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ABSTRACT

In the mid 1990s, the field of assessment and evaluation witnessed a
shift from traditional assessment to aternative assessment. The shift
presented a number of new practices aiming at linking teaching and
learning processes with assessment process for the sake of making the
most of the assessment benefits. Among those practices, scoring rubrics
and peer assessment have been found to have positive impacts on
learners, teachers, and curricula. In addition, rubrics are found to be more
effective in assessing the skills that are usually assessed subjectively, like
the speaking skill. Thus, the primary goa of the study is to investigate
the impact of using scoring rubrics on promoting the EFL learners

speaking skill in conversation classes.

Being used in the study as a mere assessment tool, no real effect was
found of the scoring rubric on the students' performance. Therefore, the
rubric was used in the students' peer assessment inside the classrooms.
Accordingly, the study hypothesizes that, firstly, the scoring rubric, when
used in peer assessment in conversational classes, has a positive impact
in promoting the students' speaking skill inside the classroom. Secondly,
when the two practices are implemented with the group work technique,
they can be effective in creating students-centered classrooms. Thirdly, a

well-formed rubric can achieve high reliability among different raters.

In order to test the hypotheses of the study, firstly, the researcher
followed a pretest- posttest technique between which she applied the
three practices of alternative assessment (i.e. rubric, peer assessment, and
group technique) to a convenience sample of EFL students (N=74) in the
Department of English Language, College of Education for Humanities,

University of Basrah. To check the results, a paired t-test analysis was

VI



implemented showing positive impacts of the rubric and peer assessment
on the performance of the participants. Secondly, it was clear that the
alternative assessment practices helped creating an interactive student-
centered classroom with highly motivated students. And thirdly, being
tested through Cronbach's apha reliability test, the rubric of the study
achieved a high rdiability of .934. To sum up, following the study
findings, the methodology of the study is found to be successful in

achieving the aims of the study.
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CHAPTER ONE: PRELIMINARIES

1.1. Introduction

Following the development occurring in the world's tremendous fields of
education, the field of assessment and evauation found its way similarly. New
terms and practices have started to appear, and new trends of interest have
followed. Traditional assessment is replaced by authentic and aternative
assessment that consider assessment as a way of rectifying the teaching process
and directing the learning process to the targeted goal/s more than mere grading
and firm testing. Yet, while some specialists worked on establishing the base
line for their new trends, other educators found themselves free from following
them and some others were more strict in opposing them. Nevertheless, neither
following nor opposing the new trends is a big issue since experiment is the best

proof.

Since the mid 1990s, new practices of assessment flourished under the titles
of aternative assessment and authentic assessment. Rubric and peer assessment
are the two practices being investigated here. Not being cited in a common
dictionary, the definition of rubric is introduced by a number of educators and
researchers as an assessment tool of students' levels of proficiency in a certain
skill (Popham, 1997; Brualdi 1998; Andrade 2001; Reddy 2007).
Furthermore, rubric's advocates introduce rubric as an effective approach of
teaching that goes side by side with assessment (Andrade, 2000; Reddy and
Andrade, 2010). As a main type of formative assessment, rubrics became an
essential assessment tool used by teachers worldwide. Yet, in order to make the
best of arubric, the practice of peer (and/or self) assessment is highly advised to
be integrated simultaneously.



Peer assessment is another primary practice of formative assessment. It is
defined as "an arrangement of peers to consider the amount, level, value,
worth, quality of successfulness of the products or outcomes of learning of
others of similar status." (Topping, 1998: 250; Topping, 2012: 3). In view of
what is stated above, having students participate in their assessment offer
valuable outcomes to students' performance since peer assessment proved to be
a successful motivating tool as well as assessment and feedback one (White,
2009; Reddy and Andrade, 2010; Kutlu et al, 2010; Topping, 2012). Adding to
that, it gives behavioral gains since students are indulged in practices of

communication and cooperation (Topping, 2012).

The current study is an experimental research of two new trends in
assessment, namely: Rubric and Peer Assessment, being implemented along
with a third practice, group discussion technique, in EFL conversation classes.
The participants represent a convenience sample of the target population, i.e.
Iragi EFL learners at the university level, who experience the alternative
assessment practices for the first time. The main goal behind this study is to
examine the impact of using these practices on the students performance in
conversation classes. Additionally, some extra goals have been integrated along
the study, like examining the students' perspective of the application of rubrics,
peer assessment, and group discussion technique, testing the reliability of the
use of the rubric in the assessment of the speaking skill, and comparing the
traditional and rubric assessment given by the same raters.

1.2. TheProblem of the Study
Speaking is one of the most difficult skills to assess objectively (Harris,

1969: 81). Teachers usually have their own assessment values (or scales)
according to which they assess the students performance inside the classroom.

However, such values are vague to students and usualy not publically



announced, and in many cases, persona intuitions about the students are
involved.

As aresult, EFL learners complain from not understanding the basis upon
which they get their assessment of the speaking skill. The final grades they get
a the end of the semester are not accompanied usually with justifications of
why they are as such. Moreover, neither active students nor passive ones are
aware of their strengths or weaknesses in speaking, and how to work on
improving the latter. In this case, and regardless of their performance in the
classroom, failing students always find themselves the victims of the teaching
process. In simple words, the problem being stated here is that traditional
assessment of the speaking skill is a subjective assessment that merely grade the

students into levels of proficiency with no clear justification.

1.3. Aimsof the Study

The study aims at introducing the new practices of assessment to both EFL
teachers and students. Through implementing these practices in conversation

classes, it ams at:

1. Investigating the impact of using scoring rubrics in promoting the EFL
students' speaking performance in conversation classes,

2. Raising the students awareness of their weaknesses and strengths through
the use of rubricsin peer assessment,

3. Raising the students motivation and creating student-centered classrooms
through the application of rubrics, peer assessment, and group technique,

4. Examining the students perspectives of the use of rubrics and peer
assessment in conversation classes, and

5. Diminishing the teachers subjectivity of speaking assessment through out
the use of areliable rubric.



1.4. Hypotheses of the Study

Generally speaking, the study hypothesizes that the practices of alternative
assessment are successful tools of teaching, learning, and assessment. However,
specific hypotheses are investigated in the study. They are as follows:

1. A well-formed rubric can be an effective tool in promoting students
speaking skill.

2. Rubrics, when used in peer assessment and group work technique, can
create a highly motivated student- centered classroom.

3. A reliable rubric can enhance the objectivity of speaking assessment.

4. Rubric assessment can be more reliable than traditional assessment.

1.5. Procedure of the Study

In order to check the truthfulness of the hypotheses of the study, the

procedure given below is followed:

1. A guestionnaire implemented on the teachers of conversation: In order
to establish the foundation of the study, a questionnaire implemented on
the teachers of conversation in University of Basrah and Shatt Al-Arab
Private University College is designed. The main am behind it is to
gather the related information to the study, concerning the teachers of
conversation and the students' performance in conversation classes.

2. A pilot study: Since the application of rubrics and peer assessment is the
first of its kind in the Iragi universities during the period of the study, a
pilot study was conducted as a training course for the researcher in the
use of rubrics and peer assessment in the formative assessment of the
students.

3. Pretest- posttest procedure to the students participating in the study:
Prior to engaging the participants in the alternative assessment practices,

a pretest was made and considered as a basis for the students' levels in



conversation classes. Then, the researcher applied the use of rubrics and
peer assessment for a period of ten lectures, after which a posttest
followed to test the progress in the students' performance.

4. A students questionnaire: Since the participants in the empirical study
are the first to experience the use of the aternative assessment practices,
then their opinions are important to the study. Accordingly, a
guestionnaire (Appendix VIII) was carried out to examine their
perspectivesin that concern.

5. An interrater reliability test. In order to test the consistency of the rubric
applied in the empirical study, an interrater reliability test was made with
the help of a number of the faculty members in the Department of
English, College of Education for Humanities. Besides, the test was
supported with a traditional assessment that was performed to check the

differences between the two types of assessment.

1.6. Scopeof the Study

The scope of the study extends in investigating the applications of three
aternative practices, namely: scoring rubric, peer assessment, and group work,

in the assessment of the Iragi EFL learners speaking skill.

1.7. Limitsof the study

The empirica study is limited to the application of rubrics, peer assessment
and group work technique in conversation classes with a convenience sample of
the Iragi EFL learners (third stage students) from the Department of English,
College of Education for Humanities, University of Basrah, during the academic
year 2011-2012.

1.8. Significance of the Study
The study is significant due to the novelty of the topic. No thesis

implemented in the assessment of speaking in the Iragi universities could be



located, let alone alternative assessment of speaking. Thus, in tackling the
aterative assessment of the speaking skill, the current study is the first of its
kind in the assessment of the speaking skill at the university level.

1.9. Thesislayout
The thesis consists of six chapters summarized as follows:

Chapter One: introduces the preliminaries of the study and builds the bases
upon which the study is held.

Chapter Two: surveys the theoretica framework of the study, starting from
primary information differentiating assessment from testing, moving to the
introduction of alternative assessment, the shift from traditional to alternative
assessment, the advantages and the disadvantages of alternative assessment,
alternative assessment as a link between learning, teaching, and assessment,
principles of alternative assessment, and finally a theoretical overview of

speaking assessment and teaching.

Chapter Three: tackles the related details of rubrics and peer assessment and
their advantages and disadvantages. The chapter ends with a literature
reviewing the available related studies, focusing on the use of the investigated

alternative assessment practicesin ng the speaking skill.

Chapter Four: outlines the materials and methods used and followed by the
researcher in the empirical part of the study. It gives details on how the study
was implemented, the participants, the materials used, and al the related

aspects.

Chapter Five: discusses the results gained out of the empirical study and the
statistics analyses employed with their detailed discussions.



Chapter Six: draws some conclusions, recommendations, and suggestions for

future works.

1.10. Keywords

Assessment, testing, alternative assessment, authentic assessment, formative
assessment, criterion-referenced assessment, rubric, self-assessment, peer

assessment, reliability, validity, speaking, Cronbach's apha, paired t-test.



CHAPTER TWO: THEORETICAL OVERVIEW

2.1. Introduction

In order to establish a clear understanding of the major aspects of the
research, this chapter introduces the basic principles of testing and assessment,
aternative assessment, the reason that led to the shift from traditiona
assessment to aternative assessment and differences between the two trends,
advantages and disadvantages of aternative assessment, its main practices, and

some other principles related to the field.

2.2. Testing vs. Assessment

Assessment and testing are sometimes misunderstood to refer to the same
meaning. In researching the topic, severa differences between the two terms are
clarified. While testing is seen as atool of accountability, classroom assessment
IS more about reviewing and promoting students performance. A quick view
about some definitions may help to clarify the differences, and to help

recognizing the meaning of assessment intended in the current study.

In Longman Dictionary of Language Teaching and Applied Linguistics
(Richards and Schmidt, 2002: 35), the term "assessment” is defined as

.. a systematic approach to collecting information and making inferences
about the ability of a student or the quality or success of a teaching course on
the basis of various sources of evidence. ... The term “testing” is often
associated with large-scale standardized tests, whereas the term “assessment”
is used in a much wider sense to mean a variety of approaches in testing and

assessment.

Brown (2003: 3-5) defines a 'well-constructed test' as "an accurate measure

of the test-taker's ability within a particular domain." On the other hand, he



defines assessment as "an ongoing process that encompasses a much wider
domain." He goes on explaining the relationship among the three processes
(tests, assessment and teaching) involved in language classroom by drawing a
figure (Figure 2.1) of embodied focused circles reflecting the connectedness and

dependency of each component on the other.

ASSESSMENT

TEACHING

Figure (2. 1) Tests, Assessment, and Teaching (Brown, 2003: 5)

From Figure (2.1), it is clear that the process of teaching covers the widest
range among the whole processes. This reflects that through teaching, the
teacher has the responsibility for teaching and observing students' performance
aong the duration of the learning process. Assessment appears amost
interacting with teaching which assures the idea that assessment occurs along
the whole process of teaching, for the sake of giving feedback and redirecting
the whole teaching process for achieving the learning objectives. In this sense,
teaching and assessment cooperate in reaching the ultimate goals of the learning

process.

At the end of the learning process comes the last item that seems to be
inevitable, which is testing. Although it has a rare achievement in the learning
process, testing is inevitable for the sake of accountability. Primarily, its main

importance lies in moving students from one level to another higher one.
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2.3. Alternative Assessment and Authentic Assessment

Alternative assessment consists of any method of examining what students
know or can do that is intended to show growth and inform teaching. It is an
alternative to traditional forms of testing, namely multiple-choice test (Stiggins,
1991, cited in O'Malley and Pierce, 1996:1). The term "alternative assessment”
Is usually used by researchers as overlapping with the term "authentic
assessment”. O'Malley and Pierce (1996: 1-2) propose that "[d]lternative
assessment is by definition criterion-referenced and is typically authentic
because it is based on activities that represent classroom and life-long settings.”
Consequently, the current study uses the two terms as referring to one aspect of
assessment that involves integrating assessment practices into the classroom as

essential ingredients of teaching for the sake of achieving the learning goals.

2.4. The Shift from Traditional Assessment to Alternative Assessment

In the mid- 1990s, a shift from traditional assessment to authentic assessment
took place in the United States. Lombardi (2008:4) states that the use of
alternative assessment was started in the public k-12 schools as a replace for the
standardized tests. In addition to that, the teachers in the United States were
encouraged to use the practices of alternative assessment to evaluate the real
learning of the children in authentic situations.

In 1998, Anderson studied the shift in assessment from traditional
assessment towards aternative assessment. She tried to figure out the
differences between the two trends of assessment by comparing the
philosophical beliefs and theoretical assumptions associated with each trend.
The following points illustrate the whole comparison (using TA for Traditiona
Assessment and AA for Alternative Assessment): (Anderson, 1998: 8-11)

1. Knowledge is assumed to have universa meaning in TA and multiple
meanings in AA. In other words, "it is possible for everyone to reach a
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consensus about meaning because knowledge has 'the same meaning for
al individuas everywhere" (Berlak, 1992, p. 13, cited in Anderson, 1998:
8) whilein AA "it isimpossible for everyone to reach a consensus about
meaning because each individual brings his or her own diverse

interpretation to an ever-changing situation.”

TA "Treats Learning as a Passive Process' whereas AA "Treats Learning
as an Active Process." The old metaphor of "empty vessel" referring to
the mind of a student to be "filled" with the knowledge introduced by the
teacher turns the focus of learning process on "learning about something
rather than learning how to do something." This will end with a passive
learning process dealing with passive learners, "novices', memorizing the
knowledge they receive from their teacher, the "expert". On the contrary,
AA looks at learning as a "natural, integral, and ubiquitous part of living”
(Bintz, 1991: 309, cited in Anderson, 1998: 9). Students are seen as active
learners, and learning involves “producing, rather than reproducing
knowledge” (Newmann and Archbald, 1992: 72, cited in Anderson, 1998:
10).

TA "Separates Process from Product" while AA "Emphasizes Process and
Product." In TA, tests are used to evaluate students fina products. The
outcome of the test is taken to reflect students learning, regardliess of
whether or not the learning process happened along the period of
teaching. In AA, the learning process and students products are
integrated.

TA "Focuses on Mastering Discrete, Isolated Bits of Information”
whereas AA "Focuses on Inquiry.” TA deals with a hierarchy of bits of
information that represent "lower-level thinking skills'. It expects

students to "master and demonstrate specific skills at one level before
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moving on to the next." Conversely, AA focuses on "developing real-
world problem-solving skills that will lead people to observe, think,
guestion, and test their ideas’ (Herman, Aschbacher, and Winters, 1992,
cited in Anderson, 1998: 10).

TA "Assumes the Purpose of Assessment isto Document Learning” while
AA "Assumes the Purpose of Assessment is to Facilitate Learning."
"Typically, traditional assessment is used only [Bold is the researcher's]
to monitor students’ learning.” Moreover, it ranks students according to
their test outcomes into levels. Differently, the purpose behind AA is"to
enhance students’ learning™ (Johnston, 1989; Short and Burke, 1991;
Wolf, 1990, cited in Anderson, 1998: 11). The feedback received by
students helps in redirecting the learning process for a better performance.

Furthermore, students are not meant to be sorted or classified by AA.

TA "Believes that Cognitive Abilities Are Separated from Affective and
Conative Abilities' while AA "Recognizes a Connection between
Cognitive, Affective, and Conative Abilities." The focus of traditional
assessment is primarily on cognitive abilities. No attention is given to
students' interest in performing activities. That isin contrary to AA where
students' care about an activity and its goals are engaged. This encourages
them "to invest their time and effort in it, and, as aresult, they learn more
fromit." (Anderson, 1998: 10)

TA "Views Assessment as Objective, Value-Free, and Neutral" whereas
AA "Views Assessment as Subjective and Vaue-Laden." Traditional
assessment assumes that facts and values are distinct and separable
entities that can be measured objectively (Berlak, 1992, cited in
Anderson, 1998: 8). Decisions about what to teach and test are not

considered value-laden. Advocates of aternative assessment practices
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believe that decisions about what to teach and assess are subjective and
value-laden (Bintz and Harste, 1994, cited in Anderson, 1998: 10).
“Indeed, value systems not only influence decisions about what
assessment questions get answered, but also about what assessment
questions get asked in the first place” (Bintz,1991, p. 309, cited in
Anderson, 1998: 11).

8. TA "Embraces a Hierarchical Moddl of Power and Control" while AA
"Embraces a Shared Model of Power and Control." InTA, generdly the
teacher alone has the power to make decisions about what is learned and
how it is assessed while in AA teachers are advised to share the power
with students to make decisions about what they learn and to determine

how well they are learning.

9. TA "Percelves Learning as an Individual Enterprise® whereas AA
"Perceives Learning as a Collaborative Process” TA focuses on
individual students' performance. While TA asserts competition among
students, AA raises a high collaboration among students in the learning
process. Cooperation is found also between students and teachers who
will share the responsibility for creating "a substantive curriculum in the

classroom”.

Anderson (1998: 9) draws the following figure to summarize the above

comparison.
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Figure (2.2) Traditional Vs. Alternative Assessment (Anderson, 1998: 9)

The need to shift from traditional assessment towards alternative
assessments is being highly appreciated in the educational development. By
connecting teaching, learning, and assessment, alternative assessment is seen to
promote students' learning and help teachers to be "fair, thoughtful, and creative
when assessing students work." (Anderson, 1998: 13). Yet, Lombardi (2008: 3)
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states that such a shift occurred due to severa factors, among which he cites
"economic conditions, new scholarship on learning, and a student population
with new expectations of educational institutions." Moreover, he proposes the
following table that shows the comparison between traditional and aternative

assessment. (Lombardi, 2008: 5)
Table (2.1) Traditiona vs. Authentic Assessment

1 Generally relies on forced- Promotes integration of various written
choice, written measures and performance measures

2. Relies on proxy measures of Relies on direct measures of target
student learning to represent skills
target skills

3. Encourage memorization of Encourage divergent thinking in
correct answers generating possible answers

4, Goal isto measure acquisition of | Goal isto enhance development of
knowledge meaningful skills

5. Curriculum direct assessment Assessment directs curriculum

6 Emphasis on developing abody | Emphasis on ensuring proficiency at
of language real-world tasks

7. Promotes "what" knowledge Promotes "how" knowledge

8. Provides a one-time snapshot of | Provides an examination of learning
student understanding over time

9. Emphasize competition Emphasize cooperation

10. | Targetssimplistic skillsor tasks | Prepares students for ambiguous and
in a concrete, singular fashion exceptions that are found in realistic

problem settings

11. | Priority on summative outcomes | Priority on learning sequence or

or product process
(Lombardi, 2008: 5)

2.5. Alternative Assessment as an Integral Part of Teaching
Traditional assessment is seen as focusing on the outcomes of the learning

process more than the process itself. Usually, students are busy studying the
materials "which are assessed in a test" and teachers are busy "teaching to the
test" (Anderson, 1998: 5). Furthermore, the kind of feedback given in traditional
assessment appears to be worthless since it is only given at the end of alearning
process. Black and Wiliam (1998: 8) point out that the feedback given to
students in the type of marks or grades does not benefit them. Students need to
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be aware of their achievements aong the learning process, to be informed of
their strengths and weaknesses, and suitable means for improvement. It is very
important to know one's weaknesses in advance to start curing them before the
whole process is over. It is obvious that a test at the end of the process of
teaching/learning is pointless since it "is too late" to make any reformation in
the results (Black and Wiliam, 1998: 8; Gusky, 2003: 6). Vu & Alba (2008: 7)
put it clearly; "[a]ssessment is not an end in itself but, rather, an opportunity for
students to learn and to reflect on their learning in a way that enhances future

learning and professional development.”

Unlike traditional assessment, the practices of alterative assessment assure
the benefit of giving feedback that extends along the learning process. Stiggins
and Chappuis (2005: 12) assert that, in order to be functional, feedback should
be continuous in the classroom and not solely aresult of afina coursetest. This
IS not to say that the learning process should abandon final assessment for
testing purposes. On the contrary, if tests and exercises are set clearly to meet
the course goals, they will give precious information of students' levels (Black
and Wiliam, 1998: 8). Thus, teachers should be aware of the importance of
linking feedback with teaching and redirecting their teaching to its specified
am. If they are aware of the goas of their teaching process, "[i]nstead of
"teaching to the test," teachers are more accurately "testing what they teach.”
(Guskey, 2003: 7) Students, on the other hand, should have the potential of
feedback to identify their weaknesses and strengths and make more efforts to
meet the goals of the learning process. Guskey (2003: 9) describes the

Integration between teaching and assessment in the following way:
To become an integral part of the instructional process, assessments
cannot be a one-shot, do-or-die experience for students. Instead,
assessments must be part of an ongoing effort to help students learn.

And if teachers follow assessments with helpful corrective instruction,
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then students should have a second chance to demonstrate their new
level of competence and understanding. This second chance helps
determine the effectiveness of the corrective instruction and offers

students another opportunity to experience success in learning.

For the purpose of illustrating how assessments "influence and inform"
teaching, Brown (2004:105-6) mentions three major points associated with
students, curriculum, and teachers. First, assessment helps teachers to conduct a
comprehensive evaluation. Second, assessment provides "good pedagogical
templates’ in support to teaching and curriculum. And third, assessment helps
educators "better assess students’ understanding of procedural knowledge,
which is not so easily judged through traditional assessment methods.” Since
assessment helps to investigate students weaknesses (as well as strengths), then
it enables teachers to redirect their methods of teaching in a way that handle
those weaknesses (Stiggins and Chappuis, 2005 12). However, the
effectiveness of assessment practices depends not only on the teacher's
realization of students weaknesses and strengths, but also on the teachers' effort
on helping the students to understand the goals of the learning process and how
to achieve them. (Brookhart et al 2009: 53)

By evidence, studies found that when the practices of classroom assessment
are integrated with the teaching/learning process, the results to both teachers
and students will be positive. (cf. Black & Wiliam, 1998; Meisels, Atkins-
Burnett, Xue, & Bickel, 2003; Newman, Bryk, & Nagaoka, 2001; Rodriguez,
2004, cited in Brookhart et al 2009: 53). So, enhancing the students
achievements and reducing the score gaps seem to be within the reach of
teachers (as suggested by Stiggins and Chappuis, 2005: 14), if they

1. Focuson clear purposes,

2. Provide accurate reflections of achievement,



18

3. Provide students with continuous access to descriptive feedback on
improvement in their work (versus infrequent judgement feedback),
and

4. Bring students into the classroom assessment processes.

For the sake of raising standards, Black and Wiliam (1998) conducted an
extensive survey by investigating what happens inside the classroom. Their
survey focused on one aspect of teaching that is known as "formative
assessment”. The argument they developed is that formative assessment is "at
the heart of effective teaching.” [Italic is the researcher's]. In their survey, Black
and Wiliam studied 580 articles and chapters out of which they used 250 as
sources. In addition to that, they included comments on their work by leading
educational experts from Australia, France, Hong Kong, Southern Africa and
the USA and later to the study, they published a summarized draft entitled
'Inside the Black Box', a metaphor they used in reference to the unsupervised
classroom assessment processes performed by teachers of students daily
performance. They concluded that if it is communicated in the right way,
formative assessment is powerful in enhancing students achievements,
particularly "low achievers'. This is because formative assessment focuses on
diagnosing the students weaknesses, the problems they confront, and setting the
goals of treating them (Black and Wiliam, 1998: 4).

2.6. Authentic Assessment in Higher Education

Though started its application in kindergarten, authentic assessment gained a
wide acceptance among educators and students in higher education. Different
practices were used since the evolvement of authentic assessment that proved a
special success in enhancing students' learning in different fields of knowledge.
What is more important to note is that involving students in assessment
practices highly raises their motivation, thinking and achievement (Vu & Alba,
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2008: 7). In their exploration for an authentic approach of assessment to

enhance students' learning, Vu & Alba (2008: 7-8) highlight five features that

make successful the use of authentic assessment in higher education. In brief,
the points suggest the following:

1 Involving students in assessment practices can provide them with
"opportunities to synthesize and demonstrate what it means to become
skilful professionals." (This point, in particular, is highly appreciated in
the current study, for the assessment practices involved are applied to
students who are prepared for future professions of teaching, in simple
words, to be teachers.)

2 Experiencing assessment tasks "can also provide space for students to
challenge outdated ideas, routinized practices, and their own as well as
public assumptions." Such practices can expand students' understanding
and awareness of their future profession.

3 "Assessment should be integrated with learning tasks', so that students
can direct their efforts towards the expected learning goals.

4 Assessment tasks ensure interactions between students and teachers that
may allow a "timely relevant feedback” to be used as a basis for guiding
the learning process.

5 It is crucial that teachers explain the "objectives, procedures and
outcomes' of assessment clearly in advance in order to get the most of the

assessment and learning processes.

2.7. Typology of Alternative Assessment

Classroom assessment can be either formal, referring to "exercises or
procedures specificaly designed to tap into a storehouse of skills and
knowledge", or informal, which can be of different forms, like unplanned
comments and spontaneous feedbacks to students. (Brown, 2003: 5). Besides,
alternative assessment can be either for mative or summative or both (Topping,
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2012: 3Y. Brown (2003: 6) defines formative assessment as "evaluating
students in the process of 'forming' their competencies and skills with the goal
of helping them to continue that growth process." The aim behind formative
assessment is to "improve learning while it is happening in order to maximize
success, rather than merely determine success or failure only after the event.”
(Topping, 1998: 249) On the other hand, the aim behind summative assessment
Is to "measure, or summarize, what a student has grasped, and typically occurs

at the end of a course or unit of instruction." (Brown, 2003: 6)

Formative assessment (the one adopted in this study) is an essential tool in
enhancing the learning/teaching process. Through implementing its practices
into classroom assessment, teachers can have an ongoing awareness of students
weaknesses and strengths, and can work on improving the weaknesses and
encouraging the strengths as well. What is more, formative assessment can lead
to afina summative assessment. Teachers, if conducting formative assessments
In their classrooms, can gather continuous information about the progress of
each student's performance, and in turn can give a fair summative assessment to
each student (William and Black, 1996, cited in Black and Wiliam, 1998: 12). It
Is for this reason summative assessment is usually referred to as 'assessment of
learning' (given that it gives a summery to the students' achievements at the end
of the learning period) while formative assessment as 'assessment for learning'
(because it informs about the students' progress in a continuous feedback along
the learning process that help in directing both the learning and teaching
processes towards the preset goals (White, 2009: 3).

