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OZET
YABANCI DIL OGRENCILERININ KOMPOZISYON YAZMA
BECERILERINi

GELISTIRMEDE RUBRIC KULLANIMI

 Ayse KIZILDAG
Yiiksek Lisans Tezi, ingiliz Dili Egitimi Anabilim Dah
Damsman:Yard. Dog¢. Dr. Sema TUNCEL

Haziran, 2002, 92 sayfa

Bu galismanin amaci, Ingiliz Dili Egitimi Anabilim Dal: 6grencilerinin
kompozisyon yazma becerilerini geligtirmelerine yardimet olmaktir. Bu amagla,
kompozisyon yazma siirecinde yardimct olacak bir 6gretim araci olan rubric’i
kullanacak bir grup birinci simtf 6grencisi olugturulmustur. Bir 6n, bir son ve bir
de tamamlayici/izleyici test verilmistir. On ve son test arasinda dort ayn yazim
yapisinda (betimleme, 6ykii anlatma, neden-sonug iligkisi inceleme ve tartigma)
kompozisyon 6devi tamamlamglardir. Tiim bu 6dev ve testlerden alina
sonuglar, dgrencilerde baslangictan beri degisiklik olup olmadigim tespit etmek
amaciyla kiyaslanmustir, Sonuglar, rubric kullammindan tezde yer alan
uygulama grubu Ggrencilerinin faydalandigim ve boylece kompozisyon yazma
becerilerini geligtirdikleri yoniindedir.

Anahtar Kelimeler: Rubric, kompozisyon yazim, 63retim araci.



ABSTRACT
THE USE OF RUBRIC TO DEVELOP ESSAY-WRITING SKILLS OF
EFL LEARNERS
Ayse KIZILDAG
Master Thesis, English Language Teaching Department
Supervisor: Asst. Prof. Dr. Sema TUNCEL

June 2002, 92 pages

The aim of the present study is to help the students of ELT Departments
to improve their essay-writing skills. For this purpose, on; group of ELT
freshmen was formed to utilize rubric as an instructional tool to guide them
during the essay writing process. They had taken one pre-test, one post-test, and
one follow-up test. Between pre-test and post-test, the students had completed
four essay tasks on different writing structures (descriptive essay, narrative
essay, cause & effect essay, and argumentative essay). The data derived from
these tasks and tests were compared and/or contrasted whether there had been
any change. Moreover, during the essay task, the learners were conferenced and
given a questionnaire in order to get qualitative data. The results have positive
tendency showing that the group of students in this study benefited using rubric
to develop their essay-writing skills.

In Chapterl, after gwmg a brief background to the study and presenting
the problems related to essay-writing in general, the aim and scope of the study

are clarified. Then, research question and hypotheses are stated.
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In Chapter 2, wia have divided the literature review into two. The first
part works with the background of teaching writing since 1800s and the theory
of the present study. Consequently, the second part explains the studies
conducted previously in thg? scope of this thesis.

In Chapter 3, the methodological information such as subjects, the study
design, and instrumentation is explained in detail. The data analysis and results
are given in Chapter 4.

Finally, the summary of the study, the general conclusions that can be
interpreted from study results and suggestions for other researchers are argued
in Chapter 5. In the conclusion part the implications of this study for ELT
context is explained.

Key Words: Rubric, essay-writing, instructional tool.
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CHAPTER 1

INTRODUCTION
1.1 Background of the Study

Writing is one of four language skills which people use to communicate.
However, communication is not the unique value of writing for second language
(L2) learners. As Raimes (1983.) suggests, writing helps students to learn a
language better. This becomes true with the power of writing to reinforce
grammatical structures, idioms, and vocabulary that have been taught in the
classroom. While students write, they have the chance to discover the language,
to go beyond what they have learned to say, and to take risks. In general, writing
involves expressing the students’ ideas more effectively by constant thinking.

There have been numerous studies conducted on writing achievement of
students. Moreover, researchers used many different instruments such as
teaching writing through portfoﬁo keeping, literature, oral or reading skills,
visual organizers or colour coding objects. More recently, after a positive
acceptance of teaching writing in process in 1980s, when teaching writing is
mentioned, it is referred to the comﬁosing process rather than the composition.
“Indeed, the term “writing’ can refer both to the finished products and to the
processes underlying the production mirrors....” (Arndt, 1987, p. 257). Since the
emphasis on the process leads to a better product, the product and the process do
not stand in opposition but in completion of each other (Horowitz, 1986). Thus,
recent approaches to teaching writing emphasised process writing to reach better
result. As Hughey, Hartfield, Jacobs and Wormouth (1982) claim acquiring
writing skills requires much more effort than acquiring speaking skills since we
acquire it ‘naturally’ in our first language (L.1). Thus, the emphasis on the
process writing can close this gap as much as possible. Apart from that, the
feedback and the guidance from the teacher and/or the peer are other
emphasised points in the process approach. Likewise, the studies conducted on
this approach support these points (Zamel, 1983; Sahinkarakas, 1998).
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The use of rubrics to develop writing skills is a new approach in the field
of Teaching English as a Foreign Language (TEFL), which can be applied to
education levels such as kindergarten, primary and secondary education, and
higher education. Rubrics are also used in many different school subjects such
as music (Doherty, 2000), mathematics, and science (Sims, 1999; Duehr &
Nugent, 2000). Although most of the studies done with rubric focus on the
assessment of the performance, this study, with a few similar ones, is distinct
using rubric as an instructional tool rather than an assessment one. Thus,
regarding the majority of studies performed in this field, rubrics can be thought
of to be tools for assessing the students’ performance, but this idea is not
completely true since rubrics are also tools of learning (Rhoads, 1998).
Brookhart (in Moskal, 2000, p.1) explains that rubrics are “descriptive scoring
schemes that are developed by teachers or other evaluators to guide the analysis
of the products or processes of students’ efforts.” (See Chapter 3). What is
meant by ‘rubric’ in this study is the guidance that the student will use to reach a
better product at every step of writing process (pre-writing, writing&drafting,
revising, and evaluation).

Rubrics are tools to guide the students through the learning process in
addition to the assessment of learning in any course. Recently, there has been a
tendency to use the rubrics to improve the students’ writing skills. Moreover,
current research suggests a positive impact on student achievement with the use
of writing rubrics in the classroom. Rhoads (1998) has found that kindergarten
students were very comfortable in writing with the use of rubric, and their
awareness and expectations for good writing grew. Consequently, Parker (1995)
found that there was a great involvement of students in the classroom using
rubric during the writing process. This enhanced the students’ writing skills to
reflect at every phase of writing process. In addition to these studies, Gearhart &
Wolf (1993) point out that the use of rubric in the assessment process promoted
the students to examine the current understanding of the learning process.
Lastly, Beaudry (in Rhoads, 1998) also underlines the positive correlation

between the student achievement and the use of rubric in writing courses.



Among the previous studies with the use of rubric, the most related ones
with the scope of this thesis have been conducted by Shaffher (1997) at Grade 7
level and Rhoads (1998) at kindergarten level. Similarly, Shaffner and Rhoads
have also used rubric as a guiding tool during writing. The subjects of their
studies had rubrics with them while producing any kind of written work. As a
result, these two studies have been found closely related to this study, and they
will be explained in a detailed way.

1.2 Statement of the Problem

The general objective of writing courses in English Language Teaching
(ELT) Departments is not only to improve the general or academic writing skills
of the students, but also to enable them to acquire the ability to teach writing
skills when they graduate and become language teachers. Any skill not acquired
well enough cannot be taught properly in the future. Apart from this point, a
graduate of an ELT Department is expected to be more proficient in four
language skills when compared to other students in different departments at
university. As a result, the students who cannot establish a firm background will
not be able to reflect on the knowledge for teaching writing.. From this “
perspective, empowering the students with the ability to write effectively and
accurately is the basic aim of this study.

1.2.1 The Situation in Turkey

In 1996, the approval of eight-year compulsory primary education in
Turkey led to the addition of English courses in the curriculum from the sixth
grade to the fourth grade. As a result, students had two more years of exposure
to the English Language.

However, most of the English Language teachers in Turkey cannot apply
the communicative teaching models to their classroom settings since Test of
Foreign Language for University Entrance do not require speaking, listening
and writing skills. Consequently, the teachers have to prepare students for the
exam by emphasizing reading and core language thus decreasing the time spent
to develop the other language skills. |
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Because of the emphasis on reading and core language, students have
not had the chance to benefit from other language skills, especially writing.
Therefore, the students at university level who are required to write essay-type
answers to the exam questions struggle with writing.

1.2.2 The Situation at Cukurova University

This study has been completed at Cukurova University since we have
already observed some problems of the students in essay-writing. The students
who could not improve their L2 writing skills during high school years come to
the ELT Department at Cukurova University, so the requirement of developing
their writing skills in parallel with the objectives in writing syllabus makes the
teachers’ work at the department more difficult. To prove our point, we
interviewed the first—year students to see the problems neatly at the beginning of
the 2000-2001 academic year. We asked them to state five basic problems they
had in writing. After reviewing the results, five major, comman problems are:
difficulty in defining the topic,

- difficulty in organizing the ideas,

- difficulty in supporting the main idea,
- difficulty in using appropriate language,
- difficulty in deciding on the length of the essay.

The findings gave us the idea that our students have problems both at the
macro level (the general organization and the structure of an essay) and the
micro level (the use of appropriate language and the content of the essay). As a
result, we have decided to use rubric to solve the problems above and to guide
the students toward improving their essay-writing skills.

1.3 Purpose of the Study

This study aims to develop the EFL learners’ essay writing skills by
using rubric as a guiding tool. Goodrich Andrade (2001) calls this rubric type
“instructional rubric”. Instructional rubrics are devised not only to evaluate the
student work but also to support their developing higher order thinking skills,
motivation, autonomy and ownership. Additionally, this type of rubric has
impact on the knowledge of the qualities of effective writing as well as the
development of a specific skill (Goodrich Andrade, 2001). Using this, we tned
to solve the learners’ basic essay writing problems through the use of rubrj f




&

while they were writing their drafts. Yet, providing autonomy, motivation or
feeling of ownership was assumed that they already exist in the background of
the study, but they were not tested directly in this study. Thus, the basic aim of
this study is to provide an environment for students to develop their knowledge
and applications on essay vfriting best. What is meant by essay, here, is a three
to five paragraph-length written work on a specific topic.

There have been some other results during the study. Since the rubric
was both prepared and used by the students in the present study in writing
process to reach their final paper, they became aware of the negotiation on how
they would be guided and measured for their writing papers. Thus, with a
negotiated guide, we decided to decrease the participants’ anxiety and increase
motivation during the course. Moreover, it is aimed to give the feeling of
ownership of their learning because, as Wiggins (1993) suggests, negotiation
gives the opportunity for sharing the responsibilities between learners and the
teacher.

1.4 Statement of Research Question

The research question that we focus on in this study is:

Whether or not the use of rubric in writing helps students to develop basic
essay-writing skills to overcome the most common problems in organizing their
essays, writing essays in rich content, and using the language efficiently.

1.5 Statement of assumptions ’

The folldwing assumptions are expected at the end of the study:
--There might be significant difference in essay-writing skills of the participants
of this study with the use of rubric between the pre-condition and post-

“condition.

Based on the hypothesis above, during the writing courses students
might have difference in their essay-writing skills:
--in organizing their ideas,

--in supporting the main idea,
--about using the language efficiently.

Despite the fact that these will not be considered and tested directly via

instruments, we expect that the students will be able to display progress.




--The use of rubric will help students to reflect on their learning.

--The students will be aware of the writing process, and they will develop not
only essay-writing skills but also general writing skills.

1.6 Limitations ;

There is only one basic limitation for this study; time. The time of the
study manipulation was limited to the 2000-2001academic year, Spring Term.
Since the aim of this study was to develop essay-writing skills of the learners,
we applied this treatment in Spring Term. Then, we matched the time of
teaching essay-writing skills and using rubric.

Moreover, this time was very restricted in that we had to not only follow
the course objectives but also introduce the rubric to the learners. Consequently,
as using rubric in writing classes was new to the participants to spend more time

with them would be better.



CHAPTER 2

LITERATURE REVIEW

This chapter explains the history of writing instruction and the use of
rubric in the field of education. As Popham (1997) has expressed, rubrics started
to be popular among educators within recent years. Additionally, rubrics have
been used in different school subjects as well as at different education levels for
various purposes.

Therefore, in the following sections you will be able to find information
about the history of teaching writing. Then, we will work with the theory of this
study. Following this, we will discuss about the various purposes of rubric use.
Furthermore, the different use of rubric types at various education levels with
different school subjects, will be discussed. Next, rubric use in developing
writing skills of the learners will be faced with. Finally, similar studies to the
scope of this thesis conducted previously in the world will be examined.

2.1 The History of Writing Instruction Through Late 19® Century and 20™
century

The 20th century was full of English studies of teaching of literature and
composition (Berlin, 1990). This is due to the realization that the study of |
literature and language was an integral part of learning. Despite this awareness,
the writing instruction struggled to take its part in the curriculum. As Berlin
stated, “the argument over the contents and methods of writing instruction will
then be regarded as reflections of larger conflicts, with the curriculum....”
(1990, p. 187)

In the last years of 19™ century, the schools had still catered to the elite.
Thus, the content of writing instruction was teaching the rhetoric to those who
would lead the society. However, due to the increased attendance to schools
from all parts of the general public during 1870s, the profession of teaching
showed its significance to community. This growth in attendance to schools
caused the first debate over the composition courses in high schools. The
secondary school had previously been committed to prepare students for
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colleges with the emphasis on classical language and literature. Yet, increased
attendance to the schools caused to cover a range of literature pieces in addition
to the classical ones. Thus, the content of the courses had to be rearranged.

