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Abstract:

This paper is based on a second internship which took place at the TASIS

school in England over the summer of 1983. I adapted a set of materialsg--
student files--in an effort to establish a means of regular and informal
evaluation of students’ writing; Each student had a file which contained
written evaluations of her asgignments based on her strengths and weak-
nesses and how well she met the criterion which had been set for an
assignment. The major issues discussed in this paper are how the files
evolved with regard to implementing informal evaluation, setting criteria

and getting students to use mistakes as a tool for learning.




ABSTRACT

This paper is based on a second internship which took place at the TASIS
school in England over the summer of 1983. I adapted a set of materials—-
student files--in an effort to establish a means of regular and informal
evaluation of students' writing. Each student had a file which contained
written evaluations of her assignments based on her strengths and weak-
nesses and how well she met the criterion which had been set for the
assignment. The major issues discussed in this paper are how the files
evolved with regard to implementing informal evaluation, setting criteria
and getting students to use mistakes as a tool for learning.
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I. INTRODUCTION

Much_of the impetus for this paper sprang from my work

over my first internship. At this time, I was very involved
in improving such things as my lesson plans, sequencing, and
actual teaching skills. I relied mainly on my intuition to
assess my students' progress. When I corrected their home-
work, I kept no specific record of how a particular student

had done apart from checking that she had completed it. T

also administered no formal tests. As a result, I felt at
a loss when it came to making specific individual assessments

of a student's progress. I did not feel comfortable relving

solely on my intuitive sense of how she‘was doing. I there-
fore resolved to concentrate on evaluation, particularly
informal evaluation, for my second internship.

These problems over my first inteinship made me recol-
lect my own experiences with homework and tests. Often my

homework was checked over quickly by the teacher, which

meant that the entire paper was either covered with red
marks or, more favorably, with some hyperbolic praise which
left me equally uncertain as to where, specifically, I had

gone right'and wrong.

In addition, the test day would arrive and the test be
returned like a stone tablet, with all its weighty implica-
tions for my grade. Somewhere along the line my daily

progress had been overlooked in favor of this more pondercus




and final evaluation of my work. Since no subjective or
specific record had been kept of the ongoing progress of my
work, the teacher necessarily had to rely on this final
test to stand for a cumulative evaluation. I do not want
to appear unduly concerned with the grade sc much as the
sense of loss I felt as a student not knowing where speci-
ficélly I had made errors or eveﬂ what my strengths were.

Years later, on my first internship, I found myself in
the same position I assume my teachers had been in with me.
I had an overail sense of how my students were progressing,
but this was based more on intuition than on any specific
evidence. Unfeortunately, in the classroom, intuition favors
those students who are the most likeable to the teacher. I
especially wanted to aveid this tendency in the class by
establishing a means of making regular and informal assess-
ments of a student's work.

For my second internship, I hoped to emphasize the
informal evaluation ¢f my students' work. One way of empha-
sizing a student's ongoing progress is to do regular and
informal assessments of the assignments. I therefore
postulated four assumptions which underscore this need for
régular an& informal evaluation. I planneg to implqunt
these assumptions during the two one-month sessions I would
be teaching at the British branch of the American School in
Switzerland (TASIS). My paper will concern itself with how

I put these assumptions into practice and what the results

were.




The first assumption, and the one under which all of

the others are assimilated, is that students need to be aware

that they are making progress on a regular basis. By
progress I mean twe things: either the assimilation and

understanding of an assignment or the ability to use what

has been learned to move on to something new or more diffi-
cult. This awareness of progress seems to be particularly
neeessary in the notoriously discouraging process of learn-
ing a foreign language. Ultimately, a student's awareness
! of her progress should contribute to her motivation to
continue to learn.

On the other hand, if a student's sense of progress is
threatened, as in the case of failing an important test, her
motivation to continﬁe may be seriously hindered. For mf
f}f second assumption I consegquently postulated that informal
asgessment would be less threatenirg than a more formal
means of assessment--for example, tests--and is therefore

of more potential walue in helping students on a regular

basis. I had witnessed the phenomenon that tests often
served to preempt the daily classroom work and drew the

students' concentration away from the task at hand. I

wanted to underscore the importance of having students base

their sense of progress on what they are doing now rather

than on past or future successes or failures. By giwving
them numerous assessments of their work, I hoped that the

informal and ongoing nature of the evaluation would be

stressed.




My third assumption springs £rom the desire not to lose
students to either boredom or frustration. To do so, I
planned to make the curricula as individualized as possible.
In my third assumption, I hypothesized that setting individ-
ual criteria according to a student's need would help both
the student and the teacher to identify the student's
progress. It would thus be an aid. in strengthening independ-
ent learﬁing in the student. I intended to accomplish this
by setting criteria for each writing assignment.

Students can also learn to focus on their ongoing
progress by using and learning from their mistakes. My last
assumption is that students can learn to use past mistakes
to improve on their future work. I realized that one tradi-
tional way of reacting to mistakes is to either discard them.
altogether or begin anew from a completely different angle.
In contrast, I wanted my students to begin with the mistakes
and build from them. I knew that this would requiré practice.
But I also knew that the reward would be well worth the
effort in that the students would most'likely.become more
confident about their learﬁing in general.