Furthermore, there are two other types of assessment that are important to

consider, they are norm-reference assessment and criteria-reference

! Thisis achapter in an unpublished book, received viaemail in a separate document from the author
himself (i.e. Prof. Keith Topping) in Dec. 2011. The paginations used here are the ones found in the
document received.
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assessment. In norm-reference assessment, Brown (2003:7) proposes that "each
test-taker's score is interpreted in relation to a mean (average score), median
(middle score), standard deviation (extent of variation in scores), and/or
percentile rank." On the other hand, criteria- referenced assessments are
designed "to give test-takers feedback, usually in the form of grades, on specific
course or lesson objectives." (Brown, 2003: 7) Thus, criteria- referenced
assessment may be highly appreciated in aternative assessment since it
provides feedback to students that may be invested to redirect the teaching and

the learning processes.

2.8. Practices of Performance Assessment

Different kinds of performance assessment practices are widely spread and
applied to numerous fields of knowledge in a way that meets the teaching
objectives. Performance assessment (the type of assessment that focuses on the
students' performance) and criterion-referenced assessment are encouraged in
highly subjective assessment tasks. Tasks such as multiple-choice and true-false
are typically easy to be assessed with high objectivity, since they provide
accurate answers. However, other topics that involve critical thinking,
communication, and problem-solving skills may not be well assessed with such
tests like the multiple-choice test, and for those, performance assessment
practices are encouraged. The main idea behind such practices is to decompose
a specific skill into its constituent criteria and assess students' achievement on
whether they meet a certain level of that criteria or another. As aresult, this will

help in decreasing the subjectivity in assessment (Perlman, 2003:497).

Among the different practices of performance assessment, Lombardi, (2008:

6) introduces four basic ones. They are:
1. Rubric: a rating scale that is shared with students and mostly
preferred to be designed in cooperation with them. A well-
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constructed rubric analyzes the criteria of the work being assessed
and describes clearly "the difference between excellent and weaker
work." (Lombardi, 2008: 6)

2. Peer Assessments. Topping (2012: 3) defines peer assessment as
"an arrangement for peers to consider the level, value or worth of
the products or outcomes of learning of their equal -status peers."

3. Research Portfolio: ... an appropriate mechanism for monitoring
student progress on extended, multifaceted projects requiring
higher-order thinking skills." (Lombardi, 2008: 7-8)

4, Group Work: "Assignments that involve significant group work
often come closer to the dynamics of real-world practice than those

challenge students to work on projects independently.” (ibid)

In addition to the mentioned practices, there is the use of self-assessment in
which students are engaged in assessing their own performance similarly to peer
assessment. "Far from being a luxury”, Black and Wiliam (1998: 7) consider
self-assessment as an essential component of formative assessment because it
enable students to "understand the main purposes of their learning and thereby

grasp what they need to do to achieve."

The present study, as clarified in the methodology, adopts the use of the
three practices of alternative assessment, namely: rubrics, peer assessment, and
group work technique, in order to help enhance students performance and
decrease the subjectivity of assessing students speaking skill. Such a skill
usually does not lend itself to an objective assessment. This is partly based on
Perlman's (2003:497) statement that

Because performance assessment does not have an answer key of the
type that a multiple-choice test does, scoring a performance assessment

necessarily involves making some subjective judgments about the
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quality of a student's work. A good set of scoring guidelines or rubrics
provides a way to make fair and sound judgments by setting forth a
uniform set of precisely defined criteria or guidelines for judging
students work.

2.9. Advantages and Disadvantages of Authentic Assessment

In spite of the numerous advantages of authentic assessment that proved to
be helpful in enhancing students' achievements as well as improving the whole
teaching process, authentic assessment still suffers from severa disadvantages.
Although being encouraged by different researchers, authentic assessment is
seen as difficult to apply and loading more responsibilities on teachers.
Lombardi (2008: 5) proposes that teachers, loaded with nonteaching
responsibilities, will be overloaded if they were to prepare and assess authentic
tasks.

Yet, it isimportant to have alook at both the advantages and disadvantages

of performance assessment. Table (2.2) explains them as cited in Perlman

(2003:504).

Table (2.2) Advantages and Disadvantages of Performance Assessment

Advantages

1. Provide rich learning experiences

2. Simulate real-world problem
solving

3. Encourage students to critically
evauate their own work

4. Provide teachers with insight into
their students' cognitive
processes

5. Foster good instruction

6. Can be an excellent measure of
students' abilities to synthesize,
evauate, and solve problems

Disadvantages |

1. Can be expensive and time-
consuming to administer and
score

2. agood result on one
performance task may not
generalize well to similar tasks

3. thesubjectivity inherent in
scoring a performance
assessment may make some
people uncomfortable

4. certain kinds of knowledge and
skills are more efficiently
assessed using other
assessment formats, such as
multiple-choice tests

Perlman (2003:504)
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However, Brown (2004: 105-8) cites the advantages of performance
assessment stated by ten previous studies extending from 1992 until 2002. They
are. Moss (1992, 229-230), Herman, Aschbacher, and Winters (1992, 48),
Miller and Legg (1993), Khattri, Reeve, and Kane (1998, 26-27), Jones, R. L.
(1985), Shohamy (1992, 517-518), Short (1993), Hudson and Y oshioka (1998,
15-16), Brown, Hudson, Norris, and Bonk (2002, 6), Brown and Hudson (2002,
74-78). After explaining each researcher's proposed benefits of performance
assessment in detail, Brown (2004: 109) summarizes them in one brief

comprehensive list as shown in Table (2.3).



Table (2.3) Summary of Benefits of Using Performance Assessment (Brown, 2004: 109)
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Content

Assess only relevant content

M easure productive language use

Can measure the interaction of receptive and productive skills
Add a personal aspect to assessment

Measure abilities to respond to real-life language tasks
Assess language ranging from achievement to proficiency
Test contextualized and complex language

Test more than multiple-choice recognition

Test higher order thinking skills

Assess learning processes

Assess students’ understanding of procedural knowledge

Scoring

Use only real-world criteria for selection and scoring
Help teachers or other raters be accurate, unbiased, and consistent in scoring
Mediate rater bias effects in testing

Score I nterpretations

Minimize guessing as a mgor factor

Provide diagnostic information in functional or task-based curriculums

Supply achievement information in functional, or task based curriculums

Assess students’ knowledge and abilities better than traditional multiple-choice tests do
Encourage and document critical thought, creativity, and self-reflection

Demonstrate students’ weaknesses and strengths in detailed and real-world terms

More accurately predict students’ abilities to use language in future real-life situations
Encourage control of score interpretations at the local classroom and school levels

Curriculum Development

Can be integrated into and become a part of the curriculum

Align assessment and instructional activities with authentic, real-life activities
Test in harmony with curriculum goals and objectives

Help teachers define excellence

Help teachers plan how to help students achieve excellence

Support instruction and curriculum by providing good pedagogical templates
Help teachers conduct comprehensive evaluation of students’ achievement
Create positive washback effects on instruction

Avoid factors leading to Lake Wobegon effects

Decison Making

Counterbalance the negative effects of washback from standardized tests

Document the procedures used in making important judgments about students

Help promote multi-faceted approaches to information gathering for decision making
Support drawing of conclusions at the local classroom and school levels

Encourage control of decision making at the local classroom and school levels
Assess continuously and repeatedly so that change can be monitored over time

Communication

Involve faculty and assessment team in collaborative activities
Establish standards that are clear to students and authentic

Help teachers communicate to students what constitutes excellence
Help teachers communicate to students how to evaluate their own work
Help teachers communicate goals and results to parents and others
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2.10. Principles of Language Assessment

In designing any tool of assessment, certain principles are inevitable to be
considered. Concerning language assessment, Brown (2003:19) suggests five
"cardina criteria' to consider in “testing a test", with no priority in ordering a
certain criterion over another. They are practicdity, reliability, validity,

authenticity, and washback. The following points cover them in detail.

2.10.1. Practicality
An effectivetest is practical if it:
- Isnot excessively expensive,
- Stays within appropriate time constraints,
- Isrelatively easy to administer, and
- Has a scoring evaluation procedure that is specific and time-efficient.
(Brown, 2003: 19)

2.10.2. Reliability

"Reliability refers to the consistency of assessment scores.” (Moskal and
Leydens, 2000: n.p.) Reliability of a test can be considered from several basic
aspects. Mousavi (2002, cited in Brown, 2003: 21) lists four points:
"fluctuations in the student, in scoring, in test administration, and in the test
itself."

2.10.2.1. Student-Related Reliability
This issue is related to the students themselves. Some factors like anxiety,
iliness, fatigue, and other physical or psychological factors, may affect the

achievement of any test-taker.

2.10.2.2. Rater Rdliability
There are two forms of rater reliability that are important in classroom

assessment, they are
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a) Inter-rater reiability, and
b) Intra-rater reliability.

Unlike multiple-choice tests, authentic assessments need the personal
judgement of a teacher to score the students achievements that may lead to
subjectivity and lack of consistency with other teachers (O'Malley and Pierce,
1996: 19). Therefore, inter-rater reliability occurs when two independent
raters reach a consensus on a particular student's performance under the same
conditions. To achieve such a goal, the criteria that guide the rating process
should be clear enough for both raters (Brown, 2003: 21; Moskal and Leydens,
2000: n.p.).

On the other hand, intra-rater reliability is a lack of internal consistency
which happens frequently to classroom teachers when they have a large number
of tests to correct. Brown (2003: 21) explains that a teacher's assessment of the
first few students papers among 40 papers, for instance, would definitely be
different from that of the last few ones. In this case, the teacher may lack intra-
rater reliability due to "unclear scoring criteria, fatigue, bias toward particular

"good" and "bad" students, or simple carelessness.”" (Brown, 2003: 21)

2.10.2.3. Test Administration Reliability

Brown (2003: 22) suggests that the test administration is a main factor
affecting an assessment. An aural test that is given in a noisy place, for
example, will be unreliable since there will be several factors that affect the

student's comprehension.

2.10.2.4. Test Reliability
The reliability of the test can be affected by other factors like time limit. If
the test is long, students may get tired at the end of the test and may perform
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less in comparison with their performance at the beginning of the test. (Brown,
2003: 22)

2.10.3. Validity
Validity is defined as "the extent to which inferences made from assessment

results are appropriate, meaningful and useful in terms of the purpose of the

assessment.” Gronlund (1998: 226, cited in Brwon, 2003: 22) In simple words,

it is the extent to which the results of the assessment reflect what is being

assessed. (Genesee and Upshur 1996: 62)

There are three types of validity that are important in the design of any

assessment tool. They are:

2.10.3.1. Content Validity, or content-related evidence, which refers to the
extent to which the response of a student reflects the subject matter
being assessed and whether or not the tool of assessment adequately
samples that content. (Brown, 2003: 23; Moska and Leydens, 2000:
n.p.)

2.10.3.2. Construct Validity: Brown (2003: 25) defines a construct as "any
theory, hypothesis, or model that attempts to explain observed
phenomena in our universe of perceptions.” To simplify, he gives the
following example. A teacher has to manage an ora interview with a
scoring analysis based on pronunciation, fluency, grammatical
accuracy, vocabulary use, and socio-linguistic appropriateness. These
five factors are justified by a theoretica construct to be major
components of oral proficiency. So, if the teacher conducts an oral
proficiency interview that evaluates only two of those factors, then the
test is suspicious about construct validity.

2.10.3.3. Criterion Validity, or criterion-related evidence, which refers to "the
extent to which the result of an assessment correlates with a current or
future event... [and] the extent to which the student's performance on
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the given task may be generalized to other, more relevant activities'
(Rafilson, 1991, cited in Moska and Leydens, 2000: n.p.) In this
sense, there are severa tests that are designed to assess specific
performance and cannot be generalized to measure other

performances.

The relation between validity and reliability is very important and close. This
is confirmed by Genesee and Upshur (1996: 63) who state that an
"inconsistency in a measurement procedure reduces validity." Also, they assert

that validity is the most important principle among practicality and reliability.

2.10.4. Authenticity

Benchman and Pamer (1996:23, cited in Brown, 2003: 28) define
authenticity as "the degree of correspondence of the characteristics of a given
language test task to the features of a target language task". To be authentic,
learning tasks should simulate real-world tasks. Brown (2003:28) adds that
items sequenced with no relationship to each other lack authenticity.

2.10.5. Washback (or Feedback)

Washback is one facet of validity that refers to the outcomes gained from
testing and its effect on the learning and teaching processes (Hughes, 2003:1,
cited in Brown, 2003: 28). The term ‘washback’ is coined in such a way since
the information given by students assessment "‘washes- back' to students in the
form of useful diagnosis of strengths and weaknesses.” (Brown, 2003: 29)

For the feedback to be valuable, it should be given continuously to students
within the process of learning. Brookhart et al (2009:53) emphasize that
whether positive or negative, feedback can be beneficial to studentsif it is given
in a timely manner. However, athough giving feedback is a main point in
alternative assessment, it may be criticized as taking time, particularly by
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teachers under the pressure of a standard curriculum to cover (Black and
Wiliam, 1998: 12).

2.10.6. Assessment Goal

In addition to the previous five principles of assessment, till there is another
aspect that is considered as essential in assessment, which is the purpose of the
assessment. Stiggins (1992: 212) points out three purposes for teachers setting,
administrating, and using assessment, they are "to inform specific decisions, to
instruct, and to control student behaviour”. In more practical terms, Brookhart et
al (2009:58) describe the process of setting agoal of the assessment as making a

promise to oneself.

2.11. Assessment of Speaking

Speaking is one of the most (if not the most) challenging skills to assess and
"[n]o language skill is so difficult to assess with precision as speaking ability"
(Harris, 1969: 81). Despite that difficulty, still there is a need for specia
attention and efforts from educators to reach a consensus on what are the most
effective ways to follow in the assessment of speaking. Some ways are being
investigated in the present study, for the purpose of which a question like ‘what

to assessin a speaking skill' isto be answered in the following sections.

2.11.1. What is Speaking?

Speaking is defined as an "activity requiring the integration of many
subsystems... [that] combine to make speaking a second or foreign language a
formidable task for language learners..." (Baily and Savage, 1994, cited in
Lazarton, 2001: 103). Understanding those 'subsystems is essentia in
Identifying the criteria used in the assessment of the speaking skill.
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2.11.2. Nature of Speaking

According to the definition of speaking mentioned earlier, speaking is a
complex of components that develops along with the learning process.
Accordingly, in designing assessments of the speaking skill, it is important to

identify those components as the criteria of the performance assessment.

The basic components of the speaking skill, as listed by Harris (1969:81- 2),
are;
1. Pronunciation: including segmental (vowel and consonant sounds) and
suprasegmental features (stress and intonation patterns)
Grammar
Vocabulary

Fluency ("the ease and speed of the flow of speech"), and

o~ 0D

Comprehension: Harris states that comprehension is a component of
the speaking skill "for oral communication certainly requires a subject

to respond to speech aswell astoinitiateit."

2.11.3. Speaking Components: the Criteria of Assessment

As presented earlier, defining the type of assessment used for the speaking
skill depends upon the components of speech. Though some of such
components are found within the writing skill, their assessment is quite different
In speaking assessment as speaking differs in more than one aspect from
writing. In this respect, Luoma (2004) details the components of speaking and
how to treat each one in the assessment.

1. " The Sound of Speech":

In this section, Luoma defines pronunciation as "many features of
the speech stream, such as individual sounds, pitch, volume, speed,
pausing, stress and intonation.” (Luoma, 2004:9). However, he raises two
essential questions regarding pronunciation as an assessment criterion of
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speaking. The first question is whether all of the previously mentioned
features can be covered under one rating criterion, and the second is
"should the focus be on accuracy of pronunciation or expressiveness of
the speaker's voice, or both?' (Luoma, 2004:11)

To solve such a difficulty, Luoma proposes that if the speaking
rating scale includes many other criteria beside pronunciation, then the
only option isto fit both "accuracy and effectiveness' under one criterion
like, for instance, "naturalness of pronunciation". Moreover, Luoma
asserts that assessing speaking depends on the context and the purpose
behind the assessment. Thus, according to the purpose, the focus of
assessing pronunciation may be on ‘accuracy', 'comprehensibility’,
'interactional efficiency’ (that tests the ability to create meaning in
discourse), or 'expressiveness (which covers 'genera texture of the talk,

speed and pausing, and variety in pitch, tone and volume). (ibid)

. " Spoken Grammar": taking speech as a social activity, Luoma proposes
"... the grammar that is evaluated in assessing speaking should be
specifically related to the grammar of speech.” (ibid:12). Consequently,
he lists the following points to be considered in a speaking assessment
rating scale:
a) "Written sentences, spoken idea units"
While written form is based on sentences, speech is characterized by
'idea units. These "are short phrases and clauses connected with and,
or, but, or that, or not joined by conjunctions at all but simply spoken
next to each other, with possibly a short pause between them." (ibid).
b) "Grammar in planned and unplanned speech”
A consideration of whether the speech is planned (as in "speeches,
lectures, conference presentations, and expert discussions'’) or
unplanned (as spoken at the moment in areaction to an interlocutor) is
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important in assessment. This supports the fact that in planned speech,
which tends to be relatively formal, sentences are usually complete in
awritten-like format while in unplanned speech, which may be formal
or informal, the possibility of uttering short ideas and incomplete

sentences occurs commonly. (ibid:13)

c) "Theinternal structure of idea units"
Certain structures (like topicalization and tails) help making speech
more natural and interpersonal. If students use such structures, they
could be rewarded for it, however not using them does not put
students to punishment since they are not obligatory (Luoma,
2004:16). While topicalization gives some emphasis on an initial
element in a clause, like "That house in the corner, is that where you
live?", tails emphasize a point made at the beginning of a clause at its
end (ibid). Examples of this are (he's quite a comic, that fellow, and

you know).

To summarize the spoken grammar section, Luoma declares,
"speech is organized into short idea units, which are linked together by
thematic connections and repetition as well as syntactic connectors'
(ibid), like "and, or, but, etc.".

3. "Words, Words, Spoken Words'

Usually speaking rating scales that include vocabulary use as one
criterion of assessment define it in the highest level as it enables the
speaker to express himself adequately and gives an evidence of the
"richness of one's lexicon." (ibid) However, in authentic situations "very
'ssmple’ and ‘ordinary’ words are also very common" (ibid). So, the
guestion is, what is the basis of vocabulary assessment in speech.

In this respect, Luoma (ibid) lists the following points under the
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heading ‘words"

a)

b)

Specific and generic words

In normal speech, speakers use many generic words, like "this
one/that one, the round thing, ..." which help them proceed regardless
of words that may be missed (ibid:17).

Fixed phrases, fillers and hesitation markers
These are certain words, phrases, and strategies that help in creating
time to formulate what the speaker wants to say, like 'ah, you see, kind
of, sort of, and you know', or for other purposes than creating time,
including fixed responses like 'l thought you'd never ask' or 'I'm doing
all right', and some frames which allow various terms to fill one or
two of its dots, like 'What a nice thing to say, What a horrible thing to
say'. Such expressions, if used by the speaker, may be rewarded in the
assessment of his/her speaking performance (ibid:17).
Word use in studies of assessing speaking

In investigating studies that are relevant to the previously
mentioned features of speaking in speaking assessment, it is found by
Luoma that they were few, specifically three in number (they are
Towell et al. (1996), Nikula (1996), and Hasselgren (1998) (Luoma,
2004:18-9)). However, one core principle was shared among the
findings of all the three studies. Those fixed expressions explained
above- which are referred to by Towell et al as "lexical phrases’, by
Hasselgren as "small words', and by Nikula as "pragmatic force
modifiers’- are found to be an indicator in the listener's perspective
about a fluent speaker. In other words, fixed expressions are to be
considered as one criterion of fluency. In the third study, when Nikula
studied the speech of the nonnative speakers of her language in their
mother tongue, she found that such a phenomenon was not personal or
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out of communication style, but it was totally related to language
ability. The participants of her study couldn't use such expressions
because they lack the linguistic ability in the target language.

d) Slipsand errors

Slips and errors, such as "mispronounced words, mixed sounds, and
wrong words', are normally included in the speech of native speakers.
However, while native speakers are pardoned for their slips and errors
because they "know", those of second and foreign learners become
significant, and may be accused of "lack of knowledge'. In this
concern, Luoma states that raters should receive a special training to
develop "a possible tendency to count each "error” that they hear."
(Luoma, 2004:19)

Comprehension

Though not listed in Luoma's components of the speaking skill,
still there is another component that is essentia in speaking
assessment (as stated earlier by Harris, 1969: 82), that is
comprehension. In many contexts, speaking cannot stand alone
without listening being involved. Thus, unless giving a speech or an
oral presentation, the speakers performance is highly affected by what
they listen to which lead them —in a way- to interact with their
interlocutors. For this reason, Brown (2003: 140) denotes that "[f]rom
a pragmatic view of language performance, listening and speaking are
amost always interrelated”, and it is very difficult to isolate speaking
tasks from aural comprehension. Therefore, it is important to include
comprehension as one criterion in speaking interaction when the

objective of teaching isto make students communicate interactively.
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2.11.4. Teaching Speaking

Since the teaching processis interrel ated with the assessment process, then it
Is important to tackle some main points regarding teaching speaking. The
following points are devoted to such purpose.

2.11.4.1. Principles of Teaching Speaking
In order to decide what (and how) to teach in speaking classes, Lazarton

(2001: 104) lists four main questions for ateacher to consider. They are:

1. Who arethe students? (i.e. the level of the students being taught)
2. Why are they there? (i.e. the purpose behind the course)

3. What do they expect to learn? (i.e. thefina goa of learning)

4. What am | expected to teach? (i.e. teaching activities and tasks)

The level of students and the goal of the course are essential factors in
specifying what kind of methodology, techniques, activities and tasks (let alone
assessment) to apply and use in the classroom. For non-academic adults,
teachers concentrate on "survival English and basic communication functions'
(ibid), while with the academic ones (just as the population targeted in the
present study), "practice in activities such as leading and taking part in
discussions and giving oral reports" should be the focus (ibid). Accordingly, the
techniques and activities adopted in the empirical part of this study focus on

group discussions and training to give conclusions of discussions orally.

2.11.4.2. Teaching Speaking in the Communicative Approach

Among the various approaches and methods applied in language teaching,
the communicative approach seems to be the dominating one. Nevertheless,
applying it inside the classrooms may vary from one teacher to another
(Richards, 2006: 2). According to the communicative approach, the basic target
of the teacher is to enable the students to acquire communicative competence.
The communicative competence, in turn, encompasses four subcompetencies,

they are:
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1. Grammatical competence: covers the language forms and structure

(including grammar, vocabulary, and phonology).

2. Sociolinguistic competence: rules that go beyond the linguistic forms
to focus on social meanings of expressions.

3. Discourse competence: rules that deal with the "interconnectedness’
of the text including its coherence (the organization and structure of a
text) and the cohesion (how sentences are connected together to form

larger texts).

4. Strategic competence: rules and strategies that help communication to
proceed. (Lazarton, 2001: 104; Savignon, 2001: 17:18)

In more practical words, Richards (2006: 3) lists the following four aspects
of language knowledge as being included within communicative competence:
= Knowing how to use language for a range of different
purposes and functions

= Knowing how to vary our use of language according to the
setting and participants (e.g., knowing when to use formal
and informal speech and when to use language
appropriately for written as opposed to spoken
communication)

= Knowing how to produce and understand different types of
texts (e.g., narrative, reports, interviews, conver sation)

» Knowing how to maintain communication despite having
limitation in on€'s language knowledge (e.g., through using
different kinds of communicative strategies)

Accordingly, to help improving students performance in ora
communication classes, teachers of speaking courses are required to help
students practice those components which they learn from other courses (such
as grammar, pronunciation, comprehension, etc.) and to teach them
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communication and conversational strategies. In conclusion, conversation
classes may be looked at as practice courses more than being learning ones. In
this case, teachers of conversation are highly encouraged to let students take
part in daily discussions, that is to say, to let them speak. However, there are
severd difficulties that may challenge the teacher, especially when teaching
speaking to EFL learners in a non-English environment. In such cases, al the
students share the same mother tongue and lack practicing English except inside
the classroom. Nunan (1993, cited in Lazarton, 2001: 110) clarifies that the
challenges that may face an EFL teacher in such homogenous EFL classes are:

Lack of motivation

Getting students to speak without being called on by name
The use of the first language

Very often large classes

Curriculum concentrating on non-speaking activities

Non native teachers

o0k owbdE

Lazarton (2001: 110) emphasizes that in order to face such difficulties in
speaking classes, the "EFL teachers need to be particularly adept at organizing

class activities that are authentic, motivating, and varied".

2.11.4.3. Types of Speaking
The type of speaking chosen in a speaking course is determined according to

the goal of the course and the level of the students. Following that, the activities
used in the classroom will vary due to the same conditions. In this concern,
Brown (2003: 141-142) sums up five main types of speaking, they are:
1. Imitative: repetition of words, phrases, or simple sentences with
concentration only on pronunciation regardless to comprehensibility or

conversational interaction.
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. Intensive: production of short structures reflecting a limited linguistic
competence. Intensive speaking tasks may include sentence or dialogue

completion, limited picture-cued task in simple sequences, etc.

. Responsive: limited interactions including "... very short conversations,
standard greetings and small talks, simple requests and comments, and
thelike."

. Interactive: interactive speaking differs from responsive speaking in
length and complexity of interaction. Moreover, interaction can be of two
formats. transaction language, which has the purpose of exchanging
specific information (like, A: What timeisit now? B: It is 10.30 am) and
inter per sonal exchanges, which aims at maintaining social relationships.

(Like, A: How are you doing? B: | amfine, and you?)

. Extensive (monologue): Includes"... speeches, oral presentations, and
story-telling" in which there is no interaction from the side of the listener

or avery limited one. Such tasks are usually preplanned and formal.

2.11.4.4. Elements of Speaking

For learners to be fluent and effective speakers, Brown (2004: 269-71)

proposes that they should have both knowledge of language features and the

ability to process information and language 'on the spot'. In this regard, he lists

two main categories to explain what is meant by language features and language

processing. All those features can contribute in identifying the criteria of

speaking performance.

1. Language features: This covers four main headings which are:

a) Connected speech: fluent speakers should be able to produce
connected speech forms, like 'assimilation’, 'elision’, 'linking r', and

'stress patterns. Such forms should be included in speaking activities
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to help students acquiring and mastering them.
b) Expressive devices. use of pitch and stress, varying volume and speed,

and nonverbal (paralinguistic) expressions.

Cc) Lexis and grammar: common lexical phrases are important in
spontaneous speech. So, teachers should supply their students with a
variety of such phrases of different functions, like ‘agreeing and

disagreeing’, 'expressing’, 'surprise’, 'shock’, or ‘approval’.

d) Negotiation language: ‘Negotiation' expressions that are used to seek
clarification are significant for students to learn. So, teachers should
provide students with such expressions that help them interact in the

learning environment, like:

= (I'msorry) | didn't quite catch that.

* (I'msorry) | don't understand.

= \What exactly does X mean?

= Could you explain that again, please? (Brown, 2004:270)

Brown adds that students should be taught expressions that help them
organize the content structure of their speech in a more ‘written-like' format,
such asin giving ora presentation. Certain phrases may include:

» Theimportant thing to grasp isthat ...

= To beginwith/ And finally ...

= What | amtrying to say isthat ...

= What| meanis...

» Thepoint | amtrying to makeisthat ...

