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CHAPTER

ASSESSING WRITING

Not many centuries ago, writing was a skill that was the exclusive domain of scribes
and scholars in educational or religious institutions. Almost ¢very aspect of everyday
life for*common” people was carried out orally. Business transactions, records, legal
documents, political and military agreements—all were written by specialists whose
vocation it was to render language into the written word. Today, the ability to write
has become an indispensable skill in our global literate community, Writing skill, at
least at rudimentary levels, is a necessary condition for achieving employment in
.5 many walks of life and is simply taken for granted in literate cultures.
,5 In the field of second language teaching, only a halfcentury ago experts were
saying that writing was primarily a convention for recording speech and for rein-
forcing grammatical and lexical features of language. Now we understand the
uniqueness of writing as a skill with its own features and conventions, We also fully
understand the difficulty of learning to write “well” in any language, even in our own
s - native language. Every educated child in developed countries learns the rudiments
R of writing in his or her native language, but very few learn to express themselves
clearly with logical, well-developed organization that accomplishes an intended pur-
pose. And yet we expect second language learners to write cohetent essays with art-
fully chosen rhetorical and discourse devices!

. With such a monumental goal, the job of teaching writing has occupied the
i attention of papers, articles, dissertations, books, and even scparate professional
journals exclusively devoted to writing in a second language. I refer specifically to
. the Journal of Second Language Writing; consult the website hittp://icdweb.cc.
purdue.edu/~silvat/jsiw/ for information. (For further information on issucs and
‘5 practical techniques in teaching writing, refer to TBE Chapter 19.)

It follows logically that the assessment of writing is no simple task, As you con-
sider assessing students’ writing ability, as usual you need to be clear about your
objective or criterion. What is it you want to test: handwriting ability? correct
spelling? writing sentences that are grammatically correct? paragraph construction?
logical development of a main idea? All of these, and more, are possible objectives.
And each objective can be assessed through a varicty of tasks, which we will

-l examine in this chapter.




CHAPTER 9 Assessing Writing

Before looking at specific tasks, we must scrutinize the different genres of
written language (so that context and purpose are clear), types of writing (so that
stages of the development of writing ability are accounted for), and micro- and
macroskills of writing (so that objectives can be pinpointed precisely).

GENRES OF WRITTEN LANGUAGE

Chapter 8'’s discussion of assessment of reading listed more than 50 written lan-
guage genres. The same classification scheme is reformulated here to include the
most common genres that a second language wrifer might produce, within and
beyond the requirements of a curriculum. Even though this list is slightly shorter,
you should be aware of the surprising multiplicity of options of written genres that
second language learners need to acquire.

Genres of writing

1. Academic writing
papers and general subject reports
dssays, compositions
academically focused journals
short-answer test responses
technical reports (e.g., lab reports)
theses, dissertations

2. Job-related writing

messages (e.g., phone messages)
letters/emails

= ~—memos-{e:g:; interoffice)- - S 7
reports {e.g., job evaluations, project reports)
schedules, labels, signs
advertisements, announcements
manuals

3. Personal writing

letters, emails, greeting cards, invitations
messages, notes

calendar entries, shopping lls’ts reminders
financial documents (e.g., checks, tax forms, loan applications)

forms, questionnaires, medical reports, immigration documents
diaries, personal journals
fiction (e.g., short stories, poetry)
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TYPES OF WRITING PERFORMANCE

Four categories of written performance that capture the range of written production
are considered here. Each category resembles the categories defined for the.other
" three skills, but these categories, as always, reflect the uniqueness of the skill area.

1. Imitative. To produce written language, the learner must attain skills in the
_fundamental, basic tasks of writing letters, wotds, punctuation, and very brief sen-
tences. This category includes the ability to spell correctly and to perceive
phoneme-grapheme correspondences in the English spelling system. It is a level at
which learners are trying to master the mechanics of writing. At this stage, form is the
primary if not exclusive focus, while context and meaning are of secondary concern.
2. Intensive (controlled). Beyond the fundamentals of imitative writing are
skills in producing appropriate vocabulary within a context, collocations and idioms,
and correct grammatical features up to the length of a sentence. Meaning and con-
text are of some importance in determining correctness and appropriateness, but
most assessment tasks are more concerned with a focus on form, and are rather
strictly controlled by the test design.

3. Responsive. Here, assessment tasks require learners to perform at a limited
discourse level, connecting sentences into a paragraph and creating a logically con-
nected sequence of two or three paragraphs. Tasks respond to pedagogical direc-
tives, lists of criteria, outlines, and other guidelines, Genres of writing include brief
nartratives and descriptions, short reports, lab reports, summaries, brief responses to
reading, and interpretations of charts or graphs. Under specified conditions, the
writer begins to exercise some freedom of choice among alternative forms of ex-
pression of ideas. The writer has mastered the fundamentals of sentence-level gram-
mar and is more focused on the discourse conventions that will achieve the
objectives of the written text. Form-focused attention is mostly at the discourse level,
with a strong emphasis on context and meaning.

processes and strategies of writing for all purposes, up to the length of an essay, a
term paper, a major research project report, or even a thesis. Writers focus on achiev-
ing a purpose, organizing and developing ideas logically, using details to support or
illustrate ideas, demonstrating syntactic and lexical variety, and in many cases, en-
gaging in the process of multiple drafts to achieve a final product. Focus on gram-
matical form is limited to occasional editing or proofreading of a draft,

MICRO- AND MACROSKILLS OF WRITING

We turn once again to a taxonomy of micro- and macroskills that will assist you in
defining the ultimate criterion of an assessment procedure. The earlier microskills
apply more appropriately to imitative and intensive types of writing task, while the
macroskills:are essential for the successful mastery of responsive and exiensive writing.
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Micro- and macroskills of writing

Microskills
1. Produce graphemes and orthographic patterns of English.
2. Produce writing at an efficient rate of speed to suit the purpose.
3. Produce an acceptable core of words and use appropriate word order

patterns.
4. Use acceptable grammatical systems (e.g., tense, agreement, pluralization),

patterns, and rules.
5. Express a particular meaning in different grammatical forms.
6. Use cohesive devices in written discourse.

Macroskills _ .
7. Use the rhetorical forms and conventions of written discourse.

8. Appropriately accomplish the communicative functions of written texts
according to form and purpose.

9. Convey links and connections between events, and communicate such
relations as main idea, supporting idea, new information, given
information, generalization, and exemplification.

10. Distinguish between literal and implied meanings when writing.

11. Correlctly convey culturally specific references in the context of the -
written text.

12. Develop and use a battery of writing strategies, such as accurately
assessing the audience’s interpretation, using prewriting devices, writing
with fluency in the first drafts, using paraphrases and synonyms, soliciting
peer and instructor feedback, and using feedback for revising and editing.

~ DESIGNING ASSESSMENT TASKS: IMITATFVE WRITING ——————— - ————

With the recent worldwide emphasis on teaching English at young ages, it is
tempting to assume that every English learner knows how to handwrite the Roman
alphabet. Such is not the case. Many beginning-level English learners, from young
children to older adults, need basic training in and assessment of imitative writing:
the rudiments of forming letters, words, and simple sentences. We examine this level
of writing first. ‘

Tasks in [Hand] Writing Letters, Words, and Punctuation

First, 2 comment should be made on the increasing use of personal and laptop com-
puters 2nd handheld instruments for creating written symbols. Handwriting has the
- potential of becoming a lost art as even very young children are more and more
likely to use a keyboard to produce writing. Making the shapes of letters and other
_symbols is now more a question of learning typing skills than of training the muscies
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of the hands to use a pen or pencil. Nevertheless, for all practical purposes, hand-
writing semains a skill of paramount importance within the larger domain of lan-
guage assessment.

A limited variety of types of tasks are commonly used to assess a person’s
ability to produce written letters and symbols. A few of the more common types are
described here.

