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Abstract

The present paper is an attempt to study different aspects of academic writing and develop the profile of assessment criteria in academic writing. Since scholarly discourse is not uniform and monolithic, in Part One academic writing is discussed in terms of its three-fold purposes (viz. teaching, learning and assessing), its key distinctive features (complexity, formality, objectivity, explicitness, hedging, and responsibility), and the relationship between academic writing and other kinds of writing. University studies-related and most common genres, learner study skills and strategies (among which summarising, analysing and synthesising are emphasised) as well as different ways of acquiring adequate skills in academic writing are also discussed thoroughly. Part Two of the present paper focuses on establishing criteria for assessing certain pieces of students’ academic writing, viz. summaries and analyses. While pursuing this objective, manifold aims and principles in assessing academic writing skills, analytic and holistic scoring methods are given consideration, and a step-by-step procedure for developing analytic rating scales is constructed. The analytic rating scales (for assessing student written summaries and analyses) developed in the course of writing the present paper can provide students with useful feedback on the language gain and progress made. In Part Three of the paper, the devised scales are used to assess and discuss VPU second year student written summaries and analyses.

Introduction

Academic writing is at the centre of teaching and learning in higher education, fulfilling a range of purposes according to the various contexts in which it occurs. A student, while doing a university course, is expected to read and think reflectively and critically, synthesise a big amount of research material, and defend a position he or she has taken on the basis of analysed information. The teaching of academic writing skills aims at developing students’ skills for continued use of academic English to successfully operate in different domains of language use: personal, public, occupational and educational. Assessment is often a major purpose for student writing and one of the most powerful tools for promoting learning. However, it is the assessment, if used in an appropriate way, that has the most significant impact on the development and enhancement of skill. Assessment provides students with the opportunity to demonstrate the achievement of learning outcomes, to reflect evidence of students’ acquisition of academic writing skills and the level of familiarity with the academic writing conventions. Responsible decisions regarding the selection of assessment procedures, therefore, need to be made within the context of the specific assessment situation. More importantly, students should be informed to what criteria they are being held accountable and they should be provided with clear information on the areas of language gain during a course of instruction.

In the present research paper we aim at developing the profile of assessment criteria in academic writing in the sense that certain specific criteria could be selected and thoroughly discussed according to the type of writing task set. With a view to pursuing this aim we attempt to achieve the following specific objectives in the course of developing our research paper:

· to outline the purposes and  key distinctive features of academic writing discourse;

· to discuss the most common types of genre that students are expected to become familiar with and to produce in academic writing contexts as well as to analyse a variety of skills needed for academic writing activities;

· to show the significance of assessing academic writing skills as well as to point out the key principles and aims of assessing academic writing;

· to discuss and compare the holistic scoring method and the analytic scoring method used in assessing academic writing skills; 

· to establish criteria and devise profiles of criteria for assessing summaries and analyses, and to provide academic writing teachers with a possible step-by-step procedure for developing an individual rating scale as required by the task type;

· to explore a sample of VPU student written summaries and analyses.

The present paper consists of three parts. Part One focuses on the general discussion of academic writing and views it as the essential part in English language learning, teaching and assessment in higher education surroundings. The general concept, purposes and characteristics of academic writing are discussed; the relationship between academic writing and other kinds of writing is also disclosed here. Then, academic writing is analysed in terms of the typical academic writing genres, skills necessary to develop, and different ways of acquiring adequate skills in the field of academic writing. While presenting different kinds of writing and academic writing specific genres, we do not confine ourselves to essays; rather, we discuss a variety of university studies-related other kinds of genres, like summaries, analyses, interpretations, research papers, etc. as well as study journal writing since students should get consistent practice in different types of writing tasks so as to acquire  the needed skills in the language structuring for making meaning explicit and accessible in different ways.  Moreover, different genres and skills needed in different genres determine the specific assessment criteria against which certain assignments are judged and evaluated. 

Part Two of the research paper concentrates on one of the purposes of academic writing, viz. assessment. A number of issues in the assessment of students’ academic writing are addressed, including the aims, the principles and scoring methods used in assessing academic writing skills. The holistic scoring method and the analytic scoring method are both elaborated on in terms of their merits and drawbacks since the choice of an appropriate type of rating scale is crucial to use assessment in the right way so that it has the most significant impact on further learning (Elwood and Klenowski, 2000). The analysis of sixteen rating scales including analytic criteria for assessing performance on different academic writing assignments is carried out with a view to eliciting the essential assessment criteria for academic writing. Our major concern in Part Two is with developing the effective profile of assessment criteria for students’ academic writing assignments (summaries and analyses), so that this satisfies the requirements of an academic writing course and is meaningful to students.

In Part Three rating scales that were devised in Part Two will be used to assess and explore VPU second year student written summaries and analyses. Finally, on the basis of the research done, conclusions are drawn and some recommendations that might come handy are offered for academic writing teachers. 

The major methods employed in our research paper are: 

· the study of content-specific literature sources,

· comparative analysis of the assessment criteria within the context of establishing specific scoring scales,

· case studies of student-produced academic writing tasks.

1. Academic writing as the essential skill in English language learning in higher education

1.1. Writing for various purposes and audiences

Writing is a form of communication between people. Every writing situation has an audience and a purpose, which the writer should keep in mind as he or she decides what to write and how to write. In academic writing, for instance, the most obvious audience is the teacher, and sometimes – the fellow students. However, even the  teacher is not really a personal audience. Instead, he or she usually takes the point of view of a general audience. In the majority of cases, this means that “the word choices, the information selected, and the way ideas are expressed should be interesting and informative for a fairly wide range of readers” (Ingalls and Moody, 1999: 2), and the writer should also try to match the audience’s biases, values, expectations and prior knowledge. Besides, everything that the writer writes about has a purpose – to persuade, inform, entertain, instruct, create a story something, or just keep in touch with someone. Each time writers write about something, they need to consider why they are writing it and what they are trying to accomplish. Only then they are able to choose words and present ideas in the ways that will accomplish their targeted purpose successfully. For certain audiences and purposes, writing should be relatively formal, but for others it can be fairly informal.

Thus, the language means writers choose and the way they express their ideas are different for every separate kind of writing, depending on the audience they are writing for and the purpose of writing. Most uses of writing are tied to situations which extend well beyond the educational context. There are, therefore, various kinds of writing identified, viz. academic writing, personal writing, business writing, technical writing, and creative writing (Ingalls and Moody, 1999, and Riordan, 1993). They differ in their purposes, audiences and characteristics/features.

In Section 1.2, academic writing, being the major focus of the present paper, will be discussed in detail in terms of its purposes and characteristics, and in Section 1.3, other kinds of writing mentioned above will be compared and discussed in relation to academic writing.

1.2. The key distinctive features of academic writing

The concept of academic writing can be defined in different ways. The Oxford Companion to the English Language (1994:8) for one, provides the following definition of academic English in general: “the register of English used by scholars and scientists; an elevated and often complex style associated with concern for accuracy, objectivity, and dispassionate comment”. Writing is a highly complex composing skill valued in the academy. V. Hillard and J. Harris (2003) do not treat academic writing as a single, monolithic discourse. They do argue that intellectual writing is almost always composed in response to others’ texts. V. Hillard and J. Harris especially emphasise the intertextual and citational nature of academic writing: “Academic writing names the kind of intellectual prose students are expected to produce as undergraduates: writing that takes a sustained interest in an issue under consideration and gathers much of its evidence from a careful reading of sources” (ibid:17).  Other scholars, among whom we could point out K. Gocsik, consider three concepts that are crucial to understanding of academic writing. First of all, academic writing is “writing done by scholars for other scholars” (Gocsik, 2005:1). As a matter of fact, it does not leave out university students as they are “part of a community of scholars” (ibid). Students read about, think about, argue about, and write about great ideas. The process of learning academic writing helps the writer to understand the expectations, conventions, and requirements of scholarship. Secondly, academic writing is devoted to topics and questions that are of interest (relevant and appropriate) to the academic community. Thirdly, the important requirement of academic writing is to approach the reader with an informed argument. The writer considers what is known about the subject and then determines what he or she thinks about it. If the writer’s paper fails to inform, or if it fails to argue, then it will fail to meet the expectations of the academic reader.

Academic writing is at the centre of teaching and learning in higher education, fulfilling a range of purposes according to the various contexts in which it occurs. C. Coffin (2003:2, 20) maintains that these purposes include assessment, learning and training students as future professionals in particular disciplines. Assessment is often a major purpose for student writing. Students may be required to produce essays, written examinations, or reports whose main purpose is to demonstrate their mastery of disciplinary course content as well as their ability to convey information in an organised, detailed manner. In assessing that kind of writing, lecturers focus on both the content and the form of the writing, i.e., the language used, the text structure, the construction of argument, grammar and punctuation. Furthermore, learning academic writing can help students grapple with disciplinary knowledge as well as develop more general abilities to reason and critique, and present their ideas in formal writing settings. Also, learning academic writing can considerably improve students’ communication skills even at the advanced level. Lastly, teaching academic writing aims at developing students’ skills for continued use of academic English to successfully operate in/ cope with different domains of language use: personal, public, occupational and educational (Common European Framework of Reference for Languages: Learning, Teaching, Assessment, 2002:45).

Successful writers of academic writing need to be able to make appropriate choices from the language system and to match their text to the readership in a way which ensures maximum impact. It is essential, therefore, to know the distinctive features of academic writing. “Academic writing in English is linear, which means it has one central point or theme with every part contributing to the main line of argument, without digressions or repetitions. Its objective is to inform rather than entertain. As well as this it is in the standard written form of the language. There are six main features of academic writing that are often discussed. Academic writing is to some extent: complex, formal, objective, explicit, hedged, and responsible” (Features of Academic Writing, UEfAP, <http://www.uefap.co.uk/writing/feature/intro.htm>). In the following paragraphs the six features of academic writing will be given a closer look.

       ▪    Written language is relatively more complex than spoken language. Written language has longer words, it is lexically more dense and it has a more varied and specialised vocabulary. It uses more noun-based phrases. Greater use of nouns than verbs helps to construct meanings and make them compact. C. Tribble explains that “lexically dense, nominalised styles make it possible to give prominence to certain categories of information and construct a distant impersonal relationship with the reader” (Tribble, 1996:21). In addition, written language has more subordinate clauses and more passives.

       ▪      Academic writing is also relatively formal. In general this means that the writer should avoid contractions, colloquial words and expressions, tautology, vague words or phrases and everyday similes. In a similar manner, the use of technical, elevated or abstract vocabulary, complex sentence structures and the avoidance of the personal voice (the use of I, you) are also meant by formality. D. Hacker maintains that “formal writing emphasizes the importance of its subject and the exactness of its information. Its tone is dignified, and it maintains a certain distance between writer and audience” (Hacker, 1998:126).

       ▪   Moreover, academic writing is in general objective rather than personal. It therefore has fewer words that refer to the writer or the reader. This means that the main emphasis should be on the information that the writer seeks to convey and the arguments he or she wants to make rather than the writer himself/herself. One of the key steps of academic writing, therefore, is to learn to move from the personal to the objective while writing. Table 1 shows how the two varieties of conveying information differ.

Table 1 Differences between the personal and the objective

	Personal
	
	Objective

	personal writing
	    →  
	more objective academic writing

	telling one’s own story
	    →
	commenting on, analysing and evaluating someone else’s ideas

	using everyday words
	    →
	subject specific vocabulary

	information from your own experience
	    →
	using information from a variety of sources

	personal feelings and views
	    →
	views expressed on the basis of evidence


(Source: Academic Style, The Open University, 2004, <http://www.open.ac.uk/study-strategies/english/pages/academic_2.asp>) 

       ▪      Academic writing is explicit about the relationships in the text. Furthermore, it is the responsibility of the writer in English to make it clear to the reader how the various parts of text are related. These connections can be made explicit by the use of different signalling words. Expressing oneself clearly also involves using language accurately and with an appropriate range, writing coherently and cohesively, following the conventions of the particular kind of writing, and writing relevantly and comprehensively.

       ▪    In any type of academic writing the writer does, it is necessary to make decisions about his or her stance on a particular subject, or the strength of the claims he or she is making. “Hedging refers to the way in which a writer shows the extent to which he or she wishes to be responsible either for the accuracy of the ideas being put forward or for the ideas themselves” (Tribble 1996:100). R.R.Jordan (1997:240-243) also claims that a feature of academic writing is the need to be cautious in one’s claims or statements and presents the following taxonomy of hedges:
  1. Shields, e.g. all modal verbs expressing possibility; semi-auxiliaries like: to appear,          to seem; probability adverbs like: probably, likely.

