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ABSTRACT

FACULTY OF HUMANITIES
DEPARTMENT OF MODERN LANGUAGES
Thesis for the degree of Doctor of Philosophy

A STUDY OF TEACHER FEEDBACK ON PEER FEEDBACK IN EFL WRITING AND
ITS RELATION TO SELF-REGULATION

By Kamonwat Phuwichit

Feedback is considered one of the most important parts of teaching writing. Learners
need to receive responses they can act upon to retain strengths and improve weaknesses
of their performances. Feedback that is regular, immediate, sufficient, and, most
importantly, of good quality is necessary in order to help the learners to develop.
Improving the way feedback is provided is, therefore, as important as feedback itself.
However, as research so far has suggested, there is no consensus on which is the most
effective way to employ feedback. As a result, we still need more information to add to this
controversial practice. Apart from that, in writing class with a large number of students,
and with teachers who have heavy workload, giving feedback with such aforementioned
characteristics is not always possible. These limitations bring peer feedback into light as it
has been recommended as a fruitful solution. Peer feedback not only helps both the giver
and the receiver improve writing quality but also helps them to become more self-
regulated. However, for peer feedback to work effectively, students who give peer

feedback need to be trained appropriately.

This study applies the concept of scaffolding as a mean to train the students to possess
necessary skills on giving peer feedback. The research objectives are to investigate the
effectiveness of using teacher feedback on peer feedback in helping the students to give
more effective peer feedback and to become self-regulated learners. The
teacher/researcher who acts as scaffolding provider gives feedback on students’ peer
feedback. The students’ improvement of feedback ability is expected to help improve their
writing quality. Twenty-six third year English major students were asked to take part in the
study which is divided into two phases: the learning of argumentative writing and feedback

training phase, and the writing of argumentative essays and the peer feedback phase.



Students’ texts, questionnaires, video records of students’ interactions, audio records of
teacher-student conference, students’ reflective diaries, and observatory comments from
university colleagues were used as the data collection tools. The data was analyzed
quantitatively and qualitatively.

The results of the study can be summarized as follows. 1) The teacher feedback on the
students’ peer feedback can help improve the students’ feedback quality. By the end of
the study, the participants were able to provide proper feedback that covered the agreed
areas which include text organization, content, idea development, and language use
comparing to the early stage of the study where they only spent time commenting on
some areas especially grammar and content. 2) The feedback quality that has improved
resulted in the writing quality that has also improved at the end of the study. The aspect
which has been improved the most is text organization. The writing scores also suggested
that the participants have made improvement on content and language use. 3) The use of
teacher feedback on peer feedback enables the students to possess behaviours of self-
regulated learners which include the ability to give detailed explanations to points at hand,
identify writing problems and provide solutions to the problems, express clear knowledge
of the writing genre, use proper strategies to deliver comments, evaluate both peers’ and
own writing quality, share knowledge of the genre, correct the giver’s errors, and take over
the talk from the giver. The students showed behaviours of other regulation as they asked
for opinions and confirmations, and accept the giver comment with little intention to
question the comment quality. The object regulation behaviours can be seen when the
students went off the topic at hand, talked about their weakness of grammar, and
mentioned the insufficient time for writing. 4) The students’ opinions towards the research
method were positive. The students were convinced that the research activities had
helped them to write better, to have more confidence to evaluate and give comments to
peers’ writing, and to have self-study skills. They reflected that the activity was useful for

their future career too.

The results also suggested that the participants sometimes made superficial comments on
areas such as idea development, and language use. It also found that the students
occasionally made rubber stamp comments. In terms of the pairing of the students, the
findings suggested that the students no matter what level of proficiency they had received
benefit from the activity. However, the interaction could be effected by pairs with different

levels of language proficiency.
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Chapter 1

Introduction

1.1 The Rationale of the study

Despite a wide variety of highly advanced communication technologies, writing is still an
important and the most widely used mean of communication. Much of professional
communication todays is still primarily done in writing. In educational setting, writing is
used extensively in almost every occasion and is very important in helping students to
learn. They learn, when writing, how to make use of what has been taught to them.
Writing gives them chances to make experiment with language. Also, they will have to get
involve in new language, struggle to think for ideas to write, plan how to write them down,
and think of a target reader. The close relationship between writing and thinking makes
writing a valuable part of any language course (Raimes, 1983).

The importance of writing, therefore, highlights the importance of the ability to write well
which is not a naturally acquired skill. Instead, writing must be practiced and learned
through experience since it is a complicated activity which involves students’ knowledge of

textual features, writing process, and context (Archibald & Jeffery, 2000).

ESL students, especially those from oriental cultures, are often considered poor learners
because of their writing skill (Wongsothorn, Hiranburana, & Chinnawongs, 2003). Even
students who show general English proficiency on tests such as the Test of English as a
Foreign Language (TOEFL) or the Test of Written English (TWE) still demonstrate lower
than expected levels of writing proficiency (Carson, Carrell, Silberstein, Kroll, & Kuehn,
1990; Connor, 1996). Thai students who write in English are not an exception. Their
writing proficiency is very much lower than expected according to The National Institute of
Educational Testing Service (NIETS), who is responsible for testing and assessing every
Thai student’s academic aptitude in all subjects. The NIETS has released the year 2011
report of Thai students’ average English test score which reveals a disappointing
information to both the students themselves and educational providers. According to the
report, there were 284,739 students who took the first round of General Aptitude Test
(GAT) of the year 2011. The mean score for English was 50.45 from the total score of
150. In the second round of the test, 133, 639 students sat the test (students are allowed

to take both rounds and use the best score to apply for a seat in university) and the mean



score was 52.98. As the score a student receives is used for university application, these
figures have indicated that students who have entered into Thai universities possess low
level of English proficiency despite several years of learning English. Regarding individual
skills of English, the students performed, the report showed that the skill most students
achieved best was writing. However, the score they achieved was still lower than
expected.

Several research papers have also pointed out a similar situation and have emphasized
that we need to find a way to help these students overcome their difficulty in writing. To
help them to improve their language proficiency and become more confident in writing,
instruction should provide students with ample amounts of language input and instruction,

as well as writing experience (Blanton, 1999).

There have been attempts to reach a consensus to which model of teaching writing is the
most effective. Educators and researchers have worked under different learning
perspectives to construct pedagogies that work most effectively with writing classes.
Several common elements of writing namely the input, the role of practice, the use of
reinforcement and feedback, and assessment have been taken into consideration and
several teaching models have been developed in order to help learners to master those
components and to help instructors employ the components well in their teaching.
Unfortunately, such attempt has not been successfully achieved since there are factors
such as local contexts of the classroom and individual differences that need to be taken
into account when teaching. As a result, there are no best methods under different

circumstances.

Among the several components of teaching writing, assessment of writing is a key factor.
Students’ performances need be appropriately assessed. Here is where formative
assessment comes into play. By giving formative evaluation, the teachers provide
responses to the students’ performance, the responses that they can act upon in order to
improve their learning performance. Unlike its’ counterpart, summative assessment which
comes in form of grading the students’ performance at the end of the learning process,
formative assessment needs to be provided regularly and continuously during the learning
course (Burke & Pieterick, 2010).

Among the many activities involve in formative assessment, feedback is considered by
most teachers and students as one of the most essential elements. In writing classes,
therefore, feedback is also considered a fundamental element. Feedback can be referred
to as information from the reader to the writer given both during the writing process and
after a piece of writing is completed. It is aimed to help learners to maximize their potential

at different stages of writing, raise their awareness of strengths and areas for



improvement, and identify actions to be taken to improve performance (Burke & Pieterick,
2010). It can come in several forms such as comments, questions, and suggestions a

reader gives a writer to produce 'reader-based prose' (Flower, 1979).

However, the practice of using feedback is a controversial issue still. Traditionally,
teachers hold that giving feedback is a must do job and that it is pedagogically and
ethically wrong if they do not provide students with responses to their performance.
Students as well feel that they need some types of feedback from their teachers and they
value it highly (Brick, 2004; Hu, 2002).

For researchers, however, the importance of giving feedback is not about it being
traditional practice or about it being highly valued. Rather, they place interest on the
benefit of feedback and on how it should be used. To address the issues, a large number
of research studies have been conducted. As a result of this, there are researchers who
have reported positive effects of feedback (e.g., Ashwell, 2000b; Cardelle & Corno, 1981,
Fathman & Whalley, 1990; Ferris, 1997; Ferris & Roberts, 2001; Frantzen & Rissel, 1987).
Some (e.g., Kepner, 1991; Polio, Fleck, & Leder, 1998; Semke, 1984; Sheppard, 1992;
Truscott, 1999), however, are unclear whether feedback is effective, whether the students
understand it, whether they will act upon it to improve their writing and learning, and
whether they need it at all (Burke & Pieterick, 2010). Nevertheless, the debate is not over
the feedback itself. Rather, researchers have shown interest on the issues such as how
feedback should be provided, what type of feedback is the most effective, what aspects of
writing we shall give feedback on (Hyland & Hyland, 2006) and how research should be
designed (Ferris, 2004). It can, therefore, be said that the search for effective feedback

practice continues so as to add more information to the debate.

Among the many different types of feedback (e.g., teacher’s feedback, computer mediate
feedback, and feedback through conference) peer feedback has recently been
increasingly used in L2 writing (Haswell, 2005; Toegel & Conger, 2003). The benefits of
peer feedback have been addressed by a number of scholars. Freeman (2000)
emphasizes the benefits of peer feedback which is caused by cooperative learning. This is
in accordance with the idea proposed by Vygotsky (1978) who states that the activity
yields benefits to both the giver and the receive. It helps them to become independent
writers, possess more self-regulation, have collaborative learning skill, and can create
their own strategies to learning. In addition, peer feedback helps students possess

similar evaluation skills as their teachers do (Sadler, 1989).



The 2000s has seen a large number of investigations on peer feedback. Researchers
(e.g., Hirose, 2009; Jiao, 2007; Kamimura, 2006; Miao, Badger, & Zhen, 2006; Rollinson,
2005; Zeng, 2006) investigated the impact of peer feedback in L2 writing classroom and
noted that it offers many ways to improve students’ writing. Peer feedback also helps
teachers who have to teach a class with many students which they do not have time
enough to give feedback to individual learners, and are unable to give instant, frequent,
and appropriate amount of feedback. These limitations are very obvious in universities in
Thailand where there are more than thirty students in one class and where teachers are
required to do both teaching and administrative jobs at the same time. Using peer
feedback, therefore, can help solve the problems.

Despite positive effects of peer feedback, researchers have recommended that students
need to be trained before they are able to give effective peer feedback. The reason for
that comes from researchers’ concern over the quality of feedback given by peers who are
not well trained. Researchers (e.g., Leki, 1990; Min, 2005; Rosnida & Zainal, 2011;
Williams, 1957) have noted that students, without proper training, may give low quality
comments, use negative or sarcastic language, and repeat what they are told by the
teacher to their friends. One major problem is the low feedback quality.

There is another important idea which is the role of the teacher as a scaffolding provider
that comes into play when we train students to give feedback. The idea is originated by
Vygotsky (1978) who proposes that between the actual performance where individual
students start and the goal, there is a zone of proximal development (ZPD) and that it is
the teachers’ task to provide scaffolding to help the students close the gap and get to the
goal. The teachers position themselves as helpers who assess individual students’ actual

performance, then set the platform for them individually, then the goal.

This present study seeks to investigate the effectiveness of a new practice of using
feedback which is the use of teacher feedback on peer feedback. By applying the idea of
scaffolding, teacher feedback functions as guidance from a more experienced figure that
helps the students to close the gap between their actual performance (their feedback
ability) and the set goal (the more effective feedback ability). Therefore, giving teacher
feedback on the student feedback is a mean to train the students to enable them to give
more effective peer feedback. To do so, the participants gave feedback on their colleague
participants’ writing. Teacher feedback, then, was given on the feedback the participants
had provided to their friends’ writing. The feedback given by the teacher is expected to
help improve the quality of student feedback. As the students gain more information and
comments on giving effective peer feedback, their knowledge of writing could grow, their

confidence both in giving feedback and writing could grow higher. As a result, this could



have knock on effect on the students becoming self-regulated learners and finally

improving their writing quality.

1.2 The purposes of the study

This present study was conducted under the following aims:

1. toinvestigate whether or not using teacher feedback on peer feedback helps
improve the participants’ peer feedback skills and in what way the participants
improve their peer feedback,

2. to investigate whether the students have improved their writing quality and what
aspects of writing are improved,

3. to investigate whether the method helps the participants to become more self-
regulated learners,

4. and to investigate the students’ opinions towards the research activities they

participated throughout the course.

1.3 Theresearch questions

1. Does the method help improve the quality of peer feedback and, if so, in what
ways are the students’ peer feedback improved?
Does the students’ writing improve and, if so, what aspects of writing improve?
Does the method help the students to become more self-regulated learners?

4. What are the students’ opinions towards the research activities they participated

throughout the course?

1.4 The significance of the study

Research on feedback especially on how feedback should be given to learners still needs
more study. So far we have seen a number of studies attempting to investigate the
effectiveness of different types of feedback on revision. Other studies have been
conducted to compare the effectiveness of explicit and implicit feedback as well as the
use of different forms of feedback given on writing. In addition, there are researchers
whose studies attempt to determine whether feedback should be provided on specific
areas of writing such as grammar, mechanism, and content. Despite a large number of
studies conducted so far, the results have shown little consensus or at least they have not

provided people involving in using feedback with satisfactory answers. As a result of that,



both researchers and teachers still need more information so as to be able to apply

feedback more effectively in different contexts.

Regarding the use of peer feedback, there are studies that attempt to compare the
effectiveness of using peer feedback and teacher feedback in terms of how the students
perceive, value, and use it. Other studies aim to determine whether different types of
feedback that peers use have different effects on writing. Several studies try to
investigate, between students with different levels of language proficiency, who can
provide more effective feedback. The issue regarding the question who, between the
feedback giver and receiver, gains more benefit from peer feedback has received a lot of

attention as well.

It is interesting, however, to note that most of the studies conducted so far focus on the
effectiveness of feedback directly given to the writer of the text. There are no studies, or if
there are the number must be very small, that investigate the effectiveness of using
teacher feedback on peer feedback. Therefore, this study can provide information about

using feedback to researchers, teachers, and students.

For researchers, the results can be another piece of information to be added to the
attempt to seek for approaches to utilizing feedback effectively in different contexts. Since
this study, as far as | know, the first to be conducted in Thailand and in this particular
context (where the students differ in terms of their language proficiency and where the
class size is big), research literature on using teacher on peer feedback is rare in the
country and probably so in the wider context. Thus, the results are hoped to extend our

knowledge on using feedback in a context that has not been investigated.

For the teachers teaching writing, the results of the study can be used as an example of a
new method of using feedback. It can be useful for teachers who have to teach writing in
big classes as the method can save time and effort. Apart from that, it can solve the
problems regarding delayed feedback. The study can also be used as a case study for
teachers who prefer to adapt the method so it suits their needs in contexts specific to
them. Lastly, as the literature so far has suggested that feedback has been extensively
used in Thailand as a tool for error correction and a grammar exercise, this study,
therefore, can provide teachers with a starting point to think about using feedback

differently.

For students, this study can be an evidence to show that they themselves can be

feedback giver regardless of what level of language proficiency they are at, that being a
peer feedback giver gives advantages to them not just as a writer but as an evaluator, a
better conversation partner, and a more self-regulated learner. They can also adopt this

method in their future use especially those who are going to enter into teaching career.
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1.5 The structure of the thesis

Since this present study mainly focuses on the use of teacher feedback on peer feedback
in order to see if the method can help improve peer feedback quality and if having
effective peer feedback skill can have a knock on effect on the improvement of writing
quality, discussions on ideas and approaches related to the study are provided. Chapter
two is dedicated to the discussions of three main topics: learning theories, formative
assessment, and self -regulated learning. In chapter three, feedback on writing and genre
based teaching approach to writing are explained in detail. Chapter four presents the
details of peer feedback and peer feedback training. Then in chapter five, the research
methodologies are explained. The findings regarding the four research questions are
presented in chapter six to eight. In chapter six the findings in terms of the improvement of
writing quality based on the scores given to the students’ writing by the three raters are
presented and discussed. In chapter seven, the findings concerning the students’
behaviours of being self-regulated and the discussion are presented. The students’
opinions towards their experiences in writing argumentative essay, giving peer feedback,
and the activities presented to them during the course of study are presented and
discussed. The final chapter, chapter nine, is given to the summary of the findings based
on the research questions, the discussions of the findings in relation to previous research
and literature are made. Applications of the study, limitations, and recommendations are

also provided.






Chapter 2

The concepts underlying the use of feedback

Since this present study mainly focuses on the use of teacher feedback on peer feedback
in order to see if the method can help improve peer feedback quality and if having
effective peer feedback skill can have a knock on effect on the improvement of writing
quality, discussions on ideas and approaches related to the study are provided. Chapter
two is dedicated to the discussions of three main topics: learning theories, formative
assessment, and self -regulated learning. In chapter three, feedback on writing and genre
based teaching approach to writing are explained in detail. Chapter four presents the
details of peer feedback and peer feedback training. Then in chapter five, the research
methodologies are explained. The findings regarding the four research questions are
presented in chapter six to eight. In chapter six the findings in terms of the improvement of
writing quality based on the scores given to the students’ writing by the three raters are
presented and discussed. In chapter seven, the findings concerning the students’
behaviours of being self-regulated and the discussion are presented. The students’
opinions towards their experiences in writing argumentative essay, giving peer feedback,
and the activities presented to them during the course of study are presented and
discussed. The final chapter, chapter nine, is given to the summary of the findings based
on the research questions, the discussions of the findings in relation to previous research
and literature are made. Applications of the study, limitations, and recommendations are

also provided.

The use of feedback to boost learning varies according to different learning theories. In
the first part of the chapter, three major theories of learning, therefore, are reviewed. Then
formative assessment which is considered as the frame work in which peer feedback falls
into is discussed. The final part deals with the idea of self-regulation in relation to the use

of peer feedback focusing on how using peer feedback can enhance it.

2.1 A brief summary of the three theories of learning

Within this century there are three major perspectives towards learning that have
influenced the way we provide education. In this section, those three learning theories
which include behaviorism, cognitivism, and constructivism will be discussed. The
discussions in terms of their views towards learning and the roles of feedback in each

view, are provided.



2.1.1 Behaviourism

Behaviourism is a belief that assumes a learner is essentially passive, responding to
environmental stimuli. Behaviourists regard all behaviours as a response to a stimulus.
According to this view, things around us produce particular kind of stimulus which makes
us react to it in a particular way. Behaviourists place more emphasis on observable
behaviours and on knowing which stimulus causes which response (Black & Wiliam,
1998). They claim that human do not possess innate behaviour; all behaviours, regardless
of how simple or complex they are, are the results of us interacting to the outside
environment. They also assume that the processes of learning are common to all species
and humans learn in the same way as other animals. Some key terms for this theory
include stimulus, response, and reinforcement (Leonard, 2002).

In education, in order to make learning occur, it is necessary that teachers separate
knowledge into small bits and introduce them to learners bit by bit. Teachers need to set
teaching objectives which can result in outcome behaviours that are observable,
measurable, and controllable. Learners then must meet those objectives by showing
expected responses to the objectives. Teachers can also provide learners with sets of
stimuli (teaching activities and tasks carefully designed beginning from simple to more
complex activities) in order to get particular behaviours responded by the learners. To
assess learning achievement, instructors look at how learners elicit set of behavioural
outcomes expected by the set objectives. And to shape the expected behaviour, they

adjust the stimuli (learning activities) (Merrill, 1991).

Feedback is one of the most important parts in behavioural theory. It involves providing
learners with instant information about their responses. It can be positive such as reward,
negative such as punishment or neutral. Behaviourists focus on the role of feedback in
making certain behaviours happen again or preventing them from happening. Thorndike,
for example, has inspired the use of feedback as a reinforce and motivator (Burke &
Pieterick, 2010). Learning will take place much more effectively particularly when the
learner experiences, as a result of learning activities, satisfied feelings, emotions, or when
s/he is given rewards of any forms. Learning is strengthened when it is accompanied by a
pleasant or satisfying feeling and it is weakened when it is associated with an unpleasant
experience, an experience that produces feelings of defeat, frustration, anger or confusion
(Stolovitch, Clark, & Condly, 2002). One thing that should be noted about using feedback
in behaviourism approach is that feedback should be given in appropriate moment.
Behaviourists believe that feedback should be provided immediately after the learner has
performed a response. They claim that the more immediate the feedback, the more

learning is facilitated (Deterline, 1962).
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Skinner (1985) has proposed a model for management of learning activities called
‘programmed instruction’. He mentions four- step learning activity which includes the use

of immediate feedback including:
Small Steps

Learners obtain small amounts of information and proceed from one task to the next in an

orderly, step-by-step fashion.
Overt Responding

Learners must provide an overt response to a problem or step so that correct responses

are reinforced and incorrect responses corrected.
Immediate Feedback

Learners are provided with an immediate response to let them know whether they have

answered or performed correctly or incorrectly.
Self-Pacing
Learners are to work through the programmed learning activity at their own pace.

Since research has found that feedback based on this theory had no systemic effect of
learning, research and theoretical model, therefore, shifted towards an emphasis on
cognitive process. The cognitivist revolution replaced behaviourism in 1960s as the
dominant paradigm. Cognitivism focuses on the inner mental activities — opening the
“black box” of the human mind is valuable and necessary for understanding how people
learn by exploring human mental process such as thinking, knowing, memory, and

problem solving.

2.1.2 Cognitivism

Cognitivism is proposed as a response to behaviourism which, according to cognitivists,
fails to provide clear understanding to how human mind works. Cognitivists believe that
human thinking and learning are similar to that of computer information processing. To
give an account of how human mind works when it experiences external information, they
model human mental process as starting with the Sensory Register receiving information
from the outside world through all senses (input). Then the information is sent to Short
Term Memory (STM) where it is changed into symbolic form representing the properties of
that information. The data then is sent to the Long Term Memory (LTM) where it is stored
as a data base for future use (process). The information in the data base is called

‘schema’. This schema helps accommodate our learning. When new information is
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sensed, it will be stored together with previous information of the same type (if there is any
previous one). If the information is completely new, it will have its own new room to be
stored. New information therefore can be an extension of the old one (Interfere Effects), or
it can be exactly the same (Transfer Effects), or totally new (Schema Effects). If
information does not fit learners’ schema it may be more difficult for them to remember
and what they remember or how they conceive of it may also be affected by their prior
schema. Therefore, meaningful information is easier to learn and remember (Good &
Brophy, 1990). If a learner links relatively meaningless information with prior schema, it
will be easier to retain. According to Good and Brophy (1990), symbolic representations in
the mind that depict logically what is perceived in the external world are described through
speech, writing, and drawing (in the output process).

In education, cognitivists view learners as active recipients of information and are capable
of building their own understanding of the world. In instructional setting, teachers are
considered the experts who are trying to get the knowledge across to the students. At the
end of the lesson, students are expected to have the same knowledge as their teachers
do. During classroom activities, teachers’ job is to try to help learners construct knowledge
from topics they are learning. To help the learners develop the understanding of the topics
being studied, the teachers need to monitor the students’ progress and ask a lot of
guestions as well as encourage the students to think deeply into the topics and ask a lot of

questions.

The value of feedback is realized and emphasized in the cognitive information processing
theory (Reiser & Dempsey, 2007). Feedback has two important functions in the cognitive
information processing theory. These functions include: (1) feedback provides the learner
with some type of response so that they know if their answer is correct or incorrect; and
(2) feedback can be used to provide corrective answers/responses to incorrect
answers/responses. The important idea of this perspective is that it places emphasis on
ways feedback is processed, what happen when learners are given feedback, and what
influence of feedback is on learners’ cognitive and metacognitive process (Burke &
Pieterick, 2010). Teachers send message to students telling them of their strengths and
weaknesses. The students then interpret that information and act upon it. In applying this
idea to research of feedback, researchers try to determine what types of feedback are the

most effective for learning.

2.1.3 Constructivism

Constructivism can be defined as the idea that the development of knowledge requires
learners actively engage in meaning making (Brader-Araje & Jones, 2002). This view

explains how knowledge is constructed in the human being when information comes into
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contact with existing knowledge that had been developed by experiences. Constructivists
are interested in the study of changes in mental stages as opposed to changes in
behaviours which behaviourists believe (Murphy, 1997). Learning is not stimulus-response
phenomenon. It requires self-regulation and the building of conceptual structures through
reflection and abstraction (von Glasersfeld, 1995). Unlike the behaviourists, constructivists
set concept development and deep understanding as the goal of instruction rather than
behaviours or skills. Learners construct new knowledge and understanding things based
on what they already know or believe, and on their ways of thinking. Learners are believed
to have some background knowledge and information of the world that they use as basis
to build new knowledge upon. Constructivists also believe in the impact of social
interaction on learning saying that learning cannot be separated from its context since the
learner needs to construct meaning in response to social context or in order to apply that
meaning to real world. In this aspect, constructivists place emphasis on the learner

engaging in social interaction through the use of language.

In education, learning in the constructivist’s view is a process not a product. The
responsibility for learning is not of teacher alone but of both teachers and learners.
Constructivism, therefore, very much emphasizes on active and collaborative learning.
This happens when the students work in teams helping each other to solve given tasks
prepared for them by the teachers. It places more importance on learners over instructors
who act as facilitators, catalysts, coaches, or learning managers during the learning

activity.

With constructivism, learner inquiry and discovery, learner autonomy, and self-motivation
of the learner, and self-regulation are critical elements to the success of the learning
process. The instructor needs to be aware where students come from, what their pre-
existing knowledge is, what their beliefs and false beliefs are that they bring to the
classroom. Also, they should try and encourage students to discover principles by
themselves. The instructor and student should engage in an active dialog. The task of the
instructor is to translate information to be learned into a format appropriate to the learner's
current state of understanding (Bruner, 1996). Driscoll (2000) has concluded that
instructional principles based on constructivist approach include providing complex
learning situations, proving for social negotiation as an integral part of learning, proving
multiple perspective of instructional context, providing access to multiple modes of

representation, developing reflexivity, and emphasizing on student centered instruction.
Hein (1991) has listed nine principles of learning based on constructivism.

1. Learning is an active process in which the learner uses sensory input and

constructs meaning out of it.
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2. The learner needs to do something since learning is not passive acceptance of
knowledge which exists out there but it involves the learner’s engaging with the
world.

3. People learn to learn as they learn. In this sense, learning consists of constructing
meaning and constructing systems of meaning.

4. The crucial action of constructing meaning is mental. It happens in the mind.
Physical actions, hand-on experience may be necessary but it is not sufficient. The
teacher needs to provide activities which engage the mind as well as the hands.

5. Learning involves language. The language we use influences learning.
Researchers have noted that people talk to themselves as they learn. Therefore,
language and learning are inextricably intertwined.

6. Learning is a social activity. Our learning is initially associated with our interaction
with others. Traditional education is likely to isolate the learner from social
interaction. It considers learning as a one-on-one relationship between the learner
and the objective material to be learned. Progressive education, in contrast,
recognizes the social aspect of learning and uses conversation, interaction with
others, and the application of knowledge as an integral aspect of learning.

7. Learning is contextual. We do not learn isolated facts and theories in separated
from the rest of the world. We learn in relationship with what we know or believe,
our prejudices, and our fears.

8. We need knowledge to learn. We cannot learn new knowledge without previous
knowledge to build upon.

9. It takes time to learn. We need to revisit the ideas, ponder them, try them out, play

with them, and use them. Motivation is a key component in learning.

There are many learning theories that are under the educational paradigm of
constructivism. Among them, Lev Vygotsky’s Social Development Theory is the one that

has great influence on educational setting.

Vygotsky (1978) describes learning practice as a shared activity, not one directed
exclusively by the teacher or the student. Both parties are responsible for learning. He
proposes four key concepts of learning. Firstly, the learner can construct knowledge.
Secondly, learning can lead development. Under this proposition, instruction is good only
when it proceeds ahead of development. Then it awakens and rouses to life an entire set
of functions in the stage of maturing, which lies in the zone of proximal development
(ZPD). It is in this way that instruction plays an extremely important role in development.
Thirdly, learning cannot be separated from its social context. This suggests that
knowledge is first constructed in a social context and is then taken up by individuals

(Bruning, Schraw, & Ronning, 1999) through the process of sharing each person's point of
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view called collaborative elaboration (van Meter & Stevens, 2000) which results in
learners building understanding together that would not be possible alone (Greeno,

Collins, & Resnick, 1996). Fourthly, language plays a central role in learning.

However, the idea that has been widely adopted in educational setting is ‘Zone of
Proximal Development (ZPD)’ and the term ‘Scaffolding’. ZPD is defined as an area
between the learner’s independent performance (the ability to solve the problem
independently without help from others) and the learner’s assisted performance (the
potential level of comprehension when given guidance or collaboration with more
experienced people). Through a process of ‘scaffolding' a learner can be extended
beyond the limitations of their current ability to make the ZPD narrower until they reach
the point where scaffolding can eb removed (Vygotsky, 1978).

There are two key points to be taken into account here. One is to determine the learner’'s
independent ability, in other words the learner’s background knowledge and experience
upon which we as the teacher would like to build. Learners should constantly be
challenged with tasks that refer to skills and knowledge beyond their current level of
mastery. This captures their motivation and builds on previous successes to enhance
learner confidence (Brownstien, 2001). The other is to provide the learner with helps,
referred to by Vygotsky as scaffolding. It is defined as a system in which assistance by
more knowledgeable others is aimed above what the learner can do alone. It is necessary
that the teacher has plan for accomplishing this along with a plan for removing scaffolding
when possible. The teacher can start from providing supports during initial learning steps
in order to allow the learner to enter the area of ZPD. As the learner develops the
necessary skills and becomes more confident, the support is gradually removed and the
learner takes over. Supports can also come from several sources other than the teacher.
People around the learner, parents, peers, and internet can also provide helps. In
classroom, peer with different skills and background can work collaboratively through
constructive social interaction in order to understand tasks (Duffy & Jonassen, 1992).
Peer collaboration is one significant implication of scaffolding which can help the learner

reach the set ability.

The role of feedback in constructivists’ view is that feedback needs to be formative and is
given regularly during the learning process, and that feedback can be from various
sources; it can be from the teacher, other people who involve in learning such as friends,

other teachers, or even from outside schools.

Feedback, according to this view, functions differently in different learning environments. It
should not only be feedback on learning but it should also be feedback for learning which

is defined as information about the gap between actual performance and the target or goal
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performance which is used by the learners to narrow the gap. Such information has to be
meaningful, understood, and carefully acted upon. It is necessary that the teachers know
what types of feedback are effective and appropriate for its context, and that the learners
can make sense of the feedback from their experience and engage in self-regulated
learning. There is also an idea of assessment that should go together with feedback. As
Black and Wiliam (1998) have stated “assessment and feedback together can improve
learning”. They conclude that learning development is achieved through the following
conditions:

Students are given feedback.

Students actively engage in learning.

Students recognize the influence of assessment.

Students have self-assess ability.

Teachers take into consideration the results of assessment.
Sadler (1989) has pointed out that there are three conditions to be taken into account in
order to be sure that students benefit from feedback given to them. The first one is the
students must know the target learning standard. The second is the students must be able
to compare their current performance to the target performance. And the last one is that
the students must be able to choose appropriate strategies for minimizing the gap

between the actual and the target performance.

There are some feedback models that are built upon the constructivists’ perspective.
Hattie and Timperly’s (2007) model of feedback is one example. It focuses on feedback
purposes, meaning, and potential to boost learning. The model guides the teachers how
to provide performance based related information and offers the students opportunity to
consider learning possibilities for themselves. The model also identifies how feedback can
focus on four levels:

Feedback which is focused on the task
Feedback which is focused on process
Feedback which is about self-regulation
Feedback which is about the person

Another model of feedback is proposed by Nicol and Macfarlane-Dick (2006a). They
consider how feedback can be used to help student develop self-regulated learning. They
emphasize the importance of internal and external feedback in moving students towards
learning in a more self-regulated way. They propose six ways to support effective student
learning including:

Helping students to clarify what good performance is
Helping student to learn how to self-assess

Providing students with opportunities to act upon feedback
Providing good quality information about their learning
Supporting the development of learning communities
Encouraging positive motivational beliefs and self-esteem.
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Shute’s (2008) guideline for good feedback practices attempts to highlight feedback
complexity and to show how it led research to arrive at different conclusions about what
constitute effective feedback. According to Shute, task level feedback should provide
timely and specific feedback about students’ responses to a particular task. Feedback in
Shute’s view has to be non-evaluative, supportive, genuine, and credible. To give
formative feedback, current level of students’ performance, and other related factors have

to be taken into account.

Constructivism places greater emphasis on learners saying that they need to
collaboratively work, acquire, share knowledge, and structure the knowledge among their
colleagues, with the instructor acting as a guide, co-collaborator, and coach. Although
closely engage in the learning activities, teachers might not be able to closely monitor all
strength or weakness learners make during their tasks and might miss pieces of feedback,
peer response, therefore, can help fill those missing pieces (Leonard, 2002). A
constructivist learning activity that is used most often in a situated learning environment,
dynamic assessment is a process whereby students self-assess and peer assess their
own work, rather than have the instructor perform the assessment activity and provide a
grade. To be an effective assessor, Sadler (1989) adds that the students need to have the
same evaluative skills as their teachers. Similarly, Boud (2000) and Yorke (2003) have put
that teachers should help their students develop self-assessment skills and provide them

with good quality of feedback.

In conclusion, the constructivists believe that knowledge is constructed by the learners
using their experience, beliefs, thinking strategies and other required information. They
view feedback as a part of scaffolding information provided by tutors in order to help the
learners learn. It helps the learners to be aware of their actual level of performance
comparing to the target standard and know how big the gap is and what appropriate
action they should choose to close the gap. The most helpful types of feedback focuses of
the learning task, provides specific comments about task-related performance, and offer
specific suggestions for improvement, as well as encouraging the learners to focus their
attention on the task and their approaches to it rather than getting right answer to get a
good grade. Effective feedback also promotes self-regulated learning. It helps boost
students’ motivation and confidence and promotes sense of control and ownership over

learning.

2.2 Formative assessment

One of the important ideas that is closely related to constructionist’s view is assessing

learners’ performance formatively. Formative assessment (FA), sometimes referred to as
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‘Assessment for Learning’ (AFL), is assessment that is intended to help learners maximize
success, rather than aiming to determine a quantitative mark or grade (Topping, Smith,
Swanson, & Elliot, 2000) by giving them information or feedback about their performance
(Yorke, 2003) specifically, about strengths and weaknesses. FA is in contrast to another
form of assessment, referred to as summative assessment, which the main purpose is to
“elicit evidence regarding the amount or level of knowledge, expertise or ability” (Wiliam,
2001, p. 169) and is often required for administrative purposes — e.g. to assign grades to
students, to place them in appropriate class, and to decide on promotion (Genesee &
Upshur, 1996). In addition, it tries to find out what the student does not know or partially
knows in order that teachers will use this as feedback to design teaching plans and
strategies to enhance learners’ full understanding of what they are expected to know.
Learners, similarly, can also use information of their performance to adapt their learning to
reach learning goals (Black & Jones, 2006).

Formative assessment includes several activities. Garrison and Ehringhaus (2012)
propose five activities that could help assessment become more formative. The first one is
‘Criteria and goal setting’. Students need to know what the target of learning is and how to
reach it. The second activity is ‘Observations’. By observing class teachers will have
evidence of their students’ performance and can use the information for teaching planning
and providing feedback. The third one is ‘Questioning strategies’. Effective questions can
come from teachers’ own experience gained from their previous teaching. Also they may
come from points students have problems with or from open questions which students can
access from different ways. The fourth one is ‘Self and peer assessment’. This helps to
create a learning community within a classroom. Students who can reflect while engaged
in metacognitive thinking are involved in their learning. When students have been involved
in criteria and goal setting, self-evaluation is a logical step in the learning process. With
peer evaluation, students see each other as resources for understanding and checking for
quality work against previously established criteria. The fifth activity is ‘Recording of
performance’. By having students keep record of what have been done and achieved so
far, teachers will have more information to monitor progress. Students can also similarly

benefit from their record.

According to Black, Harrison, Lee, Marshall & William (2003) another important activity is
teachers marking students’ work. Traditionally, teachers try to put grade or level on
students’ work when marking. This is not a very useful way to learners. It does show them
where they are at but not how to improve. Therefore, what teachers should do is to give
comments on students’ work which not only tell the quality of their performance but also
what to do next to improve. The way teachers give feedback, therefore, affects how the

students are feeling about what has been done and their self-esteem. If feedback tells
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something about marks, about where a student is comparing to other students, or about
being a winner or loser, it will not help self-esteem to occur. It is fine for top students but

depressing for many others.

Although formative assessment is involved many different activities, it all comes down to
feedback which is one very important activity of formative assessment. It is a key element
in FA that tells how successfully something has been or is being done, and about the gap
between the actual performance in relation to the expected target. Feedback can come
from different sources with teacher feedback is the very obvious one. However, it is
important learners need to learn independently without teachers and learn to learn with
colleagues. One way to achieve that is to use peer feedback. If the students can use peer
feedback well they will start to see themselves as someone who can make judgment
about the quality of a piece of work and who can give advice on how to improve work. If
they see themselves as someone who can do that they will become to be successful on
their own work (Black et al., 2003).

2.3 Self-regulated learning

Another idea that has close relationship with the view of constructive approach to teaching
and formative assessment is self-regulated learning (SRL). It is referred to as the
development of knowledge, attitudes, and skills through the use of cognitive strategies,
cognitive skills, and goals of learning (Boekaerts, 1999). Self-regulated learners are
among the most effective learners as they are able to opt learning strategies (Butler &
Winne, 1995), respond to feedback regarding their performance, and seek for new
opportunities to learn (Zimmerman, 1990). It can lead to students being able to form good
learning behaviours that suit themselves (Wolters, 2011); it can enhance students to
effectively check and evaluate their performance and progress (de Bruin, Thiede, &
Camp, 2001; Harris, Friedlander, Saddler, Frizzelle, & Graham, 2005), finally it leads to
students having desired learning outcomes (Harris et al., 2005).

As SRL is a process, it thus involves different activities. There are a number of experts
who have identified activities that should be made realized to the students in order to drive
them to be more self-regulative. Researchers (e.g., Winne & Hadwin, 1998; Wolters,
1998) have agreed that the process often includes goal setting. Students can set their
learning short term goals such as gaining good marks on a project or long term goals such
as full understanding of a big topic. Encouraging students to set short-term goals for their
learning is a way to help them check their progress and in the end achieve their long term
goals. Zimmerman (2004) and Zimmerman and Riesemberg (1997) also include planning

in the process. Planning and goal setting can be seen as complimentary to each other.
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Planning can help students set their goals well and find effective strategies to meet the
goals (Schunk, 2001).

Corno (1993), Wolters (2003), and Zimmerman (2004) add that the process includes self-
motivation. Self-motivation is the result of the students independently using different
strategies to move on in the right direction to achieve goals. It is important to the process
of self-regulation because it requires learners to assume control over their learning
(Corno, 1993). Zimmerman (2004) states that when students are able to motive
themselves without external incentives it is a good sign that they start to become more
self-regulated learners. Students who can find internal motivation are more likely to

engage in tasks that require big effort and time (Wolters, 2003).

Harnishferger (1995), Kuhl (1985), and Winne (1995) add attention control into the
process. In order to be self-regulative, learners must be able to control their attention
(Winne, 1995). To gain such control learners must keep monitoring themselves
(Harnishferger, 1995). They should be able to get away from any thoughts that may
distract them from tasks and find themselves in environment that supports their learning.
(Winne, 1995).

Van de Broek, Lorch, Linderholm, & Gustafson (2001) and Winne (1995) include flexible
use of learning strategies. Successful learners are able to apply alternative methods to
accomplish tasks. At the same time, they need to be flexible when using those strategies
(Paris & Paris, 2001).

Butler and Winne (1995) and Carver and Scheier (1990) include self-monitoring. In order
for a learner to self-monitor their progress, they must set their own learning goals, plan
ahead, independently motivate themselves to meet their goals, focus their attention on the
task at hand, and use learning strategies to facilitate their understanding of material
(Zimmerman, 2004).

Butler (1998), Ryan, Pintrich, and Midgley (2001) include appropriate help-seeking. Being
self-regulated learners does not mean that students do every task on their own without
seeking help from others (Butler, 1998). They should also get others to help them but with
the purpose of making themselves more autonomous not only to finish the task (Ryan et
al., 2001).

Schraw and Moshman (1995) include self-evaluation. The ability to evaluate their own
performance is important for SRL to happen. It allows students to check and evaluate their
learning, make changes to it, or adjust it in order to move on (Schraw & Moshman, 1995).

Teachers can promote self-evaluation in the classroom by helping students monitor their

20



learning goals and strategy use, and then make changes to those goals and strategies

based upon learning outcomes (Zimmerman, 2004).

Being able to implement different strategies effectively and comfortably requires time and
practice and needs different forms of help from teachers such as modelling how to use
new learning methods and providing sufficient scaffolding. In addition, formative feedback
that gives information about students’ progress and performance, that is easy to interpret,

and that gives opportunity for students to negotiate is needed.

Because of this importance of being SRL learners, it is necessary that teachers
understand factors that influence SRL as well as strategies to be used to promote it
(Lindner & Harris, 1992). There are several models of SRL that illustrate the process of
how to promote self-regulated learning behaviour. The one which is straight forward and
easy to apply is designed based on the process of SRL proposed by Zumbrunn, Tadlock,
and Roberts (2011). The model includes three phases: forethought and planning phase,

performance monitoring phase, and reflection on performance phase.

Performance Monitoring Phase

-Employ strategies to make
progress on the learning task.

-Monitor the effectiveness of the
strategies employed.

-Monitor motivation for
completing the learning task.

Reflection on performance
Forethoguht and planning Phase

phase -evaluate performance on

-analysing the learning task the learning tasks

-set goals towards the -manage emotional

learning tasks responsesrelated to the
outcome of the learning
experience

Figure 1. A model of self-regulated learning (taken from Zumbrunn et al., 2011, p. 6)
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During the forethought and planning phase, students analyze the learning task in order to
gain concepts of task requirements or standard. After that they set their learning goals
from what they have analyzed as well as strategies to complete the task. The goals and
strategies set by the learners may not concur with those expected by the teachers. This is
where feedback can have a role to play (Zumbrunn et al., 2011).

Next, in the performance monitoring phase, students employ strategies to make progress
on the learning task and monitor the effectiveness of those strategies as well as their
motivation for continuing progress toward the goals of the task. Again, the strategies they
adopt may not be effective or they may feel uncomfortable with. Teachers or peers can
come in and help in terms of giving formative response which leads to future improvement
(Zumbrunn et al., 2011).

In the final reflection on performance phase, students evaluate their performance on the
learning task in order to decide whether or not the strategies they have employed are
effective and if they need to make any changes. It is also important that the students are
able to manage emotions resulted from the learning outcomes and experience (Zumbrunn
et al., 2011).

2.4 Conclusion

Theories of learning provide the ground on which particular teaching methods are built.
Based on behaviourists’ view, learning activities are used as stimuli to make particular
responses occur. Teachers take a role of stimulus providers. They create learning
activities which should have clear target response and the response should be observable

and measurable.

According to the cognitivists, human brain is believed to work in similar way as a
computer. There must be an input from the outside world. The input, when enter into the
brain, is processed and stored in specific rooms. A product of the processing that is
related to an existing one is stored together with that old information. The one that is hew
is stored in a separate place. Learners learn more quickly if the information is related or
similar to the existing one. However, it takes them longer to learn information that is totally
new to them. Teachers take a role of an expert who put into the learners’ brain information

that is easy for them to process.

According to constructivists, learning is a construction of knowledge. Learners construct
their own knowledge from activities given to them by teachers. They try to use different
strategies in order to work on tasks given to them. They may work collaboratively with

other learners or people involved. Teachers take a role of facilitators who monitor learning
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behaviours and offer helps when necessary. Constructivists also emphasize the
importance of social interaction as they believe that knowledge is acquired through

interaction and language plays an important part in learning.

The view of constructivism includes the other two main concepts being employed for this
study, formative assessment and self-regulation. Constructivists believe that learners
need to receive assessment that tells their strong points of the performance which they
should maintain as well as weak points which they need to improve. Such assessment is
referred to as formative assessment. Instead of judging the learners’ performance in order
to tell them what grade they receive, formative assessors look back at the learners’

performance and comments on it and give the students feedback that they can work upon.

Self-regulative behaviour is another focus of this chapter. It is important the learners who
can construct knowledge show some bahaviours of self-regulation. In writing classroom,
successful students who can write well usually master self-regulation. They need to
master self-planned, self-maintained (Zimmerman & Riesemberg, 1997), goal setting, self-
monitoring, and self-instruction (Graham & Harris, 2002). Similar to other learning, self-
regulation is seen as a crucial factor that influences writing quality. It is included as a part
of many models of writing process (c.f. Flower & Hayes, 1980). Self-regulation is thought
to enhance writing performance in two ways. First, self-regulatory mechanisms, such as
planning, monitoring, evaluating, and revising, provide building blocks or subroutines that
can be assembled along with other subroutines, such as procedures for producing text, to
form a program for effectively accomplishing the writing task (Scardamalia & Bereiter,
1983). Second, the use of these mechanisms may act as change-inducing agents, leading
to strategic adjustments in writing behaviour (Scardamalia & Bereiter, 1983; Zimmerman
& Riesemberg, 1997). When self-regulatory mechanisms, such as planning and
evaluating, are incorporated into writing, for example, they generate information that may

influence not only their subsequent use, but other cognitive or affective processes as well.

The discussion made so far in this chapter has pointed out that in both constructivists’
view of learning, formative assessment, and the idea of self-regulation, there is one
element that is common in them which is feedback. Learners should receive good and
sufficient responses. Unfortunately, teachers alone cannot meet this requirement. Even if
they can, they may not be able to provide it timely. Good but slow feedback from teachers
may not be very useful. Wait time can seriously limit the effectiveness of feedback
because formative assessment even if it is of great quality and depth, is not useful to

students once they have moved on to new topics (Cook, 2001).

With these issues in mind, researchers have recommended the use of peer feedback as

an effective alternative to providing more timely feedback as well as encouragement for

23



self-regulation. The inclusion of peer feedback can also increase the amount and the
quickness of response that meets the learners’ need (Lui & Carless, 2006). This concept
fits the situation of classrooms where the number of students is big and where teacher
feedback cannot be regular and immediate enough. Feedback from peers who receive
regular scaffolding, therefore, is an effective way to deal with the context.

This study, therefore, applied the idea of formative assessment in the process of teacher
and student conference and during the student peer feedback sessions. The application of
the concept was that the teacher, during the conference, used comments that aimed at
identifying the students’ current performance and providing comments that would help
them to improve their feedback quality in the subsequence meeting with their peers. The
use of appropriate language for commenting and the importance of making the meeting
productive and friendly was emphasized. The teacher feedback on student peer feedback
also functioned as scaffolding trying to train and help the participants to close gap
between the current ability and the expected goal. Self-regulation is expected to be the
result of the students having more knowledge regarding writing evaluation and confidence
they gained from commenting on their friends’ writing. Knock-on effect was expected to
occur in the students writing ability.

In the next chapter, details of feedback in terms of its definitions, applications, and its
relations to genre based approach to writing were presented. The main focus is on how

feedback has been used in writing class with different purposes.
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Chapter 3

Feedback on writing

In the previous chapter, the concepts of learning theories have been discussed especially
the view of constructivists in which the use of formative feedback and self-regulation plays
important parts. In this chapter, feedback on writing is discussed in detail starting with how
practice of feedback on writing has evolved over time and how research on feedback has
been conducted. The chapter begins with fundamental concepts of feedback on writing;
then the development of feedback practice on writing is presented; in the last part,

research on feedback on writing is discussed.

3.1 Basic concepts of feedback on writing

Feedback is widely accepted as one of the most important practice in educational setting
(Hyland & Hyland, 2006). In all writing classrooms no matter what approach the teacher
adopts, its importance has been emphasized. This leads to the importance of giving
effective feedback. To enable people involving using feedback employ feedback
appropriately and effectively, methods for giving effective feedback have been researched
continuously. However, there are no thorough ones that can be said to fit well with
classrooms that are different in many aspects. Despite that fact, teachers always feel
compulsory to give feedback to their students’ compositions. They also hold that leaving
students’ writing uncommented is ethically wrong; students should receive some
reflections on their work from them. This is why giving formative and effective feedback is
not an easy pursuit. Like most skills that are worth mastering, it takes hard work,

dedication, and attention to all the details of the issue.

In writing classes, therefore, feedback is considered a fundamental element. Writing
feedback can be referred to as information students receive both during the writing
process and after they have completed a piece of writing. It is aimed to help learners to
maximize their potential at different stages of writing, raise their awareness of strengths
and areas for improvement, and identify actions to be taken to improve performance
(Burke & Pieterick, 2010). It is an input from a reader to a writer with the effect of providing
information to the writer for revision. In other words, it is the comments, questions, and

suggestions a reader gives a writer to produce ‘reader-based prose’ (Flower, 1979).

Feedback on writing can take different formats such as written commentary, spoken

comments which can come in several methods for instance a whole class conference, or
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individual talking. It usually comes from different sources including teacher’s feedback,
writing conferences where tutors and students meet and discuss students’ writing, peer
feedback, and computer mediated feedback; each varies according to its advantages and

disadvantages.

Regarding the preciseness, feedback can vary greatly according to its degree of clarity to
learners. In this regard, feedback is often viewed on a continuum from implicit to explicit.
Ferris (2009) classifies feedback into two types: direct or explicit and indirect or implicit.
When giving a direct feedback in written form, teachers identify errors committed by the
writers by means of underlying, circling, or highlighting the area needed to be corrected;
then they also provide the writers with the target form. Students, when making revision,
only need to transcribe the teachers’ suggested correction into their texts. Indirect
feedback, on the other hand, requires more work from the students. When giving
feedback of this type, the teachers indicate to the students that an error has been
detected and it is the students themselves who do the rest in working out what the error is

and how to correct it.

In spoken form of feedback, recasts, clarification requests, repetitions, and confirmation
checks are generally considered to be implicit and thus less obtrusive than other types of
feedback, such as direct correction and metalinguistic feedback, which are considered to
be more explicit. Clarification requests, repetitions, and confirmation checks, which are
provided when a learner’s utterance is not clear in terms of meaning, can be classified as
negotiation moves. They may be due, for instance, to linguistic problems involved in a
learner’s utterance, or to the incompleteness of an utterance; often, they indicate that
something needs to be addressed in order for communication to proceed. The effects of
clarification requests such as ‘l don’t understand, what?’ on L2 development have been
explored in a number of studies (e.g., Loewen & Nabei, 2007; Lyster, 2004; McDonough,
2005; Nobuyoshi & Ellis, 1993). Results indicate that clarification requests gives learner
opportunities to improve the learning outcome. Researchers for example Lyster (2004)
suggests that feedback should be explicit enough to prompts learners to make changes to
their performance. Other researchers (e.g., M, 2006) have suggested that different types

of feedback may work in different ways for different learners in different contexts.

Nelson and Schunn (2009) classify feedback into cognitive and affective categories.
Cognitive feedback focuses on the text. It summarizes and explains aspects of the work to
be reviewed. This type of feedback can differently effect on performance depending on
factors such as types of comment, types of task, levels of the learner, and how the
feedback is communicated. Instant feedback can be more effective than delayed
feedback; feedback given to correct response is better than that given to incorrect ones

(Hattie & Timperly, 2007). Comments that are specific can work better than ones that are
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broad or general (Ferris, 1997). Similarly, short, to-the-point explanations are more
effective (Bitchener, Young, & Cameron, 2005) than lengthy, didactic ones (Tseng & Tsali,
2007). Comments given timely on each individual performance is more effective than
those given to a group with different nature (Crooks, 1988). Finally, comments that identify
problems and provide solutions are especially effective (Nelson & Schunn, 2009).
Affective feedback, on the other hand, reflects the quality of the work. The reviewer

employs praise or criticism or non-verbal language to convey points to the writer.

3.2 The development of feedback on writing

As approach to teaching writing has evolved over time, the practice of feedback on writing
experiences changes. In this part, we will look more closely at feedback on writing after

we have discussed feedback in general educational setting.

3.2.1 Feedback as an error correction tool

At the beginning of its course, writing was seen as a product. From this perspective, texts
written by learners are seen as a representation of the writers’ knowledge of language
forms and their awareness of systems or rules to create texts (Hyland, 2002). Based on
this view, teaching of writing placed great importance on language accuracy and the
explicitness of ideas to be presented. For one part, writing is used as an exercise for
grammar and general understanding of language. For the other, it is used for the writing
purpose itself. Teachers’ responses to writing in this perspective tend to focus on error
correction of grammar and identification of writers’ problems to control the language
system. The Feedback on writing, therefore, was focused on giving error correction. As a
result of this practice, feedback was seen as a must in revision of writing (Burke &
Pieterick, 2010).

Within the second half of the 2000s, a substantial amount of the research on teacher
written feedback in L2 writing contexts has been concerned with error correction and
whether this benefits students’ writing development. Research in this area has sought to
explore whether error correction is effective and what strategies and treatments teachers
use for error correction, and to discover the effects correction has on students’ immediate
revisions and their longer term development as writers (Hyland & Hyland, 2006).
However, we have withessed two groups of researchers whose view towards feedback on
linguistic accuracy is against each other. The question whether or not feedback has
positive or negative effect on such development is the center of the argument. Since then,
it has been a growing number of studies conducted by researchers who are in favor of

one of the two sides trying to prove the effectiveness of correction feedback. Several
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researchers have produced studies which indicate negative effects of correction feedback
on linguistic accuracy. At the same time, researchers with opposing view have tried to

disprove the claim.

To prove that error correction has positive effect on the linguistic accuracy, Cardelle and
Corno (1981) gave four types of feedback and concluded that the students made better
progress when they were provided comments on grammar together with praise from the
teacher than when they were given comments on grammar alone. However, in their study,

they did not include the control group who received no feedback.

Also, there are researchers who wanted to test the helpfulness of the feedback providing
that the students receive it over time. They post a slightly different research question: do
students who receive error correction improve in accuracy over time? The researchers
who studied this question include Lalande (1982) who studied sixty intermediate level
students at a US university for over a semester. Lalande found that feedback had positive
effects on accuracy. Nevertheless, the second group, who had to work on the errors

themselves, produced fewer errors by the end of the semester.

In their study, Robb, Ross, and Shortreed (1986) compared four different types of
corrective feedback over an academic year. In their study, a total of 134 Japanese college
freshmen were put into four groups which the researchers claimed had no difference in
terms of their proficiency level based on the cloze test but they did when tested by using
composition. The study found that students who used an error code when revising their
compositions made significantly greater gains than a group whose compositions were
corrected directly by the instructor. They came to the conclusion that direct correction of
surface error was no better than the other methods of corrective feedback. In this study,

the control group was not included.

Fathman and Whalley (1990) conducted a cross sectional study of 72 students of an ESL
collage writing class. The subjects were given in-class writing task which lasted 30
minutes. Four types of feedback were provided to the participants. The results suggested
that those who received the feedback performed better accuracy than those who did not.
Also, the researchers claim that there were no differences between the effectiveness of

giving each type of feedback separately and giving them together.

Another study was conducted by Kepner (1991). In her longitudinal study Kepner had her
students write journals for one academic year. During this period, the students were given
two different types of feedback. One group was given grammar correction feedback and
the other was given message related comments. Kepner found that message related
comments worked better than grammar correction feedback both in terms of grammar

accuracy and text quality.
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Ashwell (2000) conducted a study based on the same research question: do students who
receive error correction produce more accurate texts than those who do not receive error
feedback? In his study, he asked 50 Japanese university students to write three drafts of
writing each on a topic. He gave the participants content-focused feedback and form-
focused feedback differently. The participants were divided into four groups. The first
group were given content-focused feedback for their first drafts; form-focused feedback for
their second drafts. The second group were given form-focused for their first drafts and
the content-focused feedback for their second drafts. The third group received two types
of feedback together for their first and second drafts. Group four was the control group
and the students did not receive correction feedback. After the analysis of the final drafts
(drafts 3), It was found that the recommended pattern of feedback did not produce
significantly different results from the other two patterns in terms of gains in formal
accuracy or in terms of content score gains. Ashwell concluded that students in two
feedback groups who received error feedback had significantly fewer grammatical errors

on a revised draft than groups who received only content feedback or no feedback at all.

In 2001, Ferris and Roberts studied 72 university ESL students at a US university. The
researchers investigated the effect of three different types of feedback on the student
ability to self-edit their own texts in order to find out how explicit the feedback should be if
it was to help the students write more accurately. The participants were put into three
groups with the first group receiving errors marked with codes from five different error
categories (verb errors, noun ending errors, article errors, wrong word, and sentence
structure); the second group errors in the same five categories were underlined but not
otherwise marked or labeled; and the third group received no feedback at all. Again they
found that error correction was helpful to students. The study revealed that group one and
group two could make better self-edit than the no feedback group. However, they found
the participants who received errors marked with codes and those whose errors were

underlined but not coded or labeled showed no significant differences in their ability.