1. Copying. There is nothing innovative or modern about directing a test-taker
to copy letters or words. The test-taker will see something like the following:

Handwriting letters, words, and punctuation marks

The test-taker reads: Copy the following words in the spaces given:

bit bet bat but Oh? Ohl

—

bin din gin pin Hello, John,

2. Listening cloze selection tasks. Thesc tasks combine dictation with a written
script that has a relatively frequent deletion ratio (every fourth or fifth word, per-
haps). The test sheet provides a list of missing words from which the test-taker must
select. The purpose at this stage is not to test spelling but to give practice in writing,
To increase the difficulty, the list of words can be deleted, but then spelling might be-
come an obstacle. Probes look like this:

Listening cloze selection task

Test-takers hear:
Write the missing word in each blank. Below the story is a list of words to choose

from.

Have you ever visited San Francisco? It is a very nice city. It is cool in the summer
and warm in the winter. | like the cable cars and bridges.

Test-takers see:

Have ever visited San Francisce? IT __avery
nice R in summer and
in the winter. T the cable cars bridges.

is you ool city

like and Warm the
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3. Picture-cued tasks. Familiar pictures are displayed, and test-takers are told to
write the word that the picture represents. Assuming no ambiguity in identifying the
picture (cat, hat, chair, table, etc.), no reliance is made on aural comprehension for
successful completion of the task.

4. Form completion tasks. A variation on pictures is the use of a simple form
(registration, application, etc.) that asks for name, address, phone number, and other
data. Assuming, of course, that prior classroom instruction has focused on filling out
such forms, this task becomes an appropriate assessment of simple tasks such as writ-
ing one’s name and address.

5. Converting numbers and abbreviations to words. Some tests have a section
on which numbers are written—for example, hours of the day, dates, or schedules—
and test-takers are directed to write out the numbers. This task can serve as a rea-
sonably reliable method to stimulate handwritten English. It lacks authenticity,
however, in that people rarely write out such aumbers (except in writing checks),

anditis more of a reading task (recognizing numbérs) than a writing task If you plan
to use such a method, be sure to specify exactly what the criterion is, and then pro-
ceed with some caution. Converting abbreviations to words is more authentic: we ac-
tually do have occasions to write out days of the week, months, and words like street,
boulevard, telepborne, and April (months of course are often abbreviated with num-
bers).Test tasks may take this form:

Writing numbers and abbreviations

Test-takers hear: Fill in the blanks with words.

Test-takers see:

9:00 5:45
Tues. _ 5/3 __
726 S. Main St.

Spelling Tasks and Detecting Phoneme—
Grapheme Correspondences

A aumber of task types are in popular use to assess the ability to spell words cor-
rectly and to process phoneme-grapheme correspondences.

1. Spelling tests. In a traditional, old-fashioned spelling test, the teacher dic-
‘tates a simple list of words, one word at a time, followed by the word in a sentence,
repeated again, with a pause for test-takers to write the word. Scoring emphasizes
‘correct spelling. You can help to control for listening esrors by choosing words that
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the students have encountered before—words that they have spoken or heard in
their class.

2. Picture-cued tasks. Pictures are displayed with the objective of focusing on
familiar words whose speling may be unpredictable. Items dre chosen according to
the objectives of the assessment, but this format is an opportunity to present some
challenging words and word pairs: bool/book, read/reed, bil/bite, etc.

3. Multiple-choice techniques. Presenting words and phrases in the form of 2
multiple-choice task risks crossing over into the domain of assessing reading, but if
the items have a follow-up writing component, they can serve as formative rein-
forcement of spelling conventions. They might be more challenging with the addi-
tion of homonyms (see item #3 below). Here are some examples.

'Multiplé-chofce reading-writing spelling tasks

Test-takers read:

Choose the word with the correct spelling to fit the sentence, then write the word in
the space provided.

1. He washed his hands with
A. soap |
B. sope
C. sop
D. soup

2. |tried to stop the car, but the didn't work.
A. braicks
B. brecks
C. brakes
D. bracks

A, their
B. there
C. they're
D. thair

4. Matching phonetic symbols. If students have become familiar with the pho-
netic alphabet, they could be shown phonetic symbols and asked to write the cor-
rectly spelled word alphabetically. This works best with letters that do not have
one-to-one correspondence with the phonetic symbol (e.g.,/2/ and a). In the sam-
ple below, the answers, which of course do not appear on the test sheet, are included
in brackets for your reference.
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Converting phonetic symbols

Test-takers read:

In each of the following words, a letter or combination of letters has been written in a
phonetic symbol. Write the word using the regular alphabet.

1. tea/tf/ er [teacher]
2. d/el [day]
3. /s : [this]
4. n/au/ ’ [now]
5. | /ati/ K/ [like]
6. /et [cat]

Such a task risks confusing students who don’t recognize the phonetic
alphabet or use it in their daily routine. Opinion is mixed on the value of using pho-
netic symbols at the literacy level. Some claim it helps students to perceive the rela-
tionship between phonemes and graphemes. Others caution against using yet
another system of symbols when the alphabet already poses a challenge, especially
for adults for whom English is the only language they have learned to read or write.

DESIGNING ASSESSMENT TASKS: INTENSIVE
(CONTROLLED) WRITING

This next level of writing is what second language teacher training manuals have for

. decades called controlled writing. It may also be thought -of as form-focused
writing, grammar writing, or simply guided writing. A good deal of writing at this

__— _levelis display writing_as_ opposed.to_real - writing: students produce language to—..

display their competence in grammar, vocabulary, or sentence formation, and not
necessarily to convey meaning for an authentic purpose. The traditional
grammar/vocabulary test has plenty of display writing in it, since the response mode
demonstrates only the test-taker’s ability to combine or use words correctly. No new
information is passed on from one person to the other :

Dictation and Dicto-Comp

In Chapter 6, dictation was described as an assessment of the integration of listening
and writing, but it was clear that the primary skill being assessed is listening. Because
of its response mode, however, it deserves a second mention in this chapter.
Dictation is simply the readition in writing of what one hears aurally, so it could be
classified as an imitative type of writing, especially since a proportion of the test-
taker’s performance centers on correct spelling. Also, because the test-taler must
listen to stf@mhes 01{ dlSCOUIS@ and in the process insert punctuation, dication mf a
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CHAPTER 3 Assessing Writing

paragraph or more can arguably be classified as a controlled or intensive form of
writing. (For a further explanation on administering a dictation, consult Chapter 6,
pages 131-132)

A form of controlled writing related to dictation is a dicto-comp. Here, a para-
graph is read at normal speed, usually two or three times; then the teacher asks students
to rewrite the paragraph from the best of their recollection. In one of several variations
of the dicto-comp technique, the teacher, after reading the passage, distributes a
handout with key words from the paragraph, in sequence, as cues for the students. In
either case, the dicto-comp is genuinely classified as an intensive, if not a responsive,
writing task. Test-takers must internalize the content of the passage, remember a few
phrases and lexical items as key words, then recreate the story in their own words.

Grammatical Transformation Tasks

In the heyday of structural paradigms of language teaching with slotfiller techniques
and slot substitution drills, the practice of making grammatical transformations—orally
or in writing—was very popular. To this day, language teachers have also used this
technique as an assessment task, ostensibly to measure grammatical competence.
Numerous versions of the task are possible:

¢hange the tenses in a paragraph.

» Change full forms of verbs to reduced forms (contractions).
= Change statements to yes/no or wh-questions. '

« Change questions into statements.

» Combine two sentences into one using a relative pronoun.
= Change direct speech to ihdirect speech.

= Change from active to passive voice.

The list of possibilities is aimost endless. The tasks are virtually devoid of any mean-
~ingful-value-Sometimes-test-designers-attempt-to-add-authenticity by providing-a——

context (“Today Doug is doing all these things. Tomorrow he will do the same |

things again. Write about what Doug will do tomorrow by using the future tense),

but this is just a backdrop for a written substitution task. On the positive side, gram-

matical transformation tasks are easy to administer and are therefore practical, quite

high in scorer reliability, and arguably tap into a knowledge of grammatical forms

that will be performed through writing. If you are only interested in a person’s

ability to produce the forms, then such tasks may prove to be justifiable.