= .. o0r, toputitanother way ..., (Brown, 2004: 270)

2. Mental/Social Processing: This category includes the following:
(Brown, 2004: 270)
a) Language Processing: the ability to retrieve words and phrases from

the memory and organize them appropriately.
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b) Interacting with Others. interaction involves listening,
comprehending others, and taking turns.

c) (On-the-spot) Information Processing: the ability of a speaker to
process the information being told in the moment it is told. Brown
(ibid) states that such a response is culture-specific and is not prized

in many language communities.
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CHAPTER THREE: RUBRIC AND PEER ASSESSMENT

3.1. Introduction

In order to give a comprehensive view concerning the new assessment
practices applied in the study, this chapter is devoted to introducing rubrics and
peer assessment in detail. It covers the meanings of the two practices with

associated principles and the advantages and disadvantages of each.

3.2. Definition of Rubric

As the practices of alternative assessment have developed widely in the
1990s, the word rubric started to gain its popularity among the educational
mediums. However, looking for the term 'rubric' in dictionaries does not reveal
the intended meaning of the word.

Stevens and Levi (2005: 3) cite the definitions of the term 'rubric' from two
SOUrces:

a \Ru'bric\, n. ... that part of any work in the early manuscripts and
typography which was coloured red, to distinguish it from other portions...
(Webster's Unabridged Dictionary, 1913).

b. Rubric: nl: authoritative rule 2. an explanation or definition of an obscure
word in atext [syn: gloss] 3: a heading that is printed in red or in a special
type ... (WordNet, 1997)

Today's rubric has gained several related definitions in the field of
assessment and evaluation which have nothing to do with the colour ‘red'.
Popham (1997: 2) defines the term rubric as "a scoring guide used to evaluate
the quality of students' constructed responses’. Brualdi (1998: 2) mentions that
"a rubric is a rating scale by which teachers can determine at what level of
proficiency a student is able to perform atask or display knowledge of concept.”
Andrade (2001: 1) states that "[a]t their very best, rubrics are also teaching tools
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that support students [SIC] learning and the development of sophisticated
thinking skills" In addition, Reddy (2007: 4) declares that "rubrics are
assessment tools, which facilitate the process of evaluation and reporting of
students' achievement by educators'.

Being one of the advocates of rubric use, Andrade (2001 and 2005)
differentiates between scoring rubrics and instructional rubrics. While scoring
rubrics are those used by teachers merely to assign grades to students
performance, instructional rubrics are those shared with students for self-
and/or- peer assessment, giving and receiving feedback, and finally assigning
grades (Andrade, 2005: 29). Since they bridge the gap between teaching and
assessment, instructional rubrics are highly encouraged for better educational
results, and they are defined as a document of one or two pages "that describes
varying levels of quality, from excellent to poor, for specific assignment”
(Andrade, 2000:1). This last definition is adopted in the present study to get the

most of rubrics advantages.

3.3. Composition of a Rubric

Teaching through the use of rubrics needs an experience and knowledge on
how to create them and use them appropriately. What makes a "good" rubric is
the ability of a teacher to construct the suitable rubric that meets his and his
students' needs at the first place, and to know how to use it appropriately. Thus,
these two basic conditions (good construction and using method) affect and
decide the value of any rubric. In this regard, Andrade (2005:27) outlines her
perspective by saying: "l have found that whether they [rubrics] are good, bad,
or even ugly depends on how they are created and how they are used.”

The composition of any rubric includes two basic features. evaluative
criteria and quality definition (Popham, 1997:72; Andrade, 2000:1). Along
with those, Popham (1997. 72) adds a third feature- scoring strategy- that
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defines the type of the rubric whether holistic or analytic (to be tackled in alater
section).

a. Evaluative Criteria: a list of criteria, or "what counts’ (Andrade,
2000:1) in a task. Teachers and researchers find it aways useful to
engage students in defining those criteria and creating the rubrics
(Brualdi, 1998: 2; Scott: 2006: 41).

The following points are suggested by the Rubric Design Guide 'RDG'
(CITL, 2007:2) to be followed when identifying the grading criteria to include
inarubric:

1. Determine the learning outcomes for the assignment by
asking the following questions:
- What is the intended learning that isto occur?
How can such learning be measured?
Are there any given conditions that should be
considered for each outcome?

2. Create a separate item in the grading rubric for each
learning outcome.

3. Determine the importance for each of the grading criteria.

4. Communicate such criteria to the students prior to the
completion of the task so that they know what is expected of
them.

b. Quality Definition (or " Grading Quality" ): it describes the qualitative
levels of students performance that are to be judged (Popham, 1997: 72).
They are also called "descriptors* because they describe what should be
achieved at each level of importance of the criteria (CITL, 2007:3).

Table (3.1) illustrates the dimensions of a basic rubric format.
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Title of therubric

Description of the task being assessed

List of Criterion Criterion Criterion Criterion
criteria Level 1 Level 2 Level 3 Level 4
Criterion 1 | Level description | Level description | Level description Leve description
Criterion 2 | Level description | Level description | Level description Level description
Criterion 3 | Level description | Level description | Level description Level description

It must be mentioned that Table (3.1) given above is only an illustration
to the basic format and not a static design of a rubric. Accordingly, each of the
levels and criteria dimensions can vary according to the teachers' perspective of
the students' quality of performance in their classes. The levels should simulate
true performances of the students being assessed, and the quality definition
should be clear enough to be understood. However, the levels are not preferred
to exceed five columns. As far as the criteria are concerned, they can vary in
number according to the skill and task being assessed. In simple words, teachers
can tell their students their expectations and what they want them to focus upon

through the criteria dimension.

The hard part in composing a rubric is setting the quality definitions, in
that they should be clear enough to be understood by al raters (including
students when used in self- or peer assessment). To define the quality
definitions, RDG (ibid) suggests the following:

1. Assign the descriptorsto each level:
Describe the best work.
Describe the worst work.
Describe the level s in-between.

2. Determine the scoring scale (qualitative, quantitative, or both):
Qualitative: a scale of weak, satisfactory, strong.
Quantitative: a scale of 1-5.
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Both: a scale of 1-4 or beginning, developing,
accomplished, and exemplary.

3.4. Typesof Rubric
Scoring rubrics are of two types, holistic and analytic.

1. Holistic rubrics: In holistic rubrics, the criteria being evaluated are
considered totally in combination and an overall judgement is made on a
single descriptive scale (Popham, 1997: 72; Moskal, 2000: 4; Scott, 2006:
41). Table (3.2) shows an example of a holistic rubric (adopted from
Stevens and Levi, 2005: 122).



Table (3.2) An Example of (Two Pages) Holistic Rubric

Inquiry and Critical Thinking Rubric

Students will learn various modes of inquiry through interdisciplinary curricula—
problem posing, investigating, conceptualizing—in order to become active,
self-motivated, and empowered learners.

6 (Highest)—Consistently does all or almost all of the following:

e Accurately interprets evidence, statements, graphics, questions, etc.

e Identifies the salient arguments (reasons and claims) pro and con.

* Thoughtfully analyzes and evaluates major alternative points of view.
e Generates alternative explanations of phenomena or event.

e Justifies key results and procedures, explains assumptions and reasons.
* Fair-mindedly follows where evidence and reasons lead.

e Makes ethical judgments.

5—Does most of the following:

e Accurately interprets evidence, statements, graphics, questions, etc.

e Thinks through issues by identifying relevant arguments (reasons and claims) pro
and con.

e Offers analysis and evaluation of obvious alternative points of view.

e Generates alternative explanations of phenomena or event.

* Justifies (by using) some results or procedures, explains reasons.

e Fair-mindedly follows where evidence and reasons leads.

4—Does most of the following:

e Describes events, people, and places with some supporting details from the source.

* Make connections to sources, either personal or analytic.

* Demonstrates a basic ability to analyze, interpret, and formulate inferences.

e States or briefly includes more than one perspective in discussing literature,
experiences, and points of view of others.

e Takes some risks by occassionally questioning sources or by stating
interpretations and predictions.

* Demonstrates little evidence of rethinking or refinement of one’s own perspective.
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Continued

3—Dwoes most or many of the following:

* Responds by retelling or graphically showing events or facts.
* Makes personal connections or identifies connections within or between sources

in a limited way. Is beginning to use appropriate evidence to back ideas.
Discusses literature, experiences, and points of view of others in terms of own
experience.

* Responds to sources at factual or literal level.
* [ncludes lictle or no evidence of refinement of initial response or shift in dualistic

thinking.
Demonstrates difficulty with organization and thinking is uneven.

2—Dwoes most or many of the following:

Misinterprets evidence, statements, graphics, questions, etc,

Fails to identify strong, relevant counter arguments.

Draws unwarranted or fallacious conclusions.

Justifies few results or procedures, seldom explains reasons,

Regardless of the evidence or reasons, maintains or defends views based on self-
INCEFESt OF Preconceprions,

1 {lowest}—Consistently docs all or almost all of the following:

Offers biased interpretations of evidence, statements, graphics, questions,
information, or the points of view of others.

= Fails to identify or hastly dismisses strong, relevant counterarguments.
= lgnores or superficially evaluares obvious alternative points of view. Argues

using fallacious or irrelevant reasons and unwarranted claims.

* Does nor justify results or procedures, nor explains reasons,
s Exhibits close-mindedness or hosality to reason.

X—No basis for scoring (Use only for missing or malfuncnioning portfolios,)

(Stevens and Levi, 2005: 122).
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2. Analytic Rubrics: analytic rubrics focus on "more specific aspects of

performance” (Scott, 2006: 41) and require the scorer to render criterion-

by-criterion scores..." (Popham, 1997: 72). Table (3.3.) is an example of

an analytic rubric for class participation (adopted from Anderson, 2003:
101).
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3.5. Advantages and Disadvantages of Rubrics

Rubrics are not pure rating scales. Since they can merge teaching with

assessment, teachers are encouraged not to limit their effectiveness by taking

them simply as mere scoring guides. However, rubrics still have their pros and

cons; those are tackled in the present section.

Andrade (2005) discusses al the aspects of rubrics, "the good", "the bad"
and "the ugly" ones. For their significance to the present study, here is a
summary. (Andrade, 2005: 27-30)

A. The Good: instructional rubrics are good for teacher s because they:

1.
2.

Observe and make clear the teaching goals.
Help in designing the teaching methods that meet the teaching
goals.

3. Communicate the goals to students.

6.

Supervise students feedback (weaknesses and strengths) and
progressin little time.

Grade students' final performance according to whether they have
met the goals or not.

Keep teachers "fair and unbiased" in their grading.

In addition, instructional rubrics are good for students because they:

1.

Tell them their teachers goals, and so they can focus their efforts
on meeting those goals. Applying that, Andrade states, "l never
hear a student complain that she 'didn't know what | want™.

If used in self-and-peer assessment (that not to be counted in final
grades), they can help students to get varieties of feedback that
work as resources of "insight and help instead of ... reward and
punishment" (Shepard, 2000:10, cited in Andrade, 2005: 29).
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B. The Bad: Rubrics might be bad, because:

1. "They are not self-explanatory", so till teachers need to explain to
students how to use them.

2. They are not "replacement for good instruction”

3. At their first experience with peer and self-assessment, "students
are not always good", and their judgement might be "cruel or
disorienting” of their peers or "misleading or delusiona” in their
self-assessment. At this point, students need training on both

assessments.

C. The Ugly: In their worst descriptions, rubrics might be ugly because

they are still issued to aspects of validity, reliability, and fairness.

1. Validity: avalid rubric is that which goes along with "reasonable
and respectable standards and with the curriculum being taught".

2. Reliability: arubric is reliable when it is used by different raters
reaching similar judgements.

3. Fairness: issues of "gender, race, ethnicity, or socioeconomic
status' might affect the use of rubrics.

For the sake of improving a rubric, Andrade advises teachers to compare
it with "published standards", consult another teacher, or ask a colleague to co-
assess the performance of the same students. Added to that, consulting the
students is yet another good way as well. This may happen by having a time to
work with students prior to applying the rubric. Here, Andrade agrees with what
Is stated by Payne (2003, cited in Andrade, 2005: 30): "sitting and listening to
students [SIC] critique assessments can be the best source of information about

how good evaluations really are."
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Moreover, Scott (2006, 41-42) sums up the advantages and disadvantages
of rubrics to students and teachersin two lists of points. Here is a summary:
a) The advantages of rubrics
Assessments become more "objective and consistent”.

Raters focus on grading "the important outcomes'.

The expected outcomes are clarified with their different
values.

Students know their strengths and weaknesses with
directions to improving the weaknesses.

Clearing the demanded performance to teachers that enable
them to clearly explain its criteriato students.

Making students aware of the criteria assessed in their
performance, whether by teachers, their mates, or by
themselves.

Emphasis on formative assessment that leads to summative
assessment.

They provide a scale for measuring and reporting progress
They lower students anxiety of the expected outcome

Ensure an objective judgement of students' performance

They promote students' performance

b) The disadvantages of rubrics:
Rubrics construction and use can be time consuming
There is a difficulty in setting clear criteria descriptors for

the different levels of each criterion
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3.6. Peer Assessment

Peer assessment is considered as a principal practice in formative
assessment (White, 2009: 3). As defined by Topping, peer assessment is "an
arrangement of peers to consider the amount, level, value, worth, quality of
successfulness of the products or outcomes of learning of others of similar
status." (Topping, 1998: 250; Topping, 2012: 3) By "similar status', Topping
means students "usualy in the same course and often in the same year"
(Topping, 1998: 250). For formative assessment to be more productive in
raising students confidence and motivation, students involvement in
assessment is highly encouraged.

For the purpose of filling the gap in literature of peer assessment in higher
education, Topping (1998) conducted a review surveying peer assessment
between students in college and university in the period 1980- 1996. Topping
(ibid: 249) highlights several objectives out of hisreview, they are:

to determine the extent, nature and quality of the literature to date;

to develop atypology of peer assessment;

to explore the theoretical underpinnings of peer assessment and elucidate the

mechanisms through which it might have its effects; and

to outline directions for future research and practice.

In order to cover the preceding objectives, Topping included 109 papers
focusing upon peer assessment among students in higher education. Out of the
literature he reviewed, Topping highlights some main parameters of variation in
the typology of peer assessment (ibid: 251). The following table illustrates
them.



Table (3.4) A Typology of Peer Assessment in Higher Education

No. | Variable Range of Variation
1 Curriculum All
Area/Subject
2. Objectives Of staff and/or students? Time saving or
cognitive/affective gains?
3. Focus Quantitative/summative or
Qualitative/formative or both?
4. Tests /marks/grades or writing or oral
Product/Output presentations or other skilled behaviours?
> ielanon to Staf Substitutional or supplementary?
ssessment
6. Official Weight Contributing to assessee [SIC] final official
grade or not?
7. Directionality One-way, reciprocal, mutual ?
8. Privacy Anonymous/confidential/public?
0. Contact Distance or face to face?
10. | Year Same or cross year of study?
11. | Ability Same or cross ability?
12. | Congellation Individuals or pairs or groups?
ASSEssors '
13. 20nste| | atl on Individuals or pairs or groups?
14. | Place In/out of class?
15. | Time Class time/free time/informally?
16. | Requirement Compulsory or voluntary for assessors/ees?
17. Reward Course credit or other incentives or

reinforcement for participation?

Topping (1998: 252)
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In conclusion to the review, severa findings concerning the application

of peer assessment were mentioned by Topping. Here is a summary:

1.
2.

Thereis positive impact of peers feedback on improving students' grades.

Reliability and validity of peer assessment are achieved in various subject

areas.

3. Peer assessment does not gain acceptability among al students.

Although peer assessment requires efforts from students, it is effective in

reducing anxiety.

In addition to raising the learning performance of students, peer

assessment raises their confidence.
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6. Studies on peer assessment of writing skill proved it to be similar to (in
some studies better than) teachers' assessments.
7. Studies on peer assessment of group and project work gained positive

results.

Finally, researchers encourage involving students in such experiences and
argue that teachers should help their students to "see, understand, contribute to,
and appreciate their own journey of achievement success ... rather than [to be]
victimized by, the assessment process.” (Stiggins and Chappuis, 2005: 13) The
latter view about the victimized students may be reflected in traditional testing
that occurs at the end of the learning process. Such an idea is highlighted by
Caban (2003: 5) in stating that "[r]ather than view themselves as unwilling
victims of the test, learners should see themselves as active participants who

have responsibility for their own learning outcomes."

3.7. Implementation of Peer Assessment

For a successful implementation of peer assessment, different settings and
gualities have been cited by Topping (1998: 265- 267) out of the extensive
literature he reviewed. They are summarized below:

1. Expectations, objectives and acceptability need to be clarified to studentsin
advance.

2. Since little literature gave interests to students peering, students may be
matched with peer assessors whom they find suitable, with their friends, or
randomly.

3. Assessment criteria must be clarified to students with examples, and
students are highly encouraged to participate in identifying them.

4. Practical training for students is needed.

5. Expected outcomes should be clarified with examples in advance.
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6. Peer assessment, especialy of inexperienced students, should be under the
observation of teachers.

7. Reliability and validity of peer assessment should be checked by teachers,
fromtime to time, even if on a"random or atargeted sample".

8. Students improvement can be compared with their levels prior to the

application of peer assessment or with a control group.

3. 8. Advantages and Disadvantages of Peer Assessment

The implementation of peer assessment in classsoom has severa
advantages as far as both students and the learning process are concerned. For
students, in addition to their educational outcomes, peer assessment proved to
have behavioural gainsaswell. In that sense, Topping (2012: 3) emphasizes that
peer assessment has immediate advantages "in terms of learning and
achievement”, long term advantages "in terms of transferable skills in
communication and collaboration, which will be in demand in later life", and
some additional advantages "in terms of the self-regulation of one's own
learning." In support to their advantages in enhancing students' achievements,
Stiggins and Chappuis (2005: 11) propose that evidences collected in this
concern over decades worldwide proved that when teachers engage their
students in peer assessment practices, great outcomes in the students
attainments are gained. However, as far as classroom is concerned, peer
assessment is highly supported in building interaction inside classroom.
Wheater et al (2005: 13) suggest that peer assessment implemented in
classrooms make more interactive classes and help in making a better
understanding of materials.

In spite of the advantages of peer assessment and the evidence that it can
be effective in learning, several disadvantages are inevitable in the process.

Among them, Wheater et al (2005: 13) cite problems like teachers managing
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inexperienced assessors and use of valuable class time and other issues of
validity and reliability.

Table (3.5) illustrates potentia advantages and disadvantages of peer
assessment (adopted from White, 2009: 5).

Table (3.5) Potential Advantages and Disadvantages of Peer
Assessment

Advantages

1. Helps students to become more autonomous, responsible and involved.

2. Encourages students to critically analyze work done by others, rather than
simply seeing a mark.

3. Helps clarify assessment criteria.

4. Gives students a wider range of feedback.

5. More closely parallels possible career situations where judgment is made by
agroup.

6. Reduces the marking load on the lecturer.

7. Several groups can be run at once as not al groups require the lecturer’s
presence.

Disadvantages

1. Students may lack the ability to evaluate each other.

2. Students may not take it serioudly, alowing friendships, entertainment value,
et cetera, to influence their marking.

3. Students may not like peer marking because of the possbility of being
discriminated against, being misunderstood, et cetera.

4. Without lecturer intervention, students may misinform each other (Peer
Assessment, 2007, University of Technology Sydney).

(White, 2009: 5)

Apart from its disadvantages, peer assessment still worths its application in
classroom since it prove enhancing learners achievements, which is a typical
goal of any learning process. Black et al. (2003, 62, cited in White, 2009: 3)
point out that the goal behind peer assessment is not only to give scores to the
peers, rather it is to enlighten students of the learning needs and the suitable
ways of improving them. However, to avoid some problems associated with
peer assessment, as mentioned above, Wheater et al (2005:15) recommend

schemes that "require openness in dialogue, good planning, and close
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monitoring in the early stages." Besides, they encourage the use of peer
assessment as they have noticed students interests in it for it helped the latter
enjoy the classes and understand the assessment more actively. Still, thisisnot a
call to let peer assessment dominate the courses, but it can be used in "al levels

In an integrative assessment strategy for degree courses' (Wheater, 2005: 15)

3.9. Literature Review

A considerable amount of literature has been published on rubrics use and
self-and/or- peer assessment. In this concern, the researcher made an online
search through some main educational libraries and databases including IV SL
'Iragi Virtual Scientific Library', which opens the gate to severa significant
databases covering humanities studies like, Science Direct, JSTOR, Project
MUSE, Springer, and Citeseer, and the world largest digital library ERIC
'Education Resources Information Center'. The search revealed enormous works
on rubrics and self and/or peer assessment distributed in different disciplines
including teachers education, computer science and technology, medical
sciences, nursing, arts, assessments and evauation, psychology, business,
engineering, and others. Furthermore, it was found that the use of rubrics and
self and/or peer assessment is used in amost all levels of education, starting
from kindergarten to higher education.

While al the studies focused on the use of rubrics, the purpose behind
them varied. Some studies investigated the effects of rubrics and peer
assessment on students' learning and the improvement of their performance,
others focused on students and/or teachers' perception of the use of rubrics and
self and/or peer assessment, and some others examined the issues of validity
and reliability in rubrics use and self and/or peer assessments. Y et, only works
of interest to the present study are discussed in this section (focusing only on
rubric use and peer assessment with no mention to self-assessment, regardless to
the various literature investigating it).
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To begin with, Reddy and Andrade's review (2010) can be introduced
since it covers a number of the resources appeared in the above-mentioned
online search. In 2009, Reddy and Andrade conducted a review of rubric's use
in higher education including 20 empirical studies and doctora theses. The
published studies showed that rubrics have a wide use in different disciplinesin
higher education including "the liberal arts, information literacy, medicine,
nursing, management, dentistry, food technology, teacher education, and film
technology” (Reddy and Andrade, 2010: 437). The purpose behind the review
was to explore:

1. thekind of research made on rubricsin higher education,

2. whether rubrics can promote learning rather than merely assessiit, and

3. how much importance is given to rubrics in terms of validity,

reliability, and fairness.

The first type of studies reviewed is associated with the use of rubrics
with curriculum. Four studies (Powell 2001; Dunbar, Brooks and Kubicka-
Miller 2006; Knight 2006; Song 2006; cited in Reddy and Andrade, 2010: 444)
concentrated on the use of rubrics in the improvement of course delivery and
design and did support the use of rubrics for such purposes. Despite the fact
highlighted by Reddy and Andrade that little attention was given to the use of
rubrics in program assessment, a study by Petcov and Petcova (2006, cited in
Reddy and Andrade, 2010: 444) proposed that they are effective tools in this
field. The second type of studies focused on students and teachers' perception of
the use of rubrics. Four studies (Powell 2001; Reitmeier, Svendsen and Vrchota
2004; Andrade and Du 2005; Schneider 2006, cited in Reddy and Andrade,
2010: 444) have generally showed positive attitudes of students and teachers,
while other two studies showed a resistance of teachers to using them (Bolton
2006; Parkes 2006, cited in Reddy and Andrade, 2010: 444). Nevertheless,
Reddy and Andrade state that the resistance of those teachers is attributed to
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that the "'overwhelming majority' of instructors have little or no preparation as
teachers, and minima access to new trends in assessment”, an overview
suggested by Hafner and Hafner (2003: 1510, cited in Reddy and Andrade,
2010: 444). Moreover, the latter accuse teachers of using rubrics as mere
"scoring guides" and encourage using them as teaching guides to be shared with
students in self and peer assessment to give the best results in improving their

products, with this point Reddy and Andrade show their full agreement.

In answering the second question on whether rubrics can be effective
formative assessments used for promoting students attainment, Reddy and
Andrade declare that the results were "inconclusive" due to little quality
research conducted in this concern. Hence, while two studies (Petkov and
Petkova, 2006; and Reitmeier, Svendsen, and Vrch, 2004, cited in Reddy and
Andrade, 2010: 445) found out that the use of rubrics has reflected academic
Importance in students' achievement, one study (Green and Bowser, 2006, cited
in Reddy and Andrade, 2010: 445) showed no difference between students
performance before and after the use of rubrics. Yet, Reddy and Andrade
suggest that teachers should not only hand rubrics to students to get good
results. Instead, they should teach them how to use them actively in self and

peer assessment and in revising their works.

The third issue in the review investigated the amount of research done on
the quality of rubrics in higher education. Three studies (Simon and Forgette-
Giroux 2001; Hafner and Hafner 2003; Dunbar, Brooks, and Kubicka-Miller
2006, cited in Reddy and Andrade, 2010: 445) concentrating on interrater
reliability reflected that rubrics can help in reaching the same explanation to
students' performance. However, one important point is raised that raters should
be trained to get an acceptable level of reliability reaching 70% (or higher) of
agreement. Similarly, three other studies (Moni, Beswick, and Moni 2005;
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Green and Browser 2006; Lapsley and Moody 2007, cited in Reddy and
Andrade, 2010: 445) tackled the issue of validity and proved that the clear and
appropriate language of a rubric is important to ensure validity. Moreover,
Reddy and Andrade found that other issues of validity- content validity and
criterion validity- have not been studied at all.

Concerning the studies investigating the use of rubric and peer
assessment, the following literature lists only studies related to the scope of the
present study, i.e. the use of rubrics and peer assessment in speaking/oral
assessment, students and teachers' perception of rubrics use, and finally studies
discussing issues of interrater reliability.

In 2007, Naksuhara carried out a study on the use of rubrics in assessing
speaking proficiency in Japan. Prior to the study, he reviewed the available
rating scales and rubrics, examined the marking categories and descriptors, and
drafted a new scale 'an analytic rubric' including five criteria (pronunciation and
intonation, grammar, vocabulary, fluency, and interaction communication). The
researcher applied the rubric in a pilot study on upper-secondary students (N=
42) and two raters. Naksuhara tested the students (and video- recorded them)
while participating in group discussion tasks (including information gap,
ranking, and free discussion). Each test extended for 15-20 minutes, and tapes
were gathered for a later rating with the rubric sheets. One upper secondary
teacher, along with the researcher, assessed the students performance after
having an hour of discussion for explaining the rubric's criteria.

Multifaceted Rasch analysis was performed to examine the examinees
performance, rating and rating categories, and al levels of the rubric criteria
After that, Naksuhara found out that the rubric was a good indicator for the
students' speaking performance; it achieved reliability between the two raters,
and its descriptors were clear. Nevertheless, Naksuhara suggests using the
rubric with a greater number of ratersto get a more effective test of reliability.
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Following Naksuhara (2007), Raza (2011) carried out a study on the use
of rubrics in assessing speaking proficiency in Pakistan. Starting his research,
he surveyed the available rating scales in Pakistan and worldwide and drafted a
new scale 'a rubric' to apply it to university students (N= 44) and eight raters.
Raza set to the students two tasks, the first was to be interviewed by their
teachers for 15 minutes and the second was to let them have pair discussions
each for 20 minutes. All the interactions were audio-recorded and handed to
eight raters (each group of tasks were given to four raters) accompanied by the
anaytic rubric designed by Raza that included five criteria (interaction
communication, fluency, grammar, pronunciation, and vocabulary). Receiving
the ratings, Raza applied the FACET analysis to examine the examinees
speaking performance, rating severity, and item difficulty. His findings revealed
that the rubric was a suitable measure of students' English abilities;, however, he

callsfor raters training to get more reliability in assessment.

As for students and teachers attitudes towards rubrics and peer
assessment are concerned, two studies are to be reviewed. The first study was
conducted by White (2009) in order to examine the students' perception of peer
assessment and its impact on their learning, White conducted a study applying
peer assessment in a public speaking course (14 weeks) with third year EFL
female students (N= 55) in Tokyo university. The peer assessment sheet was
based on a previous study including numeric values for the five levels of each
criterion with no descriptors (i.e. 5, 4, 3, 2, and 1; from the best level to the
least). The criteria being examined were voice control, body language, contents
of presentation, effectiveness, and visuals).