Chandler (2003) did two studies in order to see the effectiveness of different types of
correction feedback on linguistic accuracy and see how the teacher should deal with
feedback. In the first study, Chandler compared two groups of the students who received
different treatments. Three research questions were asked 1) did the students who had
been provided with the teacher’s correction feedback during the experiment make fewer
errors on their later writing? 2) did the students who had not received the feedback make
fewer errors on their later writing? and 3) was there any significant difference in the
improvement of the two groups? Thirty-one advanced ESL students most from the Asian
countries who were taking a composition class participated in her study. The participants

were divided into a control and an experimental group. Both classes were taught by the
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same teacher-researcher using identical classroom activities and both received error
feedback. The only difference was that the experimental group was required to revise
each assignment, correcting all the errors underlined by the teacher before submitting the
next assignment, whereas the control group did all the corrections of their underlined
errors towards the end of the semester after the first drafts of all five homework
assignments had been written. The final papers produced by the students of both groups
were analyzed to see if they could reduce errors. The results showed that students’
correction of grammatical and lexical error between assignments could reduce such error
in subsequent writing over one semester and that the students who did revision during the
experiment process made fewer errors on their final texts than those who did not make

revision.

For the researchers who are in favor of ‘no-error feedback’, Truscott, the leading figure of
this view, published, in the Journal of Second Language Learning, his reviewed article
titted “The Case Against Grammar Correction in L2 Writing Classes’ urging the termination
of error correction since he believes that it is harmful to students writing. In his article he
cited several studies which showed that grammar corrective feedback is not only
ineffective but also destructive. Also, he criticized weak points of those studies that the

results were positive.

Polio et al. (1998) investigated whether students who received error correction produced
more accurate texts than those who did not receive error feedback? In their study, they
designed the research to test whether or not there are any differences in terms of
linguistic accuracy between the students who received additional grammar exercises and
editing on grammatical errors and those who received no feedback. Sixty-four students
were grouped into control and experiment groups. The control group wrote four journal
entries each week for seven weeks and received no feedback. The experimental group
did four activities including 1) regular journal entry, 2) grammar review and editing
exercises, 3) regular journal entry, 4) revision of one of the two entries. They were given
error correction on both the editing exercises and the journal entries. The first drafts and
the final drafts written by the students of the two groups were analyzed to see how the
students of the two groups gained. It was found that both experimental and control group
performed better in terms of linguistic accuracy over the semester. However, they did not
see significant differences in the improvement between the two groups. They, so,
concluded that additional grammar and editing exercises did not have any significant

effects of the students’ linguistic accuracy.

Frantzen (1995) investigated the value of supplementing a content course with grammar
exposure. The ‘grammar exposure’ employed in her study consisted of a brief daily

grammar review and error correction feedback on written work. She divided 44 subjects
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into four classes with 11 students each. Two of the four classes were taught a content
course and were supplemented with grammar and the other two were taught a content
course only. Before the experiment started, the students were given a pretest on writing
and after the experiment ended the four classes were asked to write again as a posttest.
The results showed that both groups exhibited significant improvement over the semester
in overall grammatical accuracy on both instruments. The plus-grammar group
significantly outperformed the non-grammar group on the grammar-focused instrument
but not on the integrative one. A few between group differences occurred on the essays,
but there was no tendency for one group to outperform the other. The results suggest that
a grammar review is a beneficial supplement to a content course when performance on
grammar-focused tests is important, but that an intermediate level content course by itself
can promote significant improvement in grammatical accuracy in writing in the target

language.

Semke (1984) gave four kinds of feedback and found that there was no difference
between the groups in terms of formal accuracy, but that the comments only group wrote
more, made significantly more progress in general language proficiency and responded to
the journal writing assignments more positively than the other groups. The overt correction
of student writing tended to have negative side effects on both the quality of subsequent

compositions and on student attitudes toward writing in the foreign language.

Hendrickson’s (1981) study involved a heterogeneous sample of adult learners in an ESL
class over a period of 9 weeks. No significant differences were found between the effects
of comprehensive correction and correction of global errors only. The author did not
present any numbers for absolute gains, so his results cannot be included in the meta-
analysis. He was, however, quite negative about the outcome, suggesting that the effect

sizes were small.

Lalande (1982) studied 60 intermediate German students at Pennsylvania State
University. The purpose of this experiment was to test grammar accuracy of the
compositions written by students who received different types of feedback and to
determine whether the treatment was particularly effective on certain types of errors. He
used two classes as experimental groups and the other two as control groups. The
researcher made sure that both groups had no significant difference by looking at their
GPAs as well as their pre-test scores. The control group participated in grammar review
and read stories and the students were assigned to write essays. Their essays then were
corrected in traditional ways and the students were required to revise their essays. The
experimental groups did the same activities; the only difference was the way their essays
were marked and the revise process. Lalande found that students who used an error code

when revising their compositions made significantly greater gains than a group whose
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compositions were corrected directly by the instructor. However, there was no significant
evidence to show that the experimental and the control group were significantly different in

terms of their accuracy at the end of the study.

In summary, the result of the argument seems to both sides after at least a decade of
debating that the argument will continue. So it is more fruitful here to review things that
have had been done. In her article ‘The “Grammar Correction” Debate in L2 Writing:
Where are we, and where do we go from here? (and what do we do in the mean time?),’
Ferris (2004) noted that she and Truscott have come to some agreements about research
on correction feedback. The first thing that the two agree upon is there is still insufficient
research on correction feedback. The second one is that the burden of proof is with the
side that is in favour of correction feedback. In the same paper, Ferris also gave reflection
on the research that had been conducted so far saying that the results of the previous

research are fundamentally incomparable because of inconsistencies in design’.

Inconsistencies in design may include the techniques the researchers use to select their
participants in terms of their language proficiency level. Some studies employed careful
techniques but some did not. The failure in confirming the sameness of the participant
could undermine the reliability of the studies to a certain extent. The issue of ethic also
plays a significant part in designing a research. How to be fair to the students when giving
treatment can be a tough task. And since the length of the treatment can greatly affect the
research outcomes, duration of the study is another point to be concerned. The type of
feedback to be given to the student is another problematic business. Most research
conducted in recent years has focused on giving implicit and explicit feedback. Yet, the
results still vary due to the factors mentioned above. Despite the fact that we still do not
have a clear explanation about what type of feedback we should use, how implicit or
explicit it should be, how long the treatment should last, and how to control independent
variables, there is one consensus about feedback; that is, it has some effect on writing.
This situation affects researchers and teachers differently. For teachers they still do not
have finished solution to hold on to about how to give feedback. For researchers, it is an
opportunity to do more research, changing their methodologies, and defining their

designs.

3.2.2 Feedback as arevision tool

Views towards writing shifted again in 1970s. During this period, writing is seen as a
process. The important concept is that writing is a ‘non-linear, exploratory and generative
process whereby writers discover and reformulate their ideas as they attempt to
approximate meaning’ (Zamel, 1983, p. 165) Research has revealed that writing consists

of planning and editing activities complex and recursive.
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There are models based on cognitive process approach. One which has profound
influence on research and teaching of writing is proposed by Flower and Hayes (1981, p.
25). Its main features can be summarized as follows: (1) Writers have goals. (2) They plan
extensively. Planning involves defining a rhetorical problem, placing it in a context, then
making it operational by exploring its parts, arriving at solutions and finally translating
ideas on to the page. All work can be reviewed, evaluated, and revised, even before any
text has been produced. Planning, drafting, revising and editing are recursive. Interactive
and potentially simultaneous plan and text are constantly evaluated in a feedback loop.
The whole process is overseen by an executive control called a monitor (Hyland, 2002, p.
25). Key questions are what writers do when they write, what thinking and problem solving
strategies are used, and what skills are necessary for writing. Greater attention was given
to having teachers and students talk about the students’ texts, encouraging teachers to
give feedback and supports through several drafts and to give them during the writing
process rather than giving them at the final product. The form of feedback should also be
various; it should extend beyond written comments on students’ texts to cover conference

between the teachers and their students (Hyland & Hyland, 2006).

Feedback was also influenced by interactionist theories (Hyland & Hyland, 2006). This
perspective believes that writing should take into account individual readers rather than
general audience. It also looks at how a sense of audience is developed in the writers’
mind. It helps writing to be more focused if the writer knows exactly who the reader of the
text being produced is. Therefore, the student is encouraged to ask for commentary from
the reader. Responses from specific audience gain greater attention. Feedback from
peers was therefore essential. Burke and Pieterick (2010) also add that feedback given
based on this view should intend to help students write a more reader-based text and

promote the use of process-based strategies for develop writing.

More recently a genre-based approach for writing has become more influential especially
in L2 context where students are seen as having limited experience both in terms of social
convention of writing and language proficiency. According to the genre- based approach,
writing is viewed to embed in a social situation. A text is aimed to achieve a particular
purpose which comes out of a particular situation. Writing, therefore, varies depending to
social context in which it is produced (Badger & White, 2000). The main idea of this
approach is that feedback has been considered as a key tool to help students grow

control over writing skills.
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3.3 The Genre Approach

Vygotsky proposed that learning is social interaction and that the process of learning
language is comprised of levels of development as scaffolding: a level of independent
performance, and a level of potential performance. The gap between these two levels
Vygotsky called “the zone of proximal development” (ZPD) (Feez & Joyce, 2002: 25-26).
Teachers can help students to develop their learning level in the performance and
providing students with explicit knowledge about language, according to Vygotsky, can be
an effective way of teaching. This idea can be considered to have influenced the change

in the teaching of writing.,

During the mid-1980s, a new approach to writing gained considerable attention from
scholars and teachers of writing alike. Developed from the notion of community of
practice, different types of writing practice and conventions are applied. People of the
same interest of different types of writing use this community to share and develop writing
conventions of each specific types.

A genre-based approach placed great emphasis on the relationship between text-genres
and their contexts (Hyon, 1996). New writers, in order to master the genre they are
acquiring, therefore, need to learn within specific community. Teaching of writing based
on this approach aims to help students become effective participants in their academic
and professional environment as well as in their broader communities (Hammond &
Derewianka, 2001).

In classroom setting, Hyland (2004, p. 24) emphasizes the importance of teaching of
writing that tries to help the student writer to successfully get the idea in text across by
emphasizing that both the writer and the reader need to be aware of the importance of
context in which the text is written. In addition, Tribble (2003), who places importance on
the purpose of the communication, states that the goal of communication cannot be
achieved if the reader fails to identify it. Genre approach to teaching of writing, therefore,
is social interaction which three participants are involved: the text, the reader, and the
writer. Swales (1990) purposes similar idea as he defines genre as “a class of
communicative events, the members of which share some sets of communicative
purposes” (p.58). According to this definition, there are conventions or rules that are
associated with the writer’s purposes of writing. Most genres use convention related to
communicative purposes. Martin (1984) share similar idea about genre in that all genre
control a set of communicative purposes within certain social situations and that each
genre has its own structural quality according to those communicative purposes (p.309).
In writing class, it is essential, thus, to identify both communicative purposes and

structural features of each genre.
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In writing class that apply the genre approach writers are presented with opportunity to
apply, to their writing, both linguistic features and conventions and with a clear
understanding of the rhetoric of text and metalanguage (Hasan,1996). For teachers, they
can let the students to analyze and deconstruct texts to see specific characteristics of text
of each type and its underlying assumption. Following are some characteristics of the
genre-based approach that are applied in teaching of writing.

Firstly, the approach emphasizes the importance of analyzing the language use on a
piece of text based on both social and cultural contexts. The context decides the purpose
of a text, an overall structure of a text in terms of language features and text features often
in the form of linguistic conventions (Hammond and Derewianka, 2001; Hyon, 1996).
Students can only produce a composition to be successfully accepted by a particular
English-language discourse community once they take context of a text into account into

their own writing papers.

Secondly, the approach emphasizes the importance of the target reader of the text and
linguistics features that the writers especially those who are new to the community need to
follow in order for the text to be accepted (Muncie, 2002). This suggests that novice
writers are expected to be able to produce a text that fulfills the reader’s expectations in

terms of the language use, text organization, and content.

Thirdly, according to Vygotsky’s (1978) idea, writing is a social activity where students
who learn to write can achieve by collaborating with others such as friends, teachers, and
people around them. Social interaction, therefore, plays a key role in developing new
knowledge. In writing classes, students are encouraged to engage in meaning exchange
and negotiation with their more capable people such as peers and teacher. This helps
student writers have positive reinforcements about the knowledge of linguistics, content

and ideas in the composing of texts.

Fourthly, a genre-based approach to writing emphasizes the analysis of the
communicative purposes of specific texts as they believe that the writer when writing a
text has specific purposes and that the purpose governs the use of language,
organization, and conventions. As Hyland (2003, p.18) has noted that we do not just write
but do so to achieve some purposes. In this approach, student writers are encouraged to

decide what purpose a specific type of text wants to achieve when they are writing a text.

Fifth, writer-reader interaction is another emphasis of genre based approach. To write a
successful text, it is important that the write thinks about his/her intended readers so that
he/she can anticipate the reader characteristics regarding what the reader already knows,
what should be given, what language features should be employed, and etc. (Reid, 1995).

Similarly, readers also have to ask similar questions such as what the purpose of the
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reading, what the writers’ attitude when writing the text, what language features the writer
are likely to use etc. To recap, there always exist an interaction between writer and its

readers in the form of written communication despite the absence of readers.

Sixth, the teacher’s role in this approach is a facilitator who provides the learners with
well-planned guidance and supports so that the student can become a more self-
regulated learner (Rothery, 1996). At the same time, the teacher needs to set the learning

target for the student and to get to the target helps from others are needed.

Lastly, this approach believes in teaching explicit linguistic features of specific types of
text to novice writers (Christie, 1990).it is essential to make the learners realize that
different types of text follow different features in terms of linguistic, organization, and style.
In the classroom, teacher following genre orientation often employs the teaching-learning
cycle which comprises the three phases, namely, modeling of a “sample expert” text, joint-
negotiation of text with teacher, and independent construction of text by individual student
(Cope & Kalantzis, 1993).

There are various practical applications of genre approach to the teaching of writing (Kim,
2006, p. 36). Hyon (1996) classifies the genre approaches to the teaching of writing into
three groups including English for Specific Purposes (ESP), Australian Genre based

educational linguistics, and North American New Rhetoric studies.

The English for Specific Purposes Approach (ESP)

In academic and professional settings, genre based approach is used as a tool to
teaching spoken and written language to non-native speakers (Hyon, 1996). Genre for
researchers and teachers of ESP is a text type that has specific communicative purposes
and text characteristics which can make sense by means of social interaction. Swales is
considered the most influential figure of this approach whose concept of discourse
analysis is extensively adopted by both researchers and teachers (Kanoksilapatham,
2005). For Swales (1990), genre is based on a study of the constituent parts or moving
structures of text, representing the writer's communicative purpose. He purposes that “a
genre comprises a class of communicative events, the members of which share some set
of communicative purposes. These purposes are recognized by the expert members of
the parent discourse community, and thereby constitute the rationale for the genre. This
rationale shapes the schematic structure of the discourse and influences and constrains
the choice of content and style” (p. 58). Move analysis is probably his most well-known
approach to discourse analysis which he develops for teaching linguistics and ESP to

nonnative speakers (Kanoksilapatham, 2005).
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The North American New Rhetoric Approach (NR)

A new emphasis on rhetorical context in composition studies has resulted in the birth of
new approach of writing. The approach began to gain influence in the mid-1980s. The
New Rhetoric (NR) view perceives knowledge as socially constructed in response to
communal needs, goals, and contexts (Freedman & Medway, 1994a). Social
constructionism views the composing of texts as part of the social process by which
knowledge is constructed. A writer is perceived as continually engaged with a variety of
socially constituted systems. The central questions for research taking the social
perspective are those that concern the contexts in which texts are created (Faigley, 1985).
Hyland (2004) states that NR considers genre as a guiding rhetorical strategy, not a
linguistic structure. By focusing on socially constructed nature of genre, NR has helped
make complex relations between text and context and how one reshapes the other
(Hyland, 2004).

Australian genre-based educational linguistics

The Australian genre-based approach was first developed with three assumptions. Firstly,
learning language is viewed as a social interaction (Noonkhan, 2012). Learning outcomes
are achieved as the teacher and students collaborate during the learning activity.
Secondly, explicit teaching approach can make leaning more effective as it meets
students’ expectations. So the approach develops a dynamic pedagogy for language
teaching that aims to provide students with explicit knowledge about language without
ignoring the value of the social interaction between teacher and students, and between

students.

Under the influence of Halliday’s systematic functional grammar, attention is paid on the
relationship between language and its functions in social situations (Hyon, 1996). Texts
are analyzed by looking at their specific use of language features. Different types of text,
therefore, employ different linguistic features. According to Christie (1991) texts can be
understood only when they are interpreted within contexts. Context works at two levels as
one is trying to make meaning of a text: register and genre. At the first level, context
includes field (social activity), tenor (interpersonal relationships among people using
language) and mode (the part played by language in building communication). These
influence the writer on choosing linguistic features in his/her writing. At the level of genre
which concerns with the communicative purposes, linguistic choice is influenced by the
purposes of the text being written. Whatever instance of language a genre is selected

and particular choices are made in regard to field, mode and tenor (p. 142).
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There are various implications of this approach for writing. First, it helps students build
awareness of discourse organization and view written discourse results ranging from a
combination of small units of meaning to longer, clearly written text. Secondly, it helps
students to identify their writing needs on the relevant topic. It is beneficial for teachers
and students to survey their writing needs in the relevant categories. Students can work
independently, applying skills learnt from the teaching and learning cycle (Noonkhan,
2012).

3.4 Conclusion

Despite the fact that feedback is seen as essential part of writing both by teachers and
students, the value of feedback on writing is largely an unclear and controversial area. As
Burke & Pieterick (2010) have put “we still wonder whether our feedback is effective,
whether the students understand it, whether they will act upon it to improve their writing

and learning, whether they need it at all.”

There has been a debate over the usefulness of feedback for over nearly three decades.
On the one side, it has been indicated that feedback is highly valued by student writers
especially those of L2 as a key element to help develop their writing quality (Hyland &
Hyland, 2006). A number of research studies have also shown that feedback helps best
with revision on grammatical errors. That is why teachers and students who are in favour

of grammar teaching through writing have viewed it as highly productive.

On the other side, feedback can also be destructive to writing. Several studies have
shown that feedback is discouraging leading to the urge to abandon feedback. Another
criticism on grammatical feedback is that it is unclear or vague and is not providing advice
or guidance (Ferris, 2009). There are indications that teachers and students perceive the
effectiveness of the feedback process very differently (Carless, 2006; Higgins, Hartley, &
Skelton, 2001). There are times when students view feedback as negative input, thinking
of them as an unpleasant rather than a guiding piece of information. Some students
simply ignore their teachers’ comments because they do not understand the message the

teachers send via their comments.

However, we have come to some very important agreements about feedback. Firstly, we
all tend to assume that students will benefit from teachers’ feedback which acts as a
scaffolding. Secondly, we agree that not all comments are useful; some may even be
damaging. Therefore, it is essential that teachers need to have good skills in giving
feedback in order be sure that feedback given to students meets its intended purpose in
helping students aware of how well they are on course to their target without making them

feel that their confidence, motivation, and learning are being rendered (Burke & Pieterick,
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2010). Thirdly, we agree on some features of good feedback. It should be facilitative
rather than directive; less judgmental; and show respect for students’ writing as well as
their ideas and beliefs. It should be clear for the students so that they will know where

they have gone wrong and how to improve it.

In short, it seems that the problem is not in the feedback itself since it is both ethically and
pedagogically necessary task in teaching writing. Rather it is the issue how feedback is
provided that is a problem (Hyland & Hyland, 2006). This suggests the need to find

alternative ways of giving written feedback in the context of a more formative approach.

Regarding text type the students wrote in this study, argumentative genre was the focus.
As genre based writing is considered appropriate for training novice writers to make them
familiar with the writing convention of text of this type, the linguistic features of the genre,
and the communicative purposes of the text, focusing on one genre at a time can be more
beneficial to young writers than having them learn different types of writing at the same
time. Argumentative genre was selected in this study due to two reasons. Firstly,
argumentative is considered one of the most difficult genre that needs more attention than
other text types. Secondly, the students’ ability to write argumentative well could make it is

easier for them to write other genres more easily.

In the next chapter, research studies on peer feedback and peer feedback training was
discussed. Also, the approach to the identification of self-regulation behaviours was

presented in detail.
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Chapter 4

Peer feedback and peer feedback training

In recent years, peer assessment has been adopted as a strategy for formative
assessment (Cheng & Warren, 1999; Sadler, 1989) and for involving students as active
learners (Sadler, 1989; Topping et al., 2000) which allows students to take, in learning, an
active role which is an essential component of self-regulated learning (Butler & Winne,
1995). In writing, peer feedback is defined as a formative developmental process that
gives writers the opportunity to discuss with peers (Hyland and Hyland, 2006) who are at
equal status in attempt to communicate comments on the work or performance by pointing
out strong and weak points together with reflective discussing and negotiating for possible
alternatives to solutions of the problem (Falchikov and Blythman, 2001). Peer feedback
does not contribute to the assessee’s final grade and has a qualitative output. The aim of
using it is for further improvement (Black and Wiliam, 1998). Of great importance to this
theoretical framework is the view that learning, as well as knowledge itself, is socially
constructed, discovered and transformed among learners rather than between a person
and artefacts (Vygotsky, 1978). It is the framework that emphasizes the social nature of
language, knowledge-making, collaborative learning theory and writing theory (Flower &
Hayes 1980; Vygotsky, 1978). In peer interactions, learners normally assume the roles
and responsibilities usually performed by a tutor to comment on and critique each other’s
drafts in both written and oral forms. Accordingly, peer feedback can enable students to
discover the writing conventions appropriate to their discipline and to develop audience
awareness, which in turn can lead to the improvement of their writing through negotiating
new meanings and effective means of communicating these (Tsui & Ng, 2000). Such
practices can also be an important tool for empowering students to take advantage of

assessment processes.

The positive effects of peer feedback on learning have been addressed by a number of
scholars. Bruffee (1984), for example, has argued that such feedback creates valuable
opportunities for learners to negotiate meanings, learn together the conventions specific to
their discipline, and extend their critical thinking and reasoning skills as they take control

of their own learning through interactions with peers.

Gielen, Peeters, Dochy, Onghena, & Struyven, (2010) have listed some psychological and
cognitive impacts that peer feedback has on students. Firstly, it puts social pressure on
students to perform well on assignments. Learners feel more embarrassed when their

mistake is spotted by friends than by the teacher. So, they will put more effort on their

41



work knowing that it is going to be reviewed by their friend. Secondly, peer review is more
understandable than teacher feedback according to research. Teachers’ comments are
considered to be too complicated due to their expertise and are misunderstood or
misinterpreted. Thirdly, it increases the student’s ability to have a clear view of goals,
criteria, and standards of an assignment. Fourthly, peer feedback is quicker and save
time. Fifthly, it can increase the number and frequency of response that could meet the
need of the learner as teachers may not able to react due to time limit and work load.
Another advantage of peer feedback that Gielen et al. (2010) mention is that it can
address personal and specific need of individual learners. Peer feedback can elicit
problems which learners may feel reluctant to discuss with the teacher. In addition, the
value of peer feedback serves several elements of learning. It helps create collaborative
social interaction among learners, supports the learners’ internalization, boosts good

attitudes towards learning, and helps them become self-regulated learners.

Regarding the benefit of peer feedback on writing quality and self-regulation, Tsui and Ng
(2000) have pointed out that peer feedback is focused more on the learner's level of
development or interest and is therefore more informative than teacher feedback. Also, it
enhances audience awareness and enables the writer to see egocentrism in his or her
own writing. In addition, learners' attitudes towards writing can be enhanced with the help
of more supportive peers, and their apprehension can be lowered. Another benefit is that
learners can learn more about writing and revision by reading each other's drafts critically,
and their awareness of what makes writing successful and effective can be enhanced.

Apart from that, learners are encouraged to assume more responsibility for their writing.

Krashen (1982) states that peer review for L2 learners provides students with the
opportunity to use language in the classroom in a meaningful way, thus improving not only
their writing but also allowing them to practice their listening and speaking abilities. Peer
review sessions can teach students important writing skills such as writing to a real
audience, seeing ideas and points of view other than their own (Paulus, 1999), and
discussing how to revise texts effectively (Lee, 1997). Finally, peer review teaches
students how to work in groups with their peers (Tang &Tithecott, 1999). According to
Beach (1989), Ferris (2003), Thompson (2002), peer review can also be beneficial for the
giver who develops critical evaluation skills to review texts and providing feedback may
also help students on a global level making students better writers and self-reviewers.
According to Villamil and de Guerrero (1996), peer feedback has benefits to both
participants: the one who gives feedback and the one who receives it. For the writers,
feedback from peers helps them to gain more self-regulation and become independent
writer and reviser. As the readers, giving feedback to their partner helps them to grow in

aspects of L2 writing and revising as well as in strategic assistance and collaboration.
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When learning is based on cooperation, language learners look for helpful results for
themselves and their peers (Freeman, 2000). In addition, peer feedback helps students

possess similar evaluation skills as their teachers do (Sadler, 1989).

During the 2000s, we have seen a large number of investigations on peer feedback.
Researchers like Miao, Badger, and Zhen (2006), Kamimura (2006), Jiao (2007), and
Hirose (2009) investigated the impact of peer feedback in L2 writing classroom and noted
that peer feedback offers many ways to improve students’ writing. Rollinson (2005)
summarizes the effectiveness of peer feedback over teachers’ feedback stating that
teachers’ feedback is general while students’ is more specific (p.26). Peer feedback, since
it allows students to make negotiation of their strength and weakness where the students
can make negotiation of ideas, comments, corrections, and suggestions (Jiao, 2007;
Kamimura, 2006; Zeng, 2006), provides opportunities for the students to be better in
writing, and also reading (Williams, 1957). So, when the students are asked to write with
sense “to be read” by authentic audience (peers), their writing is better than when they are
asked to write to be read by teacher. Rollinson (2005) states that peer feedback also
trains students to be critical readers on their own writing. In addition to the benefits
mentioned above, peer feedback can also help the learners to possess self-regulated
behaviours, the qualities that see the writer able to plan, monitor, structure their writing to
serve specific readers, and create their own writing strategies. Researchers have found
that these behaviours can come from peer feedback and that both the feedback giver and
receiver can all benefit. Another advantage of using peer feedback is directly related to
the pedagogical issue. In classes where the number of the student is big, teacher
feedback is limited to the lack of regularity, the immediacy, and the appropriate amount.
Teachers are unlikely to provide response to writing regularly enough in big classes as it
will take too much time. They are not able to give feedback immediately due to the same

reason and they are not able to give detailed feedback as well.

Since the beginning of the 1980s peer review on writing has been increasingly used in
writing class in both L1 and L2 settings (Zhu, 2001). Given that the shift in classroom
activity has moved from teacher to student centered, using peer review in writing class

appears to give teachers strong reason to adopt the technique.

4.1 Research studies on peer feedback

By reviewing through the previous studies, it can be said that the focuses have been
placed on at least four strands (a) the research studies that have placed the focus on the
describing the nature of peer feedback; (b) studies that have investigated the effect of

peer feedback on revision and on overall text quality; (c) studies that have investigated
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students’ attitudes towards peer feedback (Ferris, 2003, p. 73); and (d) effect of peer

feedback comparing to teacher feedback on the writers’ revision and text quality.

Kamimura (2006) explored the nature and effectiveness of peer feedback in Japanese
university EFL writing classrooms. The findings suggested that peer feedback had positive
effects on both students with high and low language proficiency. The method made no
different effect on students’ fluency even though they tended to made longer rewrite
version of the original text. The difference found in regards to the way the students made
comments. The finding revealed that those who had high language proficiency tended to
make global, discourse-level comments and to attempt more substantial revisions,
whereas the low-proficient students tended to provide specific sentential comments and

local revisions.

Hirose (2009) investigated the interaction made by Japanese students who had no
previous experience in peer feedback. The study attempted to identify what the students
focused on with each other in peer feedback activities. Both written and spoken peer
feedback was analyzed. The results showed that the students made dynamic interactions
and that the interaction varied. The interaction the students made included asking
guestions, giving additional related information, making suggestions, and reacting
(responding) to numerous aspects of their peers’ writing. The researcher also noted that
the activities had positive effects on cooperative learning where both parties can benefit
and can transfer the knowledge to improve their writing and skills in English

communication.

Chaudron (1984) compared the effectiveness of teacher feedback with that from peers
with English as their first language and those with English as their second language
(ESL). The revised compositions of advanced and intermediate college ESL students
were assessed for content, organization, vocabulary, language use, and mechanics. All
students showed a similar pattern of improvement from first draft to revision, but it was

stated that peer feedback was more cost-effective than teacher feedback.

Jacobs and Zhang (1989) worked with 81 college students of ESL in Thailand and Hawaii,
to compare teacher, peer and self-assessment of essays. Results indicated that the type
of feedback did not affect informational or rhetorical accuracy, but teacher and peer

feedback was found to be more effective for grammatical accuracy.

Tsui and Ng (2000) looked at the impact of peer and teacher feedback on the writing of
secondary school EFL students in Hong Kong. All students addressed a higher
percentage of teacher feedback than peer feedback, but there were considerable
individual variations. One of their case study students addressed 100% and 20% of

teacher and peer feedback comments respectively, but for another the figures were 83%
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and 78%. They also noted that some students reported that they benefited from reading
other students’ work as they prepared to give feedback and suggested that using peer

feedback may contribute to the development of learner autonomy.

Connor and Asenavage (1994) examined the impact of peer response and teacher
response on the revisions of university freshman ESL students as they wrote and revised
an essay. The attempt of the study was trying to identify types of revision the students
made in order to determine if the revision was the result of peers or teacher's comments
or from other sources. To identify types of revision, Faigley and Witte’s (1981) taxonomy
of revision was employed. The results revealed that the students who made more
changes to their writing made text-based revision. With regard to how much impact each
type of feedback had on revision, it was found that few revisions were the result of direct
peer and teacher feedback. Rather, it was from other sources. Seventy percent of the
peer feedback based and 22% of teacher comment based changes were at meaning

level.

Miao, Badger, and Zhen (2006) conducted a study in attempt to find a way to make
teaching writing in China more process-based. Although the text book the teachers used
in class was a process- based one, the researchers noticed that class size of over 50
students and limit class time has forced the teacher to finally end up with product based
teaching and giving feedback. To help the teacher to keep on process based teaching,
peer feedback technique was researched. In their study, two groups of students were
compared. One group received teacher feedback and the other peer feedback. Revised
drafts produced by the two groups were analyzed. The results showed that both groups
incorporated feedback in their revised versions. However, teacher feedback was found
used in greater amount and this led to more improvement of text quality. Although peer
feedback was found less used, it was found to have helped the students to become more
autonomous learners. The study has also indicated that peer feedback still has a role in

helping students write better even in a culture where teachers have high authority.

Diab (2010) investigated the effects of peer feedback versus self-editing of errors on
revised drafts. The aim of the investigation was to determine whether peer feedback and
self-editing can reduce rule-based and non-rule-based mistakes of specific target
language points, in this case subject-verb agreement and pronoun agreement. Forty
students participated in the study and were put into experimental and control group. The
experimental group was asked to take the role of reviewer while the control group was to
do self-editing. Revised drafts produced by the two groups, questionnaires, editing forms,
and a formula for calculating errors were used for data collection. The results showed that
the students who performed peer editing committed fewer rule-based errors than those

who did self-editing. The researcher argued that the fewer errors the students made was

45



the result of the interaction with peers and noted that the opportunity to negotiate possible
solution to errors and by the students being made aware of errors by peers led to such
decrease. With regards to non-rule-based errors, there was not sufficient evidence to

indicate decrease in this type of error.

Nelson and Murphy (1992) conducted a study with four students who were from four
different countries. The research was aimed at identifying types of comments the students
made on their peers’ writing and kinds of behaviour they acted during peer review. The
FOCUS technique was used for coding the types of comments the students made. The
results indicated that the types of comments found were study of language, procedure, life
personal comments, and life general knowledge ranging from most to least frequent use
respectively. Regarding the students’ types of behaviour, four types were found including
the attacker, the weak writer, the best writer, and the mediator or facilitator. Nelson and
Murphy (1992) concluded that the group members were not acting as an ideal community
where they were supposed to help each other. Comments from the attacker appeared to
be harsh which could prevent collaboration. The weakest writer could lose confidence to
share and comment while the strongest writer could gain more control over the session.

The mediator could be the one who tried to compromise.

Lai (2010) investigated the effectiveness of automated writing evaluation program (AWE)
comparing to peer evaluation (PE). Twenty-four students from Taiwan participated in a
three phase course of study. In the AWE session, students submitted their compositions
online, read through the immediate feedback and revised their draft online. Then, they
posted their revised draft. In the PE session, students were divided into 11 peer groups,
providing suggestions for peer writing by answering questions on reader response form.
Based on the written peer feedback, the students revised their first drafts. Questionnaires
and interviews were employed for the data collection. The results showed that the two
groups incorporated types of feedback into their revision differently in terms of the
frequency. The students in AWE group used CD (Content and development) most
frequently followed by FM (Focus and meaning), OR (Organization), LU (Language use
and style), and MC (Mechanic and convention) respectively. In contrast the PE group
employed MC most frequently followed by LU, CD, OR, and FM respectively. The results
further suggested that the students expressed positive attitudes towards these two forms
of writing evaluation. However, they responded differently to the effectiveness of the two
techniques. It was found that the participants preferred to use PE to AWE in terms of
process, product and perceptions. Lai (2010) noted that the reasons for the preference of
PE over AWE may be resulted from social learning, feedback strategies, computer anxiety

and cultural impact.
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Paulus (1999) investigated types of revisions the participants made to their later drafts as
well as sources of comments- peer or teacher- they used for revision. Two research
questions were posed: (1) how do peer and teacher feedback affect students’ revision?
and (2) does the revision lead to the improvement of the overall quality of writing? Eleven
undergraduate international students who were taking pre- freshmen composition writing
course as a US university participated in this study. The participants were taught to write
at paragraph level and five paragraph essay in the end. After writing their first essay, the
students were asked to provide feedback to their peers’ writing which was audio recorded.
Then they revised it. The teacher provided comments on the second draft. A think aloud
protocol was applied during the students were revising their drafts based on peer
feedback and the same was done when they were working based on teacher feedback.
Types of revision were identified using Faigley and Witte’s (1981) taxonomy of revision.
To identify the source of comments the students used, each revision was coded and
compared. The results revealed that teacher and peer feedback was mostly used to make
surface changes. Regarding the source, it was found that majority of changes were
caused by teacher feedback. The quality of writing was also reported to have improved.
Paulus (1999) explained why peer feedback was used less as a source for revision stating
that students may not feel their peers, who are also still themselves learning the language,

are qualified to critique their work and may distrust their recommendations.

Gielen, Peeters, Dochy, Onghena, and Struyven (2010) conducted a study with 7th grade
students to evaluate the role characteristics of feedback had on learning and assess the
effectiveness of an aposteriori form to support learning. In their study, seven
characteristics of feedback regarding content and style were evaluated in order to see if
they were able to help improve performance and if they could improve feedback accuracy.
The aposteriori reply form was also assessed to determine if it could enhance
performance. The evaluation of feedback characteristics revealed that the presence of
justification of feedback was the most important characteristic that could lead to better
performance of students’ writing. The researchers have noted that justification, referred to
as suggestions for improvement, could be negative or positive comments or thought
provoking questions. The study also revealed that accuracy of feedback was considered
less important than the presence of justification. The account for this was the effect of
‘mindful reception’ which occurred when the students appeared to reserve peer feedback
and seek for more confirmation by doing more research into the issue. This helped them
become more independent learner. Using of a posteriori form was not found to have

positive effect on improvement of performance.

Zhao (2010) has noted that most existing research mainly place focus on the amount of

teacher and peer feedback the learners use when revising later drafts with less attention

47



on how much the learners understand the feedback they have employed. She thus
conducted a study with 18 Chinese sophomores who were majoring in English. The study
attempted to distinguish learners’ use of feedback (both from teachers and peers) from
their understanding of feedback. Besides the types the students used, the degree of
understanding of those types and factors influencing the process of decision making when
dealing with feedback were investigated. The participants were required to give and
receive feedback from partners. The teacher also provided comments on the same drafts.
Feedback types, revision activities, and interview data were analyzed. The results showed
that the participants used greater number of teacher feedback (74 %) in their revision
against 46 % of peer feedback was found incorporated. In terms of feedback
understanding, it was reported that the participants better understood peer feedback (83
%) than that given by the teacher (58 %). The results in terms of the amount of feedback
types used was not surprising especially in a classroom setting where teachers gain high
respect as the one who know best. The result regarding the degree of understanding was
quite interesting though. It reaffirmed the need for teachers to seek for more effective

strategies to communicate their response.

Another study on peer feedback was conducted by Villamil and de Guerrero (1996).
Instead of investigating the effect of peer feedback on revision, the researchers
researched how learners interact during peer review session, what kind of activity they
engaged during the interaction, and what aspects of social behaviours shape peer
feedback. Since there are theoretical supports (e.g., those proposed by Di Pardo and
Freedman (1985), and Vygotsky (1978)) that there is a close relationship between talk
and writing, they seek to understand how social interaction can contribute to writing
quality. Fifty-four students from an ESL course were selected as the participants. They
were native speakers of Spanish with test score of LSLAT 500-599 and with less than a
year experience in English speaking environment. The participants were taught narrative
and persuasive plus an introduction of providing feedback. Then they wrote the first
essay. They were randomly paired for peer feedback session after submitting the essay.
The students who were given (by external raters) higher writing score received the role of
reader while the partner whose score was lower took the role of writer. The students were
not told how they were assigned the role. After that they entered peer feedback session
which was audio recorded. Three main findings were reported. In terms of revision
activity, seven types were found including reading, assessing, dealing with trouble
sources, composing, writing comments, copying, and discussing task procedures. These
activities had important role in overall peer review. For the strategies the students
employed during interaction, five different methods were found. They included using
symbols and external resources, using the students’ first language, providing scaffolding,

resorting to interlanguage knowledge, and vocaling private speech. The other finding was
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that there were four main issues of social behaviour that were spotted including (1)
management of authorial control which consisted of behaviours such as relinquishing,
appropriating, respect for authorship, lack of respect of authorship, struggle for authorial
control, and maintaining authorial control (2) collaboration which included collaborative
and non collaborative (3) affectivity, and (4) adopting reader/writer role. Villamil and De
Guerrero concluded that the interaction process among the participants was highly
complicated which made fostering peer feedback equally complex.

Lundstrom, and Baker (2009) investigated the benefit of peer feedback in order to
determine who made larger gained, the giver or the receiver or both, from participating in
peer review discussion. The study also tried to identify what aspect of writing (local or
global) has been improved if there was any development in the student writing at the end
of the study. Ninety-one students from high beginning and high intermediate writing
classes participated in the study. They were divided into a controlled and an experimental
group which comprised both levels of proficiency. The first group (receiver group) received
peer feedback but did not give. The second group (giver group) gave peer review on their
peers’ writing but did not receive it. Participants received training on peer review. The
receivers were given exercises which focused on how to use feedback to revise a paper,
whereas the givers were given instruction on how to give feedback. As pre- and post-
tests, students were asked to write a timed essay. These essays were rated. The data
included an overall score for each pre- and post-test essay, as well as the scores for the 6
aspects of writing: organization, development, cohesion, structure, vocabulary, and
mechanics. The results showed that the giver group made greater improvement to their
writing than those who received feedback. They showed better ability to transfer
knowledge they had learned when they provided feedback to their peers’ papers. Such
knowledge as how to critically evaluate their own writing in order to provide useful
comment to peers was found to occur. Lundstrom, and Baker (2009) have noted that the
study supports the view of sociocultural theory in that the reviewers determined the
aspects of writing to focus on and provided feedback that fill their ZPD. The receivers may
gain less if their ZPD was at different level to the givers’. In terms of improvement of
aspects of writing, the study showed that the givers especially those in high beginning
level made greater improvement on both local and global aspects. They also noted that
students with higher level of writing proficiency gain less than those who were at the lower
level. This might be because inexperience writers were more willing to make change to
their writing than those who considered their writing was already well written and there
was no room to develop. In other words, there was no ZPD in comments that could stretch

their ability.
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Lu and Law (2012) conducted a study of which the result has confirmed the argument that
peer feedback is more beneficial for the giver and for the receiver. They aimed to identify
if there is relationship between peer feedback activity and the writing quality and if there is
relationship between types of feedback (cognitive feedback and affective feedback) and
the writing quality. One hundred and eighteen students participated in this study. For peer
assessment, students were divided into small groups of four or five. The students
submitted writing assignments online and were graded commented by the group
members. Comments were based on a given rubric and on the students’ own opinions.
The comments were recorded and were coded as cognitive or affective feedback.
Cognitive comments were categorized as (1) identify problem; (2) suggestion; (3)
explanation; and (4) comment on language. Affective comments were further coded as
positive or negative. The findings showed that students who gave comments gained more
benefits than those who received them. The researchers noted that although reviewers
were found outperformed the writers, the reviewers who identified problems and
suggested solutions to the problems were likely to benefit most from the activity.
According to affective comments, this study found that students receiving positive
feedback were more likely to perform better than those who did not. However, how
assessees interpreted this positive feedback and how such feedback affected their

learning performance was not discussed.

Topping, Smith, and Swanson (2000) conducted a study in order to determine the
reliability and validity peer assessment of writing. They asked 12 post graduates who were
training as a chartered educational psychologist to participate in the study. The subjects
received training on how to evaluate academic reports. Then they were required to assess
their classmates’ academic reports using a feedback sheet. Along with the subjects’
assessment, staff performed the same assessment using the same feedback form. When
all the completed peer assessment forms had been gathered, each trainee was given the
staff assessment feedback on their own report. Trainees then completed a follow-up
guestionnaire designed to solicit their views on the process and outcomes of the exercise.
The results revealed that the reliability and validity of qualitative formative peer
assessment in academic writing appeared adequate in this study although affected by the
level of analysis. Staff and peer comments showed a very similar balance between
positive and negative statements. Peers were less likely to be critical of the critical
awareness shown by the writer, textual structure, and spelling, punctuation and syntax,
and tended to avoid commenting on originality. The two staff assessors showed a similar
level of agreement with peer assessments, and made equal numbers of positive
comments, but one made more negative comments than the other. Subjective feedback
from the students indicated that a substantial majority found the peer assessment process

time consuming, intellectually challenging and socially uncomfortable, but effective in
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improving the quality of their own subsequent written work and developing other
transferable skills. Gains accrued from acting as assessor and from acting as assessee,
but given that the peer assessment was reciprocal and all participants operated in both
roles, making this distinction was probably difficult. Peer assessment had spontaneously
prompted self-assessment in half of the trainees. This feedback suggested that the key
mechanisms were increased time on task, engagement and practice, together with the
inherent pressure to scrutinise, clarify and functionally apply the assessment criteria,
coupled with the deployment of interpersonal communication and negotiation skills.

Considering that it is crucial for students who give either written or oral feedback on peer
writing to first receive instruction in how to become a better reviser, van Steendam,
Rijlaarsdam, Sercu, and van den Bergh (2010), conducted a study with 247 Business
freshmen at a university in Belgium. The aims of the research were to determine the
effectiveness of two teaching methods for revision (Observation v Practice) and two types
of emulation of evaluative revision criteria and a revision strategy (Individual v Dyadic).
The participants were put into four experimental conditions. The first group participated in
observational learning with subsequent individual type of emulation (Ol). The second
group participated in observational learning with dyadic type of emulation (OD). The third
group participated in practicing with subsequent individual type of emulation (Pl). The
fourth group participated in practicing with subsequent dyadic type of emulation (PD). The
students in the O- condition groups observed two expert peers modeling a discussion on a
peer’s text. They identified problems, commented and reflected on the problems, and
suggested revising strategies. In the P-condition groups, the students worked in pairs.
They were required to propose a revision strategy and criteria for revision and apply them
to the structure and content of the same text discussed in the O-condition. The four
groups then exercised, as the emulation, criteria for giving feedback. Quality of peer
feedback was determined by three variables: (a) detection, (b) revision, that is, the quality
of corrective feedback of the detected errors, and (c) comments, namely the quality of the
comments that students inserted. Results revealed that the students when detecting, and
revising the text, mainly focused of word and sentence level with very little attention paid
to holistic picture. The researchers noted that comments given by these inexperience
students may help peers to edit the text but did not help improve the text organization or
content. The researchers therefore insisted that practice (the term they used to refer to
instruction) was necessary. The effect of instruction depends on the setting of the
subsequent type of emulation. Observation proves to be a powerful instructional strategy
on the condition that consequent emulation is a collaborative undertaking. However, a
more traditional practice-only instruction followed by individual emulation appears to be as
productive or even more. Thus it cannot be concluded that Observation was more

effective method than Practice. The condition where the students work individually or
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dyadic played a crucial role in helping the students more effectively acquire revision
strategies and evaluation criteria. The results also indicated that using PD could not help
the students to perform as effectively as those who participated in both O-condition
groups. This suggested that working with peer was not the factor that judged better
performance. It was also reported that Observation was as effective as Practice. The
factor that could differentiate the two methods was the use of dyadic or individual
emulation. If emulation happens individually, then observation and practice are equally
effective in terms of strategy acquisition. For dyadic emulation to be productive, it needs to
be preceded by observation.

Poverjuc, Brooks, and Wray (2012) examined the experiences students had on providing
and receiving peer comments while completing their writing assignments as part of their
one-year Taught Masters course. One hundred and twenty questionnaires completed by
EAL students who enrolled on one-year Taught Master’s program at a major UK university
were used to explore the perceptions of peer feedback held by both native speakers of
English (NES) and EAL students. Among those participants, five students were
interviewed using semi-structured interviews five to six times throughout the academic
year. The case study participants expressed negative perceptions of peer feedback and
reluctance about engaging with these practices, considering peers as less competent and
tutors as the important source of credible feedback. This research showed that the
participants underwent noticeable changes in their views of peer feedback throughout the
academic year. At the beginning of the year they all held negative perceptions of the
effectiveness of peer feedback and displayed resistance to participate in peer interactions;
then later in the year, they began more often to seek their colleagues’ opinions. Students
turned to their peers and friends for affective support and help with clarifying task
requirements, editing and proofreading written work, searching for reading materials,
designing and conducting micro-studies. It has been suggested that the informal peer
support mechanisms were viewed as an increasingly valuable provision among research

participants.

4.2 Peer feedback training

Having agreed on the positive effects of peer feedback, there are researchers who point
out some drawbacks of implementing the practice (Rosnida & Zainal, 2011). One major
problem is the low feedback quality. Another is feedback givers might use critical and
sarcastic tone in their comments which can cause negative results rather than the
expected ones (Leki, 1990). Furthermore, students may tend to address surface errors
and often fail to respond to problems in meaning (Stanley, 1992). Leki (1990) further

points out that students who lack communication and pragmatic skills may not be able to
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convey quality peer responses. Students may sometimes produce so called ‘rubber
stamp advice’ by repeating what the teacher tells them to their friends (Min, 2005; Leki,
1990). Williams (1957), therefore, states that peer feedback failure is mainly caused by
ignoring this aspect, preparation and that peer feedback generates positive impact if the
students are ready and well-trained and prepared by the teacher. To minimize the
possibility of students giving feedback in such manners, researchers, therefore,
recommend that the students need to be trained to do the task.

There are a large number of research studies that investigate the effect of peer feedback
training on writing quality. Stanley (1992), for example, provided lengthy training in peer
evaluation to students in an ESL freshman composition class. Her training focused on
familiarizing students with the genre of their classmates’ writing and introducing
techniques of effective communication. Employing a conversational analysis approach to
categorizing the evaluators’ responses, Stanley found that the coached groups made
substantially more responses and more types of responses than the uncoached groups. A
subsequent analysis of the drafts also revealed more revisions in response to peer
evaluation in the coached groups than in the uncoached groups.

Zhu (1995) employed a small group conference approach to training L1 peer responders
in university freshman composition classes. Both the experimental and control groups
watched a demonstration video to learn some fundamental concepts about peer
response. The experimental group, in addition, met with the instructors in groups of three,
three times during the semester. Each teacher—student conference consisted of two
phases—a read aloud by a volunteer student of his/her essay with peers reading along,
followed by a discussion of the essay and suggestions for revision. During the discussion
session, the instructors not only encouraged responders to critically mull over the merits
and shortcomings of the essay and to provide specific suggestions but also demonstrated
tactics writers could empiloy to illicit feedback and seek clarifications from their
responders. Zhu (1995) reported that such peer response training had a significant effect

on both the quantity and quality of feedback.

Another line of research has examined the effects of peer feedback training on the

revision and text quality. Research papers that fall into this group focus on determining
whether students who receive training outperform those who are not coached, whether
there are any effective strategies for training peer feedback, and whether students who

give feedback gain more benefit than those who receive it.

Berg (1999) conducted a quasi-experimental study with 46 intermediate ESL students
from 19 different countries. The purpose of the study was to determine the effects of

trained versus untrained peer review on revision quality. The students were divided into
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experimental and control groups. They gave peer comments on 5 assignments. The
students of the experimental group received feedback training and used a feedback form
when giving comments. The control group students did not receive training and did not
use the form. After the peer review session, both groups were asked to revise their drafts.
The data analysis revealed 3 major findings. Firstly, it was found that the trained group
performed greater number of revision in their revised drafts than those in the control
group. Secondly, the results indicated that the trained response group made significantly
more meaning changes than the untrained group and that language proficiency of the
trained group has improved more as they gain higher writing score than those in the
control group. Interestingly, the findings also indicated that students, regardless of what
language proficiency level they were, have benefited from trained peer feedback both in
terms of revision types and quality.

Min (2005) conducted a classroom study in attempt to find strategies for effective training
peer feedback. As Min has argued, there are a number of research bodies that mention
this issue; though, more research is still needed to address unanswered issues arising
from the differences in terms of tasks, cultures as well as problems such as
misunderstanding and interpreting of feedback. In her study, she posed four research
questions: (1) do the participants provide more relevant and specific feedback after having
received training? (2) do they give more feedback when reviewing texts following steps
introduced to them? (3) do they provide more feedback on global features of writing, and
(4) what benefits do they gain? Eighteen EFL sophomore students majoring English
participated in the study. The study was conducted following two phases. In the first
phase, students were asked to write first drafts. They worked through series of feedback
training activity. First, the teacher modeled peer feedback following four steps: identifying
writer’s intention, identifying the problem, explaining the nature of problem, and making
specific suggestions. The teacher then organized teacher-student conference where the
students were given necessary helps that enable them to improve their comments. After
the training session was over, the students were asked to write final drafts and submitted
it for peer review. The researcher compared the comments the students made on the final
essay to those they made on the first draft. The students’ reflections were also analyzed.
The results showed that responders could produce significantly more comments
containing two or three characteristics and were able to produce more relevant and
specific comments on global issues. Regarding the number of comments following the
steps, it was found that while the students produced the same amount of comments that
contained only 1 step, the number of comments per step increased which was the result
of training. The students also commented more on global features after training. As a
reviewer, the students gained many constructive patterns of interaction and were able to

give scaffolding to peers. As a writer, they gained multiple perspectives when dealing an
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issue and language acquisition. Min’s (2005) study confirms that without instruction L2
revisers frequently tend to focus on local editing issues. This study also supports the
contention that in order to be able to communicate advice to a peer about higher-order
concerns in their writing, students should be able to detect a structural or content problem,
identify or diagnose it and should also know how to resolve it. Thus, training in giving
higher-order feedback should in the first place be instruction in three basic mental
operations inherent to most revision models (Scaedamalia and Bereiter , 1983): (a) critical
reading and evaluation of text and problem detection; (b) diagnosing problems, and (c)
resolving them. Students’ failure to address more global problems in a peer’s writing can
be explained by a lack of experience with revision and lack of knowledge of revision
criteria and strategies.

Sluijsmans, Brand-Gruwel, and van Merriénboer (2010) investigated the effect of a
course-embedded peer assessment training on: (1) students’ assessment skill; (2) task
performance in the domain of the course; and (3) perceptions regarding a redefined
course. The subjects were allocated into two control groups and two experimental groups.
Four peer assessment tasks of one hour each were designed for the two experimental
groups. In Task |, students were introduced to the meaning of peer assessment and the
product that they were going to peer assess at the end of the course. In Task 2, the skill
“defining criteria” was addressed. Task 3 was the discussion of the purpose and
guidelines for giving constructive feedback. In Task 4, the students were trained in the
third main skill of the peer assessment model, namely “judge the performance of a peer’.
At the end of the course, students from both groups had to assess the videotapes of the
creative lessons of three peer groups on a peer assessment form. To analyze the quality
of the peer assessments that were written by the students, a rating form was developed.
Three independent research assistants scored the peer assessment forms with a rating
form. To measure an effect of the peer assessment training on the task performance of
students, the marks on the end products given by the teacher were analyzed. Before and
after the course, the students filled out a questionnaire about their perceptions on
instruction and assessment. The results regarding the aspect of students’ assessment
skill, indicated that the training had helped improve the peer assessment skill. In terms of
task performance, it was found that the students in the experimental groups outperformed
those in the control groups. The results of the analysis of the questionnaire revealed that
the participants indicated a positive change in their view on several aspects of

assessment, instruction and the role of the teacher.
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4.3 Villamil and de Guerrero’s (1996) Self-Regulation framework

In order to explore stage of regulation that emerged when the participants engaged in
peer feedback discussion, Villamil and de Guerrero’s (1996) framework of self-regulation
was applied as a tool for identifying behaviours of SR in the students’ talks. The terms
Self-Regulation (SER), Object Regulation (OBR), and Other Regulation (OTR) were used
to categorize types of language use. The language use during the interaction that
suggested leadership, self-assurance, and willingness to share knowledge was
categorized as SER. Examples of comments from a participant who showed SER were:

“let’s read from the beginning so we can get the ideas.”

“with this sentence you can start another paragraph because you see...this is something

else you are going to talk about.”
Just check and tell me it what you understood is what | meant.”

The language use that suggested the student’s lack of interest in the task at hand, need to
justify limitation by avoiding the task or by turning to jokes or off-topic behaviour was
categorized as OBR. The language that suggested OBR was for example:

“l don’t know, detail you mean?

“To tell you the truth, all of this writing in English and Spanish (starts singing) ...l

always do so bad.”

“I don’t care about details, | am not a good observer, besides, | don't like to say
much.”
The language use that suggested degree of hesitancy, a need to be taken by hand, and
despair when not knowing what to do was categorized as OTR. Examples of language
that suggested OTR were:

“And how can | explain that?”

“But this is in the past, do you think it should be in the present?”

“We can change this word, feel, well, | don’t know, | really don’t know”

“Oh God, | have an idea...that this goes here, but...Oh my God, what is this?”

4.4 Conclusion

From the discussion made so far, points can be made in order to pave ground for
the design of this present study. It is reasonable to start first with formative assessment
which has gained more attention in the late three decades. Although the way we evaluate
students’ learning has not shifted completely from summative to formative, more attention
has been increasingly placed on formative assessment as a form of giving information for
learning. The basic concept of formative assessment is that students should be given

information that can lead to improvement of their learning rather than be given judgment
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or grade of their performance, the activity which is seen as summative. More importantly,
formative assessment is an on-going process which moves along with learning process. It
allows related parties to continuously feed in feedback during the course of learning. This
IS in contrast to assessing summatively which is usually executed at after the learning
course is over. This approach of assessment therefore serves well especially when we
view learning as a process rather than product.

Similar to other learning, self-regulation is seen as a crucial factor that influences
writing quality. The evidence of the effectiveness of peer feedback in promoting SRL can
be seen in a number of research studies (e.g. Liu, Lin, Chiu, &Yuan, 2001; Patrick, Ryan
& Kaplan, 2000). In writing classroom, successful students who can write well usually
master both low levels and high levels of self-regulation. Students need to master self-
planned, self-maintained (Zimmerman & Riesemberg, 1997), goal setting, self-monitoring,
and self-instruction (Graham & Harris, 2002). Self-regulation is thought to enhance writing
performance in two ways. First, self-regulatory mechanisms, such as planning, monitoring,
evaluating, and revising, provide building blocks or subroutines that can be assembled
along with other subroutines, such as procedures for producing text, to form a program for
effectively accomplishing the writing task (Scardamalia & Bereiter, 1983). Second, the use
of these mechanisms may act as change-inducing agents, leading to strategic
adjustments in writing behaviour (Scardamalia & Bereiter, 1983; Zimmerman &
Riesemberg, 1997). When self-regulatory mechanisms, such as planning and evaluating,
are incorporated into writing, for example, they generate information that may influence
not only their subsequent use, but other cognitive or affective processes as well. It is
important as well that we need to help the students to become self-regulated learners.

Peer feedback has recently been increasingly used in L2 writing (Toegel & Conger,
2003; Haswell, 2005). The benefits of peer feedback on both the giver and the receiver
have been confirmed by a number of scholars and empirical studies. For the writers,
feedback from peers helps them to gain more self-regulation and become independent
writer and reviser (Villamil & de Guerrero, 1996). As the readers, giving feedback to their
partner helps them to grow in aspects of L2 writing and revising as well as in strategic
assistance and collaboration. Peer feedback helps make students possess similar
evaluation skills as their teachers do (Sadler, 1989). Thanks to the shift from traditional
view of learning to sociocultural perspective where learning is considered culturally
constructed (Vygotsky, 1978) and working cooperatively with peers can significantly
enhance performance.