Picture-Cued Tasks

A variety of picture-cued controlled tasks have been used in English classrocoms
around the world. The main advantage in this technique is in detaching the almost
ubiquitous reading and writing connection and offering instead a nonverbal means
to stimulate written responses.” :




CHAPTER 9 Assessing Writing

1. Short sentences. A drawing of some simple action is shown; the test-taker
writes a brief sentence. ‘

Picture-cued sentence writing (Brown, 1999, p. 40)

Test-takers see the following pictures:

lest-takers read:  What is the woman doing?
What is the man doing?
What is the boy doing?

Test-takers write: - —

1. She iy ealing. She: (& ealing hex divwer, She: is holding o
ooy etc.

2. Picture description. A somewhat more complex picture may be presented
showing, say, a person reading on a couch, a cat under a table, books and pencils on
the table, chairs around the table, a lamp next to the couch,and a picture on the wall
over the couch (see Chapter 8, page 192). Test-takers are asked to describe the pic-
ture using four of the following prepositions: o, over, under, next (o, around. As
long as the prepositions are used appropriately, the criterion is considered to be met,

3. Picture sequence description. A sequence of three to six pictures depicting
a story line can provide a suitable stimulus for written production. The pictures must
be simple and unambiguous because an open-ended task at the selective level would
give test-takers too many options. If writing the correct grammarical form of a verb
is the only criterion, then some test items might include the simple form of the verh
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below the picture. The time sequence in the following task is intended to give writ-

ers some Cues.

Picture-cued story sequence (Brown, 1999, p. 43)

Tast-takers see:

Test-takers read. Describe the man's morning routine in six sentences.

Test-takers write:

__' '.’4' AL 'A.AM ,,;_A:A J‘

[1E/ e X IAd e ACAN O L AL A,
He tnkes av shower at 7:05,
At 7:20, he gels dyessed.,

Alout- 7:50 he Inushes his teedhu
He, Leowes the honse ok eight.

/

While these kinds of tasks are designed to be coatrolled, even at this very simple
level, a few different correct responses can be made for each item in the sequence.
If your criteria in this task are both fexical and grammatical choice, then you need
to design a rating scale to account for variations between completely right and com-

pletely wrong in both categories.

- Scoring scale for controlled writing

M2

~ Grammatically and lexically correct.
1 Either grammar or vocabulary is incorrect, but not both,
0 Both grammar and vocabulary are incorrect.
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The following are some test-takers’ responses to the first picture:

He gets up at 7.

He get up at 7.

He is getting up at 7.

He wakes seven o’clock.,
The man is arise at seven.
He sleeps at seven o’clock.
Sleeps on morning.

How would you rate each response? With the scoring scale above, the first response
is 2“2 the next five responses are a“1.” and the last earns a zero.

Vocabulary Assessment Tasks

Most vocabulary study is carried out through reading. A number of assessments of
reading recognition of vocabulary were discussed in the previous chapter: multiple-
choice techniques, matching, picture-cued identification, cloze techniques, guessing
the meaning of a word in context, etc. The major techniques used to assess vocab-
yulary are (a) defining and (b) using a Yvord in a sentence. The latter is the more
authentic, but even that task is constrained by a contrived situation in which the
test-taker, usually in a matter of seconds, has to come up with an appropriate sen-
tence, which may or may not indicate that the test-taker “knows” the word.

Read (2000) suggested several types of items for assessment of basic knowl-
edge of the meaning of a word, collocational possibilities, and derived morpholog-
ical forms. His example centered on the word interpret, as follows:

Vocabulary writing tasks (Read, 2000, p. 179)

Test-takers read:
1. Write two sentences, A and B. In each sentence, use the two words given.

A. interpret, experiment

B. interpret, language
2. Write three words that can fit in the blank.

To interpret a(n) I

iil.

3. Write the correct ending for the word in each of the following sentences:
Someone who interprets is an interpret
Something that can be interpreted is interpret ______

Someona who interpréts gives an interpret
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Vocabulary assessment is clearly form-focused in the above tasks, but the pro-
cedures are creatively linked by means of the target word, its collocations, and its
morphological variants. At the responsive and extensive levels, where learners are
called upon to create coherent paragraphs, performance obviously becomes more
authentic, and lexical choice is one of several possible components of the evalua-
tion of extensive writing.

Ofdering Tasks

One task at the sentence level may appeal to those who are fond of word games and
puzzles: ordering (or reordering) a scrambled set of words into a correct sentence.
Hege is the way the item format appears.

Reordering words in a sentence

Test-takers read:
~ Put the words below into the correct order to make a sentence: .

1. cold / winter/ is / weather / the / in / the
2. studying / what / you / are
3. next/ clock/the /the /is / picture / to

Test-takers write:

While this somewhat inauthentic task generates writing performance and may be

said to tap into grammatical word-ordering rules, it presents a challenge to test-
takers whose learning styles do not dispose them to logical-mathematical problem
solving. If sentences are kept very simple (such as #2) with perhaps no more than
four or five words, if only one possible sentence can emerge, and if students have
practiced the technique in class, then some justification emerges. But once again, as
in so many writing techniques, this task involves as much, if not more, reading per-
formance as writing.

Short-Answer and Sentence Completion Tasks

Some types of shortanswer tasks were discussed in Chapter 8 because of the heavy
participation of reading performance in their completion. Such items range from
very simple and predictable to somewhat more claborate responses. Look at the

range of possibilities.
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Limited response writing tasks

Test-takers see:
1. Alicia; Who's that?

Tony: Gina.

Alicia:  Where's she from?

Tony: Italy.
2. Jennifer: ?

Kathy:  I'm studying English. :
3. Restate the following sentences in your own words, using the undertined word.
You may need to change the meaning of the sentence a little.

3a. | never miss a day of school. always -
3b. Pm pretty healthy most of the time. seldom

8c: 1 play tennig-twice a week. —sometimes
4. You are in the kitchen helping your roommate cook. You need to ask questiohs
about quantities. Ask a question using how much (#4a) and a guestion using
how many (#4b), using nouns like sugar, pounds, flour, onions, eggs, cups.
4a.
4b. _
5. Look at the schedule of Roberto’s week. W}ite two sentences describing what
Roberto does, using the words before (#5a) and after (#bb).
5a.
5b.
6. Write three sentences describing your preferences: #6a: a big, expensive car or a
small, cheap car; #6b: a house In the country or an apartment in the city; #6c:
money or good heaith. '
Ga.

&b- i . . . -H..,
6c. .

The reading-writing connection is apparent in the first three item types but has less
of an effect in the last three, where readmg is necessary in order to understand the
directions but is not crucial in creating sentences. Scoring on a 2-1-0 scale (as
described above) may be the most appropnatc way to avoid self-arguing about the
appropriateness of 2 response.

ISSUES I ASSESSING RESPONSIVE AND EXTENSIVE WRITING

Responsive writing creates the opportunity for test-takers to offer an array of pos-
sible creative responses within a pedagogical or assessment framework: test-takers
are “responding” 1o a prompt ot assignment. Freed from the strict control of mtenswe
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writing, learners can exercise 2 number of options in choosing vocabulary, grammar,
and discourse, but with some constraints and conditions. Criteria now begin to
inciude the discourse and rhetorical conventions of-paragraph structure and of con-
necting two or three such paragraphs in texts of limited length. The learner is respon-
" sible for accomplishing a purpose in writing, for developing a sequence of connected
ideas, and for empathizing with an audience.
The genres of text that are typically addressed here are

= short reports (with structured formats and conventions);
+ responses to the reading of an article or story;

« summaries of articles or stories;

s brief narratives or descriptions; and..

o interpretations of graphs, tables, and charts.

It is here that writers become involved in the art (and science) of composing, or real
writing, as opposed to display writing.

Extensive, or “free;” writing, which is amalgamated into our discussion here,
takes all the principles and guidelines of responsive writing and puts them into
practice in longer texts such as full-length essays, term papers, project reports, and
theses and dissertations. In extensive writing, however, the wiiter has been given
even more freedom to choose: topics, length, style, and perhaps even conventions
of formatting are less constrained than in the typical responsive writing exércise. At
this stage, alt the rules of effective writing come.into play, and the second language
writer is expected to meet all the standards applied to native language writers,

Both responsive and extensive writing tasks are the subjéect of some classic,

widely debated assessment issues that take on a distinctly different flavor from
those at the lower-end production of writing.