Students had to present a topic, taken from the news, in front of their
peers in a minimum presentation that lasts for 2-3 minutes, using computer

slideshows. At the end of each presentation, peers start to assess the
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performance and give feedback to the presenters. This feedback, White
proposes, enabled students to figure out the best criteria of public speaking. At
the end of the course, White engaged the students in a survey to find out their
opinions in practicing the peer assessment. The results of the survey revealed
positive views of the students as a whole and that peer assessment indeed led to
the promotion of their learning.

The second study was conducted by Kutlu et al (2010) in Turkey. The
researchers made a survey study with 292 primary school teachers to examine
the latters positive and negative attitudes towards the use of rubrics. An attitude
scale for scoring rubric use (based on a previous study by Kutlu et al 2009, cited
in Kutlu et al 2010: 1567) was presented to the participant teachers. It included
terms related to levels of teachers’ knowledge about rubrics, sources from which
they obtain rubrics, their frequency of using rubrics, their ways of preparing
rubrics, the purposes behind using them in a course, and how they use rubricsin
course activities.

In collecting the survey results, Kutlu et al divided the teachers into two
types, teachers with positive attitudes and teachers with negative attitudes.
Analysing the results, they found out that the teachers with positive attitudes
formed 54% of the subjects while negative attitudes teachers formed 46%. The
rubric and the comments that the teachers added to the survey helped in
interpreting the results. Firstly, teachers of both attitudes had knowledge about
rubrics though teachers with positive attitudes were more knowledgeabl e about
them. Secondly, both teachers used rubrics in classroom activities. Thirdly,
teachers with positive attitudes tend to design their own rubrics rather than
depending on available ones as teachers with negative attitudes mostly do. The
last finding, which goes along with Reddy and Andrade's (2010) concerned the
purpose of rubrics and the way they are used. Kutlu et a reveaded that while

teachers with positive attitudes made use of rubrics for giving feedback for
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students' performance and monitoring their learning and progress, teachers with
negative attitudes used rubrics primarily as grading tools (Kutlu et al., 2010:
1572).

One of the significant issues that challenge rubrics design and use is
reliability and more specificaly interrater reliability. In this regard, severa
studies have been undertaken primarily with the purpose of testing the interrater
reliability of rubrics use.

A comprehensible review exploring the validity and reliability of rubrics
and their impact on the improvement of students' learning and teaching was
done by Jonsson and Svingby in 2007. The review covered 75 studies in various
disciplines and distributed in al the levels of education, from kindergarten to
higher education. The majority of the studies found to be performed in the last
decade, while only seven of them were undertaken before 1997. "The
distribution indicates that the rubric is a quite recent research issue" (Jonsson
and Svingby, 2007: 132).

Among the studies reviewed, only a few number gave interest to the issue
of intra-rater reliability (N= 7). In spite of that, they showed a "high interna
consistency"” in assessing the students' performance. On the contrary, interrater
reliability studies were more than half the reviewed studies (N= 46) and most of
them showed "sufficient” interrater reliability results. Concerning the issue of
validity, one third of the studies (N= 25) concentrated on construct validity and
revealed the need for more comprehensible works on the other issues of validity
(namely, criterion validity and content validity). In addition to that, the review
covered studies concentrating on whether rubrics can promote students
learning, self and peer assessment, students' perspectives of the use of rubrics,
and whether or not rubrics can improve teaching. In conclusion, the following
points are presented (Jonsson and Svingby, 2007: 141):



1. The reliable scoring of performance assessments can be enhanced by
the use of rubrics, especialy if they are analytic, topic-specific, and
complemented with exemplars and/or rater training.

2. Rubrics do not facilitate valid judgment of performance assessments
per se. However, valid assessment could be facilitated by using a more
comprehensive framework of validity when validating the rubric.

3. Rubrics seem to have the potential of promoting learning and/or
improve instruction. The main reason for this potential lies in the fact
that rubrics make expectations and criteria explicit, which aso
facilitates [SIC] feedback and self-assessment.

65
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CHAPTER FOUR: MATERIALSAND METHODS

4.1. Introduction

To check the validity of the pre-defined hypotheses of the study, the

following materials and methods are used and applied by the researcher.

1. A questionnaire implemented on the teachers of conversation: This
guestionnaire was important to establish background information for the
study. Before introducing the questionnaire, the researcher was not quite
aware of the conversation classes given in University of Basrah and Shatt
Al-Arab Private University College , the general levels of the students,
the teaching and assessment procedures followed by the teachers and
their perspective regarding the subject matter and students as a whole.
Thus, such a questionnaire was helpful in answering many questions in
mind.

2. A pilot study: Prior to the main empirical work of the study, the
researcher needed to conduct a pilot study focusing on the application of
the anaytic rubric inside the classroom, with a sample of the target
participants in conversation classes. In fact, such a study was of primary
significance and benefit to the researcher in getting training in the use of
rubrics, how peer assessment works and techniques of teaching
conversation, in addition to having a close observation of the students
performance in the classroom.

3. Pretest- posttest procedure: Those tests were applied to the students
participating in the study to find out differences in their performance
before and after applying the study materials and methodology.

4. A students questionnaire: This questionnaire was carried out to

examine the students perspectives concerning the use of the scoring
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rubric, peer assessment, and the group technique, which were applied
along the period of the study in conversation classes.

5. An interrater reliability test. This was made with the help of a number
of the faculty members in the Department of English, College of
Education for Humanities, to test the interrater reliability of the scoring
rubric developed by the researcher for the study. The test was supported
by a traditional assessment to check which kind of assessment achieved
more reliability at that moment.

4.2. Context of the Study

The study is conducted at the academic year 2011-2012 at the Department
of English, College of Education for Humanities, University of Basrah . In
Basrah, English language is taught as a speciaization at the University of
Basrah (the public university) and Shatt Al-Arab Private University College. At
University of Basrah, English is taught at the Department of English in the
College of Education for Humanities, and the two Department s of English and
Trandation in the College of Arts, while in Shatt Al-Arab Private University
College, English language is a speciaization only in the Department of English.

Conversation classes were selected among the other classes for the
application of the study because they are the most suitable classes in which
students can practice their speaking skill regardless of any difficulty of the

subject materials.

4.3. Teachers Questionnaire
In order to gather basic information concerning EFL learners speaking skill
and the teaching methodol ogies adopted by the teachers and their assessment of

the students performance in conversation classes, the researcher set a
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guestionnaire (Appendix |) engaging all the university teachers of conversation
in Basrah at the academic year of the study.

4.3.1. The Jury of the Questionnaire

For the sake of ensuring the validity of the questionnaire, a jury of eight
senior university teachers in the College of Education for Humanities,
University of Basrah was consulted. Appendix (1) illustrates their academic
gualifications and positions.

After making the necessary corrections and modifications suggested by the
jury, the researcher consulted back the jury who approved the last edition of the
questionnaire to be valid. After that, it was distributed among the teachers of

conversation by the researcher at once.

4.3.2. Teachersand Classes of Conversation

As far as the University of Basrah is concerned, conversation classes are
given to three stages at the Department of English, College of Education for
Humanities (the first, the second, and the third stages), two stages at the
Department of English, college of Arts (the first and the second stages), and
one stage at the Department of Translation (the second stage). As for Shat Al-
Arab Private University College, conversation classes are given to two stages
(the first and the second stages). This schedule was for the academic year when
this study was conducted.

The total number of teachers teaching conversational classes in the
University of Basrah and Shat Al-Arab Private University College is nine
distributed among the above-mentioned departments. Table (4.1) illustrates
information concerning the number of the teachers of conversation and the
stages being taught at University of Basrah and Shatt Al-Arab Private
University College during the Academic Y ear 2011-2012.
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Table (4.1) Information of Teachers and Classes of Conversation Distributed
among University of Basrah and Shatt Al-Arab Private University College
during the Academic Y ear 2011-2012

Number of academic Stages having
No Department teacher s of e conver sation
. qualifications
conver sation classes
Department of English, College of 1% stage
1. | Education for Humanities, 5 MA 2" stage
University of Basrah 3" stage
> Departm_ent o_f English, college of > 1PhD + 1s;$age
" | Arts, University of Basrah 1 MA 2" stage
Department of Trandation,
3. | college of Arts, University of 1 MA 2" stage
Basrah
Department of English, college of 1% stage
4. | Arts, Shat Al-Arab University 1 MA 2 stage
Private
Total number of teachers 9

4.3.3. Analysisand Discussion of the Teachers Questionnaire

As presented earlier, the teachers taking part in answering the questionnaire
are nine in number. Having surveyed their responses, a frequencies-analysis and
a total percentage were applied for the sake of analyzing the questionnaire's
findings. The following points tackle each item and discuss the purpose behind

listing it in the questionnaire, and the teachers' responses.

Item 1: As being introduced in the principles of alternative assessment, the
goals of the learning process are important in directing the teaching process.
Hence, the first item of the questionnaire was about the objectives of the
conversation classes presented by the teachers of conversation. The items listed
within the objectives were taken from those prescribed by the Ministry of
Higher Education and Scientific Research in the academic curricula of the
Colleges of Education in Iraq (July, 2002). The results of item 1 are shown in
Table (4.2) below.
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Table (4.2) Frequenciesof the Teachers Questionnaire: Item 1

Percent
Objectives of Teaching N | of Cases
a) To teach students the principles of English 2 22.2%
language
b) Help students understand the various 2 22.2%

relations among idess.

¢) Help students understand the synonyms of 3 33.3%
words, phrases and meanings.

d) Help students understand the functions of 2 22.2%
words in sentences as far as meanings and
conditions are concerned.

€) Help them understand some of the cultural, | 2 22.2%
sociological, political and economical effects
in language and literature.

) Help them understand the harmony between | 2 22.2%
ideas and their arrangements, logic and
classifications.

g) Help them apply the new ideas they have 2 22.2%
acquired.

h) Help them explain and interpret what they 3 33.3%
read or hear and the like.

i) Help them choose the suitable meaning from | 1 11.1%

a context.
j) All the above. 5 55.6%
k) None of the above. 1 11.1%
[) Others. 1 11.1%
Total 26 | 288.9%

From the results shown in Table (4.2), it can be noted clearly that 55.6% of
the teachers (N= 5) agree to have all the listed objectives as targets in their
teaching. The responses of the other teachers varied among the twelve
objectives. While objectives C and H gained a percentage of 33.3% (3 out of 9
teachers), objectives A, B, D, E, F, and G gained a percentage of 22.2% (2 out
of 9 teachers), and objective | gained only 11.1% (only 1 teacher).

It seems that the teachers are concentrating in their objectives of teaching

primarily on meaning. Objectives C and H direct the teaching process to
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explanation of meaning and vocabulary, which may indicate that the majority of
the teachers of conversation (the total percentage of teachers selecting these two
objectives is 33.3%) concentrate in their teaching on meaning and vocabulary.
The other objectives, since getting the same percentage of agreement among all
the teachers, gained an equal preference by the teachers. Nevertheless, the only
teacher who chose none of the above (i.e. option K) listed some objectives

instead; they are given below (verbatim).

a. Using the English language in communicative situations.

b. Learn to use different expressions used in real life
situations.

c. Know the different communicative sentences and
expressions used by native speakers of English in different
situations. "Listen to native people talking about and
discussing different topics'.

ltems 2 and 3: Items 2 and 3 tackle the issue of the stage variable. It was

important to know if the teachers of conversation consider the stage level as a
variable in their teaching and assessments of students' performance. Table (4.3)
shows that 66.7% of the teachers (N= 6) consider the stage level of students as a
variable in assessing the students' performance, while 22.2% of the teachers (2

out of 9 teachers) disagree with them.

Table (4.3) Frequencies of the Teachers Questionnaire: Item 2

Item 2: If you teach conversation classes for more than one
stage, do you consider the stage-level variable in your
assessment of students' performance?
Responses Frequency Percent

Vvalid Yes 6 66.7

No 2 22.2

Total 8 88.9
Missing  9.00 1 111
Total 9 100.0
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As shown in Table (4.4) given below, 55.6% of the teachers (No= 5) agreed
upon considering the level of students as a variable in setting the objectives of
teaching, while 33.3% (No= 9) disagreed with them. However, only one teacher
did not answer items 2 and 3, which may be due to teaching only one stage

along the whole period in her/his teaching process of conversation.

Table (4.4) Frequencies of the Teachers Questionnaire: Item 3

Item 3: If you give conversation classes to more than one stage,
do your objectives differ from one stage to another?
Responses Frequency Percent

valid Yes 5 55.6

No 3 333

Total 8 88.9
Missing 9.00 1 111
Total 9 100.0

Item 4: In considering the stage level as a variable, the teachers were asked in
item 4 if their objectives will vary accordingly. Consequently, though
paradoxically, only the teacher who was responsible for teaching two stages at
the time of the current study did not consider the stage level as a variable in
her/his teaching and assessments. On the contrary, the teachers who teach only
one stage showed a consideration of the stage variable in teaching and

assessment.

Responses to item 4 varied in defining the objectives of each stage the
teachersteach. Table (4.5) illustrates the teachers' responses of item 4.
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Table (4.5) Frequencies of the Teachers Questionnaire: Item 4

Item 4: The items numbers of the objectives the teacher decide for
each stage
Objectives First Stage | Second Stage Third Stage
1 22.2% (2) 11.1% (1)
2 11.1% (1)
3 22.2% (2)
4 11.1% (1) 11.1% (1)
5 11.1% (1)
6 11.1% (1)
7 33.3% (1) Focus on fluency
8 11.1% (1)
9 11.1% (1)
10
11
12
All theitems 22.2% (2)

What is worth noting here is that the objectives of teaching listed to students
of the third stage focus upon fluency. The researcher, out of this question,
needed to have an idea about the objectives in teaching conversation in

particular to this stage.

Item 5: Having to design an analytic rubric focusing upon different criteria of
the speaking skill, the researcher needed the teachers' views regarding the
criteria to consider in the assessment of this skill. Thus, item 5 responses were
important in this concern.

As shown in Table (4.6), all the teachers take into consideration fluency and
interaction in assessing students performance. Pronunciation and vocabulary
also gained significant percentages, while the other criteria got the same number
of responses. Additionally, the majority of the teachers take into consideration
al the listed criteria in the assessment of the students speaking skills. Still,
there is the general impression that affects the teachers assessments. 77.8% of

the teachers (N= 7) chose the general impression as one criterion of assessment
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which adds to the problem of subjectivity in assessment that characterizes the

traditional assessment.

Table (4.6) Frequencies of the Teachers Questionnaire: Item 5

Item 5: What are the criteriayou consider in ng the students

speaking skill?

Criteria of Assessment N Percent of Cases
Pronunciation 8 88.9%
Vocabulary 8 88.9%
Fluency 9 100.0%
Comprehension 7 77.8%
Grammar 7 77.8%
Interaction 9 100.0%
all the above 7 77.8%
general impression 7 77.8%
Others 1 22.2%

Total 63 711.1%

In addition to the list of the criteria mentioned in item 5, one teacher added:;

"expressing themsel ves (ideas) via different communicative skills."

Item 6: In scoring the criteria of the rubric, it is common to give one (or more)

criterion a higher score than the other ones. In order to decide which criterion

deserves a higher score, item 6 responses were devoted to this purpose. By

asking the teachers to rank the criteria which they chose in item 5 according to

their importance, the researcher can define which criteria are more valuable in

the speaking skill (asfar asthe teachers perspective is concerned).
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[tem 7: Item 7 deals with the period of assessment and how often the teachers
assess the students' performance. Table (4.8) shows the results of item 7.
Table (4.8) Frequencies of the Teachers Questionnaire: Item 7

Item 7: Is your assessment to students' performance daily,
weekly, monthly, or semesterly?

Period of Assessment N* Percent of Cases

daily assessment 4 44.4%
weekly assessment 3 33.3%
monthly assessment 1 11.1%
3

semesterly assessment 33.3%
Total 11 122.2%

a. some teachers chose more than one way

Although the periods of assessment varied among the teachers, the manner
of feedback seems to be the same among the teachers. The students receive their
semesterly grades as a mere official feedback of their performance. When
talking to the teachers and the students (in the Department of English, College
of Education for Humanities) about this point, they explained giving feedback
for the students mistakes. Yet, no clear continuous feedback is given to the
students along the period of the semester except the final grade at the end of the
semester as a fina evauation of their performance. Besides, some students
complained from not being able to know why they get specific grades while
their friends get some higher ones. There were no clear reasons, as they told, for

their evaluations and little guidance to how to improve their performance.

Item 8: Item 8 tackles the type of assessment adopted by the teachers of
conversation. The two types of assessment, i.e. criterion-referenced assessment
and norm-referenced assessment, which are introduced earlier in Chapter Two,
are given as options in item 8. From Table (4.9), it is clear that the magjority of
the teachers adopt the criteria- referenced assessment with a percentage of

77.8% (7 teachers). In this regard, it is evident that the teachers concentrate on
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building up the criteria of the speaking skill within the students' performance.
Accordingly, the responses of item 8 support the responses of items 5 and 6.

Table (4.9) Frequencies of the Teachers Questionnaire: Item 8

Item 8: What type of assessment you follow in your class?

Type of Assessment N Percent of Cases
Criterion-referenced assessment | 7 87.5%
Norm-referenced assessment 2 25.0%

Total 9 112.5%

[tem 9: Item 9 was listed to get some knowledge about the teachers' preferences

in the use of any textbooks. Browsing several online language platforms and
discussing with a number of teachers online show that the majority of EFL/ESL
teachers are interested in online websites that offer extensive materials for
teaching conversation and little interest in using textbooks. However, it was
important to know how the teachers of conversation in University of Basrah and
Shatt Al-Arab Private University College choose their teaching materials.
Hence, as shown in Table (4.10), 66.7% of the teachers (6 teachers) showed
interest in using textbooks (though no definite textbooks were defined by the
authorities in the university) and 33.7% of them (3 teachers) did not seem to use

any textbooks.
Table (4.10) Frequencies of the Teachers Questionnaire: Item 9
Item 9: Do you make use of any textbooks?
Responses Frequency Percent
vaid Yes 6 66.7
No 3 33.3
Tota 9 100.0

[tem 10: As a support to item 9, item 10 dlicits information about the different

ways the teachers follow in choosing the topics of their classes. Thisis to give
the researcher an idea about how the teachers organize their syllabi. Form Table

(4.11), the teachers chose more than one way, the most common among which
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IS to choose the topics of their classes by themselves. Giving the students an
opportunity in deciding the topics and following the course objectives came in
second in the preference of the teachers. Moreover, although there is no defined
syllabus of conversation in the departments involved, two teachers chose to
follow the course syllabus in their teaching. However, one teacher added
"creativity" to the four listed ways.

Table (4.11) Frequencies of the Teachers Questionnaire: Item 10

Item 10: How do you choose the topics of the lectures? (you may choose
more than one option)

Choice of Topics N | Percent of Cases
| choose them myself 8 88.9%
| ask the students what they like to talk about 6 66.7%
| follow the course syllabus 2 22.2%
I choose those which match the course objectives | 6 66.7%
| have another way 1 11.1%
Total 23 255.6%

ltem 11: To get a close view of the nature of conversation classes and how
active the students are in those classes, items 11 and 12 were designed. Table
(4.12) showstheresults of item 11.

When asked about the nature of their classes, 66.7% of the teachers (6
teachers) answered that their classes are teacher-students centered. Only 22.2%
(2 teachers) responded to have students-centered classes, while one teacher
admitted to have a teacher-centered class. Conversely, talking to the teachers
(and attending some classes) showed another picture. The whole efforts of

teaching seem to rely on the teacher per se.
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Table (4.12) Frequencies of the Teachers Questionnaire: Item 11

Item 11: Isyour class student-centered, teacher-centered, or teacher-
student-centered?
Responses Frequency Percent
Valid students-centered 2 22.2
teacher-centered 1 111
teacher-student —
centered 6 66.7
Total 9 100.0

Item 12: Item 12 responses reflect the teachers' perspectives of the majority of
their students in conversation classes. As Table (4.13) shows, more than half of
the teachers considered the majority of their students to be active learners, while
two teachers chose to give equal judgement of their students and only one
teacher admitted to have the mgority of her/his students in conversation classes
to be passive learners. Furthermore, one teacher missed to respond to this item
that may reflect no real interest in giving a judgement of her/his students

performance publically.

Table (4.13) Frequencies of the Teachers Questionnaire: Item 12

Item 12: How do you describe the magjority of studentsin
conversation classes?
Frequency Percent

active L 5 55.6
passive L 1 111
neither active-nor-passive 2 22.2
9.00 1 111
Total 9 100.0

Away from the previous two items, i.e. items 11 and 12, when asking the
teachers of conversation directly how well their students perform inside the
classrooms, their answers never differ from one opinion, that is, most of the
classroom activities are performed by some specific members in the class while

the majority of the classes seem passive aong the whole course.
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Item 13: Item 13 deals with the various teaching approaches and methods
adopted by the teachers in their conversation classes. While the majority of the
teachers follow the communicative approach in their classes, three teachers
(33.3%) selected the eclectic approach, which reflects a more control over the
teaching approaches and methods. However, one teacher chose al the
approaches and methods listed as an approach he/she follows in the classroom.
Table (4.14) given below shows the results of item 13.

Table (4. 14) Frequencies of the Teachers Questionnaire: Item 13

Item 13: Which approach do you follow in the course?
Frequency | Percent
Vaid ComApp 5 55.6
Eclectic App 3 333
All the above (all the approaches and 1 111
methods listed in Item 13)
Total 9 100.0

Item 14: To see how the teachers deal with the mistakes of their students, item
14 asks if they correct, do not correct, or over correct them. All the teachers
reached a consensus of correcting the mistakes, with an additional comment
from one of them stating, "It depends®. However, correcting mistakes is one
type of giving feedback to the students; no matter it does not go along with the
principles of the communicative approach (which is adopted by the majority of
the teachers). Table (4.15) shows the results of item 14.

Table (4.15) Frequencies of the Teachers Questionnaire: Item 14

Item 14: What do you do concerning the students' mistakes?
Frequency Percent
Valid Correct 9 100.0
Over Correct 0 0
Do not correct 0 0
Total 9 100.0




81

Item 15: To see if the teachers have studied something about assessment
methods and techniques, item 15 revealed that six teachers (66.7%) have
studied assessment as one topic in the curriculum in their academic learning at
college. In this regard, training teachers at assessments practices is a very
significant issue to enable them give a valid judgement of the students
performance. Table (4.16) shows the results of item 15.

Table (4.16) Frequencies of the Teachers Questionnaire: Item 15

Item 15: In your academic learning, have you studied assessment
as one topic in the syllabus?

Frequency Percent
Vaid Yes 6 66.7
No 3 333

Total 9 100.0

I[tems 16: The last two items in the teachers questionnaire, i.e. 16(a) and 17(a),
tackle the teachers' perspectives regarding teaching conversation, how interested
they are in doing this task, and whether or not their students are interested in the
classes. On the other hand, items 16(b) and 17(b) ask for their commentsin case
they responded with "No". The responses of item 16(a) are shown in Table
(4.17).

Table (4.17) Frequencies of the Teachers Questionnaire: Item 16(a)

Item 16(a): Are you interested in teaching conversation?
Freguency Percent
vaid Yes 8 88.9
No 1 111
Total 9 100.0

When asking the teachers if they are interested in teaching conversation,
eight teachers (88.9%) showed interest while only one teacher showed
disinterest in teaching conversation; see Table (4.17). Although item 16(b) was
specified to ask the disinterested teachers to justify their disinterest, some

interested teachers found it a room to add their comments reflecting their needs
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and different opinions concerning teaching conversation. For their importance,
the following paragraphs list the teachers comments (verbatim), starting with
the comments of the disinterested teacher who was frank in reflecting the actual
situation inside the classroom.

"I don't like pushing students to talk. Students are not interested
intalking."

However, the comments added by the interested teachers were three.
Whereas the first one showed an extrainterest by adding the comment

"Very much",

the other two teachers gave further details reflecting a message to deliver
through this project (apparently to the authorities of the university). Their
comments were:

“It is a very important course that unfortunately be
under estimated for a long time!"

"It is not just a matter of like or disike. May be you like to do
something, but there are no facilities to do it in a good way. For
example, isit possible to apply different techniques in conversation
without having for example a lab in the department?"

Moreover, some other comments were told directly to the researcher
focusing upon the facilities that a teacher of conversation usually needs inside
the classroom. Some mentioned lack of the audio-visual aids, activities
textbooks, flash cards, and the like. While others caled for a special room

supplied with all the facilities dedicated only for conversation classes.

ltem 17: Whereas item 16 tackles the teachers interest in the teaching of
conversation, item 17(a) is set to examine the teachers' perspectives concerning

the students' interest in the classes. As can be seen in Table (4.18), the responses
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of the teachers were exactly the same as their responses to item 16, and the

same disinterested teacher found her/his students to be disinterested too.

Table (4.18) Frequencies of the Teachers Questionnaire: Item 17(a)
Item 17(a): Do you feel your students are interested in the
conversation lessons? L1 Yes [ No [ Not much

Frequency Percent
vaid Yes 8 88.9
No 1 111

Total 9 100.0

For answering item 17(b), which asks for a justification for the disinterest,
the disinterested teacher, commented as follows:
"They like to get rid of extra duties."
On the other hand, one of the interested teachers commented:
"Very interested"

4.4. ThePilot Study

Since the use of rubricsisthe first of its type during the period of the study,
the researcher had to raise many queries on how to start using a rubric in
formative assessment inside the classroom. Several professors, researchers, and
EFL teachers were contacted for that purpose via emails and discussions in the
academic platform "Academia.edu” and the world’s largest professional
network "Linkedin.com'. At this point, the most guiding suggestion was given
by one of the advocates of rubrics, Dr. Heidi G. Andrade, the Assistant
Professor at the University of Albany/ New York, who recommended
conducting a pilot study for practicing the application of the rubric with

students.

4.4.1. Participants of the Pilot Study
Prior to the pilot study, the researcher attended three lectures as an observer

of students' performance in conversation classes with one teacher at the
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Department of English, College of Education for Humanities. The participants
were in the third stage which was divided into three groups (A, B, and C), each
ranging between 24-26 students. Group B (consisting of twenty-five female
students) was chosen arbitrarily, regardiess of the students gender or level of

proficiency.

4.4.2. The Researcher asa Teacher

After being introduced by the teacher of conversation to group B, the
researcher started instructing the group along the next ten lectures for the
purpose of the pilot study. In her first lecture as their teacher, the researcher
video-recorded the students while they were introducing themselves, giving
some information about their families, and talking about their likes and dislikes.
This was done for the sake of memorizing the students' names and to listen to
each student's performance closely. The researcher explained to the students and
promised them that the recordings will be kept only with her and never to be
shared publically. This was important for the students to ensure some sort of
comfort and trust with the researcher whom they deal with for the first time.

Finishing the recording, the researcher told the students some primary
remarks about the method she wanted to involve them in, and why she would
replace their teacher for the next ten lectures. At the end of the lecture, she
asked the students to write her lists of the topics they like to discuss inside the

classroom so as to make them suitable handouts.

4.4.3. Developing the Rubric

Playing the recordings of the students repeatedly helped the researcher to
have an idea about their speaking performance. More significantly, they
provided the baseline in developing the first rubric, which was used in the pilot
study. For the sake of developing the rubric, the researcher surveyed the
available speaking rubrics, those used in previous studies, found in books of
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assessment, or published online. The primary components of speech availablein
the majority of those rubrics were fluency, grammar, pronunciation, vocabulary,

and comprehension, but with different rankings.