Even though studies provide a preliminary understanding of the benefits of peer
review on writing ability, challenges have also been made against the use of this
technique. Researches also show that peer feedback sometimes does not work especially

in situations where the receivers doubts the giver’s ability to provide helpful comments,
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where peers do not feel comfortable to criticize or to be criticized, where language and
culture may add unanticipated challenges, and where teacher feedback is considered the
better source by students. This concern has brought feedback training to light. Peer
feedback generates positive impact if the students are ready and well-trained and
prepared by the teacher to be effective reviewer. It can be assumed that peer feedback
failure is caused by ignoring this aspect, preparation.

Without training students mainly address lower-order concerns and surface errors
and feel at a loss as to how to comment on a peer’s draft because of lack of critical skills
and knowledge about criteria. The majority of studies on peer feedback, both oral and in
writing, stress the need for training to enable students to give adequate feedback. Most
highlight the importance of training students to enable them to give polite, non-judgmental
feedback. From the expert-novice paradigm it becomes clear that in order to learn how to
give more global feedback on peers’ writing, students should be explicitly instructed in
becoming better revisers. As a result, they should be able to detect more global problems
in a peer’s text, diagnose the problems adequately and to suggest appropriate revisions.
One approach is to teach students evaluative criteria and revision strategies since these
have proved effective in guiding students in revision assignments. Novice, less-skilled and
FL writers and revisers could all benefit from procedural knowledge of the revision
process when having to revise a text for higher-order concerns. The benefit of peer
feedback will be mutual if the students feel confident enough that they can effectively
provide feedback to their peers, they will also have the ability to monitor their own work
and improve it.

By reviewing through the previous studies, it can be said that research on peer
feedback fall onto one of the four strands. One major area of research has placed the
focus on the effect of peer feedback comparing to teacher feedback on the writers’
revision and text quality. Studies that fall into this category have sought the answer to the
questions such as how effective peer feedback is comparing to that of the teacher, what
types of feedback most found in peer comments, how different types of feedback effect
types of revision, and what perception students have towards peer feedback. Another line
of research has examined the effects of peer feedback training on the revision and text
quality. Research papers that fall into this group focus on determining if students who
receive training outperform those who are not coached, if there are any effective
strategies for training peer feedback, and whether students who give feedback gain more
benefit than those who receive it. There are researchers whose interest is on how, during
peer review session, the participants interact, what types of language and behaviours they
have used, and how to boost collaborative interaction. The last strand of research studies
on peer feedback is those of which the focus is on cultural and linguistic issues that

influence the way in which peer feedback is performed, viewed, and accepted.
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Interestingly, most studies conducted on peer review so far focus mainly on revised
text, very rare empirical studies have been done in L2 research to show the effect of peer
feedback on new text produced by both writers and readers, how using peer feedback as
an exercise for evaluation skill can help reviewers become more self-regulative, and how
students perceive the benefit of being a giver comparing to being a receiver. This gap
needs to be filled.

This present study seeks to investigate the effectiveness of a new practice of using
feedback which is the use of teacher feedback on peer feedback. By applying the idea of
scaffolding, teacher feedback functions as scaffolding that helps the students to close the
gap between their actual performance (their feedback ability) and the set goal (the more
effective feedback ability). Therefore, giving teacher’s feedback on the students’ feedback
is a mean to train the students to enable them to give more effective peer feedback. To do
so, the participants gave feedback on their colleague participants’ writing. Teacher’s
feedback, then, was given on the feedback the participants had provided to their friends’
writing. It is hoped that this method would help develop the participants’ evaluation skills,
self-regulation, and finally improve their writing quality.

The effect of teacher feedback on peer feedback in relation to self-regulation was
investigated by looking at the students’ use of language during their peer feedback
meeting and the approach for identifying types of self-regulation behaviour proposed by
Villamil and de Guerrero (1996) was employed.
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Chapter 5

Research methodologies

The intervention applied in this study based largely on the notion of constructivist view of
learning. Constructivism very much emphasizes active and collaborative learning. This
happens when the students work in teams helping each other to solve given tasks
prepared for them by the teachers. It places more importance on learners over instructors
who act as facilitators, catalysts, coaches, or learning managers during the learning
activity. With constructivism, learner inquiry and discovery, learner autonomy, and self-
motivation of the learner, and self-regulation are critical elements to the success of the

learning process.

Regarding collaborative learning, peer feedback fits the view of constructivism well in that
it allows the learners to work collaboratively in order to discover new knowledge. This
activity provides good opportunity for students to gain learner autonomy as they need to
take a lot of responsibilities as a reader such as reading their peer’s writing in order to
deliver comments, evaluate the writing quality, and provide suggestions for further
improvement. It also gives the students opportunity to improve their communication still
since the activity involves the students using language during the peer feedback and

conference with the teacher.

This chapter provides details of the research methodologies. It begins with the detailed
explanations of the research objectives and questions. In the following section, the
research methods employed in this study are discussed where action research and case
study are mentioned. The detail of how specific research activities fit action research and
case study characteristics are given here. Next, the information regarding the context in
which this present study was conducted is discussed. Details of the course, the students
who participated in the research, and the colleagues who agreed to observe the class and
provide their opinions are presented. In the following section, the tools for data collection
are discussed. Justifications for the implementation of those tools are made. In the final
section, details of the lesson plan and the implementation of research activities are

presented.

The study also fits well with constructivists view, especially with the idea of scaffolding, as
it allows, during the conference with the teacher, the students to gain helps from a more
experience person in order to close the gap between their current performance and the

target performance.
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5.1 Research objectives and questions

According to reports released by the National Institute of Educational Testing and surveys
conducted by both government agencies and researchers, it appears that writing skill of
Thai students of all levels is far from what the curriculum requires; they cannot write well.
Many have pointed out that there should be changes in curriculum and teaching
strategies. | agree that there should be changes. However, curriculum is not to be blamed
since it is required by law that curriculum is refined regularly. Teaching strategies, instead
should be improved to make them best help students learn.

In Thai universities, writing instruction is likely to be based on one of the three major
approaches: the product approach, the process approach, and the genre approach.
Despite having more freedom to choose any approach to teaching in higher education,
most instructors in the country appear to prefer the product method over the others
(Tagong, 1991) (Sakontawut, 2003). They employ writing as a tool for both grammar
exercise and for writing purpose itself. Adopting of one teaching approach as the basis for
curriculum design is one element in teaching writing. Though, other important elements of
writing seem to receive less attention. Utilizing effective practice of feedback is among
those that has not been paid much attention in Thai university writing class. As Noonkhan
(2012) has observed, feedback was not employed properly. Students do not receive
regular feedback during the class; they receive feedback from teacher only, and feedback
come to the student at the end of the semester which they do not have chances to act

upon it.

Feedback is accepted as a crucial part of every approach to teaching writing. It helps
students determine their progress based on the set goal. Among the different types of
feedback, peer feedback has become a popular technique to many areas including
writing. There have been a large amount of empirical research on this subject and the
results have shown positive effect on writing quality. Peer feedback is, therefore, worth

implementing into writing class.

However, there are some issues that need more study. The first one is about the knock on
effect of giving peer feedback on the giver’s writing quality. It is interesting whether giving
feedback to a peer’s writing can help the one who gives feedback improve the writing
quality of his/her own. However, to be able to give peer feedback effectively, the students
need to be trained which is the second issue this study tries to address. To train students
to be able to provide effective feedback, the idea of scaffolding is adopted by means of
the teacher commenting on feedback the students give to their peers’ writing. This activity
is hoped to help the students provide more effective peer feedback and to have a knock

on effect on the quality of texts when these students write. The third issue is about how
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peer feedback can help students become more self-regulated learners who can
demonstrate control and confidence during feedback session, adopt the feedback to suit
specific peer meeting situations at hand, and transfer those behaviours to control their

own writing.

5.1.1 The research questions

This study investigated the effectiveness of using teacher’s feedback on peer feedback to
see if it could help students develop feedback quality, improve their text quality, and help
them to become more self-regulated learners. The research project, therefore, aimed at
determining the following four issues: whether or not using teacher feedback on peer
feedback helps improve peer feedback skills, whether the students’ writing quality
improve, whether the method helps the participants to become more self-regulated
writers, and the students’ opinions towards the activities they participated throughout the

course. To address the four objectives, four research questions were posed.

1. Does the method help improve the quality of peer feedback and, if so, in what ways

are the students’ peer feedback improved?

This question can be divided into two sub-questions: (a) does the method help improve
the quality of peer feedback and (b) if so, in what ways are the peer feedback improved?
According to the first sub-question, the improvement in peer feedback quality means the
better quality of feedback the students provide to their peers’ texts by comparing the
performance at the beginning of the course to that at the end. The quality will be
determined based on how effectively the students provide feedback which complies with
the agreed criteria and areas. Based on the second sub-question, the analysis will be
focus on determining if the students cover their comments on all the agreed areas
including the organization, the content, the idea development, and the grammar and
cohesion, how they spent time on each area, and how the comments on each area

changed over time.
2. Does the students’ writing improve and if so, what aspects of writing improve?

This question can be divided into two sub-questions: (a) does the students’ writing
improve? and (b) if so, what aspects improve? According to the first sub-question,
improvement was determined based on improvement of writing scores given to the
assignments. According to the second sub-question, the ‘the aspects of writing that have
been improved’ is explained by means of giving descriptions of the aspects that have
improved based on the results of the discourse analysis gained from the first sub-

question.
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3. Does the method help the students to become more self-regulated learners?

To be judged as a self-regulated writer, the students need to show during the peer review
sessions the ability to detect weaknesses and strengths of their peers’ texts, willingness
and confidence to communicate what their thoughts are, and the ability to provide
solutions to problems. These qualities can be detected from the interaction through using
different patterns of interaction which the students expressed both during peer review

sessions and short conference with the teacher/researcher.

4.  What are the students’ opinions towards the research activities they participated

throughout the course?

This question is straightforward. The opinions of the participants which can be drawn from
the questionnaires and students’ reflective diaries are about the effectiveness of the
technique in helping them write better, the usefulness for future use, as well as any issues

that they might want to raise.

5.2 Research methods

It is contextually appropriate that the research methods employed in this research project
are the combination of an action research and a case study. As a whole research process,
the study can be considered to have some characteristics of action research. However,
the research activities within each step of the action research can be considered more
case study like. In the following section, brief theoretical concepts of both action research
and case study are provided. Then the research activities that illustrate how action

research and case study fit in the process are presented.

5.2.1 Action research

There are a number of definitions of action research. Some useful ones include that of
Watts (1985) who defines action research as a process in which participants examine
their own educational practice systematically and carefully. We conduct action research in
order to improve, change, or develop our practice, to find new things as well as to gain
better understanding of our practice. Wallace (1998) similarly maintains that action
research is the process of systematic collection and analysis of data in order to make
changes and improvement in order to solve problems. Reason and Bradbury (2008)
define action research as an approach which is used in designing studies which seek both
to inform and influence practice. Teachers can see changes and improvements in their
classroom problems by means of using action research (Ferrance, 2000). Elyildirim and

Ashton (2006, p. 4) suggest that action research can improve the current teaching
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situation in terms of boosting teachers’ professional development, teacher training and
presenting to and institutional evidence for the need to change. This kind of research can
be explained as a review of current practice or the aspects that researchers want to
improve or try out. The process can be modified from the start of the plan, and it will be
evaluated and modified until it is satisfactory. O’Halloran (2006) suggests that action
research helps researchers find the evidence through the research and investigation,
apply theories during planning and action and then reflect and discuss the interpretation.
Lier (1994, p. 36) suggests that ‘action research leads to a re-evaluation of our reality and
the goals of teachers, of students’ needs and aspirations and ‘of the contextual (social,
institutional, political, etc.) constraints and resources that facilitate or inhibit our work’. The
definitions presented above highlight some of the unique features of action research. The
key concepts include a better understanding, participation, improvement, reform, problem

finding, problem solving, systematic process, and modification.

Regarding its advantages, Fraenkel and Wallen (2008) have mentioned three advantages
that action research provides. Firstly, the method can be applied in educational institutes
at all level. Secondly, by conducting action research, teachers and administrators can
level themselves up in terms of professional competence. The third advantage is that it
helps people involving in the issue to be able to identify, solve problems, and improve the

condition in their organization.

To bring the concept of action research into practice, action research is described as a
sequence of step, typically represented as a spiral which involves self-reflective cycles of
planning, acting, observing, and reflecting (Kemmis & McTaggart, 2000, p. 595). The

figure below shows how action is conducted.
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Figure 3.1: Kemmis and McTaggart’s action research spiral

This study, however, did not implement all the elements of action research. Only one
cycle of the research activities was applied. Repeated cycles of activities did not follow.
Despite that fact, | believe that single cycle of action research can allow me to investigate
the effectiveness of using teacher feedback on peer feedback, important interaction and
writing behaviours that help boost the self-regulation, students’ opinions towards the
teaching method, and staff comments on the teaching.

There are two reasons why | believe that one cycle fits this study well. Firstly, | employed
various data collecting tools within each sequence of the action research process. For one
activity, for example, students’ diary, staff comments, and questionnaire were used to
document the data. The data from each source then was analyzed qualitatively and
guantitatively then triangulated to get more reliable results. Therefore, | am confident that
there is enough information to identify if the method works effectively with the students.

The other reason that this study did not apply the repeated cycle of the action research is
that the first aim of the research is to examine if a new teaching method works effectively
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with the participants. If it does, this method then will be introduced to the university staff
for them to adopt to their class. One cycle of the action research in this case should yield
substantial data for the judgment. The second cycle of the research, | believe, should
begin after the first judgment has been made and after the staff have adopted the method
for some time. It is at this point when a revised plan can be made; the teaching based on
the revised plan gets started; reflects are made and move on to the next cycle of the

action research.
Elements of action research applied in this study

In this study the overall design of the research activity applied some steps of action

research as follows:

1. Planning step: Researcher identifying problem and organizing a new teaching
method

Students’ ineffective writing of argumentation has been identified as one of the biggest
problem in writing class in Thailand. As a number of researchers in the country have
suggested, improvement in teaching writing should be made. After the identification of the
problem, a new teaching method is planned.

2. Acting and observing step: researcher teaching a class and gathering data

At this step, the research taught a class as planned for one term (16 weeks). During the
teaching data was collected using several data collecting tools. Two sets of
questionnaires were used: one before the commencement of the teaching and the other
after the teaching ended. Students also wrote diary to reflect their experience during the
course of the study. The video recording was used to record students’ interaction with
peers during peer feedback sessions. Audio recording was used to record the
conferences the students had with the researcher. The students’ essays were collected
for the analysis of text features. Comments from colleagues who work in the English

department were collected for further analysis of opinions towards the teaching method.
3. Reflecting step: researcher analyzing and interpreting data

At this step, the researcher analyzed, interpreted and discussed the obtained data using
several methods including qualitative and quantitative approaches. The results then were
evaluated in order to determine if the teaching method introduced to the students worked

effectively. Activities that needed to be maintained, revised, or improved were made.

Action research, thus, is hoped to help me, as a teacher and researcher, determine if

there is improvement in student writing quality and if the improvement caused by the
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teaching that was implemented. The concept of cycle of action research which involves
planning, acting and observing, reflection and revision would allow me to develop a

teaching method that fits the context well.

As mentioned earlier, the overall process of the research has elements of action research,
although partly. The research methods within each sequence of the action research,
however, are case study. The following section gives brief information about case study

followed by the details of case study activities applied in the study.

5.2.2 Case study

There are multiple definitions of the case study. According to Bromley (1990, p. 302), it is
a “systematic inquiry into an event or a set of related events which aims to describe and
explain the phenomenon of interest”. The unit of analysis can vary from an individual to a
corporation. According to Yin (1984), case study is an empirical inquiry that investigates a
contemporary phenomenon within its real-life context; when the boundaries between
phenomenon and context are not clearly evident; and in which multiple sources of
evidence are used. According to Stake (1995), case study is the study of the particularity
and complexity of a single case. A case is referred primarily to people. However, a case
can be an institution, organization, or a community. According to Dornyei (2007), a case
can be anything provided that it has single entity and clearly defined boundaries. One very
crucial feature of case study is that it is conducted within context and it cannot be
separated from context. As Hartley (2004, p. 323), has pointed out, ‘case study consists of
a detailed investigation often with data collected over a period of time, of phenomena,
within their context. The phenomenon is not isolated from its context but it is of interest
precisely because the aim is to understand how behaviour and/or processes are
influenced by and influence context.” Therefore, the aim of case study, according to
Hartley (2004, p. 323), is to provide an analysis of context and processes with illuminate

the theoretical issues being studied.

Stake (cited in Dornyei, 2007, p. 152) has classified case study into three types including
intrinsic case study, instrumental case study, and multiple or collective study. Researchers
conduct intrinsic case study in order to understand unique features of a particular case
which in itself has its own value or specialty. The case does not illustrate something or
represent other cases. Researchers who conduct instrumental case study intend to use a
case to give clear information to wider issue or something else with the case itself receive
less interest than that of intrinsic case study. For researchers who use multiple or
collective case study, the aim is to use a number of cases which are studied jointly in
order to explain a phenomenon or general condition. This type of case study is fairly

typical for social scientists. That is because it helps the researchers to secure their chance
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of getting needed information even if there are some participants withdraw from the study.
Yin (2003) classifies case study into explanatory, exploratory, or descriptive. The
explanatory type of case study can be used to answer a research guestion that tries to
explain presumed causal links in interventions that are too complicated to use survey or
experiment. The exploratory type of case study is used to explore those situations in
which the intervention being evaluated has no clear, single set of outcomes. The
descriptive type of case study is used to describe an intervention or phenomenon and the

real-life context in which it occurred.
The elements of case study applied in this study.

In this study, | applied case study to investigate deeply into specific activities within the
step of the action research | have explained earlier. The case study method was

implemented in the following activities.
1.  The analysis of students’ writing features

The score given to the students’ writing may suggest to some extent if there is
development in writing quality. However, in order to gain more details about the texts
produced throughout the course of the study, it was worth looking at features that were
dominant. To do so, a multiple case study technique was applied. Texts written by 26

students were analyzed.
2.  The analysis of students’ interaction during peer feedback sessions

The features of students’ interactions while they were performing peer feedback
conferences were studied in detail using multiple case study technique. To do so, videos
of students’ peer feedback were studied individually. Codes were given to words, phrases,
and sentences that represented different types of utterance relating to students being self-
regulated. The data obtained then was interpreted and discussed.

3. The analysis of conference between students and researcher

By using multiple case study, individual audio recording of conference between the
researcher and the students was studied. Themes emerging from the conversation were
documented. Then, important information gained from individual students was concluded

to get big picture of students’ opinions, and practice.
4.  The analysis of students’ diaries and colleagues’ reflections

The data gained from these sources was studied in detail using multiple case study
technique. Themes emerging from the sources were documented. Then, important

information gained was concluded to get big picture of opinions, and practice.
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5.2.3 The use of qualitative and quantitative method

In terms of data analysis, both qualitative and quantitative methods were employed. As we
cannot say which approach is better between qualitative and quantitative method, it
depends on which one is suitable for which situation. Therefore, the researchers
themselves have to choose the most suitable one for their study which can help them deal
with the research questions. Typically, it is always possible that the researchers combine
the two approaches together. The ideal is to eliminate the weak points of both methods
and increase their strengths in combination. Darlington and Scott (2002) propose that
there is a rationale for researchers to make a choice. Researchers may want to
corroborate or look for the convergence in different approaches, by using one method to
help develop the other. Besides, the inspiration for selecting both methods comes from
the need to clarify one method by employing the other.

As Uwe (1998) has pointed out, qualitative research allows researcher to firstly explore
and develop their studies from different perspectives. It also allows the researchers to give
their opinions, feelings, and impressions through the observation. Similarly, Gibbs (2006)
maintains that qualitative method gives the researchers opportunity to view their studies
from holistic viewpoint as it is considered by Gibbs (2006) as an approach focusing on
interpretive philosophy. Qualitative approaches aim to understand the perceptions of
individuals and realize insights rather than using statistics as tools to identify judgments in

order to interpret the results of the study.

Quantitative research, on the other hand, focuses on the quantitative methods to
investigate the facts of specific area without individual subjective judgment (Nunan, 2006).
Bell (2005, p. 7) explains it as a method that gives an opportunity for researchers to study

facts and relationships to generate possible conclusions.

Using quantitative approaches may not create an equal environment, for participants
cannot be set equally, especially when doing experiments involving test-taking, because
there are other factors that may influence the participants that cannot be ignored by
researchers (social or individual factors). Qualitative approaches can be a good option to
take these factors into account. Nunan (2006, p. 4) suggests that a qualitative approach is
concerned with the understanding of human behaviour from ‘the actor’'s own frame of

reference’.

The choice of using qualitative or quantitative approach depends on the particular context
and the type of information needed, because each approach has its own weaknesses and

strengths. Johnson and Onwuegbuize (2004, pp. 14-15) explain why both approaches
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can be valid. Both qualitative and quantitative are useful. The purpose of selecting a

particular approach depends on the aims to and purposes of the study.

In this study, therefore, the qualitative method can provide an opportunity to explore and
understand students’ behaviour, and establish what they think about the teaching
approach | used in class. The quantitative method, allows me to have big picture about

the students’ feedback behaviour, writing characteristics, and opinions they expressed.

5.3 The context of the study and research participants

5.3.1 The details of the module

This research lasted one semester (16 weeks) and was conducted at Kamphaeng Phet
Rajabhat University, Thailand. The participants were from a third year English major class
who were seeking for their teaching qualification. As requires by the National Commission
on Higher Education, in order to finish bachelor degree in education in English, B. Ed
(English), students must gain the minimum of 169 credits which they acquire from four
different areas of subject including general education (30 credits), teaching education (53
credits), English education (80 credits), and teaching apprenticeship (14 credits). The
course Essay writing (1214202) which was used for this research study, falls into the
English education category and is a compulsory module. The course places the emphasis
on persuasive or argumentative writing which is considered one of the most difficult
genres to achieve and which requires more advanced skills to write. The reason for
choosing this course for the research project comes also from the aforesaid
characteristics of this type of writing and from an expectation that the students would be
able to transfer skills they gained from engaging in persuasive writing to other kinds of
writing which, as has been said, are easier to write. Below is the detail of the course

where the study took place.

5.3.2 The details of the participants
5.3.2.1 The students

The patrticipants of this study were 26 third year teacher students majoring in English from
faculty of education at Kamphaeng Phet Rajabhat University, Thailand. They were aged
between 20-21 years. They had taken some English courses for example English syntax,
formulaic writing, and critical reading. All of the participants had never experienced living
or studying in English speaking countries. Although they have entered the programme for
two years, their levels of language proficiency were different. The main reason is that

they have been accepted to the programme without taking an entrance examination.
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5.3.2.2 The university colleagues

There were two staff members, one male and one female, from the department of English
who were invited to observe the class and were asked to provide their opinions towards
the activities. The male colleague has earned a master degree in English and has been
teaching in the university for seven years. He has good knowledge in teaching techniques
and in learning behaviours. The female teacher also earned a master degree in English
with 4 years of teaching experience. She has good experience in teaching techniques.
Both teachers have been responsible for teaching writing courses. However, they have
never used peer feedback technique and training of peer feedback in their class before.

5.4 The details of the research activities

This section explains how the class was conducted and intervened. The study lasts one
semester, 16 weeks, and is divided into two main stages: the teaching and feedback
training stage and the peer feedback and teacher-student conference stage. During the
first stage (week 1-7), the students participated in series of classroom activity which aim at
providing knowledge regarding argumentative writing, evaluation of the writing, and
training of the evaluation and feedback giving. During the second phase, the participants
performed writing tasks, feedback meetings, and feedback conference with the
researcher. The weekly class plan is summarized in the table. The detailed descriptions

of each week activities are provided afterwards.

Table 5.1: The summary of research activities

Week Topics Classroom activities Data collected
1 Orientation Introduction to the course 1. Pre questionnaire
2. Students’ writing
2 Getting to know Task input phase 1. Students’ diary
argumentative
3 Getting to know Pedagogical task phase 1. Students’ diary

argumentative
(continued)

4 Getting to know Target task phase 1. Students’ diary
argumentative
(continued)

5 Evaluation of Step 1: making the students realize some basic 1. Students’ diary
argumentative thoughts of evaluating and giving feedback
writing and feedback
training

6 Evaluation of 1. Step 2: The modelling of giving feedback on 1. Students’ diary
argumentative four specific areas which include content,

writing and feedback = development of ideas, organization, and
training (continued) cohesion and grammar
2. Step 3: practicing peer feedback

7 Evaluation of Step 4: practicing communicating feedback 1. Students’ diary
argumentative orally
writing and feedback
training (continued)
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8 Writing of 2nd essay  Giving written PFB 1. Students’ diary
2. Students’ writing
9 Peer feedback 1. Meeting with peers to discuss feedback 1. Students’ diary
session and 2. Meeting with researcher to receive feedback 2. Video record
conference with (whole class conference) 3. Audio record
researcher
10 Writing of 3rd essay 1. Writing of 3rd essay 1. Students’ diary
2. Giving written PFB 2. Students’ writing
11 Peer feedback 1. Meeting with peers to discuss feedback 1. Students’ diary
session and 2. Meeting with teacher/researcher to receive 2. Video recording
conference with feedback 3. Audio record
researcher
12 Writing of 4th essay 1. Giving written PFB 1. Students’ diary
13 Peer feedback 1. Meeting with peers to discuss feedback 1. Students’ diary
session and 2. Meeting with teacher/researcher to receive 2. Video recording
conference with feedback 3. Audio record
researcher
14 Writing of 5th essay 1. Writing of 5th essay 1. Students’ diary
2. Giving written PFB 2. Students’ writing
15 Peer feedback 1. Meeting with peers to discuss feedback 1. Students’ diary
session and 2. discussion of activities the students engaged 2. Video recording
conclusion
16 Post-test 1. Writing the final essay 1. Students’ writing
2. Completing the research questionnaire 2. Post questionnaire

5.4.1 Detailed descriptions of activities

This section is the detail description of the classroom activities. It gives the details of how

the teacher/researcher taught his class, what the students did in each class, and how the

data was collected.

Week 1: orientation, questionnaire filling, and pre-test essay writing

In this week, course description, objectives, classroom activities, and evaluation of the

achievement were discussed. The participants were invited to discuss any concerns they

had before the course started. The next activity was the students answering the first

guestionnaire. Then, the research asked them to write an essay to respond to a topic

given to them (Please see appendix 2). Each student was given a piece of blank paper to

write on. During the writing session, the participants were allowed to use any vocabulary

sources either hard copied or electronic ones. However, they were not allowed to use

online sources to help them write the essay.

Week 2: getting to know argumentative

In this week, examples of texts were introduced. Students were encouraged to work out

three important concepts of argumentative writing: context of situation, convention, and

linguistic features. To discuss the context, students discuss the issues such as what are

the purposes of the text and the content that is presented?, who are involved in the written

communication?, what might their roles and statuses be?, how may these roles and

statuses affect the way they write?, how might the reader interpret the linguistic choices
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the writer used? To discuss convention and linguistic features, the students were
encouraged to identify how text is organized and what linguistic features are found.

Activities during this class are Q&A, group work, and presentation.

Week 3: getting to know argumentative (continued)

In this week, the students were encouraged to explore deeper into examples in order to
identify any alternatives in rhetorical choices which are influenced by the reader and the
purpose. The students were assigned to work in groups to write a text for different readers
but the same purpose and for different purpose but the same reader. At the end of this
stage the students should be able to discuss how their rhetorical choices have changed
when their reader and purpose change. Classroom activities at this stage include group
work, group discussion, and presentation.

Week 4: getting to know argumentative (continued)

In this week, the students were assigned to write an argumentative essay individually
applying what they have learnt so far. Topics were given to them and the target audience

was provided.

Week 5: Training peer feedback

In training the participants for feedback giving, the technique used by Min (2006) and
Stanley (1992) was applied. According to Stanley (1992), evaluating writing and
comments should be made on specific areas and with proper order. She suggested that
the students look at a text to know its content first, then structure, development, and
grammar and cohesion. In modeling the students of how to do so Min (2006) employed a
four-step procedure: Clarifying writers’ intentions, identifying the source of problems,
explaining the nature of problems, and making specific suggestions (Min, 2006). Then |

designed the training session which includes the steps as followed.

Step 1: Making the students realize some basic thoughts of evaluating and

giving feedback

At this step, the participants were asked to role played in pairs, one student reading and
responding to a sample text written by a student who took this course in the previous year
the other student reporting what he or she had got from the evaluation (Stanley, 1992, p.
221). After that, the class discussed strategies of giving effective feedback which special
focuses are on making the students realize the importance of knowing what to evaluate
and how to effectively give comments. Thoughts about giving praises and critics, the use
of hedge and indirect questions and suggestions, and the thoughts about what elements

of the text the participants should comment on were discussed.
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Week 6: Training peer feedback (continued)

Step 2: The modelling of giving feedback on four specific areas which include

content, development of ideas, organization, and cohesion and grammar

The instructor first distributed to the students the guidance sheet and a copy of an essay
composed by a former student. Then, he used the think aloud method to demonstrate how
to make comments by using a four-step procedure: Clarifying writers’ intentions,
identifying the source of problems, explaining the nature of problems, and making specific
suggestions (Min, 2006). While trying to clarify the writer’s intention, the instructor
articulated questions like “Do you mean that. . .” and “Are you saying . . .”when he was
relatively certain of what the writer was trying to convey. When he was uncertain of the
writer’s intention, the instructor would model the pointing technique (Stanley, 1992),
locating the trouble source (e.g., specific phrases or cohesive gaps) and raising questions
such as “What do you mean by . . .?” or “l do not get this” to prompt the writer to explain

or revise his/her ideas.

Next, the instructor modelled how to identify problems and explain the nature of problems.
If the instructor was certain of the writer’s intention, he would identify the problem and
explain why he thought it was problematic. If he had no idea of the writer’s intention, he
would refer to the sentences immediately preceding or following the problematic area and
articulate what he expected to read given the surrounding contexts. The instructor
emphasized to the reviewers that they needed to have logical reasoning to explain why
they thought a certain part problematic to convince the writer to accept their comments.

Without solid reasoning, even good suggestions are likely to be ignored.

Finally, the instructor demonstrated how to make suggestions by giving specific examples.
Depending on the problems, he would provide a specific definition of a misused phrase
and a more appropriate one according to the context, remind the writer to discuss ideas
from the same personal perspective, or suggest a specific idea to enrich the content. The
instructor informed the students that writers might not adopt their suggestions. Yet, they

may have noticed the problems and could work out a solution by themselves.

Step 3: Practicing peer feedback

After the modelling, students were asked to form peer-review dyads on their own, follow
the probing questions on the guidance sheets (Please see appendix 3) and the four-step
procedure, and write and number their comments on paper according to the order of
occurrence of potential problems in the draft. By using the essay, they had written
previously, the students were required to review an essay written by a classmate and give

the written commentary before the class ended. In addition to making comments on the
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essay, the reviewers were required to use a feedback form (Please see appendix 4) to
summarize their comments. The reviewers were informed that their commentary would be
graded in order that they would realize that they were responsible for the comments and

to ensure their effort to help each other so that all could progress as writers in class.

Week 7: Training peer feedback (continued)
Step 4: practicing communicating feedback orally

At this step, the students first made a plan of how they would tell about their response to
the essay. They would need to refer back to the discussion they had made in the first step
of the training session in order to effectively ask questions, use praises and critics, make
indirect requests, and so on. After the plan has been made, the students (now acting as a
reviewer) met with their partner and started giving oral feedback. In order to make the
students keep to their plan and spend time carefully, they were required to limit their time
of the meeting to 25 minutes. They were also asked to video record their conversation so
that they could review it and reflect on their performance.

Week 8: Writing 2nd essay and providing written feedback

This week the participants wrote the second argumentative essay. Four different topics
(Please see appendix 2 for writing topics) were provided and the students chose one to
write about. The rationale for providing the students with different prompts was two folds.
Firstly, by giving choices could minimize the possibility that students might have difficulty
with writing about a topic that they had little knowledge about since the research aimed at
identifying development of writing skills not knowledge. Secondly, having freedom of
choosing a topic that interest each individual most would encourage the students to write
more about the topic than writing a topic that they were not interested in or the one that
they had negative attitude towards.

Each student was given a piece of blank paper to write on. During the writing session, the
participants were allowed to use any vocabulary sources either hard copied or electronic
ones. However, they were not allowed to use internet to help them write the essay. The
time allotment for the writing session was 120 minutes. After they had finished, the
researcher collected the essays. Each essay then was given a number running from 1 -
26. This number represented each student and was used as a system for pairing the
participants in the feedback session. The students were not informed what number s/he
was given to. After that, the researcher photocopied the essay. The name of the writer

was covered so it did not appear on the copied version.
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In the final hour of the class, the students performed the written feedback activity. Each
student was given a copy of an essay together with the feedback form. The essay written
by student 1 (S.1) was given to student 2 (S. 2). The essay written by S. 2 was given to
S.3. The essay written by S.3 was given to S. 4. and so on. They were required to
carefully read through the essay and write comments on the essay itself and the summary
of the comments in the feedback form. They were reminded that the activity was similar
to what they had practiced in the previous class and that they needed to refer to the
guidance sheet given to them earlier. After finishing their feedback giving session, the
essays and the feedback form were collected. The researcher then made photocopies,
kept the original version, and then gave the copied version back to the students. They
were reminded that they need the copies in order to plan for oral feedback session which
would take place the following week.

The rationale why each pair did not take turn in giving and receiving peer feedback is to
minimize the possibility that they might not feel comfortable to fully express their opinions
especially the negative ones fearing that they would be commented negatively.

Week 9: Peer feedback session and conference with researcher

This week, the participants performed peer feedback orally. The researcher paired the
students based on the number assigned to them in the previous week. Before the session
started, the researcher informed the students that they would have to do two sessions of
peer feedback discussion. One session, they would take the role as a reader who would
give comments to the essay given to them the previous week which they had already
written comment on and planned for oral discussion; and the other session as a writer
who would receive comments from a friend. The researcher also reminded the students
that the time for the peer feedback discussion was 25 minutes and that they should finish
their discussion within this time limit. They were also reminded that the conversation
would be videotaped. The students were also invited to discuss any concerns they might
have before engaging in the discussion. After the administrative issues had been done,
the teacher told the students who they were going to work with as the feedback giver and
receiver; then the participants performed the first round of peer feedback session. When
the session was over, they formed a new pair and performed the second round of peer

feedback session.

After the peer feedback session was over, the researcher arranged a conference with the
individual students. The students picked a time slot which they were free to have a short
conference with the teacher. During the conference, the teacher discussed with the
students the peer feedback session that they had performed previously. The researcher

emphasized that the peer feedback be planned carefully and that the students should use
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the written feedback form as their guide through the process. The researcher also
discussed with students in detail about how they should comment on organization,
development, coherence, and grammar. The students’ performance from the VDO record
was discussed. The students were encouraged to discuss and ask as many questions as
they wanted. The students were also reminded that they need to keep their journal up to
date. During the conference, audio record was made.

Regarding the language for discussion, the students’ native language, Thai, was used
instead of English. The reason for this was that it allowed the participants to fully express
their thoughts without being retarded or obstructed by the ability to use the English
language. This idea was suggested by Villamil and de Guerrero (1996) who allowed their
students to perform peer feedback in Spanish for they realized that using English only in

peer review sessions would not help promote students’ self-regulation.

Week 10 — 15: Repetition of week 8-9 activities

The activity for week ten to week fifteen repeated steps conducted in week eight and nine.
In week ten, the students wrote their third essay, and gave written feedback. In week
eleven, they performed peer feedback sessions and had short conference with the
researcher individually. In week twelve, the students wrote the fourth essay and gave
written feedback. Then in week thirteen, they performed peer feedback sessions and met
with the researcher for short conference. In week fourteen, the students wrote the fifth
essay and gave written feedback. In week fifteen, they performed peer feedback sessions

and met with the researcher.

Noted also that the topic for their writing and the partner that the students worked with
were different each week. Also, in week 15 the students performed the final peer feedback

session without having short conference with the researcher.

Week 16: writing post-test essay and filling post questionnaire

This week, the students wrote their final essay which was used as the posttest. They also

answered the second questionnaire.

5.4.2 The writing prompts

During the course of the study, the students were asked to write the total of six essays on
given topics. In each writing task, more than one essay prompts were available to the
students. The rationale for providing choices for the students to choose is to minimize the
possibility that the writers had very limited knowledge of the topic and did not have

information to write about. The topics available were also about general issues that are
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common to them. The essay prompts explicitly called for the writer to provide an opinion,
reasons for the opinion, and supporting details in the essay. Details of the topics are

provided in Appendix 2.

5.5 The details of marking procedure

Determining which type of rating scale should be used is a major decision for educators
(Hamp-Lyons, 1991). This is because, according to Weigle (2002), we use this for making
‘decision and inference about writers’ (p. 108). Rating scales can be grouped into two
categories according to approach and scoring method. Cooper (1977) classifies rating
scale according to holistic approaches and analytic approaches. Holistic scoring gives
students a single, overall assessment score for the paper as a whole. Although the
scoring rubric for holistic scoring will lay out specific criteria just as the rubric for analytic
scoring does, readers do not assign a score for each criterion in holistic scoring. Holistic
approaches are further divided into three sub-categories including multiple trait scoring,
holistic scoring, and primary scoring according to Cooper (1977). Multiple trait scoring
involves assigning sub-scores to individual traits or dimensions such as content,
organization, and language. Then the rater sums up those scores to make overall score.
Holistic scoring, on the other hand, the rater considers every trait of the writing but
decides one score to reflect the performance. For primary scoring, the rater assigns one
score to an essay according to how effectively the writer has addressed a specific

requirement of the task for example language, content, or organization.

Analytic scoring provides students with at least a rating score for each criterion, though
often the rubric for analytic scoring offers teachers enough room to provide some
feedback on each criterion. As Weigle (2002) has stated, analytic scoring approach
provides educators with more details of the writer's performance as individual aspects of
writing for instance content, organization, cohesion, grammar, and etc. are assessed and
assigned a score. Apart from this, it is more useful in rater training as it is easier for
inexperienced raters to understand and apply the criteria in separate scales. For the
writers, analytic scoring helps them to be able to analyze their own performance according
to the descriptor within each score. Analytic scoring is also more reliable than the holistic
approach and the reliability tends to be improved by the scoring scheme in which multiple
scores are assigned individually (Hamp-Lyons, 1999). The only disadvantage of analytic

scoring might be that it takes longer time to rate than its counterpart.

As it is the most contextually appropriate, scoring approach of this study is based on
analytic method. The rating scales used in this present study was adopted from the

assessment framework used by Mei (2010). The raters assign one score to individual
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dimensions which include content, organization, and language. Then the holistic score is
summed and divided by three to make an overall score for each essay. The overall
content of the essay emphasizes the persuasiveness of the essay which is defined as its
potential to influence readers to take some action or change their thinking about a
controversial issue. The rubric considers whether the written argument includes a clear
opinion about the topic, provides one or more reasons for the opinion, includes an
elaborated reason i.e., reason with supporting details, and addresses the opposing
position. The essay prompts for this study explicitly called for the writer to provide an
opinion, reasons for the opinion, and supporting details in the essay. As such, the
inclusion of these elements represents the organization of the essay. For the language
use, the degree of accuracy is determined.

The essays were marked analytically with the guide of a descriptor and a rater training
session prior to the marking process. Essays were assessed for the three major
categories of Content, Language, and Organization with bands ranging from 0 to 6, 0
being the lowest and 6, the highest band. Each band in each category has an
accompanying profile description which essentially stipulates key features to focus on with
respect to particular categories and their corresponding bands. The rationale for providing
a thorough description of each level of the scoring rubric was to limit the ambiguity of the
scale, and to connect the scoring ratings with the specific task of the prompt. As the
students participating in the study used this scale as a guide line to judge and comment
their peer writing, detailed explanations of the element and the criteria within each band
would help the students understand the scale more easily. Below is the detail of the

criteria used for judging text quality.

The analytic descriptor for essay scoring

of the set Q main and
supporting ideas are
extremely original,
interesting, relevant and
excellently and fully
developed,
demonstrating maturity
in handling the topic’s

with an excellent thesis
statement

= ideasare very
clearly organised
with an
extremely clear
relational pattern

Band Content—ideas, Organization— Language—
arguments & evidence | communicative quality, | vocabulary, grammar
coherence & cohesion | & sentence structure

6 excellent interpretation | focused introduction excellent sentence

variety—excellent blend
of simple, compound &
complex sentences

= extremely fluent
& very
sophisticated

= excellent

complexity (e.g. comparison/
contrast, vocabulary &
sequence, word choice
cause/effect, with very
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order of
importance, etc.)

= conclusion
addresses the
thesis excellently
with much
thought and is in
sync with the rest
of the essay

= extremely
cohesive—
excellent use of
transition
elements

accurate use of
idiomatic
expressions

= almost no
grammar,
punctuation and
spelling errors

good interpretation of
the set Q

= main and
supporting ideas
are interesting,
relevant and

focused introduction
with good thesis
statement

= jdeas are well
organized with a
clear relational

good sentence variety—
good blend of simple,
compound & complex
sentences

= highly fluent &
fairly

well developed, pattern sophisticated
showing
recognition of = conclusion = good vocabulary
the topic’s addresses the & word choice
complexity thesis fully and is with flexible use
in sync with the of idiomatic
rest of the essay expressions
= very cohesive— = few grammar,
good use of punctuation and
transition spelling errors
elements
(connections are
generally
successful with
minor problems
only)
fairly good fairly focused fairly good sentence

interpretation of the set

Q

= main ideas are
sensible &
interesting but
ideas can still be
better focused
and developed

introduction with clear
thesis statement

= ideas are fairly
well organised
with a relational
pattern but they
could be more
effectively
explained at the

variety—fairly good
blend of simple,
compound & complex
sentences

= fairly fluent

= fairly good
vocabulary &
word choice
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= ideas are mostly
relevant

macro, paragraph
and sentence
levels

= conclusion
addresses the
thesis partially
but is still in
sync with the rest
of the essay

= cohesive —
fairly good use
of transition
elements
(connections are
not always
successful)

with some
idiomatic
expressions
inaccurately
used

* SOme grammar,
punctuation and
spelling errors
which
occasionally
obscure intended
meaning

some interpretation of
the set Q

= main ideas are
partly related to
the topic & are
not very
successful to
focused.

= ideas are loosely
relevant

board introduction with
a clue of thesis
statement

* ideas are
organized and
developed in a
way that is hard
to follow or
illogical manner

= conclusion does
not address the
thesis or is likely
to discuss
another issue

= cohesive — fairly
use of transition
signals with
some missing or
unsuccessfully
used

limited use of sentence
variety—dominant use
of simple over other
sentences

= influent

= |imited use of
vocabulary &
word choice
with rare
idiomatic
expressions

" many grammar,
punctuation and
spelling errors
which often
obscure intended
meaning

little interpretation of
the set Q

= main ideas are
broad & lack of
focus

= jdeas are not
relevant

vague or missing of
introduction with no
thesis statement

= jdeas are
noticeable but
failed to be
organized and
developed

very limited use of
sentence variety- rare
use of sentences other
than simple ones

= struggle to
produce
sentences
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= no concluding = rare use of

part vocabulary &

word choice
= cohesive—failed with rare

to use transition idiomatic

elements where expressions

necessary or

misuse them = struggle with
using correct
grammar,

punctuation with
spelling errors
which obscure
intended
meaning

1 A true non writer who has not produced any assessable strings of English
writing. An answer that is wholly or almost wholly copied from input text or
task is in this category.

0 This band is given to a writer who does not produce any readable text.

(Mei, 2010, p. 96)

5.6 The data collection tools

5.6.1 Students’ reflective diary

As suggested by Nunan (1992), diary is among the many useful instruments for research
in language. Reflection is the process of thinking back. The participants placed
themselves again into the learning situation, in order to form the image of experience. For
many centuries, people have used diaries as a reminder of events they have experienced
in their everyday lives. However, it was not until 1970s that this tool has been used as a
research data collection method. In applied linguistics, the technique has become a
research tool in around 1980s (Dornyei, 2007). Diary, in research, is personal accounts
that reflect learners’ experience of language learning produced at the request of the
researcher. It is considered to be able to elicit information needed by the researcher more
systemically than using personal diaries which sometimes fail to meet research purpose
and raise ethical issue. Bolger, Davis, and Rafaeli (2003) classify diary according to
interval contingent diary which they explain as a report of experience written at regular
intervals, signal contingent diary which they explain as an account of experience written
when predetermined signals are shown, and event contingent diary which they explain as

a report written each time a specific event occurs. Dornyei (2007) has listed at least five
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advantages of using diary in research. Firstly, it allows the research to access into
people’ lives without interfering them. Secondly, it allows the researcher to draw the
insider’s (the informant) own descriptions and interpretation of events and experience.
Thirdly, it enables the researcher to monitor changes in experience and behaviours in
relation to time. Next, diary provides ongoing background information that can help
resolve ambiguity regarding causal direction between variables. Lastly, it can ensure that
the participant does not have to remember things which are likely to be forgotten when
time has passed.

Mckernan (1996, p. 86) has listed key principles for using diary. Firstly, diary should be
kept regularly in order that the important information will not be forgotten. Secondly, the
data should be dated and cross referenced to other information. Thirdly, diary should
contain both facts and interpretation.

In this study, the students were asked to write reflective diary on the activities they
engaged in during the course which included peer meeting, conferencing with the teacher,
their feelings about learning, and their strong and weak points. (By using theme emerge
technique this source is expected to tell what they have benefited from teacher feedback,
peer feedback, as well as difficulties they have faced).

5.6.2 Colleague’s observation comments

As discussed above, reflective diary is a personal document that can be used to recall
important events that occur during the course of the research. It allows researchers to
make appropriate changes, process, and thoughts (McKernan, 1996). It has been widely

used in language research.

The purpose for inviting colleagues to observe class was to gain information and opinions
that they had towards the class activities. The information gained could be used to
determine the usefulness of the method, and its practicality based on the university

context.

5.6.3 The Questionnaire

A gquestionnaire is a research instrument consisting of a series of questions and other
prompts for the purpose of gathering information from respondents. Questionnaires have
advantages over some other types of surveys in that they are cheap, do not require as
much effort from the questioner as verbal or telephone surveys, is relatively quick to
collect information and often have standardized answers that make it simple to compile

data, information can be collected from a large portion of a group.
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According to Dornyei (2007, p. 102), questionnaires can yield three types of data about

the respondent, as follows:

1. Actual questions are used to find out certain facts about the respondents, such as
demographic characteristics (age, gender, education level, and race), residential
location, marital status and so on.

2. Behavioural questions are employed to find out what the respondents are doing or
have done in the past. It may focus on actions, life style, habits and personal
history.

3. Attitudinal questions are used to find out what people think, covering attitudes,

opinion, beliefs, interests and values.

Hyland (2007) also points out that questionnaires are a kind of instruments of data
collection useful to elicit information on students’ personal goals, attitudes and
backgrounds, but it is important to construct the questions carefully to avoid ambiguity,
and researchers should be aware of the balance between collecting sufficient data and

not overburdening respondents.

For this study, the students were asked to complete two questionnaires: one at the
beginning of the course in order to obtain background information about the students and
their attitudes towards the studying English writing, for example, experience about writing,
experience about evaluating writing, and giving/receiving feedback. The other was used at
the end with the aims of eliciting the participants’ opinion towards the activities they have
done during the course, the improvement they have made, and the benefit the gain from

teacher feedback and peer feedback.

The information gained from the two questionnaires would give answer to research
question 4 which focuses on students’ opinions towards the technique introduced to them
throughout the course. They also provide evidence for answering the first research
question which focuses on determining if the technique could help the participants give
better peer feedback. Research questions 1 and 3 could also be answered by using the

data from the questionnaires.

5.6.4 Video recording

Some information cannot be drawn from what the informant says or writes only. The use
of a digital recorder is the most common method of recording data because it has the
obvious advantage of preserving the data for later analysis. Messages are sometimes
sent out through nonverbal expressions such as body positioning, eye movement, face

making. These behaviours can be the indicator of how the participants feel and think in a
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specific situation. It is better therefore to have a set of data that include information that is

expressed verbally and nonverbally.

Video recording gained from peer feedback was used to analyze how the participants
interacted during peer feedback. This data could help answer research question 3 which
tried to determine if the participants have shown any signs through language use and

through other nonverbal behaviours that could lead to the development of self-regulation.

5.6.5 Audio recording

Audio record is useful in that it helps make easier for researchers to gain as much data as
they need in a limit time. Writing down what they get from talks would consume too much
time and it is likely that they may leave out some important information. In this study,
audio recording was used during short conference between the researcher and the
students. The data from the record will be used as evidence added to the findings from

the other instruments.

5.6.6 Students’ writing

The essays were used to analyze if there was any development in writing quality. Scores
from independent raters were used to judge the improvement and discourse analysis was

employed to identify what aspects had been improved.

The information gained from the students’ writing was mainly used to answer research
guestion 2 which tried to determine if there was any development in writing quality and
what aspects of writing were improved. The focuses of the analysis were on the
development regarding the content, organization, and language use. In order to judge if
there was any development made by individual participants throughout the course of the
study, scores from three raters were computed. A textual analysis was also implemented

in order to identify which aspects of writing the participant had been improved.
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5.7 The linkage between the data collection tools and the research

guestions

The table below is the summary of how data was analyzed and which question each data

set answers.

Table 5.2: The linkage between the data collection tools and the research questions

Data collection tool How the data is analysed Question answered
Students’ diary Theme emerge RQ1/RQ2/RQ3/RQ4
Questionnaire Basic statistics RQ3/RQ4

Video recording/  Villamil and De Guerrero’s RQ1
Audio (1996) the patterns of
language use

Students’ writing  Discourse analysis RQ1/RQ2
Colleague’s This data will be included in the discussion of the implementation
reflection of the research results.

5.8 Data analysis

The data was analyzed as follows:

5.8.1 Analysis of the student writing.

Texts written by the students was analyzed by comparing the mean score of the pre-test
and the post-test essay. The mean scores of the essays written during the course were
compared to see if there was any development in the writing quality. The discourse
analysis then was applied in order to determine features that were outstanding in the

students’ essays.

5.8.1.1 The analysis of the use of moves

In order to explore how the subjects organized their essay, an analysis of move employed
in the essay was employed. The move analysis of a genre aims to determine the
communicative purposes of a text by categorising diverse text units according to the
particular communicative purpose of each unit. Each one of the moves where a text is
segmented constitutes a section, revealing a specific communicative function, but this is

linked to and contributes to the general communicative objective of the whole genre.
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Hyland’s model (1990) served as a starting point for analysis of these argumentative
essays. Genre analysis was conducted from two aspects: move analysis and linguistic
features. Hyland’s model was taken as a framework in move analysis of the
argumentative essays written by these two groups of students. According to this model,
the English argumentative essay is characterized by a three stage structure (Thesis,
Argument and Conclusion) which represents the organizing principles of the genre. And

each stage contains several moves, some of which are optional elements.
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Table 5.3: Elements of structure of the argumentative essay

Stage

Move

1. Thesis
Introduces the proposition
to be argued.

2. Argument

Discusses grounds for
thesis. (four move argument
sequence can be repeated
indefinitely)

3. Conclusion

Synthesizes discussion and
affirms the validity of the
thesis.

(Gambit)
Attention Grabber — controversial statement or dramatic
illustration.

(Information)
Presents background material for topic contextualization.

Proposition
Furnish a specific statement of the position which defines
the topic and gives the focus to the entire composition.

(Evaluation)
Positive gloss — brief support of proposition.

(Marker)
Introduces and /or identifies a list.

Marker
Signals the introduction of a claim and relates it to the text.

(Restatement)
Rephrasing or repetition of proposition.

Claim

States reason for acceptance of the proposition. Typically
based on:

Strength of perceived shared assumptions.

A generalization based on data or evidence.

Force of conviction

Support

States the grounds which underpin the claim. Typically:
Explicating assumptions used to make claim.

Providing data or citing references.

(Marker)
Signals conclusion boundary

Consolidation
Presents the significance of the argument stage to the
proposition.

(Affirmation)
Restates proposition.

(Close)
Widens context or perspective of proposition.

Hyland’s Model (1990, p. 69)
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Examples of moves
I. The Thesis Stage

1. The Gambit Move:

Love is beautiful and everyone needs love. Love can come from friends, family, and
lovers.

2. The Information Move:

A recent survey shows that there are more lovers who try family life by living
together before getting married. And people who do this are in their young age.

w

. The Proposition Move:

Even though at present, some lovers try family life by living together before they get
married but it isn’t my way to do like that.

4. The Evaluation Move:

They may be forgotten the best culture in Thailand like idiom that ‘Soon ripe soon
rotten’ and it may have many problems to become.

I. The Argument Stage
1. The Marker Move:

My first reason is...
2. The restatement Move:

Another reason why | disagree with living together before getting married is....
3. The Claim Move:

It destroys women'’s self-esteem.

I

. The Support Move:

...women are the first to be blamed if the relationship does not last long because

Thai culture expects women to have only one relationship.
lll. The Conclusion Stage
1. The Marker Move:

In summary

2. The consolidation Move:
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Because living together before getting married causes a lot of social problems and
destroys women’ dignity, ...

3. The Affirmation Move:
| strongly believe that it is a bad decision for lovers to do so.

4. The Close Move:

You can learn each other without living together and it will make you proud of your
self-esteem and give you opportunity to make better decision.

Example of coding system: Individual moves used in each essay

Essay 1
Name Thesis Argument Conclusion Total
stage stage stage

1 Sai 1p 1s la 3
2 Kate 1p 1s 2ma 4
3 Mean 1p 1s 2mcl 4
4 Tiger 1p 1s 2acl 4
5 Supat 1p 1s la 3
6 Amp 1p 1s - 2
7 Wila 1p 1s 2ma 4
8 Nueng 1p 1s 2ma 4
9 Pornka 1p 1s - 2
10 Sunsa 1p 1s - 2
11 Titty 1p 1s - 2
12 Sarinya 1p 1s - 2
13 Supawa 1p 1s - 2
14 Piro 1p 1s - 2
15 Pailin 1p 1s - 2
16 Natee 1p 1s - 2
17 Arnon 2ip 1s 1cl 4
18 Tip 1p 1s 1cl 3
19 Kanja 1p 1s - 2
20 Sukan 1p 1s - 2
21 Natta 1p 1s 2 mcl 4
22 Sudarat 1p 1s 2ma 4
23 Kotcha 1p 1s 2ma 4
24 Kassie 1p 1s 2mcl 4
25 Forme 1p 1s 2mcl 4
26 manchu 1p 1s 2mcl 4
Total 27 26 26 79

Thesis stage: i = information g = gambit p = proposition

e = evaluation m = marker
Argument stage: m = marker r =restatement ¢ =claim
S = support
Conclusion stage: m = marker a = affirmation ¢ = consolidation
cl = closing
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5.8.1.2 The analysis of the use of metadadiscourse

According to Hyland and Polly Tse (2004), metadiscourse refers to the ways writers use
linguistic features including cohesive and interpersonal devices to project themselves into
their discourse to signal their attitudes towards both content and the audience of the text.
Metadiscourse allows the researchers to see how writers use devices to organize text,
engage readers, and signal their attitudes towards both the content and the reader. By
using metadiscourse effectively, the writers are able to make a dry text into a coherent
and reader friendly one. They are also able to link the text to its context, indicate their

stance and certainty, and show their reader awareness.

Researchers categorise metadiscourse differently using different terms. However, there
are a lot in common in terms of the functions of each types of metadiscourse. Halliday
(1973) proposed that language performs three primary functions. The ideational function
corresponds to content and will not be considered in this article. The textual function
consists of those features of language which generate text and includes the
metadiscourse categories of connectives, code glosses, and illocutionary markers, while
the interpersonal function refers to the social role of language and includes narrators,

hedges, emphatics, attitude markers, and commentaries.

In order to explore how the subjects used metadiscourse in their essays, a method
adopted by Hyland and Polly Tse (2004) is employed. The table below shows how

metadiscourse elements are categorised.
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Table 5.4: The model of metadiscourse in academic texts

Category

Interactive resources

Transitions

Frame markers

Endophoric markers

Evidentials

Code glosses

Interactional resources

Hedges

Boosters

Attitude markers

Engagement markers

Self- mentions

Function

Help to guide reader through the
text

Express semantic relation
between main clauses

Refer to discourse acts,
sequences, or text stages

Refer to information in other
parts of the text

Refer to source of information
from other texts

Help readers grasp functions of
ideational material

Involve the reader in the
argument

Withhold writer’s full
commitment to proposition

Emphasize force or writer’s
certainty in proposition

Express writer’s attitude to
proposition

Explicitly refer to or build
relationship with reader

Explicit reference to author(s)

Examples

In addition/ but/ thus/ and

Finally/ to conclude/ my purpose
here is to

Noted above / see Fig/ in section
2

According to X/ Y (2000)/ Z states
that

Namely/ e.qg./ such as/ in other
words

Might/ perhaps/ possible/ about

In fact/ definitely/ it is clear that

Unfortunately/ | agree/
surprisingly

Consider/ note that/ you can see
that

1/ we/my/our
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Coding method of metadiscourse use

Table 2: Metadiscourse used in the essays

Essay Interactive resources Interactional resources total T- ratio
N 11 12 13 T4 TS Tnl Tn2 T3 Tnd TnS unit
1 10 - - - 1 - 4 - - 9 24 15 1.60
2 10 3 - - - 1 - 1 15 30 22 1.33
3 14 4 - 1 - - - 2 6 27 31 0.87
4 24 1 - 1 - - - - 20 46 37 1.24
5 27 3 - 2 1 1 1 12 5 52 40 1.30
6 21 1 - 3 - 3 1 8 10 47 39 1.20

Interactive resources:
T1= Transitions  T2=Frame markers T3= Endophoric markers T4= Evidentials
T5= Code glosses
Interactional resources:
Tnl= Hedges Tn2= Boosters Tn3= Attitude markers
Tn4= Engagement markers Tn5= Self-mentions

5.8.2 Analysis of the questionnaire

The data from the questionnaire was interpreted according to items in the questionnaire.
Frequency and percentage was employed for the data analysis. Then important findings
were discussed.