1. Authenticity, Authenticity is a trait that is given special attention: if test-

in order to bring out the best in the writer. A good deal of writing performance in aca-
demic contexts is constfained by the pedagogical necessities of establishing the basic
building blocks of writing; we have looked at assessment techniques that address those
foundations. But once those fundamentals are i1 place, the would-be writer is ready to
fly out of the protective nest of the writing classroom and assume his or her own voice.
Offering that freedom to learners requires the setting of authentic real-world contexts
in which to write. The teacher becomes less of an instructor and more of a coach or
facilitator. Assessment therefore is typically formative, not summative, and positive
wasliback is more important than practicality and reliability.

2. Scoring. Scoring is the thorniest issue at these tinal two stages of writing,
With so many options available to a learner, each evaluation by a test administrator
needs to be finely attuned not just to how the writer strings words together (the
forig) but also 1o what the writer is saying (the fiunction of the text). The quality of
writing (its impact and effectiveness) becomes as important, if not more important,
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than all the nuts and bolts that hold it together. How are you to score such Creative
production, some of which is more artistic than scientific? A discussion of different
scoring options will continue below, followed by a reminder that responding and
editing are nonscoring options that yield washback to the writer. '

3. Time. Yet another assessment issue surrounds the unique nature of writing:

it is the only skill in which the language producer is not necessarily constrained by
timne, which implies the freedom to process multiple drafts before the text becomes
a finished product. Like a sculptor creating an image, the writer can take an injtiat
rough conception of a text and continue to refine it until it is deemed presentable to
the public eye.Virtually all real writing of prose texts presupposes an extended time
period for it to reach its final form, and therefore the revising and editing processes
are implied. Responsive writing, along with the next category of extensive writing,
often refies on this essential drafting process for its ultimate success.

How do you assess writing ability within the confines of traditional, formaj
assessment procedures that are almost always, by logistical necessity, fmed? We
have a whole testing industry that has based large-scale assessment of writing on the
premise that the timed impromptu format is a valid method of assessing writing
abﬂif}t Is this an authentic format? Can a language learner—or a native speaker, for
that matter—pdequately perform writing tasks withi the confines of a brief timed
period of composition? Is that hastily written product an appropriate reflection of
‘what that same test-taker might producé after several drafts of the same work? Does
this format favor fast writers at the expense of slower but possibly equally good or
better writers? Alderson (2002) and Weigle (2002) both cited this as one of the most
pressing unresolved issues in the assessment of writing today. We will return to this
question below. o '

Because of the complexity of assessing responsive and extensive writing, the
discussion that{cnsﬁes will now have a -di_fferent look from the one used in the pre-

— 7 vious threechapters; Fourmajor topics will beaddressed: (1) a few fundamental ask— —
types at the lower (responsive) end of the continuum of writing at this level; (2) a
description and analysis}of the Test of Written English® as a typical timed impromptu
test of writing; (3) a survey of methods of scoring and evaluating writing production;
and (4) a discussion of the assessment qualities of editing and responding to a series
of writing drafts. '

DESIGNING ASSESSMENT TASKS: RESPONSIVE
AND EXTENSIVE WRITING

In this secticn we consider both responsive and extensive writing tasks. They will
be regarded here as a continuum of possibilities ranging from lower-end tasks
whose complexity exceeds thiose in the previous category of intensive or controiled
writirlg, through more open-ended tasks such as writing short reports, essays, suin-
maries, and responses, up (o texts Uf several pages or more,
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CHAPTER 3 Assessing Writing

Paraphrasing

One of the more dlfﬁcult concepts for second language learners to grasp is para-
. phrasing. The initial step in teaching paraphrasing is to ensure that learners under-

stand the importance of paraphrasing: to say something in one’s own words, to

avoid plagiarizing, to offer some variety in expression. With those possible motiva-

tions and purposés in mind, the test designer needs to elicit a paraphrase of a sen-
< tence or paragraph, usually not more.

Scoring of the test-taker's response is a ]udgmcnt call in which the criterion of
conveying the same or similar message is primary, with secondary evaluations of
discotrse, grammar,and vocabulary. Other components of analytic or holistic scales
(see discussion below, page 242) might be considered as criteria for an evaluation.
Paraphrasing is more often a part of informal and formative assessment than of
formal, summative assessment, and therefore student responses should be viewed
as opportunities for teachers and students to gain posrtxve washback on the art of
paraphrasing.

Guided Question and Answer

_Another lower-order task in this type of writing, which has the, pedagogical benefit
of guiding a learner without dictating the form of the output, is a guided question-
and-answer format in which the test administrator poses a series of questions that
essentially seive as an outline of the emergent written text. In the writing of a nar-
rative that the teacher has already covered in 2 class discussion, the following kmds
of questions might be posed to stimulate a sequence, of sentences.

_ Guided Writing stimuli

1. Where did this story take place?. [setting] -

2. Who were the people in the story? [characters] ‘
3. What happened first? and then? and then? [sequence of events]

4. Whydid _ do ¢ freasons,
~ causes] - ' '

5. What did think, about ___ ?
[oplmon] '

6. What happened at the end?- [Ci[max]
7. What is the moral of this story? [evaluatton]

Guided writing texts, which may b@ as E@ﬂg as two or three pamgmphs may be
scored on either an analytic or a holistic scale (discussed below). Guided writing
prompts like these are less likely to appear on a formal test and more likely to serve
s 4 way to prompt initial drafts of writing. This frst deaft can then undergo the
editing and revising stages discussed in the next section of this chapter.
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A variation on using guided questions is to prompt the test-taker to write from
an outline. The outline may be self-created from earlier reading and/or discussion,
or, which is less desirable, be provided by the teacher or test administrator. The out-
line helps to guide the learner through a presumably logical development of ideas
that have been given some forethought. Assessment of the resulting text follows the
same criteria listed below (#3 in the next section, paragraph construction tasks).

Paragraph Construction Tasks

The participation of readmg performance is inevitable in writing effective para-
graphs. To a great extent, wrltmg is the art of emulating what one reads.You read an
effective paragraph; you analyze the ingredients of its success; you emulate it.
Assessment of paragraph development takes on a number of different forms:

1. Topic seviterice writing. There is o cardinal rule that says every paragraph
must have a topic sentence, but the stating of a topic through the lead sentence (or
a subsequent one) has remained as a tried-and-true technique for teaching the con-
cept of a paragraph. Assessment thereof consists of

- specifying the writing of a topic sentence,
 scoring points for its presence or absence, and |
e scoring and/or commenting on its effectwcncss in stating the topic.

2, "Topic developmenr within a paragraph. Because paragmphs are intended
to provide a reader with “clustess” of meaningful, connected thoughts or ideas, an-
other stage of assessment is development of an idea within a paragraph. Four crite-
ria are commonly applied to assess the quality of a paragraph:

» the clarity of expression of ideas
———-—e—the-logic-of the-sequenee-and-connections————— -

» the cohesiveness or unity of the paragraph
s the overall effectiveness or impact of the paragraph as 2 whole

3. Development of main and supporting ideas across paragrapbs. As writers
string two or more paragraphs together in 2 longer text (and as we move up the con-
tinuum from responsive to extensive writing), the writer attempts to articulate a the-
sis or main idea with clearly stated supporting ideas. These elements can be
considered in evaluating a multi-paragraph essay:

> addressing the topic, main idea, or principal purpose
° organizing and developing supporting ideas
° using appropriate details to undergird supporting ideas
° showing facility and fluency in the use of language
< demonstrating syatactic variety |
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Strategic Options

Developing main and supporting ideas is the goal for the writer attempting to create

an effective text, whether a short one- to two-paragraph one or ad extensive one of
" several pages. A number of strategies are commonly taught to second language

writers to accomplish their purposes. Aside from sfrategies of freewriting, outlining,

drafting, and revising, writers need to be aware of the task that has been demanded’
- and to focus on the gente of writing and the expectations of that genre.