  2. Approximators, e.g. of quantity, degree, frequency and time viz. approximately, roughly, often.

  3. Expressions such as ‘to our knowledge’, etc. which express the author’s personal doubt and direct involvement.

  4. Emotionally-charged intensifiers, such as: extremely interesting, particularly encouraging.

  5. Compound hedges, i.e. the juxtaposition of several hedges, e. g. It may suggest that..., It seems reasonable to assume..., We might possibly be wrong (though it is not likely), etc.

       ▪      Lastly, in academic writing the writer must be responsible for, and must be able to provide evidence and justification for, any claims he or she makes. The writer is also responsible for demonstrating an understanding of any source texts he or she uses.

The features that, when combined, determine that the discourse is formal and academic are summarised in Jordan (1997:244) in the following way:

The academic writer’s approach to his or her material is:

    analytical                                impressionistic

    objective           rather than      subjective

    intellectual                               emotional

    rational                                     polemical

The academic writer’s tone is:

    serious                                     conversational

    impersonal        rather than      personal

    formal                                      colloquial

The academic writer makes frequent use of:

    passive forms of the verb

    impersonal pronouns and phrases

    complex sentence structures

    specialised vocabulary

Since scholarly discourse is not uniform and monolithic, but rather “a wide umbrella term” (Jordan, 1997:164), in the following sections of Part 1 of this paper, academic writing will be discussed in terms of its genres, ways of acquiring adequate  skills in academic writing, and the relationship between academic writing and other kinds of writing.

1.3. The relationship between academic writing and other kinds of writing

As it has already been pointed out, the words writers choose and the ways they express their ideas are different for each kind of writing, depending on the audience they are writing for and the purpose of their writing. In this section we will discuss various kinds of writing, viz. personal writing, business writing, technical writing, and creative writing, differing in their purposes, audiences and characteristics, in relation to academic writing.
Although “all writing is personal because, in the best sense, the basic purpose of writing is the need to express what is within oneself” (C. Shoemaker, 1983: iii), personal writing as a kind of writing differs from academic writing in the degree of formality, language complexity, objectivity, etc. and in the purpose. What makes personal writing unique is “the authority taken by the writer to be seen as an expert. Recognising expertise, of course, does not mean that any writing produced is good, only that the idea or concept behind the writer should not be challenged as inappropriate” (Grabe and Kaplan, 1996:333). Personal writing includes letters to friends and relatives, diaries or journals that people write just for themselves, and even personal e-mail. There are a few guidelines for personal letters, such as putting a date at the top, beginning with a greeting and using a closing. However, those guidelines may not be followed in personal writing because it is intended to suit only the writer and the person receiving it. Personal writing, on the other hand, introduces a wide range of opportunities to practise academic writing and leads to positive attitudes towards writing in general. For instance, in academic settings, journal writing as a writing assignment is employed. “Journal writing is more informal than other academic writing assignments.” (Ingalls and Moody, 1999:82) When students write in journals, they are not writing to perform; instead they are writing to think on paper about new ideas they are encountering. Journals encourage writers to be reflective, express their feelings and attitudes towards assigned activities. The same is true in terms of opportunities to publish a completed piece of work (e.g. in the form of well-written letters or newsletters) or of informal letters, another kind of personal writing. Such opportunities represent important ways to raise the writer’s awareness about language, point out the effective uses of language, encourage the writer and sharpen his or her writing skills, thus preparing for more demanding academic writing assignments. 

Similarly to academic writing and unlike personal writing, business writing uses formats and follows certain rules. Business letters and reports must be accurate, clear, and concise, and typing or word processing is the standard. Although the purpose of a piece of business writing differs from that of academic writing, the style of business writing (as well as that of academic writing) is fairly formal, and a high level of correctness and organisation is expected. Most business writing is done on the job, but business formats are also used to write letters about products or services, letters of application for colleges or jobs, and resumes. Students at universities are also expected to be able to write a piece of business writing, for example, a letter of application.

Like business writing and academic writing, technical writing holds on to formal style. Technical writing is the practical writing that people do as part of their jobs. Whatever their position – from executive to middle manager, from specialised research scientist to secretary – people generate documents as art of their responsibilities. These documents enable other people to fulfill their roles in organisations or to use the organisation’s products or services. Technical writing enables businesses, corporations, and public agencies to achieve their goals and maintain their operations. Riordan (1993:6-7) maintains that technical writing has three basic purposes: to inform (e.g. about the results of an experiment or the physical description of a new machine), to instruct (i.e. give readers directions for using equipment and for performing duties), and to persuade (e.g. present readers with cogent reasons to follow a particular course of action). Riordan ascribes four characteristics to technical writing. Technical writing engages a specific audience, uses plain and objective language and terminology the audience understands, stresses presentation (employs devices that enable readers to assimilate information at a glance), and regularly employs visual aids (graphs, tables, drawings). Since one of the aims of teaching academic writing is improving students’ communication skills at an advanced level and developing students’ skills for continued use of the language in the public, educational and also occupational domains of their future lives (see Section 1.3.), acquiring academic writing skills might be helpful for them in future technical writing settings.

Creative writing includes poetry, short stories, novels, plays, and film scripts. Some people like to write poetry just for their own enjoyment, but in most cases, creative writing is intended to entertain a reading audience. Although there are certain conventions and techniques for each type of creative writing, A. Ingalls and D. Moody argue that “originality and imagination are essential” (Ingalls and Moody, 1999:5). Creative writing focuses on communication, self-expression and the composing process rather than on accuracy. This kind of writing invites the writer to be imaginative and to entertain the reader. Creative writing can be used in academic settings. For instance, writers might assume the persona of one playwright (e.g. O. Wilde) writing to another in a different century (e.g. W. Shakespeare) in response to having read some work of literature. Although the resulting text is literally a letter, it calls on the writer’s powers of imagination and on their knowledge of the pieces of writing of both the hypothetical writer and reader. Creative writing gives learners a chance to experiment freely with language and helps develop an efficient composing process. In addition, creative writing can help unlock the writer within students and make them better at other kinds of writing as well. 

Although various kinds of writing that have been discussed above differ in many aspects, the relationship between personal, business, technical, and creative writing on the one hand and academic writing on the other hand is obvious. Personal writing and creative writing introduce a wide range of opportunities to practise the elements of academic writing, thus raising writers’ awareness about the language, encouraging and helping them sharpen their writing skills. Business writing and technical writing, in their turn, are similar to academic writing as they use formats and follow certain rules; moreover, acquired academic writing skills might be helpful for continued use of the language in students’ future business and technical writing settings.

1.4. The major genres in academic writing

R.R. Jordan considers that in academic writing the “primary focus should be on academic discourse genres and the range and nature of academic writing tasks, aimed at helping to socialise the student into the academic context” (Jordan, 1997:166). While explaining genres, R.R. Jordan quotes Swales: “A genre is a recognized communicative event with a shared public purpose and with aims mutually understood by the participants in that event. … In addition to purpose, exemplars of a genre exhibit various patterns of similarity in terms of structure, style, content and intended audience” (ibid: 230). The most common types of genre that students are expected to become familiar with and to produce, include the following: abstracts, summaries, analyses, essays, reports, case studies, projects, literature reviews, exam answers, research papers (or term papers), dissertations and theses. Each of these has its own content structure or format, style, and certain conventional requirements. At the pinnacle of academic writing are dissertations and theses while an essay is a widespread form of academic writing, particularly in the humanities. At advanced levels, it is possible that students expand their range of writing abilities into additional genres and also develop specific skills useful for more demanding academic contexts. However, being able to write e.g. a summary is crucial for those who seek for success in more demanding contexts. This section aims at examining conventional academic genres which are essential for the development of advanced writing abilities, viz. essays, reports, research papers, summaries, analyses, interpretations, and abstracts.

As it was already mentioned above, an essay is a widespread form of academic writing. D. E. Zemach and L. A. Rumisek (2003:56) provide us with the following definition of an essay: “An essay is a group of paragraphs written about a single topic and a central main idea. It must have at least three paragraphs, but a five-paragraph essay is a common assignment for academic writing.” We present the notion of an essay according to the source of the above cited authors since it seems to be the most common. The first paragraph of an essay is the introduction. It explains the topic by providing general ideas on the issue under discussion. It also has a thesis statement, i.e. a sentence that gives the main idea. The body paragraphs explain and support the thesis statement. The conclusion, the last paragraph of an essay, summarises or restates the thesis and the supporting ideas of the essay. The requirements for an essay are: the need to select relevant material, present a reasoned argument, evaluate evidence and draw appropriate conclusions. Essays tend to measure the writer’s ability to organise his or her thinking, and communicate his or her thoughts in writing. They also test the writer’s skills at making essay plans, and at making a good impression while reaching a robust conclusion or decision. 

Some essay assignments allow writers to choose their own topics and present their ideas in any way that works, as long as they have a clear thesis statement and supporting details or explanations in the body of the paper. Many essay assignments, however, require a certain type of writing and a certain pattern of organisation. Besides, most of the types of writing for paragraphs, according to the logical patterning, can also be used for essays. These include the patterns of description, narration, classification, process, cause and effect, comparison/contrast, definition, and argumentation. In an essay, each type of writing may be used alone or in combination with other types of writing. Further on, three of the most popular kinds of essays will be discussed in detail according to A. Ingalls and D. Moody (1999:79-81). The purpose of an argumentative essay, for instance, is” to take a stand on a controversial issue and prove that a particular viewpoint is right” (ibid: 80). The thesis statement should express the writer’s position clearly, and the body of the essay should present specific facts and logical arguments to support his or her viewpoint. To be fair, the writer should consider both sides of the issue. However, the writer should write more about his or her side than the other side. The best way to present the other side is usually to state the opposing view briefly, and then immediately show why this view is illogical, or incomplete. Explaining a cause-and-effect relationship in a cause-and-effect essay, in its turn, requires the writer to analyse why something happens. “In most cases, there are multiple causes, and multiple effects or results as well. This type of essay usually focuses on either the causes or the effects of something, not both” (ibid: 79). To write an essay about the causes of something, the writer should mention these causes in his or her thesis statement, and devote one body paragraph to each cause, thus showing how each cause actually leads to the effect, etc. A comparison/contrast essay should explain interesting similarities and/or differences that readers do not know. The best way to organise a comparison/contrast essay is to identify a few main points of similarity or difference. The writer should include these points in his or her thesis statement, and then write one body paragraph about each, adding details and examples.    

               Reports belong to another genre in academic writing. “A report is an account given of a matter after investigation or consideration” (Advice about Writing a Report, <http://www.mdx.ac.uk/www/study/Reports.htm>). The purpose of a report is to provide accurate, factual information in a straightforward way, as clearly and succinctly as possible. It is addressed to one’s superior/colleagues, members of a committee, etc, and is written in response to a request or instruction. Some reports require the writer to provide an opinion in the form of an evaluation of certain facts, but on the whole personal opinion and generalisations should be avoided.
A report should generally include the following sections: a title page*, a table of contents, a list of abbreviations and/or glossary, an executive summary/abstract, an introduction*, a body (background and discussion)*, a conclusion*, recommendations, bibliography and appendices (Sections marked with an asterisk (*) are essential; others are depending on the type, length and purpose of the report.). (<Advice about Writing a Report, http://www.mdx.ac.uk/www/study/Reports.htm>)

There are various kinds of reports, such as: assessment reports which present and evaluate the positive and/or negative features of a person, place, plan, etc; informative reports which present information concerning a meeting that has taken place, progress made on a project, etc; survey reports which present and analyze information gathered from door-to-door surveys/questionnaires, including conclusions drawn from this information and suggestions or recommendations; proposal reports which present plans, decisions or suggestions concerning possible future courses of action for approval by one’s superior at work, a bank manager, members of a committee, etc and so on (Evans, 2000:120). Although each kind of report has its own conventions and preferred formats, one goal of all reports is the same: to communicate to an audience. Assessed reports measure the writer’s skills at finding out about, and adhering to, the expected report formats and conventions in a certain subject discipline. They often test the writer’s skills at interpreting data, making sense of his or her findings, etc. Reports also measure the writer’s ability to put forward an organized piece of writing, coming to conclusions, making suggestions for further work, etc.