Having the purpose of practicing the use of rubrics in classroom assessment
in mind, the researcher developed a rubric containing only the previous five
speaking criteria, hoping to establish the basis for the rubric that will be used
later in the project study. The available rubrics were surveyed to have an idea of
the speaking criteria involved, how to write the descriptors clearly and how to
avoid vague words. Apparently, even those official scales which were used for
national certificates like the Finnish National Certificate, the American Council
for the Teaching of Foreign Languages (ACTFL), the Test of Spoken English
(ETS), and the Common European Framework (CEF) included quantifiers like
"few, little, some, somewhat, wide range" and qualifiers like "adequately, well,
generally appropriate, sufficient, good" (cited in Luoma, 2004: 61- 74), which
are vague and might gain a variety of interpretations among raters. After having
an understanding about those rubrics, the researcher developed the first rubric
(Appendix 1Il) which was refined later in a valuable discussion with her
supervisor. Yet, admitting the fact that the best rubric is the one developed in
collaboration with students, the researcher could not achieve this point since the
whole issue of formative assessment- let alone the term 'rubric’- was new to the
participants, and they needed time to understand their meanings and how all
related things work.

In the second lecture, the researcher introduced the rubric to the students and
explained its three dimensions. She used to give examples for each criterion and
levels with different performances taken from their recordings. When she was
certain enough they had understood the rubric, she told them that it would be
their tool of assessment along her presence and she would be using it in adaily

assessment of their performance.
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Concerning the scoring of the rubric, al the criteria were given two scores to

result in atotal score of 20 for the whole rubric.

4.4.4. Teaching Technique and Materials

Noting that the students were accustomed with the interview technique, the
researcher adopted that technique as a first step in her instruction. Moreover,
since there was no particular curriculum for conversation classes, the researcher
set some handouts (some were topics suggested by the students in their lists) to
establish materials for the classroom discussions. The total number of handouts
used along the pilot study was six (attached in Appendix 1V). At the end of each
lecture, the researcher used to give al the students copies of the handout to be
covered in the next lecture. Also, she prepared several games to start the
lectures with, which was a motivating factor inside the classroom. The students-
including the passive ones- liked the games a lot, and were so amused while
practicing it. However, once a game is ended, the students get back to their own
status.

4.4.5. Difficulty in Applying the Rubric

A big problem appeared at the first day for the researcher when she started
her formative assessment with the use of the first designed rubric. Being used to
guestions and answers format, students did not participate in class discussions
without being asked by name. Therefore, it was her responsbility to raise
guestions, engage students in discussions, make comments, and keep
conversation going along the lecture time. In other words, it was a plain teacher-
centered classroom. Moreover, she had to tick the rubric of each student while
they were speaking which was a confusing issue a the first time. Doing al that
together seemed challenging from the first lecture, so the researcher did not use
the rubric from the first day, aiming at establishing a good relation with the
students and getting some informal practice with the rubric.
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Facing that difficulty, the researcher found that the descriptors were not clear
enough to be followed aong the classroom discussions. For that reason, she
made certain modifications according to the students' weaknesses that became
apparent to her from the first lecture and through repeating watching its videos.
The most effective modification that was added to the rubric was the no use of
the native language (i.e. Arabic) in the classroom discussions as one criterion
and giving it a higher mark than the other criteria. This was very important as
some students used to frequently shift to the use of Arabic repeatedly in the
discussions. Since then, all the students stopped using their native language
along classroom discussions, which was encouraging for the researcher at that
time. Even the most common word "yaani" was replaced by its English
trandation "l mean". In addition, the researcher included the scoring marks in
the rubric sheet, so that students would be aware of the scorings and
accountability of the rubric. This particular point made students more thoughtful
of the use of the rubric and started to take it more serioudly. Earlier to that, they
did not give much importance to the feedback they receive when the researcher
started its application in the classroom. Nevertheless, scoring their rubrics with
afina mark and handing them back to the students raised actual attention to the
researcher's feedback, which she used to give to the students at the beginning of

each next lecture.

Simultaneously, the researcher started severa discussions online with the
researchers and EFL teachers worldwide about her procedure and the specific
difficulty she faced in the first lecture. For solving that, Dr. Heidi G. Andrade
has recommended the use of peer assessment and not to depend solely on the
teacher in classroom assessment. That was the same opinion of some EFL and

ESL teachers experienced in the use of rubrics and peer assessment.
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4.4.6. Introducing Peer Assessment to the Students

After reviewing several studies and articles in the field of self and peer
assessment and discussing the matter with her supervisor, the researcher
determined to introduce the practice of peer assessment to the students. In her
third lecture- the second in using the scoring rubric- the researcher explained the
peer assessment to the students and put them in pairs according to their

closeness in seats. And she asked them to keep the peering aong the study.

4.4.7. Students First Reaction to Peer Assessments

Since being presented with no marks on its sheet, the scoring rubric did not
gain the students' interest in the first two lectures. They did not seem to take it
seriously, which made it a new challenge for the researcher on how to gain their
interest. So, she presented the scoring marks for each criterion in a small table
just below the rubric scheme (Appendix V). In the first lecture of using peer
assessment with the marked rubric, the researcher gave a Zero score to each
unassessed criterion by a peer. Receiving their rubrics, the students started to
complain from getting zero though they have participated in classroom
discussions. The researcher answered that it was their peers assessment not
hers. Since then, the assessees asked their assessors to assess well, and those
who did not use to participate in classroom discussions started to raise their
hands to take part in discussions once they got back their rubrics empty of
ticking and getting Zero as afinal assessment. This was done deliberately by the
researcher to evoke passive students, who began to be aware of the importance
of participation (essentially to be peer-assessed), to start participating in
classroom discussions.

When asking students what they thought about the use of peer assessment,

many of them said it helped them recognize their strengths and weaknesses in

speaking and enabled them to try to overcome their weaknesses. However,
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when the researcher asked the students if they found the rubric as a fair tool of
assessment, one student, who had difficulties in pronunciation and grammar,
made a passive remark in that it shows her weaknesses which she does not like

to be noticeable by others.

4.4.8. The Problem of Time and Large ClassMembers

When students started to take the rubric and peer assessment seriously, al of
them showed interest in participating in classroom discussions. However, the
new challenge was the large number of students (twenty-five) and the limited
time allotted to classes (fifty minutes). Students who used to tak at the
beginning of the class discussion used to take alonger time than those talking at
the end of the class time. The researcher and the assessee peers found it unfair
to assess those students who could hardly say two or three statements at the end
of the class time in comparison with those discussing and responding to the
researcher's comments and questions at the beginning of the lecture.

Though this method seemed to motivate passive students to take part in each
class, it started to passivize those active ones in a certain way. Because of time
limitation, active students could not have the chance to participate more than
once in classroom discussions because in doing so, they will take much time in
interacting with the researcher and this will decrease the opportunity for other
students to participate (and be assessed by their peers). This passive aspect
urged the researcher to repeatedly search for and contact different researchers
online to find out a suitable solution. As aresult, the pilot study ended since the
researcher got a fair practice with the use of the rubric and gained a good
understanding of the different aspects that were obscure previously. Meanwhile,
the researcher had applied the use of peer assessment with the rubric along four
lectures in which all the present students used to take part though not in fair

timing.
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4.5. TheMethodology of the Empirical Study

The following sections detail the procedure followed in the empirical part of
the study.

4.5.1. Solving the Problem of Time and Large Class M embers

The main problem that was facing the researcher at this point was how to
help all the students practice and improve their speaking skill while they have a
very limited time to take part in classroom discussions. Moreover, watching the
videos of the pilot study, the researcher felt unsatisfied to see more than twenty
students waiting silently while she was busy trying to make one student to talk.
Hence, the interview method in conversation classes, with such a large number
of students, proved to be a passive method of interaction inside the conversation
classroom.

At that time, the need for creating a student-centered classroom emerged
serioudly to offer all students fair opportunities to take part in classroom
discussions and create a more interactive session in each conversation class. For
that purpose, new online discussions started by the researcher with some
researchers referred to in this study, particularly Professor Keith Topping® who
suggested implementing subgroup discussions inside the classroom for the sake
of creating a student-centered class that engages all the students in interactive
sessions in the limited period of class. The procedure to be followed and the
group discussion rubric to be used were discussed in detail and many precious

comments were added by him.

4.5.2. The Participants of the Empirical Study
All the students of the third stage participated in the study that has extended

aong two months. The whole number of the students was seventy-four, sixty-

% The Director of the Centre for Paired Learning at the University of Dundee in Scotland,
U.K.
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eight females and 6 males. Since the number of males was very few in
comparison to the number of females, the gender factor has not been taken into

consideration in this study.

The participants were meant to be a representative sample of the target
population, i.e. Iragi university EFL learners. However, females number always
dominates the number of males significantly in the Department of English
language, College of Education for Humanities. For example, Table (4.19) and
Figure (4.1) show the distribution of males and females for the four stagesin the
above-mentioned department at the academic year 2011-2012. Thus, though
they may not be an adequate representation concerning the gender factor, the
participants are the convenience sample of the targeted population.

Table (4.19) Distribution of the students according to gender in the

Department of English, College of Education for Humanities, during the
academic year 2011-2012

Stage Females Males Total
First stage 88 30 118
Second stage 77 13 90
Third stage 68 6 74
Fourth stage 61 13 74

100
90
80
70

60
50 -
40 - B Females
30 1 Males
20
10 -

0

Fourthstage Third stage Secondstage Firststage

Figure (4.1) Distribution of the students according to gender in the
Department of English, College of Education for Humanities, during the
academic year 2011-2012
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4.5.3. Period of the Empirical Study

The study was conducted in the second semester of the academic year 2011-
2012 and extended along two months. Conversation classes were given twice a
week to each group of the third stage. So, the total number of the lectures of the
study was 12 for each group and the researcher had to attend six lectures weekly

to cover the whole stage.

4.5.4. The Resear cher asa Teacher
Following the procedure given below, the researcher taught the three groups
without the presence of the teachers of conversation. (Two teachers were

responsible for teaching conversation classes to the third stage).

4.5.5. Procedure

Since the goa of the teaching process was changed from merely
concentrating on the linguistic criteria of the speaking skill to enhancing the
motivation inside classroom and creating a student-centered class, the study
methodology was formed in a way that is suitable for the new goals. Primarily,
each group in the third stage (A, B, & C) were divided into four subgroups
inside the classroom, each consisting of about 6-7 students (AA, AB, AC, AD;
BA, BB, BC, BD; CA, CB, CC, CD). A group technigue replaced the interview
technigue to achieve the goals of the study. The following sections illustrate the

procedure applied in detail.

455.1. TheFirst Lecture

The first lecture was an introductory one, especialy with the new groups: A
and C. The researcher asked the students their permission to video-record them
while introducing themselves and talking about their likes and dislikes. Some of
the students queried about the purpose of the video recording, so the researcher
comforted them that it is for the study purposes, it is confidential and will only

be shown to some faculty members inside the department (who were aready
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their teachers). She, also, clarified the specia necessity of the first recording,
which was primarily to help her memorize their names quickly, since she is
going to lecture them in the next session.

Interviewing the students while talking about their personal backgrounds
was very helpful, especially when they talked about their likes and dislikes that
offered a good opportunity to the researcher to know them closely and helped in
creating an interesting atmosphere inside the classroom. At the end of the
recording process, the researcher told the students about the group technique
that she would follow in the study. She asked them to arrange their groups of six
as they wish and prepare topics to talk about in the following lecture. She aso
told them that only the following and the last lectures (of the study period)
would be recorded and would be considered as the pre- and post-tests of the
study, while the other middle lectures are not to be recorded. Finishing the first
lectures with groups A and C, the researcher asked the students to write the
topics they like to talk about inside the classroom. (Group B had aready done
that in the pilot study.)

Leaving the class, severa students asked some questions about the study,
while others raised more practical queries on how to improve their speaking
performance. One of the students remarked:

"We know that language skills are four, but we practice only

two of them; reading and writing".

Hearing from the participants of the pilot study, the students showed their
interest to take part in the study, hoping primarily to improve their speaking
skill. It was clear that they were seeking more chances of practice inside the

classroom.
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455.2. ThePretest

In the second lecture, the students sat in groups of six, four and/or five
(where there are absentees). Some of them were ready for the pre-test while
some others claimed that they forgot to prepare a topic. To give them a fair
chance, the researcher told them that the lecture would be a try for the group
discussion and the pre-test would take place in the following lecture. This was
also helpful to give them a practice on taking in front of the camera. As a
result, all the three groups were given two chances to prepare for a topic and
were told that the second recording would be regarded as their pre-tests.

In the days of the pre-tests, the students were asked to start their discussions
with the topics they had prepared. The researcher gave each group ten minutes
of discussion so that she could cover al the class in one lecture. Prior to the
discussions, each subgroup was asked to nominate a leader to be responsible for
managing the subgroup discussion, questioning, commenting, etc. One group
after the other was video-recorded by the researcher while the other groups were
either listening or planning for their own discussions. The latter were asked to
keep quiet so that the recording could be clear enough.

Having those videos helped the researcher to recognize the students
capabilities in conversation. Some of the students were active enough while
others were not willing to participate at all. Moreover, the repetition of the
recordings helped to establish a basis for the students' performance and develop

the suitable rubric.

455.3. TheFirst Use of the Pre-test Videos

Giving the students authentic products of their own helped in enhancing their
awareness to their strengths and weaknesses. For this reason, the researcher
made use of the students' pre-test videos and presented them to the students in

the third lecture as examples of different performances. Her primary goal was to
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help the students understand the criteria descriptors of the rubric that should be
associated with authentic samples of their own performance.

Watching their own videos, each sub-group was asked to evaluate its own
performance. The researcher recommended the students not to make fun of each
other's speech and to give constructive criticism instead. Some students who
were confident in speech used to criticize themselves while others used to watch
eagerly how they performed in the pre-test. On the other hand, the other sub-
groups were asked to criticize their mates in the videos and the whole class
shared their comments, which were intended for the improvement of their own
and mates performance. It is worth mentioning that the sub-groups videos were

showed only to their main groups and not shared with the other groups in the

stage.

45.5.4. Teaching Technique and L ecture For mat

Being one of the practices of the aternative assessment, the group technique
was uniquely helpful in achieving the new goals. As introduced before, the
students chose their sub-groupings in their own way. S0, the researcher asked
them to keep those sub-groupings along the period of her teaching. However,
some changes were made whenever there were absentees in the group. The
main condition was to keep the sub-group in an even number (for the purpose of
the peer assessment).

All the lectures had the same format. At the first 10-15 minutes, the
researcher introduces to the students some conversational strategies, which
amed at helping them manage the subgroup discussions and improve their
fluency (following Brown, 2004: 270). In each lecture, a list of strategies is
written on the board to the students including statements of how to start and end
a discussion, keeping the floor, agreeing and disagreeing, asking for and giving
opinions, etc. In the next 5 minutes the researcher introduces the task that the
students have to discuss within their sub-groups. The discussions were given
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only 10 or 15 minutes according to the type of the task. (The researcher used a
countdown watch to help the students, especially sub-groups leaders, to get
accustomed to time management.)

The researcher does not participate in these discussions and her role is
primarily a facilitator and an advisor when a discussion breaks down, and an
active listener and observer of students performance. She used to circulate
around the class while discussions were taking place and help students maintain
the discussion whenever she sees a group finishing so early by supporting them
with further ideas and questions. Additionally, she used to assist the leaders who
seemed to be confused at the beginning of their sub-group management by
encouraging them and motivating their mates to help them in their missions. At
the end of the sub-group discussions, the students used to peer assess each other
within their sub-groups and collect their rubrics with the leaders. The peer
assessment takes about 5 minutes to finish.

With the time allotted to the sub-groups discussions ends, the researcher
used to ask the sub-groups leaders to give the summary, the opinions being
raised, and the concluding remarks of their discussions. Then, she manages a
whole group discussion by asking each sub-group what they thought about the
other sub-groups opinions, findings and/or decisions. This open discussion
usualy lasts to the end of the lecture and takes between 10 to 15 minutes,

according to the time left from the previous activities.

455.5. TheClassroom Activities

Given that the practices of the aternative assessment encourage the use of
tasks-based activities, the researcher used specific tasks along the lectures of the
study, which aimed at engaging the students in interactive discussions. In all the
tasks, the students have to end the discussions with certain conclusions.

Meanwhile, no handouts were shared with the students, but the vocabulary of
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the tasks were explained, when necessary, before starting the discussions to
make sure that all the class share the same understanding of the activities.

The total number of tasks used in the study was six, some were selected from
books and others were set by the researcher. The tasks are listed below
according to their sequence in the study. This sequence was followed due to the

availability of the tasksto the researcher.

.1. Ranking: Adopted from Gammidge (2004:69) with certain modifications.
This task concentrates upon ranking and friendship discussion. Prior to
the task, the students were asked what the qualities of a good friend are.
From their answers, several characteristics were written by the researcher
on the board. To make the list short, only eight characteristics were left
on the board and the students were asked to do the task after explaining
the meaning of each one. The characteristics were honesty, loyalty,
confidentiality, amusement, temperament, generousity, intelligence, and
like-mindedness.

The students were asked to discuss that list according to their own
perspectives covering questions like what kind of characteristics they
liked to have in their friends, which were important and which were not,
etc. At the end of the discussions, they had to rank the characteristicsin a
new list according to their importance, from the most to the least
important. An open discussion followed and the students were interested
to participate once they had a goa in the discussion unlike if it was a
common discussion about friendship, which they described earlier as

being boring.

2. Problem Solving: Adopted from Ur (1996: 127). This task concentrates
on problem solving and how students can work together in a cooperative
team to reach a consensus. In this task, the students were told that they
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were going to play the role of an educational advisory committee who
were responsible for solving the problems of students. Their immediate
task was to advise a school principal to solve the problem of one of his
students. The problem was written in a sheet of paper and given to the
discussion leader. Prior to that, the researcher gave the instruction and
made sure that the students understood their mission in the task. The
problem was the following.
Banny, the only child of rich parents, is in the 7"
Grade (aged 13). He is unpopular with both children and
teachers. He likes to attach himself to other members of the
class, looking for attention, and doesn't seem to realize they
don't want him. He likes to express his opinions, in class
and out of it, but his ideas are often silly, and laughed at.
He has bad breath.
Last Thursday, his classmates got annoyed and told
him straight that they didn't want him around; next lesson a
teacher scolded him sharply in front of the class. Later, he
was found crying in the toilet saying he wanted to die. He

was taken home and has not been back to school since.

At the end of the task, the leaders presented the solutions that were
discussed openly with the researcher and other groups members. Then,

ideas were exchanged among the groups in defining the best solution.

. Shopping list: Adopted from Ur (1996: 126-127). This task concentrates
upon convincing. The students had to imagine that they were going to a
miracle store which sells the commodities shown in Table (4.20) given
below.
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Table (4.20) Shopping List (a classroom activity)

No | Name of commodity 1% buyer | 2" buyer | 3@ buyer | 4™ buyer

Lo

More free time

An automatic house-
cleaning robot

Popularity

A job that involves travel
abroad

Fame

More patience

A perfect figure

More excitement in my
life

©| © Nou W N

Perfect health

A talent for making
money

=
©

The leaders of the sub-groups were the owners of the stores. They
had to find each commodity four buyers (if the sub-group consisted of six
students) and two buyers (if the sub-group consisted of four students) to
stock the items. Sub-groups members should not buy things that they do
not need, and the storekeepers should try their best to convince them of
buying their items. The members were also encouraged to assist the
storekeepers in persuading each other to buy their goods. The
storekeepers had to write the names of the buyers next to each item in the
table.

At the end of the time allotted to the discussion, there was a
comparison between the lists of the storekeepers to see who sold all their
items. The leaders talked about how difficult their job was in convincing
others of buying things and members explained why- and why not- they
bought certain items.

In this lecture, the class atmosphere was very active and
storekeepers were very excited to sell their goods. The class contained
lots of shouts and it gave the impression of having the lecture at the

market!
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4. Technology: Thistask was designed by the researcher. The students were
told that they were going to get back to the date before 2003 (the date of
ending the sanction). They had to imagine their lives without the
technology they got after that date. They were asked to decide what were
the most important technol ogies they got after 2003 and wanted to keep if
they were to get nine years backward. The condition was that each
subgroup had the right to keep only three devices and should nominate
the names of the owners of the devices who should be ready to share their
possessions. For instance, if they choose to keep a cell phone, they should
find a cooperative friend who is willing to lend them her/his device
whenever they need it.

In this task, the students shared their opinions upon the available
devices which were not found before 2003 and which were the most
beneficial ones. The leaders had to ask the members their opinions and
decide with them what devices to keep. Since the number was limited, the
students had the task of agreeing and disagreeing within the sub-group in
their decisions. Moreover, they were asked to practice agreeing and
disagreeing statements that were introduced at that lecture to reach their

conclusions.

5. Balloon Debate: Adopted from Harmer (2001: 273). In this task, the
students play the role of people of occupations travelling in the basket of
a balloon. Unfortunately, the balloon had aleak, so it could not bear their
weight anymore. Therefore, unless some passengers leave the basket,
they will al die. The students should have arguments upon whom should
be the survivors and why. Students should defend their positions and
convince the others of the importance of their occupations. After having
the first argument, the students should vote on whom would jump first
from the balloon. As more air was escaping, the students should decide
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on the other, and so on until leaving only one member in the balloon (in
the sub-group of four students) or two (in the sub-group of six students).
Prior to this task- in the lecture preceding it- the students were
asked to choose themselves occupations, on the condition that not to have
the same occupation within the same sub-group. They were asked to
choose the occupations, which they think, are important to the society and
to know how to justify their importance if asked. They were not informed
of the task itself, so they thought it was a common discussion of
occupations. Once started the task, the students were very motivated and
acted in much interest- for the sake of keeping their lives. The challenge
was how to convince others of the significance of one's occupation and
keep one's life. At the end of the discussions, the leaders told who were
their survivors and the whole group- with the researcher- had an

argument upon each sub-group's decision.

. Journey Plan: Based on discussion in some online forums, this task was
created by the researcher to practice planning and sequencing. The
students were told that they were going to have a six-day vacation. Along
that period, they would be travelling around Irag. They had the task of
preparing a plan concerning the locations they like to visit, how long they
will stay at each place, how to spend their time there and what kind of
transportation to take. They had to write that plan on a sheet of paper to
be shared later with the other sub-groups.

The students started their discussions with some interest. Having
exchanged some opinions, they started to show more interest and acted in
amore interactive way. Some of them suggested nice ideas like staying at
their relatives for saving money and going to more places. At the end,
their plans showed many similarities, but the sequencing and timing
differed significantly. They talked very eagerly about their journeys and
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they ended the lecture by saying that they imagined each step in the
journey and acted as if it werereal.

455.6. TheRubric

Once the goals of the study were changed, the contents and descriptors of the
rubric used in the pilot study were modified to meet the new goals. Meanwhile,
the basic goal wasto help initiate an interactive student-centered classroom, that
iswhy the new rubric included criterialike:

1. Interaction: to direct the students within their sub-group discussions and
encourage them to participate in various ways.

2. Contents: to encourage the students giving valuable information in
regards to the subject matter, and not to take a passive role.

3. Humor: to make the discussions as formal as possible and not to deviate
away from the classroom atmosphere. Since the students have the control
over their give-and-take, this criterion was important to keep the
discussions within the academic principles.

4. Assessment Criteria of the Discussion Leader (managing discussion
within the time limit, and engaging group members): to guide and direct
the leader through the discussions and to keep the allotted time prescribed

earlier.

In addition to that, two sub-criteria of 'pronunciation’ were excluded from the
original rubric because they proved unclear to understand by the students, and
to achieve and assess in turn. They were 'the use of intonation and rhythm' and
'loudness of voice'. This modification was made because more important criteria
emerged during the pilot study as introduced before. See (Appendix VI) for the
final rubric.

Asfar as the scoring of the rubric is concerned, each criterion was given two
scores except the no use of Arabic and interaction, which were given four
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scores. This particular scoring aimed at raising the students' awareness of the
use of English language inside the classroom and taking an active part- by all
means- in the interaction. Concerning the discussion leaders, the criteria that are
found in their table gained two scores for each and substituted the interaction
criterion found in the main table. The total score of the rubric for any student is
20 marks. Table (4.21) below illustrates the scoring of the rubric.

Table (4.21) Scoring of the Rubric's Criteria

Criteria Superior | Advanced | Intermediate | Novice
Fluency 2 15 1 0.5
Grammar 2 15 1 0.5
Pronunciation 2 15 1 0.5
Vocabulary No Use of A_rabic 4 3 2 1
Use of English 2 15 1 0.5
I nter action* 4 3 2 1
c Content details 2 15 1 0.5
ontent Humor 2 15 1 05
Managing the
discussion within 2 15 1 0.5
Discussion | thetime limit
leader* Engaging group
members in the 2 15 1 0.5
discussion
* the criteria of the discussion |eader
Total score of therubric 20 are to replace interaction in the
|leaders' assessment

4.5.5.7. The Peer Assessment

When asking the students participating in the pilot study about the peering,
they preferred if they can have new peers in each lecture. Hence, since the
peering has not proved by earlier studies to be necessarily static, the researcher
gave the freedom to the students to choose their peers aong the study. Some of
them kept their peer while others used to change them throughout the lectures.

Since the technique followed in the classroom was sub-group discussions,
then the peer assessment was a basic tool for ensuring students' performance
inside the crowded classroom. The teacher in any case could not keep an eye on

each student's performance, thus such an assessment was a bare necessity in
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assisting the teacher to control and guide the large class. Additionally, to
guarantee the objectivity of the rubric, the researcher explained to the students
that the words 'some' and 'hardly' would be defined as three downwards, while
'many' means more than three. This was the only choice to make sure that the
students understand the rubric in the same way, and as a result, they will assess
each other- most probably- in the same way.

In the sub-groups, each two students were peer-assessing each other, while
al the members used to assess the performance of their leaders. In the case of
odd sub-groups, the leaders were excluded from the peer assessment, but were
still assessed by all the membersin the table specified for them.

4.5.5.8. The Post-Test

Having finished the lectures with the students, the total number of the
lectures in using the rubric with the peer assessment was six. Before those, the
first four lectures were alotted to the introductory sessions, the pre-tests,
watching the videos and introducing the practices of the rubric and the peer
assessment. With the end of the tenth lecture, the period of the second semester
was over and the students were about to have their second term exams within
few days. For this reason, the researcher had to end the experiment and told the
students to be prepared for the post-test. She informed them that the post-test
would take the same procedure of the pre-test, i.e. a ten-minute discussion
within the sub-groups, one after another, and their assessment would be done
according to the same rubric used for the peer assessment, so they should keep
their performance according to its components.

Once it was the time of the second term exam, the researcher asked for the
permission of the Department and the teachers of conversation of the third stage
to have the opportunity of testing the students in the subgroups format and have
the company of those teachers in the tests so that they could assess the students
performance for the second term results while she assessesed them for the study
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purposes. Getting the approval, she prepared the topics of the discussion
(Appendix VII) and presented them in advance to the head of the department
and the teachers concerned. The students were informed of the day of the post-
test and their sub-groups lists were announced according to their usua sub-
groupings.