Following this debate, Harvard was the first school in which writing had
been added to the entrance exam in the 1873-74 academic year. It announced
that each candidate was required to write an essay. This was not to test literature
knowledge of the students, but their essay-writing skills (Applebee as cited in
Berlin, 1990). The prestige of Harvard pressed secondary school boards to add
writing to their curriculums for college preparation. Consequently, The National
Education Association gathered to standardize the curriculum for all secondary
schools across USA in 1892. In the end, the Council of The National Education
Association published its statement beginning: ‘

The main objective of the teaching of English in the schools seems to be

two: (1) to enable the pupil to understand the expressed thoughts of

others and to give expression to thoughts of his own; and (2) to cultivate

a taste for reading to give the pupil some acquaintance with good

literature, and to furnish him with the means of extending that

acquaintance. (Burrows cited in Berlin, 1990, p. 188)

The first statement is very important for the future of writing instruction.
It enabled students to express their own thoughts through writing, while the
teachers had to reinforce this expression of thought.

After the standardization of curriculum for secondary schools, the
methods for teaching were still problematic. For example, some used the
philological method, which emphasized responding to literature text as an
historical artifact. Therefore, the text could be used to demonstrate certain
rhetorical structures. The purpose was clearly to develop literary apprebiation in
students. In general, high school English classes were marked by unc%rtainty
and experimentation.

Yet, schools started to improve in terms of “social efficiency” in the first
two decades of the 20™ century. For the first time, individual differences and
psychological developmental stages were mentioned; as a result, lesson plans
were reshaped. In 1911, hence, the primary and secondary school teachers
argued that they themselves should decide the objectives of writing and reading
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courses at schools not the colleges who would accept the students later. This
argument led to the separation of teaching literature and teaching composition.

After the separation in the 1930s, three paradigms to teach writing
emerged; social constructionist rhetoric, expressionist rhetoric, and cognitive
rhetoric. Dewey and subsequently Scott discovered social constructionist
rhetoric. They supported that the students had to write for increasing the
awareness of community. Furthermore, they argued that the first consideration
of schools had to be the preparation of citizens for democracy. Thus, the
students would be specialized to serve their public. Moreover, their writings had
to reflect reality, and then, writers who could cope with the vital requirements of
the situation would be beneficial.

For the second paradigm, expressionist rhetoric supporters put forward
the argument that English courses should emphasize personal needs. This was
the result of an individualistic trend in the years between the World Wars.
According to expressionists, students at schools should be directed toward
creative writing. The writing instruction, therefore, should include imaginary
journeys, stories about the students’ experiences and fictional conversations.

The last paradigm, the most influential on contemporary times, was
cognitive rhetoric. It works with thé cognitive processes that a writer goes in. To
cognitivists, the instruction of writing should be parallel to the cognitive
processes. The students should focus on the process of writing rather than the
mere product. Then, those processes could easily guide them towards quality in
product.

Writing instruction, as a result, was reformed according to these
paradigms. The founding of various councils of writing gave teachers insight on
their professional development. The focus on the concept of “teacher-as-
researcher” was helping them to reflect on their practices. When teachers were
gathered through some organizations such as College Composition and
Communication Conference (CCCC) and National Council for
Teachers of English, they exchange their experiences. A perfect example of this
was The National Writing Project (NWP) of the United States. The committee
of the project established teacher training-centers to improve the teaching of
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writing with summer workshops where the statewide teachers came together and
shared their instructional materials in their writing classes.
2.2 The Theory of the Study

This study is based on the theoretical basis of authentic assessment
which is also known as perf'onnance assessment. Before we go into greater
detail, it is important to express that when used as an educational tool, authentic
assessment serves the purpose of learning as well as the purpose of evaluation
(Gardner, 1991; Goodrich Andrade, 2000; Shepard, 2000).

Currently, alfernative assessment, also called authentic or performance
assessment, is a term that has been widely used as an alternative to traditional
assessment methods. In definition, alternative assessment is, as Callison (1998)
states, “an evaluation process that involves multiple forms of performance
measurement reflecting the student’s learning, achievement, motivation and
attitude on instructionally relevant activities.” It differs from formal assessment
that it gives much time to leamers, and the task itself is suitable to real world
(Wiggins, 1993). Apart from these features, authentic assessment values the
thinking behind the finished product (Wiggins, 1989). In other words, in
authentic assessment the teacher considers the processes that a learner goes
through while s/he is progressing in'tandem with the syllabus. Furthermore,
‘teacher focus on student learning’ means not testing him/her via formal tests,
but searching his/her strategies of problem solving. Following this focal point of
authentic assessment thgory, the present study has the purpose of gaining insight
into what makes a good paper according to the criteria of rubric by improving
the students’ already existing skills with a new technique.

Since the authentic assessment aims to assess the desired performance in
a context which closely resembles actual situations, the task itself should also
reflect this feature (Wiggins, 1993). Thus, an authentic task could be produced
as in the format of conducting research and writing a report, developing a
character analysis or debating a character’s motives. It is worthwhile to teach
using authentic task because it guarantees the skills and strategiéé we
concentrate on (Wiggins, 1989). Students learn how to apply important skills for
authentic purposes not simply recall information when they are asked.
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On the other hand, the reason for the change from formal assessment
tasks to alternative authentic assessment methods is to support the needs of
learners (Wiggins, 1993). Rather than forming the test for the teacher’s choices,
student’s requirements for the real world are emphasized. Using this assessment
method the teacher can positively influence the performance of students as
teachers are:

1. Selecting assessment tasks that are clearly aligned or connected to

what has been taught.

2. Sharing the scoring criteria for the assessment task [rubric in this

study] with students prior to working on the task.

3. Providing students with clear statements of standards and/or several

models of acceptable performances before they attempt a task... (Elliott,

1994, p. 2)

In the authentic assessment, teachers can use different techniques to
evaluate the learning outcomes. These are class assessment, checklist, journal,
rubric, conversations, conferencing, examinations, and collaborative
examinations. Among them, we used rubric as the basic technique to guide the
students through essay writing. In the following section, we explain the rubric
studies in the scope of the thesis in detail.

2.3 Rubric Studies for Different Purposes

Though it was stated that there had been many studies (ione with the use
of rubric in the field of education, the purposes of these studies showed
divergence. Just as in Wenzlaff, Fager and Coleman (1999), rubric can be
~ categorized under two headings such as for assessment and for instructional
purposes.

Rubric was mostly used for assessment purposes in the earlier studies.
Rubric replaced the traditional testing methods since it could test a student’s
understanding of the concepts rather than the ability to memorize (Montgomery,
2000). Whatever the school subject was, the aim was to develop an objective
and an easy assessment strategy for the student’s written work (Strong, 1999;
Duehr & Nugent, 2000). The intent was either teacher assessing the paper or
student developing self-assessment skills. Therefore, the teacher and students
could check the product with previously decided set of rules; rubric.-
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A less but an increasing trend in the use of rubric was to promote not
only the assessment process but also the instruction stage. Although rubrics
were used as tools for assessment, there were few researchers who tried to
benefit from them (Goodrich Andrade, 1997, 2000, 2001; Rhoads, 1998;
Shaffner, 1997; Schirmer, Bailey & Fitzgerald, 1999). As Goodrich Andrade
(2000) suggested, “at very best, rubrics are also teaching tools that support
student learning and the development of sophisticated thinking skills.” (p.13).
Hence, rubric can be used for more than one purpose; guiding students in their
work and learning and giving proper feedback on their performance. Extending
the aims of use, these researchers targeted to develop learners’ reflection on
what a good writing was.

Therefore, the term rubric was changed by Goodrich Andrade (1999) as
“instructional rubric”. Yet, she discovered benefits of rubric use in 1994, firstly.
After the research she had conducted on the subject, she introduced the term to
the literature in the field of education with her publication in 1999 for the first
time, though her earlier publications were about the general use of rubric, but
not in terms of this concept (1997). She first defined instructional rubrics as
“rubrics that have been explicitly designed to support as well as to evaluate
student learning” (Goodrich Andrade, 2001, p. 2). On the other hand, Shaffner,
Rhoads and Schirmer, Bailey & Fitzgerald advanced their studies with rubric in
similar approach. They aimed to promote class instruction, in the meantime, the
students’ better understanding of what, good writing was. Furthermore, these
studies included assessment aim, but the main one was guiding the learners
through their writing process. Thus, rubric served for two purposes; (a)
feedback to the students about how writing became final and (b) feedback to the _
teacher about whether or not instructional goals were achieved
by means of the tool (Luft, 1999). 5
2.4 Rubric Studies at Different Education Levels (Pre-School, Primary,
Secondary and Tertiary Education)

The studies conducted with the use of rubric were not only at different
school subjects but also at various education levels. Rubric was used at all

education levels from pre-school to the tertiary levels. It was even used in tle™
fot’go\‘

5
@%“é\,‘y
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special education programs for the emotionally or physically handicapped
children.

Rhoads (1998) conducted his study to develop the kindergartners’
writing to a prompt. He also developed a class rubric with his students, and he
motivated them to use it while writing to a prompt. Moreover, he observed the
appropriateness of using a writing rubric in a kindergarten.

Rubrics were often used in primary and secondary schools. Jensen
(1995), Liu (1995), Shaffher (1997), Goodrich Andrade (2001) are among the
researchers who have studied the effectiveness of rubric use with primary and
secondary school students. They also found positive conclusions in rubric use
which indicates the development of intended skill.

At university level, Luft (1999), Ford (cited in Luft, 1999), and Finson
(1994) reported the advantages of rubric use. They studied on the use of rubric
with the student-teachers of science department. Consequently, they noted
benefits for both the instructors and learners at schools. In Luft’s terms (1999),
rubric benefits to learners were illustrated as follows:

...rubrics can be templates that encourage reflective thought among

students and instructors. For students, the process of creating rubrics can

result in meaningful discussions about assessment, instructional goals,
learning, and curriculum. As students utilize rubrics, they are provided
with an opportunity to assess their own learning and understand what
they know about science education. Instructors who develop rubrics for
their classes have the opportunity to constantly re-evaluate their
instructional goals and understand the effectiveness of their instruction

and curriculum. (p. 116)

Furthermore, as for the advantages for teacher:
... 1t can become a tool that assists an instructor in enacting instruction
and crafting curriculum. Rubrics provide information about students;
they do not analyse-or interpret what a student or teacher does. Rubrics
provide science teacher educators another view of their students and a
view of themselves. (p. 116)
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Another interesting study wasconducted by Schirmer, Bailey and
Fitzgerald (1999) in the field of special education. This study aimed to develop
writing-skills of ten physically handicapped children at the fifth and seventh
grades. Although the class rubric was designed for assessment purpose, it was
used as a strategy in teachiiig to these handicapped children. In the end of the
study, the researchers suggested that °...teachers can use a writing rubric to help
their students who are deaf to recognize some qualities of writing and
incorporate these qualities into their own compositions’ (1999, p. 395).

In summary, the majority of the rubric studies are conducted at primary
and secondary school levels. Therefore, it has been planned to contribute to the
English language education field at university level with this study.

2.5 Rubric Studies in Different School Subjects

As it was stated earlier, rubrics were used in different school subjects.
These courses were mathematics (Danielson, 1997), science (Sims, 1999),
music (Doberty in Strong, 1999), social studies such as history or expeditionary
learning (Carlson, 1999), and writing courses (Strong, 1999).

In a study conducted by Parker, it was reported that “students of all ages
can reflect on their learning” (1995, p. 623). Thus, in his study, he claimed that
involving the learners into determining the standards of the course helps them to
take control of their learning. Furthermore, this act empowered the teacher to
facilitate general learning in the class.

. In Mathematics, the rubric was used for not only assessing the students’
solutions to the mathematical problems but also helping in the assistance to the
problem-solving techniques of them (Danielson, 1997; Popham, 1997).
Moreover, the students were asked to write about their personal experiences in
solving the problems. By doing so, they automatically would reflect on their
individual learning styles.

On the other hand, when National Council of Teachers of Mathematics
(NCTM) started the discussions about the standards of how mathematics had to
be taught and skills had to be promoted in educational setting a decade ago,
thirty-five states accepted use the standards of NCTM (Mabry, 1999). Yet, the
standards were still under investigation to see their effects on student learning.

Meanwhile, the rubrics were greatly in favour of use in the writing curriculum.
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Therefore, in the field of mathematics, those standards diverted the teachers to
design the rubrics in the state-mandated performance assessments (Mabry,
1999). ‘

Rubric was used in science lessons at primary and middle schools and
science teacher education courses at faculties since science teachers discovered
the benefits of rubric in their courses (Jensen, 1995; Lebowitz in Luft , 1999;
Liu, 1995; Lundberg, 1997; Nott, Reeve & Reeve; 1992; Radford, Ramsey &
Deese, 1995; Shaka & Bitner cited in Luft, 1999).

At the primary and middle schools, for example, the rubric was used in
the experiments to write a report about them. Sometimes, while the students
were presenting their experiment reports they benefited from it (Sims, 1999). In
addition to this, the students used the rubric to create their narrative essays from
the information they had learned in the science lesson (Duehr & Nugent, 2001).