A common problem is that students transfer what they have learned about essay writing to report writing. Both essays and reports need formal style, careful proof-reading and neat presentation, introduction, body and conclusion, and analytical thinking. There are, however, some essential differences between the two. Table 2 shows how reports and essays differ.

Table 2 Differences between a report and an essay 

	Report
	Essay

	Presents information
	Presents an argument

	Is meant to be scanned quickly by the reader
	Is meant to be read carefully

	Uses numbered headings and sub-headings
	Uses minimal sub-headings, if any

	Uses short, concise paragraphs and dot-points where applicable
	Links ideas into cohesive paragraphs, rather than breaking them down into a list of dot-points

	Uses graphics wherever possible (tables, graphs, illustrations)
	Rarely uses graphics

	May need an abstract (sometimes called an executive summary)
	Will only need an abstract if it is very long, or if the lecturer asks for one specifically

	May be followed by recommendations and/or appendices
	Seldom has recommendations or appendices


(Source: Report Writing, University of Canberra, Australia, <http://www.canberra.edu.au/studyskills/writIng/reports.html>)
A research paper is “very much like a long essay: it has an introduction, a body, and a conclusion; it needs a thesis statement, that is, an idea the writer is going to prove or support with his or her research; and the body of the paper should be developed with specific details, examples, and explanations” (Ingalls and Moody, 1999:88). The main differences are that a research paper is usually longer than an essay and most of the information to support one’s thesis statement must come from one’s research. Finding good sources (books, magazine, journal and newspaper articles, internet resources, etc.) is the key to writing an effective paper. Most of the information from one’s sources should be either summarised or paraphrased. The evidence from one’s sources must be incorporated into one’s paper at appropriate places to provide support for one’s thesis. Research papers measure the writer’s abilities to analyse and comment on information from sources, integrate quotations smoothly and naturally into one’s paper, compare information from different sources, interpret what certain information means and draw conclusions, make smooth transitions between different ideas in the body of one’s paper and provide explanations or comments that are necessary in order to present the information clearly or to show how the evidence supports one’s thesis.

Complex academic writing skills needed for demanding academic writing genres (e.g. research papers) consist of less complex, more fragmentary skills that can be acquired while writing a summary, an analysis, an interpretation, etc. Let us now go on to consider writing a summary. Summary writing is an important aspect of academic writing. It is part of every university student’s daily life. When a student takes careful notes from a lecture, he or she is summarizing what the professor says. When a student reads a textbook, he or she underlines or highlights main ideas, which is a form of summarization. A student may also be assigned to write summaries of books, articles, or films, since this form of writing tests his or her understanding of what someone has said or written. In his or her future occupations and professions one might also have to write summaries of meetings, reports, presentations, or research projects. This study skill, therefore, has to be acquired at university. In C. Shoemaker’s words, a summary as a genre in academic writing is “an objective condensation of the main ideas of another person. It is written to give readers a clear idea of an article or book they may not have read.” (Shoemaker, 1985:117) According to M.S. Spangler and R.R. Werner (1989:270), “a summary is also called an outline, précis, brief, digest, synopsis, or abstract. All these words describe a short version of the most important ideas of a written passage.” Abstracts, however, will be discussed below in greater detail. 

M.L. Kennedy and H.M. Smith (1986:46) present three important points about an academic summary. First of all, the summary must be shorter than the original. Its length varies from assignment to assignment. The student may reduce the source to one-half, one-third, or even one-eighth its original length. Secondly, the summary should have the same meaning as the original. In the summary the student should retain the main ideas in the original source and leave out details and examples. Thirdly, the summary must always include a reference to the original source. 

The topic sentence of a summary gives the title of the work, the author’s name, and the work’s main idea. The body of the summary should include major points made in the article or book and the supporting points should be arranged coherently and logically. The conclusion reached in the article should conclude one’s summary. Moreover, a student may use a few short, direct quotations in his or her summary to give the reader a taste of the original writing or to emphasise an important point. Also, the same tense should be used throughout the summary. In addition, it is essentially important to polish the summary to make a smoother piece by adding transitions, from one point to another or from one sentence to another, by clarifying links between different points, and so forth.

Mastering the skills of how to write an academic summary is valuable to a student for more than one reason. It gives the student “a way to ‘map’ out the critical ideas and movements of any text, no matter how challenging or complicated that text is”              (Gil Harootunian, Writing an academic summary, <http://www.writing.syr.edu/~gharoian/classes/summary.html>). Once written, such a summary is an excellent study tool that helps to understand the original work. That understanding is the first step in doing more difficult assignments. Moreover, “the general method for writing a summary for an article can be transferred to other research sources, such as a book or WWW source, with a bit of strategic thinking” (ibid). Once completed, the student is ready to transfer the summary, in whole or part, into any paper that he or she is writing, and the student can be assured that his or her citation of the source will be clear and accurate. 

Though acts of summary are very useful, university-level writing should not only demonstrate an excellent comprehension of texts about an issue, but it should also reach with its analyses and arguments to make new uses of prior texts and positions. Therefore, another academic genre – analysis – should be examined. University students are frequently asked to respond to written material, sometimes in the form of a book report, a critique, a summary analysis, or an analysis of a critical article in a journal or magazine. Steps in the process of analysing written material will be presented according to C. Shoemaker (1985:120-121). As a general rule, the response to written material includes a brief summary, as discussed previously. Then, students are supposed to choose the major ideas to which they want to respond. After that, a general thesis that agrees or disagrees with the major ideas in the article is focused on, and more specific topic sentences which express the students’ attitudes toward the author’s major points are formulated. The first paragraph of an analysis should include the name of the book or article, the author’s name, summary of written material, and a student’s thesis or, in other words, his or her response to what the author says. Each of the body paragraphs should include a statement of the major idea to which the student is responding, alongside his or her response to that specific idea, and explicit support for that response. The support can be in the form of facts, examples, personal experience, or description. The topic sentence of each paragraph should agree or disagree with the author’s point. The title of the book or article or the author’s last name in each of the paragraphs should be used as a way of unifying the composition. The concluding paragraph should be a statement of conclusions after reading and considering the book or article.

                Interpretation involves explaining a literary work and arguing for one’s explanation by finding evidence in the work to support the assertions. Interpretive writing seeks to do more than simply summarise the events. Its main goal is to help the reader understand the events, not just to know what they are. A student’s interpretation is his or her answer (or set of answers) to any of these intriguing questions left over once we understand the “givens” (the plot, the setting, the point of view, important symbols, etc.) of a piece of literature. C. Shoemaker suggests following the following steps in the process of interpreting a literary work. First of all, to write an effective interpretation, a focus (on the events, on the speaker, on one specific image) for it has to be found. The focus should be narrow enough to discuss thoroughly in the assigned length of the paper. In addition, the support for the focus “should be organised in some logical manner: least important to most important point, in the order of events in the plot, comparison and contrast, or cause to effect” (Shoemaker, 1985:124). If a student is writing about a longer work, he or she might take one scene, one character, or a descriptive passage and show how it relates to the whole work. A logical explanation of one’s interpretation should be provided and plenty of quoted material from the text should be used. The interpretation should be concluded with a final point or with a reference to the student’s own thesis.

While considering different academic genres it is of great importance to discuss abstracts. “An abstract is a self contained, short, and powerful statement that describes a larger work” (Abstracts, UNC-CH Writing Centre, <http://www.unc.edu/depts/wcweb/handouts/abstracts.html>). Further on, discussing abstracts we will refer to the source that was mentioned above. Separate components of an abstract vary according to discipline; an abstract of a social science or scientific work may contain the scope, purpose, results, and contents of the work. An abstract of a humanities work may contain the thesis, background, and conclusion of the larger work. An abstract is not a review, nor does it evaluate the work being abstracted. While it contains key words found in the larger work, the abstract is an original document rather than an excerpted passage. Abstracts may be written for various reasons. UNC-CH Writing Centre considers two most important reasons, i.e. selection and indexing. Abstracts allow readers who may be interested in the longer work to quickly decide whether it is worth their time to read it. Also, many online databases use abstracts to index larger works. Therefore, abstracts should contain keywords and phrases that allow for easy searching. “By incorporating keywords into the abstract, the author emphasises the central topics of the work and gives prospective readers enough information to make an informed judgement about the applicability of the work.” (ibid) People write abstracts for various situations, e.g. when submitting articles to journals, especially online journals; when applying for research grants; when writing a book proposal; when completing the Ph.D. dissertation or MA thesis; when writing a proposal for a conference paper; when writing a proposal for a book chapter. 

UNC-CH Writing Centre discusses two types of abstracts: descriptive and informative ones. They have different aims, so as a consequence, they have different components and styles. A descriptive abstract indicates the type of information found in the work. It makes no judgements about the work, nor does it provide results or conclusions of the research. It does incorporate key words found in the text and may include the purpose, methods, and scope of the research. Essentially, the descriptive abstract describes the work being abstracted. Some people consider it an outline of the work, rather than a summary. Descriptive abstracts are usually very short – 100 words or less. The majority of abstracts, though, are informative ones. While they still do not critique or evaluate a work, they do more than describe it. “A good informative abstract acts as a surrogate for the work itself, i.e. the writer presents and explains all the main arguments and the important results and conclusions of the research and the recommendations of the author” (ibid).  The length varies according to discipline, but an informative abstract is rarely more than 10 percent of the length of the entire work.     

On the whole, to be successful, students should learn how language works to convey content through university studies-based genres. In a sense, they should learn the schemas for organising different types of knowledge, as well as those for presenting different types of information. “This is only likely to happen in contexts in which students get consistent practice with different types of writing tasks, and in which teachers can point to the language structuring in different genres for highlighting different ways of making meaning (Grabe and Kaplan, 1996:137)”. It was necessary to discuss the most common genres in academic writing since knowledge of the distinctive features of and the requirements for various academic writing genres determine the assessment criteria according to which certain assignments are judged. 

  1.5. Different ways of acquiring adequate skills in academic writing

Communication in academic writing and learning academic writing skills involve the performance of tasks or types of writing “which are not solely language tasks even though they involve language activities and make demands upon the individual’s communicative competence” (Common European Framework of Reference for Languages: learning, teaching, assessment, 2002:15). To the extent that these tasks are neither routine nor automatic, they require the use of strategies, or skills, in communicating and learning academic writing.  
A dictionary explanation of study skills encapsulates the essence: “abilities, techniques, and strategies which are used when reading, writing or listening for study purposes.” (Longman Dictionary of Language Teaching and Applied Linguistics, 1996:359) According to Jordan (1997:7), study skills for academic writing activities such as essays, reports, projects, case studies, literature reviews, dissertations, theses, research papers and articles are the following: (1) planning, writing drafts, and revising, (2) summarising, paraphrasing and synthesising, (3) continuous writing in an academic style, organised appropriately, (4) using quotations, footnotes, bibliography, (5) finding and analysing evidence; using data appropriately. M.L. Kennedy and H.M. Smith point out that “the central difference between academic and nonacademic writing occurs in the planning stage of the writing process. Because academic assignments require you to write about other people’s ideas as well as your own views on the topic, you often have to comprehend, analyse, and combine ideas from various reading materials and summarise and paraphrase them as well as quote directly from them” (Kennedy and Smith, 1986:7). Thus, pre-reading, close reading, and post-reading/prewriting are essential parts of the academic writing process. Summary is peculiar to academic or scholarly writing. When an author attributes a statement to another writer it shows knowledge of a particular field of study. It also permits the author to make a claim about the state of knowledge in a particular field. An integral part of reading and summarising is paraphrasing – expressing someone else’s ideas in one’s own words, structure and style. Synthesising is the integration of others’ writing in relevant areas of study. Even the most original academic paper integrates facts, ideas, concepts, and theories from other sources by means of quotations, paraphrases, summaries, and brief references. Kennedy and Smith (1986:3) emphasise the importance of the knowledge and the integration of the writing strategies, “the six Rs, rephrase, reduce, react to, critically review, repeat and research” and claim that they enable the writer to respond to academic assignments in a mature, scholarly way. As far as revision is concerned, Eyseneck and Keane (2002:378) state that expert writers spend more time on revision than non-expert ones as they focus more on meaning, “on the coherence and structure of the arguments expressed, whereas non-expert writers focus on individual words and phrases”. The ideas are echoed in Brookes and Grundy (1991): “Better writers not only have strategies for correcting local problems such as word choice, grammar, and punctuation. They also deal with overall content and meaning of their writing by adding, deleting, or reorganising larger chunks of discourse as well. Unskilled writers lack these global strategies.” (Brookes and Grundy, 1991:53) 

There are several ways to approach the acquisition of writing skills at university. It should be said at the beginning that there is not necessarily any “right” or “best” way to teach writing skills. The best practice in any situation will depend on the teacher, the type of student, the genre of the text being studied, and many other factors. V. Steele describes two popular, yet very different approaches, viz. the process approach and the product approach, and presents a number of differences between them. The differences between the process writing and the product writing are tabulated below.