1. Attending to task. In responsive writing, the context is seldom. completely
open-ended: a task has been defined by the teacher or test administrator, and the
writetr must fulfill the criterion of the task. Even in extensive writing of longer texts,
a set of directives has been stated by the teacher or is implied by the conventions of
the genre. Four types of tasks are commonly addressed in academic writing courses:
compare/contrast, problem/solution, pros/cons, and cause/effect. Depending on the
genre of the text, one or more of these task types will be needed to achieve the
writer’s purpose. If students are asked, for example, to “agree or disagree with the au-
thor’s statement,” a likely strategy would be to cite pros and cons and then take a
stand. A task that asks students to argue for one among several political candidates
in an election might be an ideal compare-and-contrast context, with an appeal to
p]l'oblems present in the constituency and thg relative Yalue of candidates’ solutions.
Assessment of the fulfillment of such tasks could be formative and informal (com-
ments in marginal notes, feedback in a conference in an editing/revising stage), but
the product might also be assigned a holistic or analytic score:
2. Attending lo genre. The genres of writing that were listed at the beginning
of this chapter provide some sense of the many varieties of text that may be pro-
duced by a second language learner in a writing curriculum. Another way of looking
“at the strategic options open to a writer is the extent to which both the constraints

and the opportunities of the genre are explmted. Assessment of any writing necessi-
. tatesattention-to-the conventions-of-the genre-in-question-Assessment-of the- more ——
common genres may include the following criteria, along with chosen factors from
the list in item #3 (main and supporting ideas) above:

Reports (Lab Reports, Project Smmmaries, Article/Book Reports, etc.)
» conform to a conventional format (for this case ﬁeld.)

> convey the purpose, goal, or main idea

» organize details logically and sequentially

» state conclusions or findings

» use appropriate vocabulary and jargon for the specific case

. Summaries of Readings/Lectures/Videas
o effectively capture the main and supporting ideas of the original
° maintain objectivity in reporting
° use writer's own words for the most part
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» use quotations effectively when appropriate
« omit irrelevant or marginal detdils
= conform to an expected length

Responses to Readings/Lectures/Videos

» accurately reflect the message or meaning of the original
« appropriately select supporting ideas to respond to

* express the writer's own opinion

« defend or support that opinion effectively

'« conform to an expected length

Narration, Description, Persuasion/Argument, and Exposmon
+ follow expected conventions for each type of writing
s convey purpose, goal, or.main idea

--use cffective-writing strategies
» demonstrate syntactic variety and rhetorical fluency

Interpreting Statistical, Graphic, or Tabular Data

« provides an effective global, overall description of the data

- organizes the details in clear, logical language .

« accurately conveys details l

« appropriately articulates relationships among elements of the data

» conveys specialized or complex data comprehensibiy to a lay reader
+ interprets beyond the data when appropriate

Library Research Paper
e states purpose or goal of the research
» includes appropriate citations and references in correct format

« accurately represents others’ research findings

* 1NjECTS writér's OWIl iﬁt6rpTEtﬁt’i’O’ﬂ,_Wh'en“Ep’p‘fOpriatf,*and*jﬂs’tiﬁt’:&’it
+ includes suggestions for further research
» sums up findings in a conclusion

TEST OF WRITTEN ENGLISH (TWE®)

One of a2 number of internationally available standardized tests of writing ability is
the Test of Written English (TWE). Established in 1986, the TWE has gained a repu-
tation as a wellrespected measure of written English, and a number of research arti-
cles support its validity (Frase et af., 1999; Hale et al., 1996; Longford, 1996; Myford et
al,, 1996). In 1998, 2 computer-delivered version of the TWE was incorporated into
the standard computer-based TOFFL and simply labeled as the “writing” section of the
TOEFL. The TWE is still offered as 2 separate test especially where only the paper-
based TOEFL is available. Correlations berween the TWE and TOEFL scores (before

TWE became 2 standard part of TOEFL) were consistently high, ranging from 57 to
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69 over 10 test adininistrations from 1993 to 1995 Data on the TWE are provided at
the end of this section.

The TWE is in the category of 2 timed impromptu test in that test-takers are
. under a 30-minute time limit and are not able to prepare ahead of time for the topic
that will appear. Top1cs are prepared by a panel of experts following specifications-
for topics that represent commonly used discourse and thought patterns at the uni-
versity level. Here are some sample topics published on the TWE website.

Sample TWE® topics

1. Some people say that the best preparation for life is learnmg to work with
+ others and be cooperative. Others take the opposite view and.say that
v learning to be competitive is the best preparation. Discuss these positions,
- using concrete examples of both. Tell which one you agree with and
explain why.

2. Some people believe that automobiles are useful and necessary. Others
believe that automobiles cause problems that affect our health and well-
being. Which position do you support? Give specific reasons-for your
aniswer.

3. Do you agree or disagree with the following statement?

Tachers should make learning enjoyable and fun for their students.

Use reasons and specific examples to suppart your opinion.

Test preparatlon manuals such as Deborah Phillips's Longman Introductory
Course for the TOFFL Test (2001) advise TWE test-takers to follow six steps to max-
imize success on the test;

1. Carefully identify the topic.

2. Plan your supporting ideas.

3. In the introductory paragraph, restate the topic and state the organizational
plan of the essay.

4. Write effective supporting paragraphs (show transitions, include a topic sen-
tence, specify details).

5. Restate your position and summarize in the concluding paragraph,

6. Edit sentence structure and rhetorical expression.

The scoring guide for the TWE (see Table 9.1) follows a widely accepted set of
specifications for a holistic evaluation of an essay (see below for more discussion of
holistic scoring). Each point on the scoring system is defined by a set of statements
that address topic, organization and development, supporting ideas, facility (ﬂu@mcy,
naturalness, 2ppropriateness) m writing, and gramsatical and lexical correctness

and choice. )
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Table 9.1. Test of Written English Scoring Guide

6 Demonstrates clear competence in writing on both the rhetorical and syntactic levels, though
it may have occasional errors. ‘
A paper in this category
= effectively addresses the writing task.

» is well organized and well developed.
e uses clearly appropriate details to support a thesis or illustrate ideas.

o displays consistent facility in the use of language.
» demonstrates syntactic variety and appropriate word choice.

5 Demonstrates competence in writing on both the rhetorical and syntactic levels, though it will
probably have occasional errors. '
A paper in this category
e may address some parts of the task more effectively than others.
» is generally well organized and developed.
uses.details to support.a thesis or illustrate an idea.

displays facility in the use of language.
demonstrates some syntactic variety and range of vocabulary.

4 Demonstrates minimal competence in writing on both the rhetorical and syntactic levels.
A paper in this category
o addresses the writing topic adequately but may slight parts of the task.
s is adequately organized and developed. |
.o uses some details to support a thesis or illustrate an idea. '
e demonstrates adequate but possibly inconsistent facility with syntax and usage.
« may contain some errors that occasionally obscure meaning.

3 Demonstrates some developing competence in writing, but it remains flawed on either the
rhetorical or syntactic level, or hoth. '
A paper in this category may reveal one or more of the following weaknesses:

 inadequate organization or development
= inappropriate or insufficient details to support or illustrate generalizations

e a.noticeabli inappropriate choice of words or word forms
s an accumulation of errors in sentence structure and/or usage.

2 Suggests incompetence in writing. _
A paper in this category is seriously flawed by one or more of the following weaknesses:
o serious disorganization or underdevelopment
s little or no detail, or irrelevant specifics
e serious and frequent errors in sentence structure or usage
= serious problems with focus.

1 Demonstrates incompetence in weiting.
A paper in this category
s may be incoherent.
o may be undeveloped.
° may contain severe and persistent writing errors,

0 A paper is rated O if it contains no response, merely copies the topic, is off-topic, is written in a
foreign language, or consists only of keystroke characters. ‘

T e e St e e e e s = e
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Each essay is scored by two trained readers working independently. The final
score assigned is the mean of the two independent ratings. The test-taker can
achieve a score ranging from 1 to 6 with possible half-points (e.g., 4.5, 5.5) in
between. In the case of a discrepancy of more than one point, a third reader resolves
the difference. Discrepancy rates are extremely low, usually ranging from 1 to 2 per-
cent per reading.