My next step was to find a means of implementing these
assumptions in my classes. A major part of the solution
came in the form of a lecture by édrdon Haywérd, a writer
and high school composition teacher at Brattleboro Union
High‘School.l Mr. Hayward discussed with the M.A.T. students

‘a set of materials he used to evaluate the progress of his




students' writing. He used a standard manila file folder to
collect each student's writing assignments. He would then
evaluate each assignment according to certain categories
listed on the inside of the folder. The evaluation would
then be written directly on the inside of the folder; Below

is a diagram of the file folder system he used:

A B C A. Type of Assignment

B. Title/Date
C. Strengths

D. Weaknesses
1. Style
E 2. Mechanics

E. Student's Name

'
t

T decidéd that these fiies could be adapted to suit my
needs. The files I proposed to use in my classes would be
similar to the ones Mr. Hayward used, with the exception
that I would omit, under "Weaknesses," the categories of
style and mechanics since my ESL students would probably
not be advanced enough to make these distinctions anyway.
Below is a diagram of_the file I uséd:

alB c D A. Kind of Assignment

B. Title/Date

C. Strengths

D. Weaknesses

E. Student's Name




In practice, the files would support my assumptions in
several wavys. First, students would be given regular and
informal evaluation of their writing assignments via my
written evaluation of their assignments in the files.
Secondly, the assessment would be individualized through
the practice of setting a criterion for each assignment
according to a student's needs. For ekample, if the class
was working on paragraph writing, one student might have as
a criterion for her assignment writing clear topic sentences
while another student might concentrate on indentation. By
making their tasks realizable and tailored to them, I hoped
that the students would be encouraged tc work independently.
Finally, students would use the mistakes from their writing
assignments in that the criterion set for each assignment
would be based on the main problem or mistake in the previous
assignment. In effect, I had identified three main areas
for investigation as extracted from my assumptions.

This paper will therefore be a discussion of how effec-
tive the files were in implementing informal and regular
evaluation, in setting criteria for assignments and finally,
in getting students to use their mistakes. The second
section of this paper will be structﬁred according tq these
three main areas of investigation. In the third section
I will discuss how my work affected and expanded my assump-
tions. Finally, in the conclusion, after summarizing the
main points in the paper, I will discuss the implications

this work may have for my future teaching.




IT. DISCUSSION OF SESSIONS ONE AND TWO

The American Schoel in Switzerland conducts two inten-
sive summer ESL programs at its British site. They enroll
about one hundred adolescent students from diverse hational
backgrounds. Fach class consists of approximately fourteen
students and meets for three hours of_English per day. The
curriculum is left entirely to the teachexr's discretion.
For both of the one-month sessions I regquested and was
assigned to teach the most advanced level class in order to
implement my ideas on using the files and teaching writing.
Despite the fact that for both sessions I taught the same
level, there were some major differences between the two
classes.

The class in the first session consisted of sixteen
students between the ages of fourteen and sixteen. They were
a very enthusiastic and energetic group who represented ten
different nationalities. I géve them a guestionnaire on the
first day asking them such things as how long they had
studied English, what they hoped to accomplish at TASIS and
whether they wanted to concentrate on speaking, listening,
reading or writing.. The results showed thaf-thei; main
interest was in improving their conversational ability.,
although most mentioned wanting to improve their writing

ability as well.

In contrast, in the second session, the group was much




more sericus and even subdued in nature. There were fourteen
students who were slightly older than the first session
class. They came from an even more diverse range of coun-
tries. Their overall ability to use English was more
developed than that of the first class. The second session
class responded to my initial guestionnaire with a unanimous
request to work at improving their writing skills aﬁd, in
particular, essay writing.

Because of these differences between the first and
second sessions, the discussion for this section will focus
on how I altered what I did in the second session as a result
of what I learned during the first session. ‘When it is
possible, I will make a direct comparison of the two sessions.
The discussion will focus on‘my work with the files and how
I implemented informal evaiuation} set criteria and got the
students to use their mistakes.

At the beginning of both sessions I gave each student a
file folder and discussed how it would be used. I explained
that the files would contain their written assignments and
that both of us would be writing evaluations in the folders.
However, it would be primarily their responsibility to keep
the files in order and to bring fhem to class each day.
Further, they would be evaluated on how well they stﬁék to
the criterion we set and not on their creativity or ideas.
Finally, I would have conferences with them individually

every one-and-a-half weeks or so to discuss their work with

the files as a focal point for discussion.




The files, then, would be a record of the evaluation of
how well a studeht met the criterion (denoted on the file
chart as "Strengths"), as well as how she did not (denoted
on the chart as "Weaknesses"). The file also contained an
example of what a student might focus on for her next assign-
ment, as listed under "Weaknesses” in the evaluation chart.
These comments were to be as specific as possible in order
to help a student identify precisely what needed cﬁanging or
what seemed valuable about a paper. These were the general
guidelines I had set for using the files. They were to

undergo some major changes before the end of the summer.

