . J/ée would sory -!Zum‘-
uer.:;\"/j J5 A ploce whore +he paties ore Quanpeof .

/ Fuven Ahe -teachar can ./'ue r/;'(/oé/anf q/oz/?'n/é'm; edoc /
Ahls COACQ/D/'- Jome ‘/eachar.s con JQ-.V : Jn,/l,gf_r,}fy ﬂr on{y 8//01(@
o Jeeith sducdents ; on -the onfracy | some com @y /)n/ug/.tﬂ/y

\. tneons 7o Jeoch , educate nd 2972;32‘379 “Lhem 7é/~ FH e,

UOIIUQ/TI/"/y AQJ olic o n’/'/‘dé,gpy megn//ya Qmon /999),@.
They thint ~that wunlwewlly Vs a ofoce  uhere Lhe student? become

—_— rommun/.}r‘f'&e/,'eut_.

Peo/a/e shouldnt Zhink +hot untwersVy only &yl
[bufln/inf)/ or o phrce ‘-U\hgf& the communtum [ Hfowpht. 75
me unlversly means f‘%bbfe_ +the tucknts are’ tfﬁé
on +thejr subects oipd Aove chances o research oind FD

be well _—educated people - A

> Cone yuta 116l blens el codedil -
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Ask. 2 - DEEINSTI00)

Third L ) /i C‘7ﬂf )

unlvEpsPry

Tt. A5 Fhoupht 7hot Lhe meam/ff o f *the
dniveas/ty /s oamn ea/y ((n@a?’ whieh ) drown ? many
peo/J (e 5 however , /7 25 1ot well- prown . THs meaa/:y
ci’agjéd Arem ene  pecion 40 evnorper L

. Lt A
- .
Jaopes

.7/76. dichonciy meantng o A ariiens Ay AN
rastitution ,/or oVyorrxe o :760166//19 oincd rerecrch . ofeco sl
1o -+ he cf/'c-//;on@ mean'ng . Umuedslty s az('y & e i w ke
Jiudents ore  Joufht oind howe o chowrxé FJo resecrch pn
Ltherr dubjfc% ,

‘(When You ot e successdttl Student pibou
uniuer&’/é{ ; he wueudd Say uuﬂ/uefJ/ﬂfy A o /O/OC( whore

"~

L cen be educated oand have cponces A, lmprove
k'leeaéfe and rejearch on my courses Dn Jhe o7her howd,
when (ou cuk -Lhe d‘ame_faé?.f 0n Lo & /ay one , s/he -
weuld redy>oi “ cm/ue/.J/’@ V2, G{)D/O{{ whére. £pe porier are
eireen o// ELen the ALeache,s corm /v 04'/7/6/6/7;‘ }/%/70/%&7/
orbou¥ 4L con (epPT » Jome Heacters can sey * “unients 7y
onld g /)/me 7o Feach SHdents [ on +he offer hond, , some
ein daj . 4+ means 70 Teach , elcar/ e a/no’/o./e/oare He-n
(/94 tUfice - %LQ/J/(//! boy alo ) a&///é/ew-‘ meoo/f'a r29r7
/9eo/a 1 - They +hit hat HF Js oer Nace tuhere FHe Skl
becom € cominunst .

J beleve 2e0p (€  shOUIASDS  Fhlrk thott pns—
versly /s only o place  where Lhe  coprmuntsem 5 /arz;ﬁé/-
Tc me un/'uefdziiy Moy where Lhe J.r’c/a/en%_f e /az?ﬂéf
en their yukject -le prepace -£hem 0‘3/ ‘her Afuture ornd
10 rmovke  Ffhem el - edvw@ted eote for Thels County.
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LNIVERSITY

74 s Thought -hat The meaning of the wuni_
VErSrly  is oin eo sy conceot which /s known 63 many pegomw ]
/)oweue/, /M rs not wel/- tnouun L Jts mecnN/ng choe s //rom
ene perscn Ao :Jr;ov‘her .

In  Oxdord o//'Ch'or)Cz:tJ , The meaning o [ ensver
sity 1k “an Jnstiduton ofor odvance d Jeaching eand reseqrch .
N(coro//‘ng Yo £re n’r'c‘//bnoccj /necmz'/zj , (/m'aerJ/’\/-ﬂ 7s an/j Or /)/aa(e
In which students are 7o nt  Ond howe e chance A, escndh
e ~£hélr mz/gech:

LU hen &Du Crté a Jucc@.u/u'( sthident ovbou? u_
nlvers ™y | he woutd sory ¢ un/’c/e/d/'@ A o ploeg uhere 7 son
be eclucated omnd have chonces o improwe my  kncwledpe
and  regeanich On AL Courres”. On +1he othe hand , tuhen =
et fhe same faedt‘/‘aa Jo o loczy one , ulhe can /«’.?JOna’
".‘un)vuerd/'@ ‘o e /a/ace where Fhe /001/79‘9_1 Ore¢ Qiranpedd > fren
+he tecchers con (j)/’(/( n’/'/«&ren# cs/e//’)/'?’/‘o;;f odout 7his consesl,
Some Heowcher s can vay “ am'ua>::/{9 /s Ong O plQce o tfeach
J'ﬂlc/an'l--fj on The contrary , some can say  “ % mean, o
feoch |, edducote oind /ore/aére Fheon HBr Futere”. University
has ea/lio o i pfecent meom‘rzf among pegule /'7757 Y
thet 77 Js a pPlace  cohere Jhe stedents  becomc communiit .

g ébelreye people  shouldn ™t thinl. ~ bt wuniver
J/’fg s only o /g/ozte_ twhere +the  commun/rmm fu 7’0(0/)47’_
76 me an/(/a/.}/'/fj means  where the ludents o e (%mf/;;,}-
on Shelr Swlrects eLe /o-re/yc(n( Fhemm_ /Or FAheép— Fe Fee~e
and 40 mabe Athenn wel— edicatos /ae’a/9 e ’Z/ Thep—

coun —%7,
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T om wsure Jhoo! 74 mudt ba vony offffeud b Feoth a coune
which one hodn! Joken . 7 Thine (ve will hove Jhav/ tind
9(/7 /.>rob/emf Jn (/'uv/ure becoiye r/(v exXample (o€ hawe k-
fem‘gj‘/\ ond JQGO:UT Ourre but 7 bokeve 4 /I Ue\./y éor/r_7/n
and @:deguwé - Lue bauon'%doo/ even O J[c'?m/;on deachoc or
a /loboradory D /0/007’/1;9,

&uesflon 5/ How long e you have proéation
and wew enOlyC/'\ Jor dgu ,9

They sed they hod orobafion For only ©ne
month . One D(/ Jhem son'y “hot one month /9r0b017‘/'00 o)
enctich oéo/ him , but Lhe oThers o/dA+ gpree wrth hHim .
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