Table 3 Differences between the process writing and the product writing

	Process writing
	Product writing

	· text as a resource for comparison

· ideas as starting point

· more than one draft

· more global, focus on purpose, theme, text type, i.e., reader is emphasised

· collaborative

· emphasis on creative process
	· imitate model text

· organisation of ideas more important than ideas themselves

· one draft

· features highlighted including controlled practice of those features

· individual

· emphasis on end product


(Source: V. Steele, Product and Process Writing: A Comparison,   <http://www.teachingenglish.org.uk/think/write/approaches.shtml>)

  Thus, the process approach to writing is one of the ways that help students in acquiring adequate skills in academic writing. First of all, students write more effectively by rewriting and revising at each stage of the composing process – by “going back” and thinking again and then moving forward. Secondly, the writing process is more satisfying when it is shared and discussed with others at each stage. An open discussion with other writers about problems they are experiencing, ideas they would like to test, and so on, will help the writer in many ways as he or she writes. Thirdly, the writers’ academic writing will rapidly improve when they try to look at their writing as readers. To put it another way, their writing will benefit when they become good critics of both their own writing and that of other students. White and McGovern (1994:2) provide a series of activities, such as those indicated below, which can be used to promote the process approach to writing that can help students acquire adequate academic writing skills:

· Discussion (class, small group, pair)

· Brainstorming/making notes/asking questions

· Self-evaluation

· Planning/rough writing 

· Peer evaluation

· Writing the first draft

· Self-evaluation

· Peer-evaluation

· Revision/rewriting

· Writing the second draft

· Teacher evaluation and marking

Although writing is a step-by-step process, it ends with a finished product. Process is the means by which we reach such a product. Besides, “much academic writing is very product-oriented, since the conventions governing the organization and expression of ideas are very tight. Thus the learner has to become thoroughly familiarized with these conventions and must operate within them” (Jordan, 1997: 168). The two approaches are not necessarily incompatible. According to V. Steele, process writing can be integrated with the practice of studying written models.

Whatever the way of acquiring adequate skills in academic writing, academic language functions with which students should be familiar and which they should master are the same. A. U. Chamot and J. M. O’Malley (1994: 42) provide us with 11 academic language functions. Table 4 explains each of them.

Table 4 Academic Language Functions

	Academic Language Function
	Student Uses Language to:
	Examples

	1. Seek information
	observe and explore the environment; acquire information; inquire 
	Use who, what, when, where, and how to gather information

	2. Inform
	identify, report, or describe information
	Recount information presented by teacher or text, retell a story or personal experience

	3. Compare
	describe similarities and differences in objects or ideas
	Make/explain a graphic organizer to show similarities and contrasts

	4. Order
	sequence objects, ideas, or events
	Describe/make a timeline, continuum, cycle, or narrative sequence

	5. Classify
	group objects or ideas according to their characteristics
	Describe organizing principle(s), explain why A is an example and B is not

	6. Analyze
	separate whole into parts
	Describe parts, features, or main idea of information presented by teacher or text

	7. Infer
	make inferences; predict implications; hypothesize
	Describe reasoning process (inductive or deductive) or generate hypothesis to suggest causes or outcomes

	8. Justify and persuade
	give reasons for an action, decision, point of view; convince others
	Tell why A is important and give evidence in support of a position

	9. Solve problems
	define and represent a problem; determine solution
	Describe problem-solving procedures; apply to real life problems and describe

	10. Synthesize
	combine and integrate ideas to form a new whole
	Summarize information cohesively; incorporate new information into prior knowledge

	11. Evaluate
	assess and verify the worth of an object, idea, or decision
	Identify criteria, explain priorities, indicate reasons for judgement, confirm truth


It is essential for the student to become familiar with and practise the academic language functions. Being able to justify and persuade, classify, compare or narrate a story according to a logical patterning is beneficial not only while writing certain kinds of paragraphs or essays, but also while carrying out other, more demanding assignments. Moreover, it was pointed out earlier in this section that reading as pre-writing activity (in other words, seeking information), summarising, analysing, synthesising a large mass of research material, as well as critically reviewing (or evaluating) are skills that are highly valued in academic settings as they enable the writer to respond to academic assignments in a mature, scholarly way.   Knowing and using academic language functions, acquiring adequate skills in academic writing can make the difference between succeeding and failing in one’s academic writing, i.e., if a student fails to use a certain language function in his academic writing assignment, his or her piece of writing is deprived of the quality which is expected by the assessor using certain scales of assessment criteria, and vice versa. 

2. Establishing criteria for assessing academic writing tasks

In Section 1.2 we have already pointed out that assessment is one of the purposes of students’ academic writing. In W. Grabe and R.B. Kaplan’s (1996:6) words, “writing is a technology, a set of skills which must be practised and learned through experience”. Once academic writing skills are being developed, they have to be assessed. Assessment in education is any measurement of behaviour which represents the extent of learning. Assessment, therefore, should provide students with the opportunity of demonstrating the achievement of learning outcomes. 

 Questions and possible answers about how to assess students’ academic writing skills are relevant to all those committed to enhancing successful teaching, learning and assessment in the higher education context. In Part Two, therefore, we will address a number of issues in the assessment of students’ academic writing, including the aims of assessing academic writing, the principles and scoring methods used in assessing academic writing skills, and criteria for assessing different task types in academic writing. The main question we address here is: what effective profile of academic writing assessment criteria can we devise for the assessment of students’ academic writing assignments, so that the one would satisfy the requirements set on the academic writing course and would be meaningful to students?

        2.1. Aims of assessing academic writing skills  

As a starting point in devising a profile of assessment criteria for academic writing, it is useful to identify the purposes for which we need to assess students’ writing. Those purposes for assessing students’ academic writing may include: 

· to provide evidence of students’ knowledge and understanding of a particular course of study; 

· to provide evidence of students’ acquisition of academic writing skills, or the ability to apply knowledge and understanding (e.g. students’ ability to carry out a summary or analysis); 

· to indicate how effectively students can express their knowledge and understanding in writing (e.g. using conventions of various forms of writing such as those discussed in Section 1.4);

· to help students learn, or consolidate their learning (both of subject knowledge and skill and of academic writing conventions;

· to provide feedback to students on their work;

· to motivate students to carry out certain activities so as to help them extend their learning capacity.

As a matter of fact, assessment is one of the most powerful educational tools for promoting learning. However, “it is assessment used in the right way that has the most significant impact” (Elwood and Klenowski, 2000). Writing assessment involves both teacher responses and more formal mechanisms for student evaluation. The most common mechanisms involve grading of various types that will be given a closer look in Sections 2.3 and 2.4.

Assessing students’ academic writing assignments has important consequences for students as well as for teachers. Responding to students’ writing can greatly influence student attitudes to writing and their motivation for future learning. Students can be easily confused by unclear, vague, or ambiguous responses and can become frustrated with their writing progress. Alternatively, students can be positively motivated to explore many areas of knowledge and personal creativity through supportive and constructive responses to their writing.

The impact of assessment on students is apparent to any person involved in academic learning contexts. “Writing assessment is a major determinant of students’ future careers. Writing is commonly used to assess not only students’ language skills but also their learning in many academic content-areas.” (Grabe and Kaplan, 1996:378)

Since detailed feedback on the extent to which students have been successful in meeting the criteria becomes the point of departure for the next phase of the students’ learning, it may be stated that assessment shapes and supports academic learning. Devising effective profiles of assessment criteria for students’ academic writing, therefore, should primarily be based on the general key principles of assessment. 

               2.2. The key principles in assessing academic writing skills

Since the impact of assessment on students is apparent, assessment has to be fair. There are three concepts through which fairness is achieved and which are traditionally seen as fundamental to any discussion of assessment: validity, reliability and feasibility/practicability (Common European Framework of reference for Languages: Learning, Teaching, Assessment, 2002:177-178; R.R. Jordan, 1997:88-89; C. Weir, 1993:17-22). Ph. Race (2001), in turn, discusses the following quality requirements of assessment: validity, reliability and transparency. It might be useful to have an overview of what is meant by these major notions of assessment.

Validity is the concept which means that assessment effectively measures what it intends to measure and not something different, and that the information gained is an accurate representation of the proficiency of the candidate concerned. For each part of their studies candidates are supposed to be able to know exactly what they could be expected to do to show that they have mastered their learning. The more assessment enhances the achievement of desirable language objectives, the greater its contribution to successful teaching is, and the more all people concerned will see the value of assessment in the curriculum.

Reliability, on the other hand, is a technical term. It is concerned with consistency of marking against the criteria provided. It should not matter who marks candidates’ work, whether it is essays, reports, exam scripts, or anything else. Any assessor is expected to give the same mark as could have been given by anyone else marking it. In other words, reliability is the consistency of any form of assessment which means that under the same conditions and with the same candidate performance the assessment procedure would produce the same results.

Transparency is about making everything clear to candidates. Assessment is required to be as transparent as possible. Among other things this includes (Ph. Race, 2001:4-5):

· Making sure that the assessment criteria are clear. Candidates are supposed to know what is being looked for in each element of their assessment. Assessors are supposed to be using clear criteria to apply to candidates’ work, and they should make sure that the candidates know exactly what these criteria mean.

· Making sure that the rules of the game are clear. This includes letting candidates know what is the balance between exams and coursework assessment, and what are the regulations about what the examinees can do if they fail of a particular element of assessment, and what they can do if they think that they have “mitigating circumstances” which could have caused them not to do as well as would have been expected in a particular element of their assessment.

Besides, all parties that have an interest in assessment results should be informed about:

· the function of assessment

· the objectives being assessed

· the nature of the assessment

· the assessment procedure

· the scoring procedure

· the use that is made of the assessment results.

Practicality/feasibility is the concept which is concerned with time and resources. It means that the assessment should yield a maximum amount of information in a minimum amount of time. The principle of practicality often wins over other principles. This is an administrative area which involves organising the setting, marking, equipment, arrangements, etc.

            2.3. Scoring methods used in assessing writing skills

A number of important distinctions can be made in relation to assessment. Types of assessment distinguished in Common European Framework of Reference for Languages: Learning, Teaching, Assessment (2002:183) are presented in Table 5.

Table 5 Types of Assessment

	1
	Achievement assessment
	Proficiency

	2
	Norm-referencing (NR)
	Criterion-referencing (NR)

	3
	Mastery learning CR
	Continuum CR

	4
	Continuous assessment
	Fixed assessment points

	5
	Formative assessment
	Summative assessment

	6
	Direct assessment
	Indirect assessment

	7
	Performance assessment
	Knowledge assessment

	8
	Subjective assessment
	Objective assessment

	9
	Checklist rating
	Performance rating

	10
	Impression 
	Guided judgement

	11
	Holistic assessment
	Analytic assessment

	12
	Series assessment
	Category assessment

	13
	Assessment by others
	Self-assessment


The variety of the types of assessment mentioned in Table 5 directly apply to assessing writing skills (e.g. achievement assessment vs. proficiency, continuous assessment vs. fixed assessment points, assessment by others vs. self-assessment, formative vs. summative assessment) and, therefore, could be discussed in more detail. In the present paper, however, it is essential to elaborate on certain types of assessment, viz. holistic vs. analytic assessment since the choice of an appropriate type of rating scale and the process of establishing marking criteria are two significant issues in assessing students’ academic writing skills. Performances in academic writing are complex. Judgement of performances, in turn, involves balancing perceptions of a number of different features of the performance. In Section 2.3, therefore, the holistic scoring method and the analytic scoring method used in assessing academic writing skills will be given consideration in terms of their merits and drawbacks.