Implementing Informal and Regular Evaluation

The files implemented work with informal and regular
evaluation in several ways for both sessions. There was,
however, one important difference in procedure bhetween the
first and second sessions. During the first session, I did
most of the evaluations of the assignments outside of c¢lass.
I reasoned that the more work I coﬁld do out of class, the
better for the students. Occasionally I did sit at my desk
and go over the students' assignments while they were engaged
in some guiet or independent activity. I discovered that
this gave me the chance to ask them questions for clarifica-
tion and, eveﬁ more important, it enabled me to get the
assignments back to the students more guickly.

As a result, in the second session I decided to do most
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of the efaluations in class. Another justification for these
in-class evaluations soon became apparent. By doing the
evaluations in the studeﬁts' presence, it underscored the
informal nature of the process. This is in contrast to the
often mysterious and threatening procedure of evaluating
students' tests and papers out of their sight.

buring both of the sessions I held two or three individ-
ual conferences with each student. A major function of the
conferences was to verify whether the student understoocd and
agreed with the evaluations in the files. I hoped that this
kind of open discussion format would emphasize the informal
nature of the evaluation.

For the first session, I tended to rely on the students’
files as a focal point for our discussions. After having
two conferences with each student, I found that the majority
of the students usually concurred with my evaluations.
Although it was important for us to discuss some of the main
points in the file, it did not seem necessary to refer to
each assignment in order for the discussion to progress. If
the evaluations were to be informal, then it was contradic-
tory and even redundant to read them over again during the_
conference.

I therefore determined to refer to the files during the
second session only in the case where a point needsd to be
clarified by either me or the student. In ceontrast to the

first session, this enabled us to focus on the student's work
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as a whole rather than on specific assignments. By only
referring to the files when one of us felt it was necessary,
I was further reinforcing the informal nature of the evalu-
ations. I was not judging students as based on the evalua-
tions in the files but in a more holistic manner.

For bofh sessions, the student-teacher conferences
worked well on thé level of synthesizing and clarifying the
more detailed evaluations in the files. The files were
there if'necessary to provide this clarification. Without
the files, we would not have had a background and‘basis for
our conversations. In other words, the files enabled us to
go bevond the spécifics they contained and do the more

important work of summarization.

Setting Criteria

The emphasis on informal and regular evaluation could
neot have‘been accomplished without the regular setting of
criteria for each assignment. The criterion for each assign-
ment limited and controlled the work a student was to do.

In this way, the workload and expectations were kept at a
reasonable and informal level. It also helped to focus the
students on‘the tagzk at hand and to give them a clear ‘indica-
tion of ﬁhat and when they had accomplished something.

The purpose of setting criteria for each assignment was
to help the student to concentrate on one realizable goal

which grew organically from the previous assignment. I set
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the criterion for a particular student according to the main

problem in the preceding assignment. In both sessions,

identifying a criterion prowved to be a much easier task for 5

e

both me and the student than actually sticking to it once it

ST

T

had been chosen.

Some of the confusion with the latter resulted from the
nature of the cﬁmments,in the files. In the first session,
my evaluatory comments were too general. As a result, the
students were confused as to what their particular criterion
was. For example, on one representative paper I wrxote the
following for strengths: "yery interesting, good division
of paragraphs, neatly written,"” while for the weaknesses I
wrote: "One thing I would consider is your choice of words
in some places." I realized that there were several factors
influencing this problem.

First, I felt compelled tc evaluate as much as possible
in order to upheld my image of what a good teacher should be
--someone willing to spend hours pouring over papers. Second,
I was not making a clear enough distinction between correction
and evaluation. As I read over a paper, I wrote notes about
such things as spelling errors or problems of verb tense.
Meanwhile, I alsco evaluated the papers in terms of tbg most
salient problems. This problem or mistake would become the
criterion for the next assignment. As a result, students

often identified mechanical errors as the criterion for the

next assignment.
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I began to alleviate this problem halfway into the
session by using correction symbols to mark the mechanical
errors such as spelling, verb tense, or word omission. I
thus saved my written commentary for the evaluatory remarks
such as a problem with paragraph development or run-on
sentences. In so doing, I hoped to highlight those problems
which could possibly be changed permanently. This distinc-
tion between correction and evaluation proved useful for the
rest of the first session and throughout the second session.
In particular, it helped both the students and me te concen=-
trate on the criterion rather than getting mired in the
numerous more minor problems..

As I continued to evaiuate assignments, a problem
related to the nature of comments for setting criteria arose.
I often determined a criterion for the class, oﬁly to realize
later that another criterion might have been morxre suitable.
This problem was particularly prevalent at the very beginning
of both sessions. Because I had not yvet determined individ-
nal criteria for students, I necessarily began by assigning
the entire class a general criterion for their first few
assignments. For example, I had the first session students
write a descriptive story about their arrival.at TASIS. At
first I emphasized writing in detail as the criterion.