It is important to put tests like the TWE in perspective. Timed impromptu tests
have obvious limitations if you are looking for an authentic sample of performance
in a real-world context. How many times in real'world situations (other than in aca-
demic writing classes?) will you be asked to write an essay in 30 minutes? Probably
never, but the TWE and other standardized timed tests are not intended to mirror
the real world. Instead; they are intended to elicit a sample of writing performance
that will be indicative of a person’s writing ability in the real world TWE designers
sought to validate a feasible timed task that would be manageable within their con-
straints and at the same time offer useful information about the test-taker. _

How does the Educational Testing Service justify the TWE as such an indicator?
Research by Hale et al. (1996) showed that the prompts used in the TWE approxi-
mate writing tasks assigned in 162 graduate and undergraduate courses across sev-
eral” disciplines in eight universities, Another study (Golub-Smith et al., 1993)
ascertained the reliabilities across several types of prompts (e.g., compare/contrast
vs. chart-graph interpretation). Both Myford et al. (1996) apd Longford (1 996) studied
the refiabilities of judges’ ratings. The question of whether a mere 30-minute time
period is sufficient to elicit a sufficient sample of a test-taker’s writing was addressed
by Hale (1992). Henning and Cascaliar (1992) conducted a large-scale study to assess .
the extent to which TWE performance taps into the communicative competence of
the test-taker. The upshot of this research—which is updated regularly—is thatthe
TWE (which adheres to a high standard of excellence in standardized testing) is,
within acceptable standard error ranges, a remarkably accurate mchcator of writing
ability.

The flip side of this controversial coin reminds us that standardxzcd tests are

indicators, not fail-safe, infallible measures of competence. Even though we might

need TWE scores for the administrative purposes of admissions or placement, we

should not rely on such tests for énstrictional purposes (see Cohen, 1994). No one

would suggest that such 30-minute writing tests offer constructive feedback to the

student, nor do they provide the kind of formative assessment that a process
approach to writing brings. Tests like the TWE are administrative necessitics in a

world where hundreds or thousands of applicants must be evaluated by some

means short of calculating their performance across years of instruction in acad-

emic writing. '

. The convenience of the TWE shouid not tulf administrators into believing that
T%Es and TOFFLs and the like are the only measures that should be applied to stu-
dents. It behooves admissions and placement officers worldwide to ofifcr secondary
measusres of writing ability to those test-takers who

4
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are on the threshold of a minimum score,

may be disabled by highly time-constrained or anxiety-producing situations,
could be culturally disadvantaged by a topic or situation, and/or

(in the case of computer-based writing) have had few opportunities to com-
pose on a computer. -

RO DR

While timed impromptu tests suffer from a lack of authenticity and put test-
takers into an artificially time-constrained context, they nevertheless offer infer-
esting, relevant information for an important but narrow range of administrative
purposes. The classroom offers a much wider set of options for creating real-world
writing purposes and contexts. The classroom becomes the locus of extended hard
work and effort for building the skills necessary to create written production. The
classroom provides a setting for writers, in a process of multiple drafts and revisions,
to create a final, publicly acceptable product. And the classroom is a place where

learners can take all the small steps, at their own pace, toward becoming proficient
writers. For your reference, following is some information on the TWE:

Test of Written English (TWE®)

Producer: Educational Testing Skrvice {ETS), Princeton, NJ

Objective: To test written expression

Primary market: Almost exclusively U.S. universities and colleges for
admission purposes

- Type: Computer-based, with the TOEFL. A traditional paper-based

(PB) version is also available separately.

Response modes: Written essay

Specifications: (see above, in this section)

Time allocation: 30 minutes

Internet access: http://www.toefl.org/educator/edabtiwe.htm]

SCORING METHODS FOR RESPONSIVE
AND EXTENSIVE WRITING

At responsive and extensive levels of writing, three major approaches to scoring
writing performance ase commonly used by test designers: holistic, primary trait,
and analytical. In the first method, a single score is assigned to an essay, which rep-
resents a reader’s general overall assessment, Primary trait scoring is a variation of
the holistic method in that the achievement of the primary purpose, or trait, of an
essay is the only factor rated. Analytical scoring breaks a testtaker's written text
down jnto a number of subcategories (organization, grammar, etc.) and gives a sep-

arate rafing for each. | |
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Holistic Scoring

The TWE scoring scale above is a prime example of holistic scoring. In Chapter 7,
a rubric for scoring oral production holistically was presented. Each point on a
holistic scale is given a systematic set of descriptors, and the reader-evaluator
matches an overall impression with the descriptors to arrive at a score. Descriptors
usually (but not always) follow a prescribed pattern. For example, the first
descriptor across all score categories may address the quality of task achievement,
the second may deal with organization, the third with grammatical or rhetorical con-
siderations, and so on. Scoring, however, is truly holistic in that those subsets are not
quantitatively added up to yield a score.
. Advantages of holistic scoring include

A

.o fast evaluation,

"o relatively high inter-rater reliability,

‘= the fact that scores represent “standards” that are easily interpreted by lay
persons,

» the fact that scores tend to emphasize the writer’s strengths (Cohen, 1994,
p.315), and ‘

» applicability to writing across many different disciplines.

. | ) . L
Its disadvantages must also be weighed into a decision bn whether to use

holistic scoring;

* One score masks differences across the subskills within each-score.
= No diagnostic information is available (no washback potential).

s The scale may not apply equally well to all genres of writing.

» Raters need to be extensively trained to use the scale accurately.

In general, teachers and test designers lean toward holistic_scocing only when

it is expedient for administrative purposes. As long as trained evaluators are in place; *
differentiation across six levels may be quite adequate for admission into an institu-
tion or placement into courses. For classroom instructional purposes, holistic scores
provide very little information. In most classroom settings where a teacher wishes

to adapt a curricutum to the needs of a particular group of students, much. more dif-
ferentiated information across subskills is desirable than is provided by holistic
scoring.

Primary Trait Scoring

A second method of scoring, primary trait, focuses on “how well students can
write within a narrowly defined range of discourse” (Weigle, 2002, p. 110).This type
of scoring emphasizes the task at hand and assigns a score based on the effective-
ness of the text’s achieving that one goal. For example, if the purpose or apction of
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an essay is to persuade the reader to do something, the score for the writing would
rise or fall on the accomplishment of that function. If a learner is asked to exploit
the imaginative function of language by expressing personal feelings, then the
response would be evaluated on that feature alone, _ :

For rating the primary trait of the text, Lloyd-Jones (1977) suggested a four-
point scale ranging from zero (no response or fragmented response) to 4 (the pur-
pose is unequivocally accomplished in a convincing fashion). It almost goes without
saying that organization, supporting details, fluency, syntactic variety, and other fea-
tures will implicitly be evaluated in the process of offering a primary trait score, But
the advantage of this method is that it allows both writer and evaluator to focus on
function. In Summary, a primary trait score would assess

* the accuracy of the account of the original (summary), _
* the clarity of the steps of the procedure and the final result (lab report),

* the description of the main features o the-graph-(grapirdescription ,and
1 i

¢ the expression of the writer’s opinion (response to an article),

Analytic Scoring

For classroom instruction, holistic scoring provides little washback into the writer’s
further stages of learning. Primary trait scoring foctises on the principal function of
the text and therefore offers some feedback potential, but no washback for any of
the aspects of the written production that enhance the ultimate accomplishment of
the purpose. Classroom evaluation of learning is best served through analytic
scoring, in which as many as six major elements of writing are scored, thus
enabling learners to home in on weaknesses and to capitalize on strengths.
Analytic scoring may be more appropriately called analytic assessment in order
-to capture its closer association with classroom language instruction than with

formal testing. Brown and Bailey (1984) designed an analytical scoring scale that...._ .

specitied five major categories and a description of five different levels in each cat-
egory, ranging from “unacceptable” to “excellent” (see Table 9.2).

At first glance, Brown and Bailey’s scale may look similar to the TWE® holistic
scale discussed earlier: for each scoring catcgory there is a description that encom-
passes several subsets. A closer inspection, however, reveals much more detail in the
analytic method. Instead of just six descriptions, there are 25, each subdivided into
a number of contributing factors.