At the day of the post-test, the researcher- accompanied by each group's
teacher- started to call for one sub-group after the other, giving each a time of
10 minutes, assessing them directly on the rubric, and video recording them
while discussing their topics. Their teachers, on the other hand, used to give the
students a score out of 20 which was the total mark of the second term exam

(and which was the same total score of the rubric).

4.6. The Students Questionnaire

Based on the questionnaire of White (2009), a students questionnaire
(Appendix VIII) was set to find out the students' perspectives of the practices of
the rubric, the peer assessment, and the sub-group technique. Since the rubric
used in White's study had no descriptors, the items of his questionnaire did not
go aong with the current study, so the idea was adopted from his work with
certain modifications to meet the objective of the questionnaire of this study.
Consequently, its items were set by the researcher involving the advantages and
disadvantages of the three practices as far as students are concerned with the
intention of checking their validity.

The questionnaire included 20 items with three options for each; agree,
neutral, and disagree. Finishing the post-test, the students were asked to fill the
guestionnaire and thanked for their cooperation. They were told that their
opinions were very important because they were the first in the department to
experience such a study and their frankness is much valuable to the research. To

feel free in their answers and comments, the students were directed by the
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researcher to answer the questionnaire sheets and hand them to the secretariat of

the Department of English, who delivered them in turn to the researcher.

4.7. Thelnterrater Reliability Test

The following sections tackle the interrater reliability test which was
conducted for the sake of checking the reliability of the rubric designed by the
researcher for the study.
4.7.1. The Raters

To check the interrater reliability of the rubric, the researcher asked the
assistance of 10 teachers at the Department of English, College of Education
for Humanities to do the interrater reliability test. All the teachers have an
experience in teaching conversation classes and five of them were teaching
conversation at the same year of the study. Appendix (1X) shows their academic

information.

4.7.2. Context of the Test

The test took place in the laboratory of the Department of English, College
of Education for Humanities. Using a smart board, one video from the pre-test
was selected randomly to be shown to the teachers. Since the application of the
rubric by the teachers was the objective of the test, then no importance was
given to the students levels in the video. The recording was for a group
consisting of four females and two males, one male was the leader of the
discussion.

The test lasted for about an hour in which the researcher explained al the
criteria levels in the rubric with their descriptors. After agreeing upon the
meanings of the words used in the descriptors- as happened with the studentsin
the peer assessment- the video was played and the teachers were asked to assess
the students' performance in the video regardless of their prior knowledge of the
students' capabilities. In addition to that, because it was the teachers first use of
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the rubric, the researcher had to stop the video once each student finishes her/his
role in the discussion so as to make their ticks on the rubric. The teachers were
provided with pencils to make the assessments, so that they could erase and re-

tick the rubric levels when necessary.

4.7.3. Application of the Test

Starting the video, the teachers used to assess the students concentrating
upon the linguistic criteria, while leaving the interactional criteria to the end of
the discussion, which lasted 13.15 seconds (i.e. they exceeded the time-of 10
minutes- allotted for the discussion). Assessing the leader's interaction criteria
was also postponed to the end of the video so that the teachers could see how he

managed leading his group.

The teachers were very cooperative and they supplied the researcher with
various comments, which were much helpful to the study. On the top of that
comments, Mr. Saad Chasib Daghir suggested making a comparison between
the traditional assessment and the rubric assessment in a way to find out which
method was more reliable. As a result to the discussion with the raters
concerning this point, the researcher was convinced to add this point to the
methodology. In consequence, the teachers were asked to grade the students
following the traditional assessment after finishing the rubric assessment. The
teachers had their own criteria according to which they evaluated the speaking
skill of the students. To identify those criteria, the teachers were asked to list
them on the back page of the rubric. They are listed in Table (4.22) given
below.
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Table (4.22) Criteria of the Raters Traditional Assessment

Rater Criteria
1 Fluency Grammar
2 Fluency Communication
Content
3 Grammar Pronunciation | Interaction | Fluency Meaning
(Semantics)
4 | The Same Criteria Of The Rubric
Fluency Grammar General_
Impression
Speed
6 Fluency Grammar Without
Pauses
7 Fluency Grammar Interaction
. . Genera
8 | Speaking Listening Fluency Structure Impression
Ability To | Grammar Self-
9 Participation | Fluency Persuade | And Confidence
Others Pronunciation
10 | Fluency Grammar Interaction

With the end of the interrater reliability test, the researcher gained two types
of assessments, the aternative assessment with the hypothesized objective

rubric and the traditional one with the subjective ratings.
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CHAPTER FIVE: RESULTSAND DISCUSSION

5.1. Introduction

The data gathered out of the methodologies presented in Chapter Four were
collected and computed for dtatistical analyses using the Social Sciences
Statistical Package (SPSS v.18). Different analyses were applied for this
purpose. The descriptive frequencies were used to analyze the students
responses regarding the use of rubric and peer assessment practices and the
group discussion technique. A Cronpach's apa was conducted to measure the
interrater reliability of the rubric when used by the teachers, and the Coefficient
of Variation was applied to make a comparison between the two types of
assessment, namely, the rubric and the traditional assessments. Finally, a paired
t-test was used to measure the differences in the performance of the students
before and after applying the study (the Pre- Post tests). The following sections
tackle the results of each analysis with the related discussion.

5.2. Students Questionnaire

To test the results of the students' questionnaire, descriptive frequencies and
a percentage analysis were applied. To guarantee a reliable analysis, the
questionnaire was divided into three categories, each category focuses upon a
particular dimension of the questionnaire: the construction and use of the rubric
(items 1, 2, 3, 4, 5, and 18), practicing peer assessment (items 6, 7, 8, 9, 10, 11,
12, 13, 14, and 19), and the application of the group discussion technique (items
15, 16, 17, and 20). Items 18, 19, and 20 were intended at the end of the
guestionnaire to give a fina judgement of experiencing the three practices of
alternative assessment implemented in the study. The following sections show

the results of each category.



110

5.2.1. Students' Perspectives of the Construction and Use of the Rubric

Item 1: From Table (5.1) given below, it can be seen that the descriptors of the
rubric were clear enough to be understood and used in the classroom. The
overall understanding of the descriptorsis very important in judging the level of
the peers and having an idea of the teachers' expectations of the different levels
of agiven criterion. The table shows that 48 students agree upon understanding
the descriptors of the rubric, showing a high percentage of agreement (72.7%)
to this point. Only one student (1.5%) showed a disagreement concerning this
point, while 16 students did not find the descriptors of the rubric as clear
enough, gaining a percentage of (24.2%) of the total number of the students.
However, one student did not answer this item. Figure (5.1) illustrates the

results of Item 1.
Table (5.1) Frequencies of the Students Questionnaire: Item 1

Item 1: Criteria descriptors on the rubric were easy to understand
Frequency Percent
Valid Agree 48 72.7
Neutral 16 24.2
Disagree 1 15
Total 65 98.5
Missing 9.00 1 15
Total 66 100.0

W Agree
E Neutral
[ODisagree

Figure (5.1) Frequencies of the Students Questionnaire: Item 1
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[tem 2: It was not a surprise finding two-thirds of the students with no definite

decisions concerning the levels of all the criteria of their peers (Table 5.2). This

can be justified due to the novelty practice of the peer assessment with the use
of the detailed rubric with no previous and/or long training (taking into
consideration the group who took part in the pilot study). Figure (5.2) illustrates
the results of Item 2.

Table (5.2) Frequencies of the Students Questionnaire: Item 2

Item 2: It was difficult to decide the level of my peer for all the criteria
Frequency Percent
Valid Agree 12 18.2
Neutral 44 66.7
Disagree 10 15.2
Total 66 100.0

W Agree
[ Neutral
[ Disagree

Figure (5.2) Freguencies of the Students' Questionnaire: Item 2

Item 3: One of the advantages of using the rubric in the classroom is to raise the
level of the students awareness of their weaknesses and strengths in the skill
being assessed. As Table (5.3) shows, there is a high percentage of agreement
(83.3%) among the students which gives evidence that using the rubric inside
the classroom helped them be aware of their strengths and weaknesses. Figure
(5.3) illustrates the results of Item 3.
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Table (5.3) Frequencies of the Students’ Questionnaire: Item 3

Item 3: | knew my strengths and weaknesses in speaking through
using the rubric
Frequency Percent
valid Agree 55 83.3
Neutral 6 9.1
Disagree 5 7.6
Total 66 100.0

M Agree
[ Neutral
ODisagree

Figure (5.3) Frequencies of the Students' Questionnaire: Item 3

Item 4: The students' activity was clear enough to be realized along the period
of the study. As shown in Table (5.4), 69.7% of the students (46 students)

showed agreement to become more active after the use of the rubric, while only

1.5% (one student) disagreed on this point. However, some of the students were
not strict to decide since some of the students were already active in the
classroom discussions. This confirms Black and Wiliams' conclusion presented
in Chapter Two that formative assessment is powerful in enhancing the students
achievement particularly "low achievers' (Black and Wiliams, 1998: 4). Figure
(5.4) illustrates the results of Item 4.
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Table (5.4) Frequencies of the Students Questionnaire: Item 4

Item 4: | became more active in conversation classes after
using the rubric in our daily assessment
Frequency Percent

Valid Agree 46 69.7

Neutral 18 27.3

Disagree 1 15

Total 65 98.5
Missing 9.00 1 15
Total 66 100.0

M Agree
E Neutral
O Disagree

Figure (5.4) Freguencies of the Students' Questionnaire: Item 4

Item 5: Another advantage of the rubric is tested in Item 5. The analytic rubric
with the descriptors of the levels enabled the students to know what is expected
of them to get a certain level for a given criterion. Thus, as shown in Table
(5.5), 78.8% of the students (52 students) agreed that the rubric helped them
know the characteristics of an active- as well as a passive- speaker. Figure (5.5)

illustrates the results of Item 5.



Table (5.5) Frequencies of the Students Questionnaire: Item 5

Item 5: The rubric told me what's expected of me to achieve the best
performance in the speaking skill

Frequency Percent
valid Agree 52 78.8
Neutral 14 21.2
Total 66 100.0
M Agree
& Neutral

Figure (5.5) Frequencies of the Students' Questionnaire; Item 5
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[tem 18: Being the only sample participating in the study, it was important to

have an idea concerning the students' perspectives of using the rubric in future
classes. As shown in Table (5.6), more than half the students (35 students 53%)
recommended the use of rubrics, while only eight of them disagreed (12.3%).

The neutral choices reflected the third percentage that showed no confirmed

view towards the use of the instructional rubric. This can be supported by some

of the comments added by the students when responding to the questionnaire (to
be listed after the discussion of Item 20).
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Item 18: | recommend using the instructional rubric in
conversation classes
Frequency Percent
Vvalid Agree 35 53.0
Neutral 22 33.3
Disagree 8 12.1
Total 65 98.5
Missing 9.00 1 15
Total 66 100.0
M Agree
@ Neutral
[ Disagree

Figure (5.6) Frequencies of the Students Questionnaire: Item 18

5.2.2. Students' Perspectives of Practicing Peer Assessment

Item 6: As shown in Table (5.7), a high percentage of 78.8% of the students
have agreed upon the advantage of peer assessment in giving and receiving
feedback. However, a percentage of 21.2% of them were neutral in giving their
views. This may be attributed to some uninterested students in the use of peer

assessment. Figure (5.7) illustrates the results of Item 6.



Table (5.7) Frequencies of the Students Questionnaire: Item 6

Item 6: Peer assessment allowed me to gain experience in giving
and receiving feedback
Frequency Percent
Valid Agree 52 78.8
Neutral 14 21.2
Total 66 100.0
M Agree
& Neutral

Figure (5.7) Frequencies of the Students Questionnaire: Item 6
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[tem 7: One of the main objectives of peer assessment is giving a timely

feedback. Regardless of the validity of the peers feedbacks, their significance

stems from motivating the students and raising their awareness to participate in

the classroom activities. As shown in Table (5.8), two-thirds of the total number
of the students (41 students, 62.1%) supported this objective, while the left third
held a neutral view. The reason behind this may be attributed to the idea that

some students were uncomfortable to have certain peerings, especialy at the

days of their friends being absent. Besides, some active students, when assessed

by passive peers used to complain from not receiving a valid evauation. In

addition to that, only five students showed no comfort in acting as judges of

their peers. Figure (5.8) illustrates the results of item 7.
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Table (5.8) Frequencies of the Students Questionnaire: Item 7

Item 7: Peer assessment supports me with detailed and timely
feedback to my speaking skill
Frequency Percent
Valid Agree 41 62.1
Neutral 23 34.8
Disagree 1 15
Total 65 98.5
Missing 9.00 1 15
Total 66 100.0

B Agree
@ Neutral
ODisagree

Figure (5.8) Frequencies of the Students Questionnaire: Item 7

Item 8: Due to the participants’ persona relations with each other, the validity
of peer assessment may be negatively affected. However, as shown in Table
(5.9), about haf the students (32 out of 66) disagreed on this point, showing a
confidence concerning their own judgements of the performance of their peers.
On the other hand, 14 of 66 students (21.2%) agreed on such an impact. The
neutra third (20 out of 66, 30.3%) had no exact opinion, reflecting a probability
of the validity of thisitem. Figure (5.9) illustrates the results of Item 8.
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Table (5.9) Frequencies of the Students Questionnaire: Item 8

Item 8: Relationships with my peer (friendships, etc.) may
have influenced the overall assessment | give to him/her
Frequency Percent
Vaid Agree 14 21.2
Neutral 20 30.3
Disagree 32 48.5
Total 66 100.0
M Agree
@ Neutral
O Disagree

Figure (5.9) Frequencies of the Students Questionnaire: Item 8

[tem 9: Experiencing a new practice, 68.2% of the students (45 students)

showed a comfortable status in taking part in their peers assessment, as shown
in Table (5.10). However, 24.2% of the students (16 out of 66) took a neutral
stand to this point. This may be attributed to the unstable and/or unequal peering

of the students. Figure (5.10) given below illustrates the results of item 9.

Table (5.10) Frequencies of the Students' Questionnaire: Item 9

Item 9: | was comfortable being ajudge and assessing my peer's
speaking skill
Frequency Percent
Vaid Agree 45 68.2
Neutral 16 24.2
Disagree 5 7.6
Total 66 100.0
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Wl Agree
E Neutral
[ Disagree

Figure (5.10) Frequencies of the Students Questionnaire: Item 9

Item 10: Not to be mixed with the previous point, the students views about
having their speaking skill being assessed by their peers showed a significant
percentage of 54.5% (36 students) of agreement as shown in Table (5.11). Still,
one-third (34.8%) of the total number of the students held a neutral stand
concerning this point, which may be attributed to the same reason for being

uninterested in practicing peer assessment.

Table (5.11) Frequencies of the Students Questionnaire: Item 10

Item 10: | was comfortable having my speaking skill judged and
assessed by my peers
Frequency Percent
Vvalid Agree 36 54.5
Neutral 23 34.8
Disagree 7 10.6
Total 66 100.0
B Agree
@ Neutral
O Disagree

Figure (5.11) Frequencies of the Students' Questionnaire: Item 10
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Item 11: This point reveals some association to item 10. As shown in Table
(5.12), more than half the students took a neutral stand showing no final view
regarding the overall judgement they got from their peers. Thisis normal, since
the peerings of some students were not stable along the study, and some of them
spoke about this point directly to the researcher. One third of the total number
of the students (36.92%, 24 students) were satisfied with the assessments of
their peers, while only 10.77%.0f the students (7 students) showed a

disagreement on this point.

Table (5.12) Frequencies of the Students Questionnaire: Item 11

Item 11: The overall assessment my peers gave me were fair and
reasonable
Frequency Percent
valid Agree 24 36.92
Neutral 34 52.31
Disagree 7 10.77
Total 65 98.5
Missing  9.00 1 15
Total 66 100.0
M Agree
@ Neutral
O Disagree

Figure (5.12) Frequencies of the Students Questionnaire: Item 11

[tem 12: From Table (5.13), it is clear that a high percentage of agreement
(73.85%) reflects the impact of the peer assessment in raising the awareness
among the students of their own skills. Paying attention to the peers

performance enabled the assessors to compare their own performance to their
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peers in a way of improvement. However, a neutral percentage of 23.08% was
held by 15 students reflecting an unclear opinion towards the peer assessment
practice. Again, one student missed answering this question, which may be due

to her/hislittle interest in doing so.

Table (5.13) Frequencies of the Students' Questionnaire: Item 12

Item 12: Assessing other students’ speaking skill helped me plan to
improve my own
Frequency Percent
Vvalid Agree 48 73.85
Neutral 15 23.08
Disagree 2 3.08
Total 65 98.5
Missing 9.00 1 15
Total 66 100.0

M Agree
@ Neutral
[ Disagree

Figure (5.13) Frequencies of the Students' Questionnaire: Item 12

Item 13: Having Item 3 asked the students about knowing their strengths and
weaknesses throughout using the rubric, Item 13 asked if the assessments of
their peers raised their awareness of their weaknesses and strengths. As shown
in Table (5.14), while more than half the students (34 students, 52.3%) showed
agreement on this case, only five of them disagreed. Still, more than one third of
the students (26 students, 39.4%) had a neutral view. This may be attributed to
the same reason for the unequal peering, especialy when taking into

consideration the relatively same percentage gained for the neutral choice.
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Table (5.14) Frequencies of the Students' Questionnaire: Item 13

Item 13: PA comments from the first use made me aware of my
weaknesses and strengths
Frequency Percent
Valid Agree 34 52.31
Neutral 26 40.00
Disagree 5 7.69
Total 65 98.50
Missing  9.00 1 1.50
Total 66 100.00

M Agree
@ Neutral
O Disagree

Figure (5.14) Frequencies of the Students Questionnaire: Item 13

Item 14: Having applied the group discussion technique, the presence of the
teacher is restricted to one group a a given time. Establishing such an
interactive class may limit the teacher's role as an observer of all the studentsin
the classroom simultaneously. In this case, applying the peer assessment is very
significant. The students play their roles as observers in the groups and that
guarantee the class to act within the classroom restrictions.

As shown in Table (5.15) given below, a significant percentage of 62.1%
(42 students) agreed on having performed in their best even in the absence of
the teacher. This reflects an important objective of peer assessment and
encourages its use as a primary tool within the group technique discussion.

However, less than one-third (28.8%) of the students, had a neutral view
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concerning this point. Only six students (9.1%) disagreed showing the need for

the presence of the teacher to observe their performance.

Table (5.15) Frequencies of the Students' Questionnaire: Item 14

Item 14: Peer assessment guarantees we speak in our best
performance even with the absence of the teacher's observation

Figure (5.15) Freguencies of the Students Questionnaire: Iltem 14

Frequency Percent
Vaid Agree 41 62.1
Neutral 19 28.8
Disagree 6 9.1
Total 66 100.0
M Agree
@ Neutral
O Disagree

ltem 19: The purpose behind this item is to get the students final judgement

concluding their experience in practicing peer assessment. As shown in Table

(5.16), a disagreement of 40.9% on this item among the students showed

agreement on participate in the practice of peer assessment. More than one-third

of the students had a neutral view of this point, which gives support to the

previous neutral percentages of the use of peer assessment.

As a

recommendation of the participants, the practice of peer assessment is proved

successful with the use of the group discussion technique. However, one student

missed answering this item which might be due to little interest in giving a final

judgement of the experience.
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Table (5.16) Frequencies of the Students' Questionnaire: Item 19

Iltem 19: Students should not be involved in assessing peers,
assessment should be solely the teachers’ job
Frequency Percent
Valid Agree 16 24.2
Neutral 22 33.3
Disagree 27 40.9
Total 65 98.5
Missing  9.00 1 15
Total 66 100.0
M Agree
@ Neutral
O Disagree

Figure (5.16) Frequencies of the Students' Questionnaire: Item 19

5.2.3. Students' Perspectives of the Group Discussion Technique

Item 15: Leading the group discussion throughout the lessons aimed to build up
confidence within the students to perform as teachers (since they are in the
preparation-process to become future teachers). As shown in Table (5.17), a
significant percentage of the participants of 74.24% (49 students) agreed on the
positive impact of this technique, which reflected a high acceptance among the
students of its use. This was particularly important to train the shy students for
leading their sub-groups, since many of them (especially females) had some
difficulty concerning this point. Thus, leading a group of 4-5 students was
encouraging and motivating, primarily when the group consists of a number of
acquainted friends. Still, the neutral percentage is repeated for this item

representing no exact view concerning the group discussion technique.



Table (5.17) Frequencies of the Students' Questionnaire: Item 15

Item 15: Leading my group discussion gave me more self-
confidence to act as a teacher

Figure (5.17) Frequencies of the Students Questionnaire: Item 15

Frequency Percent
Vaid Agree 49 74.24
Neutral 15 22.73
Disagree 2 3.03
Total 66 100.0
M Agree
@ Neutral
[ Disagree
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l[tem 16: Another point supporting the use of group discussion is presented in
Item 16 for establishing an interactive classroom. As shown in Table (5.18), the
high percentage of agreement of 50 students (76.9%) showed a positive

perspective of the use of the group discussion technique. However, 11 students

having a neutral view, reflected no exact preference of the use of this technique.

Four students (6.1%) disagreed on the use of this technique in the classroom

discussion.
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Table (5.18) Frequencies of the Students' Questionnaire: Item 16

Item 16: | felt more comfortable in discussing the topics with my
classmates through group discussions than merely with the
teacher
Frequency Percent
Vvalid Agree 50 76.92
Neutra 11 16.92
Disagree 4 6.15
Total 65 98.5
Missing 9.00 1 15
Total 66 100.0
M Agree
@ Neutral
[ Disagree

Figure (5.18) Frequencies of the Students' Questionnaire: Item 16

Item 17: The interaction of the students inside the classroom was so obvious to

reflect the high percentage of agreement (80.4% of 53 students) of the use of the
group discussion technique, as shown in Table (5.19). Their willingness to
participate in each class assured such a percentage, unlike their passive views of
the interview technique they used to practice earlier. Still, 13.6% of the students
(9 students) had a neutral view, showing no absolute preference of the
discussion technique. Some of the students were uncomfortable- in some
lessons- to be within certain sub-groups. While some students stuck to their own
sub-groups, some others had several changes due to the absenteesin their teams,
which had some impact on the students' views. In addition to that, two students
did not answer this question, which might be due to uninterest in answering this
guestion.
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Table (5.19) Frequencies of the Students' Questionnaire: Item 17

Item 17: Group discussion encouraged me to participate in each
lecture's discussion/ activity
Frequency Percent
Valid Agree 53 80.4
Neutral 9 13.6
Disagree 2 3.0
Total 64 97.0
Missing  9.00 2 3.0
Total 66 100.0
B Agree
@ Neutral
[ Disagree

‘

Figure (5.19) Frequencies of the Students Questionnaire: Item 17

[tem 20: Although the majority of the students (72.7%) showed a comfort in
participating in their group discussions (as presented earlier in Table (5.18)),
still there is a percentage of 18.2% of the students (12 students) who had a

neutral view about recommending the use of the group discussion technique in
conversation classes (see Table (5.20)). However, one student did not answer
this question, which may be due to her/his disinterest in giving a final
judgement or answering this point. Nevertheless, the high percentage of
agreement of 72.7% (48 students) among the participants showed an acceptance

of using the group discussion technique in conversation classes.



Table (5.20) Frequencies of the Students' Questionnaire: Item 20

Item 20: | recommend using the group discussion techniquein
conversation classes
Frequency Percent
Vvalid Agree 48 72.7
Neutral 12 18.2
Disagree 5 7.6
Total 65 98.5
Missing 9.00 1 15
Total 66 100.0
M Agree
@ Neutral
[ Disagree

Figure (5.20) Frequencies of the Students' Questionnaire: Item 20

5.2.4. Students Comments Added to the Questionnaire
In the last point of the students questionnaire, the students were asked to
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give their comments- if they have any- concerning their experience in practicing

the rubric, the peer assessment, and the group discussion technique. Only 18

students added their comments, which were classified into positive, negative,

and suggestions. Table (5.21) shows the classification of the students

comments.

Table (5.21) Classification Frequencies of the students comments
added to the questionnaire
Comments N Percent of Cases
+ comment 13 100.0%
suggestions 3 23.1%
- comment 2 15.4%
Total 18 138.5%
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Some of the positive comments repeated a number of the items of the
guestionnaire describing the advantages of the three practices mentioned earlier.
Furthermore, whereas some other positive comments expressed likes and thanks
for taking part in the experience, others added statements that are more
informative. Some of the suggestions repeated some items of the questionnaire
and others gave new ideas. On the contrary, the negative comments were direct
in showing disinterest in the experience. The following lines list some of the
positive comments, the suggestions, and all the negative comments of the
participants (ver batim)®.

a. Positive Comments

1. "Using the rubric is a very useful way in conversation lecture.
This way encourages all students to participate in discussion."

2. "Thistest was a great benefit to us. The rubric though usto give
our judge faithfully."

3. "Thisisthe best way | have known my speaking skills though it.
The group discussion has the main job of developing my
speaking skills. Peer assessment was a good but not so much."

4. "The rubric make us develop in speaking, makes us avoid use
Arabic. The rubric force us to speak even if we didike to
speak."

5. "I think that it is useful for usto assess our skills. Also | like the
group discussion, it makes the connection between us more
eady. And it isfix our mistakes."

6. "It helps me to improve my influency. It makes me how to know
my level. It helps me to know more vocabulary."

b. Suggestions
1. "rubric is something useful, but it needs long time to
understand it."

* The comments of the students are listed here verbatim (i.e. listing exactly the same words of
the students' comments found in the questionnaire)
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2. "We should have more timein discussion.”

3. The peers should be changed every week. The topic should be
known from the preceding lecture.”

c. Negative Comments
1. "Frankly speaking, | don't like the rubric. | think it is the job of
the teacher to assess the students.”

2. "My point of view that discussion with teacher will be more
useful than with students because the teacher will correct my
mistakes in speaking. Thank you."

5.3. Interrater Reliability Test

It is evident that the reliability of a certain scale will lead to its validity
(Peterson, 1994: 381). Thus, checking the reliability of the rubric designed for
the study is of more than one advantage. Hence, the results gathered from the
interrater reliability test, which was conducted by ten teachers in rating six
students, were analyzed statistically by two measures. Cronbach's alpha and the
Coefficient of Variation. Cronbach's alpha was used to measure the interrater
reliability of the analytic rubric designed by the researcher for the study and the
Coefficient of Variation was used in comparing the two types of assessments
given by the ten raters in the interrater reliability test, namely, the rubric and the
traditional assessment.

The following sections discuss the results of the two types of measures.

5.3.1. Interrater Reliability of the Rubric

Cronbach's apha was developed by Cronbach in 1951 as a basic measure for
internal consistency for rating scales with multi-criteria and became the most
widely used measure for estimating the internal consistency of rating scales
(ibid: 382). What characterizes Cronbach's alpha among the other reliability
measures isthat it is used to measure the interrater (and the intrarater) reliability

among multiple raters, while the other measures (like Pearson's correlation and
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Spearman rank order correlation) are used to measure the interrater reliability
between two variables (raters) only.

For a rating scale to achieve an acceptable interrater reliability with the
Cronbach's alpha measure, the alpha should be "within the range of 0.50- 0.92,
with most values above 0.70". (Jonsson and Svingby, 2007: 135) However, if
the Cronbach's adphais low, then it means that "the majority of the variance in
the total composite score is really due to error variance and not to true score
variance (Crocker and Algina, 1986; cited in Stemler, 2004, n.p.). The
following sections tackle the Cronbach's apha measuring the rubric as a whole

and then, criterion by criterion.