Almost as an afterthought, I added that the stories should
also include their feelings upon arrival.

The students responded to this ambiguity by turning in

i
&
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essays which tended toward either of the criteria: one which
had been set beforehand or the other which came up afterwards.
Howlwas I to evaluate papers which were either full of feel-
ing and no description, or wvice versa? Because I had set

the criterion that they be descriptive, it did not preclude
their writing about their feelings in the essays. However,

it did give both me and the students a guideline for writing
and evaluating.

Consequently, in the second session I speni more time
thinking over what the best criterion for the first assign-
ments might be. I reminded myself of the importance of making
sure that the students were clear about what was expected of
them=--even when it seemed obvious to me as their teacher.

The students themselves helped me to make another modification
in my approach to setting criteria.

In the first session, one or two students expressed dis-
satisféction with the criteria I had sef. They complained
that it made their work too eésy-—that they wanted to work on
more problems. In the second session, this response was much
more prevalent. I attributed it to the students' need for a
more familiar response to their papers in which every problem
the teacher can find is marked. B

Some of the students explained that they would be tested
on "everything” for their university entrance examinations
and they therefore wanted to see as many of their mistakes

as possible. Rather than reverting to the approach of
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evaluating everything to meet their request, I decided to
add one criterion at a time. I likened this tc the situation

_in which a music student is anxious to play a very difficult

and refined piece in order to be prepared for an audition.
The student may request that her teacher give her very diffi-
cult pieces to prepare her for the situ;tion.

The teacher might respond, as I did, by allowing the
student to concentrate on §ne more aspect of a piece rather
than taking on the formidable task of overwhelming the student
with all that she coﬁld conceivably work on. This eagerness
on the student's part is of course very desirable and must
be worked with. Inladdiﬁg another-criterion to a student's
assignment, I tried to elicit this criterion from the student
herself.

I had learned several important lessons about setting
criteria in the first session. For one, my comments needed

to be specific enough so that the student could identify the

criterion for the next assignment. Second, I needed to
distinguish between correction and evaluation; I did this
by séparating and denoting mechanical errors with correction
symbols from those mistakes which could be evaluated and

possibly permanently changed. Third, I learned how

important it was to be sure about the general criteria set
for a class before giving an assignment. Finally, toward
the end of the first session, a few students requested that

I add more criteria to their assignments. I addressed this
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problem by adding one criterion at a time according to what
a student identified as the main problem. 2all of these
changes were greatly facilitated by the use of a syllabus

in the second session.

Syllabus

In the first session, I did not establish a syllabus.
This was partly due to my lack of organization. It alsoc had
to do with the fact that I had resolved to evaluate writing
assignments for the files, and since the students were also
doing a lét.of other kinds of assignments such as conversa-
tion or grammar, it was difficult to devise a syllabus which
would be appropriate to use with the files. This made it
much more difficult to set overall goals for the first
session. Not having a syllaﬁus probably detracted from the
students{ sense of direction and momentum since we went from
one assignment to another without building toward any gocal.

In contrast, it was much easier to set a syllabus for
the second session since a sequence suggested itself at their
request to improve their expository writing skills. I there-
" fore made up a syllabus which progressed from work on descrip-
tion to narration and finally to work on expository ﬁriting.
As a result, tﬁe second session students seemed much better
at pacing themselves.than the first session students. For
example, the second session students knew that a short essay

would be practice for their final essay in the last week.
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The syllabus helped them stick to criteria and build toward
a culminating point.

The syllabus also enabled me to summarize the students'
overall performance for the course in the last assignment.
Since the assignment built toward this final goal of a term
paper, it was not a matter of overemphasizing the final
paper so much as documentiﬁg how far a student had come to
arrive there, or how much effort had been made to meet the
criteria which led, step by step, to this final assignment.

I hoped that my encapsulated final course evaluation of
the final paper in the second session would provide the
students with a sense of completion and accomplishment. This
had not been possible in the first session since we moved
from one set of criteria to another with no overall syllabus
to guide us in a logical pattern. In re%rospect, I wish I
had established some sort of syllabus for the first session

students in order to exploit the potential of the files.

Using Mistakes

Throughout both gessions I attempted to use the students
mistakes as a basis for in—clasé leséons. For example, if
many students were having problems with writing run—ﬁn
sentences, I would take a few of these sentences and examine
them as a group in class. I tried to apply this same tech-

nigque in the students' work with the files by having them
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use their mistakes to establish criteria for each successgsive
assignment.

One of the most direct ways of using mistakes in writing
was through rewvision. I would define revision as either the
practice of rewriting those parts of a paper which seem
troublesome or awkward, cor the revision of an entire paper,
which wounld entail a more thoroﬁgh job of rewriting. The
practice of revision seemed particularly applicable to my
work with the files in that each assignment generated a new
criterion for revision. I hoped that by emphasizing the
reviéion of their work that the students would be encouraged
to concentrate on refining.a ﬁiece, on the process of writing
rather than on the final product. I therefore began the first
session by requiring that all of the students revise their
first three assignments. @ Several of the students seemed to
resent this. They claimed that their first effort was good
enough and that they had never had to revise anything in the
past. In ﬁost of these cases I agreed with the students'
assessments.