The order in which the five categories (organization, logical development of ideas,
grammar, punctuation/spelling/mechanics, and style and quality of expression) are
listed may bias the evaluator toward the greater importance of organization and logical
development as opposed to punctuation and style. But the mathematical assignment of
the 100-point scale gives equal weight (2 maximum of 20 points) to each of the fve
major categories. Not all writing and asscssment specialists agree. You might, for
€xample, consider the analytical scoring profile suggested by Jacobs et al. (1981), in

which five slightly different categories were given the point values shown on page 246,

| ____2?% e she



CHAPTER 9 Assessing Writing

A[njared o1doy

3L IDPISUOD O}
Joys jualedde ou
Hjlom [9Aa]-239]]0D
193[Jal 10U 530p
pue ajenbapeul
Ala)dwon st Aessy

(1opeal AQ paulno
3( 10U pJned)
uonisocdwoo ayy
aziuesio 0} pHoys
Aue apeuw Jou sey
Isjum faouapias
Sunnoddns jo
Jor| atanss Apoq
jo uoneziuedio
uatedde

OU JUOISN|HUoD

10 UononpoL
JO BouBsqQy

1USJU0D JO BaUE

ut Joys arenbapeu;,

Uapum Ajpaiiny
sem 10 Jupjury)
|nyated 108)8d

10U S90p Aessd
‘sfdwodu seap)

uoneziuedlo

e Jioy0 stenbapeu)
‘eiSoy!

10 }RIM UOISN[DUOD
{aouspirs
Sunpoddns

10 Yor} seapl

Jo Buepio yum
swaqo.d alanss
{usas aq Ajaleq

ued uoneziuedio
{uondnpoul
o[qeziudodal
Ajewiuiw 1o Axeys

31 Apoexs
PAPIAID J,uaiE
sydesBered Hidoy
3} YO TeyMaUIDS
S ABSS3 10
a18]dwioD Jou sespl
JO JuBawdoaA(]

asapAUI
uoneziuedio

Jo swa|qoud
‘uant8 souspias
a1 Aq pauoddns
AlIng 2q jou Aew
suonezijelouss
ay !Apoq

u1 seap1 Jo fapio
3y} Ym swajqaad
‘uoIsnpouUoD

1o uononpoRul
JUEDS IO BIDOIPIN

wzsasd st !
. [BLISIBLU SNOBUBIIXS
awos padojansp
Af|ny 210W g pMos
seapt ‘spuiod swos
SSSIUI JNQ $2NSSI
3Y) $9s53UPPE ABSSy

PoSNSILW JO Juasqe
aq Aew suoissaidxa
[euORIsSUEN INQ
|B2130] 51 @duanbas
‘padojanap Ajjry
J,UaJe SE3p] DWIOS
‘Quppoe] aq Aew
BIUAPIAR JUWIOS

1ng ‘s[qeidaooe

S{ Aessa JO

Apoq {uoisnpuod
pue ‘uondNpPOIUI
‘apn aenbapy

W8nouy: spa)as
AT RN
SNoBURLE

ou ‘padojansp
AjyBnosoyy pue
8]2I2U0D Ble Seap]
auy 21doy paudisse

. 91} sassaIppe Aessy

a19[dwoD pue
[e2180] uosnjoucs
_!suonezijesausd
10} usAid souBpIAD
Suipoddns
{(4apeal Ag pauipno
aq pnoo) ueid
SMOYS |elisiewl

jo juswaiuele
pasn suoissaidxo
[euonisues Apoq
0] spea| ‘palels

s1 oidoy ‘ydesBered
Aloonponul
aANDRYR

‘opn syeudoiddy

U0

:SEDPL JO

wawdojeizp
feaifoy ||

uGisn|oUoD

pue ‘Apog

‘ucoNpodILy
wopeziuesicy

NI0M [2A3[-082)]|02 jou-a]qeidasaeuy

1-%

911

zieg 01 Ryenbapy
Zi—vL

ajenbapy o] poony
L Rl A

POCT) O} JUI[[DIXT
81-02

(1y—6£ dd w961 Aopeg » umoig) sysey uonsodwos Sunel 10 a[eds DnAJeuy 76 9jqerl




CHAPTER 9 Assessing Writing

%

AJ2LIBA 3DUD)UBS 10
19351804 0 1deouon
ou A1e|ngesoa jo
asn syendoliddeu)

swiagold Bulyads
2I9A9S ‘surdiew

ou ‘duissiw spenuden
SNOIAQO ‘BjqiSaj
Jaded !suonusauon
dunum ysyBug 1o
piedaisip vpe)dwon

BINJONS DUINUDS
2|qidrjjeuiun

‘Aes o) BuiAn

Sem Jallim 3y} Jeym
pUBISIaPUN 3,UeD
Japeal ‘adessaw
3yl yim Apesid
alapoiul swa|qosd
rewiwesd a19Aag

2un)onuis jo AlaLeA

e LAeingesoa
ur swsjqoud ‘seapl
10 U0)5531dX3 1004

SIapess pajeanpa
01 9|qerdadoeun
‘uogeniound-jeuy
pue uonenund
JOU3UBS Ul 510419
9|qi39] 10U Aessa
jo sped aded

10 JRULIOJ UM
swa|qoid snouag

$90UBUIS peal

0] }{N21Ip ‘papasu
Ajiea] seale swos
1O maiaal Jewwreld
'Seap! §1a)lIM 2yl
JO UOTJEDUNLILWIOD
YUM 53Ul
swa|qold Jewweld
SNOLIBS SNOJBWNN

Apiom

00} 2q Aew 15351821
1O sSausIEME

$yoe| {pasnsiu
AIe|NQRIOA 2WOS

Seapl Ylim alapaqul
si0u3 uonemound
‘1apeal oRISID
swajqoid 3uy|eds
‘s10119 sey Ing
SuUonUaAUOD unim
[elausB sas~

wssald sjuawdey
10 $9DUUIS UO-UNJ
‘UoNesSUNWWOD

uo 1ays

aAedau e aAey
pue juasedde aie
swajgoud rewresd
mq repeal

ayl 03 ydnouy;
Bumed are seap|

ISIDUOD

Alires 9145 NGO
12151801 /Apiom jou
‘Are|ngesoa poog
‘Aeuea sidwany

a|qido] pue jeall

st Jaded Hoauop
uldrew Yyaf siol9
Buyjjads jeuoisesno
‘uonenpund

10 SUOIIUIAUCD
Suptm yim

_
swia|goud surog

$30UBJUBS UO-UM
1o sjuswiBel) 0r
‘way) Jo aleme m,_
Jopeal ay) y3noyie
‘uoIEDIUNWWOD
mu:m:mLm

1,u0p swajgoad
ewwelsd swos
fewuresd ysn8ug

ut Asuaidyold

nmucm%,_*

poo3

19151931 fas10uo0D
‘sunponas [a)eled
Jo asn ‘8desn
Arengeson ss1naly

yeau Auaa Buijads
pue uonenyund
‘paIUSpPUl
sydesdesed
‘sjeyiden paposu ||
‘surdrew Y31 pue
1J9] SUOIIUAALOD

- dunum ysydug
10 95N D107

SIDUIUDS UO-UNJ
10 spuauidely ou
‘Buinuanbas asuay
pue ‘suojf gisa
S3DIUE ‘sjepoul
‘suonisodaid
‘sasne|d

BAE[DI JO BSN
1221100 euwweld
ysi(du3 up
Aduany aI-aAREN

uosssadxs
jo Anpenb
puR JAIS A

SIHUR DB
pue ‘Suijjeds
‘UcENIIUNg A -

Jewnwueiry Cjp|



L | CHAPTRR 9 Assessing Writing

Content 30
Organization 20
Vocabulary 20
Syntax 25
Mechanics 5
Total 100

As your curricular goals and students’ needs vary, your own analytical scoring
of essays may be appropriately tailored. Level of proficiency can make a significant
difference in emphasis: at the intermediate level, for example, you might give more
emphasis to syntax and mechanics, while advanced levels of writing may call for a
strong push toward organization and development. Genre can also dictate variations
in scoring. Would a summary of an article require the same relative emphases as a
narrative essay? Most likely not. Certain types of writing, such as Jab reports or inter-
pretations of statistical data, may even need additional—or at least redefined—cate-
gories in order to capture the essential components of good writing within those
genres. »

Analytic scoting of compositions offers writers a little more washback than a
single holistic or primary, trait score. Scores in five or six major elements will help
‘to call the writers’ attention to areas of needed improvement. Practicality is lowered
in that more time is required for teachérs to attend to details within each of thelcat-
egories in order to render a final score or grade, but ultimately students receive
more information about their writing. Numerical scores alone, however, are still not
sufficient for enabling students to become proficient writers, as we shall see in the
next section.