5.3.1.1. Interrater Reliability of the Overall Rubric

As introduced in Chapter Four, the levels of each criterion of the rubric were
given specified scores and the total score of the rubric is 20. To make possible
their statistic analysis, the assessments of the six students were converted into
the final scores according to the values of each criterion. Having the summation
of each student, the final scores were analyzed using the Cronbach's apha
measure for the test of interrater reliability. This section deals with the analyses
of the overall interrater reliability of the rubric using the total scores of al the
students given by the ten raters who are labeled numerically from 1 to 10.

a. Overall alpha: As the results in Table (5.22) show, the overall aphais
.934, which is very high and it indicates a strong interna consistency
among the ten raters. Accordingly, the analytic rubric designed for the
study has proved to be reliable and in conclusion valid as well.

Table (5.22) The overall statistics of the rubric

Cronbach's Alpha Based on
Standardized Items

934 951 10

Cronbach's Alpha N of Items
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b. Corrected Item-Total Correlation: In Table (5.23) given below, the
column "Corrected Item-Total Correlation” displays the correlation
between the score of a given item (rater) and the sum score of the other
nine items (raters). The results shown in the column reflect a strong,
positive correlation between the scores of one rater and the combined
scores of the other nine raters. For example, the correlation between rater
6 and the sum of the other nine raters is 0.981, which means a strong
positive correlation. However, raters 1, 3, 4, and 7 show the lowest

correlations with the other ratersin the corrected item-total correlation.

Table (5.23) Item-Total Statistics of the ten raters

Scale Mean Scdle Corrected Cronbach's
Rater if ltem Varianceif | Item-Total |Alphaif Item
Deleted Item Deleted | Correlation Deleted

1 117.250 206.275 .630 .936
2 118.333 234.067 .788 .931
3 119.667 208.867 .637 .934
4 117.000 227.400 .675 931
5 118.167 223.767 .906 .925
6 119.083 203.442 .981 915
7 116.333 216.867 .650 931
8 119.000 179.300 .966 .914
9 120.000 196.300 .807 .924
10 119.417 226.342 .856 .927

c. Cronbach's Alpha if Item Déeleted: This column displays the Cronbach's
alpha measure that would result if a given item (rater) was deleted. Like
the item-total correlation, this column of information is valuable for
determining which items (raters) from among a set of items (the 10 raters)
contributes to the total alpha. Hence, the value presented in this column
represents the apha value if the given rater was not included. This
approach can identify the raters who detracted from the overal interrater
reliability and show the poorer raters whose ratings, if deleted, will cause

the alphato increase.
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According to the above discussion, it is evident from Table (5.23) that
the alpha, if rater 8 is deleted, would drop from the overall.934 to .914.
Since the alpha would drop with the removal of rater 8, then this rater
appeard to be useful and contributed to the overal rdiability of the
ratings. On the contrary, rater 1 seems less useful. The apha would
increase from .934 to .936 if rater 1 was deleted. Also, the apha would
remain the same if rater 3 was deleted, which means that the ratings of
rater 1 and 3 do not contribute much to the reliability of the rubric
assessment. Nevertheless, since the differences between the overall apha
and the 'alpha if item deleted' are not significantly high, then there is no
real reason to drop the two raters from the total interrater reliability test.

5.3.1.2. Interrater Reliability of the Detailed Criteria of the Rubric

In an analytic rubric with different criteria, it is significant to find out which
criterion has contributed to the overall reliability of the rubric. Thus, Cronbach's
apha was applied again to each of the eight criteria of the rubric, namely:
fluency, grammar, pronunciation, no use of Arabic, use of English, interaction,
content, and humor.

It is found that the reliability varies from a criterion to another according to
significance differencesin alpha. However, prior to the interrater reliability test,
some teachers showed disagreement on the group of the students selected for
thisissue. To clarify, the researcher explained that she is not concerned with the
levels of the students, but with the adequate use of the rubric. In this regard,
raters 3, 4, and 8 showed their personal impression concerning the students prior
to watching the video, which means their rubric assessment might be affected
by their general impression.

The following sections deal with the Cronbach's alpha of each criterion.
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1. Fluency: Tables (5.24) and (5.25) illustrate the alpha results of the fluency
assessment. From Table (5.24), it appears that the alpha of fluency is .364,
which means a weak alpha among the ten raters and reflects a lack of interrater
reliability of fluency.

Tables (5.24) Reliability Statistics of Fluency

Cronbach's Alpha N of Items
.364 10

As shown in Table (5.25) given below, it can be seen that rater 8 is the most
reliable rater. While the corrected item-total correlation of rater 8 is.926, which
means a high correlation, the Cronbach's alpha if rater 8 was deleted would be
decreased from .364 to -.201. On the contrary, whereas the corrected item-total
correlation of rater 4 is -.280 (which means a lack of correlation), the
Cronbach's aphaif rater 4 is deleted would be increased from .364 to .468.

Tables (5.25) Item-Total Statistics of Fluency

Scale Mean Scale Corrected Cronbach's
Rater| if Item Variance if Iltem-Total | Alphaif Item
Deleted Item Deleted | correlation Deleted
1 9.000 .800 .000 445
2 9.167 .967 .000 .369
3 9.167 767 .000 465
4 9.083 1.042 -.280 .468
5 9.167 .967 .000 .369
6 9.167 .967 .000 .369
7 9.167 767 181 .318
8 9.167 467 .926 -.201%
9 9.250 .675 .745 A11
10 9.167 .967 .000 .369

a. The value is negative due to a negative average covariance
among items.
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2. Grammar: Tables (5.26) and (5.27) illustrate the apha results of the
grammar assessment. From Table (5.26), it appears that the alpha of grammar is
779, which means a good alpha among the ten raters and reflects a good

interrater reliability of grammar in turn.

Tables (5.26) Reliability Statistics of Grammar
Cronbach's Alpha N of Items
779 10

As shown in Table (5.25), raters 1 and 4 are the most significant in the
interrater reliability of grammar. While the Cronbach's alphaif rater 1 is deleted
increases from .779 to .804, it would be decreased if rater 4 was deleted. In
opposition to fluency assessment, rater 4 is seen more reliable in grammar

assessment.

Tables (5.27) Item-Total Statistics of Grammar

Scale Mean Scale Corrected Cronbach's
Rater if ltem Variance if Item-Total | Alphaif Item
Deleted Item Deleted | Correlation Deleted
1 10.250 3.475 .000 .804
2 10.167 3.267 202 .786
3 10.417 2.742 .405 73
4 10.167 1.967 .884 677
5 10.250 2.975 .561 .750
6 10.250 2.475 701 .720
7 10.333 3.367 178 .785
8 10.417 2.742 .668 732
9 10.083 2.842 .728 732
10 10.417 3.542 .000 .789
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3. Pronunciation: Tables (5.28) and (5.29) show the apha results of the
pronunciation assessment. From Table (5.28), it appears that the alpha of
pronunciation is .389, which means a weak apha among the ten raters and

reflects alack of interrater reliability.

Table (5. 28) Reliability Statistics of Pronunciation
Cronbach's Alpha N of Items
.389 10

As shown in Table (5.29) given below, individua raters 1, 2 and 3 correlate
negatively with the other nine raters. However, raters 6 and 9 are the most
contributing raters to the alpha since the deletion of either of them would cause

the alphato decrease into negative values.

Table (5.29) Item-Total Statistics of Pronunciation

Scale Mean Scale Corrected Cronbach's
Rater if Item Variance if [tem-Total Alphaif Item
Deleted Item Deleted | Correlation Deleted

1 10.667 1.267 -.363 .503

2 11.000 1.200 -.224 469

3 11.083 1.342 -.386 671

4 10.667 767 .933 .098

5 10.583 1.142 .000 .394

6 10.833 .567 .635 -2.873E-14%

7 10.833 .867 .392 .260

8 10.917 .942 .266 .319

9 11.083 .642 .790 -2.523E-14%

10 11.083 1.142 .000 .394

a. The value is negative due to a negative average covariance among

items.
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4. No Use of Arabic: Tables (5.30) and (5.31) illustrate the alpharesults of the
no use of Arabic assessment. From Table (5.30), it appears that the apha of this
criterion is .705, which means a good apha reflecting a good interrater

reliability of the no use of Arabic among the ten raters.

Table (5.30) Reliability Statistics of the No Use of Arabic
Cronbach's Alpha N of Items
.705 10

From Table (5.31), it is clear that raters 4 and 8 contribute highly to the
overall aphaof the no use of Arabic since the alpha decreases from .705 to .554
if they were deleted. On the contrary, if any of theraters 1, 2, 5, 6, 7, and 9 were
deleted, the alphawould increase to .714.

Table (5.31) Item-Total Statistics of the No Use of Arabic

Scale Mean Scale Corrected Cronbach's
Rater if ltem Varianceif | Item-Total | Alphaif Item
Deleted Item Deleted | Correlation Deleted
1 33.67 3.467 .000 714
2 33.67 3.467 .000 714
3 34.00 2.400 .500 .656
4 33.83 2.167 .943 .554
5 33.67 3.467 .000 714
6 34.67 3.467 .000 714
7 33.67 3.467 .000 714
8 33.83 2.167 .943 .554
9 34.33 1.467 .674 .665
10 33.67 3.467 .000 714
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5. Use of English: Tables (5.32) and (5.33) show the apharesults of the use of
English assessment. From Table (5.32), it appears that the alpha is .822, which
means a very good alpha reflecting a very good interrater reliability of the use

of Englishin turn.

Table (5.32) Reliability Statistics of the Use of English
Cronbach's Alpha N of Items
.822 10

From Table (5.33), it is evident that raters 6, 7, 8, and 9 contribute to the
overal apha of English since the alpha decreases if any of them was deleted.
Conversdly, the apha would increase if any of raters 1, 2, 3, 4, 5, and 10 was
deleted.

Table (5.33) Item-Total Statistics of the Use of English

Scale Mean Scale Corrected Cronbach's
Rater if ltem Varianceif | Item-Total [Alphaif Item
Deleted Item Deleted | Correlation Deleted
1 9.167 3.467 190 .844
2 9.250 3.875 .000 .832
3 9.500 3.700 .095 .841
4 9.167 3.167 423 .817
5 9.167 3.467 482 .811
6 9.250 2.875 .839 770
7 9.167 2.567 .967 745
8 9.083 2.542 .896 752
9 9.250 2.475 .853 .758
10 9.250 3.875 .000 .832
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6. Interaction: Tables (5.34) and (5.35) show the apha results of the
interaction assessment. From Table (5.34), it appears that the alpha is .946,
which means a very high apha reflecting a very high interrater reliability of

interaction as well.

Table (5.34) Reliability Statistics of Interaction
Cronbach's Alpha N of Items
946 10

From Table (5.35) given below, it can be seen that there is no red
significance in the alpha if any of the raters was deleted. In this case, raters 6
and 10 are the ones contributing mostly to the alpha, whereas raters 7 and 9
affect the alpha negatively since the deletion of any of them causes the alpha to

increase.

Table (5.35) Item-Total Statistics of Interaction

Scale Mean Scale Corrected Cronbach's
Rater if ltem Varianceif | Item-Total [Alphaif Item
Deleted Item Deleted | Correlation Deleted
1 20.583 47.042 .827 .939
2 20.250 52.175 797 .940
3 21.167 46.567 .894 .935
4 19.667 53.867 .890 .940
5 21.083 47.642 .820 .939
6 20.500 49.100 .957 .933
7 19.583 54.242 456 .955
8 21.000 49.600 913 .934
9 21.167 58.967 483 .952
10 21.250 47.975 923 .933




140

7. Content: Tables (5.36) and (5.37) show the apha results of the content
assessment. From Table (5.36), it appears that the aphais .761, which means a
good alpha reflecting a good interrater reliability of content in turn.

Table (5. 36) Reliability Statistics of Content
Cronbach's Alpha N of Items
.761 10

As shown in Table (5.37) given below, the rater 8 is the most contributing
rater to the alpha, since the apha would increase from .761 to .619 if it was
deleted. However, though not significantly high, the apha would increase from
.761 10 .787 if the rater 2 was del eted.

Table (5.37) Item-Total Statistics of Content

Scale Mean Scale Corrected Cronbach's
Rater if Item Varianceif | Item-Total |Alphaif Item
Deleted Item Deleted | Correlation Deleted
1 11.250 3.675 467 .735
2 11.333 4,767 -.150 787
3 11.500 3.700 497 .730
4 11.333 4.267 435 747
5 11.750 4.675 .000 770
6 11.667 3.267 .657 .700
7 10.917 4,342 .248 .760
8 11.583 2.242 .961 .619
9 11.667 3.267 .657 .700
10 11.750 4.675 .000 770
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8. Humor: Tables (5.38) and (5.39) show the alpha results of the humor
assessment. From Table (5.38), it is evident that the aphais -.132, which means
anegative aphareflecting alack of interrater reliability of humor among the ten

raters.

Table (5.38) Reliability Statistics of Humor
Cronbach's Alpha® N of Items
-.132 10

a The value is negative due to a negative average
covariance among items.

From table (5.39) given below, while the apha increases if any of the raters
1, 2, 4, and 8 was deleted, it decreases if any of the raters 3, 6, 7, 9, and 10 was
deleted, and decreases significantly if the rater 5 was deleted.

Table (5.39) Item-Total Statistics of Humor

Scale Mean Scale Corrected Cronbach's
Rater if Item Varianceif | Item-Total |Alphaif Item
Deleted Item Deleted | Correlation Deleted

1 13.833 .867 -.196 3.947E-14
2 14.500 .900 -.258 3.360E-14
3 14.000 .700 .293 -.3212
4 14.000 .900 -.258 3.360E-14
5 13.667 .867 -.175 -.043%
6 13.917 542 .614 -.692%
7 13.833 .567 485 -.596%
8 14.167 1.067 -.469 492
9 14.333 .567 159 -.397%
10 14.000 .700 .293 -.3212

a. The value is negative due to a negative average covariance
among items.
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5.3.2. Comparison between the Two Types of Assessment: the Rubric and
the Traditional Assessment

In order to make a comparison between the two types of assessment, i.e. the

rubric and the traditional (summative) assessment, a Coefficient of Variation

was performed between the total rubric scores and the traditional scores given

by the ten raters to the six students at the end of the interrater reliability test.

Figure (5.21) illustrates the means of the two types of assessment; the rubric

scores and the traditional scores.

3 Mean =11.76 47
Std. Dev. = 1.469 Mean=13.16
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Figure (5.21) The Means of the Students Traditional and Rubric Scores

In Figure (5.21), the horizontal dimension represents the scores values given
to the students and their range of the total score (i.e. 20), whereas the vertical
dimension shows the frequency of a certain score given by the teachers. Hence,
from the norm curve of the two histograms, it can be seen that the scores of the

rubric assessment are less dispersed from the scores of the traditional
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assessment and much concentrated on the centre of the norm curve. This gives
the hypothesis that the rubric assessment is much consistent than the traditional
assessment. To check the validity of this hypothesis, the coefficient of variation
measure should be calculated. The coefficient of variation measure (Cv) is
defined as the ratio of the standard deviation (S) to the mean (X) multiplied by

100%. Thus, the Cv equation will be:

Cv = 2+100%
Since the coefficient of variation measure is one of the dispersion measures,
then the lower its value, the better its meaning. Accordingly, the Cv of the rubric
assessment and the traditional assessment will be calculated as follows.

1.231

-+ 100% = 9.3541
13.16

Rubric Cr =

1.469
11.76

Noting the results of the two calculations, it is concluded that the Cv of the

Traditional Cv = « 100% = 12.4914

rubric assessment is lower than that of the traditional assessment, which gives
evidence that the overall rubric assessment was better than the traditiona

assessment.

In the following sections, the same procedure is followed to compare the
consistency of the two types of assessment to each of the six students in the
reliability test. The students are named according to the initials of their first
names as B, Kh, D, A, E, and J.
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1. Coefficient of Variation of Student B
Table (5.40) given below shows the descriptive statistics of student B.

Table (5.40) Descriptive Statistics of Student B

N Minimum Maximum Mean | Std. Deviation | Coefficient of Variation

B_ Rubric 10 11.5 18.0| 14.800 1.7981 12.1493
B_ Traditional 10 9 17 12.90 2.923 22.6589
Valid N (listwise) | 10

From Table (5.40), it is found that the rubric assessment is more consistent
for student B than the traditional assessment because the value of Cv of the
rubric assessment is less than that of the traditional assessment.

Figure (5.22) given below shows the scores distribution of the rubric

assessment and the traditional assessment of student B.
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Figure (5.22) Traditional and Rubric scores of Student B

From Figure (5.22), it can be seen that the scores of student B in the
rubric assessment histogram are less dispersed and more concentrated on the

centre than those in the traditional assessment histogram.
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2. Coefficient of Variation of Student Kh
Table (5.41) given below shows the descriptive statistics of student Kh.

Table (5.41) Descriptive Statistics of student Kh

N Minimum Maximum Mean | Std. Deviation | Coefficient of Variation

Kh_ Rubric 10 10.0 17.0| 12.800 2.3118 18.06
Kh_ Traditional 10 9 15 12.00 2.000 16.66

Valid N (listwise) | 10

From Table (5.41), it is found that the traditiona assessment is more
consistent for student Kh than the rubric assessment because the value of Cv of

the traditional assessment is |ess than that of the rubric assessment.

Figure (5.23) given below represents the scores distribution of the rubric

assessment and the traditional assessment of student Kh.
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Figure (5.23) Traditional and Rubric Scores of Student Kh
From Figure (5.23), it is evident that the scores of student Kh in the
traditional assessment histogram are less dispersed and more concentrated on

the centre than those in the rubric assessment histogram.
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3. Coefficient of Variation of Student D
Table (5.42) given below shows the descriptive statistics of student D.

Table (5.42) Descriptive Statistics of student D

N Minimum Maximum Mean | Std. Deviation | Coefficient of Variation

D_ Rubric 10 13.5 17.0| 15.350 1.1316 7.371
D_ Traditional 10 12 18 14.40 1.776 12.347

Valid N (listwise) | 10

From Table (5.42), it is found that the rubric assessment is more consistent
for student D than the traditional assessment because the value of Cv of the

rubric assessment is less than that of the traditional assessment.

Figure (5.24) given below shows the scores distribution of the rubric

assessment and the traditional assessment of student D.
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Figure (5.24) Traditional and Rubric scores of Student D
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From Figure (5.24), it is obvious that the scores of student D in the rubric
assessment histogram are less dispersed and more concentrated on the centre
than those in the traditional assessment histogram. This judgement might not be
so clear from examining the histograms for the first time, but taking into
consideration the range of the scores of each type of assessment will give aclear
understanding to this point. From the two histograms, it can be noted that in the
rubric scoring, the scores values extend between the values 13.5- 17 (i.e, the
scores range is only 3.5 scores), whereas the scores values of the traditiona
assessment extends between the values 12- 18 (i.e., the scores range is 6 scores).
Accordingly, it is evident that the rubric assessment is more consistent to
student D than that of the traditional assessment.
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4. Coefficient of Variation of Student A

Table (5.43) given below shows the descriptive statistics of student A.
Table (5.43) Descriptive Statistics of student A

N Minimum Maximum Mean Std. Deviation | Coefficient of Variation

A_ Rubric 10 7.50 15.00 | 11.0500 2.2663 20.5095
A_ Traditional 10 7.00 12.00( 9.4000 15776 16.7829

Valid N (listwise) | 10

From Table (5.43), it is found that the traditional assessment is more
consistent for student A than the rubric assessment because the value of Cv of

the traditional assessment is less than that of the rubric assessment.

Figure (5.25) given below illustrates the scores distribution of the rubric

assessment and the traditional assessment of student A.
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Figure (5.25) Traditional and Rubric Scores of Student A

From Figure (5.25), it is evident that the scores of student A in the traditional
assessment histogram are less dispersed and more concentrated on the centre

than those in the rubric assessment histogram.
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5. Coefficient of Variation of Student E

Table (5.44) given below shows the descriptive statistics of student E.
Table (5.44) Descriptive Statistics of student E

N Minimum Maximum Mean Std. Deviation | Coefficient of Variation

E_ Rubric 10 11.00 16.00 | 12.5000 1.4337 11.4696
E_ Traditional 10 9.00 12.00 | 10.4000 1.0750 10.3365
Valid N (listwise) | 10

From Table (5.44), it is found that the traditiona assessment is more
consistent for student E than the rubric assessment because the value of Cv of

the traditional assessment is less than that of the rubric assessment.

Figure (5.26) given below shows the scores distribution of the rubric

assessment and the traditional assessment of student E.
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Figure (5.26) Traditional and Rubric scores of Student E

From Figure (5.26), it is apparent that the scores of student E in the
traditional assessment histogram are less dispersed and more concentrated on

the centre than those in the rubric assessment histogram.
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6. Coefficient of Variation of Student J
Table (5.45) given below shows the descriptive statistics of student J.

Table (5.45) Descriptive Statistics of student J

N Minimum Maximum Mean Std. Deviation | Coefficient of Variation

J_ Rubric 10 12.00 14.00( 12.6111 .6509 5.1613
J_ Traditional 10 9.00 15.00( 11.7778 1.8559 15.7576

Valid N (listwise) | 10

From Table (5.45), it is found that the rubric assessment is more consistent
for student J than the traditional assessment because the value of Cv of the
rubric assessment is much less than that of the traditional assessment.

Figure (5.27) given below shows the scores distribution of the rubric

assessment and the traditional assessment of student J.
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Figure (5.27) Traditional and Rubric Scores of Student J

From figure (5.27), it is clear that the scores of student J in the rubric
assessment histogram are less dispersed and more concentrated on the centre

than those in the traditional assessment histogram.
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54. ThePre-Post Tests

The Paired-Samples T Test procedure was performed to measure the
differences between the participant’ performance before and after applying the
study methodology. T Test is the most common test used in comparing the
means of two data and it is available with three types. one sample t-test, two-
sample t-test, and paired t-test. In this case, the paired T Test was chosen among
the three types of T Test because it is capable of comparing the means of two
variables for the same group (like, the pre and posttests of the students). Elliott
and Woodward (2007:70) state that Paired T Test "computes the differences
between values of the two variables for each case and tests whether the average

differsfrom 0."

1. Differences Distribution: Prior to the paired t-test analysis, the first step
was to simply observe the distribution of the differences using a boxplot.
Figure (5.28) shows the plots for the pre and post tests data in a way of

simple comparison.
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Figure (5.28) Two Boxplots Showing the Distribution Differences of the Pre
and Post Tests Scores
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From Figure (5.28), it is obvious that the scores of the participants in the pre
test are distributed within the range of 8+ to 18, with a concentration of sores at
score 14. Yet, the posttest scores are distributed within the range of 12 to 18+,
with a concentration at score 16. Thisis a clear indication that the participants

performance is improved between the two periods of the tests.

2. Paired t-Test: In order to determine whether the study methodology was
effective, a paired t-test was performed using the data of the pre and posttests
introduced earlier in Chapter Four. Although the total number of the
participants was 74, the scores of only 66 were computed in the paired t-test.
This is due to the lack of the scores (of either of the tests) of eight

participants (due to their absence in the days of either of the two tests).

To get adequate results, a calculation of Post minus Pre tests scores must be
conducted to find out the differences in the students' scores. In this case, there
are two hypotheses to test. They are:

1. Ho: p= 0 (The null hypothesis. the mean of the differencesis zero, i.e. the
study methodology is ineffective.)
2. Hy p > 0 (The aternative hypothesis. the mean of the differences is

positive, i.e. the methodology is effective.)

This was done through calculating the paired t-test procedure and the results
obtained are shown in Table (5.46) given below.



Table (5.46) Paired Samples Test of the Post -Pre test

Paired Differences

95% Confidence

Std. Interval of the
Std. | Error Difference Sig.
Mean | Deviation| Mean | Lower | Upper t df | (2-tailed)
Post-Pre
Paired |1.6716| 1.8961 | .2316 [1.2092| 2.1341 | 7.216 | 66 .000
Test
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As illustrated in Table (5.46), the Post - Pre test mean is 1.6716 with a
standard deviation of the differences equals 1.8961. The calculated t-statistics
with the differences of the 66 scores (66 df) equals 7.216, which has a p-vaue
of 0.01. Out of these results, it can be noted that the mean of the Post minus Pre

test scores differences is positive, which is supportive to the alternative

hypothesis introduced earlier. Accordingly, the null hypothesisis rejected in this

case, and in conclusion, these results provide evidence that the study

methodology was effective in promoting the participants' speaking skill.
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CHAPTER SIX: CONCLUSIONS,
RECOMMENDATIONS AND SUGGESTIONS

6.1. Introduction

In this concluding chapter, the overall results of the study investigations are
presented for the aim of implying that the aims of the study introduced in
Chapter One are accomplished. The following sections summarize the findings
of the study with the concluding remarks, propose some recommendations
based on the empirical work, and give suggestions for future i mplementations of
similar empirical studies.

As introduced in Chapter One, the main aim of the study was to investigate
the impact of using the scoring rubric and peer assessment on promoting Iragi
EFL learners speaking skill at the university level. The empirical study was
limited to a convenience sample of the target population from the Department of
English, College of Education for Humanities, University of Basrah. The
following sections summarize the conclusions of the study with reference to the

problem, hypotheses, and aims of the study introduced in Chapter One.

6.2. Conclusions
6.2.1. General Conclusion with Reference to the Problem

Taking the problem of the study into consideration, the researcher found that
the use of the alternative assessment practices, namely the rubric, the peer
assessment and the group work technique, generally has a positive effect on
each of the teaching, learning, and assessment processes. As far as the learning
process is concerned, the students started to be aware of ther strengths and
weaknesses in speaking. This kind of awareness particularly evolved throughout

the use of the rubric in peer assessment. The descriptors of the different levels
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of each criterion were influential in informing (and continuously reminding) the
students of the objectives meant behind the course. Taking part of their own
assessments, the students shared the responsibility for their learning, which is
highly encouraged for polishing their professional skills for future employment.
As for teaching, the instructions found in the rubric descriptors made it easy for
the researcher not to repeat what is demanded of the students in each class.
Thus, the rubric was a good instructional device in monitoring the students
interaction as well as behaviours. As far as the assessment process is concerned,
the formative assessment of the peers, though not adequate always, was helpful
in giving the students formative assessment for their daily performance, which
in turn made them eager to participate in class and aware of the quality of their
performance. These conclusions reflect the fact introduced in Chapter One that
alternative assessment is an integration point between learning, teaching, and

assessment.

6.2.2. Conclusionswith Reference to the Hypotheses and Aims of the Study
1. In answering the first hypothesis of whether scoring rubrics can promote
the students' speaking skill, the researcher implemented a pre- posttest
procedure through which she investigated the differences in the students
performance before and after applying the practices of the rubric and the
peer assessment. According to the results of the statistical anaysis
tackling this point in Chapter Five, i.e. the paired T-tedt, it is found that
the rubric and the peer assessment are effective tools in improving the
students' speaking skill since they enhance the means of the students
score. In this case, the findings go aong with those concluded earlier by
Jonsson and Svingby (2007), White (2009), Reddy and Andrade (2010),
and Kutlu et a (2010).
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2. As far as the second hypothesis is concerned, it is evident from the
lectures of conversation that the rubric, when used in peer assessment and
group work technique, was successful in creating a highly motivated
student- centered classroom. She found that the students, even the very
passive ones, lack motivation and practice more than they lack linguistic
skills. Applying the aternative assessment, particularly with the group
technique, the role of the researcher was no longer the central in the class,
but an observer of the activities and performance of the students.
However, when used alone, the rubric was not as effective as it was with
the application of peer assessment. The students did not realize the
importance of the rubric, nor was the researcher able to use it as a fair
assessment tool due to the large class. Accordingly, when used with the
application of peer assessment, the rubric proved to be a valuable tool of

assessment as well as teaching and learning.