I realized that revigion was not unilaterally necessary.

If a student felt good about her work and I also felt reason-

~ably satisfied, to ask for revision seemed to undermine the

student's efforts. On the one hand I did not want to revert
to viewing revision as a punishment for bad writing. On the
other hand, I wanted to be able to accept an assignment which

was well written in the first draft. I hoped that these
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polished first drafts were due in part to the revisions the
student had made while writing the paper. I therefore

changed my policy toward revision for the second session

and only required it when it seemed necessary.

In both sessions, I found that the students started
making optimum use of their mistakes about midway through
the course. Apart from their having had practice, I also
attributed this success to their being akle to see how they
had worked at using their mistakes in improving past assign-

ments. In other words, time was ultimately the most important

factor in motivating students to use their mistakes. After
the students had both practice and examples of using mistakes,
as in the case of coming up with alternatives to run-on
sentences, they worked mucﬁ more independently and with more

ease in usging their mistakes as a juide to what needed

improving.
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II. HOW THE WORK AFFECTED ASSUMPTIONS

If T identified one factor which affected my work with
the files over the summer, it would be the lack of time.
Although it was worthwhile for both me and the students to
use the files, over the long term their use would be more
effective in implementing the studeﬁts' awareness of progress,

setting of criteria, and using mistakes.

Informal and Regular Evaluation

In the Introduction I stated that the m&st important
assumption behind my work with the files was that the students
should bé aware that they are making progress on a regular
basis. This goal was the most easy to meet of all the assump-
tions in that there were several assessments done each week.
Because of the frequency and informal nature of the evalua-
tions, students never reacted with dismay or surprise when
I returned the files to them. This is in contrast to the
reaction which often accompanies the return of tests or
formal papers.

In the context of the files, progress meant that the
students were either able to meet the criterion set.for them
or go beyond it and establish another criterion for the next

assignment. Their progress was therefore clearly monitored

by the structure of the files.
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The students' sense of progress was further reinforced
by the noting of strengths for each assignment. The focus
on a student's weaknesses could at least be tempered by a
mention of some strong point. However, for both sessions,
it was much more difficult to be specific about strengths,
or even to find them at all, than it was to be specific about
weaknesses. Part of the.problem had to do with my lack of
practice in identifyving strengths.

I tended to be very geﬁeral in my assessment of their
strengths. As a result, I resorted to the clichéd language
qf teacher praise. In addition, the students could not apply
their sgspecific strengths as easily as they could the weak-
nesses I had identified apd marked as the critericn for the
next assignment. Although students are not as likely to
actually apply specific strengths to future assignments, it
is still important that they fine-tune their awareness of
their strengths.

I also intended to stress an informal means of assess-
ment throughout my work with the files. This intention was
somewhat confounded by the nature of the TASIS program. The
summer program was very informal, with no required tests and
only two reguired evaluations for each-éession. Alt@ough
this made it easier for me to exéeriment with the filesr it
also made it difficult to dete:mine whether the files helped
to emphasize an informal approach to assessment or only

further enforced the informal nature of the program as a
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whole. In other words, I had a hunch that the files would

be most useful in the context of countering a more formal
curriculum than the one used at TASIS. It would be interest-
ing to use the files in a more forxrmal and long-term context

to test their effectiveness in emphasizing informal evaluation.

Setting Criteria

My third assumption stressed individualizing criteria in
order not to lose students to boredom or frustration. This
goal was met, by and large, by the setting of an individual
criterion for each student's assignment. Howewver, as men-
tioned in the last section, I had particular difficulty in
thié érea. My comments were often too general or not clear
enough. As a iesult, the effectiveness of setting individual
criteria varied from student to student. Some had clearly
stated criteria while others had only very general criteria;
tﬁis detracted from the overall clarity of seﬁting criteria.
I learned that one of the most important ways of countering
general or vague comments is to develop very specific kinds
of guidelines for commen£s which set criteria.

A study by Lynch and Klemans (1978) on students’
responses to teacherxrs' comments oﬁ their papers sheds some
light on how to make my comments more effective. They found
that students felt that "the most useful comments were those

. 2
that explained why (emphasis added) things went wrong." By
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focusing on a very specific explanation of why something

seems weak about an assignment, I am enabling the student to
understand a problem, not just merely identify. This is in
keeping with my goal ef evaluating those things which can be

understood and changed in an assignment.

Using Mistakes

My last assumption concentrates on the practice of using
mistakes to improve future work. Using mistakes also
encourages students to be indepeﬁdent in their learning.

This was validated during both sessions by the fact that it
was common for etudents to set right to work when I returned
the files to them. By giving them specific criteria for the
next assingment which could be accomplished, they were able
to set to work without me. Ultimately, their learnieg to use
mistakes should help them to apply this to other areas of
learning or future classes. At the very least, they had some
experience working independently.