BEYOND SCORING: RESPONDING TO EXTENSIVE WRITING

Formal testing carries with it the burden of designing a practical and reliable instru-
ment that assesses its intended criterion accurately. To accomplish that mission,
designers of writing tests are charged with the task of providing as “objective” a
scoring procedure as possible, and one that in many cases can be easily interpreted
by agents beyond the learner. Holistic, primary trait, and analytic scoring all satisfy
those ends.Yet beyond mathematically calculated scores lies a rich domain of assess-
ment in which a developing writer is coached from stage to stage in a process of
building a storehouse of writing skills. Here in the classroom, in the tutored rela-
tionship of teacher and student, and in the community of peer iearners, most of the
hard work of assessing writing is carried out. Such assessment is informal, formative,
and replete with ‘washback.

Most writing specialists agree that the best way to teach writing is a handson
approach that stimulates student output and then generates a series of self-assessments,
peer editing and revision, and teacher response and conferencing (Raimes, 1991, 1998;
Reid, 1993; Seow, 2002). It is not an approach that rciies on a massive dose of lecturing
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CHAPTER 9 Assessing Writing

about good writing, nor on memorizing a bunch of rules about rhetorical orgénization,
por on sending students home with an assignment to turn in a paper the next day.
People become good writers by writing and seeking the facilitative input of others to
refine their skills.

Assessment takes on a crucial role in such an approach. Learning how to become
a good writer places the student in an almost constant stage of assessment. To give
the student the maximum benefit of assessment, it is important to consider (a) ear-
lier stages (from freewriting to the first draft or two) and (b) later stages (revising and
finalizing) of producing a written text. A further factor in asscssing writing is the
involvement of self, peers, and teacher at appropriate steps in the process. (For fur-
ther guidelines on the process of teaching writing, sece TBE Chapter 19.)

Assessing Initial Stages of the Process of Composing

of a written composition. These guidelines are generic for self, peer, and teacher
responding. Each assessor will need to modify the list according to the level of the
learner, the context, and the purpose in responding.

Following are some guidelines for assessing the mltlal....s..tagcs (the first_draft or two)

Assessment of initial stages in composing

—r

. Focus your efforts primarily on meaning, main idea, and organization.

. Comment on the introductory paragraph.

3. Make general comments about the clarity of the main idea and logic or
appropriateness of the organization.

As a rule of thumb, ignore minor (local) grammatical and lexical errors.
Indicate what appear to be major (global) errors {e.g., by underlining the
text in question), but allow the writer to make corrections.

6. Do not rewrite questionable, ungrammatical, or awkward sentences; rather,

[

@1

probe with a question about meaming.
7. Comment on features that appear to be irrelevant to the topic.

The teacher-assessor's role is as a guide, a facilitator, and an ally; therefore,
assessment at this stage of writing needs to be as positive as possible to encourage
the writer. An early focus on overall structure and meaning will enable writers to
clarify their purpose and plan and will set a framework for the writers’ later refine-
ment of the lexical and grammatical issues.

Assessing Later Stages of the Process of Composing

Once the writer has determined and clarified his or her purpose and plan, and has
completed at least one or perhaps two drafts, the focus shifts toward “fine tuning”
the expression with a view toward 2 final revision. Editing and rcspondmg assume
an appfoprmw}y different character now, with these guidelines:
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Assessment of later stages in composing

1. Comment on the specific clarity and strength of all main ideas and
supporting ideas, and on argument and logic.

2. Call attention to minor (“local”) grammatical and mechanical (spelling,
punctuation) errors, but direct the writer to self-correct.

3. Comment on any further word chaices and expressions that may not be
awkward but are not as clear or direct as they could be.

4. Point out any problems with cohesive devices within and across
paragraphs. ‘

5. If appropriate, comment on documentation, citation of sources, evidence,
and other support.

6. Comment on the adequacy and strength of the conclusion.

Through all these stages it is assumed that peers and teacher are both responding
to the writer through conferencing in person, electronic communication, or, at the
very least, an exchange of papers. The impromptu timed tests and the methods of
scoring discussed earlier may appear to be only distantly related to such an individ-
ualized process of creating a written text, but are they, in reality? All those develop-
mental stages may be the preparation that learners need both to function in creative
real-world writing tasks and to successfully demonstrate their competence on a
timed impromptu test. And those holistic scores are after all generalizations of the
various components of effective writing. If the hard work of successfully pro-
gressing through a semester or two of a challenging course in academic writing uiti-
mately means that writers are ready to function in their real-world contexts, and to
get a 5 or 6 on the TWE, then all the effort was worthwhile,

50§ 0§ 0§ S

This chapter completes the cycle of considering the assessment of all of the
four skills of listening, speaking, reading, and writing. As you contemplate using
some of‘the assessment techniques that have been suggested, I think vou can now

- fully appreciate two significant overarching guidelines for designing an effective

assessment procedure:

1. It is virtually impossible to isolate any one of the four skills without the in-
volvement of at least one other mode of performance. Don’t underestimate the
power of the integration of skills in assessments designed to target a single skill area.

2. The variety of assessment techniques and item types and tasks is virtually in-
finite in that there is always some possibility for creating a unique variation. Explore
those alternatives, but with some caution lest your overzealous urge to be innovative
distract you from a central focus on achieving the intended purpose and rendering
an a\?propriat@ evaluation of performance.
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EXERCISES

[Note: () Individual work; (G) Group or pair work; (C) Whole-class discussion.]

1. (C) Genres of reading were listed at the beginning of Chapter 8, and genres of
writing in this chapter, a shorter list. Why is the list for writing shorter? Add
other examples to each of the three categories. Among the listed examples
and new ones you come up with, be specific in citing what makes some
genres more difficult than others. Select a few of the more difficult genres and
discuss what you would assess (criteria) and how you would assess (some
possible assessment techniques) them.

2. (O) Review the four basic types of writing that were outlined at the beginning
of the chapter. Offer examples of each and pay special attention to distin-
guishing between imitative and intensive, and between responsive and exten-

3. (G) Look at the list of micro- and macroskills of writing on page 221. In pairs,
cach assigned to a different skill (or two), brainstorm some tasks that assess
those skills. Present your findings to the rest of the class. '

4. (C) In Chapter 6, eight characteristics of listening were listed (page 122) that
make listening “difficult.” What makes writing difficult? Devise a similar list,
which could form a set of specifications to pay special attention to in
assessing writing.

5. (G) Divide the four basic types of writing among groups or pairs, one type for
each. Look at the sample assessment techniques provided and evaluate them
according to the five principles (practicality, reliability, validity [especially face
and content], authenticity, and washback). Present your critique to the rest of

- the class. ‘
6. (G) In the same groups as #5 above with the same type of writing, design

some.other item types, different from. the one(s) provided here, that assess
the same type of writing performance.

7. (I/C) Visit the TOEFL website and click on the description of the Test of
Written English to familiarize yourself further with the TWE. Then, do the fol-
lowing: (a) Look at the TWE holistic scoring guide (page 239) and evaluate its
rater reliability. (b) Discuss the validity of a timed impromptu test such as.this
for admission to an English-speaking university.

8. () Review the advantages and disadvantages of the three kinds of scoring
presented in this chapter: holistic, primary trait, and analytic. Construct a chart
that shows how different contexts (types of test, objectives of a curriculum,
proficiency levels, etc.) may benefit from each kind of scoring.
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