In the faculty, however, the application of rubric was somewhat
different. The student-teachers of science faculty were allowed to create their
class rubric to use in their fiture classes (Luft, 1999). Beforehand, they came to
an agreement in the definition of a rubric during the course hour. After this
process, they started to design the class tool, rubric. Firstly, they decided the
criteria to be considered in the students’ performance. Then, they passed to the
descriptions of those criteria. After the approval of the created rubric by the
course teacher according to the aim of the National Science Education
Standards (NSEC), the rubric became a final form. (See Table 2.1 )
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Table 2.1
Example of a Holistic Rubric Generated by Students

-Always prepared and attends the class

-Participates constructively in class

-Exhibits preparedness and punctuality in class/classwork

A |-Works well with others and is a team player

-Challenges his/her thoughts about science education
-Demonstrates initiative and improvement

-Seeks to understand and acknowledge others thoughts
-Demonstrates exceptional pedagogical content knowledge
-Often reaches full potential if sufficiently challenged

-Class assignments have extra something about them
-Demonstrates ability to integrate new knowledge into work
-Usually prepared and attends class

B | -Demonstrates excellent pedagogical content knowledge
-Completes all assignments, occasionally adds something extra
-Participates constructively in class, works well with others and is a
team player

-Demonstrates initiative and improvement

-Seeks to understand and acknowledge others’ thoughts
-Stretches to reach full potential

-Sometimes prepared or attends class

C |-Average pedagogical content knowledge

-Occasionally or only challenges thought when encouraged by others
-Assignment reflect average work

-Sometimes an active participant in class, works with others
-Rarely prepared or attends class

D |-Rarely participates constructively in class _
-Assignments are late, incomplete, or not turned in at all

-Low level of pedagogical content knowledge

-does not strive to reach potential

(Excerpted from Luft, 1999, p.119)

The designing process in this case was more important, as designing

enhances the users to reflect on what a good performance is or what kind of a
performance is poor. As Luft (1999) presented the dialogue between the
student-teachers during the creation of rubric, they were greatly involved in
their teaching criterion.

(The criterion is attendance of a good student.)

Mary: An A student attends class 100% of the time.

Mark: Attending is not as important as participating. Besides, if I attend

95% of the time, does that make me a B student, even though I have
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demonstrated my knowledge in science education?

Jill: What if you have to miss class because of an emergency? Are you

not an A student? (p.111)

As the group discussed the criteria in details, they had to decide which
criterion was necessary to be considered as more valuable than the rest. They
also had the chance of evaluating the objectives of the course and the
curriculum (Luft, 1999). ’

Similar to the other studies conducted in different school subjects, the
rubric was used in a resembling way in music (Doherty, 2000), and social
studies such as history or expeditionary learning courses (Carlson, 1999). For
instance, the students did research about a particular cultural element in the
society, and they designed a rubric which reflected the main points of that
cultural element in the expeditionary learning course. After this work, they
evaluated the literature pieces according to the rubric they had designed
beforehand. While evaluating them, they also modified their rubric accordingly
to the cultural components newly met. Subsequently, they designed their class
rubric due to their new experiences, which gave them time to think about their
learning (Carlson, 1999).

Although rubric was applied to the different school subjects such as
music and science, it was mostly used in writing courses. It was used in
different writing courses at different rhetoric levels. Additionally, it was used in
writing essays, paragraphs or research papers. However, the use was changed in
the studies conducted on developing writing skills. (See 2.4 for the different
purposes of rubric use.) The rubric has different roles in different classes such as .
assisting the teacher in instruction, enhancing the learners to reflect on their
learning, or helping both the teacher and the students to assess the written work
(Luft, 1999; Wenzlaf, Fager & Coleman, 1999). When rubrics started to be used
in writing classes a decade ago, it was the teacher’s duty to ensure the validity
and reliability of the tool. Yet, for K-12 education levels it has been
standardized by Council of Education of thirty-eight states in which the

instructors use rubric to assess their students’ work in the Unites States, recently
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(Mabry, 1999). For example, Vermont’s “Analytic Assessment Guide” or
Kentucky’s “Holistic Scoring Guide” are the rubrics which save the teachers
from subjectivity while assessing the students’ written paper. Similar to this
state-wide standardization, The Dirksen Primary School has just accepted the
use of rubric during the wntmg instruction to be able to get higher results from
the state-wide or district-wide writing examinations in 1999 (ISAT Writing
Analysis, 1999).

Another study to be analysed has was conducted by Strong in 1999 with
the third and fourth grade students in Expeditionary Learning course. The
course contained a portfolio of cultural or historical investigation. The
researcher reported that writing this kind of a research paper was very
challenging to his students. He decided to use a class rubric so that he would
ensure the proper feedback on such a difficult task. He let his students to build
their rubric, since he had the idea of sharing the ownership and responsibility of
quality of the students’ work. As a result, he observed that the students, by using
the rubric, were easily adapted to revise their research paper again and again.
Moreover, they got help from their class rubric on what a good research paper
looks like. He concluded that his students were “more responsible and
independent writers” (Strong, 1999).

Still another study was of Stix (1996), in which she reported the study of
Mrs. Polin, a social sciences teacher at Robert Wagner Middle School in the
U.S.A. She gave the task of creating a geography mural at the beginning of the
term. Following this task, they determined the elements of a good mural on
which they would be responsible for their performances. As in Strong’s study,
students were involved in the act of reflecting on the good quality of their work. .

It can be concluded that many researchers have found similar results in
their studies. Shaffner (1997), Rhoads (1998), Goodrich Andrade (2000, 2001),
Schirmer, Bailey and Fitzgerald (1999) report that when the rubric is used as an
instruction tool, to develop the learners writing skills and their understanding on..

their learning, the results are usually positive.
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2.6 The Rubric Studies Similar to the Scope of this Thesis

Rubric has been served for two purposes since being used in the field of
education for approximately two decades. As stated earlier, these are assessment
and instructional purposes.

This thesis mainly focuses on the use of rubric in the instructional role
and the effects of it on the essay-writing skills of EFL-learners. It can be
restated as it has been searched whether or not instructional rubric can help the
students to develop their essay-writing skills.

Much research was done. One of them was conducted by Shaffner at
Edgar Allen Poe Middle School in 1997. She started searching for a tool to help
the students in both assessment and learning stages:gonsequently, she
discovered the rubric, and finally, she created her own rubric to use with' her
student in writing class. She realized that during the writing process learners not
only refer to rubric for finding their ways to the good quality but also for going
into how that mastery for quality was gained.

Answer 1: I have just finished my search and I feel that the rubrics were

I feel that the rubrics that were [sic.] used in search were very helpful. It

was very precise and the directions were very clear. ... Great, I think they

helped me do better on my project.

Answer 2: The rubrics since we have been using since fall have helped

me better grades in English. They make me think about what I write

about so I can improve ihy writing (pp. 268-269).

As it can be understood from the excerpts of the students’ answer to a

*question of whether they have benefited rubric, they obtained higher grades and
presented introspection to their knowledge on writing. At the end of the study,
most of the students were happy to announce their comfort and enthusiasm
toward writing a research paper which would generally otherwise be irritating
for the rest of the students.

Another study conducted by Rhoads (1998) allowed the learners to build
up their class rubric so that they could participate in the act of determining good
qualities of writing. Wiggins (1993) noted that this act, “negotiatable

contracting”, would give the feeling of ownership to the students in their
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learning. When the researcher gave a prompt and asked the learners to write,
they used the class rubric to guide them during the process of writing to a
prompt. He repeated this act three times during the course. As the descriptions
of a good answer were clearly defined in their rubric, it was easy for them to
receive the guidance from their class tool. At the end of the term, he once again
gave the same task to the students, but this time he did not let them use their
class rubric. Consequently, Rhoads observed that the students were comfortable
while writing without the help of a rubric after his study. He stated “the rubric
as a learning tool can be powerful” (1998, p. 17); thus, he revealed the positive
result of using a rubric in kindergarten.

A final but the most relevant study was conducted by the copyright
holder of “instructional rubric”. Goodrich Andrade (2001) invented the term
when she realized the benefits of rubric to the instruction of the teacher in class
in 1996 (H. Goodrich Andrade, personal communication, November 9, 2001).
The other researchers such as Rhoads (1998) and Shaffner (1997) followed her
trend, but they did not discriminate the rubric types as she did. Thus, Goodrich
Andrade conducted her study on finding the effects of instructional rubrics on
learning to write (2001). The study contained three writing scores of students
from different essay tasks. Each assignment was included in the school
curriculum needs. The essays written with the help of an instructional rubric
(see Table 2.2) were assessed by the scorers who used the asségsment rubric
(see Table 2.3). As a result, dissimilar to the other researchers, she designed two
different rubrics, one for instruction and the other for the assessment process.

Hence, she set apart the rubrics used in her study.
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Table 2.2

The Instructional Rubric Used in Class by Students
4 3 2 1

Makes a claim | Makes a claim and Makes a claim but A claim is made but | Does not make a
explains why itis . doesnt explain why | itis buried, claim.
controversial. it is controversial. confused, or

unclear.

Gives reasons | Gives clear and Gives reasons in Gives one or two Does not give

in support of accurate reasons in support of the claim, | weak reasons which | reasons in support

the claim support of the claim. but overlpoks den't support the of the claim.

important reasons. claim well, &/or
irrelevant reasons.

Considers Thoroughly discusses | Discusses reasons Acknowledges that | Does not give

reasons reasons against the against the claim, there are reasons reasons against the

against the claim and explains but leaves out against the claim but | claim.

claim why the claim is valid | important reasons, doesnt explain
anyway. &/or doesn't explain | them.

whiy the claim still
stapds. ¢

Relates the Discusses how Issues | Discusses how Saysthat Does not mention

claimto refated {o democracy | issues refated o democracy is democracy.

democracy can be used both in canbe relevart but does
suppoit of and against | used to support the not clearly explain
the claim. claim. how or why.

Organization Whiting is well Whiting shows Writing s usuaily Whriting is aimless
organized, has a arganization through | organized but and disorganized.
compeliing opening, a clear beginning, sometimes gels off
an informative body, middle and end. topic. Has several
and satisfying Generally uses etrors in paragraph
conclusion. Has appropriate format.
appropriate paragreph | paragraph format.
format. '

Conventions Uses correct Genefally uses Shows same control | Writing shows littie
grammar, rmechanics  { correct grammar. of conventions but controt of
and spelling. May use | Some minor errors frequent errors are conventions.
complex senfences, do not distract or distracting or Serious and
sophisticated confuse the reader. | confusingtothe | numerous problems
vocabulary, analogles, B reader. distract and confuse
ele. the reader.

(excerpted form Goodrich Andrade, 2001)
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Table 2.3
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The Assessment Rubric Used by the Scorers (adaptations to instructional

rubric in italics)

annranriota

Cri 4 3 2 1
Makes a Makes a claim and Makes a claim | A claim is made | Does not make a
claim explains why it is but doesn't but it is buried, claim.
controversial. "1 explain why it | confused, or
is unclear.
controversial.
Gives Gives clear and accurate | Gives reasons | Gives one or two | Does not give
reasons in reasons in support of the | in support of | weak reasons reasons in
support of claim. e.g., pro; the claim, but { which don't support of the
the claim leadership, informed overlooks support the claim | claim.
voters, productive important well, &/or
workers, learning from reasons. irrelevant reasons
history, self-esteem, andfor confused
decision-making & other . | reasoning.
tht. skills, jobs/$,
economy,
delinquency/risk; con:
freedom of choice, exira-
curricular pursuits self-
education, waste of $,
bad students rlin it for
others, jobs/$, having kids
of one's own.
Caonsiders Thoroughly discusses Discusses Acknowledges Does not give
reasons reasens against the claim | reasons that there are reasons against
against the | and explains why the against the reasons against | the claim.
claim claim is valid anyway. claim, but the claim but
Reasons, as listed above, | leaves out doesn't explain
should come from important them.
whichever side was not reasons, &/or
taken as the claim doesn't
explain why
the claim still
stands.
‘Relates the | Discusses how issues Discusses Says that Does not mention
claim to related to democracy can | how issues democracy is democracy. Might
democracy | be used both in support of | related to relevant but does | mention freedom
and against the claim. democracy not clearly explain { or choice, but
can be used to | how or why. without
support the connecting
claim. beyond self to
country or world.
Organization | Writing is well organized, | Writing shows | Writing is usually | Writing is aimless
has a compelling organization | organized but and disorganized.
opening, an informative | through a sometimes gets
body, and satisfying clear off topic. Has
conclusion. Has beginning, several errors in
appropriate paragraph middie and paragraph format,
format. end. Generally | and/or middle is
uses disorganized.
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paragraph
format.

Conventions | Uses correct grammar, Generally Shows some Wiriting shows

mechanics and spelling. | uses correct control of little control of

grammar. conventions but | conventions.
Some minor | frequent errors Serious and
errors do not | are distracting or | numerous
distract or confusing to the | problems distract
canfuse the reader. and confuse the
reader. reader.

Words and | Words are striking but Fine but Word choice is Minimal variety in

Sentences | natural, varied, and vivid. | routine word | dull, uninspired, [ vocabulary, and

Sentences are clear, choice. Well- | or overly self- some words may

defined, fluent, and constructed conscious. Some { be bewildering or

diverse. May use but somewhat | words may be confusing to the
sophisticated vocabulary | flat sentences. | used incorrectly. | reader.

& analogies. Some minor | Sentences are Sentences are
errors. May redundant, poorly crafted
attempt possibly awkward | and difficult to
analogies. or mechanical. read, e.g. run-

No analogies or | ons, fragments,

strange ones! awkward
phrasing. No
analogies.