5.8.3 Analysis of the video recording

The data from the video recording was analyzed according to the model of patterns of
interaction proposed by (Villamil & de Guerrero, 1996). Important findings were interpreted

and discussed (Please see appendix 9 for full explanations).
Patterns of interaction

In order to explore stage of regulation that emerged when the participants engaged in
peer feedback sessions, the terms Self-Regulation (SER), Object Regulation (OBR), and
Other Regulation (OTR) were used to categorize types of language use. The language
use during the interaction that suggested leadership, self-assurance, and willingness to
share knowledge was categorized as SER. Examples of comments from a participant who
showed SER were:
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“let’s read from the beginning so we can get the ideas.”

“with this sentence you can start another paragraph because you see...this is
something else you are going to talk about.”

‘Just check and tell me it what you understood is what | meant.”

The language use that suggested the student’s lack of interest in the task at hand, need to
justify limitation by avoiding the task or by turning to jokes or off-topic behaviour was
categorized as OBR. The language that suggested OBR was for example:

“l don’t know, detail you mean?

“To tell you the truth, all of this writing in English and Spanish (starts singing)...l
always do so bad.”

“l don'’t care about details, | am not a good observer, besides, | don't like to say
much.”

The language use that suggested degree of hesitancy, a need to be taken by hand, and
despair when not knowing what to do was categorized as OTR. Examples of language

that suggested OTR were:
“And how can | explain that?”
“But this is in the past, do you think it should be in the present?”
“We can change this word, feel, well, | don’t know, | really don’t know”

“Oh God, | have an idea...that this goes here, but...Oh my God, what is this?”
Excerpt from Hyland & Hyland (2006, p. 28)

5.8.4 Analysis of audio

The audio record was analyzed using theme emerge. Importance information in the data
set was discussed in relation to other research instruments in order to triangulate the

results.

5.8.5 The analysis of students and colleagues’ reflections

The data from these sources was analysis base on theme that emerge during the course
of the study. Important information was discussed and the results were used to triangulate

with the other instruments.
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Chapter 6

The findings: Evidence of text quality improvement

This chapter presents the findings based on the analysis of the students’ writing. In the
first section, it presents the scores given to the six essays by the three raters. The
presentation of the writing score is aimed at determining whether or not there is
improvement in the writing quality as a whole. The next section presents the findings
based on the analysis of the essays using Hyland (1990) approach to the analysis of
argumentative writing. The next section presents the use of metadiscourse in the essays.
It statistically shows text characteristics of the essays 1-6 written. Lastly in this chapter,
the discussion of changes or development occurred in the essays throughout the course
of the study is made.

6.1 The improvement of essay quality: the writing scores

To compute the final score to each essay, the scores from the three raters were added up
together and the result was divided by 3. As they had worked together by discussing the
rating scale, doing mock rating, and comparing their scores with each other, the interater
reliability was high (See appendix 6).

97



Table 6.1: Average score by the three raters

Student Essay 1 Essay 2 Essay 3 Essay 4 Essay 5 Essay 6
1 Sai 2.00 2.66 3.00 2.00 3.00 3.00
2 Kate 3.00 3.00 2.66 3.00 3.00 3.00
3 Mean 3.00 3.66 3.66 4.33 4.66 4.66
4 Tiger 2.33 3.33 3.00 3.33 3.66 4.00
5 Supat 2.33 3.33 3.00 3.66 3.66 4.33
6 Amp 2.33 3.00 3.00 3.33 3.66 3.00
7 Wila 2.33 3.66 3.66 4.00 3.66 4.66
8 Nueng 2.33 3.33 3.00 3.66 3.66 4.66
9 Pornka 3.00 3.33 3.00 3.66 3.66 3.66
10 Sunsa 2.33 3.33 3.00 3.66 3.66 3.00
11 Titty 2.33 3.00 3.00 3.00 3.00 3.00
12 Sarinya 2.33 3.66 3.66 3.66 3.66 4.33
13 Supawa 2.33 3.66 3.66 3.66 4.00 3.66
14 Piro 2.33 3.33 3.33 3.33 3.66 3.66
15 Pailin 2.33 3.00 3.33 3.66 3.66 3.66
16 Natee 2.33 3.00 3.00 3.33 3.66 3.00
17 Arnon 3.33 3.00 4.33 4.66 4.00 4.33
18 Tip 3.00 4.00 4.00 4.00 4.33 4.00
19 Kanja 2.33 3.33 3.00 4.00 3.00 4.00
20 Sukan 2.00 3.00 3.00 3.33 4.00 3.66
21 Natta 3.33 4.00 4.00 3.33 4.00 4.66
22 Sudarat 3.00 3.66 4.00 4.00 4.00 4.66
23 Kotcha 2.33 3.33 3.00 3.66 4.00 4.00
24 Kassie 2.33 3.33 3.00 3.00 3.00 3.66
25 Forme 2.33 3.00 3.33 3.00 3.33 3.00
26 manchu 2.33 3.33 3.33 3.66 433 4.00
Total 65.27 86.26 85.95 91.91 95.91 99.25
Mean 2.51 3.31 3.30 3.54 3.69 3.82
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Table 6.2: Comparison of scores of each trait of the writing

Content [
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135upaw] 2500 333 333 358 aoo| 367 2000 aoo] 4ol 417 425 37|  2s0] 3e7| 358 325 37| 38
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According to the analysis, the overall scores of the final essays of all the students were

higher comparing to the first writing. It can, therefore, be assumed that there was
improvement in the essay quality. The mean score of the first 26 essays was 2.51, that of
the second was 3.31, third 3.30, fourth 3.54, fifth 3.69, and the final 3.82 respectively.

Regarding the score given to each area of the score descriptor which includes content,
organization, and language use (See appendix 6), the results also suggest that there was
improvement in individual areas. The students performed better on providing content of
the text according to the descriptor. In the first writing task, the mean score of the content
was 2.74 out of 6, in the second writing task it was 2.98, the third 3.02, the fourth 3.36, the
fifth 3.49, and the final was 3.69. By placing the mean score on the band, the students’
first writing score on content falls on band 2. However, in the final task their score moved
up one level to band 3. This can be evident that the students have made improvement on

their content of the text.

The next descriptor is organization. The score the students received on the area has also
improved. In the first writing task, the mean score was 2.03. Then it increased to 3.64 in
the second writing, to 3.70 in the third, to 3.89 in the fourth. The score dropped a little in
the fifth writing to 3.83. Then went up to 3.92 in the final writing task. By placing the score
on the band, their performance was initially on band 2 when they first wrote the pre-test

essay. It then moved up one level to band 3 when they wrote their final essay.

The last area is language use and the result suggests that there is some improvement on

this area too. In their first writing, the mean score of language use was 2.78. Then it

99



moved up to 3.34 in the subsequent writing. It then dropped to 3.21 in the third writing and
moved up again to 3.37 in the fourth writing. The score increased to 3.68 in the fifth writing

and 3.81 in the final essay.

Therefore, by looking at the score both as a whole and as individual descriptor, the results

suggest that the students have made improvement in their writing quality.

However, in order to determine if there are any dominant features in the essays and if
there are any changes in terms of those features throughout the course of the study,
analysis of text organization (the use of stages and moves) and the use of metadiscourse

are made.

6.2 Development of essay quality: textual organization

The analysis has revealed points that can be the indications of the development of the
writing ability. Firstly, it was found that the students were able to produce text with all
stages included. Secondly, the number of the moves used in each stage has increased.
Thirdly, the students showed more skill in manipulating moves within each stage. The
following sections, therefore, are presenting the main findings with evidences taken from

the students’ text.

6.2.1 Texts with all stages included

According to Hyland’s (1990) model, the English argumentative essay is characterized by
a three stage structure (Thesis, Argument, and Conclusion) which represents the
organizing principles of the genre. Each stage contains several moves, some are
compulsory and some optional. The analysis of the students’ writing has revealed that in
their first assignments, the students did not write with stages that can clearly be identified
(See appendix 8.1). However, in the later essays they were able to produce

argumentative texts with all stages included.

In the first essays, it was found that almost all the students started the texts with the
answer to the essay prompt which can be considered as the proposition according to
Hyland’s model (1990). Here are a few examples taken from the sample essays.
(Proposition) | think knowledge from experiences is better than from book
(E1/Tiger).
(Proposition) | think knowledge from experiences is better than from book for me
(E1/Supat)
This is how the students started their essays with the first sentence giving the answer to

the prompt. This characteristic was very common among the students’ writing. Once the
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prompt has been answered, the writers moved straight to giving reasons for their
proposition. Here is an example.

(Proposition) | think knowledge from experiences is better than from

book (Support) because experiences is everything for knowledge.

Experiences is knowledge that you studied by yourself. It is knowledge

that no limit. You try open your mind. You will know around yourself is

biggest experiences..(E1/Tiger).
After the prompt has been answered (I think knowledge from experiences is better than
from book), the students moved straight forward to provide reasons to support the
proposition (because experiences is everything for knowledge. Experiences is knowledge
that you studied by yourself. It is knowledge that no limit. You try open your mind. You will
know around yourself is biggest experiences). This characteristic can be considered as

support.

However, in the later essays, the students were able to organize the texts according to
argumentative pattern. Specifically, they included all the stages in their writing. The
example below illustrates how the student produced the essay in the subsequent
assignments.

(Information) At the present time our world have to progress technology,
learning. Some country have education difference a teaching, dressing and
time in motion. Which Thailand has difference Europe. But some people
have idea conflict from congregation. (Gambit) Why we wear casual in the
study. Learning have good GPA irrelevant dress. If you are to select
related? (Proposition) But if | am to select wear student uniform. | have
my reason.

(Marker) My first reason (Claim) | think that students have order and
beauty. (Support) In learning we can variety dress. But when people look
out then it don’t have appropriate or agreeably. Soin learning we must to
been spectacular dress. (Marker) Addition | have second reason. My
second reason (Claim) is symbol students (support) because somebody
has difference occupation such as police, doctor, nurse, soldier and
student because dressing

(Marker) So (Affirmation) we wear student uniform it a good thing

becausewe have been spectacular addition we have agreeably. Finally is

symbol Thailand student not the same in the world. (E2/Sai)
In the above sample text, the writer produced the essay that included all the three stages.
The writer clearly separated the first part of the essay, the thesis, from the rest, the
argument, and the conclusion. She started the thesis stage by giving some general
information about the topic. Then drew the reader’s attention to the topic when she wrote
‘Why we wear casual in the study. Learning have good GPA irrelevant dress. If you are to
select related? The writer ended the stage with the statement of her proposition by saying

‘But if | am to select wear student uniform’. She then moved to the next stage, the
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argument, starting with a marker ‘My first reason’. Next, she provided the claim by saying
‘| think that students have order and beauty’ followed by the support to her claim in the
following part. The writer then moved to the next stage, the conclusion, giving a marker
‘so’ to guide the reader to the new stage. She then restated the thesis statement (the
affirmation). However, she did not properly provide the consolidation and the close to her
writing. Another example of similar pattern is provided below.

(Information) At long ago, Education of Thai people may appreciate a few
important of English. \\ So many students fall into using English skills. \\
Difference from other country such as Myanmar, Cambodia, and
Singapore etc.\\ those have using English language better.\\ English is
interlingua that have so important\\ and ASEAN community make English
have important for everybody.\\ the university has a new policy about
using English language teaching stating that all English subjects must be
taught in English.\\ (Proposition) | think | agree with this policy.\\

(Marker) My first reason is (Claim) the student get language English skills
more. \\ (Support) Firstly, Most students have interested language truly.\\
Learning English in classroom is foundation of students \\ thus it may help
students get language English skills in communication that well and
efficiency.\\ In addition, students can applied in everyday of life. \\
Moreover, students can helped communicate with foreigner.\\

(Marker) My second reason is (Claim) students understand the culture in
English.\\ (Support) For example, they understand culture of life in the
school and house of people English such as etiquette of eating, courteous
greetings etc. \\ Etiquette of eating bread, ham and coffee morning will be
mostly for comfortable. \\ The evening will consist of mainly meat.\\

(Marker) In conclusion, (Affirmation) | think | agree with this policy

(Consolidation*incomplete) \\ because using language English in

classroom help develop English skills more. When appear many situation

in daily life about communicate language English. \\ (Close) What do you

think about this topic?\\ 21(E2/Nueng)
Similar pattern can be seen in the sample text above. The three stages were clearly set
out in this student’s second writing. Instead of answering the prompt, the writer began her
thesis stage giving some information about the topic. She then moved to her proposition in
the last sentence of the paragraph saying ‘I think | agree with this policy.” The writer then
moved to the next stage giving an obvious marker ‘My first reason’ to signal the reader
that she is now presenting her argument. After that she made the claim ‘the student get
language English skills more’ followed by the support. The writer did the same in the
second argument paragraph giving a marker ‘My second reason’ followed by the second
claim ‘students understand the culture in English’ and then the support. In her conclusion
stage, the writer provided the marker ‘In conclusion’ before she made the affirmation and
provided the consolidation which was not complete. Unlike the first sample text, this
student was able to include the close to her essay by asking the reader the question
‘What do you think about this topic?’
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In their subsequent essays (See Appendix 7.2), the students were able to write their text
which included all the stages. As the students wrote their second essay in week eight after
they had been participating in series of classroom activity, the writing with all stages
included can be the result of the students’ participating in classroom activities alone. The

development in the use of all stages therefore, is not the contribution of peer feedback.

6.2.2 The increase of numbers of moves

Considering the total number of the moves the students used in the first until the final
essays, it was found that the figures have increased in the final writing comparing to the

previous ones.
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Table 6.1: The total number of moves used in the essay
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The table shows the total number of moves used in each stage in the essays. In the first
essays, it was found that only 79 moves were used in the 26 essays. Then in the later
assignments, the number of moves used have increased to 214 in the second writing, 225
in the third, 217 in the fourth, 231 in the fifth, and 244 in the final writing.
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Among the 79 moves used in the first writing, 27 of them were categorised as the thesis
stage, 26 as the argument stage, and 26 in the conclusion stage. In the thesis stage,
nearly all of the moves (26) were proposition which is the obligatory move according to
Hyland’s model (1990). To be more specific, there were 25 students who wrote the thesis
stage with only proposition included. Below are the examples of how the thesis stage
looked like in the 25 essays.

(Proposition)l think that knowledge from experiences better knowledge
from book (E1/Sai)

(Proposition) | think knowledge from books are as good as knowledge

from experiences (E1/Kate)
There was only one student who produced the thesis stage with the obligatory move,
proposition, and one optional move which appeared to belong to the information move.
Here is the thesis stage produced by the only student.

(Information) Knowledge is everything that you see, find and learn from
everywhere not only in your classroom, your books but knowledge can
from your experiences, but | think knowledge from books is a part of
experience that | call learning experiences. (Proposition) So if | want to
comparison between knowledge from books and from experiences | think
knowledge from experiences is better than knowledge from
books..(E1/Arnon)

In the first assignments where the students wrote in one paragraph from the start to the
end, the argument stage can be found right after the proposition. There was only one
move identified in this stage which is the support, an obligatory element of the stage. The
other required move, the claim, was not found in any of the 26 essays. Moreover, no other
optional moves were used. Below is another excerpt to illustrate how the paragraph
looked like in most of the first essays.

(Proposition) | think about knowledge from books is an important and
knowledge from experiences is an important same. (Support) Different of
knowledge books and experiences; knowledge from books is we can read
books everyday if we want to read But someone dislike to read books
because someone think that very boring. But knowledge from experiences
is we can study every day and everything of around the world. We can
study from true everything. The experiences is study at appear in life of
everybody and make to everybody understand thing that happen to in life
so simply and good remember. So we can comprehension from place and
around the world; example people and everything etc. (E1/Nueng)

In this example, the student began, in her thesis stage, the essay with the answer to the
prompt which is the proposition. Then in her argument stage she started giving the
supports to her proposition without providing marker, restatement, and most importantly
the claim which is one of the required moves of this stage. The resemblance of the pattern

can be seen in almost all the essays written by the other students.
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In the conclusion stage, there were 10 students who finished their writing straight after
they have provided the supports to their proposition. Therefore, they wrote without this
stage. The following examples show how the students wrote without the conclusion stage.

(Proposition) | think knowledge from experiences better knowledge from

books (Support) because experiences help train skill the all. If we are use

English everyday will make our English very good. Knowledge from

experiences have to train usually and understand language too but

knowledge from books have important equal experiences because books

to be necessary with student. If we are read English book everyday it is

help in the word. Otherwise | think important the all about English and if

we attentive English can train all the time, example, listen to English

music, speak English with friends, read English book and write English in

diary of your. It help in the word and good remember of English.

(E1/Kanjana)
Sixteen students included elements which appear to belong to the concluding part.
However, regarding the use of the obligatory moves (affirmation, consolidation, and
close), no students could include every required move. There were 8 students who
restated their proposition using the affirmation move and 8 students who provided the
reader with the final remark by using the close move. For the use of the optional move,
the marker, only 10 of them used the marker move to signal the concluding parts of the
essays. In the excerpts below, ‘therefore’ and ‘so’ were the only markers that that the
students used. After the marker, the students went on by giving opinions towards the
prompt without providing the obligatory moves which are affirmation, consolidation, and
close.

(Marker) Therefore | think that everybody should be learned from books
and experiences together. Because both in the toppic have important for
everybody very much. | think that. (E1/Manchu)

(Marker) So | want to tell everybody that knowledge from books and
knowledge from experiences are important knowledge so much for life.
(E1/Nattawa)

There were eight students who included the required moves in the conclusion stage. The
examples of the text are provided below.

(Marker) In my summary (Affirmation) | think knowledge from
experiences better knowledge from book. (E1/Sudarat)

(Marker) So (Affirmation) knowledge from experience more important
than knowledge from books because knowledge from experiences is value
and meaning don’t necessary read your books. (E1/Kotcha)

It should be noted also that even though there were some students who were able to use
the marker, the affirmation, and the close in the writing, it was not the same student who

used those moves in the same essay.
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In their subsequent writing, the students have made changes. In the final writing, there
were 244 moves used in total of which 71 moves were used in the thesis stage, 81 in the

argument stage and 92 in the conclusion stage respectively (Please see table 6.1).

The first different feature is that all of the students were able to employ the moves more
effectively in the thesis stage. As the table shows, all the 26 students included the
‘proposition move’ which is the required move in this stage. Moreover, all of them were
able to include optional moves which means in the final writing, the students employed at

least one optional move together with the proposition.

There were 10 students who used the proposition move together with one optional move
(Student 1, 3, 5, 11, 17, 19, 22, 23, 25, and 26), 13 students who used the proposition
move together with other two optional moves (See appendix 8.3, Essay 6) (Student 2, 4,
6,7,9, 10, 12, 13, 14, 15, 16, 20, and 21), and 3 students who were able to use the
proposition move together with the other three optional moves (Student 8, 18, and 24).
Below is an example of the thesis stage showing a paragraph with the compulsory move
used together with one optional move.

(Gambit) “Money” we can’t deny it’s not important for our life, \\ even

though someone had said “Money can’t buy everything, but almost

everything need the money”. \\ Everyone needs more money \\ if you

have more money the social will look at you as a rich man, no matter you

have more money or less money\\ | want to ask how do you manage your

money? \\ (Proposition) Investing on something is a good sounds |

suggest. (E6/Arnon)
From the above excerpt, the writer employed one optional move, the gambit, and the
compulsory, the proposition. The writer used the gambit to gain the reader attention using
old expression. He then raised the issue of the present topic by asking the readers what
they would do with the money they had, save it or invest it on something. Finally, he

stated his proposition.

The example below shows a paragraph where the writer used the compulsory move
together with two optional moves.

(Gambit) In the present, people have to raise a lot of money. There have
the rich and the poor. Which they do not choose to take birth, but they
can rich when to work. | believe, everybody need some money.
(Proposition) If | have money | will invest my money on something.
(Evaluation) | think it wonderful that stable in life have a good system of
money and appending money for the best in future. (E6/Kate)

Before the proposition is stated, the writer employed the gambit move in order to draw the
readers’ attention to the topic. After that she stated her proposition and the evaluation to

the proposition she took.
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Another excerpt of the introductory paragraph provided below shows the writer who
included in her thesis stage the obligatory move and other three optional moves including
the information, the gambit, the proposition, and the marker move.

(Information) Nowadays, Education has varied degree for instance,

primary education, high school education, and university education. These

things make they must do a report or a project. So all Thai students usually

get a report or a project to study. (Gambit) However, some teachers

believe that it is better to have their students write it by hand rather than

type it on the computer. In contrast, there are teachers who believe that

requiring the students to write the project by hand is wasting time, thus is

not beneficial to the pupils at all. (Proposition) As a future teacher, | agree

that the students should have freedom to type on the computer. (Marker)

| have 2 reasons to support my opinion. (E6/Nueng)
The writer began the paragraph giving some information about the key word relating to the
topic. Then she raised the reader interest in the issue to be discussed in the essay by
using the gambit move. After that, she stated her thesis statement (the proposition move)

followed by a marker ‘| have two reasons to support my opinion’ (the marker move)

In the argument stage, all the students were able to write with the required moves (the
claim and the support) included (See appendix 8.3). There were three students (Student
17, 18, and 26) who employed only the obligatory moves. There were 17 students who
used the two obligatory moves together with one optional move (Student 1, 2, 3, 5, 6, 7, 9,
11, 13, 14, 16, 19, 20, 21, 22, 23, and 25). There were 6 students (Student 4, 8, 10, 12,
15, and 24) who used the two moves together with two optional. It is worth noting that
among the optional moves used, nearly all of the students used the marker move in their
argument stage. Among the 26 students, there were 21 of them who used markers to

help signal the concluding part of the writing.

The following sample text shows the writer who used only the two required moves in the
paragraph.

(Support) | know that most students don’t like the writing. \\ But | will try
to make them familiar with writing. \\ Because writing can be practice
reading, thinking and remember skills together. \\ Moreover, when they
wrote a report completed. And they are read a report again. They will
remember what is in written. \\ (Claim) You can be seen that the writing
help to practice all three skills. \\ (E6/Manchu)

The sample text below shows an example of a writer who employed the two obligatory

moves together with one optional move.

(Marker) My first reason is (Claim) fast for working. \\ (Support) First of
all, when the teacher instruct report, we can search from internet \\ and
while we see this we can copy it to be easy. \\ Nevertheless, if we do not
want to use some of shape, we can cut out on the computer.\\ Second;
quality of the working, report has quality which we can see from copy
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work by internet.\\ We can choose a lot of work from internet\\ we mix
both inferior quality and high quality \\ and bring a new work to be better
than the past. \\ Last, we can untie when we type wrong work. \\ (E6/Piro)

The writer began with the optional move, the marker ‘My first reason’. Then he moved to

the two obligatory move, the claim ‘fast for working’ followed by the support to his claim.

The sample text below is an example of a writer who employed the two required moves
together with two optional moves.

(Marker) My main reason (Restatement) that make me prefer to the
students write a report by hand is (Claim) “Ability”.\\ (Support) Of course!
We can type the report on the computer.\\ And | believe so,\\ more
students prefer type the report on the computer more than write by hand
\\ because they may think writing by hand is wasting time \\ and they
want convenience \\ but you don’t know, \\ writing by hand can make you
have ability such as ability in various skills. For instance, remember skill. \\
If you usually write report by hand it help you can remember material that
you write better than type on the computer. \\ Advantages of remember is
make you pass.\\ Moreover, it can make you to share knowledge to your
friend also \\ because writing by hand make you understand material
more than type on the computer. \\ Certainly! Sometime type the report
on the computer it’s not our idea \\ because we can copy from various
website.\\ (E6/Sarinya)

The writer began the paragraph giving a signal that guided the reader to the argument by
using a marker ‘My main reason’. She then gave the restatement of the thesis statement
saying ‘that make me prefer to the students write a report by hand’. Then stated her claim
‘ability’ followed by the support. Comparing to the previous essays, more restatement
moves were also used among the final writings. There was none of it used in the first
essays. Only one student used the move in the second writing.

(Restatement) Maybe somebody think, English teaching to Thai students
should be use Thai language for easy understanding or convenient the
communication to Thai students. It is normal that they find only good
reason until they overlook the better reason of teaching all English
subjects in English. (Claim) Teaching all English subjects in English will help
Thailand can be the same other country where can use English fluently.
(E2/Mean)

Three students used it in the third writing. Below are some examples.

(Restatement) Working alone is better (Claim) because about thinking of
work alone is better in the idea of project (E3/Porn)

(Claim) More people more problem (Restatement) this word makes me
sure why | want to work alone when | have assigned an
assignment.(E3/Arnon)

Four students used the move in the fourth essays and three in the fifth. The examples
below show how the students used the move. The first two examples belong to the fourth

assignment and the other two belong to the fifth writing task.
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(Claim) The relation of friend has never ended. (Restatement) That is my
first reason that | think, friend is more important than money. (E4/Mean)

(Marker) My main reason (Restatement) that make me choose freedom is
(Claim) happiness.(E4/Srinya)

(Marker) For my first reason (Restatement) | don’t agree to use social
media sites at work is (E5/Natee)

(Restatement) Besides, living together before they got married is bad as it
increase divorced problem, (Claim) | have more reason..(E5/Sudarat)

However, in the final writing, eight students used this move in their texts. Here are some
examples.

(Marker) My first reason (Restatement) that the students should have
freedom to type on the computer to efficiency a report or a project is
(Claim) to get a tidy report. (E6/Nueng)

(Restatement) | agree; the students should have freedom to type a report

or a project on the computer because (Claim) | think it make a report or a

project be neat. (E6/Sunsa)
In the conclusion stage, which there are three required move: the affirmation,
consolidation, and close, there were 19 students (Student 1, 3, 4, 7, 8, 10, 11, 13, 14, 15,
16, 18, 19, 20, 21, 22, 24, 25, and 26) who were able to employ the three obligatory
moves. There were 7 students (Student 2, 5, 6, 9, 12, 17, and 23) who failed to use all the

three move.

Among the 19 students, there was one student (Student 26) who employed all the three
required moves with no other optional moves. The text below is the concluding paragraph
written by this student.

(Affirmation) Most books have been written by hands. Before it was
published. \\ If | was a teacher in the future. | think that writing by hands
better a type on the computer, \\ (Consolidation) because writing ban be
helps a practice three skills for my students. \\Furthermore writing by
hands have a prevent from copying of information from websites. \\ These
is my reason. \\ (Close) | want to my students to gain knowledge and
understanding in the report through writing than typing on the computer.
Although | have tired to read a handwriting of my students. (E6/Manchu)

There were 18 of them who employed all the required moves together with one optional
move which is the marker. Below is an example of the concluding paragraph with all the
three compulsory moves included together with one optional move, the marker.

(Marker) In conclusion, (Affirmation) | agree doing report by typing
computer.\\ (Consolidation) First, it is fast for working,\\ we must not type
all \\ but we can copy from internet.\\ Second, we have a beautiful letter
when we type on the computer.\\ And last, our work have a high quality.\\
(Close) Therefore, “Typing by computer is better”\\ how do you think like
me? \\ (E6/Piro)
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(Marker) In conclusion, (Affirmation) doing the successful report has

many way to do but it has only best way to do is doing by hand.

(Consolidation) Both of my reasons are good ways to make teachers

determine easier. These are students get many processes for doing their

report by hand and teachers can give them some feedback easier. (Close)

It is not too late that teachers will see the good thing form doing the

report by hand. (E6/Mean)
From the example above, the writer used ‘in conclusion’ as her signal to the ending part.
Then, she moved on to the required elements of the stage, the affirmation, consolidation,

and the close.

Among the seven students who failed to use all the three required moves, one student
(Student 2) used two moves: the marker and the close, one student (Student 5) used two
moves: the affirmation and the close, one student (Student 9) used three moves: the
marker, the affirmation, and the consolidation, two students (Student 6 and 12) used two
moves: the affirmation and the consolidation, and two students (Student 17 and 23) used

three moves: the marker, the affirmation, and the close.

In the conclusion stage, majority the students were able to employ all the obligatory
moves including the affirmation, consolidation, and close. Comparing to the first writing
where the students failed to use required elements of the stage, it was found that 25
students wrote with the affirmation move; 22 had the consolidation move in their writing,
and 23 of them had the close move included in the texts. It was also evident that the use
of the optional move, the marker, has increased. In this final writing, 25 students used the
marker move to signal the concluding part of their essays comparing to the first writing

where only 8 students gave a marker to the concluding part.

6.2.3 Better employment of moves

It is evident that within each stage the students showed some improvement in putting
moves together. They looked more confident to move around the moves in order to make
their text flow smoothly. The following example shows how the student did an experiment
to put the elements in different order from what she did previously.

(Information) Over the past 60 years, public schools and universities have
required students to wear uniform. In Thailand have both students that
support and oppose the requirement to wear student uniform,
(Proposition) but | am support’s group. (Marker) | have 2 different
reasons. (E2/Srinya)

(Information) Sports can be of two types are individual and team sports.
Some people prefer to play individual sports, but some people prefer to
play team sports same me. (Marker) | have 2 different reasons
(Proposition) that make me prefer to play team sports. (E3/Srinya)
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The structure of the introductory paragraph produced by this student is an evidence that
indicates the student’s confidence to move around elements within the paragraph. In her
second writing, the writer structured her paragraph starting with information — proposition-
marker. However, in the third writing, she started with information, the element that is
likely to often come before other moves. Instead of stating her proposition, the student
opted to put first the marker that signal the body of her essay. Then she provided the
reader with the proposition. There are several students who have shown this in their
writing. The following are some more examples.

(Marker) In conclusion, (Affirmation) | agree with watching T.V. is bad for
children (Consolidation)\\ because it destroy both cognitive development
and development of the body or behavioral problem. \\(Close) Between

machine and man. What is more appropriate to teach children? (E4/Wila)

(Marker) In summary, (Consolidation) from the important of consistency
and many social problems, (Affirmation) | disagree with topic from many
reason of all. (Close) Before you try family life while you never get married
either you get married before try family life or try family life before get
married is better. How many you have consistency in honesty and
responsibility of your lovers? (E5/Wila)

This student has done an experiment to put the moves within the conclusion in different
order to what she previously did in the fourth writing. In her fourth writing, the student
began her conclusion using the marker ‘in conclusion’. Then she made the affirmation of
the thesis statement followed by the reasons from the main body (the consolidation
move). In the final part, she put the final remark (the close move). In her later writing, the
student, however, placed the consolidation move before restating the thesis statement.
Then she closed her essay giving the final remark. This indicates that the student had
clear understanding of the function of each element and the relationship between each.
As she appeared to realize that by swapping the position between the affirmation and the
consolidation move, her paragraph would still send the same message but look more
beautiful and show the writer’'s confidence.

(Marker) In conclusion (Affirmation & Consolidation) | have two reasons
of Watching television is bad for children about problem of health and
behaviour. \\(Close) So we should mind in this problem, \\ the parent
should give the good comment when see the television together \\ and
parent don’t inattention the children watching television alone \\ but if
you can avoid the children don’t watching television in childhood for avoid
the problem in the wind.\\ | think that you don’t want see you child has
problem from watching television.\\ Am | think right? (E4/Pornka)

(Marker) In conclusion, the reasons of living together before getting
married are three choices, (Consolidation) the first way you can living
together until you ready to married. The second ways you can stop your
relationship if you cannot living together. The third ways you can adapt
your life before you choice getting married or stop your love. (Affirmation)
These ways make me agree with the idea of the lover living together
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before they get married. (Close) | think that the married is the first step of
wedlock and it is important, but however you choice which the ways, the
love is beautiful and it cannot bend, it cannot make laws. It depend on the
heart and the feeling, | think that on no account choice which the ways,
you will self confident “Do you do your love best?” (E5/Pornka)

The above example shows another evidence of the students’ more effective use of moves
within stages of their writing. In her fourth writing, the student already showed that she
was able to use the moves in several ways. Here she decided to put together the
affirmation and consolidation in one sentence as the sentence reads ‘In conclusion, | have
two reasons of Watching television is bad for children about problem of health and
behaviour.” She stated the affirmation in the first half of the sentence ‘I have two reasons
of watching TV is bad for children’, then the consolidation in the rest of the sentence
‘about problem of health and behaviour’ is the consolidation. Although the student should
have written more of her consolidation, this character has indicated that the writer has
confidence to try different ways of writing. In the fifth essay, the student has opted to give
the reader the reasons she used to support her thesis statement straight after the marker
‘in conclusion’. After that she restated her thesis statement (the affirmation move). Then

she gave the closing part of the essay.

6.3 Development of essay quality: The use of metadadiscourse

In order to explore how the subjects used metadiscourse in their essays, an approach
adopted by Hyland and Polly Tse (2004) was used. Metadiscourse refers to the ways
writers use linguistic features including cohesive and interpersonal devices to project
themselves into their discourse to signal their attitudes towards both content and the
audience of the text. The analysis was made by examining the amount of metadiscourse
used per t-unit. The ratio between the metadiscourse used and the number of t-unit was
computed. The use of t-unit is considered appropriate way as some of the metadiscourse
items are likely to be used to fix together the text in thought unit level rather than in word
level. Although there are some metadiscourse items that are used in word level

(interactional resources), using t-unit can also be appropriate.

Therefore, the results of the analysis are presented according to the ratio between the
metadiscourse per t-unit in order to determine whether there were changes in the amount
of the metadiscourse used throughout the six essays. After that, the results regarding how

much each type of metadiscourse were used is presented.
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Table 6.2: The ratio of the metadiscourse used per T-unit

. . . )
Essays Interactive resources Interactional resources total unit Ratio
T1 T2 T3 T4 715 Tnl Tn2 Tn3 Tnd4 Tn5
1 168 7 1 0 21 197 4 68 13 49 221 355 552 399 1.38
2 221 85 1 5 28 340 19 36 36 115 142 348 688 615  1.12
3 216 95 0 2 21 334 24 a4 39 87 224 418 752 642 117
4 271 92 0 9 40 412 17 63 23 117 346 566 978 746 131
5 305 % 0 8 2 450 35 58 33 280 110 516 966 762 1.27
6 305 104 0 4 32 445 18 51 28 201 178 476 | 921 743 1.23
Total 1486 479 2 28 183 2178 117 320 172 849 1221 2679 4857 3907 124

3060 9.86 0.04 0.58 3.76 44.84 240 6.59 3.54 17.48 2513 55.14 100

Interactive resources
T1= Transitions T2= Frame markers T3= Endophoric markers
T4= Evidentials T5= Code glosses

Interactional resources
Tnl= Hedges Tn2= Boosters Tn3= Attitude markers
Tn4= Engagement markers Tn5= Self-mentions

6.3.1 The use of metadiscourse per T-unit

As the table shows, the ratio between the metadiscourse and the number of t-unit has
decreased in the final assignment comparing to the first writing. In the first writing, it was
found that metadiscourse was used 552 times in the total of 399 t-units with the ratio of
1.38. In the later writing, the ratio was 1.12, 1.17, 1.31, 1.27, 1.23, and 1.24 respectively.
This means that in the first essay the students used one metadiscourse marker every 1.38
T-unit. And in the final essays, they used one marker in every 1.24 T-unit. This suggests
that the students employed metadiscourse more frequently in the later assignment than

they did in the first writing.

6.3.2 The use of each type of metadiscouse

In the previous part, the ratio between the number of metadiscourse markers used per T-
unit was investigated and it showed that the students have used metadiscourse more
frequently in their final writing than they did in the first assignments. However, the number
cannot tell much whether the improvement in the score in the later assignments was the
result of this difference. In this part, the findings regarding the use of specific types of

metadiscourse are presented.
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Table 6.3: The use of each type of metadiscourse

Essay total Interactive resources Interactional resources

T1 T2 T3 T4 T5 total Tnl Tn2 Tn3 Tn4 Tn5  total

1 552 168 7 1 0 21 197 4 68 13 49 221 355
100 3043 1.27 0.18 0.00 3.80 35.68 0.72 1231 236 8.88 40.04 6431
2 688 221 85 1 5 28 340 19 36 36 115 142 348
100 3212 1235 0.15 0.73 4.07 4942 2.76 5.23 5.23 16.71 20.64 50.57
3 752 216 95 0 2 21 334 24 44 39 87 224 418
100 28.72 1263 0.00 0.27 2.79 4441 3.19 5.85 5.19 1157 29.79 55.59
4 978 271 92 0 9 40 412 17 63 23 117 346 566
100 27.70 9.40 0.00 0.92 4.09 4211 1.74 6.44 235 1196 3538 57.87
5 966 305 96 0 8 41 450 35 58 33 280 110 516
100 31.57 9.93 0.00 0.83 4.24 46.57 3.62 6.00 3.41 2899 1138 53.43

6 921 305 104 0 4 32 445 18 51 28 201 178 476

100 33.11 11.29 0.00 043 3.47 4833 195 554 3.04 2182 1932 51.67

Interactive resources: T1= Transitions T2=Frame markers T3= Endophoric markers
T4= Evidentials T5= Code glosses

Interactional resources: Tnl= Hedges Tn2= Boosters Tn3= Attitude markers

Tn4= Engagement markers Tn5= Self-mentions

As the two types of the metadiscourse were investigated, it was revealed that the students
have employed more interactional resources than interactive resources. The students
employed 4,833 metadiscourse items throughout the six assignments with 2,163 of them
belonged to the interactive type and 2,670 to the interactional. The percentage of the

interactive resources was 44.75 and that of the interactional resources was 55.25.

By looking at individual assignments, however, there is a tendency that the use of
interactional resources decreased throughout the six assignments. In contrast, there is a
tendency that the use of interactive resources increased. The percentage use of the
interactional resources was higher than that of the interactive resources in all the
assignments. The percentage use of the interactional resources was 64.31 % in the first
writing, 50.57 % in the second, 55.59 % in the third, 57.87 % in the fourth, 53.43% in the
fifth, and 51.67% in the final. For the interactive resources the percentage was 35.68% in
the first writing, 49.42% in the second, 44.41% in the third, 42.11% in the fourth, 46.57%
in the fifth, and 48.33% in the final assignments respectively. This tendency can have
some effects on the writing quality. That is to say, the text quality is improved when the

writers used more interactive resources and less interactional resources. However, we
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need to investigate deeper into the use of each type of marker to see if there is any

evidence that can account for the quality that has improved.

The use of individual type of metadiscourse appeared to show that there is a relationship
between the writing score that has developed throughout the six assignments and the use

of metadiscourse.

Table 6.4: The percentage use of each type of metadiscourse

Essay total Interactive resources Interactional resources

T1 T2 T3 T4 T5 total Tnl Tn2 Tn3 Tn4 Tn5  total

1 552 168 7 1 0 21 197 4 68 13 49 221 355
2 688 221 85 1 5 28 340 19 36 36 115 142 348
3 752 216 95 0 2 21 334 24 44 39 87 224 418
4 978 271 92 0 9 40 412 17 63 23 117 346 566
5 942 296 92 0 7 40 435 35 56 31 280 105 507
6 921 305 104 0 4 32 445 18 51 28 201 178 476

total 4833 1486 479 2 28 183 | 2163 117 318 170 849 1216 | 2670
% 100 30.75 991 0.04 0.58 3.79 4475 242 6.58 3.52 17.57 25.16 | 55.25

Interactive resources: T1= Transitions T2= Frame markers T3= Endophoric markers

T4= Evidentials T5= Code glosses

Interactional resources: Tnl= Hedges Tn2= Boosters Tn3= Attitude markers
Tnd4= Engagement markers Tn5= Self-mentions

The findings found that the particular types of metadiscourse that have been used more
and less in the later writings could have contributed to the improvement in the writing
quality. In particular, the increase of transitional markers, and the frame markers can have
some positive effect on the writing quality that has increased in the later writing. Similarly,
the decrease use of self-mentioned markers can also have the same effect on the text

quality.

The percentage of transition markers that has increased in the subsequent assignments
(30.43 % in the first assignment to 33.11% in the final writing) could help the writers get
the information across more effectively. That is because the markers link the information

together to make the message clearer to the reader.

The higher percentage use of frame markers (1.27% in the first essay to 11.29 % in the
final essay) is one of the key features that could help the text easier to follow. That is
because the frame markers signal the direction of the essay, mark the beginning of the

argument, as well as indicate the end of the discussion. The following example
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demonstrates how the student used more of frame marker tools and used them more

effectively.

Essay 1

(Proposition) | think’™? a knowledge from experience better a knowledge
from books (Support) \\ because’™ whatever we'™ make by myself 7"°, my
™5 hands, my ™ brain It will make remember a long times. \\ Especially',
what ever will me '™ sad, happy, angry it makes us have remember from
every feeling. \\ And ’* knowledge from experiences can improve
yourself™, your ™ brain and knowledge. \\I "™ was going camp.\\ In camp
have many base such as ™ Direction base\\ It teach me '™ about word
(next, opposite, near, between, in front of, in back of, etc.)\\ and ™ the
next base is Time base teach about how to watch a times.\\ It make me "
remember a long time.\\ when pass time | 7> remember yet.\\ Opposite ',
a knowledge from books when | ™ read book.\\ | "™ get it but when a pass
times xxxx | ™ can’t remember. \\ However "%, a knowledge from books is
a basic of learning,\\ (Marker) so ™, (Affirmation) both knowledge are
important in learning, work, routine.\\ but * a knowledge from experience
better.\\ 14

Essay 2

(Gambit) Since, many years ago in Thai, When students study in temples or
schools. They does not ware uniform.\\ But " they can study.\\ Now,
public schools and universities must be wear uniform.\\ Why?\\ Most
student do not want to wear a uniform.\\ (Proposition) But ™! | oppose™?
with them. \\(Marker) And "* | have two reason™ to tell you ™. \\

(Marker) The first 2, (Claim) the uniform is in order and honor.\\ (Support)
When you ™ wear uniform the people can know you " be student or
scholar.\\ The uniform practice you "™ be in order.\\ Such as ™, when you
n4 are teach you must be ware teacher uniform.\\ Like >, when you " are
doctor you ™ must be wear doctor uniform.\\ However ™, whatever you
be you ™ must be uniform.\\ On the other hand "%, it made you "™ be a
reliable and honor man.\\ Such as ', when you ™ wear uniform. You ™
can’t buy alcohol,\\ Like ™ you ™ can’t go to cabaret or bar\\ because ™
uniform made you ™ can’t do wrong.\\

(Marker) The second ™2, (Claim) the uniform made privilege for your ™
life.\\ (Support) When you ¥ wear uniform you * get comfortable.\\
Such as ™, when you travel in the natural park you " never pay money for
fee.\\ Like ™, when you ™ use public bus you " can pay half price\\ and ™
when you "* watch the movie in cinema you '™ can pay be down, etc.\\
there are comfortable and privilege form the uniform. \\

(Marker) In conclusion ™, (Affirmation) | support ™ requirement to wear
student uniform. \\(Consolidation) By two reason, the first 72, the uniform
is in order and honor.\\ Whatever you™ be you ™ must be wear uniform
and uniform made you " to can’t do wrong.\\ The second ™%, the uniform
made comfortable for you 7. \\ (Close) There are benefits form the
uniform.\\ Did you "* know? \\29
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Essay 3

(Gambit) I ™™ hope everybody had worked with other people. \\Some
people feel more comfortable to work in group,\\ while other people to
work alone.\\ (Proposition) But ™ in my opinion ™ | like ' to work
alone.\\ (Marker) The following one reason " will tell why.\\

(Marker) The once reason ™ is (Claim) more comfortable to work alone.\\
(Support) In everyday life, most people must be working all time.\\ Some
occupation need to work alone such as ™ writer and art etc\\ The
comfortable to work alone is concentration.\\ It is important for work.\\
When you ™ does not have it assighment or project may be™ to mistake
and assignment or project may be ™! damaged.\\ In addition "¢, when you
T4 work alone you never get to exploitation \\ and ' never tired from
colleague. \\You ™ will get a freedom life when you ™ work alone.\\
When you ™ have a free time you ™ can do work soon. \\

(Marker) In summary ™2, (Affirmation) | like ™3 to work alone
\\(Consolidation) because ™ I ™ don’t want to get a concentration or
exploitationing.\\ And ’* | '™ want to get a freedom life and comfortable to
work alone.\\ (Close) How about you "™?\\ You ™ agree with me °? \\ 19

Essay 4

(Gambit) Now, the word is full technology.\\ You " can see it in
everywhere.\\ Television is one of technology\\ and ™ everyone have it.\\
Someone said “Watching T.V. is bad for children”.\\ (Proposition) | agree
3 with them.\\ (Marker) The following two reason ™ will tell why.\\

(Marker) The first reason ™ is (Claim) health problem.\\ (Support)
Watching T.V. is more bad result for your 7 children.\\ Firstly %, the
cognitive development has lower.\\ The survey has found™. The children
who watch T.V. for a long time have the neurological decline.\\ And then’?
is shiftless.\\ Moreover ™, the children have the development of the body
to be lower.\\ The research found #. they are weak\\ because ™ them
doesn’t move them body. \\

(Marker) The second reason ™ is (Claim) behavioural problems.\\ (Support)
When children watch T.V. for a long time, they have behavioural
problems.\\ The research found ™., they violent temper to caused
watching T.V. what have inappropriate information.\\ In addition ™,
watching T.V. result the children be anti-social behaviour\\ because ™ they
doesn’t meet other people \\ and ’* not learning with real people. \\

(Marker) In conclusion ™, (Affirmation) | agree '™ with watching T.V. is bad
for children (Consolidation)\\ because " it destroy both cognitive
development and development of the body or behavioural problem.
\\(Close) Between machine and man. What is more appropriate to teach
children? \\ 24

Essay 5

(Gambit) At the present, Thailand receive many foreign culture.\\ It have
advantage or not. Such as ™ trying of lovers, \\ some lovers get married
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before try family life\\ while some try family life by living together before
they get married.\\ (Evaluation) They may be ™ forget the best culture in
Thailand like idiom that ‘Soon ripe soon rotten’\\ and "* it may ™ have
many problems to become.\\ (Proposition) | disagree ™ with some lovers
family life before get married.\\ (Marker) Following two reason below ".\\

(Marker) Firstly ™2, (Claim) consistency in family life have important.\\
(Support) When you ™ get married before try family life you ™ will
receive demand of law.\\ Besides ™!, whatever will be you ™ can still.\\
And " you ™4 have great career and money a lot \\ because " you ™ have
consistency.\\ On the other hand 7, if you ™ try family life before you ™
get married, you will never receive these good things.\\ Moreover " this
idea, | ™ still a good idea just below.\\

(Marker) Secondly ™, (Claim) social problems happen to become. \\
(Support) If you ™ try family life before you ™ get married you ™* must
get any problems.\\ First 2, sexually transmitted diseases from changing
playmate,\\ you " never know that your ™ lovers have it or not. \\
Moreover ', the pregnancy is one of many problems.\\ Then " you ™
pregnancy while studying still. \\ From this thing "> may be ™ come to
miscarrying\\ and " finally some people choose lazy the child.\\

(Marker) In summary ™2, (Consolidation) from the important of consistency
and many social problems,\\ (Affirmation) | disagree " with topic from
many reason of all.\\ (Close) Before you ™ try family life while you ™
never get married either you " get married before try family life or try
family life before get married is better.\\ How many you ™ have
consistency in honesty and responsibility of your ™ lovers?\\ 27

Essay 6

(Gambit) In the study, we ™ must accept that assigning a report or a
project to students is importance for improve them to be best students.\\
Some teachers have their students write it by hand,\\ while some have
their students type it by the computer. \\ Both thinking has well method
(Proposition)\\ but ™ in my opinion ™2 | agree ™ with having their students
write it by hand. \\(Marker) The following two reasons " will tell why.\\

(Marker) The first reason ™ is (Claim) development all many skills.\\
(Support) Writing by hand helps the students improve reading skill. Such
as > when the teachers assigning project to them.\\ Firstly of all ™ is
reading or researching. \\ Moreover ™, writing by hand help them improve
writing skill from their writing again and again.\\ From both development
reading and writing, it make the students thinking and debater man.\\ The
last T2, when students have reading, writing and thinking skill they will have
remembrance\\ because ™ they often practice it by their self.\\ In the
other hand ™, If students type it by computer them have not
remembrance\\ because ™ they do not practice it by their self.\\ Moreover
T1 | Tn> have last reason will tell why.\\

(Marker) The second reason ™ is (Claim) writing by hand make the
students be good person.\\ (Support) Firstly "2, writing by hand will make
students have trying\\ because ™ they must make the project finish in fix
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times. \\ From this ™2 they will have purpose in their working.\\ Secondly 2,
writing by hand make them be honest man\\ because " writing by hand
will show personal character of the letter.\\ It make them must make by
their self \\ and ™ they do not cheat or dishonest.\\ In the other hand ™, if
students type project by computer they may ™! use copy and paste in
program.\\ They will be dishonesty. \\

(Marker) In conclusion ™, (Affirmation) | agree ™3 that writing project by

hand rather type the report on the computer.\\ (Consolidation) Because ™

it helps students improve all many skills \\ and > make students be good

person of social.\\ (Close) Don’t let technology is above ability of human.

\\ Doing by your "™ own is better.
In the above example, the student showed more effective use of frame markers. In her
first writing, she did not use any of the frame marker which could cause problem to the
reader to follow her development of the information. In the second to the fifth essays, the
student was able to employ the markers to signal the direction of her argument. Most of
the time she employed the markers to indicate the next section of her text. At the very end
of the introduction, she informed the reader of the subsequent parts of the essay by using
phrases ‘I have two reason, the following one reason, the following two reason, the
following two reason below’. Although errors can be seen in those expressions, the writer
successfully guided the reader through her information organization. In the final essay, the
writer has shown more effective use of the frame markers. Not only that she continued the
pattern she previously employed in the previous writings, she also employed the frame
markers within paragraphs. The phrases such as ‘firstly, secondly, and last’ were used.
This characteristic enables the writer to organize her ideas within the paragraphs better.

In addition, the accuracy in the use of those phrases was noticed.

The decrease in the use of some markers could also contribute to the improvement of text
quality. Although the type was mostly employed, it was found that throughout the six
assignments, the subjects used less of the self-mentioned markers (around forty percent
in the first essay and twenty percent in the final). This shows that the students appeared
to less centre the argument on themselves. Instead, they tended to focus more on the
information being presented rather than mentioning themselves as the starting point of the

argument.

Thirdly, there was no increase in the use of some markers. There was only a small
percentage use of endophoric, evidential, code gloss, hedge, and attitude markers.
Therefore, the improvement of essay quality could not be said to have come from the
impact of the use of those markers. However, being unable to employ those tools has
prevented the students to achieve higher score as the markers like evidential and code

gloss are important as they can help provide stronger supports to their propositions by
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citing authorities’ opinions, research, reports and by giving examples, explanations, and

definitions.

6.4 Discussion of the findings

It was found from the data analysis that there was a development in the writing quality.
Considering the writing scores given to the essays by the three raters, the mean score of
the final assignment was higher than that of the first writing. This can be an indication that
the students have produced more effective argumentative essays by the end of the
course. However, the score alone did not tell us in what aspects the texts have improved.
Therefore, to identify what features of writing have improved, writing characteristics
including the inclusion of all stages, the use of moves, the use of metadiscourse, and the
skill the writers have shown through the employment of elements within the moves were

investigated.

Regarding the writing stages in the text, the inclusion of all stages namely the thesis
stage, the argument stage, and the conclusion stage in the later texts comparing to the
first assignment can be interpreted that the students possessed the knowledge of
argumentative writing pattern. As the finding has suggested, all the subsequent
assignments contained all these stages. As one of the scoring criteria clearly emphasizes
the organization of the ideas in effective pattern, the inclusion of all necessary stages of
the writing convention can play a key role in the improvement of the score the students
gained at the end of the course since this characteristic has met the description of scoring
criteria the raters employed for essay rating. The improvement in this regard can
contribute to the readability of the text as a whole. As a result, the texts were rated higher

in the later writing tasks.

The participants’ use of more moves both compulsory and optional in the later
assignments means that they have learned more detailed features within each stage of
the argumentative writing. As the organization is one of the areas that the raters
considered as they rated the essays, the students’ use of more moves could increase the
readability of the paragraph which contributed to the readability of the text as a whole.
Therefore, the improvement in the use of moves within the essay stages can account for

higher score in the later tasks.

The students’ ability to make experiment with moves within each stage by putting them in
different positions in the subsequent assignments could mean that they have become
more experienced writers and felt more confident to try new ways for presenting their
ideas in the paragraph. It can be an indication that the students became more aware of

appropriateness of arranging the moves so that their essays would have smoother flow of
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content. Again this skill in moving the moves around instead of sticking to the pattern can

contribute to the better text quality.

Regarding the use of metadiscourse, the number has suggested that the students used
metadiscourse more frequently in the final essays than they did in their first writing.
However, it cannot be said that the difference in the use of metadicourse per T-unit is big
enough to have an effect on the quality of the writing. Therefore, there is not enough
evidence to state that the increase in the use of metadiscourse per T-unit can contribute
to the higher scores of the subsequent writing. In the overall picture, the proportion
between the number of the markers used and the number of T-unit may not provide solid
evidence to conclude that the improvement of writing quality was resulted from the more

frequent use of metadiscourse per T-unit.

However, the use of each type of metadiscourse gives more evidence to say something in
relation to the improvement in the writing score. The use of individual types of
metadiscourse appeared to show clearer picture of the relationship between the score that

has developed throughout the six assignments and the use of metadiscourse.

Firstly, it was found that the percentage use of the interactive resources has increased in
the subsequence assignments while the use of interactional resources has decreased in
the subsequence writings. Interactive resources such as frame marker, transitions, and
code gross are tools that play important roles in helping the writer to effectively organize
their argument in the way that help the reader to follow the flow of the content more easily.
Therefore, the increase of the use of this type of resources could be one indication of the
improvement in the score of the subsequence writing. This can be said that the more

frequent use of interactive resources can help improve the writing quality.

Secondly, the percentage of transition markers that have increased in the subsequent
assignments could help the writers get the information across more effectively. That is
because the markers link the information together to make the message clearer to the
reader. It was found in the later assignments that markers that show the addition of the
information such as moreover, in addition, furthermore, were used more in the text.
Markers showing the contrast of the information such as on the other hand, however,
nevertheless, in contrast were also employed more in the later assignments. Markers that
indicate cause and effect including as a result, therefore, so, and thus were found used

more as well.

The higher percentage use of frame markers is one of the key features that could help the
text easier to follow. That is because the frame markers signal the direction of the essay,
mark the beginning of the argument, as well as indicate the end of the discussion. In the

later assignments, frame markers which signal the beginning of new ideas such as my
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first reasons, my second reason, in conclusion, in summary, were found used by nearly all
of the participants. In addition, frame markers signalling sequence of the ideas such as

firstly, secondly, next, then, and finally were used more in the later writing too.

The decrease in the use of some interactional markers could also contribute to the
improvement of text quality. The use of self-mentioned in particular decreased.
Throughout the six assignments, the subjects used less of the self-mentioned markers.
This shows that the students appeared to less centre the argument on themselves.
Instead, they tended to focus more on the information being presented rather than

mentioning themselves as the starting point of the argument.

Thirdly, there was no increase in the use of some markers. There was only a small
percentage use of endophoric, evidential, code gloss, hedge, and attitude markers.
Therefore, the improvement of essay quality could not be said have come from the use of
those markers. However, being unable to employ those tools has prevented the students
from achieving higher score as the markers like evidential and code gloss are important
as they can help provide stronger supports to their propositions by citing authorities’

opinions, research, reports and by giving examples, explanations, and definitions.

It can be concluded from the findings regarding the use of stages, moves, and particular
types of metadiscourse within the essay could be the evidence that accounts for the
improvement in the writing score which means the improvement in the text quality. The
more effective employment of the writing elements and metadiscourse directly relates to
the more effectively the students organize their ideas. Therefore, it can be concluded that
the aspect of writing that has improved throughout the course of the study is the
organization. Although the scores regarding the content and the language use were
found higher, the analysis of the use of writing stages, moves, and metadiscourse did not

give details of how those areas were improved.
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Chapter 7

The findings: Evidence of Self-Regulation

Chapter seven is the presentation of the findings from the analysis of the 201 peer
feedback videos. The results of the analysis is presented in order to illustrate the features
of the interaction based on the three characteristics of interaction including Self-
Regulation (SER): utterances that suggested leadership, self-assurance, and willingness
to share knowledge, Other Regulation (OTR): the language use that suggested degree of
hesitancy, a need to be taken by hand, and despair when not knowing what to do, and
Object Regulation (OBR): the language suggested the student’s lack of interest in the task
at hand by avoiding the task or by turning to jokes or off-topic behaviour. The analysis of
the finding then is made to determine if there is any development in the interaction that

could indicate the students possessing Self-Regulated behaviours.