2.3.1. The holistic scoring method

An efficient and increasingly popular approach to writing assessment is holistic scoring, which aims to rate the overall proficiency level reflected in a given sample of student writing. Holistic assessment consists in making a global synthetic judgement.  A holistic scale is a descriptive rating scale in which one score is awarded, with multiple indicators identified at each score level. Different aspects are weighted intuitively by the marker. Holistic scoring is achieved by reading a text and deciding on a general, and subjective, score based on a numerical rating scale, or scoring rubric, ranging anywhere from 1-4 to 1-9. Each number on the scale corresponds to a score and a set of descriptors. These descriptors in the rubric can be either general or fairly specific. “When holistic scores are used, efforts should be made to socialise a rater to the ways other raters assign grades and their rationales for doing so. This ‘anchoring’ constitutes an important support for generating consistently reliable scoring.” (Grabe and Kaplan, 1996:404) The existence of a scoring rubric distinguishes holistic scoring from its predecessor, general impression marking, in which criteria are never explicitly stated.

Y.Nakamura (2004), S.Shaw (2000), T.Park(Scoring Procedures for Assessing Writing, <http://www.tc.columbia.edu/academic/tesol/Webjournal/Park_Forum.pdf>) and Weir (1993) point out that a major advantage of holistic scoring is that a piece of writing can be scored quickly and therefore less expensively and holistic scoring is more economical than analytic scoring since markers are required to make only one decision (i.e., a single score) for each writing sample. A typical example of a holistic scale for academic writing is provided by Carroll (1980:136):

Table 6 Academic writing scale

Band

	9
	Expert writer. Writes with authority, accuracy and style. Has a mastery of appropriate and concise English.

	8
	Very good writer. Clear and logical presentation with accurate language forms and good style. Just the occasional slip or infelicity reveals he is not a native writer. Often approaching bi-lingual competence.

	7
	Good writer. Can develop a thesis systematically with well structured main and subordinate themes and relevant supporting detail. Generally accurate and appropriate language, layout and style. Responds to tone or purpose of writing task. Mainly distinguished from Band 8 performer in fluency, accuracy and appropriateness.

	6
	Competent writer. Uses a wide range of skills to convey thesis – presenting it in quite a well-structured fashion, arranging main and supporting themes and details logically. Use of lexis and grammatical patterns reasonably accurate. Slight limitation of style and mastery of appropriate idiom in an otherwise intelligible presentation.

	5
	Modest writer. Conveys basic information competently, but logical structure of presentation will lack clarity. Work will show several slips and formal errors. Use of style and conveyance of tone is present but not consistent. Essay may well lack interest but the basic message gets through.

	4
	Marginal writer. Presentation has coherent appearance and several factual statements can be sequentially made. Work lacks logical structure and use of discourse markers. Often makes lexical and grammatical errors. Uses basic punctuation conventions. Uses restricted range of skills. 

	3
	Extremely limited writer. Produces a string of sentences rather than an essay. Some theme but not logically presented. Use of simple sentence structure and restricted lexis with errors and inappropriacies abounding. Main merit is the conveyance of straightforward information.

	2
	Intermittent writer. No working facility: perhaps sporadic uses.

	1/0
	Non-writer. Not able to write.


As far as the use of holistic scales is concerned, it has to be stated that they are probably more appropriate when “performance tasks require students to create some sort of response and where there is no definitive correct answer” (Designing Scoring Rubrics for Your Classroom, <http://www.learner.org/channel/workshops/tfl/resources/s7_rubrics.pdf>). Since assessment of the overall performance is the key, holistic rubrics are also typically, though not exclusively, used when “the purpose of the performance assessment is summative in nature. At most, only limited feedback is provided to the student as a result of scoring performance tasks in this manner” (ibid). 

C. Weir, a prominent name and authority in language testing, discusses some problems encountered by the writing task markers when holistic assessment is employed. One danger is that a marker’s impression of the overall quality might have been affected by just one or two aspects of the work. Y. Nakamura (2004) states that one more disadvantage of holistic judgement is that different raters may choose to focus on different aspects of the written product. A more deep-rooted problem is that the holistic approach fails in practice because it does not cater for learners whose performance levels vary too much in terms of different criteria. C. Weir argues that “ESL writers quite often acquire differential control over the components of writing ability, e.g. some have much greater fluency than accuracy and vice versa, some have greater syntactic control than lexical, etc.” (Weir, 1993:164). The major disadvantage of holistic scoring emerges from the limitations of the single score, which gives no details. That is, holistic scoring cannot provide useful diagnostic information about a person’s writing ability, as a single score does not allow raters to distinguish between various aspects of writing such as control of syntax, depth of vocabulary, organisation, and so on. This is especially problematic for second-language writers since different aspects of writing ability may develop at different rates for different L2 learners. Hence, “the same holistic score assigned to two different texts may represent two entirely different distinct sets of characteristics, even if the raters’ scores reflect a strict and consistent application of the rubric” (T. Park. Scoring Procedures for Assessing Writing, <http://www.tc.columbia.edu/academic?tesol/Webjournal/Park_Forum.pdf>).

2.3.2. The analytic scoring method

Analytic assessment is based on treating separate aspects of quality individually. It “requires the development of a number of separate rating scales for each aspect assessed” (McNamara, 2000:44). For example, depending on the purpose of assessment, dimensions for writing performance might include content, organisation, vocabulary, grammar, and mechanics. In the process of application of this kind of assessment, it requires giving a certain mark for a number of different points and then adding them up to give a score, which may then convert into a grade. It is characteristic of this approach that the categories are weighted, i.e. the categories do not each account for an equal number of points. (Weighting is defined as the relative importance of different skills and language knowledge which is assigned in the assessment process.) Analytic scales are generally used “when a fairly focused type of response is required; that is, performance tasks where there may be one or two acceptable responses and creativity is not an essential feature of the students’ responses” (Weir, 1993:164). 

Analytic scales are preferred over holistic scales by many writing specialists for a number of reasons. This method avoids the potential flaw in global impression band scales of uneven quality development in the established different criteria. It has the added advantage that “it lends itself more readily to full-profile reporting and could perform a certain diagnostic role in delineating students’ strengths and weaknesses” (Weir, 1993:164) in their academic writing. This diagnostic function might be of value in a formative role during a course of teaching. It might also help to provide clearer information on the areas of language gain during a course of teaching. Thus it could be useful in providing educational, illuminative information, as well as establishing evaluation data for accountability purposes. Furthermore, the educator can give different weights to different dimensions. This allows the teacher to give more credit for dimensions that are more important to the overall success of the communication task. For example, in a writing rubric, the dimension of content might have a total point range of 30, whereas the range of mechanics might be only 10 or even 5.

However, the potential danger with analytic scoring lies in the fact that it is difficult to design and use rubrics appropriately. In the cases in which analytic scoring is used without careful scoring rubrics or if there is a lack of explicitness with regard to the applicable criteria, there are serious questions about the validity and reliability of results. Thus, great emphasis should be placed upon clearly defined criteria. In addition, the use of analytic scales can cause the scoring process to be substantially slower, mainly because assessing several different skills or characteristics individually requires a teacher to examine the product several times. Both their construction and use can be quite time-consuming. Analytic scoring has also been criticised because the parts do not necessarily add up to the value of the whole. Providing separate scores for different dimensions of a student’s writing performance does not give the teacher or the student a good assessment of the whole of a performance. The advantages to the use of analytic rubrics, though, are quite substantial. Y. Nakamura (2004) proves analytic scales to be more reliable than holistic scales. Moreover, the degree of feedback offered to students (and to teachers) is significant. It is possible to then create “profile” of specific student strengths and weaknesses. Thus, in S. Shaw’s (2000) words, the advantages of analytic scales “outweigh any advantages offered by global approach to writing”. Table 7 summarises the main features of the two scoring scales.

Table 7 A comparison of holistic and analytic scales in terms of five qualities 

	Quality
	Holistic Scales


	Analytic Scales

	Reliability
	lower than analytic, but still acceptable


	higher than holistic

	Construct Validity
	assume that all relevant aspects of writing ability develop at the same rate and can thus be captured in a single score; correlate with superficial aspects such as length and handwriting


	more appropriate for L2 writers as different aspects of writing ability develop at different rates

	Practicality
	relatively fast and easy


	time-consuming; expensive

	Impact
	single score may mask an uneven writing profile and may lead to misleading placements
	more scales provide useful diagnostic information for placement and /or instruction; more useful for rater training

	Authenticity
	White (1995) argues that reading holistically is a more natural process than reading analytically


	raters may read holistically and adjust analytic scores to match holistic impressions


(Source: Yuji Nakamura, A Comparison of Holistic and Analytic Scoring Methods in         the Assessment of Writing, <http://www.jalt.org/pansig/2004/HTML/Nakamura.htm>)

To sum up, no scoring procedure is suitable for all purposes. Therefore, decisions regarding the selection of assessment procedures need to be made within the context of the specific assessment situation. Whether holistic or analytic scales are used, the important factors in developing effective rubrics are the use of clear criteria that will be used to rate a student’s written piece and that the performance being evaluated is directly observable. More importantly, students should be informed to what criteria they are being held accountable. The analytic scoring scales with clearly defined criteria are still more advantageous than the holistic scoring scales. Since we aim at developing the profile of assessment criteria in academic writing, in Sections 2.4 and 2.5 we will follow the process of establishing analytic scoring scales. 

2.4. Criteria for assessing various task types in academic writing

As it was pointed out in Section 2.3, students’ academic writing samples should not be assessed on a single dimension, instead, they should be viewed as the result of a complex of different skills and knowledge, each of which makes a significant contribution to the development of the whole. Capturing the multiple dimensions of student performance is at the heart of criterion development. “Criterion is an aspect of performance which is evaluated in the scoring procedure” (McNamara, 2000:7). Assessment criteria traditionally have a two-fold purpose: firstly, to guide markers and ensure that marking is as fair and accurate as possible, and secondly, to inform students about the standards against which their work will be judged. The main question is, how many and what criteria are needed that neither contained irrelevant nor missed important areas and how the criteria should be weighted. This section aims at analysing various analytic scales devised for assessing different academic task types and eliciting the essential assessment criteria for various assignments. 

Sixteen rating scales including analytic criteria for assessing performance on different academic writing assignments have been chosen for the analysis. The chosen rating scales were devised by C. Tribble (1996:130-131), R. White and V. Arndt (1991:175), J. Trzeciak (1994:35-37), R. White and D. McGovern (1994:29-30), G. T. Brown (2004:119-121), Chapman (1990:2), C. Coffin (2003:114), C. Weir (1993:136,160), M. S. Spangler and R. R.Werner (1989:282, 294), T. McNamara (1997:229), V. Evans (1998:99), etc. The rating scales mentioned above have been designed for essays, reports, compositions, book reports, and academic writing in general. The studied scales include 2 to 7 analytic criteria. The variety of the criteria is shown as summarised in Table 8. 

Table 8 The distribution of analytic criteria in the rating scales for different academic writing assignments  

	Criteria
	Number of mentions

	Content/Information/Content development/Relevance (successful coverage of a specific theme or topic)

Focus (main idea maintained)/development of argument

Support/elaboration/supporting details/use of evidence

Structure and content (combined into one criterion)

Organisation/organizational strategy/structure

Vocabulary (range, variety, richness, topic-relatedness)

Language/grammar/structure(grammar and word order)/range of structures/grammatical errors/complexity of sentence structure

Writing style (organisation, vocabulary, sentence structure, coherence)

Language resources (vocabulary, grammar)

Conventions (grammar, spelling, punctuation)/linguistic accuracy (grammar, spelling, punctuation)

Language control (grammar, vocabulary, sentence structure, spelling, mechanics)

Usage and mechanics (combined into one criterion)

Mechanics/mechanical accuracy

Spelling

Punctuation

Cohesion/connections

Audience awareness/audience adaptation

Use of sources/use of source material

Diction/expression/language and style (vocabulary, structure of the text)

Presentation (abstract and contents page provided (if necessary), correct length, word processed, spell checked, headings, sub headings/sections) 

Register (appropriate writing style)

Introduction

Understanding

Analysis/critical discussion


	13

3

3

1

12

6

10

1

1

2

1

1

6

2

2

5

2

2

3

2

1

1

1

1


It has to be emphasised that some of the criteria (e.g. content, content development and relevance) have different wording, but the same aspect of assessment is meant by them (e.g. by relevance V. Evans means successful coverage of a specific theme or topic). Therefore, they are ascribed to the same criterion. On the other hand, from Table 8 it can be seen that certain wordings mean two completely different things. For instance, the criterion structure refers to grammar and word order according to R. White and V. Arndt, but organisation according to G. Brown (Brown attributes the wording language resources to what White and Arndt mean by structure). Such ambiguous wordings are explained in brackets and ascribed either to organisation or language according to what certain authors claim the wordings mean.