(excerpted from Goodrich Andrade, 2001)
Yet, the students were aware of only the class rubric which was to utilize

the students’ understanding the writing process and to provide them some

criteria while writing their work. The rubric to help learners in the assessment

process was used by the researcher, but it was also designed parallel to the class

rubric of learners. As demonstrated in Table 2.3, the italics are the additions to
the instructional rubric in Table 2.2. Otherwise, it would be unfair to measure
the students on what they had not known beforehand and to divert their attention

to another way by providing a list of different sets of rules. The results showed

that instructional rubrics could “increase the student’s knowledge of the criteria

as communicated by the rubric, but that translating that knowledge into actual
writing is more demanding” (Goodrich Andrade, 2001, p.22).

From this point we have thought to analyse the concept of translating the

knowledge into actual writing. However, since creating rubrics is not as easy as

it seems, we aim to develop basic essay-writing skills such as the general

conventions, punctuation and language use. We have decided to use only one

rubric so as to guide the students in their writing process and to enhance the

reflection on their learning. We also want to contribute to the field by

conducting this study at university level, as it was not possible to find more
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studies in the field of English Language Teaching.

The rubric has been designed negotiatedly as in the studies of Rhoads
(1998), Stix (1996), Strong (1999), Luft (1999). Consequently, the students use
rubric during performing four essay tasks given by the instructor. Finally, the

scores are taken via the same rubric.
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sh: wsie. ... CHAPTER 3

METHODOLOGY

This chapter starts with the design of the study, and progresses to the
subjects and data collection instruments of the study, which are pre, post and
follow-up essay-writing tests, teacher-student conferences, and a questionnaire.
Rubric will be explained in a detailed way since it holds the key point in the
present study. Then, we move to the study procedure. Finally, we will work
with data analysis.

3.1 The Design of the study

The study is desigqed‘ to be an action research as we have started it based

on an already e::istiﬁg problem; The purpose of action oAEeis 1ofolieithe

~ problems by developing new skills or approaches, which could be applied to the
other work settings as well as the classroom setting (Ekmekgi, 1997, Gay,
1987) Moreover, Wallace (1 998) adds that action research is conducted due to
the issues or specxﬁc problems Wh1ch anse from the profesmonal context. Thus,
1t is problem—focused and practxcal in Its context ‘

Actlon research, in general, progresses m a cychcal process Within this
cycle there is aIready an actual problem In order to solve this problem the facts
are analysed, and action is taken (Lewin mﬁZubver-S_kemtt, 1992a). Zuber-
Skex_ﬁtt (1992b, p.94) presehfs three steps iniaction research:

Stepl: 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: o

(a) to evaluate the action,
(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
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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 overall plan.

Thus, the action research flows in a spiral of steps, each of which is formed
by a cycle of planning (Sahinkarakas, 1998). As a result, the action research is
an ongoing problem solving process starting with a problem, continuing with its
analysis through the facts or events and coming to an end with the planning or
implementing an action program. In this action program, the plan of the action
is the hypothesis of this study. If the stated hypothesis is not confirmed, a new
action program is determined, and the cycle of research re-starts. In the

following figure we can see the theoretical base of this study.

Plan \ f_,Plan l\' f’a’__.- Plan 2
_ _,;—"". . '._3’1_ =
_FL':.- e N,
Reflect A?t Refleet 1 .‘m::.’c 1
N £ \ ;f;
N4 Y L
Obsarve Observea 1

Figure 3.1 The basic plan of action research (excerpted from Roberts, 1997)

As can be seen from Figure 3.1, action research starts with a plan for the
solution to the problem already existing in the study context. After researcher
makes a plan, s/he performs in accordance with the study design. Then,
observations of the situations are recorded. Finally, the conductor reflects on the
results of this action cycle, and takes the further steps in the next cycle, if
‘necessary (Plan 2). For this study, this basic cycle can be adapted as in the
:.ﬁgure below.
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Figure 3.2. The action research plan for this study (adapted from the Lewinian
experiential learning model cited by Kolb in Zuber-Skerritt, 1992a, p. 13)

The overall study plan is based on the figure above (3.2.). In the first
step of the cycle, the learners get the writing instruction. Upon completion of
writing instruction, the data collection starts and the teacher conducts interviews
and conferences with the learners about their writing. In the data analysis
section the written papers of the learners are graded. In the last step of the first
action research cycle, the results of the written paper and qualitative research
are interpreted for the action plan of the next cycle. The study plan continues in
this manner until the research is completed.

3.2 Subjects
The subjects of this study are determined by clustered random sampling

and consist of 25 first-year students at ELT Department at Cukurova

: University. The average age of the students is 20. Turkish is their first language

and English the foreign language. All the students have an intensive English-
instructional high school background, such as Anatolian High School,
Anatolian Teacher Training High School or a private high school. These
schools they graduated have an English Preparatory school. Afterwards, during
the tenth, eleventh and twelfth grade, they have had in intensive English courses
that consist of thirty per cent of whole courses taken during an academic term.

Apart from this, most of the students attended a preparatory program at
Cukurova University. Nevertheless, this factor will not be
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considered since language background of the students is not a variable in this
study. Furthermore, at the beginning of the term every student newly registered
in the ELT Department takes a placement test and they are grouped
accordingly. Thus, similar linguistic background knowledge is assumed.

3.3 Instruments ‘

The data collection instruments for this study have been both
quantitative and qualitative. Quantitative data were collected via assessments of
four written papers of learners and one pre-writing test, one post-writing test
and one follow-up test with rubric. Similarly, qualitative data were collected
through teacher-student pre and post writing conferences and the questionnaire
given at the end of the study period.

In the following sections these instraments and how they were used in
this study will be explained in detail. It starts with the various definitions of
rubric. In addition to this, the pre, post and follow-up tests, the questionnaire,
the teacher-student writing conferences, conducted during the courses will be
presented accordingly.

3.3.1 Rubric

The term rubric when heard may not be familiar, although it is known
and widely used with its content (Moskal, 2000). In the United States of
America (USA) there are nmnérous studies conducted with the use of rubric‘
Thus, this study follows a newly common trend of using rubric ina writing
course. The rubric will be discussed at length since it is the focus of this study
in the following sections. |
3.3.1.1 Various Definitions

Rubrics can be defined in many different ways. One meaning of rubric is
‘scoring guide to define the criteria which will judge student performance’
(Really Fine, 2000). Another meaning is, as Popham (1997) has defined, ‘ a
scoring guide used to evaluate the quality of students constructed responses--
for example, their written compositions, oral presentations, or science projects’.
Similar to this, rubric has been defined by Goodrich Andrade (1997) as “ a
scoring tool that lists the criteria for a piece of work or "what counts"”. For

instance, a rubric for an essay might tell the students that their written work will
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be judged on organization, details, language use and/or mechanics. On the other
hand, rubric is a ‘description of student performance that clearly articulates the
requirement for each of the score points’ according to Indiana Statewide
Testing Guide for Teachers of Grade 10 in Mabry (1999). Also, Mabry (1999)
has defined that ‘rubrics are tr;.nslations of visions of desirable performance

into specifications of exactly what is desirable’ (p. 2). More than this, Brookhart
(in Moskal, 2000) explains that rubrics are ‘descriptive scoring schemes that are
developed by teachers or other evaluators to guide the analysis of the products
or processes of students’ efforts.’

Despite the variety in the definitions above, there also are some common
points m all of them. The terms of student performance and scoring guide are
common for a rubric in the combination of all those definitions. As a result, it
can be concluded that rubric is a scoring guide for any student performance.
3.3.1.2 Origin of the Rubric

As Popham (1997) has clearly stated, the original meaning of rubric had
no relation with the ‘scoring of students’ work’. According to the Oxford
English Dictionary, rubric referred to the titles of sections in a book in the mid
15™ century. Since the Latin word for red is 7uber, rubric became the sign of
headings for major divisions of a book. This meaning had stemmed from the
work of Christian monks who copied the sacred literature with the red colour
section names. ‘

However, rubric had a similar meaning to the contemporary one among
educators a couple of decades ago. Measurement specialists who scored the
students’ written work began to use the term to describe the scoring checklist.
Today, rubric has adequate obacity that makes it understandable enough for
classroom applications.
3.3.1.3 Features of Rubric

For Popham (1997) a rubric has three essential features. These are
evaluative criteria, quality definitions, and a scoring strategy. Evaluative
criteria are used to distinguish acceptable responses from unacceptable ones.
The criteria may differ from rubric to rubric depending on the skill involved. As

an illustration, when evaluating written work of students, instructors usually use
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such evaluative criteria as organization, mechanics, word choice, and
supporting details. These criteria can be given equal importance or not. It
depends on the objectives of the course. The most dominant features of the
course are the most prominent to put to the rubric.

Quality deﬁnitz’ons’liescribe the way that qualitative differences in
students’ responses are to be judged. For example, if supporting details is the
evaluative criterion, the qualitative definition for this shows, to achieve high
marks, the paper should have all supporting details of main thesis in the rubric.
The rubric must contain a clear qualitative definition for each qualitative level.
This means that if four different levels of quality are assigned to a written
work’s supporting details, the rubric must provide four exact descriptions for
levels. '

A scoring strategy defines how the written paper will be scored. The
paper is graded either on a six, five, or four-trait holistically, or on different
evaluative criteria separately. In an analytic rubric, the scores are added and the
sum shows the result. In a holistic one one, however, there is no need to make
calculations to find the result, as sometimes seeing the combination of two

strategies in one rubric is possible, though it is rare (See Table 3.1).



31

Table 3.1
Scoring strategy
The Features of a Rubric A/\V\A\
El emeﬁts E_xemplary A cceptable lzmproving 1Not OK
Audience Style, Presentation
vocabulary, [demonstrates
Style, length and  |overall lack of
‘ ?::f: ;nd vocabufary [supportive  jattention to
audience met and ) audiolvisuals |audience
in unique and support;ve do not clearly (needs.
interesting audiofvisuals fmatch Visual/Verbal
ways. Visual ppropp‘ate audience cues ighored
and \;erb al fo_r audience. [needs. or completely
cues used to isual and/or Visual/Verbal Jmissed.
hance the erbal cues |cues
presentation used to make r_gcogmzed
and further adjustments |with little or
draw the (o] n3ainta‘m ne
audience in audience adjustments
interest o maintain
audience
interest
Purpose  |Purpose is Purpose
clearly unclear ar not
identified and identified at
Evaluativ is intertwined [Purposeis  {Purposeis |all
criteria throughout  [clearly identified and |Presentation
the identified and Jloosely rambles with
presentation, jmet through |followed to a [audience left
with each presentation. [concfusion. [to ponder the
piece buildingjAll elements [Careful purpose.
on the one  [lead listener (listeners can
before if, to desired identify the
illuminating [conclusion.  Jpurpose.
e
conclusion for]
all listeners
Information is
a;c}:;ryate, information isjinformation is !nformation is
appr o;’)n ate ccurate, accurate and [inaccurate and
and imely and  {timely. Some lunclear.
interesting l::1;;;)1'0;:r;~=.1’te. infclarzna;ion is lnforr:a;ion
; ¥ . |Information is{included or  |provide
Information lf;?sr:;’ta;;)?nts selected and |absent which |doesn't allow
g novel way used based [detracts from [listener to
ich clearly upon the purpose {comprehend
connects to aydience and {and audience [and follow the
audience and [PUPOse needs, message
purpose
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3.3.1.4 Types of Rubric
Moskal (2000) explains that rubrics can be categorized into two (Figure

3.3). The types under the categories can be shown in a tree diagram as:

Rubric

N

According to the format According to the purpose of assessment

N

Holistic  Analytic General  Task Specific

Figure 3.3 Rubric types

As can be seen from Figure 3.3 the rubric can be &ivided into two
according to its features. One is according to its format, and the other is
according to its purpose of use. In the format part, holistic and analytic rubric
types can be seen. Additionally, under the purpose of assessment category,
there are general and task specific rubric types.
3.3.1.4.1 Holistic and Analytic Rubric

In a holistic rubric, evaluative criteria are not available separately; only
the scores and descriptions of them. exist. As can be seen in the Appendix 1a the
evaluative criteria are considered in the qualitative descriptions. (Brookhart in
Moskal, 2000) |

Analytic rubric contains the criteria that the scores will be given
accordingly. In Appendix 1b there is an analytic essay rubric as a model, and it
is possible to compare it with the one in Appendix 1a. The evaluative criteria
are clear; thus, the learners can realize the value of their performance for each
criterion.

It is not possible to separate the evaluation into independent criteria
every time (Moskal, 2000). When there is an overlap between the criteria set for
the evaluation of the different factors, a holistic rubric is preferable to an
analytic one. As a result, the learner gets a general idea of his/her performance
objective. The instructor should determine whether the overlap result from the
original objective of evaluation.
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In this study an analytic rubric was used because the problems of the
students in writing were usually in specific writing areas. According to the
report of Kentucky Department of Education (1999) it has been discovered that
analytic scoring guides work best in the most classroom situations. Moreover,
analytic rubric provides spéciﬁc feedback to students to support their learning
(Whittaker, Salend and Duhaney, 2001). Thus, depending on this information,
while using rubric in writing essays, the students could easily focus on their
problematic areas, which were clearly stated in their classroom rubric (See
Chapter 4 for the problems of the students in writing). Furthermore, they would
have opportunity to get more detailed feedback. After the students had
completed their essay writing on a specific task, they were informed holistically
on writing proficiency levels. Otherwise, they would not know their overall
writing proficiency level on that specific writing task.
3.3.1.4.2 General and Task Specific Rubric Types

Another criterion to select the rubric for use is its purpose of assessment.
In addition to this, the objective of the course is also very important - whether
the course aims to improve general skills or the specific ones. The combination
of two features determines which type to be used during the course. For
example, a general writing course aims to enhance the students’ general writing
skills, while a specific course such as “Poetry Writing” may use a very specific - _
one focusing on the criteria about writing poems. (See Appendix 1c for a
generic and Appendix 1d for a task-specific rubric.)