7.1 Theresults of the analysis of student interaction

In order to identify whether the students possessed Self-Regulation (SER), Other
Regulation (OTR), and Object Regulation (OBR), language the students used during the

interaction was investigated.

The findings are presented in the following areas. Firstly, it presents the utterances that
show the participants’ self-regulated control as a giver and receiver. Then other regulated
behaviours both as the giver and receiver are presented. Next, object regulated
behaviours as both roles are presented. The final section of the chapter provides the
discussion of the findings focusing on determining whether the participants have made

any development in self-regulation.

7.1.1 Self-regulated behaviour as feedback giver

As feedback givers, the evidence that shows the participants have become more self-
regulated learners throughout the four sessions includes the willingness to help their
friends by giving detailed explanations, the identifying of deficits in peers’ writing (without
giving solutions), the asking of questions that allow the giver to provide more
explanations, the expressing of knowledge of the genre, the evaluating of peers’ writing

quality, and the giving of solutions to writing problems.
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7.1.1.1 Expressing willingness to help by giving detailed explanations

As feedback givers, there were cases where the students showed self-confidence by
trying to give detailed explanations of points that they believed the receivers needed to
have better understanding. In the later peer feedback interactions, there were more
students who were able to express themselves by doing so. The following are examples

showing how the students showed such willingness during the interaction.

Example 1

K
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Let’s look at the body. You have two main reasons. The first one is ‘students get English skill
more’. You have to ask yourself how the students will get the skills more by changing the
teaching from Thai to English. You don’t have any examples to explain your claim. | can see in
your paragraph something that you can use as a support. Here ‘students can apply in everyday
life.” Can be used as the detail of your claim. Your problem is that your main idea is too small
and you can’t explain much about it. In my essay | claim that ‘teaching in English will help
prepare our students for the coming AEC’. Then | explain that there will be more movement of
population, investment, tourism, and education. All these activities need English as the mean of
communication. By teaching in English therefore will help the students familiar to the language
and enable them to live up to the situation effectively. | also want you to work on the use of
conjunctions. There are those that we use to connect words, clauses, and sentences. The use
of relative pronouns such as who, what, when. This can help you write longer sentences. Your
second reason says ‘the students understand English culture more’. My question for you is how
teaching all the subjects in English will help the learners able to do this. | think this doesn’t
make any differences. So this reason is not a strong one to support the policy. You may have
to think of what the teachers and the students will get from implementing this policy. There are
a lot of gains apart from culture. You can make a table of comparison and lists the benefits of
teaching in Thai and in English. Then you may find things that you can only get when you
teach in English. Now, let’s look at the conclusion. As | said the conclusion should include the
restatement of the thesis statement, the summary of the main ideas, and the final remark. You
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should not use exactly the same sentences here. Try to paraphrase them. And the final remark
is not very persuasive because you use question. You can use statement instead. For
example, | use ‘It is not too late for the university to change to new policy. It will help our
students more than the use of the old method.” Point put that the students’ achievement so far
has proofed that the old practice doesn’t work well. (Mean 1)

In the above example, the giver pointed out that the writer's main idea needed more
supports and that the main idea was too narrow making the writer unable to make further
explanations. After she had pointed out the problem, the giver tried to help by mentioning
her main idea that she used to support the thesis statement of her own writing. She did so
in hoping that the receiver would gain some clearer ideas of how her main idea was too
specific and how to make it broader which would allow her to explain it more with details
and examples. She also pointed out that the writer needed to use conjunctions
appropriately. After that she gave a brief summary of the use of conjunctions and pronoun
references before she moved to the second main idea where she also identified the
problem saying that it was not powerful enough to convince the reader. To get her thought
across, she asked why the writer believed that learning culture was the benefit of teaching
in English. She then advised how to get a more effective main idea before moving to the
concluding paragraph where she suggested that the writer should include necessary
elements and that she should paraphrase the main ideas previously stated. She also
suggested that the writer use a more challenging statement instead of a question for her

final remark.

Example 2
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| suggest that you combine your first and second main idea because they are very similar. Your
first reason is the employees pay more attention to social media than their work and the
second one you say that they claim that they use social media for working; instead they use it
to chat. These reasons talking about the same thing. So combine them. Another suggestion is
that you should add more details to your main reasons. Even though they are clearly stated,
the detail you give is in sufficient to convince the reader. (Supat 4)

The example above is another evidence that indicates the giver's confidence and
willingness to help her friend fix a problem. The giver first pointed out the problem in the
body paragraph where she believed the two main ideas were too similar to each other and
that they could be combined into one main idea. Then she suggested that the writer need
more details and examples to explain the claim. This type of talk can be found in many
occasions when the students performed a giver role especially in the later stage of the

study.
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7.1.1.2 Identifying flaws in peers’ writing without giving solutions

At times, the students were able to identify flaws in their friends’ writing. However, they
failed to give solutions to those problems. The examples below showed that the givers
told what the problems were but did not help their friends solve them. Note also that this
type of behaviour was found more in the first peer feedback interactions than in the later

sessions.

Example 1

°namnlmwummaa’mma%’muuuaﬂﬂ aduiwne L’m’lftl’lﬂ@]l"lillﬂ?'? MQWUL%@NQ&J%@]LLN'J
ﬂm’nauuauummwaamﬂi mel,wwmiauuauuaﬂnm@

| suggest that you add more supporting details. Your main reasons are good but you need to
explain more about them. (Supa 1)

Example 2

Timeutuisarrithle udandusruesensldidnle inszunsusndinla 1

| understand your essay but | don’t know if others will because your grammar is not accurate.

(Kanjana 1)
The first example shows how the giver was able to identify the writer’s problem as she
stated clearly what the problem was. However, she did not provide her partner with the
solution to the problem. This could be because she was not confident enough to do so as
this is the first peer feedback session. The second example shows that the giver informed
her friend that grammar was the problem. She did not state specifically, though, what the
grammar point it was. Also she did not show any solutions that could help her friend fix the
problem.

7.1.1.3 Identifying writing problems together with solutions

As peer feedback givers, the students’ self-assurance can be found as they were able to
identify flaws in their friends’ essays. Also they tried to help them solve the problems. The
examples below show how the students did so in their talk. Note also that this type of

utterance was found more in the later meetings than in the first and second ones.

Example 1
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Your second reason is also too narrow. You write ‘Friends help you with homework.” This is too
general and too weak. As you can see it is similar to the first reason; it's about study. Can you
think of other reasons that are not about studying in class? You focus your first reason on how
friends can help you with your study. So in the second reason you should think of something
else outside the class. (Kate 3)
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Example 2

v
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Your main reason ‘the opportunity to learn each other’ is good but the problem is that you don’t
have explanation to your main idea. The topic itself clearly states that it is ‘trial of family life’.
So you have to explain more how living together before marrying will help the couple do better
or have more successful family life. For example, you may say that the trial helps you decide
whether or not you will marry. If the result doesn’t go well you can stop the relationship. But if it
goes well you can marry. This will result in the possibility of having marriage problems. When
you explain to me your ideas are clear. But when you write it down you can’t say what you
want to because you write English with Thai grammar. | am a Thai so your writing make sense
to me but not for foreigners. So your problem is with the main idea that doesn’t work well. And
the details that you use is not sufficient. (Tiger 4)

In the first example, the student expressed the confidence as she pointed out that the two
main ideas given by the writer were similar. After pointing out the problem, she provided
an advice for fixing the weakness. Similarly, the giver in the second example, firstly
pointed out the weakness of the text due to the lack of a clear and powerful main idea.
After that he gave a good amount of advice to improve the text. These behaviours of
interaction were found a lot in many meetings in the later stage of the course than at the
early stage.

7.1.1.4 Leading friends into giving further explanations

Instead of identifying the problem directly and giving solutions straight away, there were
cases where the givers asked leading questions that allowed their peer to give more
explanations. After that, they helped fulfil the information needed. The examples below

showed how the students did so.

Example 1

v
a
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How about giving a final remark that is not a question? You can say it in Thai. If you ask the
reader their opinion towards team and individual sports it seems that you are not convincing
them. You should focus on your thesis statement. (Kate 2)

Example 2
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As | have said that the main ideas that you provided were not convincing enough. So if you
have to give one more reason for this, what would it be? (I may talk about the fact that we are
joining the AEC in the near future. But the problem is Thai students are not ready for this
because of their lack of English communication skill. So teaching all subjects using English as
the instructional media can help prepare the students for the coming AEC.) Right, you are
saying that this is an effective way to prepare the student for the AEC. So you need to point
out how important the English language will be when the AEC is opened and point out how this
policy will help improve skills in English. Both teachers and students will benefit from this as
they need to use English in class every day. So using the language regularly will result in the
teachers and the students having better skills. This is how you should explain the reason.
(Arnon)

In the first example, the giver found that the final statement should be changed. Instead of
giving suggestion, he opted to ask his friend to share ideas first so that he could comment
on the ideas and fulfil the information if necessary. Doing this allows more participation
from the receiver than giving advice directly. Similar to the first example, the giver in the
second example wanted to help the writer find a more effective main idea than the ones
given to support the thesis statement. He encouraged his friend to give another reason so
that he could comment on it and add his idea on the response his friend gave. Doing this
demonstrates the giver’s self-confident that he was able to adapt his comment even in a

situation where his friend did not give response he had in mind.

7.1.1.5 Expressing of knowledge of the genre

One of the most outstanding behaviours that showed the students’ self-assurance is when
they expressed their knowledge of the genre during peer feedback giving. There was a
good amount of evidence that showed how the students did so. The examples below are

some of them.

Example 1
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m'l,aﬂuy fAadin ‘against culture’ 3iUazq il,asmmmu’n&mm@mommmmwuﬁsiu
nniwndesanaineiausssa ngsiniueg1als imszdh main idea siumrndudnlng
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ﬂiﬂﬂﬂﬂ&l‘ﬁﬁlﬂ 1B LLE]“’@]'JE’JU'NVL@]LEIE]” mysneladedsznay 4 supportlng detail E]EJLL@] 37
E’]ﬁ‘lJ'IEJLLaw gn a8, &J']ﬂﬂ'ﬂ%ﬂﬂ i]va@m'lsL%m%ﬂ'IW?j@]Lﬁ]% Monu N deuaNg ﬂIE]LﬂLLa’J uLlJ'LLLLﬂ
?JBLL%“’%’]LQEJE] Main idea 71§89 uani ﬂﬂ@lﬂ‘i maasmmaﬁ] LNUVLIJLWTI" 8- ‘vﬁmaaymunu
nanled m‘muw L‘ﬂuﬂhmﬁmﬂiﬂ‘ﬂﬁﬂﬂﬂ’ﬂ waanYN @m ENgl LL@IN%ﬂﬂi&lllﬂ’lié]ﬁﬂ’]ﬂﬁé]x‘iﬂ’ﬁ‘ﬂ
N‘ﬁm\‘iLﬁﬂﬂﬂ@]ﬂ‘i'&']&l%l,ﬁﬂﬂﬂ']ﬂvlﬁ muuumamsumiaﬁmma’nmLaﬂnmtmmﬂu‘lwwam
wmamuﬂuvlam unadne &J’l@lﬁ’l% conclusmn umsmﬂmamammu &Jﬂ']ii’JUi’J&lLﬂ%ﬂ?W@]
11&&]‘1]%11'1 &m'nmﬂmmwaaawaﬂaumwmﬂmau L‘ﬂ%ﬂ'ﬁ‘ﬂx‘i‘ﬂ'lilﬂiﬂﬂ LL@]ﬂ’JiYIG‘Y]']EJ‘Y]&J%LTIl’a]
i LL(ﬂ%ﬂ@] ‘YILT]W@M‘U‘YN%&J@ILﬂ%LLﬂﬂ’]LLuW%‘TLQU"']

The content is sufficient to understand. The organization includes introduction, body, and
conclusion. | will see if the organization of the introductory part has appropriate general
information which is not too broad and too narrow. You start by talking about the marriage life
of people in the present society. This is very close to the topic you are writing. Some of our
classmates give too broad general information which is too far from the topic and it will take
long to get to the topic. You have clear thesis statement saying that you disagree with living
together before getting married. Then you say that you have two reasons. The first one is that
it is against the Thai tradition. The second reason is that is destroys women'’s dignity. | think
that the first main idea is too long. | suggest that you find a big word such as ‘against culture’.
This will tell the main idea clearly that living together before marrying is traditionally wrong.
After that you explain it in detail. You have some supporting details but you still need more
examples to help make the point clearer. The second main idea is ‘It destroys women’s dignity.’
You explain that women will experience more loss than men if the relationship goes wrong. But
you have not talked about how the dignity is destroyed. So you need to explain a bit further
that women will be considered bad if they become widows. Your conclusion is fine because
you try to use new words for the same ideas. You have summarised the two main ideas and
give a final remark. But your final remark should be more challenging. All | have said so far is
just my suggestion. So you may ignore it and keep your version. (Pailin 4)

Example 2

v
]

lasvuudaglunaeifiaud lilsuaru wiflilaidias ngrwinwnzazlsiislaluszaui
uq organlzatlon il mtroductlon niaw Introduction madmﬂﬂmwﬁ fnmsnan general
statement 117i9% mﬂuunwmm prompt Aletan L‘Wﬂi%i’]’ui’m Wendagesals udrfunan
71 thesis statement ﬂaawvli UONTALI WIFIUVDI body A4 main |deamﬁﬂmﬂﬁmmuvlﬂu®
A auuauumwaw Vl,amsamau main idea 'nmﬂﬂn fMaasdfiinue inAadnhaziendu
14l main idea VL@]LTMI Lan8wililu main idea 7inita auumumao mmﬂumuuﬂﬂummm
95118 main idea "l@maaa paragraph A39&731 WUANANUTBABWUNIENEIDS thesis statement
w1p§31 main idea anﬂsaLLmnﬂmummﬂimmmummw mnwmu"lﬂﬂ@ama‘ls 8IUN NN
“uaal,uammﬂaﬂmﬂUﬂuaﬂmmmﬂuamﬂsma @auuwmsaaﬂmmwmaam‘smwmw
lassananian

As a whole the writing is rated fair. Why? Let’s look at the organization first. The introduction is
fine. You have general statement and then you state the prompt followed by the thesis
statement. In the body paragraph, you have main idea which | think is too broad and you can’t
cover all the detail within that main idea. | can see some interesting points in the detail which
you can use as the main idea. Here you can use this point as the first main idea and this one
as the second. As | said the detail that you have given don’t cover all the points because your
main ideas are too big. In the conclusion, you write the thesis statement, summary of the main
idea, and the final remark by asking whether the reads agree with you or not. Let’s look at the
quality of the content later. For now | want to look at the quality based on the structure first.
(Sudarat 3)

The student in the first example showed through her talk how clearly she knew the writing
pattern of the text type. Not only was she able to explain to her peer hoe each element
should be put together she also told her friend how she would evaluate whether the writer
was able to appropriately employ the elements. The student in the second example also

evaluated her friend’s writing quality based primarily on the organization of the
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argumentative elements then on the content. This type of talk was found more frequently

in the later meetings than in the beginning.

7.1.1.6 Evaluating peers’ writing quality

The givers’ use of language that demonstrates self-regulation can also be evident when
the students evaluated their peers’ writing quality. The following examples illustrate how

they used the language.

Example 1

e ﬁ]ﬂﬂall%@]sl%LL\‘m’J'm’J’lui’J’lﬂdﬂﬂi”ﬂﬂﬂﬂ’lﬂ‘ﬂﬂ% essay wuvitilazlsuaswnud
weneudeuliasussddsznaufisninle mulmwl,uamnwnﬂu"lﬂLmnwuwﬂmmaﬂima
uazdaaniainily luwinmsdymifesula dictionary lorddanwriuniSasuddnsonuuuy
me g waiwfidedludne grammar iRmdnid Al suunlnu Mnedunsisadndls

The good thing about your writing is that you know what an essay should have in terms of the
organization. In terms of the content, | have already commented and told you what you should
revise. In terms of language use and grammar, | can see that you find words from dictionary
and put them together without realising that you need to make them fit grammar rules. To be
precise, you write according to Thai grammar. So you need to study more about the English
grammar. (Tiger 4)

The first example shows that the giver possessed a clear concept of how to look at an
argumentative text. He evaluated the text quality based on the organization first. Then he
told his friend that he would look at the content and the use of language in the later stage
of the talk. Being able to evaluate, the reader needed a clear understanding of the writing
convention, the ability to judge the content as well as the knowledge about grammatical

points that he had found in the text.

Example 2

Nwdsuiuitawium i % m@4ﬁVL@Tmefmws’lzﬁhumﬁﬂszﬂa‘uTJﬂm’mluﬁ’;u
organization f84/15zNauATUHIW [4D24 introduction aBuneled uddgslininawe udfaansa
Uan thesis statement Vl,mamu mﬂﬂ’]Wi’J&J"nad introduction aﬂluLﬂmGnﬂ@LLalmuﬁaumad
body A7 main idea iTaLI% WATNHIl detail AljENRBINE ﬂaimawmmuumvlﬂuuma
Nmmmw msasuneftatungledta LL@]uuua"luanwaluaau main idea &84 NLFUNU AN
oAt UE]T']NE]’]%VLG]’J’ILLBSN]adﬂ’]iﬁﬂawvlﬁ i findauny main idea windadd lisunnaiuny
luﬂmaﬂvl@wamﬂuwmwmuvlmmﬂuﬂ fnsledsan L“ﬁ@mmmdmmm%ﬂ WTay Waeht
further more “anaNi nmmammaﬂmnamnﬂum Adaaninananitae.. alunaday .
FeWIMaRa ld@auIn &% conclusion suitlufozlsd uuauumﬁsuawmmimm main idea N4
§9931 support AuATUTIRlHeIIszNe ULy IRBILATHAWYNTIME N3TN thesis statement
nauuIna3bnd i laa

| will give you 3 out of 4 for this essay. That is because the writing has all essential parts. The
introduction is good. You are able to state clearly the thesis statement. In the body, you have
clear main ideas even though you still need more details. Your explanation of the main idea is
clear but it lacks depth. The second main idea is also clear but the detail needs to be more
insightful. You use conjunctions to connect the contents well like further more. In the
conclusion, you have all the elements that are essential for the part. You can restate the thesis
statement well and use the two main idea to support it well too. (Manchu 3)

Similar to the first example, the giver has shown the ability to evaluate the text quality

based firstly on the organization of the writing elements within each stage of the writing.

131



She also judged the quality of the content along with the comment on organization. Being
able to perform such evaluation, the student must have possessed a degree of self-
confidence and knowledge of the genre. This use of language to judge the writing quality

was more frequently found in the peer feedback meeting of the later stage.

7.1.2 Self-regulated behaviours as feedback receiver

The interaction between the feedback giver and receiver revealed some dominant
characteristics that can be classified into five groups. The first group was the utterances
where the receiver expressed their knowledge of the argumentative writing. The second
group was the utterances when the feedback receiver corrected their peers’ mistakes
during the interactions. The third category demonstrates utterances the receivers used to
clarify their essay content or their thoughts. The next category includes the talk when the
receiver evaluated their own writing. And the last group includes utterances when the
receivers provided detailed explanations to points raised by the givers.

7.1.2.1 Exhibiting knowledge of the genre

The evidence that indicates the feedback receivers’ growth in self-regulation can be seen
as they exhibited their knowledge of the writing convention in several characteristics of

conversation.

Firstly, there were cases where receivers took over the talk from the givers and filled the
rest of the information about the writing convention by themselves. They did not wait for
the giver to finish talking when they interrupted their peers and fulfilled the rest of the
message. This ability to anticipate the rest of the information and take over the talk
demonstrates the students having good understanding about the genre and a high degree
of self-confidence. The following examples taken from the video transcription are provided
to illustrate how the interaction looked like. In some occasions it is hecessary to include

the giver’s utterances in the bracket.

Example 1

(L‘Jﬂx‘i introduction umswﬂu"l@mwan*‘naamsmwmum fAd ) L“]JEJ%ﬁl’m general to specific
ﬂal,illﬁ]’mﬂiwl,(ﬂuﬂ’ﬂd‘ﬂLﬂU’Jm_I topic LWFJIZJGLL‘F]‘].IL"IJ’]N’]M’] topic uuLLa suauad iy thesis
statement

(You write the introduction that is in accordant with the convention which is...) writing from
general to specific then mention the topic and the thesis statement. (Titty 4)

Example 2

(mawafla topic uniin1s...d9lsdz2? lumwads topic 822?) 80..Jug% introduction i
thesis statement iFaiaw firudandaliifiudas ERRHVENE
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(When you mention the topic you ...How do it put it?!!. ) Ahh!! In the introduction, you must
have a clear thesis statement (Pailin 3)

The above example shows that the receiver was able to anticipate and fulfil the rest of the
giver’s information. She knew that the giver was about to explain the structure of the
introductory paragraph. Instead of waiting for the giver to finish the talk, the receiver broke
in and gave the details herself. This shows that she was confident of her knowledge and

was willing to let her partner know about it.

The takeover also happened in situations where the receivers realised that their givers
were reluctant or uncertain. In the second example, the receiver helped her partner who
was not sure how to get the idea across. The receiver knew what the giver wanted to say
and that her giver was struggling. She, thus, took over the talk and explained the elements
required in the introductory paragraph. The student’s action indicates two things. One is
the self-confidence to take part in the interaction and the other is that the student had

good understanding of the writing pattern.

Secondly, there were cases when the receiver showed more confidence than the giver. As
they were talking, the receiver occasionally reminded the giver to comment on areas that

were not covered by the giver.

Example 3

v Ao o A, A A ' 2 o . '
LRIRIUNRIATUDNRIBAWINE N a:vljuz... FINVNINIY final remark ae

What about another important element: the final remark? (Mean 3)

Example 4

(AaauiAaliluaa thesis statement) 181 general statement fiawd

(Let’s look at the thesis statement?) Shall we talk about the general statement first? (Mean 4)

In example 3, the receiver asked the giver to give a comment on the closing part of the
essay as she realized that her friend appeared to miss it. This indicates the receiver’s
knowledge of the genre as she was anticipating the giver to comment on this particular
area of the text. However, the giver did not appear to do so. She, therefore, asked the
guestion to remind her partner of the missing bit. This student did similar thing again in
example 4. As she realised that the giver was not giving comment on the part she was
expecting. She decided to remind the giver that he should comment on the general
information before talking about the thesis statement. This can be an evidence indicating

the receiver’s knowledge of the writing convention.

Thirdly, there are cases when the receiver talked in detail about the organization of the

essay and the elements within each particular parts.
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Example 5

QUNLLiﬂﬂa@mdLaﬂﬂ topIC mﬁammmwﬂau mmizﬂ%m%my topic LW3E mamﬂ%mman
YILT]I]%@] LWi’uﬂ']Liaa"nmvl,ammmmsmwmmvlammam LLawﬂ@vlﬁJﬂaﬂ wmaanmmawmmu
"L(ﬂu,m Liﬂnmaam@aulaawLiwmumm‘uuum ‘VﬁE]Li’Iﬁ] Laanaw"l,in’maotaaﬂswm'maaaamq
a’muun@mamﬂmmmwahmwLflu main idea maﬂiwmumm'] m*nmumsl W LEJ’IH”VI,‘EN’I
auuauu‘tmma LE]EJ@] Lasml,a'm@]aaaiﬂmmwamnG]uumﬂslumaumwao paragraph EWWI’IEJT]
L"UEI%N’J% conclu3|on I@mmuumaamlwmm’s'lmwmw"liu'mmmu ﬁ]ummau LL@]Li’IﬂL@’]LLﬂ
Vlmﬂm'?] fia nanaf topic W84t Ltmﬂ‘uan theS|s statement VN LLa'maill maln |dea f
Lﬂummmamnq EN| LL@]L?Wﬂ’JiﬁiﬂI@]ﬂi‘ﬁﬂ']W@l‘ﬂLL@m(ﬂ'mil'mL@I&l LLE\L\,&J final remark ‘na’mman
GUNL‘S']G]E]GI"H cohesion sl,Wﬂ LWEN']%?]WVL@] ERFERRE manmw LL@IL?’IﬂEJG&JﬂflMTJ’ILTI% 10!
amo"l,ﬂmmmmm']mwlﬁ"l,@ LL@]Li’lﬂELLu’m'I\‘i’J'l&lu@mGL"ﬂU%LL‘]J‘U% ma\ﬂ"n cohesion Yl(ﬂ
m’m‘mmm LLG]&J%@]BGI‘EL’J&'] YILT]L"IJU%&I’ITIUGVL&I@MW aU']G‘WEJLi’lL"IJElum@INaLLimﬁSilﬁ] L‘IJWL%@]NN
‘naaa Li’li’ﬂLS’Iﬂ’Ji@]@GL'ﬁﬂ&IIUG&Jut"ﬂ’](ﬂ’mﬂu LL@ILT]{JG‘Y]’]VL&JVL@I LLE\]’JT‘II%G’I%% mmwaﬂaaa Li'm
@]\115]1’1"1] Lmnaamﬂummwamaaq an LLG]L’JR']&MVLM‘Y]‘% LaEJL?JEJHVL&JﬂE]EJ'E@]Lﬁ]um’IWLS LAINOUNE
nmaaumsa‘iﬂmmwama Li’liuetmti’]ﬂdﬂ@lvl&laaﬂ LE\IEJL"JJ&J%VL@IWL&J@ AW L"IJEJ%G’I% Li’lﬂ
ABILRANAIVD LLAINU thesis statement NTALA main body mmS] uaznd conclusion 71
Fatan uazasanudnly linandssdueanldiduatnsdudn tnszainazaanuannsay thesis
statement LLRL main idea Y8ILIN

Firstly, | choose the topic that | want to write about. It should be the one that you have some
knowledge about so you can have things to write. After that | decide on the thesis statement:
whether or not | agree with the statement or whether to choose one over the other. Then |
think of main ideas and supporting detail. In the conclusion, | restate the thesis statement but |
don’t use the same sentence | have to paraphrase it. Next | put the main ideas after it. The
main ideas have to be paraphrase as well. At the last stage | write a final remark. One
important thing is | have to try to use cohesion to tie the content together. (Pailin 3)

In the above example, the giver asked a question about the thesis statement. To answer
the question, the receiver talked in detail about the organisation of the essay in order to

show how she came to the thesis statement.

Fourthly, students showed the knowledge of the genre when they evaluated and correct

their own writing during taking a role as a receiver.

Example 6

('«maau"uaumﬂa Iummaaua@ wuummwauaﬁ‘lﬂ mﬂwamnmmw‘lwmw uu"lw main
idea &luﬂLﬂﬂm&la%Lﬂ%ﬂ’ﬁL“ﬂEI‘H;VL‘]JLiEJf;I"] uu"lummmmmmuam"l@ mmmaaﬂm L‘lJEI%
US?U']EILLU‘]J% LIS prompt WININAINRE Laaﬂaw"lﬁmmwaaaamo LNaLﬂaﬂLLﬂ’J ﬂl]ii&l’]?.lvlﬂ
Lia&l‘] VLNVL@‘I ﬂnmmwamﬂmaamwsww EJ'WLL auuu” Li’]L‘UFJuUSSEI']EIIC"IEIi’HJVL‘ﬂLﬂU meamu
AA35%s 1319899 main idea WAINANAL supporting detail.

(The weak point is that you haven’t got clear main idea and enough supporting detail. It looks
like to write without any control of the idea.) The reason | don’'t have main idea is because the
prompt says to choose between security and freedom. After | made my choice, | wrote on
without main idea. | know this is not the right way to write this kind of essay. | should have
stated the main idea and then gave supporting details. (Supat 3)

In the example above, the student accepted that the way she presented the information
was not proper according to the pattern. After that, she corrected herself by telling the

giver a proper way of presenting the body paragraph.
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7.1.2.2 Recasting peers’ mistakes

Another interactional behaviour that indicates the students’ self-regulation when they took
a role of feedback receiver is that the students made recasts on mistakes made by the

giver. The examples of responses to incorrect comments are listed below.

Example 1

(a’mm@iwaﬂaaa Ieuuaiaiie ﬂ’l%ﬁJ%Lﬂ% adv LZLazdwineg asmm verb) AUN39
adverb nawaa verb VL@IWLNUL"HL%iﬂ adj 599298 noun

(This word is adv. And it should be in front of the verb.) Actually, can an adv. be put after the

verb? An adj. is put in front of a noun. (Sudarat 2)

Example 2

(Tarfnaugda Awlid body siwlsifiingua main idea) { body e laifl main idea Jiulan

(The weak point is the it doesn’'t have body and main idea.) It does have main body but it
doesn’t have main idea, you should say. (Supat 3)

The first example shows the receiver’s confidence to correct the giver's mistake on a
grammar point. She tried to make her disagreement softer by expressing it in a question
form. By doing this, the receiver was able to avoid the possibility of embarrassing the giver
and keep the atmosphere warm and friendly. In the second example, instead of correcting
the giver error directly, the giver indirectly corrected the giver mistake by expressing it in a
guestion form expecting the giver to reconsider her comment. Doing that can decrease

disappointment that the giver might feel.

7.1.2.3 Clarifying text contents

The students showed self-regulated behaviour while being a receiver as they tried to
make their thoughts clear to the giver. Here are the interactions where the receivers gave

detailed explanations to their ideas.

Example 1

((ﬂauLLiﬂvlllS’NLS’]L‘ll’ﬂi]N@SL‘]Ja"IVI‘]_Iaﬂ’J"Iﬂ’JSLEJW main idea 31} L34 introduction a4 thesis
statement anasaiwlisnidulzas ) laigdu LLﬂLﬂi%LLa‘”‘LlaﬂIMmWH@]Lﬁlu’J’]LS’]GEIN"IEIVL%H Wa?
mum@mamnﬂaﬂvl,ﬂaﬁmal‘lumul,uamt,m udtaalitheuanmn e

(I am not sure whether | misunderstood when | said that you should put main idea after the
thesis statement. It is not necessary, is it?) Yes, you just state your thesis statement clearly.
The reason for that is explained in the body. You may put some signal about your reason after
the thesis though. (Sukanya 1)

Example 2

(@Taal,ﬁu aaditlaznavlu introduction I ldannniriiuzaz) lhiniiduuanld wddunfinala
1N INAATUNENIINAATI prompt vL(ﬂLaiJI(ﬂUVL&J(ﬂmSJ general statement Aleus
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(You should have more elements in your introduction.) | know that | begin the paragraph
without much general statement. But we don’t have much time to write the whole essay. So |
decide to go straight to the topic. (Kate 2)

In the first example, the receiver showed her self-assurance as she justified her
organization of the introductory paragraph. In this case, the giver wanted the writer to add
main reasons after the thesis statement. The writer, however, insisted that this element
was not necessary as she would explain in detail in the body paragraph. She also added
that the paragraph could contain signals to guide the reader after the thesis statement
was stated. The second example shows also that the writer was certain that her text was
written appropriately. In this case, the giver suggested that the writer give more general
information before moving to the thesis statement. The writer, however, gave the reason
why she did not provide much general information saying that this part could be omitted if
the writer did not have much time to write. The receivers’ ability to clarify and justify their
text content is another indication of how they have grown into more self-assurance

learners.

7.1.2.4 Evaluating own writing

As feedback receiver, the students showed self-regulated behaviour as they evaluated

their own writing. The examples below illustrate how the students did so.

Example 1

(mmmiamnmmaﬂa m"l,m"uﬂumu%m:aﬂﬂ{wmﬂmw L‘IJEI%VL@WW%N”H) fod ladowdy
flaz mumwauamauuauutmwaiwmnmu WY mem@waaawaw"lwulﬁwlﬂuuﬂaummu,m
Wifan comment fuanvenliinAmunsanaziemntiulumndonls uazasvinlidonle
anudule

(If you have to write this topic again do you think you can do better?) Next time | will use more
reliable source of information to support my argument. | think the main ideas are good enough.
But | need to find good supporting details. The other thing is | will use the comment you give
me to improve my writing. (Pornka 1)

Example 2
< A A A .. A o Y o
WALTINIIQANT L31AAIIRBY main idea LUONUUIAZDYAILNUUL??

When | looked back again | think | should combine these two reason and make it one.
(Nattawa 3)

In the first example, the receiver was able to judge that her main ideas were effective
enough. However, she realised that she needed to provide more supporting details to
make her claim more solid. The second example also shows how the receiver evaluated
her content as well as how she would do to improve the paragraph. This kind of utterance

can be found in several occasions during the feedback interactions.
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7.1.2.5 Providing detailed responses to points and questions

Another self-regulated behaviour the students showed during feedback receiving is that
they were able to give detailed explanations of points or questions raised by the givers.

The examples below show how the student did so.

Example 1

agsuInfadadiiion topic Mesnidauten 0n3dlinrany topic NI zdaamiliiniden
A stmn'n,iaa“nmvl,uammmgumnmvlammam wazfialiaan watianvitenasidon
ldue Li’lnmm@aﬂﬁmLi’tmummwuuU v3alnez zifenaslsthdasfansswinimesadg
mﬂuunmaamﬂ@mmmlwmwLflu main idea W3aUszigunandn MynAudas aziaaslsn
auuauulm’mawmm Lasal,l,a'm@]aqaiﬂmmwamn quumﬂmaumwao paragraph & FAYNEA
L"usma'm conclusion I@ymuumaomlwmma']Ls'lwetavvlimml,mmu AUDINTIR Lmn'ml,a'n,m
wmﬂms] fa na1afv topic V83630 Lm’;ﬂ‘uaﬂ theS|s statement "UEIGLT] LLa’mEﬁﬂ maln |dea f
Dunauanans an Lmﬁ'm'nasﬂimslmmwwLmnmamﬂwm Wwa=R final remark ngAgan
athaneasld cohesion 1wa inasuwazle sazaais flananw menmmﬂmm'smnmm
atglalinumaniudulile wdinfzuwmeiaiudesdouuunil L o314 cohesion A
wanwany uddudasloiam AsnTownfseludu DHNINDLT T WRAHALINLETIITUAGNA
70N mi:nmmmaavﬁaﬂmwmwmzmu us v lale uiAlwauil (nanaiaes 1317
aslainas Lmnaamﬂummwaﬁaaﬂ an wanmdwliviu weodswlidostaawyinls usaeurne
nmawmiaiﬂmmwama LS’Iiu”LLG\LY]E}GﬂG}vLNaEm wolanldlid Aadineuanfouau f
@mamanm“ﬂa LLﬂ’mN thesis statement NTaLan 4 main body ‘vmﬂﬁ] uazAil conclusion N
uazasnnuanly liuandszidueanldiduetnoduin tnzsiuazoanuannsay thesis
statement LAY main idea Y8ILIN

Firstly, | choose the topic that | want to write about. It should be the one that you have some
knowledge about so you can have things to write. After that | decide on the thesis statement:
whether or not | agree with the statement or whether to choose one over the other. Then |
think of main ideas and supporting detail. In the conclusion, | restate the thesis statement but |
don’t use the same sentence | have to paraphrase it. Next | put the main ideas after it. The
main ideas have to be paraphrase as well. At the last stage | write a final remark. One
important thing is | have to try to use cohesion to tie the content together. (Pailin 3)

In this example, the receiver was asked to give more explanations of how she organized
her writing. She was able to give detailed explanations of the point the giver had pointed
out. She firstly, explained the structure of the essay and how to write each part. This
shows her willingness to share her knowledge about the writing with her friend which also

indicates the receiver’s self-confidence and knowledge of the writing convention.

Example 2

uaadauisuisssasnnandiay §35msednlsdne) infidon general statement Tiniha
URINABUALAINIAUES prompt ud3nUan thesis statement WAINLIH main idea V84 HanIUIN
284 body URIITIWENEINEN @288 LETIUAUTNIIUNAHANFEY INazlisugutentind
msﬂm'gmmmwamnnauumimwwnumma'ﬂaaa Iml% transition T8 NUUABIUY Tib
TYAZLALA LLaaﬂaiﬂmwawaaﬂmaumwavxm nnuuiden danihgaring As conclusion
YOININUA

(How do you organize your contents?) | start with general statement. Then narrow the idea
down to the topic and to the thesis statement. Then write the main ideas of the body
paragraphs followed by supporting details. Before | start the next reason, | restate the previous
main idea and link it to the next main idea. | also conclude each main idea at the end of each
body paragraph. The last part is conclusion. (Mean 4)

This student was asked to explain how she organized the essay. In response to the

request, she gave a brief summary of how she structured the text starting from the first
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part to the conclusion. This evidence shows the students’ ability to talk about her writing
with confidence. The short summary she gave about the essay structure is also
appropriate since this talk is the final peer feedback interaction where the student
expected her partner to already have sufficient knowledge about the writing pattern. The
action also indicates the student’s good control of her response as she decided to give
short response to the issue instead of giving a long explanation as she used to do in her

previous interaction when she discussed the same issue.

7.1.3 Other-regulated behaviour as feedback giver

Other regulation behaviours were found in the form of asking for confirmation, correction,

and as well as asking for advices and explanation.

7.1.3.1 Asking for confirmation

The students’ lack of confidence as feedback giver was not frequently found in the student
meeting. There are a few occasions where the students’ use of language that can be
viewed as other regulated behaviour. The following excerpts of interaction are the
examples where the givers were not convinced whether or not their comments were

correct.

Example 1
dunAegiudanldiaous 1319

If you think | was wrong, you can correct me. | mean it. (Sai 4)

Example 2

mvlu'Lnﬂ'«adwiwq@"lﬂLﬁaﬁu‘”ﬂﬁmm mﬁyﬁmmuﬁmrﬁﬂwx

| am not sure if the comments | just said was correct. | commented following my understanding.

(Kanjana 2)
In the first example, the giver was trying to lessen the pressure off herself by telling the
receiver that she should express her objection at any time she felt the comment was not
correct. This behaviour of language use can illustrate the student’s lack of self-confidence.
Similarly, the student in example two showed her uncertainty by telling the partner that
she was not sure if the comment was correct. The receiver was able to infer, from the way

the giver talked, that she needed to say something about that comment.

7.1.3.2 Asking for advices, explanation, and opinion

There were several cases where the students felt that they needed help from the receiver

instead of giving helps. To achieve the purpose, they asked the writer to give advice,
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explanation, or opinion. The following excerpts showed how the students behaved that

way.

Example 1

wiam8auva1i95s Jianfian1sld cohesion nmmmmmLaoLmeumuamwu‘lmﬂuma
WG fdfigezini uiRdad i Aiwdunadia ellipsis 1nfinenewlddmusindi
nlalshsuanandoudsaldlildndoman Taunsininaseitlaaa?

My weakness is the use of cohesion. When | read my own writing | feel that it is not smooth
and lack unity. There are too many repetition of the same word and sometimes it looks
redundant. | tried to learn about ellipsis but still can’t use it well. Can you help? (Amp 4)

Example 2

O Aaa ' a A o v a A v a
WNINVUIND N’Jﬁﬂ’]ia&l’]dvl,‘ﬂuﬂ’]il,"llLlu“(l‘}’lﬂm"llf;luaaﬂ&l’]@] Em%aﬂ’m(ﬂﬂ@ﬁw

What is your tip for writing good and convincing argumentative? (Pailin 2)

In the first example, the giver let the receiver know that she was not confident about how
to use cohesion. Instead of comment on the topic, she decided to ask from the receiver
suggestions. The student in the second example, however, wanted to learn from her
friend about the techniques for making the text have more persuasive power. Thus, she

gave the role of giver to her friend.

7.1.4 Other-regulated behaviour as feedback receiver

In the peer feedback meetings, throughout the study, other regulated behaviours were
found less than self-regulation behaviours. In addition, these utterances were found more

when the students took a role as receivers than when they were givers.

7.1.4.1 Showing agreement with comments

One Other regulated behaviour can be seen as the students accepted the givers’
comments with little intention to doubt the usefulness of the feedback given to them. The

examples below showed how the students reacted to comments during the interaction.

Example 1

(m3Ufie asddsznaumadouasuiau smdnle udhlaaunisaeanue tanmdeminie
anana1uanalaiignla IWTE LLQmmm"lmﬂ uvinls mwaﬂ%mwmmumu‘lﬂ mmamaﬂﬂ@
mehmwamnmmmwmumaLﬂ@ﬂswmu‘lﬁ’lam a bt uu"lu‘[mmauawwmwma

(As a whole you have all the stages included in your essay. | can understand it because | am
Thai. If the reader is a foreigner s/he might not understand it because the grammar is not
accurate. The first reason is too specific and the second reason is fine but needs more
explanation. The way you raise the point is just fine.) Yes, it is not really good. (Sai 1)

In this example, the giver explained to the receiver about her grammar and the quality of

the main ideas. Although the giver did not give her suggestions to how to improve the
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essay, the receiver did not appear to take it seriously and appeared to agree with the

comment straight away.

Example 2

(Introduction 13192 Wawin “luﬂaquuaoﬂwvlﬂmﬂamuuﬂaﬂﬂmn Tagawrzluasmsdine &
MIWTITUGA....... MITANIANS n'm,izmﬂﬁaauﬂsmmﬂm W3 mmummunau uazvinan
W@, LasaLLmLLaummmaaLmummamnmouuuﬂawml%Luamwumwﬂu) l0ad 9

(For the introduction, you can write ‘In the present, Thai society is changing rapidly and a lot
especially in education. There is a tough competition among students. In class, teachers give
students assignments by having them work in groups and sometimes alone.” After that you put
your bit here which will make the introduction broader.) Ohh..Good good. (Amp 2)

The receiver in this example showed that she was happy with the suggestion from her
friend and agree to use it. This kind of behaviour indicates that the receiver was rely on

the giver rather than taking it into account and decided.

7.1.4.2 Asking for opinions

There were cases where the students showed their uncertainty to particular parts of their
text. In seeking for help, they asked the giver for opinion towards the points. The

interactions below are the examples of Other-regulated behaviour of this characteristic.

Example 1
WEIABENNDINUWEWIBY grammar VBT ANNAATIUsI N RKE sy Swdulee?

How was the grammar? | think it's quite bad. What do you think? (Amp 2)

Example 2
WAGaIDNNLNTINE RLRIN W Ta N 22

Is it convincing enough? (Forme 4)

In the first example, the student was not confident about her grammatical accuracy. She,
therefore asked her partner about her concern. The student in the second example was
not certain if the argument she presented was able to persuade the reader. She therefore
asked for help from her giver. The students’ use of language of this characteristic

demonstrates their dependence on their peers’ helps.

7.1.4.3 Asking for advice and explanations

The behaviour of Other-regulation was also evident where the students requested advice
or explanation on particular point of the text. The sample interactions below are the

evidence of the behaviour of this characteristic.

Example 1

dulininarinlng 1ndasvinagngls?

How do | explain it to make it (the main idea) broader? (Arnon 1)
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Example 2

WaRIAININWITERIaunaNang bax?

How do | refer to sources like research and articles? (Supa 4)

In the first example, the student needed help with his main idea which was too narrow
according to the giver. He appeared to rely on the giver rather than trying to discuss the
solution with the partner as he asked directly for advice. The use of language when the
student in example 2 used when she asked for advice is similar to the previous examples.
One interesting thing that emerges from this utterance is that the student seemed to ask
for help about how to make her argument more solid by citing research articles. This
suggests that she emphasised on details of her content rather than basic structure or
grammar. In addition, this utterance was found in the final meeting. The student’s
emphasis on more detailed issues could be an indication that the student has had
satisfying knowledge argumentative writing. In the later stage of the course the advice the

receivers asked for was more content related than structure related.

7.1.4.4 Asking for confirmation

There were occasions where the students showed the uncertainty about particular parts of
their text or about whether or not their understanding of comments was correct. As a
result, they asked for confirmation from their feedback giver. The following excerpts of

interaction are the examples of Other-regulated behaviour of this characteristic.

Example 1
da danlildliinguanlugjandon udienmanaiinanla lolne o lidiuay 1y ng

| don’t have the main reason and only have details. Is that what you are saying? (Sai 1)

Example 2
A ad o = a v & o A v A " , &
nea bOdy Liﬂ’ﬂ:@]“ﬂuﬂ’]l,i’]l,ﬂim_lLY]EJUIMLMWIJB@]“]JB\‘ILT] LLaz"UaLﬁU‘Ua\‘lﬁdL‘ﬂ’] sl,“ITJJf;I

So you mean my body will be better if | can compare between the two sides: what good point
our side has and what bad things the other side has. (Sai 4)

There are occasions where the students asked for confirmation for their understanding of
the comments given to them. However, in the later stage of the study the focus of the
question has changed. In the first example, the student needed confirmation to the
comment about text organization. However, in the later meeting the interaction shows that
the focus changed from organization to content. As the second example shows, the
receiver asked whether the giver wanted her to do compare and contrast between the two
sides. This can indicate that the student has made development in her search for help

from general organization to details of the content.
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7.1.5 Object-regulated behaviour as feedback giver

As feedback givers, not a lot of OBR behaviours were found. The evidence includes the

giver’s asking unrelated questions.

Example 1

(auw@mﬂauumLamnnmmimm'smﬂu‘ﬂuL(ﬂmnmmmLtuvlmﬂnmwwmuﬂuvl@”la udu
LiE]GG’IuLLa’J&I%VL&IGL%LiENﬂW']LLE]’J YI'IENVLGSL"H&JEJ')? ﬂﬂ@]'ﬂ%’]@1EJ\‘lﬂ@]LLEJﬂLLEJ:L%WL@]uw’ﬂEJvaiL‘]J%
Liaamuma”"lﬂﬂmsamu dasfafsfiunan a’maﬂ@nﬂmiaomum ﬂ@lE]GLLEJﬂLLEl”‘L%WL@]

(What if the team members don'’t like each other or have conflict before?) This is not about
sports; it is about working. | think they have to be able to separate between personal and team
matters. They should think of the team first and their personal matters last. (Kassie 2)

This student did different when she turned to Object-regulated behaviour. Instead of
talking in detail about the topic like the two students above, she asked the giver questions
that were not related to any of her main ideas or points she included in her essay. Her
giver seemed to notice this as she tried to interrupt her by saying ‘This is not about sports;

it is about working’ in attempt to get back to the point at hand.

7.1.6 Object-regulated behaviour as feedback receiver

As feedback receivers, the participants’ behaviours which showed that they seemed to go
off the topic include talking about their concerns of grammar weakness, time allowed for

writing, and opinions towards the topic which were not mentioned in the essay at hand.

7.1.6.1 Talking about their concerns of grammar weakness

The Object regulated behaviour can be seen when the students acting as receiver tried to
avoid talking about the issue within their text. They appeared to talk their giver into

unrelated points.

Example 1

(QGMMLMQNN‘HMMG uumimaamwmu) ﬂaLL‘lJlJ LT]VLSJVL@]LiEJ‘H, LLﬂiNSJ'](ﬂ’JEIVLG LLﬂ’ﬂLiﬂu’]ﬁ]JL@]
Liﬂ%LLﬂﬁ&JﬁJ’]LUB“’G]ﬂ’}’]ullEJ‘Y]NTL&‘]&J']LﬁW’JWLS’]VLNﬂaEIVL@]LiﬂuLL‘]J‘UL"U&I G]Lﬂf;lﬂ“

(So, the first reason should be bigger.) | have never studied grammar. (Sai 1)

Being commented on her problem about a particular main idea of the body paragraph, this
student tried to find an excuse by saying that she had not studied grammar. Then she
seemed to try to draw her friend away from the point by asking her friend’s opinion

towards learning more intensive grammar courses.

Example 2

(Liadi]@] full stop ﬂ’]&li](ﬂLLﬂlﬂ@]@dﬂlu@]u@’Jﬂ@]’ﬂﬂm sl,"D‘ZJEI LEFJSL"IT Lmuaammms] vl,l] ﬂa@]auuu
Lﬂ’]L"IJZJ%Lﬂ%ﬂ’]‘]&J"]VL'ﬂUﬂE]u LLﬂ’JL‘lIEIMLﬂuadﬂE]H Ll meﬂuaaﬂqu‘lmaﬂ% ﬂLﬁEIL‘UUuVL@]%@]
Kale! Lﬂ’]ﬂ@’l'ﬁ’]l,ﬂ'?vl,uﬂaﬂl,ﬂ’]vtﬁi fagsnnIaunINtn
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| wrote in Thai first but when | wanted to write in English | could not do it. | was struggling with
grammar. (Sai 1)

Example 3

fovzuaninSesuniusn 1ss sewnn m3lEdn s fe uwwu Lz ianda dictionary uda
dunle la uﬂ"l,ml,mium

My grammar is so poor. So | put words together without realising that it is grammatically
incorrect. (Sai 1)

This student did similar thing again when she was commented on a point of grammar.
Instead of asking for advice or solution to the problem, she talked about how she planned

her writing and how poor she thought her grammar was.

7.1.6.2 Time allowed for writing

There were times where the students talked off the points at hand by mentioning that they
did not have enough time to finish their writing. This behaviour of Object-regulation was

used in some occasions in the interaction. The examples are shown below.

Example 1

o aaA o v da o v A
NBULIDINANNTNMAUAAIL U DU ULRLADITY

Because we have to write within time limit, we have to rush. (Titty 1)

Example 2

mida usmarananuudadivline

| planned to write the third reason but | didn’t have enough time. (Kotcha 1)

7.1.6.3 Expressing opinions towards the irrelevant topics

Object regulation behaviour can also be found where the students talked about the topic

at hand. However, they were likely to go beyond the point which was the focus of the talk.

Example 1

ﬂ@’)’]"ﬁ@l%ﬂlﬁi&l%ﬂﬂi}@ Li’]aElﬂix‘ivl,ﬁusl,ﬂiﬂi’ﬂl,ﬂ%%ﬂﬁﬂ% muaumsm'ﬂnmlmmmnaﬂunm
W‘Iﬂ“’vLivL&l@ &J%Lﬂ%amaﬂHmﬂU’N%ud‘ﬂWﬂ%LiﬁLﬂ%L@ﬂLifJ‘UiﬂfJ &Jaomtmmmuau%mau
W@eny 818 Lmeﬂuamaﬂmﬂ% 3. uuvl,@‘l@‘l’JEI

| thin k uniform is the best. No matter where you are people know that you are a student. This
is similar to that we know a person is a police officer because he always wears uniform when
on duty. When we wear uniform we will think twice before doing something inappropriate. Also
it looks tidy and unity in uniform. Uniform also tells which school a student goes. (Sai 1)

Example 2

Tuanufanusininawduinezide athsiasfaunitefifude wnzdagudszinalng 14
nplit wa. lagaanFou Aadhdasfiawdnlannuidn udani lads. mhmmamaam‘mmﬂm(ﬂ
3. N Seu

| am positive that there are most people who agree with me if not all that wearing uniform to
school is a good rule. (Sai 1)
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In the examples above, the receiver talked at length about her reason for supporting

wearing school uniform. However, the content of her talk was not included in the essay.

Example 3

luﬂ’J']&Jﬂ@]Li’l%“’ﬂi“’LVlﬂﬂ%ﬂlﬁl“ﬁ L6l mumummau “Ig(ﬂ W3. LLW“IT% 1he LL@]"UE]GVLVIEJLT]VL&JI"E e ﬂﬂ
DU LL@ﬂwiw@UﬂlelmNE]%ﬂ% ‘ﬂiwﬂllﬂLL‘U‘]J% UMIROALLLAS 1T INNWI TN I N AU NDW
mmnsﬂﬂmauwu"lumm LqN WUNAUA L‘W‘i’]“’ﬂuvl,‘ﬂEJ&I%LI]%L?E]G&J’]?EJ’I‘YI mMIudinefadad
Bauses 1mm’muauuao’mmtﬂu W3, we ﬂ'lﬂEJ']GI?GL?U%LEJﬂ‘ﬁ%Y]VLNGLﬁ"H@] 3. ABNE1AAIN
HHBUR LL@]EI’]&J‘Ii@]ﬂ%ﬂTJ’]LT]UGLiU%E]EJ‘W" Liﬂ%‘ﬂvl‘ﬁ% ’ﬁu@‘*vlj iJ’IGV]Li’Iﬂ&J‘H@]Wﬂ“"UaG 33, AN
‘S'J’ILT]BU 7. VIM% NG WW‘L%LTIE‘I’]&I'W‘GLLEWN&(]’I%W ’J’]LTIL‘SU%BU

In my opinion, uniform worn in other countries are fashionable unlike Thai uniform. In our
country, different uniforms tell different education level and different schools. Uniforms used in
other countries are not appropriate in some ways such as some are too short. But Thai uniform
look neat and tidy. Uniform also allows people to be able to tell that the person who is wearing
it is a student, at which level, and from which school. (Sunsa 1)

Similar to the student above, this student discussed the issue of wearing school
uniform in great detail. Although the content she presented to the giver was related
to the topic in general, the information was not included anywhere in her essay.

She intentionally did this to draw the giver’s attention away from the essay content.

7.2 Discussion of the findings

As feedback receivers, the participants have shown the growing in self-confidence
throughout the four meetings with their peers. The evidence can be seen from a number
of cases as they expressed their knowledge of the genre, corrected their peers’ mistakes
during the talks, clarified their contents, evaluated their own writing, took over the talk from
the giver, and gave detailed responses to points and questions raised during the

meetings.

As feedback giver, the findings have suggested that the participants have clear knowledge
of the genre as they could comment in detail on the organization of argumentative writing.
As the sample excerpts have indicated, the participants were able to comment on this
point very clearly. They were also able to discuss with their friends the compulsory moves
within each part of the writing. For example, in the introductory paragraph, the participants
could comment on the compulsory move which is the thesis statement (proposition). In the
body paragraph, it was clear that the participants focused their discussion on the main
ideas (the claim) and supporting details (support) which are the only two compulsory
moves of the body paragraph. In the conclusion paragraph the students also commented

on the use of consolidation and affirmation moves.

The self-regulation can also be found in the talk when the students evaluated their friend
writing quality. There were several occasions where the students judged the quality of the

writing by comparing their performance to the writing patterns. As proposed by several
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researchers (de Bruin et al., 2001; Harris et al., 2005) that one indication of the learners’
self-regulation is that self-regulation can enhance students to effectively check and

evaluate their performance and progress.

There were cases that indicated the students’ self-confidence as they were willing to help
their friends to solve writing problems during the peer feedback session when they took
the role as a giver. The sample transcriptions which show the participants trying to help
their friends with the main idea, the supporting detail, the use of language, and cohesion
can be the indication of this growing of self-confident which is one of the characteristics of
self-regulated. One of the characteristics of self-regulation learners is the learners’ action
showing leadership. This behaviour the students have shown, therefore, can be another
indication of them having self-regulation especially at the very end of the study where we
witnessed this type of utterance more.

The leadership and willingness to help was found also in situations during the feedback
giving where the students identify the writing problems and provided solutions. This type

of behaviour is another indication of self-regulated behaviour.

There were cases where the givers felt reluctant to give detail explanation as well. The
participants’ failure to give solutions to the problems that they found in their peers’ writing,
might indicate that they were not feeling comfortable to go into the detail of the problems.
The hesitation to discuss grammar in detail is another point that may indicate the
unwillingness to talk. These situations, therefore, can suggest that the participants has
less self-assurance. This hesitation to talk in detail about specific areas of the writing can
still show that the students were self-regulated since they were able to identify the
problem.

In terms of other regulated as feedback receiver, the participant had showed behaviours
such as agreeing to comments, asking for advice, asking for detail explanation and
advice, asking for opinions, and asking for confirmation. As feedback giver, the
participants did not show much of other regulated behaviours. There were utterances
such as asking for opinion and advice from the receiver that can be viewed as OTR

behaviour.

Regarding OBR behaviour as feedback receiver, the students tried to go away from the
issue at hand by talking about their concern of grammar and cohesion. In some
occasions, they made complaint to the giver about not having enough time to finish their
writing. There were cases when we can see the students tried to talk about the content
that was not included in their writing. The behaviour of OBR as feedback giver was quite
rare. However, there were a few cases where we can see the givers asked questions that

were not related to the task. These types of utterance comparing to utterances that
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demonstrate self-regulation was found less frequent in the interaction. Also, it was found
used more by the receivers than by the giver. This could suggest that the students
expressed more self-regulated behaviours when they took the role of giver than when they
were receivers. Vice versa, they showed more other and object regulation when they took
the role of receiver than when they were givers.

Although the analysis has revealed that there were more utterances demonstrating the
students’ self-regulation than the other types, most of the comments from the givers that
show their growing in this respect were limited to the pattern of writing. The students have
shown that they have a high degree of understanding of writing convention of
argumentative essay. Comments on the other area of namely, the content of the text, the
development of the argument, and the use of language and cohesion were relatively less
developed. Although the students talked more in their later meetings about how to
improve the text content, the development of the argument, and the language use and
cohesion their comments did not go much further in depth than the prior meetings. Most of
the comments are on general concepts of how the ideas should be developed to increase
the readability of the text, how to handle grammar problems, and how to use writing tools
such as cohesive devices and transition signals. Only a small number of the participants
have shown depth in their comments on these areas. Those who were able to do this are

the students who have higher writing score comparing to the rest of the participants.