On the basis of Table 8, we found it possible to distinguish thirteen different criteria for assessing academic writing:

· Content

· Focus

· Support 

· Organisation

· Vocabulary

· Range of structures

· Grammatical accuracy

· Spelling 

· Punctuation

· Cohesion

· Audience adaptation/awareness

· Use of sources

· Presentation

However, any practical assessment system needs to reduce the number of possible categories to a feasible number. “Received wisdom is that more than 4 or 5 categories starts to cause cognitive overload and 7 categories is psychologically an upper limit.” (Common European Framework of Reference for Languages: learning, teaching, assessment, 2002:193) It is obvious that the distinguished 13 categories are far too many for an assessment of any performance. Thus, certain choices have to be made in particular contexts. Features need to be combined, renamed and reduced into a smaller set of assessment criteria. According to our study, the following six criteria can stand for the former thirteen criteria:

               Content                                         \ 

Focus                                         ―   Content

               Support                                         ⁄

               Organisation                                \    Organisation

               Cohesion                                      ⁄

               Vocabulary                                  \     Vocabulary

Audience adaptation/awareness  ⁄

               Range of structures                      \    Language

Grammatical accuracy                 ⁄

Spelling                                        \

Punctuation                               ―    Mechanics

Presentation/layout                       ⁄

Use of sources                           ―    Use of sources

The number of mentions in Table 8 suggests that the five aspects that can be reasonably transferred into criteria to assess academic writing (content, organisation, vocabulary, language, and mechanics) appear to be the most important as they are the most frequent ones in the studied scales and can best reflect other, minor, criteria inherent in them. 

 Having decided upon the most suitable and applicable criteria for assessing academic writing, we faced the task of utmost importance to determine their inner criteria, or the specific descriptors that represent separate bands within the same criterion. For instance, in terms of content, high quality academic writing can be characterised by such descriptors as being knowledgeable, substantive, relevant to assigned topic, thorough in the development of thesis and providing accurate detail. In terms of organisation, high quality writing can be described by fluent expression, ideas clearly stated and supported, appropriately organised paragraphs, logical sequencing (coherence), and connectives appropriately used (cohesion). In terms of vocabulary, high quality writing can be characterised by sophisticated (wide) range of vocabulary, effective and accurate word choice and usage, and appropriate register. In terms of language, high quality writing can be described by effective range of simple and complex structures, hardly any grammatical or word order errors. In terms of mechanics, high quality writing can be characterised by demonstrating full command of spelling, punctuation, capitalisation, and paragraphing (layout). In terms of use of sources, source materials should be satisfactorily incorporated, quotations should be used judiciously, there should be adequate bibliography and complete absence of plagiarism. (Tribble, 1996; Trzeciak, 1994)

It can be inferred from the analysis of the criteria in the selected analytic rating scales that none of the criteria directly indicate the type of task. The same can be said about the descriptors of the criteria. This could mean that those criteria are abstract, or general, and this quality makes them universal. The scales containing such criteria and their descriptors, therefore, can be applied to assessing any piece of students’ academic writing. We will also make use of them while developing our own profile of assessment criteria for academic summaries and analyses.

         2.5. The profile of assessment criteria for summaries and analyses

In this section an attempt is made to construct adequate analytic rating scales for assessing students’ academic writing. The development of a rating scale for assessing some task type of academic writing needs careful consideration of the following areas:

· The choice of a suitable academic task type

· The requirements for successful fulfilment of a particular academic writing task/the expectations of the quality of students’ performance 

· The selection of assessment areas/criteria

· The descriptions of the chosen assessment criteria, or defining their descriptors for different levels of performance (starting with descriptions for excellent work and poor work, and completing by describing the intermediate level of performance)

· The assignment of numerical scores for each level from the highest to the lowest, that is, introducing weighting, i.e. the relative importance of different skills and language assessed 

In choosing suitable academic task types, we should aim to assess a student’s ability to perform certain functional tasks required in the future target situation. As it was explained in Section 1.4, writing a summary is peculiar to academic writing. “For a student in an EAP context it might involve search reading of an academic text to extract specified information for use in a written summary.” (Weir, 1993:154) A summary, therefore, is suitable for assessing second year students’ writing ability in terms of the tasks they have to cope with in an academic situation.   

 As it was pointed out above, it is of utmost importance now to discuss the requirements for carrying out an academic summary. The second year VPU English philology students’ goal was to offer a fair and objective, concise but clear representation of the main ideas presented in another author’s published text (viz. in Phillip Shaver’s article “Down at College” which appeared in Psychology Today, May 1983: the assignment taken from Shoemaker, 1983:120) The requirements for writing a summary were provided in Section 1.4 of the present paper. Themajority of them can be summarised and adapted to a particular assignment in the following way:

· The summary should not exceed the length limit of ……words.

· The first sentence(s) should formally reintroduce the name of the author and the title of the text students are summarising, and establish the topic focus of the text.

· The summary body should present the main points, clearly and concisely. ‘Author tags’ should be used occasionally to remind the reader that students are summarising another’s text, not giving their own ideas. The material should be selected carefully, and the major points of the text should be represented accurately, fairly, and objectively. Quotations should be kept to a minimum, limited to key ideas or special phrasing.

· Full command of standard written English, effective style, clarity, and coherence should be demonstrated. 

Having agreed upon the requirements for writing a summary, the next step is to select assessment areas. According to C. Weir, in those cases where the students are provided with information, where they have to extract specified information from an article provided, it may be problematic to employ some of those general criteria discussed in Section 2.4. Where all the lexis is provided for the students e.g. in available text, “the likelihood is that most students will score reasonably well on the adequacy of vocabulary criterion. …A similar argument is put forward in terms of content…” (Weir 1993:162). For determining the assessment areas for our rating scale, we adopted the grading criteria that we found developed in Agatucci (2002):

______1. Length and manuscript format.

______2. MLA-Style bibliographical entry.

______3. First sentences (a) formally reintroduce the name of the author and title of the text being summarised: (b) integrate relevant or significant information about the rhetorical context, and (c) establish the topic of the text.

            4.Body of summary

______(a) demonstrates attentive and accurate close reading

______(b) demonstrates careful selection of only main points

______(c) presents the main points clearly and concisely, logically and coherently

______(d) represents the major points fairly and objectively

______5. Command of standard written English; effective style, clarity, and coherence.

These criteria can best reflect the requirements for writing a summary. In our rating scale, therefore, four assessment areas were distinguished: length, the focus of the first sentences, body of summary, and command of standard written English. Then, more specific descriptors were provided for each of these areas. The criteria were further on subdivided into three behavioural bands. The highest band shows that a student is likely to have no problems in coping with the writing task demanded of him/her in respect of a certain criterion. At the intermediate band a limited number of or a lot of (it will depend on certain scores that will be assigned) problems arise in relation to a certain criterion. The lowest level band indicates almost total incompetence in respect of the criterion in question. In the process of providing descriptors for different bands, first of all, very good (or good) work and poor to inadequate work were described depending on certain criteria; then the intermediate band of performance was described. Finally, weightings for all assessment areas were allocated. (As we have already mentioned in Section 2.3.2, different weighting can be allocated for different criteria depending on the areas to which the educator attaches more importance at a particular period of instruction and for a particular type of assignment.)

The question of converting a score into a grade is another issue to be considered. According to system, the score of twenty-two is the maximum that a student might get for a summary. The raw score in this case should be multiplied by ten and divided by sixteen. (Score × 10 : 16 = =Grade) The profile that has been developed is presented in Table 9 (see p. 44).

We also aimed at developing a rating scale for assessing VPU student written analyses. It was developed while applying the same steps that were applied in the process of developing the rating scale for summaries (see the beginning of Section 2.5). First of all, therefore, the choice of an analysis as academic task type should be motivated. It was pointed out in Section 1.4 that though acts of summary are very useful for a variety of reasons, university-level study process needs writing pieces that not only demonstrate an excellent comprehension of texts on a certain issue, but also that reach with the analysis and arguments to make new uses of prior texts and other studied materials. 

The second step in devising a rating scale for an analysis is considering the requirements for successful fulfillment of this academic task type. They were provided and discussed in Section 1.4.

It is of utmost importance now to consider the criteria that might be used for assessing analyses. For this purpose the six most frequent criteria from Table 9 (content, organisation, cohesion, language, vocabulary and mechanics) will be employed. We purposefully include cohesion here since it is crucial to all academic writing and in writing an analysis not to a lesser extent. In this way organisation will stand for the structure of the text only, and, therefore, compositional organiation  as a criterion will be emplyed. We will subdivide the criteria into four behavioural levels and descriptors will be provided for each band by starting with the descriptions for excellent work and going down to poor-to-inadequate work and after that we will complete by describing the intermediate bands of performance. Finally, weightings for all assessment criteria will be allocated. The profile of assessment criteria for analyses that has been developed by us is presented in Table 10 (see p. 45).

Table 9 The profile for assessing summaries

	Area/criterion
	Score
	Descriptor

	Length of summary
	2
	Good: The summary contains 120-150 words.

	
	1-0
	Poor to inadequate: The summary contains more or less words than required.

	Quality of first sentences
	4
	Very good: Formally reintroduce the name of the author and the title of the text being summarised, and the title of the magazine it is taken from (quotation marks, italics, etc.), and clearly and accurately establish the topic focus of the text.

	
	3-2
	Good to fair: Some (minor) inaccuracies in introducing the author, the title, and the main idea of the original.

	
	1-0
	Poor to inadequate: Fail to reintroduce the author and the title correctly (much important information missing, no quotation marks for the title of the article, etc.); fail to establish the topic focus of the text.

	Body of a summary
	the degree of attentiveness and accuracy in close reading/ reading comprehension and critical reading skills
	3
	Good: Demonstrates attentive and accurate close reading; any quotations used are justified, limited to key ideas, special terms, or significant phrasing; paraphrase dominates and shows student summariser’s reading comprehension and critical skills.

	
	
	2
	Fair: Some extensive quotations and paraphrase intertwine; could include less phrasing from the original; shows lack of reading comprehension and critical skills.  

	
	
	1-0
	Poor to inadequate: Essentially plagiarism; almost mere combination of sentences from the original and shows student summariser’s poor critical reading skills.

	
	the ability to select the main points only
	3
	Good: Demonstrates careful selection of only main points consistent with the text’s major purpose, thesis, and emphasis; any specific examples are mentioned only if given primary emphasis or proportional space by the author, and if essential to representing major point(s).

	
	
	2
	Fair: Inclusion of some minor points and details is not justified; fair selection of the main points.

	
	
	1-0
	Poor to inadequate: Includes a noticeable number of minor points and details; insufficient selection of the main points.

	
	the degree of clarity, conciseness, logic and coherence in presentation of the main points 
	3
	Good: Presents the main points clearly and concisely, logically and coherently; coherence is achieved with appropriate transitions.

	
	
	2
	Fair: Student summariser mainly does not repeat or restate the points unnecessarily; organisation is mainly clear and logical; some problems in coherence. 

	
	
	1-0
	Poor to inadequate: Student summariser does not show the way the ideas are related in the original. 

	
	the degree of fairness and objectivity while representing the major points
	3
	Good: Represents the major points fairly and objectively; student summariser does not give his or her opinions about the ideas summarised or the quality of the writing; occasional ‘author tags’ are integrated effectively to remind readers that the points summarised are the author’s. 

	
	
	2
	Fair: Represents the major points for the most part fairly and objectively; insufficient use of ‘author tags’. 

	
	
	1-0
	Poor to inadequate: No ‘author tags’ used; includes the summariser’s opinion or critical comment(s).

	Command of standard English
	grammar,

usage,

mechanics 
	4
	Very good: Accurate word choice and usage; confident handling of appropriate structures (simple and complex), no grammatical errors; full command of spelling, punctuation and capitalization.

	
	
	3-2
	Good to fair: Adequate range of vocabulary, occasional mistakes in word choice and usage; effective but simple constructions; minor problems in complex constructions, occasional grammatical errors; occasional errors in mechanics  

	
	
	1-0
	Poor to inadequate: Limited range of vocabulary, a noticeable number of mistakes in word choice and usage; frequent errors in spelling, punctuation and capitalisation; frequent grammatical errors.