As this study aimed to develop general essay-writing skills of the
students, a general rubric was designed to be used. However, because preparing
a specific rubric for each type of essay would be time consuming, the generic
one was preferred.
3.3.1.5 The advantages of using rubric

Relevant literature review has suggested that using rubric has many
advantages in student learning. Furthermore, it allows the teacher to gain
confidence to teachers, specifically at the feedback and assessment stages.
Therefore, rubrics:

- promote powerful motivation (Rhoads, 1998),

- promote unanxious exjie‘ctations,
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- promote student awareness about the process of learning,
- reduce teacher subjectivity,
- focus the teacher and the student to clarify his/her points in
specific terms,
- provide useful feedback regarding the effectiveness of the
instruction,
- maintain focus on content and performance standards and
student work,
- develop self and peer assessment autonomy.
( Adapted from Pickett,1999)
3.3.1.6 Rubric as an “instructional tool”

This study is among the research which uses rubric as an instructional
one. In other words, rubric is not used only for assessing the written papers of
learners but also helps students learn the writing process. Instructional rubric is
defined by Goodrich Andrade (2000) as “a one or two-page document that
describes varying levels of quality from excellent to poor for a specific task.”
Rubrics help teachers to teach as well as evaluate student work. Furthermore,
these kind of rubrics support student learning and the development of
sophisticated thinking skills.

Andrade adds that when used appropriately, rubrics serve for the
purposes of learning as well as of evaluation. Because the distinction between
instruction and assessment may often be unclear, instructional rubric refers to
teaching tool, which means tha't‘it is used in the process of teaching.
3.3.1.7 Rubric as an “assessment tool”

Since rubric is also defined as the ‘rating system by which teachers can
determine at what level of proficiency a student is able to perform a task or
display knowledge of a concept’ (Brualdi, 2000), the researchers mostly.used
rubric as a scoring guide for their students’ performance. Thus, rubrics usually
served as the assessment tools in the field of education (Simms, 1999; Duehr
and Nugent, 2000; Strong, 2000).

Therefore, this study also used the rubric as an assessment tool for the
 students and the teacher to assess the written works. As Moskal (2000) states,

rubric provides feedback to students on how they can improve their
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performance. It is also used as an alternative for traditional assessment tools.
The written works are graded in accordance with the classroom rubric which is
created in a negotiated way. Not only does the instructor evaluate the paper, but
also the students perform self-assessment or peer-assessment.

3.3.1.8 The validity and the reliability with rubric

The tools used for assessment purposes must provide the validity and
reliability to reach the intended goal. Thus, rubric must be tested for the
consistency of this thesis. Moskal (2000) provides guidance in checking the
validity and reliability of a designed rubric.

To provide validity we need to focus on content, construct, and criterion.
Content refers to the extent to which a student's responses to a given assessment
instrument reflect that student's knowledge of the content area that is of interest
(Moskal, 2000). For instance, a mathematics rubric should contain the
mathematical knowledge and skills that are considered necessary for
completing the course. Construct validity can be defined as the centre of the
appropriate interpretation of the extent to which performance on a given test is
consistent with theoretical views of abilities (Bachman, 1990). Construct
validity explores the adequacy of a test in relation to theory (Sequera, 1995). In
other words, we must identify and define what we intend to measure, and
through this process we define the construct. In the case of this study, writing
rubric should reflect the theoretical assumptions under which wntmg teachers
operate. For instance, if teachers view writing as an interactive process, rubric
has to be designed to give students opportunities to make use of their schematic
knowledge. As a result, the rubric used in this study should enable students to
understand the concept of essay writing. In relation to criterion, a test should
demonstrate a high criterion-relation between the high performance and low
performance (Altmann, 1999). Thus, rubric has the power to discriminate
between good and bad v?ﬁtten works.

- Moskal and Leydons (2000)'suggest a number of questions to ensure the
validify with rubrics, which we have taken into consideration while preparing
the rubric for this study. The checklist contains a few quésﬁbn‘s for each validity
types. In the following table these questions are separated for different validity

issues.



Table 3.2

Questions to Examine Each Type of Validity Evidence

Content

content?

not?

1. Do the evaluation
criteria address
any extrancous

2. Do the evaluation
criteria of the
scoring rubric
address all
aspects of the
intended content?

3. Is there any
content addressed
in the task that
should be
evaluated through
the rubric, but is

i.

Construct

Are all of the
important facets
of the intended
construct
evaluated
through the
scoring criteria?
Is any of the
evaluation
criteria
irrelevant to the
construct of
interest?

Criterion

. How do the scoring

criteria reflect
competencies that
would suggest
success on future or
related
performances?

. What are the

mportant
components of the

future or related
performance that
may be evaluated
through the use of
the assessment
instrument?

. How do the scoring

criteria measure the
important
components of the
future or related
performance?

. Are there any facets

of the future or
related performance
that are not
reflected in the
scoring criteria?

(Excerpted from Moskal and Leydons, 2000, p. 5)

Regarding the reliability issues, we come across inter-rater and intra-

rater reliability issues. Reliability in general, refers to the consistency of

assessment scores (Moskal&Leydons, 2000). Inter-rater reliability means that

the scores of students may vary from one rater to another. This reliability

ensures the objectivity of the raters. Thus, rubric must provide that objectivity

to the instructors in the assessment stage. On the other hand, intra-rater

reliability is concerned with one raters’ consistency towards assessing all

36



37

¥

papers. To provide the reliability in rubrics Moskal and Leydons (2000) raise a
few questions:

(1) Are the scoring categories well defined?

(2) Are the differences between the score categories clear?

(3) Would two independent raters arrive at the same score for a

given response based on the scoring rubric?

If the answers to these questions are “no”, then, the rubric should be revised
until the answers become “yes”.

Considering the validity and reliability issues in the assessment stage,
the rubric utilized in this study is revised three times. Once the first draft is
completed, after piloting it on one of the students’ written work, second
revision is done to maintain because there were some missing points while
designing rubric with students. Additionally, some ambiguous words were
clarified to provide comprehensibility. The last modification was after the
completion of the first essay task of the students. When we discussed the
written paper with a colleague, we have seen that there were some points that
were regarded differently. This affected the interrater reliability, so the terms
were modified to be more understandable.

Bearing in mind all the information above, we created our class rubric as

below.
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Table 3.3
The Rubric Created Negotiatedly and Used in the Study
Y-117 1-B'S CONTENT ORGANISATION | LANGUAGE MECHANICS
WRITING (Did I express my (Did I organize my | USE (Did I edit my
RUBRIC ideas and knowledge | essay?) (Did I use the essay?)
about the topic?) language well?)
A Clear presented Clearly seen intro, Various No errors in
(EXCELLENT-5) | topic. Complete, body, conc. Ideas sentences in capitalization,
important and connected logically. | length and type. | spelling and
@@@@@ original ideas. Easy to follow the Vivid, richand | pumctuation.
Specific details. Rich | development of the | interesting voc. | Misspelling
and interesting essay. No repetitions. only in
supporting ideas No major error, | challenging
and/or examples. but some minor | words such as
eITors. device versus
Clear, various devise.
and appropriate
{ransitions.
B Well-presented topic. | Distinct intro,body, | Various sentence | A few errors in
0)) Nearly all-pecessary | conc. Ideas are types and length. | capitalization,
information. Most of | connected logically | Accurate words. | spelling and
@@@@ the details and/or enough. One major, a few | punctuation.
examples. minor errors. A
few repetitions.
Clear transitions. |
C Fairly presented Perceivable Sentences are Some errors in
(AVERAGE-3) | topic. Some of the organization with somewhat in the | capitalization,
necessary intro,body,conc. similar type and | spelling and
SO information with | parts, Noteasyto | length. Usual | punctuation.
some details and/or | follow what is voc. Some
examples. meant. repetitions. 2
major, many
minor errors.
D Averagely presented | Intro,body,conc. Same sentence Several errors
Q) topic. A little of the | parts are not clear. types and length. | in
y necessary Loose order. Hard to | Weak voc. capitalization,
information. Topic see the organization. | Several spelling and
-less perceivable to repetitions. 3 punctuation.
the reader. A few major, several
examples and/or minor errors,
details.
E Unsatisfactorily No intro,body,conc. | No variety in the | Multiple errors
(POOR-1) presented topic. parts. The readeris | sentence type in
Loose ideas. Details | confused since s/he | and length. capitalization, -
and/or examples not | can not perceive the | Multiple spelling and
appropriate. organization of the | repetitions. More | punctuation.
€ssay. than 3 major
error and
multiple minor

CITOIS.
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3.3.2 The pre-test, post-test and follow-up tests

The students were given a pre-test at the very beginning of the study
period, and they were asked to write an essay (see Appendix 2a). They were not
limited to any kind of criteria such as the scope of the essay and the length of
the essay. Consequently, they were asked to state three to five problems in
writing essay. The same procedure was performed at the end of the study. A
post-test was conducted by giving an essay topic again (see Appendix 2b).

The pre-test was conducted to see the writing level and general writing
problems of the students. On the other hand, the post-test was necessary to see
whether there has been any development in their essay-writing skills after they
have had writing instruction with the use of rubric.

Finally, students took a follow-up essay-test after four months of the
study (see Appendix 2c). Since the time between was the summer holiday, they
had no instruction at all. Summer holiday could be significant for the results of
essay-test since Turkey is an English as a Foreign Language context, and they
had no English Language instruction during this time.

3.3.3 The questionnaire

At the end of the application of the' study instruction the subject group
was asked to answer the questions in a questionnaire designed by the instructor
(see Appendix 3). The aim was to receive the general ideas and attitudes
towards learning writing with the new instructional tool-rubric.

There were eight open-ended questions and thirteen more items of
which were prepared on a three-Likert scale. The questions and statements of
the questionnaire were prepared to test the hypotheses of this study.

3.3.4 The Structured Teacher — Student Conferences

The teacher-student writing conferences were conducted four times
throughout the academic term (see Appendix 4a and 4b). Since literature
suggests that feedback during the conference session can be very useful in
helping studéhts if it is well planned beforehand, we used a structured teacher-
student conference guide (Carnicelli, 1980; Graves, 1983). The value of this
type of conferences is to divert students to ‘re-see’ and to rethink their writing.

Conferences were held with the learners once upon completion the first
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draft and once after they completed their essays for every writing task during
the study period. The students were asked to answer a few questions to get them
to involved in the reflection on their writing. In other words, they were made to
realize the conceptual processes they used while writing.
3.4 Procedure

At the very beginning of the term the students were given an essay-
writing task on a specific topic as a pre-test. In the end of the test, they were
asked to specify five problems they experienced in essay writing. This way, the
general proficiency levels in essay writing of the students were determined.

After the pre-tests the instruction stage started. First of all, we designed
the classroom rubric with the students. Since we wanted them to be involved in
the creating rubric process, we followed such a strategy. The students were
asked to determine the definition of rubric and different rubric types. Also, they
were required to bring rubric examples on essay writing to have a general idea
on what an essay-writing rubric looks like.

During the creation of rubric, they were guided with a three questions
adapted from Polin in Stix (1996).

) If you were a writing teacher, what criteria would you
consider while grading an essay?

2) How many levels could exist to rank the essay? )

3) What could be the description of each criterion on each level?

Each question was discussed for ten to fifteen minutes, and the final
decisions were written in the related sections on table that were drawn on the
board by the instructor. The students had difficulty in answering the third
question. The instructor helped them to clarify the different level descriptions.
After completing the creation of rubric process, they were given a copy of it.

In the next session, instructor explained the students how they would use
their classroom rubric while writing their essays. As practice, they wrote an
essay on a particular topic specified by the instructor. In the meantime, they
were guided to use rubric while writing their essays. When they had completed
their essays, they also assessed their paper with rubric. Later, the instruqtor @ﬁ)
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randomly took a student’s paper as an example, and she explained the use of
rubric by demonstrating the processes which should have been used in while
writing and assessing an essay.

While they were using their classroom rubric both for writing essay and
assessing the written paper"," they had some problems in terms of different
criteria. This showed a weak point to be revised in the rubric. As a result,
instructor explained the modifications which should have been in their course
rubric. Moreover, there were some missing points which should be added to
rubric. After the modifications, the third version of the rubric was given to the
students.

In the second stage, we moved to the actual study. The students got the
instruction on a specific writing type such as writing a deéériptive essay. Then,
they were asked to write the first draft of their chosen essay topics. At this point
the teacher-student conferences started. This was called a pre-writing
conference. During the conference they were helped to revise their drafts, if
necessary. In addition to this, they were asked whether they had any problems,
and they were reminded to use their classroom rubric while writing their essays.

They wrote many drafts until their paper was determined to be the final
form. Between the drafts they received feedback from their instructor. After the
first draft, the students had a peer-review using their classroom rubric.
Furthermore, participants also assessed their own drafts using ﬁ:bric‘ Thus, self
and peer assessments were conducted in the writing process. When their essays
came to the final stage, the teacher-student conference took place, which was
called as post-writing conference. The conference focused on the problems they
had faced whilé writing their essays and using their rubric. As a second point,
they were asked to talk about their essay-writing proficiency level. How
students felt while writing essay and using rubric, and whether or not they
thought they had developed their essay-writing skills were a valuable feedback
for the next writing tasks for the instructor.