The limitation of the students’ comments on these areas therefore can be said to have
been affected by their language level. It is reasonable to make this link between the ability
to comment on the development of the idea and the use of language to the level of
language proficiency the students had as the analysis revealed that those who were able
to comment in further details on these areas in their later meetings were those who could
write better. This is to say that the students who wrote better text could do better at

commenting on proficiency-related areas.

The findings also suggest that paring students can have an effect on peer feedback
meeting. When the students with similar language proficiency were paired, the interaction
between the two looked more natural and conversation-like than when a pair where the
students with different level of proficiency worked together. On the other hand, the pair
with partners of different language ability looked rather passive with the party who had
higher ability appeared to have more control of the interaction especially when that
student took the role of giver. When a student with higher language proficiency was a
receiver, the giver appeared to lack confidence and be reluctant to comment. This finding
was similar to the study made by Nelson and Murphy (1992) who concluded that the
weakest writer could lose confidence to share and comment while the strongest writer

could gain more control over the session. The mediator could be the one who tried to
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compromise. This observation is important in a way that paring students of different ability
could have an effect on the feedback quality and the student’s control of self-regulation
behaviour. However, as Berg (1999) indicated that students, regardless of what language
proficiency level they were, have benefited from trained peer feedback both in terms of
revision types and writing quality.
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Chapter 8

The findings: Evidence of comment improvement
and the participants’ opinions

Chapter eight presents the findings regarding the participants’ opinions towards the research
activities. The first section provides evidence which shows the students’ implementation of
the teacher’s feedback into their peer feedback meetings. It presents developments the
students have made as they commented on the agreed areas of feedback focus which
include text organization, the content of the text, the development of the argument, and the
language use. The next section provides the findings based on the pre and post-
guestionnaires which illustrate the students’ experience about feedback and writing before
and after the study and their opinions towards the course activities. The next section
presents the students’ opinion obtained from the audio records and the reflective diary. The

discussion of the findings is provided in the final section.

8.1 The implementation of teacher’s feedback in students’ interaction

The feedback the researcher gave to the students during the meeting session focused on
the 4 main areas. The first one is text organization. The meeting focuses on enabling the
feedback giver to see if the writers structured their essays according the pattern of
argumentative writing. During the meeting, the researcher commented on the students’
feedback on the area in order to make the giver see if the writer had a clear opinion about
the topic, provided one or more reasons for the opinion, included an elaborated reason i.e.,
reason with supporting details, and addresses the opposing position. The ability to analyse
these areas would enable the feedback giver to realise weak and strong points of their

comments and make improvement in the subsequent peer feedback sessions.

The next area of the focus is on the content of the text. The meeting aimed at making the
giver analyse peer’s essays to see if it demonstrated clear purpose of the writing in the
thesis statement, the claims, and the supports to the claims (main ideas). The researcher
emphasized the importance of the use of appropriate and relevant contents and powerful
arguments, references, and examples. The meeting also focused on how the givers
delivered comments regarding the content in order to make them learn their weak and strong
points in the comments so they could make improvement in the later meetings. Another area

is Development of ideas. The researcher focused on making the peer feedback givers to be



able to see if the ideas were developed in appropriate order and priority. The last area of the
focus of the meeting with the researcher is the use of language which include grammar and
cohesion. In terms of cohesion, the researcher focused the discussion on the use of some
basic metadiscourse in their friends’ writing including conjunction, synonym, pronoun
reference, ellipsis, and substitution. Regarding grammatr, the research encouraged the
feedback givers to comment on grammatical errors as well as help their friends to correct the
errors. The following table shows the proportion of time spent on this area during the three
teacher-student meeting.

Table 8.1: The amount of time spent on discussing individual area of peer feedback.

Student Organization Content & Development Cohesion & Grammar
TFB1 TFB2 TFB3 TFB1 TFB2 TFB3 TFB1 TFB2 TFB3
Sai 460 245 130 240 450 345 120 241 300
Kate 240 130 67 430 540 257 180 300 350
Mean 90 50 15 435 370 240 298 420 433
Tiger 164 110 40 105 390 337 175 277 311
Supat 178 95 30 276 405 355 180 239 321
Amp 150 0 30 228 400 320 195 300 343
Wila 190 95 50 305 450 300 138 230 350
Nueng 430 200 67 150 325 331 110 187 275
Pomka 124 65 35 310 230 215 205 322 340
Sunsa 310 185 94 127 300 230 124 255 266
Titty 260 200 68 125 330 230 115 235 239
Sarinya 190 100 45 266 315 265 185 377 383
Supawa 250 120 53 152 247 230 150 228 294
Piro 196 110 48 224 311 300 145 240 260
Pailin 150 94 50 245 328 295 207 270 300
Natee 220 100 54 127 255 220 155 237 288
Arnon 97 60 30 355 300 260 290 330 394
Tip 110 60 36 320 311 275 225 355 388
Kanjana 235 120 55 200 268 260 138 250 270
Sukanya 310 210 61 237 317 270 140 255 310
Nattawa 100 80 30 321 300 255 296 360 385
Sudarat 185 110 58 265 260 235 112 277 295
Kotcha 225 100 45 172 246 217 123 285 304
Kassie 250 120 56 160 265 239 117 290 312
Forme 175 135 55 215 290 236 190 295 320
Manchu 110 93 46 268 335 238 200 315 335
Total 5399 3082 1348 6258 8588 7105 4513 7520 8366

Percentage 33.49 16.06 8.01 3865 4475 4224 2787 39.18 49.7
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The table above shows the amount of time spent on each area in second. It illustrates how
the focus of the talk between the teacher and the students has changed from the beginning
of the course of the study until the end. Firstly, the time spent on commenting on
organization decreased over time. In the first meeting, the largest proportion of time spent
was on organization (33.49%). In the second meeting, the time the teacher and the students
spent on discussing feedback on organization dropped to 16.06% and 8.01% in the second
and the third meeting respectively.

The amount of time spent on discussing peer feedback on content and development went
opposite way. However, the increase did not go sharply. In the first meeting discussion on
content and idea development received 38.65% of the total conference time. In the second
conference, time spent on the area increased to 44.75% and in the third it dropped a little to
42.24% which was still higher than the first time meeting.

Regarding grammar and cohesion, the proportion of time spent increased steadily from the
first meeting to the final. The teacher and students, in their first conference, spent 27.87% of
the total meeting time on discussing grammar and cohesion. However, in the second and the
third meeting, they spent more time on the area. In the final meeting, especially, nearly half
of the meeting time (49.70%) was spent on discussing peer feedback on grammar and

cohesion.

The analysis of time the students spent on peer feedback meeting revealed some
relationship with time spent during teacher-student conference. After meeting with the
teacher, it was found that the students focus their peer feedback on organization of the text
more in the subsequence meetings. As table 8.2 suggests, the proportion of time spent on
this area increased in the second and third meeting and dropped in the final meeting.
Content and development received more time in the first meeting but less in the
subsequence. Time spent on grammar and cohesion, in contrast, increased steadily from the

first until the final meeting.

This relationship between suggested that, during the peer feedback conversation, the
students have applied information they received from the conference with the teacher and
have improved their feedback quality in the subsequent meetings. The first evidence can be
seen from the better balance in proportion of time they spent to comment on each area. To
calculate the proportion, the amount of time in second the students spent to discuss the four
areas was counted and the sum was made. Then the total amount of time spent on each

area was converted to percentage. Table 8.2 gives the amount and the percentage of time
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individual students commented on the areas. Table 8.3 shows changes in the proportion the

students have made.
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Table 8.2: The percentage of the use of time on the main area of comment.
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The comparison of the percentage of time spent on each area

Table 8.3
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Table 8.2 shows that in the first peer feedback meeting, the students failed to cover all the
areas as the number ‘0’ means that the students did not discuss the area. Most of the
students did not comment on the development of the argument. Out of 26, only 11 students
did comment on this element in the first meeting while 15 of them did not discuss it at all.
There were 6 students who did not comment on text organization in the first meeting. There
was one student who did not comment on content at all and who spent most of her time
discussing unrelated topics, a little on organization and grammar. There was one student

who did not discuss grammar at all in the first meeting.

In the second session, the area of idea development was still left out by several students.
There were 10 students who did not give comment on this area at all. Four students did not
discuss text organization and one student gave only little time talking about organization.
There was one student who did not comment on grammar. The area of content, however,
was commented on by all the 25 students who patrticipated in this second peer feedback
meeting (There was one student absent from the class this time).

In the third session, idea development was still the area that was left out by several students.
In this meeting, 8 students did not discuss this topic with their receivers at all. There was a
student who did not discuss organization in the third talk. However, all the 26 students

commented on content and grammar in this meeting.

In the final peer feedback meeting, the areas of content, idea development, and grammar
were commented on by all the 23 students who participated in the activity (Three students
were absent.). There was one student who did not talk about organization in this final

feedback conversation.

The findings have demonstrated that there was improvement in the students’ comment as
nearly all of the students have covered all the areas of the writing in their final peer feedback

meeting comparing to the first one.

The second piece of evidence can be seen in the percentage of the time share. In the first
peer feedback session (Please see table 8.3), the arears that received most and least
comments were content, grammar and cohesion, text organization, and argument
development respectively. The students spent 58.70% of their time discussing the content,
24.98% the grammar and cohesion, 8.28% the text organization, and 4.19% the argument

development.

In the second peer feedback session, the priority stayed the same. The students spent

50.46% of the talk time on content which was approximately 8% less than their first meeting,
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23.13% on grammar which was approximately 1% less than the first meeting session. They,
however, spent 11.87% on text organization which was approximately 3% more than the first
meeting and 13.82% on argument development which was around 10% more than the first

session.

In the third meeting, similar tendency was found. The focus of the talk was in the same
order. In the third meeting, the students spent 36.63% of the talk time on content which was
nearly 22% less than the first meeting and 14% less than the second meeting. They spent
28.87% on grammar which was 3% and5% more than the first and the second talk
respectively. The students used 20.53% of the time on text organization which was nearly 12
and 9% more than the first and the second meeting respectively. Regarding the percentage
of time spent on idea development, the students spent 13.53% of the talk time on the area
which was nearly 10% more than the first meeting and almost the same percentage they
used on the second occasion of their peer feedback.

In the final meeting the student still prioritized their talk on content, grammar, development,
and organization. In this final session, the students spent 39.6 with 3% increase from the
third meeting. They spent 31.73% of the talk time on grammar and cohesion which
increased 3% from the third meeting. The students used 17.05% of their time talk on idea
development which was around 3.5% more than they did in the third meeting. They spent
11.27% of the talk time on text organization which was approximately 9% less than the third

meeting.

The findings presented above show three interesting phenomena. Firstly, the percentage of
time spent on organization was low in the first meeting. In the second and third meeting, the
students gave more time on the area. However, in the final meeting, the percentage dropped
again. The fact that the percentage of time the students spent on organization increased
throughout from the first peer feedback session to the third but dropped in the final was
interesting and can be said to be the result of the students’ ability to adapt the comment
according to specific situations. That is to say, the students have made assumption of the
receivers’ knowledge regarding organization prior to the meeting. The evidence that
accounted for the decrease in the percentage can be found in several occasions in the

students’ talk in their final meeting. The following is one of them.
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Sample peer feedback 1

Peer feedback 1

‘Y]’HaLS’]&I’]G]ﬂ%i‘V\&I‘Y]ﬂ ‘]JSWLG]%LRU N']LL"EEﬂ’J’]&Jﬂ@Iﬂ%LWIW Introductlon mumaumnnmuautamm
LLﬂLﬁaﬂ L’Viu@]’)ﬂﬂ‘ﬂ yrompt AIBULTUNRE Lﬁ&lﬂ']’]dsj mmﬂummau LS&I@]GLLG]E]@WW@G&IV\’]HULNU
’J’]LU%SJ’]ENVLQ LLﬂ’)ﬂ“HlﬁLﬂWﬂ’]N%VLlJWW%’I nne &lﬂ’]iLﬂaU%LLﬂﬂda&l’]\i‘ﬂ’J'} Oo%ﬂi] L‘Vtuﬂ’lf;l L“IJEI'H:L%
ﬂ'ﬂ\‘ﬁ] yne LLa'mammummm prompt LLaZ mm thesis statement 11'1@1 body L#1e uaaamwa
LM@]N@LLSﬂIaLﬂ students get English language skill moremcﬂwaﬂaaa WI. L‘uﬂlﬂ’;@uuﬁiiuadﬂqw

Let’'s have a look at each part at a time. The introduction looks OK at the first glance. You choose
to agree with the prompt. To make it better, you may mention the university’s policy on English
language teaching in the past. Then you may point out that this policy doesn’t work. Then you can
say ‘If there is a change in the policy which requires the teachers to teach all English subjects
using English as an instructional medium, you absolutely agree’. In the body paragraphs, you have
two main reasons. The first one is ‘students get English language skill more’ and the second is
‘the students understand English culture.” (Mean /PF1/ 4.10-5.10)

WgaNEIue agiefivenlyus 'naiﬂmaw restatement of the thesis statement umﬂmmwam
aaa LR SJ final remark Thesis statement Junzudiveandszloadunies 1%NU7MWWWGW®LLU3J1%N
Uz uMndadipdiunnzesls mmmaaL'ﬂuaaammwa'ﬂmﬂmimlﬂjmlm AIRInNURINDIEY
lailgaanvasdnan

In the concluding paragraph, as | have said, you need to restate the thesis statement followed by
the summary of the two main reasons and the final remark. You have the restatement of the
thesis statement but you use the exactly the same sentence. Try to say it in a new way. Similarly,
the summary of the main ideas should be said in a new way too, not a copy of the same
sentences. (Mean /PF1/ 19.00-19.25)

Peer feedback 2

ﬁnﬂ'ﬂmu essay anﬂmaﬂiﬂm’mr}au introduction Wanldlain @ ﬂa‘W(ﬂﬂ’J’NG] fauLAIAaLAL
AN AU theS|s e theS|s statement NTALAW muu(ﬂid introduction & Tadlusiuvas body
paragraph fa SU main |dea f support thesis statement ‘ﬂ"mtﬁ]umaaoau LLG]’J’]L%G]NE‘]&JMEJW@IQBEI
aunAuILLan L(ﬂmﬂaﬂﬂﬂ“n‘ma TOANTIAIN conclu3|on ﬂammﬂwmﬁ’maﬁmﬂ Wmmmmmmwa
ROIAANIRINING Uda99zAn 1 topic NNNENTINEUNITNADIAANS AaNuAaATING Feuiierne
wwnlwRefiawios sudaidslusimues introduction Laid @{u[atmtm Lmlua’m body NHEIVIANTT
sneaen9 uazmsld transition Aunylidldias Wnuddanafe so Ly

From what | read, the introduction is OK. You started with the general information then move
down to the thesis statement. And the thesis statement is clear. The good point of the body
paragraph is that you have the two man ideas that can support the thesis statement. But | am not
sure if the explanation within the supporting detail is relevant. Let’s talk about that later. In the
conclusion paragraph, you tried to mention the two main ideas but may have forgot the mention
the topic and the thesis statement. (Mean /PF2/ 0.00-1.10)

Snathsilesdananiniand sundinaug i liiisaslassaiamaidou essay anraufierlufissi
aslmu intro, body, conclusion 1w lifm3lE transition Ysuaniay 0t 9 Alusan

Another thing is that it is hard to identify each part of the essay for those who are not familiar with
this type of writing. This is because you don’t use transition signals to guide the reader through
the text. (Mean /PF2/1.57-2.20)

&% conclusion ﬂuw,ma%m topic mwmmﬂaum Uan thesis statement LR WAQHS Laa. Wa73N
final remark maua@mm

In the conclusion, as you know, you restate the thesis statement and then you summarize the
reasons from the body paragraphs and close the essay with a final remark. (Mean /PF2/ 5.50-
6.10)
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Peer feedback 3

Ok....let's look at the first thing. First of all you have to understand the elements of the
introduction. You start with general talking about the topic. Then you narrow the discussion down
to the issue. Lastly, you state the thesis statement. Now the body. Each paragraph of the body
must have the main idea. Then you support the main reason with examples, explanation, and
things like that. The most important thing is you need concluding part of each paragraph. In the
following paragraph, we need paragraph transition. For example, you can write ‘in addition to the
first reason which is ..... , | think ..Blaa.... is another reason. This is how we connect paragraph.
Similar to the previous paragraph, at the end of the paragraph, we need to conclude the
paragraph. In the conclusion paragraph, the word ‘so’ should be changed to something else like ‘in
conclusion’ although it means ‘to conclude’. In this part, you have to restate your thesis statement
followed by the two main reasons. Then you try to convince the reader once again by your final
remark. So, from what you wrote, your introduction is ok. The body seemed to miss the concluding
part. Right? right!! The second body paragraph didn’'t have transitional bit which link it back to the
previous paragraph. Also, you didn’t conclude the paragraph. In the conclusion, you lack the final
remark of which the function is to finally persuade the reader. You agree? (Mean / PF3/0.00-2.13)

Peer feedback 4

mﬂﬂvlmmw,lm mmm‘iaa aaﬂﬂsmaumﬂiumaommumuﬂammm Jadde 14 thesis
statement NTALI LmWﬂ’]&l’mm)”IM general statement A Lwaﬁ]”"l,ﬂmm thesis 284t3
usigeneral statement nm"l,mmmms Main idea Tduinananan aaommwamiu inInerne
14 conclusion TaiRafaL LiJuL‘ia\‘i general statement wm‘iumnwam W@md thesis statement ‘&t
dudilisaansaanurinls enaduiwez duiawinly weanile thesis LLmaJu"Lw smooth &%
body Ta@ifia main idea fiTaLA% udSIIIARANIRTLEYYN NEURAFINS tiTafiane tndauwn
Lmuuua?immvl,ﬂﬁam] galaldnn aw. 1'1&mmﬂmﬂﬁs‘mmm"luumiai'ﬂmyUa%mmaamwamﬂ
WALEITIANT link 32139 Uaﬂmmaamaaamwa 1us body SwlIN 3Ud% e firstly Lt
sz lUgmanaunn memﬁnmqumwamaoms e s secondly ‘Lummwaﬂaaumm’lw
first 80 e mlwmmam VB L‘V\VﬂNaLLiﬂ ua lwmnguases twszd first ATIUAN

Let’'s have a look at the organization of the elements within the three main parts. The good thing is
that you have a clear thesis statement in your introduction. It seems that you try to give some
general statement in order to link it to the thesis statement. However, the general statement is not
quite effective. It does not present the topic effectively since it seems not closely related to the
topic. It seems too short for me. So you need to give more general statement and try to make
smooth link to the topic and the thesis statement. In the body, you have two main ideas. But you
lack sufficient supporting details to explain your reasons. And the argument to give is not very
solid. It looks to me like you write without an aim of trying to support your claims. You may need
examples in your supporting details. Another thing is that you should have a summary of the
paragraph too. Also, you need to have some transitional signals in your body paragraphs such as
firstly’ to signal the first body paragraph and ‘secondly’ to signal the second. Instead, you use
‘first’ again in the second paragraph which confuses me. In the conclusion, you close the essay
with final remark. (Mean/PF4/0.00-2.20)

(ﬂix‘i%ﬂ&lwu(ﬂvlﬂ (ﬂi\‘]“(ﬁ]w I|nk RN F.I?JWH,"I 1381 131 link Li’ﬂ,‘]j besides ﬂvl,@ fa ufﬂﬂ’ﬂ’]ﬂfﬁll%’]
a\‘lﬂﬂJLLa’J Lﬁ”l&ld&l‘ijﬁﬂ%’]ﬂﬁﬂx‘lﬂﬂﬂﬂ HAaMT link TzWingdantin uas amamwmmaamﬂ Hanin
a8

| nearly forget to give you examples of link between paragraphs. You can use ‘Besides’. And don't
forget to give the paragraph summary too. (Mean/PF4/9.07-9.27)

IAaIRan ﬂmaamw muaﬂm@1aaﬂﬂ?ﬂaumﬂm"lﬂmumsmﬂ paragraph N13 link TERIN .
paragraph WAz ILBa% conclusion N4 thesis NTALI LRI |ntroduct|on wazdouliniienini
dnfiadtaiune general statement Wuarlaaaian wandn thesis statement umlwvlml,am%ﬂu
Sosarls
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| think your problem is that you forgot an important element which is paragraph transitions. You

write the conclusion with clear restatement of the thesis statement. In the introduction, the general

statement should be better set out in order to make smooth link to the topic and the thesis

statement. (Mean/PF4/10.17-11.50)
In this example, the student focused on giving the pattern of argumentative essay in her first
to third talking. In her first peer feedback she tried to tell her friend what an argumentative
essay should have in terms of its element. In her talk, she tried to find whether her friend’s
writing consisted of the necessary elements touching a little on the information. In the
second feedback, she did similar things to her first talk trying to see if there were necessary
elements within the text. She gave a little comment on the message presented in each
specific part as well. In her third meeting as a feedback giver, the student’s emphasis was on
checking the inclusion of essential elements of the writing. She talked her receiver through
steps of writing essay of this genre. However, in her last meeting, the student’s focus of this
area was not on checking if her friend’s writing included essential elements. When she said
‘Let’s have a look at the elements within the three main parts’, she assumed that her friend
had already known what the three main parts were. After that she paid more attention to the
quality of how the information within each element was presented rather than talking her
friend through the steps of writing argumentative essay. This could be an indication that the
student believed that her peer had had sufficient knowledge about the writing pattern. The
change in the students’ comment on text organization, therefore, can account for the change

in the decrease of the proportion of time given to this area in the final meeting.

Secondly, the percentage of time spent on content decreased throughout from the first
meeting to the final. The reason why time spent on content decreased can be firstly because
they spent more time on other areas of the text. As can be seen in table 8.3 that in the later
meetings, the percentage of time spent on idea development, grammar, and organization
increased. This makes the percentage of the time on content decrease. The drop in the
proportion of time, however, did not suggest that the students performed less effectively.
There was a good amount of evidence from the videos when the students discussed the

content more effectively with less time.

8%UINUIQ introduction ms"uumaumwmﬂumwmw Sase ldaipAaunnidan topic ulwu?? fals
m"l,unﬂww,aumuvlum‘lﬁ] mmuu"[mﬂmnumma uﬂuaa@mamu WNNINATNTIITY Wi T
ANUFDINIUANGNIN LIIARGBINIANMUTUAS VIIAUBETZ TUoLiNU 180 ..." UATLWNLTDHAN
Ta'laiign topic wIatsnenaazloadalajfis dau thesis statement wiownsllddeninasen

ozly LvaEnmwwmm Wweiden suitue udassilinslidnsden dasna thesis statement
Araranly

Let’s look at the introduction. You use this word to mean ‘freedom’, right? You misuse the word so
it doesn’t make sense. Here, this bit, the general statement, is not relevant to the topic. You
should make change by saying things like ‘Every human has different desire. Some people may
want to have security in their life while others may want to have more freedom.” What you write
here is not suggesting anything about the topic or you may have not provided enough information
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to link this part to the topic. Also your thesis statement is still not clear. You don’t state clearly
what you will choose. So you have to state exactly what you will go for between the two choices
to make your thesis statement clearer. (Kanjana/PF3/0.50-2.50)

wENAWA i gaAARBINY main idea w38 thesis statement e Aliansiunentszidwieazann sn
damdindaunaniieglasmamannifinly indewaziiu introduction Sasiuilaile ml,m"l,ih'mnu
|ntroduct|on ﬂvL@l ol 1@ thesis statement L&2L31119209 main idea °Ii(§16] mummwama‘wmmaa
SudoazaInauny udfasunode ldinsfsassiuazainaunoatnels wuazainises i lnuile

Your details are also irrelevant to the main idea and the topic. The detail you provide here seems
to go off the topic because it looks like you are giving general statement again in the body
paragraph. So you may move this bit to the introduction to make your introduction more complete
and relevant to the topic. After you have a clearer thesis statement, you need to make clearer
claims too. For example, your first main idea is ‘convenience’. You have to explain how freedom
gives convenience and why it is better being convenient. (Kanjana/PF3/4.55-6.30)

A o o & o o @ o, P A v A & Y v A v a A
Fasdaumgmanifirindeunuiusufiniemiounu Aidosasddsznavlinndas dadasianen
wuian|uli introduction wia body fivaniguafiiiuifiizas convenient wiafiafunean

You do the same with the other parts. Put the thesis statement in the introduction. In the body
paragraph, give the main idea, convenience, and its supporting detail. (Kanjana/PF3/9.50-10.43)

mﬂmammmm’smla"l,@meuﬂmaamummﬂumw e muunmmumamumma@6] azly
annaunas 1wuludim iamiinAdesd main idea o uwifieudInmans fafunofiiioima
audndudas on e, AendlatIan memLs'l"l,ﬂm'aaLsaamwﬂmamamnmu‘lﬂmmu"l,u
suiu wasl,mmml,l,muunﬂmmflmw"melmuammu adnnITnguaNaasfilaiTaIM T
AT Lsﬂmmmwmmmmmuﬂmmmsmmanaummu main idea udALaNANUTERALNE
AT LLmmmmm@;wamwm11ammum"l,mﬂuﬁmmmmma waATNda8ENg
Tuaainga gild dvnuuudt msdoudesanufaussitonsiufiasiduue

To sum up, | am able to get main message of the essay after you have explained things to me.
So when you write you have to develop your content properly. Think what you should put first and
last. For example, in the main body paragraph, the main idea has to be stated first. Then you give
more explanation to make it is sufficient for the reader to agree with your main point. If necessary,
you should give examples. Sometimes we worry too much about giving examples. There can be
cases where examples are needed and cases where they are not needed. In the later cases, if
you give examples, your essay will get worse instead of getting better. For example, in your
second main idea which you talk about pregnancy, you can say something the opposition may use
as their reason to support the other side. You discuss those reasons that you anticipate then proof
that your reason is better. And if you think you need examples, you may give one. If you can do
s0, your essay will be much better. (Kanjana/PF4/9.15-9.56)

In the above example, we can see the development this student made in terms of content. In
the third meeting, the student commented on the idea development in three separate
occasions. She opted to talk about each paragraph at a time beginning with the introduction,
the body which she pointed out the flaw in development of the main idea, and at the end
talked again about the whole essay. She opted this method as she might have realized that
her friend need to know one problem at a time and so she could provide the solution each
time she commented on the point. However, in her final meeting, the student discussed this
area in one occasion at the very end of her comment. The student may have considered that
her friend need to know the whole process of developing the main body of the paragraph
because the content was not put together well. This could show that the student was able to

adapt her comment according to different needs of the receiver.
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Thirdly, the percentage of time spent on idea development increased throughout from the
first to the final session. This suggests that in the later stage of the peer feedback, the
students have focused more on this area which would result in their ability to control their

own writing.
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The first reason you say ‘Friends help warn you of doing wrong.” This main ideas is too narrow.
You won’t have a lot to say about this in the supporting detail. That is why you have so little
support to this main idea. You may have to consider changing your main idea. For example you
might say ‘Friend is more important than money because a friend can help you better than
money.” The main idea like this is bigger and more powerful. You will have a lot to explain in detail
why friends can help more than money. At the end of your paragraph, you may need to give a
summary of what you have said so far in this paragraph. That is because the reader may lose the
main message after reading a long paragraph. Before you begin the next paragraph, you may
have to refer back to the previous reason by saying ‘Apart from the fact that friends can help
better than money, | have another reason which is ..... * Similarly, you need more detail to support
the main idea. You may need some cohesive devices to help tie your content together. Here |
don’t see many of the devices. This will make it hard for the reader to follow the argument. In your
conclusion, | guess, this is your restatement of the thesis statement. The problem here is the
summary of the main ideas is not very clear. You may write like ‘I choose friends over money
because | believe friends can help more than money and friends are with me all the time.’
(Manchu/PF3/1.17-4.23)

lugam body wguausn Mduwin first reason 1wz imamnuusihh m3dow body fazlw
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In the body paragraph, you use ‘my first reason’ as a transition signal. | suggest that you can look
for other signals. There are more to use aside from ‘my first reason, my second reason’. | have
seen so many people use these two phrases and think that they are a bit plain. Also it looks to me
that the essay is block-like. | meant the pattern of the writing is too obvious to the reader. So it
lacks beauty. You may say ‘Why | oppose with the idea of living together before marrying is firstly
because ...... * And when you begin your second reason, you may need a transitional sentence
like ‘Not only that living together before marrying makes women lose their worth, it also limits their
freedom.” However, try not to use the same sentence as you use before. After you have your main
idea, you need to think how you are going to support it. What smaller reasons or examples you
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are going to use to make your main reason more solid. Don’t forget that the main reason must be
big and powerful which means that you always have to explain more in details. And when you give
details, you should put each detail together properly. Your aim of giving the detail is to answer
why you think that women lack freedom if they live together with their men before getting married,
why having less freedom has bad effect to their life, and why it is better to live separately before
getting married. Try to cover all the point that the opposition would use as their counter reasons.
(Manchu/PF4/3.44-5.30)

The above example shows the student’s growth in feedback skill as she considered the need
of the receiver and went deeper in her comment on idea development. In the third feedback
the student commented on rather general idea of how to develop writing content. However,
in the final conversation, she appeared to go deeper into the detail as she tried to encourage
her friend to try new ways of putting the content together to make the text look more

beautiful and show the writer's knowledge of language use.

Fourthly, the percentage of time spent on grammar was high in the first meeting. Then it
slightly decreased in the second. Then it went up again in the third and the final meeting.
This is the result of the students’ spending less time on the other areas in the early feedback
meetings and then they spent more time on the other areas in the later meetings. There
were a lot of evidence from the videos that showed parts of conversation where the students
discussed their grammar. However, they were not able to make very precise and detailed
explanations of grammar points at hand. Most of the comments on grammar appeared to be
general. Also the students did not spend much time on cohesion.
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L‘]_ISZJ‘UL‘YIEI]_ILiENL@U?ﬂuvlﬂﬂﬂwﬂiwmuﬁ]

You seem to write using Thai grammar which is not possible for foreigners to understand. So you
have to work more on your English grammar. Next is the use of cohesion such as conjunction.
You should try to use new ones that you have never used before such as in addition, moreover,
however, therefore. If you can use them properly your writing will be harmonious. Other types of
cohesion include synonym, pronoun reference, ellipsis, and substitution. These can help your
writing more beautiful. (Tiger 2)

In the example above, the giver wanted the receiver to improve grammar and cohesion. She,
however, did not point out particular grammar points that were problematic. Instead, the
giver only provided general principles of how to put sentence elements together in English
grammar. Similarly, when the giver commented on cohesion, she only gave general ideas

about how to use each types of cohesive devices without showing to her friend any
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examples. This reluctance in discussing in details can be because the students considered
grammar and cohesion their biggest weakness. More details of this point were discussed in

the later part.

8.2 The students’ opinions

8.2.1 The findings based on the pre questionnaire

Table 8.4 demonstrates the students’ answers to the questionnaire items which aimed at

eliciting the students’ knowledge and experience towards the method.
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Table 8.4: The results of the pre questionnaire

Degree of agreement
Item statement 4 3 2 1
Freq/% Freq/% Freq/% Freq/%

1 You have good experience in writing in 1 11 13 1
English. 3.85 42.30 50.00 3.85
s ; 1 12 12 1
2 You know what good writing should look like. 3.85 46.15 46.15 3.85
i : 0 1 21 4
3 You have good writing skill. 0.00 385 80.77 15.38
c 6 13 7 0
4 You k hat feedback it .
ou know what feedback on writing is 23.08 50.00 26.92 0.00
5 You think it is important that you receive 13 12 1 0
feedback on your writing. 50.00 46.15 3.85 0.00
6 You thinkit is important as a student thatyou 17 7 2 0
know how to evaluate good writing. 65.38 26.92 7.69 0.00
P You have good experience in receiving 1 18 6 1
feedback on writing from teachers. 3.85 69.23 23.08 3.85
8 You have good experience in giving feedback 1 11 14 0
on other people’s writing. 3.85 42.31 53.85 0.00
5 You think feedback should only come from 1 6 10 9
the instructor who teaches the course. 3.85 23.08 38.46 34.62
e 0 7 19 0
10 You k how t luat ting.
ou know how to evaluate writing 0.00 26.92 73.08 0.00
i1 You feel confident to comment on your 1 8 17 1
classmate’s writing. 3.85 30.77 65.38 3.85
12 You find it is difficult to evaluate your 2 10 14 0
classmate’s writing. 7.69 38.46 53.85 0.00
13 You know how to effectively communicate 0 11 14 1
your comments on wiring to your friends. 0.00 42.31 53.85 3.85
14 You feel comfortable to comment on your 1 13 11 1
friend’s writing. 3.85 50.00 42.31 3.85
15 You feel comfortable to accept your friend’s 11 7 7 1
comments on your writing. 42.31 26.92 26.92 3.85
16 As a future teacher, you need to know how to 23 2 1 0
give feedback to your students’ writing. 88.46 7.69 3.85 0.00
. ) 1 7 17 1
17 You know what writing strategies are. 385 26.92 65.38 385
18 You use specific strategies when youwritean 0 8 16 2
essay. 0.00 30.77 61.54 7.69
19 You have created the strategies you use 4 4 16 2
yourself. 15.38 15.38 61.54 7.69
20 You learned the strategies you use from other 3 12 10 1
people or sources. 11.54 46.15 38.46 3.85
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Most of the students considered themselves having limited experience in writing and some
considered themselves having fair experience in writing. Regarding the question whether
have good experience in writing, 50% (13) of the students said that they disagree to the
statement and 42.30% said they agree. One 15 of them said that they strongly disagree and
1% said they strongly agree.

The majority of the students considered themselves not having satisfactory knowledge about
what good writing should be like. Asked whether or not they know what a good writing
should look like, 46 % of them said that they had fair knowledge of the matter. 46 % said that
they had little knowledge about the issue. One percent of them considered themselves as
having good knowledge and one % consider themselves having very little knowledge.

The participants considered themselves having poor writing skill. To the question of how
they students rate their writing skill, 21 students (80.77 %) said that they disagree with the
statement saying that they have good writing skill. This means that they considered
themselves having poor writing skill. Four students (15.38 %) even considered themselves
having very poor writing skill. Only 1 student (3.85%) though that s/he had good writing skill

and one students said that they have very good writing skill.

Most of the students were convinced that they had fair knowledge about feedback in
general. Based on the question whether the students know what feedback on writing is, 13
students (50%) thought that they had good knowledge about what it is. Seven students
(26.92%) though that they had limited knowledge and six students thought they had very
good knowledge. No students considered themselves having very good knowledge about

feedback on writing.

When asked whether or not they agree that it is important that they receive feedback on
writing, most of the students agree that it is. Thirteen students (50%) said that they strongly
agree. 12 students (46.15%) said that they agree and only one student (3.85%) said that
s/he disagree.

Regarding the question whether or not it is important as a student that they knew how to
evaluate good writing, most of the students strongly agreed with the statement (17 students:
65.38%). Seven students (26.92%) said they agreed. Only three students said that they

disagreed.

Prior to the study, the students were convinced that they have good experience receiving
feedback on their work in general. When asked whether they had good experience receiving

feedback on writing from teachers, 18 students (69.23%) said that they had good
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experience. Six students (23.08%) said that they did not have good experience. One student
(3.85%) said that s/he had bad experience and one student (3.85%) said s/he had very good

experience.

Majority of the students did not have experience about giving feedback on writing to other
people’s work. They also believed that feedback should not come from teacher only. Based
on the statement saying that the participants had good experience in giving feedback on
writing, 14 students (53.85%) disagreed, 11 students (42.31%) agreed, and 1 student
(3.85%) strongly agreed. Most of the students disagreed that feedback should be given by
the teacher only. 10 students (38.46%) disagreed, 9 (34.62%) strongly disagreed, 6
(23.08%) agreed, and 1 (3.85%) strongly agree.

The students considered themselves having very limited knowledge of how to evaluate
writing. Based on the statement saying that the students know how to evaluate writing, major
of the students disagreed and some of them agreed that they knew how to do so. There
were 19 students (73.08%) who disagreed, 1 (3.85%) strongly disagreed, and 6 (23.08%)

agreed with the statement.

They also expressed their lack of confidence if they were to give feedback on writing. Based
on the statement saying that the students feel confident to give feedback to their classmates’
writing, most of the students said that they disagreed. Some, however, said that they agreed.
There were 17 students (65.38%) who disagreed, 1 student (3.85%) strongly disagree, 8
students (30.77%) agreed, and 1 student (3.85%) strongly agreed.

However, they believed that giving feedback on writing to classmate’s writing was not a
difficult task. Based on the statement saying the students find it difficult to evaluate their
classmates’ writing, most of them said they disagreed. The minority of the students said that
they agreed. This means that most students considered that evaluating friends’ writing is not
difficult. With this statement, there were 14 students (53.85%) who disagreed, 10 students
(38.46%) agreed, and 2 (7.70%) strongly agreed.

They were not convinced, however, that they would be able to communicate comments
effectively to their friends. Based on the statement that the students know how to effectively
communicate comments on wiring to their friends, majority of the students disagreed with
only a few students agreed. There were 14 students (53.85%) who disagreed, 1 (3.85%)
strongly disagreed, and 11 (42.31%) agreed with this statement.

The students showed some enthusiasm to give feedback on writing to their classmate as

they said they would feel comfortable to give feedback. Based on the statement saying the
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students feel comfortable to comment on their friends’ writing, most of the students felt
comfortable to give feedback on their friends’ writing. There were 13 students (50%) who
agreed, 1 student (3.85%) strongly agreed. However, there were 11 students (42.31%) who
disagreed and 1 student (3.85%) who strongly disagreed, which means that these two group

did not feel comfortable to give feedback on friends’ writing.

The students were convinced that they would feel comfortable when they received feedback
from their friends. Based on the statement saying that the students feel comfortable to
accept friend’s comments on their writing, most of the students felt comfortable. There were
11 students (42.31%) who strongly agreed with the statement, 7 students (26.92%) agreed,
7 students (26.92%) disagreed, and 1 student (3.85%) strongly disagreed.

The students realised that they needed to know how to evaluate writing before they could
make comments. Based on the statement saying that the students need to know how to give
feedback on friends’ writing, most of them said that they needed to. There were 23 students
(88.46%) who strongly agreed with the statement, 2 students (7.70%) agreed, and 1 student
(3.85%) disagreed.

Based on the statement saying that the students know what writing strategies are, most of
them disagreed with the statement. This means that they did not know what writing
strategies are. There were 17 students (65.38%) who disagreed, 1 student (3.85%) strongly
disagreed, 7 students (26.92%) agreed, and 1 student (3.85%) strongly agreed.

The participants were not convinced that they ever used any specific strategies when they
wrote an essay. Based on the statement saying that the students use specific strategies
when they write an essay, most of the students disagreed: 16 students (61.54%) disagreed,

2 students (7.70%) strongly disagreed. Eight students (30.77%) agreed with the statement.

Also, they did not realise that they had ever created any strategies of their own or that they
adopted some from others. Based on the statement saying that the students created their
own strategies, most of the students disagreed: 16 students (61.54%) disagreed, 2 students
(7.70%) strongly disagreed, 4 students (15.38%) agreed, and 4 students (15.38%) strongly
agreed. Based on the statement saying that the students learned the strategies they use
from other people or other sources, most of the students agreed with the statement. There
were 12 students (46.15%) who agreed, 3 students (11.54%) who strongly agreed, 10
students (38.46%) disagreed, and 1 student (3.85%) strongly disagreed.
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8.2.2 The findings based on the post questionnaire

The 38 questions in the post questionnaire were used to elicit the students’ experience and
opinions towards the research activities. The questions can be grouped based on what
information they were used to examine. The first group is to elicit the students’ opinion about
their knowledge of feedback and writing. The second group is about the students’ opinion
towards their role as feedback giver. The third group is about their role as feedback receiver.
The next group examines the opinion towards the teacher feedback. And the last group

explore the students’ experience about the research activities.
8.2.2.1 The students’ opinion towards feedback and writing

In terms of the students’ opinion towards the knowledge and experience about feedback and
writing, it was found that the students have experienced changes in their knowledge and
experience about feedback on writing. At the end of the semester, the students agreed that
they received good experience in essay writing. They also realised that it is important that
the students get feedback on their writing and that knowing how to evaluate writing is as
important. By participating in the research, the students said that they knew well about
characteristics of good writing. The questionnaire also showed that the students knew what

feedback on writing is and that they knew how to evaluate writing.
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Table 8.5: The students’ opinion towards feedback and writing

Iltem Statement Degree of agreement

4 3 2 1

Freq/% Freq/% Freq/% Freq/%

1 You have received good experience in writing 25 1 0 0
essays in English. 96.15 3.85 0.00 0.00
aa1&sulszaunamalia lumsdouGeinrmamdingy

2 You know well about characteristics of good 19 6 1 0
writing. 73.07 23.07 3.85 0.00

6 You think it is important that you receive 23 3 0 0
feedback on your writing. 88.46 11.53 0.00 0.00

8 You think it is important that you know how 19 7 0 0
to evaluate good writing. 73.08 26.92 0.00 0.00
AwAIMsdIEnlsziivamdeuiuddny

9 You know how to evaluate writing. 10 15 1 0
Auf s nmlszdunudound 38.46 57.69 3.85 0.00

10 You know what feedback on writing is. 16 10 0 0
asvilpamsuudrhn s ilauuadenudeufoe: 1s 61.54 38.46 0.00 0.00

Based on whether or not the students agreed with the statement saying they think their
students should know how their writing will be evaluated, most of the students agreed to this
statement. To this item, 69.23% (18) of them strongly agreed, and 30.77% (8) of them

agreed, no students disagreed with the statement.
8.2.2.2 The students’ opinion towards being feedback giver

In terms of the students’ opinion towards their role of being feedback giver was highly

positive.

The students had good experience on giving feedback on their friends’ writing (as 11
students, 42.30%, strongly agreed to the statement and 14 of them, 53.85%, agreed, and
only one student, 3.85%, disagreed that s/he had good experience on giving feedback to
their friends’ essays). It was also found that the most of the students felt confident to
comment on their classmates’ writing (as 15 students, 57.69%, agreed with the statement, 7
students, 26.92%, strongly agreed, and only 4 students, 15.38%, did not feel comfortable to

comment on their peers’ writing by the end of the semester).
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Table 8.6: The students’ opinion towards being feedback giver

ltem Statement Degree of agreement

4 3 2 1

Freq/% Freq/% Freq/% Freq/%

5 You have good experience in giving feedback 11 14 1 0
on other people’s writing. 42.30 53.85 3.85 0.00
aa1&5ulszaunsana lumsdudliflauuadenudsuves
wiau
11 You feel confident to comment on your 7 15 4 0
classmate’s writing. 26.92 57.69 15.38 0.00
12 You find it is difficult to evaluate your 3 13 7 3
classmate’s writing. 11.53 50.00 26.92 11.53
13 You know how to effectively communicate 7 15 4 0
your comments on wiring to your friends. 26.92 57.69 15.38 0.00

s 4 =& = 3 = E - =
nafudresRoasFmgadasmsilauualid ldnaadaaih
U

a:1ls

14 You feel comfortable to comment on your 9 12 4 1
friend’s writing. 34.62 46.15 15.38 3.85
aouiinafAnreunaedidesiilauuadenudsuseiiou

17 You have incorporated most of peer 16 9 1 0
feedback into your later essays. 61.54 34.62 3.85 0.00
aa i dlauuadaulugi e nitowiinsauiionandou
Saamuﬁ;uﬁiaf]m

They were convinced that they felt comfortable when they were giving comments on their
friends’ essays (as 12 of them, 46.15%, agreed with the statement, 9 students, 34.62%,
strongly agreed, 4 students ,15.38%, disagreed, and 1 student, 3.85%, strongly disagreed).
The students also believed that they were able to effectively communicate their comments to
their friends (19 students, 34.62%, strongly agreed, and only5 of them, 57.69%, agreed with
the statement, 7 of them, 26.92%, strongly agreed, and only 4 students, 15.38%, disagreed).
The students also believed that they were able to find ways to communicate feedback to
their friends (as 15 students, 57.69%, strongly agreed with the statement, 10 students,
38.46%, agreed, and only 1 student, 3.85%, disagreed). However, it is interesting to see that
most of the students still believed that evaluating writing is still difficult for them by the end of
the semester (as 13 students, 50%, agreed with the statement, 3 ,11.53%, strongly agreed,
7, 26.92%, disagreed, and 3, 11.53%, strongly disagreed).
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8.2.2.3 The students’ opinion towards being feedback receiver

In terms of the students’ opinion towards feedback from their friends, the analysis revealed

that the students had positive responses to the statements.

Based on the statement saying that the students have good experience receiving feedback
from their friends, most of the students agreed that they did. To this statement, 57.69 % (15
students) agreed, 30.77% (8 students) strongly agreed, and only 11.53 (3 students) of them
disagreed.

Regarding the point whether or not the students accept comments from their friends, most of
the students felt comfortable to accept the feedback their friends gave on their writing. To
this item, 57.69 % (15 students) strongly agreed that they felt comfortable to accept
comments, 38.46% (10 students) agreed, and only 1 student (3.85%) said that s/he did not
agree with the item.

According to the point whether or not the students will apply their friends’ feedback to their
subsequent writing, most of the students said that they would use the comments in the next
writing. To this item, 53.85% (14) of them strongly agreed that they will, 42.30 % (11) of
them agreed, and only 3.85% (1) of them disagreed.

In terms of how much the students agreed with the feedback given to them, most students
said that they mostly agreed with the given comments. To this item, 69.23 % (18) of them
accepted that they agreed with most of the comment their peers gave, 26.92 % (7) of them

said that they strongly agreed, and only 3.85% (1) of them disagreed.

To the statement saying that they trust the quality of the feedback given to their writing, most
of the students agreed to the item. To this statement, 61.54% (16) of them agreed, 11.53%
(3) of them strongly agreed, and 26.92% (7) of them disagreed.

Based on the statement saying that they feel disappointed or embarrassed when they
receive negative comments from their friends, most of the students disagreed that they felt
bad receiving negative feedback. To this item, 53.85% (14) of them strongly disagreed,
26.92 % (7) of them disagreed, 11.53% (3) of them agreed, and 7.69% (2) of them strongly

agreed that they felt upset or embarrassed when they received negative feedback.
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Table 8.7: The students’ opinion towards being feedback receiver

ltem Statement Degree of agreement

4 3 2 1

Freq/% Freq/% Freq/% Freq/%

4 You have good experience in receiving 8 15 3 0
feedback on writing from friends. . 30.77 57.69 11.53 0.00
F{mﬁi’uﬂﬁzﬁumnfﬁahmﬁu'ﬁﬁuummﬁaummﬁauim
TU

15 You feel comfortable to accept your friend’s 15 10 1 0
comments on your \a\friting. . 57.69 38.46 3.85 0.00
AafAnaues uazreunawiiszdassuilaunns o

16 You will definitely use friend’s comments to 14 11 1 0
improve your next writing. 53.85 42.30 3.85 0.00
aanzivlawuai ldnndiou il Flunudsvvesmantiueu

19 You agreed with most of the comments your 7 18 1 0
classmates gave on your writing. 26.92 69.23 3.85 0.00
aaiudedudnlniuilauaiviounal¥inna

20 You trusted the quality of comments givento 3 16 7 0
you by your friends. 11.53 61.54 2692 0.00
aaFesulunanwiFlauuaiivieulfuram

21 You feel upset or embarrassed when 2 3 7 14
receiving negative comments from your 7.69 11.53 26.92 53.85
friends. . .

Aafanes uasfiandudie IdsvTlaunandludnliudsesmues
na

26 You found that you have improved your 7 9 8 2
writing from your friends’ comments. 26.92 34.62 30.77 7.69

AaRaluABLYBInaRTUm zHanNTlau A Idiou T e

36 When you were paired with a friend whose 3 8 10 5
language level was lower than you, you did 11.53 30.77 38.46 19.23
not benefit any gain.
danugnivdduiiouiianiFnilinuanisadesnine au
L1850t 5= ydannsfamaunn

37 You preferred to discuss feedback with a 14 8 3 1
friend who was better in writing than you. 53.85 30.77 11.53 3.85

AavsmauNuTlaLuAiudiounanIIga

The students also showed high degree of agreement to the statement saying that they think
their writing has improved because of their friends’ feedback. To this item, 26.92% (7) of
them strongly agreed, 34.62% (9) of them agreed, 30.77% (8) of them disagreed, and 7.69%
(2) of them strongly disagreed.

171



Based on whether or not they agreed with the statement saying that the students do not gain
any benefit when they are paired with a peer whose language level is lower than
themselves, most of the student disagreed to the statement. To this item, 38.46% (8) of the
students disagreed, 19.23% (5) of them strongly disagreed, 30.77% (8) of them agreed, and
11.53% (3) of them strongly agreed.

Finally, based on whether or not the students agree with the statement saying that they
prefer to receive feedback from friends whose language level is higher than them, most of
the students agreed with the statement. To this item, 53.85% (14) of them strongly agreed,
30.77% (8) of them agreed, 11.53% (3) of them disagreed, and 3.85% (1) of them strongly
disagreed.

8.2.2.4 The students’ opinions towards the teacher’s feedback

Regarding the students’ opinion towards the teacher’s feedback, the analysis showed that

the degree of agreement to each of the statement was high.

To the statement whether or not the student agree that they had good experience receiving
feedback from the teacher, almost all of the students strongly agreed with the statement. To
this item, 96.15 % (25) of the students strongly agreed that they had good experience

receiving feedback from the teacher and 3.85% (1) of them agreed.

Based on the item saying whether or not they agree that feedback should only come from
the teacher who teaches the course, most of the students said they disagreed. To this item,
46.15% (12) of them strongly disagreed, 34.62% (9) disagreed, 15.38% (4) agreed, and
3.85% (1) strongly agreed.

Regarding whether or not the students agreed that they apply most of the teacher’s
comment in their later essay, nearly all of them (92.31%, 24 students) strongly agreed and 2

students (7.69%) agreed that they used most of the teacher’s feedback in their later writing.

Regarding whether or not they agreed with the statement saying that they found the
teacher’s feedback helpful, nearly all of the students (88.46%, 23 students) strongly agreed
that they did, and 3 students (11.53%) agreed.

Regarding the item saying that the students found that the teacher’s feedback helped them
improve the feedback they gave to their friends, most of the students strongly agreed and
only a few of them agreed. To this item, 80.77% (21) of the students strongly agreed that the

teacher’s feedback helped them improve their peer feedback, 19.23% (5) of them agreed.
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Table 8.8: The students’ opinions towards the teacher’s feedback

ltem Statement Degree of agreement

4 3 2 1

Freq/% Freq/% Freq/% Freq/%

3 You have good experience in receiving 25 1 0 0
feedback on writing from teachers. 96.15 3.85 0.00 0.00
aaldsulszaunsaiag lumsiuilauua audsunnenisd

7 You think feedback should only come from 1 4 9 12
the instructor who teaches the course. 3.85 15.38 3462 46.15
auFahilanyanisuenasiaaudisuini

18 You have incorporated most of teacher 24 2 0 0
feedback into your later essays. . 92.31 7.69 0.00 0.00
naldimlauundiulngiildomerenduinsandenudeu
o wTuasin

22 You found teacher feedback given on your 23 3 0 0
feedback helpful. . . 88.46 11.53 0.00 0.00
aaufudilauu afienesslitaetlaunai galidiouinlss Toxl

23 Teacher feedback on your feedback helped 21 5 0 0
you improve your comment that you gaveto  80.77 19.23 0.00 0.00

your friend’s essays.
el "y = 4 [ =
Flauvunanernisdn i edlauuafina Ifilourevianinis 18
X ]
flaunnvasna l#aau

24 You felt more comfortable to discuss 12 11 3 0
feedback with the teacher than with your 46.15 42.30 11.53 0.00
friends.

i ;la{ - & ' & ¥
AMIANTUI lafiziuilauuanneiasdannnimindieudenu

27 You found that you have improved your 16 9 1 0
writing from teacher comment on your 61.54 34.62 3.85 0.00
comment.

E o ,
aafatwudenvesnaddudunasnnsiionnsdiilauuade
Flaunnnaaldien

38 You felt uncomfortable when discussing 3 2 7 14
feedback with the teacher. 11.53 7.69 26.92 53.85

= N ! a ar <
aafanliieuamadisaunnilawuaiuainsd

Based on the statement saying that the student felt more comfortable talking to the teacher
than to their friends, most of the students said they did. To this item, 46.15 % (12) of the
students strongly agreed, 42.30% (11) agreed, only 3 students (11.53%) disagreed.

This finding was confirmed by the students, response to the item saying that the students felt

uncomfortable discussing feedback with the teacher. To this item, most of the students
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disagreed with 53.85% (14) strongly disagreed, 26.92% (7) disagreed, 11.53% (3) strongly
agreed, and 7.69% (2) agreed.

8.2.2.5 The students’ opinion towards the research method

Finally, in terms of the students’ opinion towards the research activities as a whole the
analysis revealed that the students’ opinion towards the research activities as a whole was
positive. Based on the item saying that the students think that working with peer is a good
way to improve their writing, most of the students agree with the statement. Of all the 26
students, 12 (46.15%) strongly agreed, 12 (46.15%) agreed, and only 2 students (7.69%)
disagreed. Based on the item saying the students considered themselves having improve
their writing ability comparing to before they join in the course, most of the students said that
they considered themselves having improved. Of all the students, 23 (88.46%) of them
strongly agreed, 2 (7.69%) agreed, and only 1 (3.85%) disagreed.

Table 8.9: The students’ opinion towards the research method

ltem Statement Degree of agreement
4 3 2 1
Freq/% Freq/% Freq/% Freq/%
29 You think that working with peer is a good 12 12 2 0
way to improve your writing. 46.15 46.15 7.69 0.00

andnims I rumnamAuiouthiTiia lumsiauming:
IECERIGEG

30 You think that you have improved your 23 2 1 0
writing ability comparing to your ability 88.46 7.69 3.85 0.00
before participating in this course.
donfoufeuduioufivsdimGousul sadohanuausa
Tunm L%aufumaiu?]%u

31 You think that this course is useful for your 26 0 0 0
future career as an English teacher. 100.00 0.00 0.00 0.00
AR MBEuii: Tenidomsdhiny luownavesaa

32 You will use the activities you have done in 17 7 2 0
this course with you future teaching. 65.38 26.92 7.69 0.00
amz“lﬁaﬂﬁﬁ;Jﬁ'ﬂymzL?]a3ﬁu1ﬁy_ﬁuﬂ'ﬂﬁaufumam1uaumﬁ

33 You think that feedback from friends is as 6 6 14 0
helpful as that from the teacher. 23.08 23.08 53.85 0.00
AufAnd Flauuavnasfundiowiils: Tominh fu

34 You think that giving feedback on feedbackis 4 5 14 3
time consuming. 15.38 19.23 53.85 11.53
andnimsliTlauuavese s daoTlauuaiinalidioudiu
Fonssuildanm

35 You agree that you should let your students 18 8 0 0
know how you will evaluate their work. 69.23 30.77 0.00 0.00

4 3 1 sk Y = = ' =
Aaufiude i fEsuas dmwismsiszduvesny Nezalszdiu
IR medals
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Regarding the item stating that they will apply the activities they learnt in this course to their
future teaching, most of the students said they would. To this item, 65.38% (17) of the
students strongly agreed that they would apply the experience to their future career, 26.92%

(7) agreed, only 7.69 % (2) said they disagreed.

Based on the item whether or not the students agreed that peer feedback is time consuming
activity, the opinion is varied. 53.85% (13) of the students disagreed, 11.53% (3) of them
strongly disagreed, 19.23% (5) agreed, and 15.38% (4) of the students strongly agreed.

8.2.3 The findings gained from students’ diary

During the course of the study, the students kept reflective diary each time they attended the
class. The information gained from the diary can be used to confirm the information gained
from the questionnaire. The students’ thoughts towards the class activities can be grouped
into categories based on the themes that emerged from the data which include the opinions
toward the peer feedback activity, the teacher’s feedback, the course and the teacher, and
their development. The themes that emerged from the diary also revealed that the students

had concerns about their writing ability and grammar.
8.2.3.1 Students’ feeling towards peer feedback activity

The information gained from the diary showed that the students had positive opinions
towards the peer feedback activity. They believed that this activity had helped them in

several ways. Firstly, the activity enabled the students to become self-learners.