In conclusion, my assumptions were generally met by my
work with the files. However, due to the lack of time and
the informal nature of the program, it is difficult to assess
just how well I achieved the goal of emphasizing theminformal

assessment of my students' writing assignments.
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IV. CONCLUSION

In retrospect, I thought that it would be easier to
use the files to achieve the ends I had established than it
was. I did not expect that so many logistical problems
‘would arise in implementing my assumptions. A friend
likened this situation to buying a one-of-a-kind car with
the expectation that it would run smoothly, only to find that
it is necessary to write a service manual so that others can
use it. So this paper has evolved into a rough "serwvice
manual” for using files to informally evaluate students'
writing. |

Even before using the files, a teacher must be clear
about the general criteria she expects the students to follow.
The teacher must necessarily begin by assigning wvery general
criteria for the entire class and make these criteria moré
individualized as the c¢ourse progresses. If, on the other
hand, the teacher is too general in setting her criteria,
both she and the students will suffer. The students will not
be sure about what the criterion is aﬁd the teacher will not
know precisely what she is evalgating. My resolution to this
problem'was to.help the students'concehtrate on one realiz-
able goal for each assignment to avoid such confusion. More
important, I wanted the students to have a feeling of making

steady progress through their accomplishing of these clear

geals.
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The next step is to make sure that both the students and
teacher are certain about how the files are to be used. One
major distinction I needed to make was between correction and
evaluation. The files, I learned, were to be used to evalu-
ate those things the students could work on and change. They
were not to be used to make note of everything that could be
corrected. I suspect that this distinction will serve me in
good stead in future teaching céntexts. Teachers so often
get mired in correcting papers, in fixing routine, mechanicail
problems that a student could easily do for herself. As a
teacher, I would rather spend my time helping the students to
write c¢lear paragraphs, for example, than point out that the
spelling is bad.

Once these problems of establishing cléar criteria for
the fileé, as well as ﬁnderstanding the function of the files,
have been accomplished, it is important that the students
have a sense of direction. One étandard way of assuring that
the students and teacher do not get lost is through the use
of a syllabus. In the first session, the students moved from
cne criterion to another with no sense of overall direction
or coherence. In coantrast, fhe second session students
followed a syllabus ﬁith a very clear trajectory. However,
if a teacher is too rigid in following é syllabus, as I fear
I was for the second session, the intent of keeping ths
evaluations informal fails. This problem seems to be one

which time and practice will alleviate.
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In the context of making regular progress with informal

evaluation, it is important to be just as specific about what
a student is doing right as it is to be specific about prob-

lems. There are times, for example, when a student may use

two approaches to achieve a satisfactory result. It is up to

the teacher to help the student determine which approach of

the two that she has tried may be more reliable and why. In
this way, the student can apply what she has learned from her

strengths to her future work.

Once I had written this rough service manual and put the
files to work, I set to work envisaging and anticipating the
which the files might be adapted to other ESL contexts.

!
:
o
“Lé future uses they could be put to. There are many ways in
1
:
i

Implications for Future Classes

There are several ways in which I would expand what I
have done for my classes in the future. In the context of
teaching writing, I hope to place more emphasis on revision
and writing as a process. In addition, I foresee ways in
which the conference format which I used could be expanded;
Finally; there are wavs in which I could use the files to
get the students to practice both éeer and self evaluaticn.

Because I chose to work with the informal evaluation of
writing for this paper, I will need to further clarify what
the process of writing entails for refining my approach to

teaching future classes. Zamel (1982) indicates that the




P
i
|
i
M
S
i
H
1

-
T
|
|

27

writing process involves "not only the act of writing but pre-
3

~writing and rewriting, all of which are interdependent."

Ultimately, then, writing enables a writer to go on.a journey
and learn something in the process; to arrive somewhere new
at the end of the writing, whether this place is a change of
perception or an improvement in writing skills. One gquestion
which arises from this assumption is how the files might aid
in getting students to view writing as a process or jocurney.

Zamel goes on to compare native-speaking compesing
strategies with those of ESL students and finds that both
spend a lot of time in the "prevision™ stage of composing——
working through ideas by writing them down in fragments. The
students then enter the process of revising and writing pro-
gressively finer drafts. In order to implement these strate-
gies, Zamel recommends student-teacher conferences so that
the teacher can monitor é student's progress in the process
of writing rather than after the fact.

Both the files and the conferences were my attempt to
give the students regular feedback on their work. However, I
did not stresg "prevision"™ or revision to any great extent.
For the_final paper of the second session, howeyer, T did use
the files to mark the 'stages of the paper. This could be
one way of streésing revision in my future work with the
files.

In other words, rather than moving to another assignment

after each evaluation, a student could uge the criterion
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derived from a core assignment to work on the revision of the
next draft. This would emphasize the process of writing more
than I was able to do this summer. Again, this suggesticn
would be best implemented over a more long-term course.