The v;Jhole process was repeated four times, each with a different essay
type. The writing tasks were respectively a descriptive, narrative, cause and

effect, and an argumentative essay.
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In the last stage of the study, the students were given a post-essay test.
They wrote their essays in one hour with a specific topic given by the instructor
as it had been in the pre-test. Afterwards, the subjects were given a
questionnaire to evaluate the new method used in the writing course during the
academic term. 1

Again, when the study was completed students had summer holiday.
After four months they came back, and we conducted a follow-up study so as to
re-check the effects of the study on the participants’ essay-writing skills. We
gave an essay-test similar to pre-test and post-test. The students had to write an
essay limited to three to five paragraphs.

As a result, we had three cluster of writing scores of the subject group;
pre-test, post-test and follow-up test. Moreover, data from teacher-student
conferences and questionnaire constituted the other sources for qualitative data.
3.5 Data Analysis

The interval data collected through pre and post-tests and tasks were
analysed with the help of a statistical package program of Statistical Package
for Social Sciences (SPSS), version 9.0. The mean, median, standard deviation
(SD) were compute;i for any scores gotten in the study time including pre and
post-test results to describe the raw’ scores. Then, the sign test and Wilcoxn-
matched paired test were computed between the pre and post and follow-up
tests. Moreover, to be able to investigate the change in the student writing
proficiency level, four essay task scores of the written papers from pre, post and
follow-up tests during the study were analysed through descriptive statistics;
mean, median and standard deviation.

Besides, the qualitative data collected through the feedback of the students
on their drafts, interviews, conferences, and questionnaire were analysed by
grouping the results. The results will be described with the percentages (%) and

frequencies (f).
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CHAPTER 4

DATA ANALYSIS AND RESULTS

This chapter works with the results of the tests, essay-tasks questionnaire
and the conferences made with the subject group of 25 ELT Department
freshmen at Cukurova University during the 2000-2001 spring term.
Furthermore, data elicited from the participants are compared and contrasted to
see if there is any statistically significant difference between the pre, post and
follow-up test grades of the study group.

In the following sections, we explain the results of various
instrumentation techniques. To be clear, we prefer to write them in the treatment
order. In some parts, it will be seen some intersections as we designed the ‘
instrumentation in a repeated way to check the effect of the tool more than once.
4.1 The pre-test, post-test and follow-up results

The subject group was asked to write three essays of three to five
paragraphs within a limited time, one before the study (pre-test), one
immediately after the study (post-test) and one four months after the study
(follow-up study). All the sample papers from each group are presented in
Appendix 2a, 2b and 2c. They were also asked for their writing problems during
the pre-test. The results will be explained during the discussion of questionnaire
items (Section 4.4). “

The following table shows the raw scores of subject-group for pre-test,
post test, and follow-up test. The three rateré including the instructor rated all
the written papers of students during this study. The inter-rater reliability is
computed utilizing the alpha (o) reliability analysis. It is found that the raters
are reliable at 97% with the o value 0,9706. Indeed, the Pearson r between the

raters is computed as 0,943.




Table 4.1
The Raw Scores of Pre-test, Post-test, Follow-up and Another Group Test

pre-test post-test | follow-up

# [C{O{LU {M|{TOT{C {O{LU {M|TOT {C |O/LU (M |TOT
1 {41313 4 114 5 1414 5119 S|5]5 4 119
2 41515 S {19 5 {514 S |19 5515 S 120
3 {2/3]2 3 /10 4 (3|3 4 114 4143 4 |15
4 (31213 3 111 14 1415 5118 S 15158 5 20
5 (4(5(4 S (18 (5 (5(4 5 (19 3 (4(3 3 (13
6 21213 4 |11 3133 4 |13 41314 4 115
7 (3i{3]|4 4 {14 14 (4|4 S5 {17 4 1414 4 |16
8 |14/4|3 3114 5 5/4 4 118 515/4 4 118
9 14143 3 114 14 1413 4 115 31313 4 113
10 (333 3112 {4 |44 S {17 4 |44 4 |16
11 ]3{2]3 3711 4 133 4 114 5i5i4 4 118
12 ({31212 3110 15 {4i4 5 118 51514 4 118
13 (3{2(2 2 {9 4 (44 4 t16 5i{5(4 4 (18
14 |21213 3110 (4 |43 4 115 51514 3 117
15 (323 3 |11 4 1413 4 {15 51414 3 |16
16 12133 3111 4 1413 5116 51515 4 119
17 131313 4 113 15 1414 5 118 4 1414 4 116
18 |4]3 |3 2 (12 (4 (44 4 |16 515(5 5 (20
1913123 2110 (4 {45 4 {17 4 1414 4 |16
20 {3(21{3 4 112 {5 {5{4 {5 {19 51515 5 120
21 (434 4 (15 {5 {53 4 (17 4 {43 3 114
22131213 4 112 15 1514 5119 5151S 5 120
23 (4313 4 113 4 |413 4 114 41414 4 |16
24 |515]4 4 J18 (5 1)5/4 5 |19

251413i3. 14 114 {4 {413 4 {15

Mean{12,7 Mean{16,7 Mean(17,1
SD 2,65 SD 1,91 SD 225

C: Content O: Organization LU: Language Use = M: Mechanics
As it is seen from Table 4.1, twenty-five students take pre Kand post-tests, -
while there are two missing subjects in the follow-up. The rubric categories
upon which the students are measured (content, organization, language use and
mechanics) are out of five scales and totally out of twenty points (see total
columns). ,
When the mean values are compared, the difference between the pre-test

and post-test may be noticed. Moreover, the change of values between the post
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and follow-up tests are in the tendency of positive development.

Using those raw scores, the statistical computations have been made. As
the number of participants in the study is less than 30, we are able to use non-
parametric tests. To see whether the differences between the groups are
meaningful, we used Wilcoxn Matched-Pairs Signed-Ranks (T score), z score
and Paired #-test.

Wilcoxn Matched-Paired Signed-Ranks is utilized to see the trend of
development between the scores. Between pre and post-tests, the T score is O
(zero) since there had been no decrease from pre-test through post-test. The
table value of 68 (at.01) demonstrates that there is a positive development
between these tests. Moreover, z score is used between pre-test and post-test to
re-check whether we may reject the null hypothesis. The result is —4.37;
consequently, we were able to accept the change in the essay-writing skills of
the study group. In other words, we are right to reject null hypothesis at 99%
according to the z score table values.

The changes can be seen via the following figures. In Figure 4.1, the
areas of pre, post and follow-up test scores are presented. They have been
ordered in terms of the success rate. According to this, follow-up comes first.
Post-test and pre test fall under this test, which may be interpreted to mean that
this group of students benefited from this study.

300

200 o

160

Fallowup

) Ejposﬁest

0 [:]prmt
1]

Missing © 10 11 12 13 14 15 18 18 2

Figure 4.1. The area chart of pre-test, post-test and follow-up
Correspondingly, the test scores of above 70% as passing level can be

viewed from Figure 4.2. One of the biggest pies goes to follow-up, which may

mean that learners still hold the skills they get from the study although four
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months passed without any instruction as it was the time for summer holiday.
Understandingly, the pre-test gets the smallest share as the students have not yet
met the application.

FOLLOWUP

Figure 4.2. The pie chart for pre-test, post-test and follow-up

Figures 4.3, 4.4, 4.5, and 4.6 also represent the histogram tables and
curves of pre-test, post-test, follow-up and test results of another group. The
curves reveal the improvement of students in time. While the curve of the pre-
test and another group test skew towards the lower grades, the post-test and
follow-up results of the study group skew toward the higher grades.
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Figure 4.3. The histogram for pre-test
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Figure 4.4. The histogram for post-test
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Figure 4.5. The histogram for follow-up

47

All the comparisons of these three tests are made using the Paired #-test.

In the following table, these results are presented.

Table 4.2
The Statistical Values for the Comparison of the Groups
Between pre and Between pre and Between post and
post-test follow-up test follow-up test
Mean -3.96 422 -0.43
difference |(Out of 20) (Out of 20) (Out of 20)
t 8.288 5.774 : 1.140

" Statisticaily significant at p< 001, 2-tailed

The negative values in the line of mean difference of Table 4.2 show that

the mean of the second test of the pair is superior to the first one, while the

positive one is vice versa. According to t values in the table above, the mean
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difference between the pre and post-test is statistically significant at p<.001,

which means that post-test results of the subject group exceed the pre-test ones.

Likewise, a similar conclusion may be interpreted for the relationship between

the follow-up and pre-test. Yet, the difference between the post-test and follow-

up study do not reveal any .great significance.
The statistical values presented above are conducted to test the first

assumption of this study. Consequently, when we consider the assumptions 2, 3

and 4 (see Chapter 1, section 1.4), we come up with the following table.

Table 4.3

Descriptive Statistics of Pre-test, Post-test and Follow-up in Content,

Organization and Language Use

Mean |} Standard Deviation
Pre-test Content (C) 3,28 79
Pre-test Organization (O) 2,92 1,00
Pre-test Language Use (LU) 3,12 ,67
Post-test Content (C) 4,36 37
Post-test Organization (O) 4,16 ,62
Post-test Language Use (LU) 3,68 ,63
Follow-up Content (C) 4,48 ,67
Follow-up Organization (O) 4,43 ,66
Follow-up Language Use (LU) 413 ,69
N=25

When the pre-test mean values (3.28, C;2.92, O; 3.12, LU out .of 5) are
compared to those of post-test (4.36, C; 4.16, O; 3.68, LU out of 5) it is clearly
seen from Table 4.3 that the values are increased. When the change between
post-test and follow-up considered, we see similar mean values. In Table 4.4, 1t

is possible to see the statistical comparisons of these categories in pairs.

Table 4.4

Pre-Test, Post-Test and Follow-Up Comparisons

Between Pre-test {Pre-test O |Pre-test |Post-test [Post-test |Post-test
C and and Post- {LUand |Cand O and LU and
post-test C jtest O Post-test | Follow-up }Follow-up | Follow-up

. LU C 0] LU

Mean -1.08 -1.24 - .56 -.8 -.26 -.52

difference |(Qut of 5) {(Out of 5) | (Out of 5) | (Out of 5) {(Out of 5) {(Qut of 5)

t -7.688 -7.050* {-3.219** |-569 -1.817** [-4.219*

* Statistically significant at p<.001, 2-tailed ** Statistically significant at p<.05,

2-tailed
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Table 4.4 displays the significance levels between the categories of sub-
hypotheses in terms of paired-f test values. The significances between pre-test
categories and post-test categories are shown in the 7 value line. The negative
values mean that the second score of the pair is greater than the first one. Thus,
Post—test scores on Conte;zt' (df 24; p<.001), Organization (df 24, p<.001) and
Language Use (df 24; p<.05) of subjects exceed the pre-test scores. Likewise,
follow-up scores of subjects in Organization (df 22; p<.001), and Language
Use (df 22; p<.05) are signiﬁcémt from post-test scores.

We can conclude that assumption 2, 3 and 4 are justified with these
results. The significant values represent the differentiation between the previous
score and latter score. Thus, rubric helped the subjects in this study helped to
improve their essay-writing skills in three categories (Coﬁtent, Organization and
Language Use).

4.2 The questionnaire

A total of twenty-one item-questionnaire of which thirteen were Likert-
like scaled on three choices and the rest eight were open-ended ones, was
conducted immediéiely after the study (See Appendix 3 for the questionnaire).
The questionnaire was given in Turkish so as to guarantee the exact
understanding of the items and the answers to them.

Questionnéire Item #1: Did you benefit from the use of rubric in your
writing classes? If your answer is “yes” which part(s) of the rul;ric you
benefited most? If your answer is “no”, what is/are the reason(s)?

Table 4.5

Questionnaire Item # 1

f %

Yes 25 100

No - -

When the Table 4.5 was analyzed, none of the subjects answered “ng”
by stating that they had benefited from using rubric.
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frequency

Content Organization Language Use Mechanics

Figure 4.6. Questionnaire Item #1

Consequently, when we consider the mostly benefited parts, they are rated as
“content” section the first with 34 per cent and “organization” section second
with 30 per cent in the second segment of item 1. “Language use” section with
21 percent and “mechanics” section with 15 percent follow them.
Questionnaire item #2: Is/Are there any particular section(s) of your
class rubric which you benefited from less? If your answer is “yes”, what is/are

it/they? If your answer is “no”, why not?

Table 4.6
Questionnaire Item #2

f %
Yes 14 56
No 11 44

The percent of the subjects who regarded that rubric has helped them
wholly; with all sections are 44 in Table 4.6. On the contrary, 56 per cent of

them accepted that some parts were less useful than the others.
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Figure 4.7. Questionnaire Item #2

In accordance with this answer, among fourteen participants of this study, the
“mechanics” was rated as the least utilized section of rubric. Moreover, the
“language use” and the “content™ parts were also among the less used sections,
each rated as 21 per cent. It is worth noticing that the “organization” part was
not rated by anyone. Thus, we may deduct that all the class benefited equally
from this section of their class rubric.

Questionnaire item #3: Does the use of rubric developed your essay-
writing skills? If your answer is “yes”, what is/are this/these development(s)?
Table 4.7
Questionnaire Item #3

f %
Yes 25 100
No - -

All the students state that they benefited from using rubric. Thus, none
of the students answered as “no” for the first part of the item.
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Figure 4.8. Questionnaire Item #3

The listed benefits are various while those are clear from Figure 4.8. We notice
that content and organization are ranked top with 28 per cent. In addition to this,
content (18%) and mechanics (9%) come after them. Moreover, gaining
autonomy (6%, being aware of the mistakes (6%), being able to self-assess
(3%) and understanding the criteria of a good essay paper (2%) are among the
stated promotions. These contributions are quite parallel with the advantages of
using rubric, previously explained in Chapter 3, Section 3.3.1.5.