3. The third hypothesis deals with the issue of subjectivity in the
assessment of speaking. According to the statistical analyses of the
Cronbach's apha, it is found that the overall rubric has achieved a high
reliability, which is, in turn, evidence that the rubric has achieved validity
(as proposed by Peterson (1994. 381), in Chapter Five, that the reliability
of arating scale leads to its validity). Moreover, the interrater reliability
test has shown that the criteria descriptors were clear enough to achieve a
good reliability for 'No use of Arabic', 'Grammar’, and '‘Content’, very
good reliability for 'Use of English’, and excellent reliability for
'Interaction’. However, the unacceptable reliability of 'Fluency' and
‘Pronunciation’, and the negative reliability of 'Humor' may indicate

unclear definitions of the levels of criteria.
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Yet, a point of importance is to be mentioned. Not all the teachers
participating in the interrater reliability proved to rate the students
according to the rubric criteria. Some of them reflected their personal
judgements, which they admitted later to the researcher. Others, on the
other hand, explained that the rubric was much detailed and that they
needed more time of training, since the teachers had only an hour of

explanation of the criteria of the rubric and how to useit consistently.

4. As far as the comparison of the rubric and traditional assessment is
concerned, i.e. the fourth hypothesis, it is found that the rubric assessment
was more reliable than the traditional assessment with three of the
assessed students, namely, B, D, and J. On the other hand, the traditional
assessment was more reliable than the rubric assessment for the students
Kh, A, and E. This result gives evidence to the raters personal
judgements that have affected their rubric assessments. The teachers
made several remarks on the last three students in being passive ones,
though some of them described student B as such. Thisis aclear indicator
that some teachers have involved their persona judgements in rating

some students.

Ultimately, it is evident that a reliable rubric can achieve an objective
assessment of the students' speaking skill, if the raters were to receive
more training on its use, and more importantly, if they make use of the
criteria of the rubric as a guide in the assessment of the students
performance. Accordingly, alternative assessment can be more reliable

than traditional assessment.

6.2.3. Summary of Findings
In conclusion to the study, the researcher sums up the findings in the

following points (including both positive and negative findings):
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1. Scoring rubrics, if shared with students in peer assessment, are very
effective tools of assessment and teaching as well as learning.

2. Scoring rubrics, if developed with clear criteria descriptors and teachers
have training on applying them, are effective in reducing teachers
subjectivity in the assessment of the speaking skill.

3. Peer assessment is an effective tool in raising the students motivation,
cooperation, and awareness of the quality of their performance, as well as
in shaping their profession and confidence.

4. Implementing the group technique with peer assessment is very
successful in managing large classes.

5. A high rdiability of scoring rubrics is achieved if the criteria descriptors
are clear enough and understood by all raters.

6. Setting clear criteria descriptors is a chalenging matter, however it is
solved by the time of application. The criteria should be developed in a
way simulating actual performance of students.

7. Students take time to understand and master peer assessment.

8. Peer assessment needs teachers continuous observation.

6.3. Recommendations

In the light of the findings of the empirical study, the researcher recommends

the following:

1. Teaching alternative assessment practices to EFL students in the College
of Education for Humanities, so that they can make use of their
application in their future employment.

2. Training the university teachers at the practices of the aternative
assessments.

3. Implementing the use of rubrics, peer assessment, and group work
technique in conversation classes to help teachers manage large classes
and create student-centered classrooms.
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4. Developing rubrics for all courses to be handed to students (at least, if not
to be implemented in peer assessment) in the first classes. This is
primarily for the sake of sharing the goals of the course and the teachers
expectations with the students in advance, and secondly in order to
guarantee a transparent assessment of the students' performance.

5. In examining the students perspectives of the use of rubrics, peer
assessment, and group work in conversation classes in the students
guestionnaire, it is found that the students have a genera acceptance of
the use of the three practices. However, more training is recommended to
enroll students in the development of rubrics and the application of the
peer assessment.

6. Analytic rubrics are highly recommended than holistic rubrics, since they
detail the skill being assessed and make clear the reason behind a specific

assessment.

6.4. Suggestionsfor Future Studies

The following points make suggestions for any future similar study:

1. Taking into consideration the few number of males participating in the
study, asimilar study is suggested to be undertaken with an equal number
of participants from both genders.

2. Since the current study covers severa practices of the aternative
assessment, the scoring of the peer assessment was not considered in the
study. The main purpose of the peer assessment was to raise the students
awareness of the quality of their performance and draw their attention to
the class activities. So, no real interest was given to the adequacy of the
students' peer assessments. Thus, a study devoted to the application of
peer assessment is highly encouraged, particularly if compared with

teachers assessment.



160

3. The practices of rubrics and peer assessment are widely applied
worldwide in the assessment of writing and they were found to be
effective. Thus, a similar study investigating this point with Iragi EFL
learners is suggested.

4. Interrater reliability can be studied more specifically with alarger number
of raters with an option of investigating the raters' bias in the assessment
of students from both genders. (The genders of the raters themselves may

be involved in such astudy).
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Appendix I: Questionnaire of the Teachers of Conver sation

Letter of questionnaire
Dear Jury member..

Kindly check the attached questionnaire for its validity and consistency.

The questionnaire is to be introduced to teachers of conversation in the Department of
English (in the College of Education and the College of Arts) and the Department of
Translation (in the College of Arts).

The questionnaire aims at sighting teachers' methods of assessment they use in assessing
students' speaking skill in conversation classes. What kind of criteria they focus upon in their
assessments? What type of teaching method they follow? Their perspective about students'
performance in the speaking skill, and several other issues related to the study intended.

Please check the box in front of each item, whether approved or disapproved. Then kindly
fill in the following form.

I have checked the attached questionnaire and approved using it in the study of the MA
candidate Zainab Jaafar Auda, entitled "The impact of using scoring rubrics in peer

assessment on promoting Iraqi EFL learners' speaking skill at the university level".

Jury member information

Name:

Academic degree:

Teaching experience: ( ) years
Signature:

Date:
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Teachers Questionnaire
Dear Teacher:
Please, kindly fill in this questionnaire by ticking the space you select for each item. Your cooperation
in thisregard will be highly appreciated.
Thank you in advance.

Basic information about thesistopic:

In conversation classes, teachers differ in the ways of assessing students' speaking skill.
Sometimes they differ even in assessing the same student's performance. This questionnaire is
made particularly to gather teachers' opinions about the assessment of EFL learners' speaking
skill at the University of Basrah, and as a discovery to the different ways of assessment they use
in conversation classes.

It is part of an MA study for assessing the impact of alternative assessment on promoting
students' speaking skill.

Personal Background:

1. Qualification: @ MA O b) PhD O

2. Teaching experience (in years):
a 150 b) 6-100 ¢) 11-150 d)16-200 e) 21+0O

3. Experiencein teaching conversation (in years):
8150 b) 6100 ¢)11-150 d)16-200 e 21+0O

4, | teach conversation classes to:

a) First stage b) Second stage [J ¢) Third stage [ d) Two stages [ €) Three stages [J

Questionnaire Item

1. | What arethe objectives of the conversation course you teach?
(pleasetick the one/s suitable to you)

a) To teach students the principles of English language. O

b) Help students understand the various relations among ideas. O

¢) Help students understand the synonyms of words, phrases and meanings. O
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Cont.

d) Help students understand the functions of words in sentences as far as meanings and conditions are

concerned. O

€) Help them understand some of the cultural, sociological, political and economical effectsin language

and literature. O

f) Help them understand the harmony between ideas and their arrangements, logic and classifications. [

g) Hepthem apply the new ideas they have acquired. [

h) Help them explain and interpret what they read or hear and the like. [

i) Help them choose the suitable meaning from a context. [l

i) Alltheabove. O

k) Noneof theabove. O

[) Others. Mention them please:
a

b
c
d.
e

If you teach conversation classes to morethan one stage, do you consider the stage-level variablein your
assessment of students' performance?

a) Yes O b) No

If you give conversation classes to more than one stage, do your objectives differ from one stage to another?

a) Yes O b) No O

If you chose (yes) from the previous point , would you please list the item/s | etter/s of the objective/s
mentioned in no.1 that you decide for each stage?

1st Stage:

2nd stage:

3rd stage:

What arethe criteria you consider in assessing the students speaking skill?
a) Pronunciation O

b) Vocabulary [
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c) Fluency 0O

d) Comprehension [
e) Grammar [O

f) Interaction [

g) Allthe above O

h) Genera impression [

i)  Others. Mention themM PIEASE ....cceeeeeeeceeeee ettt e e b b et sr e et steste et s aeaaenaas

6. | Please, list the criteria you mentioned in item no.5 according to their importancein the following grid (from
the most to the least)
1. 5. 9.
2. 6. 10.
3. 7. 11.
4. 8. 12.
7. | Isyour assessment of the students performance
a) daily J b) weekly [J c) monthly O d) semesterly
8. | What type of assessment do you follow in your class?
a) Criterion-referenced assessment (i.e. assessing students against certain standards) O
b) Norm-referenced assessment (i.e. assessing students by comparing them to their classmates) [
9. | Doyou make use of any text books? OYes [ONo
10.

How do you choose the topics of the lectures? (you may choose more than one option)

a) |choose them myself. O
b) Iask the students what do they like to talk about. O
/the course syllabus. [

Cont.

d) 1cnhoose those which match the course objectives. [

e) |have another way. What is it please? )
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11 Isyour class
[ student-centered, [ teacher-centered, or [ teacher- student - centered?
12. | How do you describe the majority of studentsin conversation classes?
a) active learners [ b) passive learners [ c) neither active nor passive [J
13. | Which approach/method do you follow in the course?

a) Communicative approach O

b) Grammar- trandation method [

¢) Audio- lingual method [

d) Direct approach O

€) Eclecticapproach [

f) All theabove O

0) Another, mention it Please. ........c.vviiiiiiiii

14.

What do you do concerning the students mistakes?
a) | correct them [
b) I over correct them [
¢) | donotcorrectthem [

15.

In your academic studies, have you studied assessment as onetopic in the syllabus?
aYesd b)No O

16.

a) Areyou interested in teaching conversation? Oyes OO No [ONot much

b) If No, why please?

17.

a) Do you fedl your students areinterested in the conversation lessons? [ yes [0 No [ Not much

b) If NO, why do you think so?
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Appendix I1: Academic Information of the Jury of
the Teachers Questionnaire

No

Name

Qualification

Position

Majeed Hameed Jasim

Professor

Faculty member in the Dept. of
English, College of Education
for Humanities, University of
Basrah

Alaa Hussein Oda

Professor

Faculty member in the Dept. of
English, College of Education
for Humanities, University of
Basrah

Faisal Abid Minshid

Professor

Head of the Continuous
Learning Center, University of
Basrah

Jameel Qasim Hameed

Asst. Prof

Faculty member in the Dept. of
English, College of Education
for Humanities, University of
Basrah

Amal Abdul-Razzaq Al-Mansoori

Asst. Prof

Dean of the College of
Education for Girls, University
of Basrah

Zainab Hayyawi Bedewi

Asst. Prof

Faculty member in the
Psychology Dept., College of
Education for Humanities,
University of Basrah

Intisar Adnan AbdulQadir

Lecturer

Faculty member in the dept. of
English, College of Education
for Humanities, University of
Basrah

Rif'at Abdullah Jassim

Lecturer

Head of the Psychology Dept.,
College of Education for
Humanities, University of
Basrah
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Appendix 1V: Handouts Used in the Pilot Study



Cont. 176

Students Handout

Topic: Advertising | Lesson: Date:

& All vou can eat
Rest stop

Fashion model: good

JOBS /Men & Women

#h Erg |I - . looking, 18- 25 old. Ph. 652-
“' '+ y - 454-5687
; - - I Seamstress: Experienced

ladies dresses. Paid holidays,
vacation, medical insurance.

Apply in person, 2-5pm.

Elegant Dress Shop, 1827,
Main St.

Driver: delivery of valuable

Handy Vocabulary

To advertise Advertising Salary Ph., phone, mobile ph.
To qualify, To have the qualifications  Advertisement ad Product P. O. Box, post office box
To be worthwhile Want ad, classified ad Radio announcer St., Street
to pay Sign Script Effective
To translate Billboard Television announcer Full page
To buy Highway Television set True/ false
To sell Hotel, Commercial Creative
restaurant (announcement)
To offer Truck Bus Stunning
To invent Newspaper Slogan Distracting
To publish Magazine Way Model
To distribute Position, job Location Career

Analysis of the drawing

1.
2.
3.
4.
5.

Why is/isn't the highway a good place for billboard like the one in the picture?
What do you think the advertisement of the women face is about?

How many wants ads do you see? Describe them.

For which of the positions in the want ads would/ wouldn't you be qualified? Why?
What do you suppose the radio announcer is announcing for?

Points of interest

6.
7.
8.
9.

10.
11.
12.
13.
14.
15.

Name some ways of advertising a product.

What kind of products are advertised frequently on radio or television?

Describe a product you would like to advertise on radio or television and the sort of ad you would use.
Why does it seem to be more difficult to be a television announcer than a radio announcer?

Why are busses good places for advertisements?

What is a want ad?

One way to advertise something is to use a slogan. Translate one typical slogan used in your mother tongue.

Invent a want ad describing a position for which you would be qualified.
"It pays to advertise". Explain this opinion.
How it is known when or when not an ad is not effective?



Cont.

Students Handout

| Topic: Gossip & behaviours

| Lesson: Date:

THE LORD
HATES PEOPLE WHO

SPREAD GOSSIP

Handy Vocabulary

To gossip Mate Decent Reputation

To hinder Rumour Social bonding Coercive

To participate Private affairs Misinformation Idle talk

To tattletale Flatter, pay tributeto  Elite trivial

To affiliate Newsmonger Tattler/ chitchat/ dirt Intentional

To ostracize Lack of morality Big mouth Malicious

To inform Dignity Scandalmonger Negative consequences
To Jeopardize Aggression Gossipmonger Waste time

To criticize An attack Self-esteem Unethical

To perpetuate Moral Social status, prestige Erosion of trust
To sin Remarks Anxious Validation

Analysis of the drawing

PwwnN e

5.

Is gossip a positive or negative behaviour?

With whom is the woman on the top right tattling?

What do you think the girl on the phone is talking about? For how long?

Can chitchat be hindered? How?

Whom do you consider yourself among the three girls in the top left picture?

Points of interest

6.

10.
11.

12.

13.

"Gossip is idle talk or rumour, specially about personal and private affairs of others, meant to harm
the subject's reputation in the community. It may break existing bonds by ostracizing individuals
within a community." Is this true or false? Explain.

Gossip can be very serious depending upon the amount of power that the gossiper has over the
recipient, which will in turn affect how the gossip is interpreted. Do you agree?

What are the main reasons behind gossip?

How do private information of celebrities or of elite (like scandals of cinema stars) spread? Are
they considered as gossip?

What can one do to stop gossip?

Can chitchat play a role in building social bonds out of helping individuals to learn information
about others in the community?

Why does Islam consider backbiting the equivalent of eating the flesh of one's dead brother? What
do you think this analogy means?

'Gossip is mainly a female behaviour". Do you agree? Why?



Cont.
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Students Handout

‘ Topic:

Sports ‘ Lesson: Date:

Handy Vocabular

To play Sportsmanship Stadium Basketball Badminton
To win Athlete Line Tape Volleyball
To lose Fan, spectator Singles Runner Swimming
To score Contest, game Doubles Baseball Skating

To throw Match, meet Tennis Football Skiing

To kick Team Racket Bat Hockey

To hit Referee Net Boxing Champion
To tie Rule Soccer Heavyweight Amateur
Torun, to jog Point Goal Wrestling Professional
To exercise Field goalkeeper Golf Exciting

Analysis of the drawing

1.
2.

w

Name the sports in the drawing.

Are the people in the Ping-Pong scene playing singles or double? How do you know?
How do the basketball players score points?

Points of interest

What is an athlete?

How many players are necessary for a basketball game?

Name two sports that are played on a court and two that are played on a field.
What is a stadium?

Explain the difference between an amateur athlete and a professional athlete.
Tennis and badminton are similar. What is one difference between them?

. In what sport does one kick the ball, and in what sports does one hit the ball with an object?
. In your opinion what are the most popular sports in the world?

. Describe an exciting game or match that you have watched.

. What sports do you play? If you do not play sports, how do you exercise.

. "Winning isn't everything." Do you agree if you are an athlete? Explain.

. Which sports are good for children to learn? Why?

. Which sport is the most dangerous? Why?
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Students Handout

Topic: Describing Peoples -Character ‘ Lesson: Date: Class:

1. Intellectual ability:
Ability: intelligent bright clever smart shrewd able gifted talented
Lacking ability: stupid foolish half-witted simple silly
Clever, in a negative way, using brains to trick or deceive: cunning crafty sly

2. Attitudes towards life:
Optimistic or pessimistic : Looking on either the bright or the black side of things.

Extroverted or introverted: Outward-looking or inward-looking (i.e. to the world around one or to
one's own inner world).

Relaxed or tense: Calm or not calm with regard to attitude to life.
Sensible / down-to-earth : Practical, not dreamy in approach to life.
Sensitive : Feeling things very intensively.

3. Attitude towards other people
Sociable or gregarious : Enjoying other's company.
Quarrelling / argumentative : Disagreeing with others.
Cruel / Sadistic: Taking pleasure in others' pain.
Easy-going / even-tempered: Relaxed in attitude to self and others.
Impolite rude ill-tempered: Not polite to others.
Honest / Trustworthy / Reliable / Sincere: Telling the truth to others.
Jealous / envious: Unhappy if others have what s/he doesn't have.

4. Magazines often publish questionnaires which are supposed to analyse your character for you. Look
at the words below and then match them to the statements which aim to decide a person's character.
Example:
If you arrange to meet at 7 p.m. and you arrive at 7 p.m., then you are: Reliable
(argumentative sensitive sociable inquisitive)

You prefer to be in the company of other people? --------------
You frequently disagree with what other people say. --------------
You lie awake at night if someone has said something unkind to you. --------------

P WNR

You always look out of the window if you hear a car draw up. --------------

5. Choose five characters that best describe your own and your best friend's character. Say how you
demonstrate these characteristics.

Example: | am sociable because | love being with other people.

6. Choose five characters that best describe a person you do not like. (Without mentioning his/her
name)
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Students Handout
Topic: Shopping | Stage: Group:

Handy Vocabulary

To buy/ sale shop assistant product labels Online shopping recreational
To return Cashier Fit discounted goods leisure

To exchange Window shopping credit card sold out entertainment
To purchase receipt Shopping list refund ¥ ] vexation

To try on refund shopping carts Clothes :RJ inconvenience
To select Goods peddlers Personal care

Analysis of the drawings

1. What's your favorite department?
Is it difficult for you to choose what to buy? Why?
Are you good at buying gifts?
Why do you try on the things you buy?
"Window shopping" is an activity that shoppers engage in by browsing shops with no intent to purchase,
possibly just to pass the time between other activities, or to plan a later purchase.

6. Do you read the labels on products? Why? r—,—;—-

vk wn

7. Make a shopping list of the items you mostly go shopping for.
8. Not all shop assistants accept giving refund for sold items.

e

Lo
) A lﬂ» Fl
Points of interest:

1. To some people, shopping is considered a recreational and leisure activity in which one visits a variety of stores
with a premeditated intent to purchase a product. To others, shopping is a task of inconvenience and vexation.

2. Stores are divided into multiple categories of stores which sell a selected set of goods or services.

3. Regulations: Some nations regulate the operation of businesses for religious reasons and do not allow shopping on
particular days or dates.
4. Shopping seasons: Shopping frenzies are periods of time where a burst of spending occurs—typically near holidays.
5. Pricing & negotiation: Often, prices are fixed and price discrimination can lead to a bargaining situation.
6. Home Shopping:
* Home shopping: Home mail delivery systems and modern technology (such as television, telephones, and the
Internet) allow consumers to shop from home.
* Neighborhood shopping: Sometimes peddlers and ice cream trucks pass through neighborhoods offering services
and goods

* Party shopping: The party plan is a method of marketing products by hosting a social event to display and
demonstrate the products to those gathered, and then to take orders for the products before the gathering ends.
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Students Handout
|Topic: Technology Stage: Group: Date:

Handy Vocabulary

To browse innovations hardware science fiction Services

To download IT software Chat infrastructure

To deliver achievements Desktop e-mail Virus

To chat advantages Laptop Account Website

To access disadvantages CD Face to face social websites
To publish cell phones printer Communication Violent

Points of interest:

15.
16.

17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.
31.

. How do you think face to face communication differs from communication using computers?
. What are good and bad points of using computers?

. What is your opinion about children playing violent video games or computer programs?

. Have you used the Internet to learn English or read or talk in English?
. Can you access the internet on your telephone?

Technological innovations affect all aspects of our lives, personal and professional.
The children of today are the leaders of tomorrow

IT: Information Technology is the use of hardware, software, services, and supporting infrastructure to manage
and deliver information.

What are some of the greatest technological achievements?

In your opinion, what are the advantages and disadvantages of technology?

In your opinion, what is the greatest technological invention? Why?

What do you think are the three most interesting technologies which have entered into Irag market since 2003?
Do you think using cell phones too much is bad for our physical or mental health? Why?
What social changes have cell phones made?

If so, how often do you use it?
How often do you check email?
What science fiction movies have you seen?
Do you think that what you have seen in these movies is possible?
How often do you use the internet?
When did you first use the Internet?
Who uses the Internet the most in your family?
What are the sites you most commonly access?
What problems does the Internet create? What problems does it solve?
Do you have an e-mail address? What do you use it for?
Have you ever chatted on the Internet?
Is it dangerous to meet people on the Internet?
Do you think that the Internet safe for children? Why?
Can you believe all the information that is published (available) on the Internet?
Do you think that it is a good or bad habit for young people to play computer games?
How does the Internet help people from different countries to communicate with each other?
Do you have a Facebook account? )
How many friends do you have on Facebook? -
What do you do on Facebook?
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Appendix VI1: Posttest Topics

. Women can do anything that men do in the world of work Discuss

with your mates and find out who agrees or disagrees and why.
Then make a summary of your discussion.

. | think that parents only get so offended by television because they

rely on it as a babysitter and the sole educator of their kids.

Discuss with your mates and find out who agrees or disagrees and
why. Then make a summary of your discussion.

. Old people (like grandfathers and parents) are not good friends to

spend free time with. Discuss with your mates and find out who
agrees or disagrees and why. Then make a summary of your
discussion.

. Mobile phones are irreplaceable devices. | cannot imagine my life

without a mobile phone. Discuss with your mates and find out who

agrees or disagrees and why. Try to find out the advantages and
disadvantages of such devices. Then make a summary of your
discussion.

. Happiness is nothing more than good health and a bad memory.

Discuss with your mates and find out who agrees or disagrees and
why. Then make a summary of your discussion.

. A celebrity is a person who works hard all his life to become well

known, then wears dark glasses to avoid being recognized. Discuss

with your mates and find out who agrees or disagrees and why.
Then make a summary of your discussion.

. The only time people dislike gossip is when you gossip about them.

Discuss with your mates and find out who agrees or disagrees and

why. Then make a summary of your discussion.
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8. | find television very educating. Every time somebody turns on the

set, | go into the other room and read a book. Discuss with your

mates and find out who agrees or disagrees and why. Try to find
out the advantages and disadvantages of such devices. Then make a
summary of your discussion.

9. Family isn't about whose blood you have. It's about who you care

about. Discuss with your mates and find out who agrees or

disagrees and why. Then make a summary of your discussion.

10. A great marriage is not when the 'perfect couple comes together.

It is when an imperfect couple learns to enjoy their differences.

Discuss with your mates and find out who agrees or disagrees and
why. Then make a summary of your discussion.

11. Lack of friends means stranger in one's own country. Discuss with

your mates and find out who agrees or disagrees and why. Then
make a summary of your discussion.

12. A friend cannot be considered a friend unless he is tested on three

occasions: in time of need, behind your back and after your death.

Discuss with your mates and find out who agrees or disagrees and
why. Then make a summary of your discussion.

13. Music is essentially useless, it is a waste of time. Discuss with

your mates and find out who agrees or disagrees and why. Then

make a summary of your discussion.
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Appendix VIII: Students Questionnaire Concerning their Per spectives of
the Application of the Alter native Assessment Practices, Namely: the
Rubric, the Peer Assessment, and the Group Work

Students' Questionnaire
Dear students,

The aim behind this questionnaire is to discover your perspectives of using the
instructional rubric, the peer assessment, and group discussions that have been applied on
your conversation classes in the second semester. The data will be used for research
purposes, so your actual responses will be highly appreciated. Thank you in advance.

How to answer

For each statement, you may choose any of the three options, agree, disagree, and neutral.
Agree means 'yes, disagree means 'no' and neutral means 'in between'.

Note: PA refersto peer assessment.

1. | Criteriadescriptors on the rubric were easy to
understand

2. It was difficult to decide the level of my peer for al
the criteria

3. I knew my strengths and weaknesses in speaking
through using the rubric

4, | became more active in conversation classes after
using the rubric in our daily assessment

5. | Therubric told me what's expected of me to achieve
the best performance in speaking skill

6. PA allowed meto gain experience in giving and
receiving feedback

7. PA supports me with detailed and timely feedback to
my speaking skill

8. Relationships with my peer (friendships, etc.) may
have influenced overall assessment | give to

him/her.

0. | was comfortable being a judge and assessing my
peer's speaking skill.

10. | I was comfortable having my speaking skill judged
and assessed by my peers.

11. | The overall assessments my peers gave me were fair
and reasonable.

12. | Assessing other students’ speaking skill helped me
plan to improve my own

13. | PA commentsfrom the first use made me aware of
my weaknesses and strengths
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14. | PA guarantees we speak in our best performance
even with the absence of the teacher's observation
(like participating in each discussion, not turning the
discussion into laughter, avoiding speaking in
Arabic, etc)

15. | Leading my group discussion gave me more self-
confidence to act as a teacher

16. | | felt more comfortable in discussing the topics with
my classmates through group discussions than
merely with the teacher

17. | Group discussion encouraged me to participate in
each lecture's discussion/ activity

18. | | recommend using the instructional rubricin
conversation classes.

19. | Students should not be involved in assessing peers;
assessment should be solely the teachers’ job.

20. | | recommend using the group discussion technique
in conversation classes

If there are any comments you'd like to add concerning your experience in the use of the
rubric, the peer assessment, and the group discussions, please write them below.

Your Comments

1

2.
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Appendix | X: Academic Qualification of the Jury of
the Reiability Test

Name Qualification Workplace
1. Saad Chasib Daghir Lecturer
2. | Abdul-Razzaq Darweesh Lecturer 5
Abdul-Razzaq epartment of
3. Amin Ukaal Ghailan Lecturer English
4. | Mahdi Mohsin Mohammed Lecturer I(_:a?lguage;,
5. | Neda Salih AbdulRidha Lecturer Egugt?oon or
6. | Ibtisam Hussein Al-Abudi Lecturer Humanities
7. | Na'il Sadiq Wakir Assist Lecturer University (’)f
8. | Wafaa Shakir Ibrahiem Assist Lecturer Basrah
9. RashaAli Sehu Assist Lecturer
10. Nawress Sabah Al-Mudhafar | Assist Lecturer
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