Example

Fuillasnuntingse g msienfiauly FB wndownsnn [Iufinilsluesianss o Anfidodu
NN aiutsruliaudaaadouantinunn giuenfiad aus1wnwanaosay wintad
Foudn uazta3puaaizeshonnsoivduadgnannn e zaudinanlivsduathadoiu uazidu
339 inqunuiiay 25 w7 Oo%vl,ﬂﬂi‘”h]‘lj%‘ﬂ’mﬂ’]ﬂwﬂﬂLLUﬂﬂ‘J\‘iuN’m uuml%auumwuﬂﬂums
U321 AaNLune uas zaaugueled ldanadoun FAURTILNTZAUNUATEN uazEInie
AoanuAed ldanniian

It was such a hard work today because | had to give feedback to a friend who can write very well.
| consider him number one in our class. It was very useful for me because this feedback forced
me to work super hard for the whole week. | read his essay several times trying to find both
strengths and weaknesses. | had to be prepared for grammar as well because | knew he would
not only listen to me; he would ask me a lot of questions too. And it turned out to be true. We
talked for 25 minutes. | gained a lot from this talk. It made me feel more confident to evaluate,
comment and have good control over my own writing. This can be because | had been working
hard on it and because he gave me some good advice. (Wila 13/9)

They reflected also that the activity enabled them to become more confident as a writing

evaluator and feedback giver.
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Example 1

o
o o

IWW@ LL‘]Jﬂﬁ’)o%'l%%vl,ﬂvaﬂﬂ'ﬁﬂi“mud’]%w BwagNN anngd umsﬁﬂmﬂ‘vxm agun Uﬁﬂ
ANUNRNEY LLﬂwl“DﬂWWWﬂiﬁLWQ%iﬁﬂﬂﬂ’Jﬂ

Giving peer feedback was a good exercise for evaluating writing. It also allowed me to practice
how to communicate my thoughts to others and make them feel happy. (Mean 16/8)

Example 2

ﬂ’]ﬂ‘ﬂ FB Lﬂ%LiadU’WﬂLWi’] Li’]@]ﬂdﬂ'\uﬂ%%ﬂ%? i organization UWas @la\‘iﬂﬂtﬂvbtl’miﬂﬂﬂ
atvazidsaLNalNawld 0w %%'J’Wﬂﬂﬂﬁiu%&l%ﬂ']lﬁﬂ%@lQGWW%'W]’JLENWWIU "]@’W%Lﬂﬂ ﬂ&l']ﬂ"']l,ﬂtl
Az

Giving feedback is very hard because | need to work hard on analysing the content, organization,
and grammar very carefully. | think this activity makes me improve myself in several aspects. It is
a good exercise.(Wila 30/8)

In addition, some students reflected that the activity helped them learn how to communicate
comments in the way that was constructive and not offensive. The diary showed also how

the students saw themselves making improvement in their comments.

Example

ﬂ‘Tﬂ‘ﬁW@]LLUﬂﬂidﬂﬁadvmﬂaUgﬂmﬁ’l‘v\l’mLi’li’J'ﬁﬂ’liSJ’]ﬂ’lJuﬁl’mYle@m?_Iﬂlla’lfﬂ’liilﬂﬁl,l,iﬂ UsTINMA
ﬂ"Lmu'numeammum"l,@muaa'mwaaw"l,snau 'vmau,awaaamd"L{meaumlﬁ]ﬂmuﬂmu At
TeseTamiannine maammimuammuﬂuumlwamiwsaama gannunerisaniiuas lennsel

| had less problems giving the second peer feedback because | knew more about how to give it
from the meeting with the teacher. | believe | did well as | could organize my comment well. |
knew what | should talk about first and last and how to get the message across. | gained a lot
from this session because | had to prepare very hard and that resulted in my knowing a lot about
vocab and grammar. (Natee 30/8)

There were some interesting information emerging from their reflection as well. Firstly, there
were some students who felt that they preferred to receive feedback from peers who had
higher writing proficiency than them. They explain that talking to a student with superior
knowledge they gained more advice than talking to a student who was inferior to them.

Example

msltuazsufauuaTuitawladss lominnnne w"l,@ﬂunmwaummmmm W IATM T uuN
anlitesiounld usssmedduldadraduiues

My feedback today was good because | was paired with a friend who can write well. She told me
things that | never knew. The atmosphere very friendly. (Natee 13/9)

Secondly, there were some students who felt that their friends were not confident to give
comments to them as the givers might have thought that their language level was lower than
the receiver. In this case these students said that they did not gained much from their givers.

Instead they felt that they gained knowledge of the writing by giving the giver advice.
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Example 1

ausvAauuannaaienanaa i lasudunsihnnanunninwnzaneiafenaudouwnninem
WEABENINNA LRI UALATE17 bz lFamsauauandaiNaa latan Tl luawidisuaas
RTabiaK

| got feedback form Chon today. | didn’t get much advice from her though. It may be because she
thought that | am better than her. At least she read my essay and might get some good things
about writing from me. (Mean 16/8)

Example 2

133U FB ﬂix‘lLLiﬂ"llﬂd@o%ﬂuiﬁﬂ’NLwauvLNﬂﬂ'lﬂﬂlJLSJ‘LW] au@amamuuauu‘[%mm@mn LIS
auammmmuaumuamﬂﬂumumﬂumu

My feedback talking today didn’t go so well. | thought my friend was hesitate to speak openly and
frankly. So | had to encourage her to speak more because | really wanted to know how my writing
was in the reader’s eyes. (Wila 16/8)

Thirdly, there were students who felt that, when they wrote, they usually thought of their own
comments rather than their peers’ feedback. These students believed that they were able to

apply their own comments in more various occasions than comments from their friends.

Example
9 o A v Ao AA o 9 a 4 A x> a o o
NaNAFB teuiuiltadfeau ldiarfanuanianun Enunudouaniadme
A good thing about giving feedback is | can use the comment | give to friends with my own writing.

(Kassie 27/9)

8.2.3.2 Students’ opinion toward teacher’s feedback

The information gained from the diary revealed that students had positive opinions towards
the feedback from the teacher. Some important points that emerged included the feeling that
the teacher’s feedback helped improve their feedback, that they thought of the teacher’s

comment while there were writing, and that the teacher’s feedback helped them write better.

Example 1

ﬂqivl(ﬂi‘]_lﬂ’]ﬂiﬂi&l”]ﬁ]’]ﬂaqﬁ]’ﬁﬂ&l’]ﬂﬂ%ﬂﬁ]wlﬂW(ﬂLL‘UﬂﬂJuﬂ’ﬂViNNiLLN’J’J’]NﬂJﬁ]wW(ﬂavaiﬂ‘]JL‘WE’JWLJ'N bbRE
mmwm"lmm’miaﬂau fganN LI SJ‘LLVLSN]‘%LGIM LL&“‘S’J’]LE’]Q @]'P]GW@]LLU@E]"VL? mewmma‘lﬁ f
AnlagaTUianTINd

Meeting with the teacher before giving feedback today helped me understand what to look at and
how to communicate my comments to the receiver. So this time | did better because | was not
nervous and had a clear plan. This activity is very good. (Tiger 13/9)

Example 2

mﬂwxlmwmuuauunmmwammsmﬂummuiw LLHWLWEHBUW\‘]VLT]J’NLLR a,uma #5149 .
‘]Jiiil’]ﬂ?ﬂluﬂ’]iW@ﬂElaUWGVLST‘V\LEB@IBTTWQ’WWa@]ﬂﬂ&ll,ll%(ﬂ “ﬁlduﬁuﬂu’]ﬂﬂﬂﬂ’]iﬂ’]ﬂﬁ]ﬂiﬁuﬁ

During the feedback session today, | thought of the teacher's comments as the guide line. He told
me what | should comment and how to build good talking atmosphere during the feedback. (Pailin
13/9)
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8.2.3.3 Students’ feelings towards the research activities and the teacher

Most of the reflections from the diary indicate that the students had positive opinions towards
the course and the teacher. There were students who believed that the course had improved
themselves in several aspects including being self-learner, improvement of writing ability,

grammar, and communication skill.

Example 1

auaunnum‘muumn %ﬂ’]‘ﬂLﬂ%LWiW ﬂ’ﬂ]ﬂi‘i&l‘ﬂlﬁ'm’m%u;@lﬂa@"/Nﬂ']ﬁsl,'ﬂLLS SuiauuauLas ﬂ’]ivl,ﬂ
FIEIﬂ‘]Ja']ﬁ]']if.]i']ﬂﬂdﬂ’]iﬂ@]adﬂﬂ‘iﬂ"]ﬂ']ﬂ@]']Lﬂ\'i Nuﬂﬂwmmummmau ﬂ%iﬁﬂﬂl‘ﬂﬂl,‘i’]&l’]vl,@ﬂﬂa
T%’]@]Wﬂd?’]L&laﬂﬂ%ﬂuvl,&ll,ﬂﬂﬂ@'ﬂ‘i] LmUuLLUU%VLﬂLﬂﬂ

My writing today was easier. This is because the activities | have been doing so far. They make
me improve myself a lot. | am so proud of myself having come this far. | never thought that |
would be able to write. (Titty 20/9)

Example 2

ﬂ’ﬂ]ﬂii&l'ﬂﬁ'lw']u&l’]@]ﬂa@]L‘Y]ﬂ&lﬂu’)’]&l%ﬂﬂl%ﬂ%@]Eld%']ﬂ’.l’]&lil,‘wE]ﬂE]&JLZJ‘H»(ﬂL‘WEI‘LI:‘] yniay ﬁl’lﬂ‘ﬂﬂu
"luﬂaua’mnaa"bmmm au@maa’muuaﬂ’lwwmwm mamamuum’m LLRWHHS\J%LU%NN@@I@%%LE}G
4ne) aumﬂu@mu L"U'llﬁ]ﬂ'liﬂﬁ“’mud’]ulf’ﬂ?.I%&J']ﬂ"ﬂ‘bla LLa“i'J'ﬁﬂ’]iaﬂa’liﬂ'J’mﬂ@ﬂULWBHSJ']T]"]J‘%

The activities | have done so far this tern make me develop in terms of self-study so much. | did
hard self-study every time before giving comment. This helps improve my grammar greatly. | can
write better and can evaluate friends’ writing with more confidence. (Tip 27/9)

Example 3

a,uamﬂlwmmiyaau@aanaﬂmamwv auammmlﬁaovhmﬂ‘sm mﬂ%ﬂmmmwauﬂ PAISTSEET
1%@%@160%1&1Liaavlammmmﬂmﬁmmwaumwmmyaw URZAWNIE L?J']ﬂ‘-ﬂﬂ‘JﬁJLL‘]J]J‘l«LVL‘]JtL“EﬂU
ummumamumEJLwamanflmeunmaa"lﬂﬁﬂaaml,m

| want the teacher to teach us one more term because | want to be good at grammar. Giving
feedback to friends forces me to study grammar very hard; harder than | ever did before in my life.
| will definitely apply this activity to my own class when | do my apprentice next year. (Supat 3/10)

8.2.3.4 Students’ feelings towards their development

The diary showed that the students believed that they have made progress from the
beginning to the end of the course of the study. They felt that they improved in several

regards such as writing ability, evaluation skill, grammar, and communication skill.

Example 1

auuamﬂuammuwﬂuvlmmummmmmwuamu auuﬂﬂumsmumnmu uuhm EAIPHEUN
ﬂ’]iL"IJEIu“lI?N%ﬂLiEI%&J'm“Hu LS 5’3'1%%’% LL“Hw%’]W’JﬂL"IJ’]FJf;HGVLﬁ ﬂﬁmiimaa@mauuﬂﬂaﬂ@maw
N "/N’.)'ﬁﬂ’]ﬂ“llil% ’Jﬁﬂ'ﬁﬂiwwu ﬂ’]iﬁﬂﬁ'ﬁﬂ’ﬂwﬂ(ﬂ LRGeS ‘Y]N’W]mﬂﬂ%uW@Nu’]vL’JEI’]ﬂmeLﬂNWﬂ
WIS ﬂu‘ﬂ’]d']%%%ﬂ(ﬂaﬂ@]lﬂﬂ’]‘ﬂ@ladﬂﬂ&lLN%@N’]%Q%F)% °11auqmmmm'ﬂmaauwamim“

| want to say that | have reached the goal | set for myself taking this course. | felt more confident
to write and to evaluate writing. | know how to give advice. The activities | have been doing this
term have helped me greatly on writing, evaluating, and communicating comments. And the
course also helps improve my grammar because of my work hard prior to peer feedback sessions.
Thank you teacher for teaching us. (Natee 3/9)
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Example 2

ﬂ"ﬂﬂii&l'ﬂL‘S’]N’]ulﬂ@]GQWLWGNQ%QWN%ﬂ?iﬁﬂ%@lﬂd%’]ﬂ'ﬂ&lﬂwaﬂawLN%@]L‘WQ%"’] UNLRY mn‘nau
VL&JﬂE]EJB']%LiaGVL’)U’mim au@aaamuuamommwm maaﬂamuumm LR uuuumumamaamad
yne %%L?JU%WU% L“ﬂ’liﬂﬂ’liﬂﬁwmu\‘ﬂ%wEI‘H;&J']ﬂ“IJ% LLﬂwS’)ﬁﬂﬂiﬁaﬁ’ﬁﬂ’J’mﬂﬂﬂULWB%?J']ﬂ“IJ%

The activities | have done so far this tern make me develop in terms of self-study so much. | did
hard self-study every time before giving comment. This helps improve my grammar greatly. | can
write better and can evaluate friends’ writing with more confidence. (Tip 27/9)

8.2.3.5 Students’ concerns about grammar and cohesion

The information from the students’ reflective diary also suggested that the students’ biggest

concern about their writing was grammar. Throughout the course most of the students

mentioned that their grammar was still not to their satisfactory although they believed that

there was some improvement in this area of their writing. Also, cohesion was another

biggest concern in writing.

Example 1

A & o P = | & \ A & o
madaunans 9aseilvrusunumsdonldisuaziedn watlymisashensaluaznsls
cohesion a3k binua Ly

Having written a few time already, | felt that | could plan my essay faster and easier. But the
problem about grammar and cohesion was still there. (Tiger 20/9)

Example 2

ﬂ'ﬁL‘lJil%ﬂi\'m 4 LLa’J%%’J’NLLN%ﬂWiL"HFJ%VL(ﬂLi’J“lI%vLiJﬂ\‘i’JNLia\‘iiﬂidiﬁ”l\‘i essay memmamanaa
ﬂ’]ﬂ‘]j @Y WNINAN LAz cohesion

This time | could write faster because | did not spend much time on writing pattern. But what | still
have to work on is grammar and cohesion. (Natee 20/9)

8.2.4 Findings based on student-teacher meetings

The students experience during the peer feedback sessions can be found during the

meetings with the teacher/researcher. There are evidences that show that the students were

able to go to more detail of their comment.

Example 1

miumummlmwamﬂaﬂu main idea) M%ﬂﬂ?ﬂi%tWﬂuLﬂﬂUu main idea LW3Ie NQG'J’]L%WNR
'ﬂaﬂ'ﬂL"U’ﬂ“ﬁ N%UGVLNﬁWﬁN’IiﬂﬁuUﬁuu theSIS statement “IJQGL“U’]VL@@]WB LIS L“IJ’]‘]Jaﬂ’J’]’J’m’]ia(ﬂ
NI WAL m‘l,w,@nunmmw'mmu B‘Wﬂ"ﬂidL“U’]ﬂ’ﬁllaﬂ’.l’]ﬂ’]ﬁﬂﬂ@ﬂ'ﬁﬂ']u&luﬁ]”ﬂ’llﬂL@]ﬂ&JIaﬂ’]ﬁ
Liﬂuﬁﬁdau'ﬂLﬂ%ﬂiwiﬂﬁuﬂﬂ“ﬁ]@]LT’]&l’]ﬂmu umawmmmmmmﬂﬂ

(Why did you suggest that your friend should change her his main idea?) | did that because |
believed that the main reasons did not effectively support the thesis statement. He said in his main
idea that having less homework allows the children to have more time. He should have said that
having less homework allows the children to have time to do other things that are useful in their
life. (Supat 2)
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Example 2

(FunguAwinnlida seouuwdiiauIaslassainaFosanuanniin) ﬁuﬂm%waumﬂﬁmiwm
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supporting detail VNI

(I have noticed that you did not comment much about the writing pattern.) Yes. | think most of us
know quite clear about the structure of the essay. As | saw from reading the text that it consists of
all the essential elements. So | decided that it is better to look at each part in more detail which |
think that my friend could not do well. | think it will be more useful to her. That’'s why | mainly
focused on discussing with her the main ideas and the supporting detail. (Mean 2)

In terms of the student’s opinion towards giving feedback, there are evidence that show they

gain benefits from being giver.

Example 1
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| have to prepare a lot for feedback giving. | need to be clear about the essay organization,
content. And the part that | do a lot of study is grammar. To be able to comment on my friends’
grammar | need to be sure myself. This help me develop my grammar indirectly. (Sai 1)

Example 2

nmmmnuvlﬂuuﬂﬂmmﬂwuﬂammumLwauﬂw uanezlnfanting udrfidasseisldlwinuaaesd
ﬂmmuuuuu

During the writing session, | usually thought of the comment | used to give to my friends. It makes
me be more careful not to make such errors. (Wila 1)

There are evidences that show the students’ opinion towards being feedback receiver.

Example 1

vuiiawlidasnsenlunislifiauuads waslideslddunsieslssnyinfians wisanens
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Sometimes friends were not quite ready for giving feedback. So they could not give much useful
advice. Or it might be because they think | was better than them and they didn’t feel confident to
comment. In this case, | added my opinion into the conversation and explain to them important
features of the essay. Doing this they benefit from me more than | did from them. But | can learn
from either way. (Pornka 3)

Example 2

vxuamnﬂaﬂamum\mmwaummwmo PNNZINNAIIUEINTIN A ﬂamuu@ﬂuaaw%u
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| prefer to get comment from friends who are better than me. They will help me with things that |
can’'t do just yet. But when | talk to friend who are at lower level, | gain benefit from my self-study
that | did for feedback preparation. | gain from both situation. So | think this course is very good.
(Nattawa 3)

Example 3
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| like to have conversation with both groups. Friends who are inferior to us in terms of language
proficiency surely have good reasons why they don’t understand my writing. In this case | may
have to make change to my writing to help them read more easily. A friend who is better than me
will help me with more detail such as grammar and cohesion. (Munchu 3)

There are evidences that show the students’ opinion towards the research activities as a

whole.

Example 1

‘Wmﬂmmjmmuuﬂmﬂsiwﬂﬂmaww Y3aImIduuatnaieane g laninuzlums
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| think it is not just writing that | have improved but | learned a lot how to communicate my
opinions. | also learned how to maintain friendly discussion during receiving and giving feedback.
(Kotcha 3)

Example 2
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| never wrote argumentation before. At the beginning | was not so convinced that | would be able
to perform all the activities. However, the set of exercises | did weekly gradually develop me into a
more confidents writer and feedback giver. | gained a lot from my self-study as well. | consider
myself poor in writing so | prepared a lot before the feedback session. When | talked to friends
who were better than me | always asked questions and it helped me a lot. (Supa 3)

8.3 The discussion of the findings

The finding gained from the pre questionnaire can be summarized as followed. Firstly,
regarding the experience and knowledge about writing argumentative essay, the students
considered themselves having poor writing skill even though they felt that they knew what
good essays should look like. Their main concern was that they had poor grammar and
vocabulary. Secondly, in terms of the opinion towards feedback most of the students
realized that feedback was important for writing and that they needed to have knowledge

and experience in evaluation and giving feedback. Although the analysis showed that, the
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students felt that they were familiar with the term feedback, they did not have good
knowledge about it, about how to give feedback to peers’ writing, and how to communicate
comments effectively. They would feel uncomfortable if they had to give and receive
feedback despite believing that giving peer feedback was not difficult. Although most of the
students believed that they had good experience receiving feedback on writing from
teachers, they considered themselves having little experience giving feedback go friends’
writing and receiving feedback on their writing from friends. Thirdly, in terms of writing
strategies, the students acknowledged that they neither knew writing strategies nor used any
specific strategies to writing, and they did not create their own strategies when they wrote or

learnt them form others.

The findings based on the post questionnaire revealed changes in the students’ experience
and knowledge regarding writing argumentation and peer feedback. In terms of opinions
towards writing, the students believed that they had good knowledge and experience about
argumentative essay and that their writing has improved. Comparing to the results gained
from the prequestionnaire, it can be said that the students’ opinion towards their own writing

ability has changed positively.

The analysis of the post questionnaire also revealed that the students have realized that
feedback was an important aspect of writing, that they needed to know how to evaluate
writing, give effective feedback, and deliver feedback efficiently. They also realized that the
students needed immediate feedback on their writing. In terms of the development, the
analysis revealed that the students were convinced that they have improved the way they
give peer feedback, evaluate writing, and deliver comments to their friends. By comparing to
the results of the pre questionnaire, it can be said that the students have considered

themselves making improvements in these areas.

The opinions towards peer feedback activity was positive both as feedback giver and
receiver. Majority of the students stated that they had good experience about giving peer
feedback to their friends’ writing. The students felt more confident and comfortable when
they gave comments on writing as they had better knowledge regarding writing evaluation,
writing convention, feedback organization, and feedback communication. However, they

believed that evaluating writing and giving feedback was difficult still.

As feedback receiver, majority of the students felt that they had good experience receiving
feedback from their friends and that they mostly agreed with the comments and accepted
most of the comments as useful for their writing improvement. Most of the students were

convinced that the quality of the feedback was good. It is worth noting also that there were
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several students who believed otherwise. They also stated that they applied comments from

their friends in subsequent writing where applicable.

The results revealed that the participants did not feel embarrassed or disappointed when
they received negative feedback, were corrected, or were shown disagreement by their
friends. They also considered that they have made improvement on their writing which was
resulted from receiving peer feedback. Most of the students did not believed that they had
little benefit receiving feedback from friends whose language proficiency lower than them.
They stated that they gained knowledge from talking with those friends as when they gave
advice to the giver they learnt something. However, most of the students stated that they

preferred to receive feedback from students who had higher language proficiency than them.

Regarding the students’ opinion towards the teacher’s feedback, positive opinions were
found towards all of the questions. Firstly, the student mostly agreed that they had very good
experience receiving feedback from the teacher. However, they viewed that feedback was
not necessarily from the teacher only. It could come from other sources as well. The
participants stated that they used most of the teacher's comments both in their writing and in
their feedback giving and that the teacher’s feedback was very helpful to their feedback
giving and their own writing. When having conference with the teacher, the participants
stated that they felt comfortable seeing the teacher and that they also felt relaxed when

having peer feedback with their friends.

Regarding the participants’ opinion towards the research method, positive opinion was
evident towards all the questionnaire items. Most of the students believed that working
cooperatively with friends in peer feedback sessions was an effective way to help them
improve their writing ability. They also stated that they have made improvement in their
writing at the end of course. The students also believed that peer feedback activity was not a
time consuming activity and that they were confident that they could apply the activity to their

own class in the future.

The results based on the students’ reflective diary have confirmed the questionnaire results.
In terms of the students’ experience about writing, the reflections revealed that the students
were positive that they have good experience in writing argumentative essay and that they
were able to write better. They also believed that they have made improvement on how to
evaluate writing, give effective comments on peers’ writing, deliver well organized

comments, and that they had better feedback communication skill.

The diary also showed that the students viewed the activity they participated throughout the
course could help them develop necessary skills for writing including essay planning, text

organization, idea development, grammar, and cohesion. Despite considering themselves
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having made improvement, the students still had major concerns in grammar and cohesion
as they mentioned that they did not want to go deep in detail about grammar and cohesion
too much as they still felt that their knowledge in these areas was not good enough to help
their friends.

The students also revealed positive opinions toward peer feedback activity. They were
convinced that giving feedback help them to be better self-learner as they had to work hard
on their friends writing in order to deliver good comments. As a result of self-study, the
students believed that their writing ability has improved as well as their grammar. They were
able to apply comments they gave to peers on their own text as they said they were thinking

of their own comments during the writing session.

There were students who preferred to give comments to students who had better writing
ability than them as they believed that it was more challenging and that they needed to work
even harder before giving feedback. This, they believed, would result in making them
develop themselves better. However, there were students who preferred to give feedback to
partners whose language level was equal to or lower than theirs as they would felt more

confident and relaxed to deliver their comments.

Regarding the opinions towards feedback receiver, the students also had positive views.
They believed that comments from their friends were useful and helped them to make

improvement to their subsequent writing.

In some occasions, there were students who thought that they did not gain much from their
friends’ comments as the giver’s lack of confidence due to inferior language proficiency and
lack of good preparation. Under this situation, the students still believed that they gained
benefits from the session by giving advice and helps to the givers instead of listening to
them. As feedback receiver, most of the students appeared to prefer to receive feedback
from partners whose language proficiency was superior to theirs as they thought they would

get more detailed comments and advice.

The information from the diary also revealed that the students enjoyed the course. At the
beginning of the semester, the information showed that the students were worried about
whether or not they would be able to meet the requirements since they considered
themselves having poor grammar and vocabulary which resulted in poor writing. Apart from
these, they appeared to concern about the ability to evaluate writing and give comments to
their friends.

However, as they have participated in the research activities their opinions gradually

changed towards the positive end. The information the students gave showed that their
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concern over evaluating and giving feedback became less. And by the end of the course
they expressed their confidence to evaluate writing and provide more effective peer
feedback. The participants had positive views on the teacher of the course as well. They
mentioned that the qualities of the teacher encouraged to participate in the course and want
to improve themselves. Such qualities included the teacher's enthusiasm and willingness to
help, the impartial treatment of the students, the friendliness the teacher gave to them, and

the teacher’s insight knowledge of the content.

Regarding the students’ view on their development, the diary found that the students
considered themselves developing throughout the course in several aspects. Firstly, they
believed that they have made good progress in their writing ability as a whole. They were
able to plan their writing more quickly and more effectively using the knowledge of the writing
convention, the feedback experience they gained during the course of the study, the
feedback from the teacher, as well as the knowledge from their self-study. Apart from
making improvement on writing, the participants have made development on their writing
evaluation skill. The students revealed that at the end of the course they have learnt a lot
about how to evaluate argumentative writing; what to look at when judging writing quality.
This was different from their previous view of looking at writing when most of them believed
that good writing meant writing without grammatical errors. As they participated in the course
they realized that good writing was not about grammar only but involved other things such as

content, text organization, and the development of ideas.

The students believed that they made improvement on peer feedback skill as well. At the
end of the course, they expressed their confidence to give feedback to their friends’ writing,
the skill they doubted whether they would be able to achieve at the start of the course.
Communication skill is another aspect that the participants believed they had made
improvement. They were positive that they have learnt, especially from the peer feedback
meeting, how to deliver comments that make sense to their peer, how to keep the
conversation go on in a situation when their partner needed their cooperation, how to keep
the talking atmosphere as friendly and relaxed, and how to use encouraging and minimal
offensive language. Lastly the students considered themselves making development on
grammar and cohesion. They thought that they were able to use grammar and cohesion
better which they believed as a result of receiving feedback from the teacher, their peers,
from themselves giving feedback to their peers, and from their self-study. However, this

aspect of writing was still the major concern among most of the participants.
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Chapter 9

The discussion of the findings

Chapter nine presents the conclusion of the study, the discussion of the findings in
relation to the research questions and to the previous studies of peer feedback. The
implications, recommendations for further studies, and the limitations of the study are
discussed.

9.1 The conclusion of the study

This study investigates the effectiveness of using teacher’s feedback on peer feedback.
Four research questions are posed (1) Does the method help improve the quality of peer
feedback and in what ways are the students’ peer feedback improved? (2) Does the
students’ writing improve and what aspects of writing improve? (3) Does the method help
the students to become more self-regulated learners? and (4) What are the students’

opinions towards the research activities they participated throughout the course?

9.1.1 The research participants

The participants were 26 third year teacher students majoring in English from the faculty
of education at Kamphaeng Phet Rajabhat University, Thailand. Before participating in the
study, the participants have taken some English courses including English syntax,
formulaic writing, and critical reading. Although they have entered the programme for two
years, their levels of language proficiency were different. The main reason is that they

were accepted to the programme without taking an entrance examination.

9.1.2 The research activities

The research method employed in this research project is a combination of an action
research and a case study. As a whole research process, the study can be considered to
have some characteristics of action research and the research activities within each step
of the action research can be considered a case study. The study lasts one semester (16
weeks). The research activities include two phases: the teaching and feedback training
phase and the writing and feedback phase. During the teaching and feedback training
phase (week 1 — 7), the students participated in learning different genres of texts, writing
convention of argumentative genre, and evaluating and feedback training. During the
second phase (week 8-16), the students wrote argumentative essays, gave feedback to

and receive feedback from their classmates, and attended conferences with the

186



researcher/teacher. Throughout the course of the study, the research data was collected
and six sets of data were obtained including (1) pre and post questionnaires (2) students’
essays from 6 writing tasks (3) video records from 4 peer feedback meetings (4) audio
records from 3 teacher-student conferences (5) students’ reflective diaries, and (6)
observation report from university colleagues. The data was analyzed both quantitatively
and qualitatively.

9.1.3 The research results

The results revealed that the teacher’s feedback on the students’ peer feedback can help
improve the students’ feedback quality. The feedback quality that has improved then
resulted in the writing quality that has also improved at the end of the study. It can,
therefore, be said that teacher’s feedback can have a knock on effect on the students’
writing quality. This phenomenon can be seen as the students’ feedback before they met
with the teacher was not covering the required areas, not well organized, and not very
detailed. However, after meeting with the teacher, the students’ feedback has improved
gradually in all areas. At the same time the score of their writing has increased as the
course went on. Therefore, as we consider the tendency of both the feedback quality and
the writing quality, there is a relationship between the two areas. As the treatment that
was put in during the course was the teacher’s feedback, the development in both areas,

can be said to come from the treatment, the teacher’s feedback.

In terms of the aspects of writing that has improved, the findings revealed that the student
were able to organize the text more properly according to the writing convention.
Necessary elements were suitably employed in their text and the ability to appropriately
positioned elements can be witnessed. The content of the writing can be said to have
improved as the score given to this aspect has improved in the subsequent writing
comparing to the early assignment. The evidence from the student’ reflective diary and
from the questionnaire also revealed that students were convinced that they have
improved the writing content as they were able to spend more time on content at the later
stage of the course. This is due to the students’ fluency of text organization which allows
them to more time and effort on other areas of writing. As a result, the students were able
to find and write more effective main ideas and supporting details. The way the students
developed their idea also improved as the score on this area suggested. The students
used more writing tools, cohesions, especially those that help tie the content together
such as transitions and frame markers. In addition, the fact that the students employed
less elements such as self-mentioned in their later writing could contribute to the better
quality of their development of the content. Although the area that was included in the

feedback was grammar, the teacher’s feedback did not focus judging whether the
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feedback givers had provided correct comments on specific grammar points. And from the
fact that this study did not look at how the students perform in the revised text, it cannot
be said specifically what points of grammar have improved. However, the score on this
area has indicated the students’ improvement. The students also expressed in their
reflective diary that they have made improvement in grammar but still considered it as
their major concern at the end of the study.

The study has revealed that the students have become more self-regulated learners.
There were several features of the student’s use of language during the peer feedback
conversation that indicated this. When the students received feedback, the language they
used that can be considered self-assurance include the ability to express the knowledge
of the writing convention, evaluate their own writing quality, correct the givers’ mistakes,
and clarify the text content. As the giver, behaviours such as the willingness to give
detailed explanations, the ability to identify problem and provide solutions, the ability to
evaluate writing quality, and to express the knowledge of the genre can be withessed.

The students’ opinion towards the research method was positive on all the areas including
the experience they received as being feedback receiver and giver. The students
considered feedback from the teacher useful and could help them develop as a better
feedback giver.

It should be noted also that the students preferred to receive feedback from the giver
whose language proficiency is higher than theirs. The reasons for this is that they believed
they would get more detailed comments on particular issues as well as more techniques
that they did not have before. This view from some students’ may shine some light on the
paring of students in the later study. There was no evidence that showed the students did

not trust the accuracy and the usefulness of the comments.

9.2 The discussion of the findings in relation to the research questions

Research question 1: Does the method help improve the quality of peer feedback

and, if so, in what ways are the students’ peer feedback improved?

The first research question can be divided into two sub-questions: does the technique
help improve the quality of peer feedback and in what way is the students’ feedback
improved? According to the first sub-question, the improvement in peer feedback is
determined by comparing the performance at the beginning of the course to that at the
end based on the four areas of feedback focus including the text organization, the content,
the idea development, and the grammar and cohesion. By analyzing the feedback the

students provided throughout the course in terms of the focus they made on each area of
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the text and the content the students provided on each area, the results will reveal if there

is any improvement and in what way the feedback is improved.

The findings presented previously in chapter 8 can be an indication of the improvement in
peer feedback quality. Firstly, it was found that the students were able to apply the
teacher feedback on their subsequence peer feedbacks. As the relationship between time
spent on each area of feedback focus during the teacher-student conference and during
peer feedback conference suggest, students were able to spend time of their conference
appropriately. They focused more on organization and content first with time on grammar
and cohesion less. In their later peer feedback conferences, however, they spent time on
a more detailed component of writing (grammar and cohesion) more with lees focus was
placed on organization and content. Secondly, the findings regarding how the students
gave comments on the four main areas of feedback focus revealed that the students were
able to cover all the areas of feedback focus in their later peer feedback meeting. At the
beginning of the course, the students’ comments did not cover all the areas that they were
supposed to comment on. Most of the students focus on essay content and grammar
most in the first meeting. Several have left out idea development and text organization. In
the later peer feedback meetings, the students have covered more areas of the comment.
There were smaller number of students who left out some areas namely idea
development and organization. In the final meeting nearly all the students commented on
all the areas of the writing. This finding can be one of the indication that shows there is a
development in the way the students gave peer feedback. Thirdly, the students seemed to
be able to adjust the proportion of time they spent on specific areas more effectively. The
fact that the students gave the first priority on content in all the four feedback meetings
although the percentage of time given to this area decreased in the later meetings shows
that they still realized that content was the most important area of the writing. The
proportion of time given to organization which was low in the first session, then increased
in the later meetings, and dropped in the final meeting indicated the students’ awareness
of the progress of their friends’ ability on this area. As the students’ had already performed
three peer feedback before, the feedback givers must have believed that their receivers
had enough knowledge about text organization and from that assumption, the givers
tended to spend less time on this area. This conclusion can also be confirmed by the
findings based on the video transcriptions. There were several occasions where the
students mentioned to their friends that they did not want to spend a lot of time on
organization as they believed that their receivers have had enough understanding about
this. The evidence showing the students’ development in feedback giving can also be
seen from the fact that the students spent more talk time on the area of idea development,
the area which had been least covered in the previous meetings. In the final meeting, the

students’ focus on grammar received more time again. The students’ assumption that
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their friends have had clear knowledge of organization and that they have had enough
idea of how to improve content of the writing allowed the givers to pay more attention on
grammar again. Fourthly, they were able to give more detailed on issues at hand. The
later peer feedback meeting saw the students able to give more details in their comments.
Finally, the students believed that their feedback skill have improved. The students
mentioned in their reflective diary about their development on feedback giving. Among the
many cases, most of them stated that they have made improvement on this skill as they
knew what aspects of writing to evaluate and how to evaluate them, how to organize their
feedback that was easy to follow by the receiver, how to communicate feedback to make
their friends feel good even though the feedback was negative, how to act cooperatively
during feedback sessions to keep the atmosphere good. They also believed that they
were more confident to give peer feedback as they had clearer knowledge about the
writing pattern, about how to write the main idea and the supporting detail. The students
also mentioned that the teacher’s feedback had helped them to gain more knowledge on
writing evaluation, organizing feedback, and giving effective comments. Studying friends’
essays also helped them learn a lot by themselves. This could result in the students’
improvement in the later stage of the course. In the post questionnaire, the opinion
towards feedback development was positive. Most of the students expressed their strong
belief that their comment skill has improved as they received useful feedback from the
teacher and from friends. They also gained experience on giving feedback from their own
comments when they took a role of the giver. The fact that they students stated that they
had better knowledge about evaluating writing, writing pattern, and grammar can also

contribute to the improvement of their feedback skill.

Research question 2: Does the students’ writing improve and, if so, what aspects

have been improved?

This question can be divided into two sub-questions: (a) does the students’ writing
improve According to this sub-question, writing improvement was determined based on
the students’ writing score, their use of writing elements and metadiscourse as well as
their opinions elicited from the second questionnaire and the reflective diary what aspects
of writing have been improved? (b) what aspects of writing have improved? According to
this sub-question, aspects of writing including content, text organization, and language

use are investigated.

The mean score given to the final assignment was higher than that of the previous ones.
This can be one evidence to show that the students were able to produce more effective
argumentative essay at the end of the course than they did at the beginning of their

participation. Another piece of evidence can be drawn from the students answer to the
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post questionnaire where majority believed that they were able to produce more effective
argumentative writing as they were convinced that they had better knowledge of writing of
this genre. The knowledge of the writing pattern, the use of stages and move, and the use
of specific types of metadiscourse, as they stated, could result in the improvement of the

writing as a whole.

In terms of what aspect of the writing have improved, the findings clearly suggested that
the students were able to improve their text organization, one of the descriptors the raters
used to judge the writing score. As the results have suggested, the organization that has
improved came from the inclusion of the three argumentative stages: the thesis stage, the
argument stage, and the conclusion. The increase of the use of moves (both compulsory
and optional) in each stage of the writing. The findings suggested also that in the later
essay, the students were able to move around moves within each stage to suit their
writing plan. This finding not only indicate that they students could write more effectively

but also write with more confident.

The increase in the use of specific types of metadisourse, especially those in the
interactive group, can be the indication of more effectiveness in developing the ideas
within the paragraph. The more use of transition signals which is one of the cohesive
devices in the later assignments means that the students were able to provide the reader
with more signs that signal the relationship between each piece of information within the
paragraph. As a result of this, the text would be more cohere and the flow of the ideas
was better. The increase in the use of another interactive resource, the frame markers,
also indicate that the students more effectively develop their argument in the way that is
easy for the reader to follow. As frame markers such as my first reason, my second
reason, and in conclusion clear stage the development of the content throughout the text,
the writers were able to see the progress of their idea development themselves and the
reader were able to follow such flow with ease. The use of more cohesive devices such as
transitions and frame markers, therefore, could draw to the conclusion that the students

have made some improvement in their idea development as well.

This could be a weak spot of this present study that the method could not exactly tell if the
students have made any improvement in terms of the writing content. One reason could
be that the study did not focus on the revised draft. Instead, it looks at the subsequent
assignments. Therefore, it is hard to state exactly that the students have improved their
content of the subsequent essay. However, the findings from the questionnaire, the
reflective diary, the transcription of the peer feedback videos, and the audio could suggest

that there is a possibility that the students made improvement on this area as well.
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As most of the students expressed in their diary that they became more familiar with the
writing pattern and that they spent lees time planning their organization, they were able to
pay more attention on thinking of good main ideas and the supporting detail of the essay,
this could mean that they might be able to carefully select strong main ideas, and relevant
supporting details. As a result of this the content of their essay could be better in the later

assignments.

In the feedback interaction, the students have shown that they mainly focus their
comments on content. As presented in the previous chapter, the proportion of time the
students spent on content was the biggest. In terms of the information the students’
comments on this area, the students who gave comment mainly emphasized the quality of
the main ideas. They tried to point out how powerful and precise the main ideas were,
how closely the supporting details were related to the main ideas, and how sufficient the
writer provided the supporting details. During the teacher-student conference, the area of
content was discussed as one of the four points to look at when commenting peers’
writing. The teacher made the students to review how they comment on their friends’
wiring content and comment on it. The emphasis of the comment the students gave to
their friends associated with the comment on the same area during the meeting with the
teacher could make the students realize the importance of having good essay content.
Therefore, during the writing session, the students might remind themselves that they
need to provide good information to the reader in order to convince them. This can have a

knock on effect of the better quality of the essay content.

Since this study did not aim at training corrective feedback, linguistic accuracy cannot be
said to improve caused by the teacher’s feedback. In the teacher-student conference
grammar was discussed last. However, the discussion did not pin point to any specific
comments on grammatical errors. It mainly aimed at making the students try to point out
mistakes, categorize the mistakes as minor or major, and encourage them to provide their

friends with solutions to those errors.

However, teacher’s feedback on peer feedback might have a knock on effect on
grammatical improvement. The evidence can be seen from the students’ reflective diary.
Most of the students stated in their journal that they have made improvement on grammar
which was the result of self-study. Before the peer feedback meeting, the students had to
study their friends’ essay in detail to prepare for the meeting. One of the areas that they
need to study is grammar especially points that they found incorrect in the essay to be
comment on. Apart from learning grammar through self-study, by receiving feedback on
grammar, the students may learn more on this area. As a result of this the students may
understand more grammar and when they wrote their own essay they may have better

control of this area.
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Although the students believed that their grammar was better than it had been before,
they still expressed some concerns over this area. Many students stated in their journal

that they still considered their grammar poor.

Research question 3: Does the method help the students to become more self-

regulated learners?

To consider students having self-regulated behaviours, the students’ comments that show
the confidence on stating their evaluation, their peers’ weaknesses and strengths,
willingness to provide advice and solutions to problems are determined. These qualities
can be detected from the interaction through using different forms of verbal and nonverbal
expressions which the students expressed both during peer review sessions and short
conference with the teacher/researcher.

The findings suggested that the students have shown the behaviours of self-regulated
writer more. As feedback receiver, the students have shown several types of behaviour
which indicated that they possessed self-assurance during the feedback interaction.
Firstly, the students were able to express their knowledge of the text type. The videos
transcriptions have shown many cases where the students explained at length to the giver
about how argumentative essay is organized, what elements they should include in
particular part of the essay. Another piece of evidence of this behaviour was when the
students took over the talk from the giver. The transcription revealed several cases where
the receiver broke into the middle of the giver utterances and filled the rest of the
information. This resulted from the receivers were able to anticipate the givers’ message
and the confidence that they knew what the rest of the information would be. The
confidence the receivers had can also be witnessed when they corrected the givers’
mistakes. In the later meetings there were several cases where the receivers showed their
disagreement to incorrect comments and they helped correct the givers mistakes. In
certain situations, the students showed their confidence by clarifying of points their givers
were not clear about. The clarification was made both on content, organization, and
grammar. The students also express their confidence when they evaluated their own
writing. Having time to review their own writing before the peer feedback meeting, the
students were able to spot their good and weak points of the writing and discuss them in
the conversation with the givers. Finally, the receivers expressed their self-regulated
behviour when they answered questions or discussed points raised by the givers during
the conversation. Several cases of this behaviour were found most in the later peer

feedback sessions.

As feedback givers, the students’ conversation showed indicated that they possessed

more self-regulation as a learner. The first behaviour that the givers showed during the
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interaction was the willingness to help their friends by giving detailed explanation
regarding how the essay is organized, the elements within each part of the essay and how
and where those elements should be placed. They also gave comments and advice at
length on content, grammar, and development. Being able to give long explanations about
the problems as well as being able to provide suggestions show the students’ confidence
and self-regulation. Another piece of evidence that shows the students self-regulation can
be seen when the students identified writing problems their friends had and provided them
with solutions. This behaviour can be seen the most frequently in the students’
conversation. There were occasions where the students showed self-regulated action by
giving leading utterances and questions so their friends could provide more needed
information. Instead of telling directly what they wanted their friends to do, the givers
made the receivers tell it themselves by asking leading questions or using guiding
utterances. This behaviour can be the indication of the students’ having better skill on
providing feedback. When the students gave detailed explanation to their friends about
the writing convention of this text type, it indicated that they have knowledge and
confidence to comment. Therefore, the manner in which they convey their knowledge to
their friends can be considered as one of self-regulated action. Lastly, when the students
expressed their assurance by evaluating peers’ writing quality, this action can be

considered the result of the students’ having self-regulation.

The findings from the reflective diary can certify that the students became more self-
regulated learners. The students have explained in several occasions in their diary that
they gained a lot of benefits from peer feedback. This includes being better self-learner.
Having to give feedback on writing, the students were given a copy of their friends’ essay
and had one week to prepare for the oral peer feedback. During this time, they had to
study the essay in order to evaluate it, finds strengths and weaknesses, identify problems,
and prepare solutions to the problems. in doing so, the students had to study by
themselves, using comments from the teacher and from friends as well as from their
experience being a giver, the writing pattern appeared in the essay at hand and see if the
pattern the writer employed was in accordant with the convention of the text type. This
allowed them to gain more knowledge and confidence which resulted in the students’

using utterances that indicated their self-regulation.

Research question 4: What are the students’ opinions towards the research

activities they participated throughout the course?

This question is straightforward. The opinions of the participants which can be drawn from
the questionnaires and students’ diaries are about the effectiveness of the technique in

helping them write better, the usefulness for future use, as well as any issues that they
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might want to raise. As the prequestionnaire has shown, the students’ opinions were
rather negative towards their writing ability, experience in giving and receiving feedback,
the importance of being able to evaluate writing, and the importance of receiving
immediate feedback on writing. Comparing the students’ opinion towards their experience
on writing, the students considered themselves having limited experience in
argumentative writing before the course. However, the opinion changed at the end of the
study as they considered that they had very good experience in writing this type of essay.
The students judged their writing skill poor prior to taking part in the study but considered
that they have made satisfactory improvement at the end of the course. The improvement
they considered having made included being able to plan the writing better and faster
because of the knowledge of the writing convention had learnt, think of strong and
powerful main idea and supporting details, and write the main idea in the way that was
easy to further explain in details. They also considered that they had very little
understanding about what good argumentative essay should look like before participating
in the research activity. Again the view towards this issue has changed after the course.
The students considered they had very good understanding about the characteristics of
good argumentative writing as they have learnt criteria and rating scales used to judge the
text quality. Therefore, they were able to tell precisely what a good argumentative essay
should have in terms of its organizations, content, and the development of the idea. At the
beginning of the course the questionnaire results revealed that the students had little
knowledge about feedback although they stated that they were familiar with the term and
that they realized the importance of feedback as an important tool for improving writing.
Their view on this issue has changed positively at the end of the course as they
considered themselves having learnt substantially about what feedback was, how to give
and receive feedback, as well as how to prepare for feedback delivery. This shows that
the students have had good experience participating in the research activity and good
opinion toward it. Although the students considered that they had good experience
receiving feedback on writing from the teachers, they were not familiar with giving or
receiving feedback from other sources especially from their classmates. The experience
about this issue has also positively changed after finishing the course. The student stated
that they have received good feedback from their friends as well as giving feedback to
them. From the teacher, the students highly agreed that the gained helpful feedback from
the teacher during the conference and that they felt more confident to give and receive
feedback to and from friends’ writing the feeling they did not have at the beginning of the
study. This can be inferred that the opinion towards the research methodology is highly
positive. The opinion towards the quality of the feedback from peers has improved at the
end of the study. Comparing to the beginning of the course where the students doubted

whether their friends and themselves would be able to provide useful feedback to help
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improve writing, the opinion at the end of the course changed positively. The students
believed that they could trust the quality of their friends’ comments and believed that they

were able to provide better feedback too.

It is worth noting also that there were questionnaire questions which students’ opinion
divided. Most of the questions were about opinion towards peers’ feedback. Examples of
those questions include research question number 12, 26, 33 and 36 of the post
guestionnaire. Regarding question 12, which asks if the students find it is difficult to
evaluate peers’ writing quality, there were 16 students who believed that judging writing
quality was not difficult for them after participating in the study while 10 of them still felt
that evaluating writing quality was still a hard job for them. Plausible explanations may be
related to students’ level of proficiency. Readers who considered themselves having lower
language proficiency than their peers might not feel comfortable to comment and judge
the writing quality.

Regarding question number 26, which asked the students if they found their writing
improving writing quality because of the implement of peers’ comments, the students’
opinion varied. There were those who did not believe the improvement of their writing
quality resulted from implementing peers’ comments into their writing and those who
believed otherwise. The reason behind this division may be that the students who
received comments from peers who were not confident to express their comments,
reluctant to deliver their judgement, and who had lower language proficiency than them
did not feel comfortable to trust the quality of comments. As a result, they opted to ignore
the feedback and applied knowledge of writing argumentative essay from other sources
which include knowledge their gained from being a reader themselves and the knowledge
they gained from meeting with the researcher. This phenomenon helps justify the
usefulness of the feedback method employed in the study. That is, for those who did not
benefit much from peers’ comments could still improve their writing quality by using the
benefit of being feedback giver as well as the conference with more experienced people,

the researcher.

Another question of which the opinion divided was question 33, which asked if they
believed that feedback from peers and teacher were equally useful. Those who agreed
with the statement may have received feedback from peers whose language proficiency
was higher and who were able to perform effective feedback. In contrast, the students
who felt that feedback from the two sources were not equally useful may have received
comments from peers who had lower language proficiency and those who did not perform
peer feedback up to their expectation. This issue emphasizes the fact that pairs with big
gap of language ability can have some effect of the perceive of peer feedback quality.

However, as most of the students have made improvement of writing quality the effect of
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this issue can be minimized by the fact that the students were able to apply knowledge
from their own comments to peers’ writing and conference with the researcher to improve

their writing quality.

The other question which drew different opinion among the participants was question 36,
which asked if the participants believed they did not gain benefits when talking to peers
whose language ability was lower. For those who agreed, the reason may be because
they did not help peers who were struggling during the meeting. Instead, they kept quiet
and waited for their desperate partners to deliver comments. In contrast, those who

believed they gained benefits were likely to do the opposite.

9.3 The discussion of the findings in relation to previous peer feedback
research

As this study applied the idea of scaffolding proposed primarily by Vygotsky (1978),
formative assessment proposed by Burke and Pieterick ( 2010), and peer feedback
training. In scaffolding, teachers consider the level of the students’ proficiency and set the
goal for them. To get to the goal the teachers provide the students with learning activities
that enable them to close the ZPD, then get to the set learning goal Vygotsky (1978).
Formative assessment provides the concept that the students need to know how their
performance will be evaluated, that the learners need immediate feedback and receive
feedback and work on it in order to improve their performance (Burke and Pieterick,

2010). In this study, trained feedback is applied based on the two main concepts.

In this present study, the findings have confirmed the effectiveness of peer feedback. The
students have made improvement in their feedback quality. The students understood what
aspects of writing their essays were judged upon, similarly what criteria they needed to
use for judging others’ writing performance. In addition, the method, has help the
students, who were considered novice writers, to gain good understanding about the
writing convention of argumentative genre. The students applied the formative
assessment during their peer feedback conference. As formative assessment emphasizes
the importance of feedback the receivers can act upon to improve further action, the
students, during peer review, were able to pinpoint their friends’ weak points and
suggested how those points can be improved. They were well aware of using appropriate
language in order to foster friendly and productive conversation. As the findings have
shown, the participants’ use of language included complimenting their friends’ effort,
giving implicit comments so that the receivers would not feel embarrassed and
disappointed. Also the method provided the students with opportunity to become self-

learners which results in the students’ ability to provide effective feedback and to apply
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feedback they received to improve their own performance both in giving the subsequent

feedback and writing assignment.

The study has confirmed the benefit of peer feedback of the learner’s self-regulation. The
behaviour the students performed during the course of the study which could be the
indication of them having self-regulation is that they expressed self-confidence through
the use of language during the peer feedback meeting. The development can be said to
have resulted from the students’ making self-study in order to prepare themselves for peer
feedback meeting. Self-learning individual students made suited their knowledge and
understanding each student had about the points of the text they were to comment. This
finding is in accordance with the claim made by D. L. Butler and Winne (1995) and Nicol
and Macfarlane-Dick (2006a) who state that the ability to use feedback in effective ways is
one of the skills that self-regulated learners must have. The learners who possess good
feedback skill and who can use feedback effectively are likely to have the quality of being
self-regulated learners. This idea has also been viewed by several researchers for
example de Bruin, Thiede, and Camp (2001) and Hatrris et al. (2005) who believe that
when the students have self-regulated behaviour they can find ways of learning that suit

themselves.

This study has revealed similar results to the study conducted by Tsui and Ng (2000) who
found that some students reported that they benefited from reading other students’ work
as they prepared to give feedback and suggested that using peer feedback may
contribute to the development of learner autonomy. Evidence from the students’ reflective
diary has shown that most students have mentioned that they thought of the comments
they gave to their friends while they were writing and that being feedback giver benefited

them in several aspects.

It also shared some similar points with the study made by Miao et al. (2006) who
compared how much the students incorporated teacher feedback and peer feedback in
their revised text. Although the students employed more teacher feedback than peer
feedback, the study revealed that peer feedback played important role in making the
students write better and became more learner autonomy. The study has also indicated
that peer feedback still has a role in helping students write better even in a culture where

teachers have high authority.

The study also shares interesting points with Nelson and Murphy (1992) who stated that
the students with lower proficiency were reluctant to comment and gave the control over
the comment to the receiver. The evidence was also gained from the colleagues’

observation as they commented that the atmosphere during the meeting of students with

different proficiency was rather passive especially in the meeting when the giver had lower
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language proficiency than the receiver. In the situation where the giver had higher
language level than the receiver, the interaction was mainly one-way communication

where the giver control most of the talk.

The finding of this study which revealed a type of utterance when the students identified
peers’ writing problems and provided the writer with solutions to the problems has
suggested that being a giver the students could gain more benefit than being a receiver.
This notice is similar to the one made by Lu and Law (2012) who found that students who
gave comments gained more benefits than those who received them. The researchers
noted that although reviewers were found outperformed the writers, the reviewers who
identified problems and suggested solutions to the problems were likely to benefit most
from the activity. It is also in accordance with the results of the study conducted by
Lundstrom, and Baker (2009) who found that the giver made greater improvement to their
writing than those who received feedback. They showed better ability to transfer
knowledge they had learned when they provided feedback to their peers’ papers. Such
knowledge as how to critically evaluate their own writing in order to provide useful

comment to peers was found to occur.

The study also suggests interesting points about peer feedback. This study found that the
relationship between the giver and the receiver played an important role in the success of
feedback interaction. Another point that should also be taken into consideration is the
level of language proficiency of the reader and the writer. This study found that students
who considered themselves having higher language proficiency prefer to have a partner
who have higher proficiency than them believing that they could gain more detailed
comments. This finding is similar to the study conducted by Zhao (2010) who found that
the students whose language proficiency is high tend to prefer talking to a partner of the
same language level or prefer feedback from the teacher. Similarly, Lundstrom, and Baker
(2009) have noted that the study supports the view of sociocultural theory in that the
givers determined the aspects of writing to focus on and provided feedback that fill their

ZPD. The receivers may gain less if their ZPD was at different level to the givers’.

This study also highlights the importance of giving the students scaffolding. By using
teacher feedback aiming to develop the students’ feedback performance to the goal that
they were able to provide effective feedback, use feedback they receive effectively, and
find their own way to communicate feedback to their peers. Scaffolding in this present
research is applied in the process of the teacher giving feedback to students’ feedback.
This practice provides the opportunity for the teacher to consider the students’
performance level individually, set a goal for them to achieve, set activities which aim at
closing the zone of proximate development (ZPD). The students were clear about their

goal of feedback performance which is giving effective feedback which covers necessary
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areas agreed in advance. The activities the teacher provide to them include, lessons
which focus on the writing convention, writing evaluation, and practice of giving feedback,
writing argumentative essays, peer feedback conference, and teacher-student
conference. During the teacher-student conference, the researcher acts as scaffolding
provider to help shape the students’ feedback. The teacher encouraged the students to
talk about their feedback based on the main areas, at the same time they were encourage
to identify their weak and strong point in their performance and were encouraged to
amend of those weaknesses in their next feedback meeting. It is during this conference

that the teacher’s role as scaffolding provider is emphasized.

9.4 The implications of the study

The results of the study can be used as a blue print for teaching writing in universities
throughout the country where natures of the students, institution contexts, and curriculum

are in common.

The method can benefit the students by allowing them to gain clear understanding of
writing for audience. This view has been stated by Williams (1957) who believes that the
students who are well trained to be feedback givers are able to realize that a text is written
a sense ‘to be read’. During the course of the study the participants had clear target
audience, their friends. During the writing task having clear audience will help them to
consider their audience’s level of shared knowledge of the topic and level of language
proficiency. They also have to consider level of formality of the text they are to produce.
The method also allows the students to have the similar evaluation skill as the teacher, a
benefit of peer feedback stated by Sadler (1989). Being able to judge the text quality of
peers’ writing, the students need to learn what aspects of writing are to be considered,
what criteria to use, and how to get their comments across. This ability then will have
profound effects on the students’ self-confidence and self-control as they write their own

text. Consequently, it helps develop self-regulation in the learners.

For the teacher teaching writing, this method allows the teacher to monitor the students
individually through the process of giving scaffolding. As giving feedback to individual text
is a time consuming activity, commenting on the students’ peer feedback will take shorter
time which allows the teacher to look after the class with many students similar to the
university where the study was conducted. Giving feedback to peer feedback also has
more advantages than giving feedback directly to the students’ writing. Firstly, this method
not only has a knock on effect on the writing quality but also helps improve the students’
evaluation skill as well as communication skill. Delivering comments effectively and

keeping conversation atmosphere friendly needs such skill. Secondly, the method allows

200



the students to do self-learning which the learners build, upon their old schemata,

knowledge of specific areas such as grammar, cohesion, and vocabulary.

Researchers can use the results of this present study to add to existing literature on this
area to confirm the benefit of using peer feedback to improve the students’ writing quality.
In addition, as this present study has applied another intervention into the application of
peer feedback, which is the employment of teacher feedback, the research results can be
used as another example of how to improve the way feedback can be given. Also, this
study has focused on how the students performed in their subsequent writing rather than
the revised version, the results can expand the advantage of using feedback to the extent
that the students can transfer the experience they received from the comments to the
writing of different topics.

9.5 The limitations of the study

1. This study did not investigate the improvement regarding grammar in details.
Therefore, the findings can only suggest that there was improvement in this regard
but did not state what points of grammar have improved in the students’ writing.

2. The study suggested that the method was effective in helping the students to
improve peer feedback skill and has a knock on effect on writing quality. It also
suggested that the students have possessed behaviours of self-regulation.
However, the study was conducted using an action research and a case study.
This means that the design of the research methodology did not include a control
group in order that the results can be compared. This study, therefore, can only
suggested that the method has helped improve the abilities mentioned. It does not
say whether it works better than other method of giving feedback.