Questionnaire item #4: Currently, do you have problems while writing
an essay? If your answer is “yes”, what is/are it/they? If your answer is “no”,
why not?

This question item is related to the question asked during the pre-test at
the beginning of the study. We aimed to see whether use of rubric eased their
problems and enhanced their essay-writing skills by asking this question once
again in the end of the study. Moreover, we had a purpose to see the students’
self-perception of their problems in their essay writing. Therefore, in Table 4.8,

there are problems of these subjects before this application.
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Table 4.8
Problems of Subjects about Essay Writing Before the Study
f %

LANGUAGE USE (TOTAL) 35 38
Vocabulary (total) 28 30

a. knowing enough words, 14 15

b. finding appropriate words, 7 7.5

c. difficulty in remembering the known words. 7 75
Using structures accurately 1 1.5
Using transitions effectively 6 6.5
CONTENT (TOTAL) 25 27
Developing ideas 2 2
Finding appropriate examples 2 2
Emphasizing the important point(s) 1 1.5
Writing introduction 14 15
Writing conclusion 6 6.5
OTHER (TOTAL) 17 19
Finding appropriate title 6 6.5
Finding a good topic 1 1.5
Limiting the subject 1 L5
Having enough information about the given topic 4 4
Limited time 4 4
Boring subjects 1 1.5
ORGANIZATION (TOTAL) 1 12
Overall organization 2 -2
Focusing 2 2
Organizing various ideas about a topic 7 75
MECHANICS (TOTAL) 4 4
Spelling 1 1
Punctuation 3 3

We have grouped the problems of students before the study on essay

writing under five headings (content, organization, language use, mechanics and

" other). Since the students stated three to five problems, f ratio in the table
displays the times that the students had mentioned the item presented in Table
4.8. In other words, for example, the number 35 for Language Use (Total)
means not that thirty fine students had expressed it, but the item was mentioned
thirty-five times among those problems of essay writing.

The analysis of Table 4.8 shows that the biggest problem are in the
language use section (38%), especially related to vocabulary use (knowing
enough words with 15 per cent, finding the appropriate word and being able to
remember the known word with 7.5 per cent each). Apart from these, the
subjects have problems with the appropriate structure use with 1.5 percent and
effective transition use with 6.5 per cent.
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The second highest rated problem students are faced is about content of
an essay with totally 27 per cent. The various problems asserted respectively by
students are writing introduction (15%), writing conclusion (6.5%), developing
ideas and finding appropriate examples (2% each), and emphasizing the
important point (1.5%). ..

Next, the problems in the other category are rated as 19 per cent. The
students find difficulty in finding an appropriate title with 6.5 percent, knowing
enough information about the given topic to write an essay and writing an essay
within a limited time period with 4 per cent each, finding a good topic to write
about and limiting the given subject or not liking the given topics make up 1.5
per cent each.

Problems about organization of an essay comprisé (12%). The assorted
troubles are either about organizing the whole essay or focusing on one point at
a time (2% each), and organizing ideas in view of scope (7.5%).

Finally, they experience problems in the mechanics part of an essay.
Among them, spelling (1.5%) and punctuation (3%), a smaller percent for
mechanics and organization part can be related with questionnaire item #2. As
students become familiar with those standards in a particular rubric section, it
seems that they do not use those sections so frequently.

Table 4.9
Questionnaire Item #4

f %
None 6 16
Yes 19 84

Table 4.9 displays the numbers of the students who still have problems
in essay writing or those who have not any problems left. According to Table
4.9 six of the students affirm that they have no problems at all. On the other
hand, nineteen of the students stated they have still some problems.
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Figure 4.9. Questionnaire Item #4

As in Figure 4.9, some problems such as in the area of language use
(24%), writing introduction (24%) and conclusion (22%), content (8%),
organization (3%) and mechanics (3%) are listed as problematic areas by the
students. When compared with the previously stated problems, while the
troubles in the language area lessens by 14 percent (38% previously, 24% later),
the difficulties with content and organization have a more significant decrease.
Problems in the area of mechanics nearly remain the same (1% fall).
Additionally, we do not see any problems related to other parts that had
occurred as a result of the previous problem question asked during the pre-test.
However, another two issues arise at this point. The students still find difficulty
in writing introduction (22%) and conclusion (24%).

The reason why six of the students answer that they have no problems in
essay writing is the use of rubric. They explain that rubric itself is a sufficient
tool to understand what a good essay requires.

Questionnaire item #5: Do you have problems in writing essays while
using your class rubric? If your answer is “yes”, what is/are your problem(s)? If

your answer is “no”, why not?

Table 4.10
Questionnaire Item #5

f %
Yes - ==
No 25 100




56

]

This item was added to the questionnaire to determine whether the use of
rubric was easier for the students while writing their essays. Fortunately, no
students find it difficult to use, as can be seen from Table 4.10. The cause is
stated as the clarity of the rubric itself.

Questionnaire item #6: Up to now (during 2000-2001 academic year), do
you think you have improved in writing generally? If your answer is “yes”, in
what point(s) is/are this/these progress(es)? If your answer is “no”, why not?
Table 4.11 '

Questionnaire Item #6

f %

Yes 25 100

No - -

This item aims to question whether this study on essay writing helped to
understand and develop general writing of the subject group since one of our
assumptions (not to be tested though) suggested that advancing in essay-writing
skills would enable the students to develop their general writing skills.
Therefore, rubric is likely to have not only developed essay-writing skills of this
group of freshmen but also to have helped them to gain insights about general
writing skills, since they admit that they improve in general essay-writing skills
(ves: 100%). This point is what we expected but did not test directly; where
through this item of the questionnaire the subjects state it. \
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Figure 4.10. Questionnaire Item #6

As can be seen from Figure 4.10, the students have progressed in
different points. Apart from rubric categories of Content, Organization,
Language Use and Mechanics, participants have stated having insight in writing
rules in general and gaining speed in making outlines (16 percent respectively).
Then, though it is expressed by a few students, getting transitional concept
{cohesive ties), finding appropriate title, attaining quality in writing and self-
confidence in sharing written Work are among the other improvements as an
answer to item 6.

Questionnaire item #7: (Related to the sixth question) Is/Are this/these
progress(es) related to the use of rubric? If your answer is “yes”, in what
point(s) is/are this/these progress(es)? If your answer is “no”, why not?

Table 4.12

Questionnaire Item #7

f %
Yes 24 96
Not much 1 4

According to Table 4.12, most of the students (n=24, 96%) accept that
their improvements are related to the rubric use. However, one of the students

(4%) does not accept the role of rubric use in her progress since she
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confessed that she could not use the rubric properly.

Besides, the students have various answers for improvement points.
While 28 per cent of the students are able to see their mistakes in their writings
easily with the help of rubric, 48 percent of them are either enriched content of
their papers (n=5) or organized their writings well (n=5). Moreover, some of
them (n=3, 14%) benefit from rubric in the efficient language use. Similarly, the
others find rubric beneficial in assessment (n=1, 5%) and gaining speed in
writing (n=1, 5%).

Questionnaire item #21: Do you have suggestions about the rubric use

while writing essay? If your answer is “yes”, what are they?
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Figure 4.11. Questionnaire Item #21

Figure 4.11 reveals that most of the students suggest more use of rubric
in other school subjects. 40 per cent of the students advise other students to use
rubric all the time while writing. Furthermore, five of the students request the
use of rubric not only for writing but also for assessment. Additionally, 16 per
cent of them propose for the generalization of this application to the other parts
of the faculties. Moreover, two of the students inform that they want continuum

with this application. Likewise, 8 per cent of them ask for the different rubrics



39

¥

for the other courses or assignments, and the rest 8 per cent recommend rubric
to those who like to write with standards.

The other questionnaire items were Likert-like type on three choices.
I.8 I spent much time while writing essay with the use of rubric.
1.9 It was easy for me to make an outline with the use of rubric.
1.10 It was easy to develop the content of my essay with the use of rubric.
I1.11 Rubric helped me to organize my essay well.
I.12 Rubric eased my work while using the language in essay writing.
1.13 Rubric helped me to develop my mechanics (i.e. punctuation, spelling)
while writing essay.
1.14 Rubric developed my essay-writing skills at every draft while writing.
I.15 Rubric provided me to assess my paper easily and héiped me to understand
why I gave that grade to my essay.
1.16 Rubric enhanced my assessment of friends’ essays easily.
1.17 Rubric provided me the understanding of the “writing process”.
1.18 I can write different essay types (e.g. cause & effect, compare & contrast)
easily without the help of an instructor.
I.19 Not only my essay-writing skills but also general writing skills have
developed via rubric. '
1.20 I understood rubric quiet well as any work I had to perform was written
clearly in it. )
These thirteen items were prepared in 3 Likert-like type. (1) stands for
agree/always, (2) stands for not much/sometimes, and (3) stands for do not

agree/never.
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Table 4.13
Likert-scale items
1 2 3
(agreefalways) |  (not much/sometimes) (do not agree/never)
N % N % N %
#8 2 8 16 64 7 28
#9 17 68 7 28 1 4
#10 19 76 6 24 - -~
#11 22 88 3 12 - -
#12 16 64 8 32 1 4
#13 12 48 9 36 4 16
#14 24 96 1 4 - -
#15 25 100 - -~ - -
#16 | 20 80 4 16 1 4
#17 18 72 6 24 1 4
#18 19 76 6 24 - -
#19 14 56 9 36 2 8
#20 24 96 1 4 - -

Table 4. 14 presents the results of thirteen items of the questionnaire,
which were prepared to re-evaluate the student answers in terms of reliability of
the results. The results are quite parallel with the open-ended answers, first of
all. Consequently, the results generally have tendency towards 1 (agree/always)
despite a few exceptions. For instance, most of the students point out that they
have benefited from rubric while making outlines sometimes according to item
9. While nearly half of the students choose 2 (not much/sometimes) as well as 1
(agree/always) in item 13 and 19. .

As a result, the answers to the Likert-like items demonstrated reliability
with the open-ended items of the questionnaire. In addition to this, the students,
once again, state that they have benefited from the use of rubric in the aspects of
content (#10), organization (#11), language use (#12), mechanics (#13),
assessment (#15 and #16) and autonomy (#18) of essay writing.

4.3 The structured teacher-student conferences

The aim of these conferences was to guide the students through their
essay tasks and guarantee the use of rubric while writing their essays. The
students were met twice during each task, once when they had written their first
draft and once after they received a “final” remark for their task from their




instructor.

During these conferences, the students were asked four questions (See
Appendix 4a and 4b for the structured teacher-student conference questions).
We analyzed these answers holistically. Accordingly, the analysis allowed us to
reach the following conclusions.

For Question 1:

They informed us that they had several problems in essay writing.

In content:

S.1 1 spent a lot of time trying to find an interesting idea.

S.2 1 had difficulty in developing ideas in the body part of my essay.

In organization: "

S.3 I still have problems in the organization of my conclusion part. I do not
know whether the order of ideas in that part is accurate.

In the language use

S.4 This task (descriptive) requires vast knowledge of vocabulary. I do not have
much, however.

S.5 I sometimes confuse the words I know. I am hesitant as to whether my essay
seems a lot like Turkish.

In mechanics:

S.6 I have difficulty in the use of “i” and “I”. I mix them up all the time.

These problems occurred during the first stages of the task. However,
they decreased in the following tasks. For example, a student answer below,
demonstrates how this process is related to the use of rubric (post-conference
question 1) ' _
S.7 Whenever I use the words effect and gffect, I need some time to think. Yet, I
look at my rubric, and I remember what my instructor told me about the
discrimination of those words quickly. Thus, I like to look at my class rubric.
For Question 2
S.8 Yes, because it guides me well while writing my essay.

S.9 Absolutely. Each time I see rubric, I solve my problem in my mind.
S.10 Yes. Why not? It helps me a lot to write the essay.
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S.11 Certajniy, it makes easier to seethe mistakes.

All the answers are related to the benefits of rubric explained in Chapter
3. It seems that the students become aware of them by using their class rubric.
For Question 3:

S.12 Content and organization.
S.13 All the parts of the rubric.
S.14 Mechanics and content parts.
S.15 Organization and mechanics.
S.16 Language use and content.

These combinations show variety. The students state that they have
benefited from these parts of the rubric prior to their essay task. One student
may answer as “mechanics” for a specific task, while that"answer can change as
“organization” for the next time. It is seen that the priority is determined by a
specific need at a specific task.

For Question 4:

S.17 Nearly one hour.

S.18 I spent fifteen minutes.

S.19 I have used rubric for half an hour.
S.20 I:have no idea, but not much time.

The time spent by each student varies. The analysis reveals that the time
span for the use of rubric ranges between thirty-five minutes to forty-five

minutes.
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CHAPTER 5

CONCLUSION

In this chapter, there are four sections to be explained respectively. The
first is the summary of the study. The second part presents the results that can be
deducted ﬁ'om the conducted study. In the next section, we work with the
educational implications of the study. Finally, we give suggestions to the
researchers for further studies.

5.1 Summary of the study

This study started with the discovery of general problems of ELT
Department students in writing. Then, the scope was widened to essay writing
parallel with the curriculum of the first-year writing course objectives which
had been determined from National Higher Education Council beforehand.
Hence, we aimed to develop the essay-writing skills of freshmen in the ELT
Department at Cukurova University.