Table 10 The profile for assessing analyses 

	Criterion


	Score
	Descriptor

	Content
	4
	Very good: clear but concise summary of article; thorough development of thesis. 

	
	3
	Good: some minor inaccuracies in summary of article; limited development of thesis; mostly relevant to topic, but lacks detail

	
	2
	Fair: partly irrelevant; limited in scope.

	
	1-0
	Poor to inadequate: clearly unable to deal with topic; largely irrelevant or too brief.

	Compositional

organisation
	4
	Very good: outline of main ideas easily intelligible to reader; paragraphs clearly marked; clear, thorough introduction (summary and thesis) and conclusion.

	
	3
	Good: some incompleteness or lack of clarity in the whole; minor inaccuracies in paragraphing and relating introduction and conclusion to main body.

	
	2
	Fair: outline of main ideas difficult to understand; introduction or conclusion may be inadequate.

	
	1-0
	Poor to inadequate: organisation makes reading very difficult; little or no division into paragraphs; poor/inadequate introduction and/or conclusion.

	Cohesion
	4
	Very good: satisfactory use of cohesion resulting in effective communication.

	
	3
	Good: relationship between sentences sometimes lack smoothness; some misuse of connectives.

	
	2
	Fair: unsatisfactory cohesion makes comprehension of parts difficult; rare use of connectives.

	
	1-0
	Poor to inadequate: cohesion almost totally absent.

	Vocabulary
	4
	Very good: almost no inadequacies in vocabulary; effective word choice.

	
	3
	Good: some inadequacies in vocabulary.

	
	2
	Fair: limited range and/or frequent errors in vocabulary; meaning obscured or word repetition.

	
	1-0
	Poor to inadequate: frequent errors in word choice; poor vocabulary.

	Language
	4
	Very good: effective simple and complex structures; almost no grammatical errors.

	
	3
	Good: effective simple structures, minor problems in complex constructions, several grammatical errors.

	
	2
	Fair: major problems in complex and simple constructions; frequent grammatical errors.

	
	1-0
	Poor to inadequate: no mastery of sentence construction rules; grammatical errors dominate.

	Mechanics
	4
	Very good: almost no inaccuracies in spelling and punctuation.

	
	3
	Good: some inaccuracies in spelling and punctuation.

	
	2
	Fair: quite frequent errors in spelling and punctuation.

	
	1-0
	Poor to inadequate: very many inaccuracies in spelling; ignorance of conventions of punctuation.


            3. VPU student written summaries and analyses as a   means of validating the established assessment scales

In Part Three of the present paper, rating scales that were devised in Part Two will be used to assess and discuss VPU second year student written summaries and analyses. For the assessment and discussion, 100 writing samples (50 writing samples for each task type) were taken. Having assessed the students’ assignments according to the developed profiles of assessment criteria for the two above mentioned task types, it will be possible to make sure of the validity of the profiles. Moreover, having analysed the students’ summaries and analyses, it will be possible both to provide some evidence of the quality of students’ acquisition of academic writing skills, and to present recommendations for further teaching and learning of academic writing skills at the tertiary level of studies. The first section of Part Three will present an analysis of student written summaries whereas the second section will deal with the issues arising in the process of studying student written analyses. 

3.1. Case study of student written summaries

In this assignment, the students were asked to offer a fair and objective, concise but clear representation of the main ideas presented in another author’s published text (viz. in Phillip Shaver’s article “Down at College” which appeared in Psychology Today, May 1983; the assignment was taken from C. Shoemaker, 1983:120). We will analyse fifty writing samples in terms of the criteria presented in the devised   assessment scale for summaries in Table 9. 

The length of a summary was the first criterion according to which the students’ summaries were judged. The length of the original text was of 279 words, and the students’ actual summaries included from 72 to 207 words. It is a very important aspect to focus on since university students should be able to abstract information so as to get the required length of their text. It is an essential point for success in their further academic activities (e.g., in writing abstracts or summaries for their academic papers, conferences, etc.). However, only 56 percent of the students observed the requirement to write 120-150 words while as many as 44 percent distinguished themselves for being undisciplined in this respect. 32 percent of the latter group exceeded the length limit while the summaries of the remaining 68 percent contained considerably fewer words than required. 

The second criterion was related to the ability of focusing on the first sentences of the summary, i.e. to the quality of introducing the name of the author, the title of the text being summarised, and the title of the magazine the text was taken from. Even more importantly, this criterion measured the clarity and accuracy in establishing the topic focus of the original text. 18 percent of the students managed to cope with writing the first sentences very well, and the summaries of 50 percent were evaluated by placing them in the band ‘good to fair’. The remaining 32 percent deserved only ‘poor to inadequate’ (28 percent and 4 percent correspondingly) in this respect, i.e. failed to introduce the author and the title of the text being summarised, and to establish the main idea of the original text clearly and accurately. 


[image: image1] 

The following four criteria were related to the body of the summary. The first of them – the degree of attentiveness and accuracy in close reading, or the quality of reading comprehension and critical reading skills - was successfully met by 18 percent of the students. They demonstrated attentive and accurate reading, and in their summaries paraphrase dominated with rare cases of quotations. 46 percent of the students besides the strategy of paraphrasing turned to some extensive quotations without indicating that by quotation marks, or, in other words, there appeared too many words from the original text; consequently, their performance was evaluated as being ‘fair’. Lastly, 36 percent of the writing samples could be described in this respect as “essentially plagiarism; almost mere combination of the phrasing from the original, and, therefore, they were evaluated as being ‘poor to inadequate’ (32 percent and 4 percent correspondingly).
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 The students’ mistakes included quotations that are not justified, not limited to key ideas, special terms, or significant phrasing; they quote common phrasing instead, e.g.:

· The article “Down at College” by Phillip Shaver says that “everyone feels sad from time to time” but just a minority…

The following two sentences show total absence of critical reading skills and inaccuracy in quoting: 

· He reported “… that only 30 percent of the never-depressed young men had problems connected with drug or alcohol use, compared with half of the most seriously depressed group”. A majority of the depressed men said that their drug-related problems had preceded their depression.

(cf. with the original text: 

“Schuckit reported that only 30 percent of the never-depressed young men had problems connected with drug or alcohol use (job loss, arrest, ill health, marital disruption), compared with half of the most seriously depressed group. Moreover, a majority of the depressed men said that their drug-related problems had preceded their depression.”) 

It can be inferred from the data obtained and the provided examples that the students should do more study to develop their critical skills while reading, and, on the whole, they should give much more attention to developing study techniques of a particular text to comprehend it fully so as to be able to convey the essence in their own words. Furthermore, they should get used to quoting accurately. As it was mentioned in Part One (Section 1.4), critical skills do not come automatically; they have to be developed in the process. Students could follow M. L. Kennedy and H. M. Smith’s (1986: 83) suggestion not to repeat more than three consecutive words from the original while aiming to achieve this requires practising the strategies for reformulating vocabulary and changing the sentence structure. 

The second criterion related to the body of the summary was the selection of the key ideas or main points. Only 12 percent of the students demonstrated ability for careful selection of the main points only that were consistent with the text’s major purpose, thesis, and emphasis. 56 percent of the summaries included either some minor points and details or insufficient number of main points and, therefore, they were described as being ‘fair’ in terms of this criterion.. 32 percent of the summaries were qualified as ‘poor to inadequate’ (30 percent and 2 percent respectively). 
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The third criterion related to the body of the summary was the degree of clarity, conciseness, logic and coherence in the presentation of the main points. This criterion was successfully met by 16 percent of the students while summaries of 50 percent were described as ‘fair’. The remaining 34 percent deserved to be assessed as only ‘poor to inadequate’ (32 percent and 2 percent correspondingly) in this respect.
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The last criterion in respect of which the body of the summary was assessed was the degree of fairness and objectivity while representing the major points. Even 22 percent of the students performed well on this criterion. 34 percent were able to present the major points for the most part fairly and objectively; however, there was insufficient number of ‘author tags’ used. Even 44 percent used too few ‘author tags’ (42 percent) or no ‘author tags’ (2 percent) which made their summaries sound unfair. A typical mistake in the students’ summaries was that the conclusions most often sounded as if having been made by the summarisers themselves, not the author of the original article, for example,

· So youth should be more concerned about drugs and alcohol damage to their mental condition.

Another example of a poor conclusion was the following:

· In conclusion, I think young people start to use drugs or alcohol when adults don’t pay enough attention to their children. And this leads to hopeless depression.

In the example above, the student included ‘I think’ and added his or her critical comments about the parental role which was not even mentioned in the original text. 
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The most surprising point was that some students distorted the words and meanings in comparison with those in the original text. For instance, some students tended to draw false inferences (most likely because of the lack of reading comprehension) and present them as the author given, for example, 

· Many depressed men said that their drug-related problems had caused their depression.

(cf. with the original text:

“…a majority of the depressed men said that their drug-related problems had preceded their depression.”)

· The result was that 11 percent of them had been depressed.

(cf. with the original text:

“…82 percent had never been depressed, 11 percent had been. An additional 7 percent had had depression that seriously interfered with their lives.”)

The last criterion on the scale was the command of standard English. It included grammar, usage, and mechanics. The students’ performance level on this criterion was comparatively high. The results corroborate C. Weir’s words quoted in section 2.5 that where all the lexis is provided for the students e.g. in the available text, “the likelihood is that most students will score reasonably well on the adequacy of vocabulary criterion” (Weir, 1993: 162). It should be added here that students will be likely to score better at other language issues, mechanics, etc. as well. Thus, although only 16 percent of the students performed very well, 76 percent scored ‘good to fair’ (46 percent and 30 percent respectively), and only 8 percent of the summaries deserved the evaluation ‘poor’. On the other hand, vocabulary, spelling or sentence structure errors as cited below are inadequate for university level writing.

· This was improved by clinical studies. 

(The word ‘improved’ here is used instead of the word “proved”.)

· The main reason can be drug abuse than deep psychological problems.

· Encludes, habbits, valnerable, etc. 
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By summarising this case study, it should be pointed out that the assessment criteria as devised in the scale for assessing summaries appeared to be valid since, according to them, the students’ summaries could be adequately assessed and, what is more important, the criteria helped to detect the common problems the students faced while writing the summary. It would be meaningful, therefore, for students to go deep into this analytic scale both before writing a summary and having written one. In the first case, they will become more aware of what they are being held accountable to while in the second case, they will have an opportunity to check their own or their fellow students’ summaries. Moreover, after their summaries have been marked (and different scores have been allocated), the students can analyse their own trouble spots and take steps to improve their summaries. 

3.2. Student written analyses as compared to students’ summaries

VPU second year students were also asked to write an analysis of an editorial entitled “Arms and the Child” which appeared in the Christian Science Monitor, May 9, 1983; the assignment was taken from C. Shoemaker (1983: 122-123). The students were expected to write a three-to-five paragraph analysis, at the beginning briefly summarising the key ideas of the article.

We do not aim at thorough study of the students’ writing samples as we did in Section 3.1. The present task served as a supplementary source in piloting the scale we had devised. Therefore, first of all, we will tabulate the quality of fifty writing samples in terms of the criteria presented in the devised assessment scale for analysis in Table 10. Secondly, we will discuss a few most common problems (encountered by the students while writing an analysis) in a summative way as compared to the identified trouble spots in the students’ summaries. 