3. This study was conducted under normal context of the students’ time table. The
class in which the participants took part in the research was on Friday afternoon.
In some occasions, the study was affected by the students’ heavy workloads from
the previous classes. Some students complained that they had had enough from
the other classes. This could have some effects on the performance of the

students in such weeks.

9.6 Suggestions for further studies

1. The present study was conducted under action research and a case study without
having a control group to compare the benefit of the method over the other

method. It would be interesting that later research investigates the effectiveness of
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the method using experimental study by comparing to different method such as
giving feedback directly to the writers.

It can be said from the score the students received from the raters that they have
made improvement regarding grammar. However, the study did not provide details
of how grammar has improved. More studies can be conducted in order to identify
this issue.

In this study, the researcher paired the students regardless of their difference in
language proficiency. It is interesting that later studies compare the effectiveness
of the method when students of similar language level are paired with the result
when students with different level of language proficiency are paired.
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Appendix 1: Pre-questionnaire and Post-questionnaire

PRE-QUESTIONNAIRE

This questionnaire is aimed to elicit the information about respondent’s experience in
academic writing as well as receiving and giving feedback. All information given to this
questionnaire will be kept confidential and will be purely used for research purposes. Please
give response that is most associated with your personal experience and opinions.
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mmﬂummauLL@Jm@:u@um@ﬂiw‘lﬁmuﬂummwm’muu

Degree of agreement

ltem Statement 4 3 2 1

1 You have good experience in writing in English.
Qmmﬂﬁﬂi:aumirﬁﬁ'ﬁtﬁmﬁ'umilﬂﬂummé’anm:r

2 You know what good writing should look like.
Qm‘nﬂuLmzL“ﬁﬂ,a'jwé’ﬂwmtﬁ'mmwﬁ'ﬁmiﬁiﬂwm:aﬂnavli

3 You have good writing skill.
Qmﬁﬁnmmﬂﬁuuﬁmmnuﬁﬁ

4 You know what feedback on writing is.
aunnuhdeyadeunsu (feedback) denwdsudon:ls

5 You think it is important that you receive feedback

on your writing.

& v o @ Lo a S A o
qmmm’mﬂﬂmumaganaunaummumUumummmu

6 You think it is important as a student that you know
how to evaluate good writing.

a 1w & o v A v A o a a
Qmﬂ(ﬂ’l’]%ﬂﬂﬂHﬂﬁ]’]Lﬂuﬂﬂd&lﬂ’J”mELﬂU’JﬂUﬂi:L&l%LiU&ﬂ’ﬂ&l

7 You have good experience in receiving feedback
on writing from teachers.

a G v o @ o & o =
Qmuﬂimumimﬂ@luﬂ’]ﬂmumagaﬂauﬂaua’mmmmaaaum 1A%

8 You have good experience in giving feedback on
other people’s writing.

= & o v @ o a 2l
ﬂm&lﬂi:ﬁﬂﬂ'}'ﬁm“{lﬂi%ﬂqﬁlﬂﬂ]ﬂﬂaf_la%ﬂﬂll(ﬂHJW%LTUHTQGHB%

9 You think feedback should only come from the
instructor who teaches the course.

qmﬁ@'jﬂﬁagaﬁauné‘u@iamul,"ﬁuummzmmnﬂgﬁaammﬁu

10 You know how to evaluate writing.
qmﬁmwfmmLﬁﬂla@iamiﬂiuﬁumwﬂﬂu

11 You feel confident to comment on your classmate’s
writing.

A o o | a A ' &
auidaiulalunslidayadenudourasnioniinmu
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12 You find it is difficult to evaluate your classmate’s
writing.

a A o A ' E oA
QmﬂmwmiﬂszmmmmUu’uaamau‘nwnmﬂmsadmn

13 You know how to effectively communicate your
comments on wiring to your friends.

ac Ao a a 4 & da, o )
qmm’lmﬁmsmﬂixaﬂﬁmwslun'ﬁaammmuwmamwfuwwamwau

14 You feel comfortable to comment on your friend’s
writing.
qmaxﬁnamﬂhmﬂﬁmmemmﬁu@iammﬁ'swauﬁ"au

15 You feel comfortable to accept your friend’s

comments on your writing.
= A A & o do o = 2 . & a
Qmﬁlﬂ&lgaﬂma:muﬂiaaﬂa@‘ﬂmadiuﬁdﬂﬁumu’uaamaui)u‘}juﬂaﬁuwﬂu

Tt

16 As a future teacher, you need to know how to give
feedback to your students’ writing.
lugmeienduagluewnaguifniminduiesdesdins:lunslidays

gaunaudainudon

17 You know what writing strategies are.

v 6 = =
ng’nﬂaqﬂﬁﬂﬁﬂ‘ﬂﬂ%ﬂﬂﬂ:qi

18 You use specific strategies when you write an
essay.

v 6 ' = a
Qnﬂ’nnaqwﬁmaa U’]GI%T’]’]SL’UH%LE{NH’J’]M

19 You have created the strategies you use yourself.

Qmﬁ’]dﬂaqwﬂumwﬁwﬁamul,aa

20 You learned the strategies you use from other
people or sources.

% I o 4 a P oA
val,@ﬂaﬂqﬂﬁﬂ’mm Uuﬁ]']ﬂ‘]_(!ﬂﬂaa%ﬂialalﬁﬂﬂ aw

Interpretation:

1 means you strongly disagree with the statement.
2 means you rather disagree with the statement.

3 means you moderately agree with the statement.
4 means you strongly agree with the statement.

Open ended questions

How much writing mean to you? Why? aniliiraiudidtysienisliaunisdsnguanvizediosu i

wazazls

How do you rate your writing skill? anuilszifiwinsenis@isusasanagluszaula
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What are your strong points regarding writing in general? anandnqauisrsspnslufiunisdause

avls

What are your weak points regarding writing in general?pnifndnqnsanaagnlusnunisiause

azls

What are your strong points regarding writing persuasive?anfninaaudsuesansludunisdan

persuasive manazls

What are your weak points regarding writing persuasive?auandiqaaaunasnnsludiunisiie

persuasive Aanazls
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Thank you for your cooperation
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POST-QUESTIONNAIRE

This questionnaire is aimed to gain information regarding the participants’ experiences and
opinions after having participated in the course. All information given to this questionnaire
will be kept confidential and will be purely used for research purposes. Please give response
that is most associated with your personal experience and opinions.

'
aa

o A qunyy = =
LLUU@@UﬂWNMNﬂ@ﬂ?S@\?ﬂL‘W@I‘Villﬁ ADY @mﬂuﬂamuma‘m (183 b+ ﬂ"J’WNﬂﬂL‘VI‘LJ.‘]J@\Wﬁ]@ULLUU@@UﬂWNV}N[}]@ﬂ’]iLﬂﬂu

o v 2 o

G‘mmwummé’mqmmxms"[r%am@mmumummmmmumm’ﬁu (feedback) luanmauzsng sania

al

b

dszaunisninazpnuAniivaereuuuuseunnisenisliideyafioundusesulaueedau aaninuianiie

Y]
ya o

vulalideyannssiumnuduassnndszaunisnivazananivaesinuliininign §idaaziiuanuiinges

al

inudumnuduuas lideyatinetse lomilunnside iy

Item Degree of agreement

Statement 4 3 2

1 You have received good experience in writing essays in English.
Aulifulszaunisaina lunisliauBasanunmdange

2 You know well about characteristics of good writing.
ANINUAAN I WABUNAAds T Ueee s

3 You have good experience in receiving feedback on writing from
teachers.
AnlAFuLlszauntsning lun1sfuiauua wdauaIneanst

4 You have good experience in receiving feedback on writing from
friends.

%o calal o = = pry \ M
@mvl,miUﬂi:@UﬂﬁimmmiunﬁiiUWmLLummmﬂummwaummu

5 You have good experience in giving feedback on other people’s
writing.
Anlfifutlszaunisainalunadul inauuasievudauaeaiey

6 You think it is important that you receive feedback on your writing.
i3 BFUNRLL AR T T uANAATY

7 You think feedback should only come from the instructor who
teaches the course.
AT NALLAAINIAINENANSETE DNV

8 You think it is important that you know how to evaluate good
writing.

a yaa a = a o o
ANANIINNTIIEN T svi v B s T uEd ARy

9 You know how to evaluate writing.
vas a a (%
AMIITNITUTLHBIWTLIULAD

10 You know what feedback on writing is.
d’l % 1 va] 1 = A
muuﬂmmmLmemﬂuWml,i_lﬂm'a\‘mumﬂumfa@ﬂi

11 You feeI confldent to comment on your cIassmate s writing.
muuﬂmummuﬂﬂumﬂwmLL‘UﬁWﬂ\muLﬂmum@\‘lLW@uLL@fa

12 You find it is dlfflcult to evaluate your classmate s writing.
ﬁmmmmmﬂumfmmﬂmvmvLuumumﬂwmL‘W'au
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13

You know how to effectively communicate your comments on
wiring to your friends.
ﬂm?Lme%mmimmmm@\m’]i%lmLL‘}Jﬂslﬁimmmm\imﬂﬂ’NVL?

14

You feeI comfortable to comment on your friend’s writing.
m@uuﬂmmﬂm@mmmmmﬂmﬂmLLUﬂmm’mmﬂummLWﬂu

15

You feel comfortable to accept your friend’s comments on your
writing.

o . 4 e .o o
ADSANALNEC] WATHRUAANENAZARITLNALLAANLNEY

16

You will definitely use friend’s comments to improve your next
writing.

o = dl % dl Y = 1
Qm%mﬂmLL‘U@MMWHLW@‘L&MMTWWLMW@Qﬂmmu@u

17

You have incorporated most of peer feedback into your later
essays. )
Al Aanuadaulvn i danniewnfiansanidlenudaudaseeidu
GRNER

18

You have incorporated most of teacher feedback into your later
essays.

mmimmvslml,mmulmjﬁi anenanstiniansnniflenmudaudaeenns
mumqm

19

You agreed with most of the comments your classmates gave on
your writing.

< % ] 1o A d‘ d‘ v 1
AnuinAsduduaiuiauuAne uadliuian

20

You trusted the quality of comments given to you by your friends.
Andesiulunun A auuANe WL Ao

21

You feel upset or embarrassed when receiving negative comments
from your friends.

o = a o A Nye o ~ o P
ADLIANDNY Lm:mmmumimm\lmmﬂmﬂumﬂmmmmmmqm

22

You found teacher feedback given on your feedback helpful.
@ a ¥ 1 A A D -
AN ALUANEYa st IisaN A LA AR e ULl s T

23

Teacher feedback on your feedback helped you improve your
comment that you gave to your friend’s essays.
WmmmmmmmﬂumﬂmLLUﬁmmslmw‘ﬂu‘mﬂwmmmﬂuﬂmmmm\'i
ﬁOﬂ‘Mﬂﬂlu

24

You felt more comfortable to discuss feedback with the teacher
than with your friends.

o = A o oA - \ ~ Y o
ﬂmgzﬁﬂ@mﬂ%mmmmme@’mmmmmnmwmnL‘W@umﬂﬂu

25

You found that you have improved your writing from commenting
on others’ writing.

a = as ~ v P
AUANT N UAUTDIAMATUINIENAII NN A LN A LA IUALEY

26

You found that you have improved your writing from your friends’
comments.

a . = al = a A %
ADLAAI N IUTLUIDIANUATUNIIZNAAINAA LU AN WA

27

You found that you have improved your writing from teacher
comment on your comment.
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ﬂmﬂmwmmammﬂmmwﬂum@mﬂma‘wmmm“lﬁmLmﬂmﬂWmLmﬁm
mmslm‘weu

28

You have developed the way how to communicate your comments
to your friends.

oy Yoo ma A A o o
ﬂmgmm@mﬂ,mwmmq'ﬁﬂ’]m@mmmmmﬂwmme‘w'au

29

You think that working with peer is a good way to improve your
writing.

AuAAdINsIF AU UiLNe W N lun s WNTINEE NS @s e
AL

30

You think that you have improved your writing ability comparing to
your ability before part|C|pat|ng in thls course.
Lmuﬁ‘ﬂumﬂmm@um Lﬂrmmmumuu ﬂmmm’]mmmmiﬂumi
Lmﬂum@\mmmu

31

You think that this course is useful for your future career as an
English teacher.

a | :/, a da/d 6 1
ARt uEnlsslamisanisidungluauinnasnn

32

You will use the activities you have done in this course with you
future teaching.
AuayldfanssuanEuzneiuiiuTin Guwsesgns e An

33

You think that feedback from friends is as helpful as that from the
teacher.
AuAad NaLUANAgiUAININauitls: Tamilivin i

34

You think that giving feedback on feedback is time consuming.
AnsAndNsliiiaLUATaananstreauuAnAnlinewduianssui L
IAININ

35

You agree that you should let your students know how you will
evaluate their work.
ALTILAEdEeuAdslEnTdEN9sviiuaenginavtlasiiueuaes
wannaengls

36

When you were paired with a friend whose language level was
lower than you, you did not benefit any gain.

P o e A A v 2, = o ] My
WAAMYNALANLINAUNATUFANITNANNAINITNABENITATY ﬂmiuimiu
tlszleatiannnissauaunun

37

You preferred to discuss feedback with a friend who was better in
writing than you.
ATUAENNARIAALLIANUNELALTNNII AT

38

You felt uncomfortable when discussing feedback with the teacher.
anganlidauAaelaaunuNaLuAfUaansd

Interpretation:

1 means you strongly disagree with the statement.

2 means you rather disagree with the statement.

3 means you moderately agree with the statement.
4 means you strongly agree with the statement.
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Open ended questions

1. What aspects of writing do you think you have developed most? Why? fnulanesiny
\BEuNAUANIIAMUENIBNLNNNTIgR Wezazls

a

What aspects of writing do you think you have developed least? Why?#nulaaasnuidisunauan

draninsiauntiasngn inszerls

2. What else do you want to tell about taking part in this course? ﬂg‘mqlﬁﬂugx‘iéu’]‘ﬁlﬂmfmﬁﬂ

UANLNNLEN

Thank you for your very kind participation.
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Appendix 2: Essay prompts
Topic for pre-test essay

Between knowledge from books and knowledge from experience, which one do you think is
better, and why? Write an essay to express your opinion and support your thought with

reasons and examples.

Topics for the first essay

1. Over the past sixty years, public schools and universities have required students to wear
uniform. Write an argumentative essay to explain why you support / oppose the requirement

to wear uniform.

2. The university has released a new policy on language teaching stating that all English
subjects must be taught in English. As a student, write an argumentative essay to the

university board to let them know whether or not you agree with the policy.

3. Though Facebook is a quick and effective way of communication, people’s opinions
towards using Facebook divides. There are people who stand against it and those who are
in flavour of using it. What do you think? Which side would you take? Write an argumentative

essay to express your thought.

4. The government has released a new policy to make students have less homework and
workloads. To make this into practice, the government wants teachers to give less
homework and workloads to their students. Do you think this policy is a good way to improve

educational quality?

Topics for the second essay

1. When assigned an assignment or project, some people feel more comfortable to work in
groups, while other people like to work alone. Which one do you prefer? Write an

argumentative essay to express your position.

2. Sports can be of two types: individual and team sports. Some people prefer to play team
sports, while others prefer to play individual sports. Which one do you prefer? Write an

argumentative essay to express your thought.

3. Some people prefer to work in one company for all their career. Other people think that it
is better to move from company to company. Which one do you think is better and why?

Write an argumentative essay to show your thoughts.
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4. Some people like to communicate by e-mail and voice mail. Other people like to
communicate by telephone or face to face. Which type of communication do you prefer, and

why? Write an argumentative essay to support your opinion.

Topics for the third essay

1. Sports can be of two types: individual and team sports. Some people prefer to play team
sports, while others prefer to play individual sports. Which one do you prefer? Write an

argumentative essay to express your thought.

2. When assigned an assignment or a project, some people feel more comfortable to work in
group, while other like to work alone. Which one do you prefer? Write an argumentative

essay to express your thought.

3. Some people like to communicate by e mail and voice mail. Other people like to
communicate by phone or face to face. Which type of communication do you prefer? Write

an argumentative essay to support your opinion.

4. Some people think it is better that they work for the same company as long as possible.
However, there are people who think that working for different companies is better. Which

one do you prefer? Write an argumentative essay to express your thought.

Topics for the fourth essay

Do you agree or disagree with the following statements
1. Watching T.V. is bad for children.

2. The best way to learn a foreign language is to study in a country where that language is
spoken.

Which one will you choose?
3. Which is more important in your life, security or freedom?
4. Which is more important in your life, money or friend?

Topics for the fifth essay

1. Should employees be allowed to use social media at work?
2. Is it a good idea the some lovers try family life by living together before getting married?
3. Do you agree that teachers should be paid according to how much their students learn?

4. Do you agree that advanced communication technologies destroy human relationship?
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Topics for the final essay

1. There are people who have money and prefer to save it in the bank waiting for the interest
to be paid back to them. However, there are people who think that it is better that they invest
the money they have on something. What will you do if you have money? Will you save it in

the bank or will you invest your money on something?

2. Which one do you agree; the student should write a report by hand or they should have

freedom to type on the computer
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Appendix 3: Guidance sheet for reviewing Multiple-paragraph essays

1. Read the introductory paragraph. Is there a thesis statement toward the end
of the introduction? Does the thesis statement contain main ideas? How
many main ideas are there? Please underline the thesis statement and
mark 1, 2, or 3 on each main idea. Are these main ideas at the same level
of generality? Are they sequenced in accordance with importance? If you
cannot find a thesis statement, drawing on what you have read so far, what
do you expect to read in the following paragraphs? Summarize it in one
sentence and show it to your partner.

2. Now read the first few sentences in the second paragraph. Did the writer
write according to your expectation(s)? If not, what did the writer write
instead? Do you think that writer was sidetracked? Go back to the thesis
statement to make sure that you understand the main ideas. Did the author
talk about the first main idea in the thesis statement? If not, remind him/her
that he/she should. Are there any concrete examples or explanation in this
paragraph to support the main idea? Are they well balanced (in terms of
sentence length and depth of discussion)? Are they relevant and
sequenced properly? Is there any direct quotation or paraphrased
information in this paragraph? Is the quotation supporting the argument the
writer has made? Check the original source if your partner wrote a
paraphrase to make sure that the paraphrase reflects accurate information.

3. Read the first sentence of the third paragraph. Did your partner use any
transitions to connect this paragraph with the previous one? If not, can you
suggest one? Is there a topic sentence that corresponds to the second main
idea in the thesis statement? Make a suggestion if there is not. Are there
any concrete examples or explanation in this paragraph to support the main
idea of this paragraph? Are they well balanced (in terms of sentence length
and depth of discussion)? Are they relevant and sequenced properly? Is
there any direct quotation or paraphrased information in this paragraph? Is
the quotation supporting the argument the writer has made? Check the
original source if your partner wrote a paraphrase to make sure that the
paraphrase reflects accurate information.

4. Read the first sentence of the fourth paragraph. Does this paragraph
connect well to the previous one? If not, can you suggest a sentence
connector? Is there a topic sentence that corresponds to the third main idea
in the thesis statement? Make a suggestion if there is not. Are there any
concrete examples or explanation in this paragraph to support the main
idea of this paragraph? Are they relevant and sequenced properly? Did your
partner use pronouns and paraphrase to avoid repetition? Is there any
direct quotation or paraphrased information in this paragraph? Is the
guotation supporting the argument the writer has made? Check the original
source if your partner wrote a paraphrase to make sure that the paraphrase
reflects accurate information.

5. Read the conclusion. Does it begin with a restatement (but different
wording) of the thesis statement? If not, suggest one. Does the conclusion
move to more general statements on the topic as a whole? Does the
conclusion contain too much irrelevant information to the thesis statement?
If yes, make a suggestion.

227



6. What did you learn from reading this essay, either in language use or
content? Is there anything nice you want to say about this essay? Are there
any grammatical errors or inappropriate word usage?

Excerpt from Min (2006, p. 138-139)
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Appendix 4: Feedback form

Before the students perform the peer feedback meeting, they were provided with a
feedback form. The students were asked to read the essays carefully using the guidance in
appendix 3. Then they wrote their observations in the form so they would use it as a guide

for their oral feedback.

Prompt type Prompt formulation Comments

Strengths & justification

1 Content What did he/she do well
and

1 Development

o why?

1 Organization

(1 cohesion & grammar

Weaknesses & justification

[J content What didn’t he/she do well
and why?

(1 development

(] organization

(1 cohesion & grammar

Questions for the writer What questions do you
have after reading this
paper?

Suggestions If I were you | would .,
Maybe you could .,
It would even be better if
you .
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Appendix 5: The analytic descriptor for essay scoring

the set Q

= main and
supporting ideas
are interesting,
relevant and
well developed,
showing
recognition of
the topic’s
complexity

with good thesis
statement

= jdeas are well
organized with a
clear relational
pattern

= conclusion
addresses the
thesis fully and is
in sync with the
rest of the essay

= very cohesive—
good use of

Band Content—ideas, Organization— Language—
arguments & evidence | communicative quality, | vocabulary, grammar
coherence & cohesion | & sentence structure
6 excellent interpretation | focused introduction excellent sentence
of the set Q main and with an excellent thesis | variety—excellent blend
supporting ideas are statement of simple, compound &
extremely original, complex sentences
interesting, relevant and = ideas are very
excellently and fully clearly organised = extremely fluent
developed, with an & very
demonstrating maturity extremely clear sophisticated
in handling the topic’s relational pattern
complexity (e.g. comparison/ = excellent
contrast, vocabulary &
sequence, word choice
cause/effect, with very
order of accurate use of
importance, etc.) idiomatic
expressions
= conclusion
addresses the = almost no
thesis excellently grammar,
with much punctuation and
thought and is in spelling errors
sync with the rest
of the essay
= extremely
cohesive—
excellent use of
transition
elements
5 good interpretation of focused introduction good sentence variety—

good blend of simple,
compound & complex
sentences

= highly fluent &
fairly
sophisticated

= good vocabulary
& word choice
with flexible use
of idiomatic
expressions
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transition
elements
(connections are
generally
successful with
minor problems

only)

= few grammar,
punctuation and
spelling errors

fairly good
interpretation of the set

Q

= main ideas are
sensible &
interesting but
ideas can still be
better focused
and developed

= ideas are mostly
relevant

fairly focused
introduction with clear
thesis statement

= ideas are fairly
well organised
with a relational
pattern but they
could be more
effectively
explained at the
macro, paragraph
and sentence
levels

= conclusion
addresses the
thesis partially
but is still in
sync with the rest
of the essay

= cohesive —
fairly good use
of transition
elements
(connections are
not always
successful)

fairly good sentence
variety—fairly good
blend of simple,
compound & complex
sentences

= fairly fluent

= fairly good
vocabulary &
word choice
with some
idiomatic
expressions
inaccurately
used

* SOme grammar,
punctuation and
spelling errors
which
occasionally
obscure intended
meaning

some interpretation of
the set Q

=  main ideas are
partly related to
the topic & are
not very
successful to
focused.

» ideas are loosely
relevant

board introduction with
a clue of thesis
statement

» ideas are
organized and
developed in a
way that is hard
to follow or
illogical manner

= conclusion does
not address the
thesis or is likely

limited use of sentence
variety—dominant use
of simple over other
sentences

= influent

= limited use of
vocabulary &
word choice
with rare
idiomatic
expressions
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to discuss
another issue

= cohesive — fairly
use of transition
signals with
some missing or
unsuccessfully
used

" many grammar,
punctuation and
spelling errors
which often
obscure intended
meaning

little interpretation of
the set Q

= main ideas are
broad & lack of
focus

= jdeas are not
relevant

vague or missing of
introduction with no
thesis statement

= jdeas are
noticeable but
failed to be
organized and
developed

= no concluding
part

= cohesive—failed
to use transition
elements where
necessary or
misuse them

very limited use of
sentence variety- rare
use of sentences other
than simple ones

= struggle to
produce
sentences

= rare use of
vocabulary &
word choice
with rare
idiomatic
expressions

= struggle with
using correct
grammar,
punctuation with
spelling errors
which obscure
intended
meaning

A true non writer who has not produced any assessable strings of English
writing. An answer that is wholly or almost wholly copied from input text or

task is in this category.

This band is given to a writer who does not produce any readable text.
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Appendix 6: Score report

6.1 Average score by the three raters

Student Essay 1 Essay 2 Essay 3 Essay 4 Essay 5 Essay 6
1 Sai 2.00 2.66 3.00 2.00 3.00 3.00
2 Kate 3.00 3.00 2.66 3.00 3.00 3.00
3 Mean 3.00 3.66 3.66 4.33 4.66 4.66
4 Tiger 2.33 3.33 3.00 3.33 3.66 4.00
5 Supat 2.33 3.33 3.00 3.66 3.66 4.33
6 Amp 2.33 3.00 3.00 3.33 3.66 3.00
7 Wila 2.33 3.66 3.66 4.00 3.66 4.66
8 Nueng 2.33 3.33 3.00 3.66 3.66 4.66
9 Pornka 3.00 3.33 3.00 3.66 3.66 3.66
10 Sunsa 2.33 3.33 3.00 3.66 3.66 3.00
11 Titty 2.33 3.00 3.00 3.00 3.00 3.00
12 Sarinya 2.33 3.66 3.66 3.66 3.66 4.33
13 Supawa 2.33 3.66 3.66 3.66 4.00 3.66
14 Piro 2.33 3.33 3.33 3.33 3.66 3.66
15 Pailin 2.33 3.00 3.33 3.66 3.66 3.66
16 Natee 2.33 3.00 3.00 3.33 3.66 3.00
17 Arnon 3.33 3.00 433 4.66 4.00 4.33
18 Tip 3.00 4.00 4.00 4.00 4.33 4.00
19 Kanja 2.33 3.33 3.00 4.00 3.00 4.00
20 Sukan 2.00 3.00 3.00 3.33 4.00 3.66
21 Natta 3.33 4.00 4.00 3.33 4.00 4.66
22 Sudarat 3.00 3.66 4.00 4.00 4.00 4.66
23 Kotcha 2.33 3.33 3.00 3.66 4.00 4.00
24 Kassie 2.33 3.33 3.00 3.00 3.00 3.66
25 Forme 2.33 3.00 3.33 3.00 3.33 3.00
26 manchu 2.33 3.33 3.33 3.66 4.33 4.00
Total 65.27 86.26 85.95 91.91 95.91 99.25
Mean 2.51 3.31 3.30 3.54 3.69 3.82
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6.2 Score comparison between each criteria

Content Organization L

Students [Essay1 [Essay2 [Essay3 [Essay4 [Essay5 |[Essay6 |[Essayl [Essay2 |[Essay3 |Essay 4 |Essay5 |Essay6 |Essayl |Essay2 |Essay3 |Essay4 [Essay5 [Essay6

1Sai 2.00] 2.58] 2.75) 2.00) 2.50) 3.00) 2.00) 3.17, 3.50| 2.00) 3.50 3.00 2.00 2.25 2.75) 2.00 3.00 3.00
2 Kate 3.50 3.00] 2.25) 2.50) 2.50) 3.00) 2.00) 3.00) 3.08, 3.50) 3.50 3.00 3.50 3.00 2.67, 3.00 3.00 3.00
3 Mean 3.00 3.67, 3.33] 4.00 4.67 4.67 2.00) 3.67| 4.00 4.33 4.67 4.67 4.00 3.67, 3.67, 4.67 4.67 4.67
4 Tiger 2.50, 2.83] 2.50) 3.00) 3.50) 3.75, 2.00) 3.83] 3.50, 3.33 3.83 4.25 2.50 3.33 3.00 3.67, 3.67, 4.00
5Supat 2.50, 2.67, 2.50) 3.50, 3.50, 4.25 2.00) 3.83] 3.50, 4.00 3.83 4.33 2.50 3.50 3.00 3.50 3.67, 4.42
6Amp 2.50 2.50 2.25 3.00] 3.67 2.50] 2.00] 3.50] 4.00 3.83 4.00 3.50 2.50 3.00 2.75) 3.17, 3.33 3.00
7 Wila 2.50, 3.17, 3.25) 4.00 3.25, 4.17 2.00] 4.17, 4.17, 4.50 3.75 5.17| 2.50] 3.67| 3.58 3.50 4.00 4.67
8Nueng 2.50 2.67 2.75 3.50) 3.42 4.67 2.00 3.83 3.50 4.17 4.17| 4.67, 2.50) 3.50] 2.75] 3.33 3.42] 4.67
9 Pornka 3.50 3.17, 2.50) 3.50) 3.67, 3.67, 2.00) 3.50) 3.50) 4.17 3.67, 3.67, 3.50 3.33 3.00 3.33 3.67, 3.67,
10Sunsa 2.50, 3.00] 3.00) 3.50) 3.33] 3.00) 2.00) 3.67| 3.25, 4.17 3.33 3.00 2.50 3.33 2.75) 3.33 3.33 3.00
11 Titty 2.50, 2.75) 3.00) 2.50) 3.00) 3.00) 2.00) 3.33 3.25, 3.50) 3.00, 3.00 2.50 2.92 2.75 3.00 3.00 3.00
12 Sarinyq 2.50, 3.33] 3.25, 3.50) 3.67, 4.33 2.00) 4.00 4.08 3.83] 3.50 4.33 2.50 3.67, 3.67, 3.67, 3.83) 4.33
13 Supaw: 2.50, 3.33] 3.33] 3.58 4.00 3.67, 2.00) 4.00 4.08 4.17 4.25 3.75 2.50 3.67, 3.58 3.25 3.75 3.58
14 Piro 2.50 3.00 3.00] 2.83 3.67 3.00] 2.00] 3.67| 3.58] 3.83 3.67, 3.50 2.50 3.33 3.42 3.33 3.67, 3.50
15 Pailin 2.50, 2.75) 3.33] 3.67 3.92 3.58 2.00] 3.25 3.67| 4.17, 3.67| 3.83 2.50 3.00 3.00 3.17, 3.42 3.58
16 Natee 2.50 3.00 3.00 3.33 3.67 3.00 2.00 3.25 3.25 3.83 3.67 3.00 2.50) 2.75 2.75 2.83 3.67 3.00]
17 Arnon 3.83 2.00 3.83 4.67 3.50) 4.33 2.33 2.00 4.42 4.58] 4.00 4.33 3.83 5.00] 4.75] 4.75] 4.50 4.33
18Tip 3.50 3.50, 3.75) 4.00 3.50) 3.75, 2.00) 4.50 4.50 4.75 4.50 4.25 3.50 4.00 3.75) 3.25 4.00 4.00
19 Kanja 2.50, 3.00] 2.75, 4.25 2.75, 3.75, 2.00) 3.67| 3.50) 4.50 3.25, 4.25 2.50 3.33 2.75) 3.25 3.00 4.00
20 Sukan 2.00] 2.75) 2.75) 3.08] 3.92 3.67, 2.00) 3.50, 3.50, 3.42 4.08 3.67, 2.00 2.75 2.75 3.50 4.00 3.67,
21 Natta 3.83 3.50, 3.75, 2.83] 3.92 4.67 2.33 4.50 4.25 3.83 4.08 4.67 3.83 4.00 4.00 3.33 4.00 4.67
22 Sudaral 3.50 3.33] 3.75, 3.50) 4.00 4.33 2.00) 4.00 4.25 4.50 4.00 5.00 3.50 3.67, 4.00 4.00 4.00 4.67
23 Kotcha 2.50 3.25 3.00] 3.58 4.00) 3.50] 2.00] 3.67| 3.25 4.17 4.00 4.50 2.50 3.08 2.75) 3.25 4.00 4.00
24 Kassie 2.50, 3.08] 3.00) 2.75) 2.75 3.67 2.00] 3.83 3.25 3.50] 3.25 3.67, 2.50 3.08 2.75 2.75 3.00 3.67,
25 Forme 2.50 2.75 3.17 3.00 2.83 3.00 2.00 3.50 3.75 3.00 3.67 3.00 2.50 2.75 3.08 3.00 3.50 3.00
26 manch 2.50 2.83 2.67 3.67 3.67 4.00 2.00 3.83 3.67 3.67] 4.67, 4.00 2.50) 3.33 3.67] 3.67] 4.67 4.00
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Appendix 7: The analysis of metadiscourse

7.1 The use of moves in the six essays

Table 1: Total moves used in each stage

Essay THESIS STAGE ARGUMENT STAGE CONCLUSION STAGE
no. INF GA PR EV MA|TO MA RES CL SU TO |[MA AFF CO CL |TO
1 1 0 26 O 0 27 | O 0 0 26 26 |10 8 0 8 26
2 19 7 25 0 11 |62 |21 1 25 24 73 |20 24 18 18 |80
3 16 11 26 1 13 (67 |23 3 26 26 78 |20 22 19 19 |80
4 9 18 25 O 12 |64 |20 4 24 26 74 |18 21 21 19 |79
5 9 16 25 4 11 (65 |21 3 25 25 75 |23 21 23 25 |92
6 11 18 26 1 15 (71 |21 8 26 26 81 |22 25 22 23 |92
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7.2 Individual moves used in each essay

Table 1: Essay 1

Thesis Argument | Conclusion
Name Total
stage stage stage

1 Sai 1p 1s la 3
2 Kate 1p 1s 2ma 4
3 Mean 1p 1s 2mcl 4
4 Tiger 1p 1s 2acl 4
5 Supat 1p 1s la 3
6 Amp 1p 1s - 2
7 Wila 1p 1s 2ma 4
8 Nueng 1p 1s 2ma 4
9 Pornka 1p 1s - 2
10 Sunsa 1p 1s - 2
11 Titty 1p 1s - 2
12 Sarinya 1p 1s - 2
13 Supawa 1p 1s - 2
14 Piro 1p 1s - 2
15 Pailin 1p 1s - 2
16 Natee 1p 1s - 2
17 Arnon 2ip 1s 1cl 4
18 Tip 1p 1s 1cl 3
19 Kanja 1p 1s - 2
20 Sukan 1p 1s - 2
21 Natta 1p 1s 2 mcl 4
22 Sudarat 1p 1s 2ma 4
23 Kotcha 1p 1s 2ma 4
24 Kassie 1p 1s 2mcl 4
25 Forme 1p 1s 2mcl 4
26 manchu 1p 1s 2mcl 4
Total 27 26 26 79

Coding system for move analysis:

Thesis stage: i =information g =gambit p = proposition

evaluation m = marker

Argument stage: m = marker r = restatement c=claim

support

Conclusion stage: m = marker a = affirmation ¢ = consolidation
cl = closing
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Table 2: Essay 2

Thesis Argument | Conclusion
Name Total

stage stage stage
1 Sai 3igp 3 mcs 3 macl 9
2 Kate 3 gpm 3 mcs 2ma 8
3 Mean 2ip 3rcs 4 maccl 9
4 Tiger 2ip 2cs 2 ac 6
5 Supat 3ipm 3 mcs 3 accl 9
6 Amp 2ip 3 mcs la 6
7 Wila 3 gpm 3 mcs 4 maccl 10
8 Nueng 2ip 3 mcs 3 macl 8
9 Pornka 3ipm 2 cs 4 maccl 9
10 Sunsa 3ipm 3 mcs 4 maccl 10
11 Titty 2ip 3 mcs 3 mca 8
12 Sarinya 3ipm 4 mrcs 1la 8
13 Supawa 3ipm 3 mcs 4 maccl 10
14 Piro 28p 3 mcs 2 ac 7
15 Pailin 3ipm 3 mcs 4 maccl 10
16 Natee 2ip 3 mcs 3 mac 8
17 Arnon
18 Tip 2ip 2¢cs 3 macl 7
19 Kanja 2ip 2 mc 4 maccl 8
20 Sukan 2ip 3 mcs 4 maccl 9
21 Natta 3 gpm 3 mcs 4 maccl 10
22 Sudarat 3 gpm 3 mcs 4 maccl 10
23 Kotcha 2gp 3 mcs 4 maccl 9
24 Kassie 3ipm 4 rmcs 4 maccl 11
25 Forme 2ip 3 mcs 4 maccl 9
26 manchu 2ip 3 mcs 2 mcl 7
Total 62 73 80 215
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Table 3: Essay 3

Thesis Argument | Conclusion
Name Total
stage stage stage

1 Sai 2ip 3 mcs 2 mc 7
2 Kate 3ipm 3 mcs 2 mc 8
3 Mean 2gp 3rcs 4 maccl 9
4 Tiger 3gpm 2cs 2 ccl 7
5 Supat 2ip 3 mcs 3 accl 8
6 Amp 3ipm 3 mcs la 7
7 Wila 3gpm 3 mcs 4 maccl 10
8 Nueng 2gp 3 mcs 3 macl 8
9 Pornka 3 gpm 4 mrcs 4 maccl 11
10 Sunsa 3ipm 3 mcs 4 maccl 10
11 Titty 28p 3 mcs 3 mca 8
12 Sarinya 3imp 3 mcs 2ca 8
13 Supawa 4 gipm 3 mcs 4 maccl 11
14 Piro 28p 3 mcs 2ca 7
15 Pailin 3ipm 3 mcs 3 macl 9
16 Natee 2ip 3 mcs 2 ma 7
17 Arnon 2ip 3rcs 3 cacl 8
18 Tip 4 gpem 3 mcs 3 macl 10
19 Kanja 2ip 3 mcs 3 macl 8
20 Sukan 2ip 3 mcs 3 macl 8
21 Natta 3ipm 3 mcs 4 maccl 10
22 Sudarat 3 gpm 3 mcs 4 maccl 10
23 Kotcha 2ip 3 mcs 4 maccl 9
24 Kassie 3ipm 3 mcs 4 maccl 10
25 Forme 2ip 3 mcs 4 maccl 9
26 manchu 2gp 3 mcs 3mccl 8
Total 67 78 80 225
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Table 4: Essay 4

Thesis Argument | Conclusion
Name Total
stage stage stage

1 Sai 1i 2¢s - 3
2 Kate 2ip 3 mcs 3 macl 8
3 Mean 2gp 3crs 4 maccl 9
4 Tiger 3gpm 3rcs 4 maccl 10
5 Supat 28p 1s 1cl 4
6 Amp 3ipm 3 mcs 4 maccl 10
7 Wila 3 gpm 3 mcs 4 maccl 10
8 Nueng 28p 3 mcs 4 maccl 9
9 Pornka 3ipm 3 mcs 4 maccl 10
10 Sunsa 3ipm 3 mcs 4 maccl 10
11 Titty 2ip 3 mcs 4 maccl 9
12 Sarinya 3gpm 4 mrcs 2ca 9
13 Supawa 3ipm 3 mcs 4 maccl 10
14 Piro 3 gpm 3 mcs 2 ac 8
15 Pailin 3ipm 3 mcs 2 mc 8
16 Natee 3igp 3 mcs 3 mca 9
17 Arnon 28p 3 mcs 3 mac 8
18 Tip 2gp 1s 3 macl 6
19 Kanja 2gp 3 mcs 3 mccl 8
20 Sukan 2gp 3 mcs - 5
21 Natta 3 gpm 3 mcs 4 maccl 10
22 Sudarat 3 gpm 3 mcs 4 maccl 10
23 Kotcha 2gp 3 mcs 3 accl 8
24 Kassie 3gpm 3 mcs 4 maccl 10
25 Forme 2gp 3 mcs 3 accl 8
26 manchu 2gp 3rcs 3 accl 8
Total 64 74 79 217
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Table 5: Essay 5

Thesis

Argument

Conclusion

Name Total
stage stage stage

1 Sai 2gp 3 mcs 2 mccl 7
2 Kate 3 gpe 3 mcs 3 mccl 9
3 Mean 2gp 3 mcs 4 maccl 9
4 Tiger 3gpm 3 mcs 4 maccl 10
5 Supat 3ipm 3 mcs 3 mccl 9
6 Amp 2ip 3 mcs 3 macl 8
7 Wila 4 gepm 3 mcs 4 mcacl 11
8 Nueng 4 iepm 3 mcs 4 maccl 11
9 Pornka 3 gpm 3 mcs 4 mcacl 10
10 Sunsa 3 gep 4 cms 4 maccl 11
11 Titty 3gpm 3 mcs 4 maccl 10
12 Sarinya 3gmp 3 mcs 3 accl 9
13 Supawa 3gpm 3 mcs 4 maccl 10
14 Piro 2ip 3 mcs 4 maccl 9
15 Pailin 3gpm 4 rmcs 4 maccl 11
16 Natee 2gp 4 mrcs 4 maccl 10
17 Arnon 2ip 3 mcs 3 mccl 8
18 Tip 2ip 2cs 4 maccl 8
19 Kanja 2ip 2cs 3 macl 7
20 Sukan 3ipm 3 mcs 4 maccl 10
21 Natta 3 gpm 3 mcs 4 maccl 10
22 Sudarat 2gp 3rcs 4 maccl 9
23 Kotcha 2gp 3 mcs 4 mcacl 9
24 Kassie
25 Forme 2ip 3 mcs 4 maccl 9
26 manchu 2gp 2cs 3 accl 7
Total 65 75 91 231
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Table 6: Essay 6

Thesis Argument | Conclusion
Name Total
stage stage stage

1 Sai 2ip 3 mcs 4 mcacl 9
2 Kate 3 gpm 3 mcs 2 mcl 8
3 Mean 2gp 3 mcs 4 maccl 9
4 Tiger 3 gpm 4 mrcs 4 maccl 11
5 Supat 2ip 3 rcs 2 acl 7
6 Amp 3ipm 3 mcs 2 ac 8
7 Wila 3 gpm 3 mcs 4 maccl 10
8 Nueng 4 igpm 4 mrcs 4 maccl 12
9 Pornka 3 gpm 3 mcs 3 mac 9
10 Sunsa 3igp 4 rmcs 4 maccl 11
11 Titty 2gp 3 mcs 4 maccl 9
12 Sarinya 3gpm 4 mrcs 2ca 9
13 Supawa 3ipm 3 mcs 4 maccl 10
14 Piro 3ipm 3 mcs 4 maccl 10
15 Pailin 3ipm 4 mrcs 4 maccl 11
16 Natee 3 gpm 3 mcs 4 maccl 10
17 Arnon 2gp 2¢cs 3 macl 7
18 Tip 4 igpm 2c¢s 4 maccl 10
19 Kanja 2gp 3 mcs 4 maccl 9
20 Sukan 3ipm 3 mcs 4 maccl 10
21 Natta 3gpm 3 mcs 4 maccl 10
22 Sudarat 2gp 3 rcs 4 maccl 9
23 Kotcha 2gp 3 mcs 3 macl 8
24 Kassie 4 gepm 4 rmcs 4 maccl 12
25 Forme 2ip 3 mcs 4 maccl 9
26 manchu 2gp 2sc 3 accl 7
Total 71 81 92 244
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7.3: The ratio of the metadiscourse used per T-unit

Table 1: The use of metadiscourse per T-Unit

Interactive resources Interactional resources =
- (=]
Essays I S 2
o 1 &U
T1 T2 |13 |14 |T5 TL |T2 |13 |14 T5 = =
1 168 |7 1 0 21 [ 197 | 4 68 |13 | 49 221 | 355 | 552 | 399 | 1.38
2 221 | 85 1 5 28 [340 |19 |36 |36 115 142 | 348 | 688 | 615 | 1.12
3 216 |95 |0 2 21 (334 |24 |44 |39 |87 224 | 418 | 752 | 642 | 1.17
4 271 |92 | o 9 40 | 412 17 |63 |23 117 | 346 | 566 | 978 | 746 | 1.31
5 305 |9 |0 8 41 | 450 |35 |58 |33 280 | 110 | 516 |96 | 762 | 1.27
6 305 104 |0 4 32 | 445 18 |51 |28 | 201 178 | 476 | 921 | 743 | 1.23
Total 1486 | 479 | 2 28 | 183 | 2178 | 117 | 320 | 172 | 849 | 1221 | 2679 | 4857 | 3907 | 1.24
Percent | 30.60 | 9.86 | 0.04 | 0.58 | 3.76 | 44.84 | 2.40 | 6.59 | 3.54 | 17.48 | 25.13 | 55.14 | 100
Table 2: The percentage use of metadiscourse markers
= Interactive resources Interactional resources
Essays | B
Ll T1 T2 T3 T4 T5 Total Tl T2 T3 T4 T5 Total
552 | 168 7 1 0 21 197 4 68 13 49 221 355
1
100 | 30.43 | 1.27 0.18 | 0.00 | 3.80 | 35.68 0.72 | 12.31 | 2.36 | 8.88 40.04 | 64.31
688 | 221 85 1 5 28 340 19 36 36 115 142 348
2
100 | 32.12 | 12.35 | 0.15 | 0.73 | 4.07 | 4942 276 | 523 | 523 | 16.71 | 20.64 | 50.57
752 | 216 95 0 2 21 334 24 44 39 87 224 418
3
100 | 28.72 | 12.63 | 0.00 | 0.27 | 2.79 | 4441 3.19 | 585 |[5.19 | 11.57 | 29.79 | 5539
978 | 271 92 0 9 40 412 17 63 23 117 346 566
4
100 | 27.70 | 9.40 | 0.00 | 0.92 | 4.09 | 4211 1.74 | 6.44 | 235 | 1196 | 35.38 | 57.87
966 | 305 9% 0 8 a1 450 35 58 33 280 110 516
5
100 | 31.57 9.93 0.00 0.83 424 | 46.57 3.62 6.00 3.41 28.99 11.38 53.43
921 | 305 104 0 4 32 445 18 51 28 201 178 476
6
100 | 33.11 | 11.29 | 0.00 | 0.43 | 3.47 | 4833 195 | 554 |3.04 | 2182 | 1932 | 5167
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Table 3: The number of use of each type of metadiscourse markers

Interactive resources Interactional resources

Total

Essays
T1 T2 T3 T4 T5 Total T1 T2 T3 T4 T5 Total

1 552 | 168 7 1 0 21 197 4 68 13 49 221 355

2 688 | 221 85 1 5 28 340 19 36 36 115 142 348

752 | 216 95 2 21 334 24 44 39 87 224 418

3
4 978 | 271 92 9 40 412 17 63 23 117 346 566

5 942 | 296 92 40 | 435 35 56 31 280 105 507

o | | |Oo
~

6 921 | 305 104 4 32 445 18 51 28 201 178 476

Total 4833 | 1486 | 479 |2 28 183 | 2163 117 | 318 | 170 | 849 1216 | 2670

Percent | 100 44.75 55.25
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7.4 The Example of Discourse analysis

Student 1: Sai

Table 1: Summary of the use of move

Stages Moves Essay 1 Essay2 Essay3 Essay 4 Essay 5 Essay 6
Gambit % v N . p -
. Information x v v i .
Thesis
Proposition v v v . ) .
Evaluation x % " . . ’
Marker % x N . . -
Marker x v v . > :
Restatement X x N . § ;
Argument
Claim % v v . / ©
Support v v v . ) .
Marker x v L, . » ‘
R . X % v o . y
Conclusion Consolidation
Affirmation x v « y . .
Close v . ) x f
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Table 2: Metadiscourse used in the essays

Essay Interactive resources Interactional resources total T- ratio
Noo Tm 12 13 |t |15 |t |2 |Tn3 | Tna | s unit
1 10 - - - 1 - 4 - - 9 24 15 1.60
2 10 3 - - - - 1 - 1 15 30 22 1.33
3 14 4 - - 1 - - - 2 6 27 31 0.87
4 24 1 - - 1 - - - - 20 46 37 1.24
5 27 3 - - 2 1 1 1 12 5 52 40 1.30
6 21 1 - - 3 - 3 1 8 10 47 39 1.20

Coding system for metadiscourse analysis

Interactive resources:

T1= Transitions T2=Frame markers T3= Endophoric markers  T4= Evidentials

T5= Cod

Interact

e glosses

ional resources:

Tnl= Hedges Tn2= Boosters Tn3= Attitude markers Tn4= Engagement markers

Tn5= Self-mentions

Essay 1

Essay 2

(Proposition) | think that knowledge from experiences better knowledge from book
(support) because™ knowledge from experiences have 4 skill such as reading, writing,
listening, and speaking. | have to practice every day. | can to write English language more
than reading in the book. Knowledge from experiences is learn about story in everyday life.
| have knowledge increase from learn in everyday life. Addition ™ we are have to enhance
their knowledge by 4 skill is English language in order to understand in learn English
language. But ™ knowledge from book is learning theory so ™ we are reading in the book but
T we aren’t practice in everyday life therefore ™ we have learn unequal or ™ have responding
different so ™ we are have to review English language every day order to have 4 skill good
English language. (affirmation) | think that knowledge from experiences is learn new matter
for me and ™ learning occur everyday and ™ | think that is the best for me.

(Information) At the present time our world have to progress technology, learning. Some
country have education difference a teaching, dressing and time in motion. Which Thailand
has difference Europe. But ™ some people have idea conflict from congregation. (Gambit)
Why we wear casual in the study. Learning have good GPA irrelevant dress. If you are to
select related? (Proposition) But ™ if | am to select wear student uniform. | have my reason.

(Marker) My first reason (Claim) | think that students have order and beauty. (Support) In
learning we can variety dress. But ™ when people look out then it don’t have appropriate or
agreeably. So ™ in learning we must to been spectacular dress. (Marker) Addition ™ | have
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second reason. My second reason (Claim) is symbol students (support) because ™ somebody
has difference occupation such as police, doctor, nurse, soldier and student because dressing

(Marker) So ™ (Affirmation) we wear student uniform it a good thing because ™ we have
been spectacular addition ™ we have agreeably. (Close) Finally is symbol Thailand student
not the same in the world.

Essay 3

(Information) The present of the world have growth in everything example technology,
communication //this is an increase so that people had lazy very much. //Which in working
have facility every thing in learning as same as was learning with satellite internet// so ™ that
will higher learning in the present// some people has compete and ™ race against the clock//
make it have learning social selfish more than.// (Proposition) Someone work is the group
responsibility indication// but ™ if | am. | will select workgroup. //I have reason. //

(Marker) My first reason (Claim) people have harmony. //(Support)Working in group have
2 more than each have to responsibility in himself. //When had work them need to finish
work //when do not you can to talk about working with your friend for problem modify in
the group// this is reason for working is group. //It make harmony in group// because ™
anyone have meeting for modify work to make it so good.//

(Marker) My second reason (Claim) when have problem in the group we can to modify
problem. //(Support)Working in the group have to alright problem anyone must to help in
the group// because ™ anyone have to talk reason //and ™ them can to modify problem to
the fullest good.//

(Marker) My third reason (Claim) result of work have efficiency much more.
//(Support)Working will efficiency anyone can to do depending on his quality// but ™
working is group. It a good thing much more like to work alone// because ™ anyone can
meeting to help problem modify in group //so ™ working is group therefore have efficiency.//

(Marker) So ™ (Consolidation) a lot of working in the present have efficiency// because ™
the world have technology// so ™ we have convenient in work as same as working is group//
because ™ people have harmony in work// and ™ we can problem modify. //Finally result of
work have higher efficiency. //

Essay 4

(Information) The world of our in time everybody will have been raced in everything by will
have a affect on for them.// They have been appreciating in life difference //and ™ will have
personal interest more than common interest very much.// Such as learning have been
racing and ™ will had affect good GPA.// In addition ™ them will have been write a
competitive examination //then ™ them will have been an occupation.// it a good thing in
the future. //But™ someone has difference from security //and ™ like life freedom commonly
by //Them have reached and a force. //Which living have been difference from ours. //It had
been living in the future. //(Claim) but ™ | has my reason. //Body living in freedom life it
other one good thing (Support) //because ™ them will have doing in them life have not free.
//When them will have travel them have not a private matter// because ™ they not have
person and work lover// which those person will not adhere to everything easy life// and ™
convenient for everything. //But ™ | will have difference with person// because ™ | will have
been best life in the future.// | have been security //and ™ usually could be social in my life.
//I come to study English major in order to have knowledge in earn a living. //Because ™
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Thailand will have been classified Asian 3 next year hereafter. //Which will have a affect on
living for Thai very much// because™ everyone will have wanted English language be 2
second in communication with western. //So ™ | will have choosed to be teacher. //Because
™ be an occupation a stability. //So ™ | will have receive benefit from native speaker be
conversation better than //and could be get social more and more. //However ™ If | will have
related it a good think //Because ™ my family will have lived happily in social //and ™ have
money in family //and ™ | have security given to be price with my family. //Then | will have
acceptable of social //because ™ | will have been fame// and have be stability in my life. Even
though working will have be hard work// because ™ | will have done for my family this is my
reason for me.//

Essay 5

(Gambit)This is social a lot of people at the present //which have convenience very much.
//Then ™ will affect to live a lot of people living commonly. // Becides them do not set of
regulations in custom. // Which these had had to strict in ancient time. // So them have been
different in the present. // Them do not serious everything. // So living together before they
get married is main issue a lot of people they get married. // In order that will have
understanding or characterist and readiness. // (Proposition) So | think that it is a god idea.
// Also | agree with your reason living together before they get married //and do you agree
with me? // However, | have my reason. //

(Marker) My first reason, (Claim) we have understanding for learn characteristic each other.
// (Support) Because everyone will have different everything in respective of thought,
execution, speaking. //These will have influence living for you in the future. // Because if you
have not to know characteristic before you married, //it will have to affect in your family. //
Although you have married already// but if you do not understanding each other, it will
have terminate for advantage come back. // However, if you have married life then cause
it’s waste time by absolutely. // (Marker) But | have second reason. //

(Claim) My second reason is readiness living together. // (Support) Which it is one of
important// because someone living together before they get married will have to prepare
together for them such as working for a good future// and them will have plan married life.
//These will have to important for everything married life. //However, them should be given
freedom life each other. // Them should not interfere private matter. // Beyond will have
advantage for come back // and have caused a good advantage // and then it can determine
your reson. // How should doing? Living married in the future. //

However, this social at present have influence living a lot of people. // (Marker)So
(Consolidation) living together before married it is important of people at present \\ which
them will have many reasons such as learning characteristic, thought, readiness and a good
think in the future. //So everybody will want a good married life them should have to
determine // and learn innovation in to is experience for them. // (Close) However, all my
reason maybe a good thing for you. //Because it can think various // and have way living
married. // Which it will have advantage for you in the future // so and you How do you
think? //
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Essay 6

(Information) At the present, the world have development everything./ Which one have
affection modernity everything in the world. /Therefor teaching in the present have
ascendant development. /As all we have to use technology for convenient learning, such as
computer, Ipad, Iphone. /These It’s make we happy in working. /Sometimes when we have
to use overabundantly/ it will bad result for you very much such laziness, rough and
readiness./ However learning at the present we have to use social network/ when we have
class. /So we will work in computer more than notebook. /(Proposition) So if | am teacher
in the future when have to write, /the student should write a report by hand./ | have reason./

(Claim) My reason is knowledge /when we have to write in the class. /(Support) The student
can read main substance at the same time/ because writing must to begin by always reading.
/ Besides they can remember knowledge in the book./ While to type on the computer can
do to work successfully/ because they can copy in many website /but they will not have
knowledge as expected. /Therefore they can repeat knowledge everything from learning
before they write the report. /So | think that writing the report by hand it a good thing,/ even
though writing by hand can do to write slowly/ and someone have pains and aches/ but It
have benefit for them very much. /Because they will receive knowledge together with
writing./

(Marker) In addition (Claim) writing report by hand can reduce laziness for working very
much./ (Support) Writing by hand can cautious platform for you /because you must to write
step by step. /So | think that it’s a good idea some teacher believe that it is better to have
their students write it by hand rather than type the report on the computer./ | agree with to
write report by hand./

(Marker) However (Consolidation) at the present the world have development everything.
/Therefor teaching in the present have ascendant development. /As all to use technology
learning such as computer, Ipod, Ipad. /Sometime it can’t remember main substance as
much as to write by hand. /So when can write by hand. /It have benefit for you very much/
such as you have knowledge, to repeat, to reduce laziness. /(Affirmation) So | think that to
write by hand is a good think very much. /(Close) And you, how do you want to see the
student is future of country? /Sometimes my reason is choice for you. /
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Appendix 8: Examples of video transcription
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Appendix 9: Patterns of interaction

In order to explore stage of regulation that emerged when the participants engaged in peer
feedback sessions, the terms Self-Regulation (SER), Object Regulation (OBR), and Other
Regulation (OTR) were used to categorize types of language use. The language use during
the interaction that suggested leadership, self-assurance, and willingness to share
knowledge was categorized as SER. Examples of comments from a participant who
showed SER were:

“let’s read from the beginning so we can get the ideas.”

“with this sentence you can start another paragraph because you see...this
is something else you are going to talk about.”

Just check and tell me it what you understood is what | meant.”
The language use that suggested the student’s lack of interest in the task at hand, need to
justify limitation by avoiding the task or by turning to jokes or off-topic behaviour was

categorized as OBR. The language that suggested OBR was for example:

“l don’t know, detail you mean?

“To tell you the truth, all of this writing in English and Spanish (starts
singing)...l always do so bad.”

“l don’t care about details, | am not a good observer, besides, | don’t like
to say much.”

The language use that suggested degree of hesitancy, a need to be taken by hand, and
despair when not knowing what to do was categorized as OTR. Examples of language that

suggested OTR were:

“And how can | explain that?”

“But this is in the past, do you think it should be in the present?”

“We can change this word, feel, well, | don’t know, | really don’t know”

;’ghpgod, | have an idea...that this goes here, but...Oh my God, what is
1

Excerpt from Hyland & Hyland (2006, p. 28)
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