Zamel also stressed the importance of a student-teacher
conference in monitoring the stages of a student's paper.
However, in most teaching contexts the time constraints
prohibit this as a means of providing regular feedback. None-
theless, a teacher should be able to conduct at least one
conference with each student in the course of a cléss. The
conferences I held this summer were very effective in coming
to an understanding with my students about theirrwork and my
teaching. The conferences basically took the format of dis-
cuésing work Which had already been evaluated.

Another format for conferences which I would like to
try in the future was suggested in a study by Fassler (1978).4
Faséler advecates actually evaluating papers with a student
during the conference. She claims that this is particularly
helpful in letting the student see how the teacher interprets
something as she reads it and vice versa. Then, if there is
"a gap betwéen the student's intention and the teacher's com-
_prehension, it can be wprked on together rather than 1ater;
when the student would traditionally recei&e a paper“filled
with red ink and guestion marks. With regard teo the files,
this concept could be expanded by having the teacher and

student set the new criterion together at the conference.
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This leads me to another way in which the wo;k with the
files could be expanded in the future. In this paper, I
focused on the evalqation of paprers as a teacher. I did,
however, experiment with self and peer evaluation.

In the future I would like to further encourage independ-
ence in my students by getting them to do more self-evaluation
of their papers. The files lend themselves easily to this
geal. Students could practice setting their own criteria
for a piece and evaluating how well they met this goal.

In a study by Miller (1982) exploring how writers evalu-
ate themselves, she discovered that cne important mode of
self-evaluation was "whether the piece fulfills the writer's
intention."5 Miller also asserts that "those who do not
evaluate their own writing do not gain from having written."
If I replace "intention" with criterion, the students couid
use the files to develop the capacity not only to fulfill
their intention, but also to define and clarify it. The
files would serve to increase‘a student's awareness of her
intentions for a piege and the way she accomplishes them.

There are other ways in which the files might be used
for evaluation in the future. Students éould form regular
pairs or small groups to evaluate and discuss each o;her's
work in the files. This could also be extended to my holding
a conference with the pair or small group. The possibilities

for practicing evaluation skills with the files are virtually

limitless.
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In conclusion, I will let my students' comments stand as
the most important proof of the usefulness of the files this
summer. One student commentea: "You made us know our mis-
takes without any discussion with you which is what always
made me try to avoid making the same mistakes." 1In. a similar
vein, another student wrote: "I think the files have been
very helpful. The best thing was that vou had to concentrate
on one main point in your essay." Finally, a student stated:
"I liked it that you could also see your strengthé. Most

. 7
times you only see your weaknesses--in school and at home.”
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NOTES

1 . .
From a lecture given at S.I.T. by Gordon Hayvward in

May 1983.

2 . - - : X
Catherine Lynch and Patricia Klemans, "Evaluating

Our Evaluations,"” College English, 40 (Oct. 1978), 169,

3. .. sy . .
Vivian Zamel, "Writing: The Process of Discovering

Meaning," TESOL Quarterly, 16 (June 1982); 195.

4Barbara Fassler, "The Red Pen Revisited: Teaching

Composition through Student Conferences," College English,

40 (Oct. 1978), 186.

5 . . . s
Susan Miller, "How Writers Evaluate Their Own Writing,"

| College Composition and Communication, XXXIII (May 1982), 179.

6Miller, p. 1l81.

7Student comments from final guestionnaire asking them
whether the files had been helpful and why. Only one student

wrote that the files had not been helpful but gave no explana-

tion as to why.
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FILES

f There are several reasons why I would like you to use
vour file throughout the course. The most important reason

is that I want you to have a record of your work and progress

with it. Secondly, I want vou (with me) to choose what it is

that you want to focus on in each assignment (to set criteria).
That way you won't feel overwhelmed by having everything
(Grammar, style, punctuation) corrected. ©Last of all, T

would like you to develop skills in evaluating your own and
vour classmates' work.

Before you begin to evaluate a piece of writing, please

Vsﬁg _ consider exactly what yvou are looking for {(what the criteria
are). Is the purpose of the assignment to have clear para-
graph organization? OQOr is it to focus on writing shérter
sentences? If you are looking at how well you have organized
your paragraphs, then only write about this aspect of the
assignment in yvour £file.

Sometimes I will set the criteria for an assignment. At

other times I will ask you to choose what it is you want to

focus on. This should enable you to concentrate on specific

problems that you may have.
Finally, when you write down your comments in the £file,

pPlease be specific about the strengths and weaknesses of a

piece. In other words, make sure that you are writing about

something in the assignment such as "the third paragraph was

too long.™

We will be doing some sample evaluations in class.
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SYMEQOLS USED FOR CORRECTION

1}?

sp

"

paragraph

spelling

capital letter

word order

tense of verb
preposition

better word

can't read

omit the word

end the sentence here
word or phrase is missing
make this Word plural

make this word negative
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July 8, 1983

As an advanced class, we have been doing a variety of activities
aimed at improving performance in all four of the main skill areas:
reading, writing, listening and speaking. :

WRITIKG:

Daily jourmal work

Descriptive essay on their arrival at TASIS

A Letter written to a friend with an emphasis on the descriptive

Two articles for the class newspaper: one on their couniry and
the other on a subject of their choosing such as an interview,
music, f£ildd trip,.etc.