Table 11 Quality of students’ writing samples

	Criterion
	Band
	Percentage of students

	Content
	         Very good

Good

Fair

Poor

Inadequate
	14%

40%

36%

8%

2%

	Organisation
	Very good

Good

Fair

Poor

Inadequate
	16%

30%

38%

16%

0%

	Cohesion
	Very good

Good

Fair

Poor

Inadequate
	10%

26%

30%

30%

4%

	Vocabulary
	Very good

Good

Fair

Poor

Inadequate
	34%

48%

12%

6%

0%

	Language
	Very good

Good

Fair

Poor

Inadequate
	4%

44%

40%

12%

0%

	Mechanics
	Very good

Good

Fair

Poor

Inadequate
	36%

48%

10%

6%

0%


 From the table above it can be seen that the students scored best on the criterions of vocabulary and mechanics. Even 34 percent of the students’ analyses were evaluated as being very good in terms of content, and 36 percent scored ‘very good’ in terms of mechanics. Moreover, 48 percent of the students deserved ‘good’ in terms of both vocabulary and mechanics. The percentage of students who scored ‘poor’ on these two criteria is the lowest if compared to other criteria. Mechanics (spelling and punctuation), therefore, is likely to be trated as students’ minor problem. As far as the students’ performance level on vocabulary is concerned, the students scored comparatively well,  partially due to the original text which they were supposed to make use of (while summarising, selecting and citing the major ideas they wanted to respond to, etc.). In Section 3.1 while analysing the students’ summaries, a similar regularity was also observed. As a matter of fact, the students’ summaries scored better on the criterion of command of standard English in comparison with other criteria. However, the criterion of command of standard English consisted of vocabulary, grammar and mechanics in summary writing. Meanwhile, the students’ scores on the language criterion in their analyses were considerably poorer - only 4 percent deserved to be placed into the band‘very good’. This means that the analyses of the majority of the students were evaluated as being ‘good to fair’ and ‘poor to inadequate’, i.e. they had minor or even major problems in simple or/and complex constructions as well as made several or frequent grammatical errors depending on the bands ‘good to fair’ and ‘poor to inadequate’. Thus, the criterion of language (for assessing analyses) wasn’t met as successfully as that one of command of standard English (for assessing summaries) partially due to a greater amount of the students’ own ideas which they used while attempting to analyse the article adequately. Despite their own individually chosen ideas, the students’ performance level is comparatively low in this respect. 

Moreover, the students’ performance level on the criterion of cohesion is also quite low. Only 10 percent demonstrated satisfactory use of cohesion resulting in effective communication, and only 26 percent could be placed into the band ‘good’ on this criterion. In other students’ writing samples unsatisfactory cohesion made comprehension of separate parts of the analyses difficult. They rarely used connectives, and, in some cases, adjacent sentences seemed to have nothing in common, i.e. did not relate to each other at all.

Another trouble spot in both student written pieces - summaries and analyses -  was organisation (the criterion for assessing analyses requiring an outline of the main ideas easily intelligible to the reader, thorough introduction and conclusion, etc.) and the ability to select (and present) the main points only. 
All 100 pieces of writing (50 summaries and 50 analyses) speak for the fact that the students have not reached the very advanced level in the sphere of writing yet. They still lack competence in the writing skills. Therefore, the students’ writing skills still need to be developed. The process writing – one of the ways of acquiring adequate skills in academic writing –could be best employed to achieve this aim.

Conclusions

After having studied content-specific literature sources, and having chosen the analytic scoring method over the holistic one, after having carried out a comparative analysis of the assessment criteria in academic writing within the context of establishing specific scoring scales (for assessing student written summaries and analyses) and having done a case study of student-produced academic writing tasks, we can draw the following conclusions:

1. Academic writing skills are at the centre of teaching and learning in higher education surroundings as academic writing caters for a range of purposes according to the specificity of contexts in which it occurs. These purposes include teaching, learning, and assessment.

2. Although various kinds of writing differ in many aspects, the relationship between personal and creative writing on the one hand and academic and business writing on the other hand is obvious. Personal writing and creative writing introduce a wide range of opportunities to practise the elements of academic writing, thus raising writers’ awareness about the language, encouraging and helping them sharpen their writing skills thus preparing them for more demanding academic writing assignments.           

3. The most common types of genre that university students are expected to become familiar with and to produce, include the following: abstracts, summaries, analyses, essays, reports, case studies, projects, literature reviews, exam answers, research papers, dissertations and theses. Each of these has its own content structure or format, style as well as certain conventional requirements. Writing an essay is a widespread academic assignment. At more advanced levels, though, students are expected to expand their range of writing abilities into additional genres and also develop specific skills useful for more varied academic contexts. Being able to write a summary, for instance, is crucial for those who seek success in more demanding contexts.

 4. The best practice pattern of teaching writing skills in any situation will depend on the teacher priorities and choices, the type of student, the genre being studied, and some other factors. The process approach to writing is one of the ways that help students in acquiring adequate skills in academic writing. Reading as pre-writing activity (in other words, seeking information), summarising, analysing, synthesising a large mass of research material, as well as critically reviewing (or evaluating) are skills that are highly valued in academic settings as they enable the writer to respond to academic assignments in a mature, scholarly way.   Knowing and using academic language functions, acquiring adequate skills in academic writing can make the difference between succeeding or failing in one’s academic writing, i.e., if a student fails to use a certain language function in his academic writing assignment, his or her piece of writing is deprived of the quality which is supposedly to be found while assessing by using certain scales of criterion-based assessment and vice versa. 

5. It is widely acknowledged that the assessment, if used in an appropriate way, has a significant impact on the development and enhancement of skill. First, assessing academic writing skills should provide students with the opportunity of demonstrating the achievement of learning outcomes, i.e. the required quality of acquired academic writing skills gained. Second, assessment should also help students learn, or consolidate their learning as well as motivate students carry out certain activities. Third, a diagnostic assessment of students’ writing (before providing writing support for the student) can provide useful information both for the student and teacher. Responsible decisions, therefore, regarding the selection of assessment procedures need to be made and followed within the context of the specific assessment situation.

6. The analytic scoring scales with clearly defined criteria are still more advantageous than the holistic scoring scales. This method avoids the potential flaw in the global impression-based scales of uneven quality development. It also has the added advantage that “it lends itself more readily to full-profile reporting and could perform a certain diagnostic role in delineating students’ strengths and weaknesses” (Weir, 1993:164). This diagnostic function might be of value in a formative role during a course of teaching. It might also help to provide clearer information on the areas of language gain during a course of teaching.

7. The present research paper allowed us to devise analytic rating scales for assessing student written summaries and analyses. The assessment criteria as devised and shaped into the scale appeared to be valid since, in the piloting process according to the criteria, the students’ summaries could be adequately assessed and, what is more important, the criteria helped to detect the common problems the students faced while writing summaries and analyses. 

6. The trouble spots in writing the summary involved exceeding the required length of text or writing too little; including too many words from the original text in the summary; failing to document (introduce the author of the original text and the title of the text being summarised). Other student problems were in establishing the topic focus of the text; quoting inaccurately; poor critical reading skills. The trouble spots in writing the analysis involved language problems (grammatical errors, errors in simple and complex constructions), cohesion and organisation. The devised scales also helped to determine the students’ strengths (vocabulary and mechanics - because of the specificity of the task).

7. It seems meaningful, therefore, for students to go deep into these analytic scales both before writing a summary or an analysis and having written one. In the first case, they will become more aware of what they are being held accountable to while in the second case, they will have an opportunity to check their own or their fellow students’ summaries and analyses. Moreover, after their pieces of work have been marked (and different scores have been allocated), the students can analyse their own trouble spots (with the help of the analytic rating scales) and take steps to improve their summaries and analyses (guided by the allocated scores to different criteria and their descriptors).

8. Informing students about the standards against which their work will be judged is of utmost importance. However, there is evidence that providing explicit descriptions of the assessment criteria, though valuable, is not sufficient to improve students’ understanding of the criteria and enable them to perform betteron the task; active structured engagement with the criteria is essentially needed for practising in. That engagement could be facilitated in teaching situations where students discuss the assessment criteria and apply them themselves to their own or other students’ assignments. 
Recommendations (for practical consideration)
1. As academic writing skills involve multiple strategy use and can only be gained gradually, journal writing activities are highly recommended at the start on the way to more demanding academic writing tasks.

2. Process approach in the practice of gaining academic writing skills should be given priority as it allows to apply the recursive manner to task fulfillment.

3. The writing skills teaching syllabus at university level should include a variety of academic writing tasks that provide a range of opportunities for skill development, with written summaries and analyses being the two key tasks among many others.

4. Writing skills development should be closely related to the development of study reading and critical reading skills as that kind of activities facilitate the process of analysis, synthesis, and evaluation, which, as a result, enhances general cognitive skills development.

5. The use of analytic criterion-based scales in teaching academic writing skills has a great potential for writing skills development and feedback giving as well as student self-assessment. As a possibility, the following procedure could be suggested.

	Developing a rating a profile of assessment criteria for  academic writing tasks through the step-by-step procedure

Step 1:   Decide upon a suitable academic task type.

Step 2:   Consider requirements for successful fulfillment of a particular academic writing task and identify the expectations of the quality of students’ performance. Specify the characteristics, skills, or behaviours that you will be looking for, as well as common mistakes you do not want to see.

Step 3:   Establish assessment criteria for a particular academic assignment.

Step 4:   Describe each of the chosen assessment criteria in detail.

Step 4a:  For a holistic rating scale, if you decide in its favour, write thorough descriptions for both excellent work and poor work incorporating each attribute in both bands. Complete  the scale by describing the intermediate level(s) of performance.

Step 4b: For an analytic rating scale, define all the descriptors of the criteria separately for excellent work and poor work as well. Complete the scale by describing the intermediate level(s) of performance.

Step 6:    Assign numerical scores for each level from the highest to the lowest, i.e. introduce weighting (the relative importance of different skills and language assessed).

Step 7:    Revise the assessment scale as necessary.


The assessment criteria in the scale should be as transparent as possible. Assessment criteria can simply be given to students, or can be formulated in the process of negotiating them with students. One reason for discussing and negotiating criteria with students is to make explicit the teacher interpretations of criteria and to attempt to reach a joint understanding of what is valued in students’ writing. 

5. The issue of plagiarism should be explicitly discussed with students as well. Examples of acceptable and unacceptable paraphrasing should be analysed, and strategies for avoiding plagiarism should be practiced in class. Ways of referencing and referencing conventions are also worth talking through with students.

Santrauka (Summary in Lithuanian)

Akademinis rašymas yra vienas svarbiausių kalbos gebėjimų, įgyjamų universitete, mokymo ir mokymosi procese. Vertinimas kaip vienas iš akademinio rašymo tikslų  yra efektyvus būdas skatinti studentus tobulėti akademinio rašymo gebėjimų ugdymosi srityje. Todėl akademinio rašymo dėstytojams ypatingai svarbu pasirinkti arba susikurti tinkamą rašymo užduočių vertinimo skalę su eksplicitiškai įvardintais esminiais kriterijais bei jų deskriptoriais.

Šiame magistro darbe siekėme ištyrinėti įvairius akademinio rašymo aspektus bei sukurti akademinio rašymo tam tikrų užduočių tipų - santraukų ir analizių - vertinimo kriterijų skales. Pirmojoje darbo dalyje akademinis rašymas aptariamas pateikiant bendrą akademinio rašymo supratimą, išskiriant akademinio rašymo ypatumus ir trejopus tikslus, nurodant akademinio rašymo santykį su kitais rašymo tipais. Šioje dalyje taip pat aptariami universitetinėse studijose taikomi akademinio rašymo žanrai, akademinio rašymo gebėjimai ir jų įgijimo strategijos. Antroji darbo dalis – detalus analitinių kriterinių skalių kūrimo proceso aprašymas. Čia dėmesys koncentruojamas į sudaromų skalių specifinę paskirtį – įvertinti VPU anglų filologijos studijų programos antro kurso studentų parašytas santraukas ir analizes. Siekiant šio tikslo išskirti akademinio rašymo gebėjimų vertinimo principai ir tikslai, aptarti analitinis bei holistinis vertinimo metodai, pateikiama analitinės vertinimo skalės sudarymo procedūra. Šio darbo metu sukurtos analitinės skalės galėtų pasitarnauti anglų filologijos studijų programos studentams ir akademinio rašymo dėstytojams kaip efektyvus mokymosi skatinimo ir padarytos pažangos matavimo instrumentas. Trečioji darbo dalis – studentų darbų analizė – leidžia įvertinti sukurtų skalių pritaikomumą, pagrįstumą ir naudingumą. Darbo pabaigoje pateikiamos išvados ir rekomendacinio pobūdžio siūlymai akademinio rašymo dėstytojams.
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Diagram 1. Quality of first sentences
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Diagram 2. The degree of attentiveness and 





accuracy in close reading (reading comprehension 





and critiand critical reading skills manifestation)
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Diagram 3. The ability to select the main points only
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Diagram 4. The degree of clarity, conciseness, logic 





and coherence in the presentation of the main 





points
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Diagram 5. The degree of fairness and objectivity 





while representing the major points in a summary
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Diagram 6. Command of standard English
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