Randomly selected a cluster of students was determined to apply the new
idea for improving essay-writing skills at Cukurova University . The study was
designed in the action research cycle. A pre-essay test was given to see the level
of essay-writing skills of the study group. Furthermore, action research cycle
was used four times in different essay structures, two of which were conducted
with teacher feedback to the written drafts, while remaining two were not.
Subsequently, the post-essay test was conducted along with another group who
had regular writing instruction at the same-level so as to compare and contrast
the results. Apart from these tests, through the essay tasks, the subjects were
interviewed within the structured teacher-student conference questions. Besides,
the subject group was given a questionnaire that receives their ideas about the
application. Finally, the students had a follow-up essay test four months after
the actual study was completed.
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5.2 Implications for ELT context

The main result of this study was that rubric can be used for not only
assessment purposes but also instructional ones. Therefore, rubrics may teach as
well as measure the performance of students at a particular assignment.

Beside instructional purposes, rubrics help ELT students to understand
the expected performance and the criteria better because the descriptions of
performance levels are clear enough to list the required work quality one by one.
For teachers, rubrics guaranteé the understanding of feedback to the specific
performance by the students, as the students are aware of the description via
rubric.

From the aspect of assessment, rubrics provide reliability between the
raters. The descriptions and the grades are predetermined on rubric, so it allows
for greater objectivity.

In its most general view, rubrics may be eligible to be used at different
levels for different assignments. For instance, they could be applicable to
different student groups at various grades such as secondary schools.

In summary, rubrics could have a wide application zone in classrooms.
They have various benefits demonstrated in related studies and in this particular
study both students and teachers have benefited. Most of all, they can be very
useful guides for student learning in ELT context.

5.3 Suggestions for further research T

There were some limitations for this study which restricted and made it
impossible to generalize the results. These limitations were the size of the study
group and duration of the study.

Further researchers interested in using rubric could use a larger sample
group. Hence, s’he may utilize the experimental research design so as to collect
more quantitative data. This will enable the researcher to broaden the results and
achieve a more general conclusion. Furthermore, some different variables such
as gender and age may be considered. .A

In terms of duration of the study, researchers may conduct study over a
lengthy period of time in order to detect the change in student performance

comprised with different variables. Besides, more exposure to the tool (rubric)
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might create different effects on learning.

Apart from these factors, it is discovered that the use of rubric in the
higher education has not been examined at length. For this reason, this level
may be main scope of the researchers in detail. Likewise, the focus on faculty
students at different universities may present different results.

On the other hand, it is clear from relevant literature review that using
rubric at primary or secondary schools is convenient. Therefore, I recommend
the teachesr and educators at those levels to use the rubric to improve the
performance of learners.

The use of rubric to develop essay-writing skills of the participants in
this study was ensured. However, the curiosity of seeing the comparison and
contrast of the study results with those of another group who were at the same
level of these participants led the researcher to administer another test.

5.4 The essay-test conducted to compare and contrast the results of the
study

This essay-test was given to both groups with the same topic. The raw

scores of the test results are as follows.




Table 5.1

The raw scores for the further essay-test of the study and another group

participants
N | Study participants Another group
1 |C {0 (LU M (TOT {C {0 LU M |TOT
2 |5 (5 |5 4 19 4 5 |3 3 15
3 15 |5 5 5 20 3 4 |4 5 16
4 14 |4 |3 4 15 3 2 {2 3 10
5§15 (5 |5 5 20 3 4 |3 4 11
6 13 14 13 3 13 3 3 13 3 12
7 14 13 4 4 15 2 2 |3 4 11
8 14 |4 4 4 16 4 3 3 3 13
9 {5 |5 {4 4 18 4 4 14 4 16
1013 (3 {3 4 13 3 4 {4 3 14
1114 {4 |4 4 16 3 2 |3 3 11
125 |5 |4 4 18 3 3 |4 3 13
1345 |5 |4 4 18 3 3 I3 3 12
14 §5 |5 14 4 18 5 5 |5 5 20
1515 [5 |4 3 17 5 5 |4 4 18
1615 |4 |4 3 16 3 2 |2 3 10
17 §5 |5 5 4 19 3 3 13 4 13
18 14 4 4 4 16 2 2 |2 3 9
1915 |5 |5 5 20 3 3 14 4 14
20 (4 |4 |4 4 16 3 3 13 3 12
21 }5 |5 |5 5 20 3 3 |3 3 12. .
22 §4 14 13 3 14 3 3 13 2 11
2315 |5 |5 5 20
24 14 14 |4 4 16

Meani17,1 Meani 13
SD
2,25 SD12,76

66

C: Content O: Organization LU: Language Use M: Mechanics TOT:Total

The comparison between the scores allowed the researchers to constitute °

the following table.

Table 5.2

The Statistical Values for the Comparison of the Groups

Between post and another group test

Mean 3.67
difference | (Out of 20)
t 5202

* Statistically significant at p<.001, 2-tailed.
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As can be seen from Table 5.2, it is clear that the scores of study participants
surpass those of another group who are at the same level and who have regular
writing instruction. The # value obtained from the paired-# test presents
significance between the groups at p<.001.

j //\\
| / \

1 Vi Std. Dev=1,91
L Mean =167
o N=2500
130 140 450 168 170 180 180
TOTPOST

Figure 5.1. The histogram for study group

’ /\
v N
. /
24 \
\ Sid. Dev=2,78
B Mean= 13,0
[ \}\.‘ N=21,00

106 120 148 180 180 200

TOT1D

Figure 5.2. The histogram of another group essay test-results

Likewise, the histogram figures above display the significance between
the results via the curves. When the curve in Figure 5.1 skews to higher grades,
it is vice versa in Figure 5.2. In other words, the grades of another group fall
under the scores of the study group in this essay test.

Thus, we recommend the further researchers who wish to conduct a
similar study to the present one to consider this kind of comparison in order to

evaluate the results of the main study.
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APPENDICES

Appendix 1a
Holistic Rubric Sample

Mark Twain Elementary School - 5th Grade Inquiry: the Oral
Presentation

5 Excellent: The student clearly describes the question studied and
provides strong reasons for its importance. Specific information is given to
support the conclusions that are drawn and described. The delivery is engaging
and sentence structure is consistently correct. Eye contact is made and
sustained throughout the presentation. There is strong evidence of preparation,
organization, and enthusiasm for the topic. The visual aid is used to make the
presentation more effective. Questions from the audience are clearly answered
with specific and appropriate information.

4 Very Good: The student described the question studied and provides
reasons for its importance. An adequate amount of information is given to
support the conclusions that are drawn and described. The delivery and
sentence structure are generally correct. There is evidence of preparation,
organization, and enthusiasm for the topic. The visual aid is mentioned and
used. Questions from the audience are answered clearly.

3 Good: The student describes the question studied and conclusions are
stated, but supporting information is not as strong as a 4 or 5. The delivery and
sentence structure are generally correct. There is some indication of
preparation and organization. The visual aid is mentioned. Questions from the
audience are answered.

2 Limited: The student states the question studied, but fails to fully
describe it. No conclusions are given to answer the question. The delivery and
sentence structure is understandable, but with some errors. Evidence of
preparation and organization is lacking. The visual aid may or may not be
mentioned. Questions from the audience are answered with only the most basic
response. |

1 Poor: The student makes a presentation without stating the question or
its importance. The topic is unclear and no adequate conclusions are stated.
The delivery is difficult to follow. There is no indication of preparation or
organization. Questions from the audience receive only the most basic, or no,
response.

0 - No oral presentation is attempted.
(Excerpted from http://ttt.ssd. k12 wa us/dwighth/rubricclass. htm)
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Appendix 1b
Analytic Rubric Sample
Rubric for Evaluating a Lead Teacher
Almost
Never|Seldom|Usually Always Always
1 2 3 4 5
Facilitated Meetings:

The degree in which the Lead Teacher
preplanned, created an agenda, stayed
on task/time, encouraged
participation, handled conflict/follow
up.

Peer Relationships:

The degree in which the Lead Teacher
demonstrates good listening skills,
establishes a safe environment,
motivates and guides team spirit,
jpromotes professionalism.

Innovating New Ideas:

The degree the Lead Teacher
develops authentic assessment,
interdisciplinary units, inclusions, art
and music, cooperative learning.

Implementing Technology:

The degree in which the Lead Teacher
provides encouragement, trouble
shooting, provides training.

Problem Solving:

The degree in which the Lead Teacher
resolves conflict, builds consensus,
mediates, shuffles papers.

Participation in Leadership Activities:

Expression of team concerns,
consistent attendance (meetings, etc.)

(Excerpted from hitp:/www.sarasota.k12.fl.us/~g2k/leadteac.htm)
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Generic (General) Rubric Sample

General Math Rubric
4 The student fully achieves all mathematical and project goals. The

presentation demonstrates clear thinking and explanation. All work is complete
and correct.

3 The student substantially achieves the mathematical and project goals. The
main thrust of the project and the mathematics behind it is understood., but there
may be some minor misunderstanding of content, errors in computation, or
weakness in presentation.

2 The student partially achieves the mathematical and project goals. A limited
grasp of the main mathematical ideas or project requirements is demonstrated.
Some of the work may be incomplete, misdirected, or unclear.

1 The student makes little progress toward accomplishing the goals of the
project because of lack of understanding or lack of effort.

Rubric Scale

Rating 4
90-100
Rating 3
80-89
Rating 2
70-79
Rating 1
60-69
(Excerpted from hitp://www.glade.net/~rfletcher/RubricMath.htm)
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Appendix 1d
Task-specific Rubric Sample
. Poetry Writing Rubric
1 novice 3 proficient 5 advanced
. Presents a fresh, original
Pdea is unclear or i‘ic;causes on a single fidea
Ideas unfocused I dea.ma be Focuses on an idea,
[May include Y fecling, or experience
. dable, but .
random ideas. il fuzzy Uses specific, concrete
images
. . Uses a logical, effective
| Sequencing is Sequancing is logical | | nizational stratcgy.
Organization‘i\logical, or not 'becn; follosw ed with oem uses form to
evident. oF 00 EITOrS interpret idea creatively
) land effectively
General or ordinary
lwords |Attempts to use
s new riptive words to
ords with himited create images ecise, orignal, fresh
Word choicefsuccess (Tries to use words for| jwords
y mclude specificity breates vivid images
inappropriate words | |Experiments with new
r limited use of and different words
ocabulary ith some success
quality of | [Assigned format s P'ese";c‘:t;:;‘ T
Presentation ' ¥ oo followed signed requirements
igned format not tion is neat = .
ollowed nd legible ch enhange meaning
cat and legible
Scoring
Novice 4-8 points
Proficient 9-14 points
Advanced  15-20 poinis

(Excerpted from hitp:/iw3.trib.com/~johnbn/poetry/poetrub.htm)




77

Appendix 2a

Written samples of study group pre-test
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Appendix 2b

Written samples of study group post-test
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Appendix 2¢

Written samples of study group follow-up
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Appendix 3
Questionnaire

Dear Students,

Below, there exists a list of questions about the use of rubric during 2000-2001
spring term. 1,2,3,4,5,6,7,21 are open-ended questions, while the questions
between 8 and 20 are likert-like scaled ones. For those, the scale is 1:
agree/always, 2:not much/sometimes, 3: not agree/ never.

Thank you for your invaluable answers.

Course Teacher Ayse Kizildag

1. Did you benefit from the use of rubric in your writing classes? If your answer is “yes” which
part(s) of the rubric you benefited most? If your answer is “no”, what is/are the reason(s)?

2. Is/Are there any partiwlar section(s) of your class mbric which you benefited from less? If
your answer is “yes”, what isfare it/they? If your answer is “no”, why not?

3. Does the use of rubric develop your essay-writing skills? If your answer is “yes”, what is/are
this/these development(s)?

4. Currently, do you have problems while writing an essay? If your answer is “yes”, what
is/are it/they? If your answer is “no”, why not?

5. Do you have problems in writing essays while using your class rubric? If your answer is
“yes”, what is/are your problem(s)? If your answer is “no”, why not?

6. Up to now (during 2000-2001 academic year), do you think you have improved in writing
generally? If your answer is “yes”, in what point(s) is/arc this/these progress{es)? I your
answer is “no”, why not?

7. (Related to the sixth question) Is/Are this/these progress(es) related to the use of rubric? If
your answer is “yes”, in what point(s) is/are this/these progress{es)? If your answer is “no”
why not?

8. I spent much time while writing essay with the use of rubric.

9. It was easy for me to make an outline with the use of rubric.

10.Jt was casy to develop the content of my essay with the use of rubric.

11. Rubric helped me to organize my essay well.

12. Rubric eased my work while using the language in essay writing.

13. Rubric helped me to develop my mechanics (i.e. punctuation, spelling) while writing essay.

14, Rubric developed my essay-writing skills at every draft while writing.

15. Rubric provided me to assess my paper easily and helped me to understand why I gave that
grade to my essay.

16. Rubric enhanced my assessment of friends’ essays easily.

17. Rubric provided me the understanding of the “writing process”.

18. I can write different essay types (e.g. cause & effect, compare & contrast) easily without
the help of an instructor.

19. Not only my essay-writing skills but also general writing skills have developed via rubric.

20. I understood rubric quiet well as any work I had to perform was written clearly in it.

21. Do you have suggestions about the rubric use while writing essay? If your answer is “yes”,
what are they?
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Appendix 4a
Structured Questionnaire of Teacher-student pre-conference
1.Do you have problems while writing your essay?
2.Do you benefit from using rubric while writing your essay? If so, how?
3.Which part(s) of the rubric is/are most beneficial for you in this task?
4 How much time do you spend while writing your essay with the use

of rubric?
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Appendix 4b

Structured Questionnaire of Teacher-student post-conference
1.Did you have problems while writing your essay?
2.Did you benefit from using rubric while writing your essay? If so, how?
3.Which part(s) of the rubric was/were most beneficial for you in this task?

4 How much time did you spend while writing your essay with the use

of rubric?
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