SPEAKING/LISTENING:

Discussion on an editorial about women's rights

Situational role-plays: acting out such predicaments as having
only one parachute between two people zs a plane is. going down
and having to use their English to save their lives and persuadel

Debates: on such topics as capital punishment, zun control, animal
experimentations. A pair of students gave presentations Dro or con
on their issue ,nd then spent ten minutes in debate.

Geography Guestions: we made the classroom floor into a map of the
world and discussed such questions as--where would you mast like
to visit in the world. From that vantage point on the map/floor,
the students were asked to give their reasons why,

Discussions of holidays: on the fourth of July,I gave a lecture on
the American celebration of this holiday and then the students each
spoke of a holiday in their country,.

READING:

A book on Madame Tussaud's as preparation for our visit there on

Tuesday, July Se
An editorial on women's rights

CTIHER:

Spelling Exercise

A Verb Review on all the tenses

Individual conferences on the student's progress up to that point,
using a file with all their work and my corments as a basis for
discussion as well as the student's personal assessment of his/

her work.
The class is very spirited and works well togecther. They

aredimproving in the area of working with each other and helping each
as well, It has been a pleasure working with them for the last two

weeks,
Christie llerbert/TELP 8

Registered Office: Coldharbour Lene, Thorpe, Surrey, England TW20 8TE, Tel: (09328) 65252 Telex: 929172
USA Address: 326 East 69th Street, New York, NY10021. Tek(212) 570 1066 Telex: 971912 Reg. No. 164308 (UK)
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TASIS
England

American School

The first day of class I gave the students a questionnaire in

tumst 5, 1983
Advanced Level C
7/25 ~ 8/5

Christie ilerbert

the hopes of determining what they felt their objectives for the
course were, The result was.that without exception, every student
wanted to improve his/her skills in writing., There was alse a gezeral
call for strengthening their vocabularies and speaking skills.

. The following is a lisi of the activities we have done over the
last two weeks, according te skill area:
JRITING
Daily writing in their journals .
A Character Slietch of the protagonists in "The COpen Window!
A descriptive, informal letter
Their own ending toe a short story("Egbert!)
A description of their first weekend trip

A description written in the voice of a grandmother or father
An introduction to expository writing and paragraph writing

VOCABULARY:

Crossword puzzles

The vocabulary game "Fictionary"

The card-sorting gaoe "Concentration®
.Vocabulary review and quiz

BPEAITING:

Situational Rcle-Plavs: The class did impromptu dramatizations of
various situations such as being stuek in an airplane with
just one parachute when it catches fire

Discussion of the stories we read )

Diszcussion of an editorial and women's rights

READING:

"The Cpen Window" by Saki

"The Demon Lover" by Elizabeth Bowen

A editorial on feminism

Chapters fron Crdizary Feownle by Judith Guest

;j

TRAMNMAR:
xtenszive review of prepositions
assive voice

CTI'ER:

fzatehed the movie:"Crdinary Pecople™

The c¢less is quite advanced and enjeovable to worl: with.

Ragiswer2 Cifios: Coldharbour Lane, Thorpe, Sumey, England TW20 §1E. Tek (09328) 63252  Tolew 929172
a5t §9th Streat, New York, NY)50Z1. Tek(212)370 1056 Telex: 371912 Reg No. 184308 UK)

-
1JSA Addrass 125 E




TELP Session I
Advanced level C
Aurust & o= A0

Chirigting Terbert

TASIS
England

American School

Auvcust 19, 1983

These last tweo weels saw an incrféased concentration on
writing skills and vocabulary building. Vg began our expository
writing exercises by working on paragraphe formation and ewlninating
in a formal, short report.

TRITIIG: -

*Zssay on a problem in the student's city(presented in class)

*Essay on & magazine article or short storr of the student's choice
{it was then read by amother student if the class)

-

*A visit to the British Museuwn with a followesus esgal on 2 Diece

4.

of art ( or a-comparative essay)

*A final.fbrmal report with five day;s of siep=-by-sten preparation
READING:

"The Necklace"

Stories and artiecles of their choice

Ilaterial fo; their renort

VCCADULARY:

Fictionozy Gane

"Concentration"

Quiz

coITZ .

The students sment o lot of tire evalneting thedir o hers!
corls ond recoraing their observations in a file conta thicir
TOrlle

Tho €lrcs glhowWwed sreat
woer t ip gergion, Ivery siudent, v
S i lc

Ittras a @ osure Wol it tlis clinsrc.

Yowsione Hesde &

Regisierad Office: Coldharocur Lane, Thorpe, Suney, Ergland TW20 8TE.  Tel (39328) 65252 Telex: 329172
USA Address: 126 Egst 69th Street, New York, WY1002]1. Tel (212)570 1066 Telex: 971912 Reg No, 164308 UK)
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APPENDIX II

Sample Copies of Files from Sessions One and Two
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