
University of Southampton Research Repository

ePrints Soton

Copyright © and Moral Rights for this thesis are retained by the author and/or other 
copyright owners. A copy can be downloaded for personal non-commercial 
research or study, without prior permission or charge. This thesis cannot be 
reproduced or quoted extensively from without first obtaining permission in writing 
from the copyright holder/s. The content must not be changed in any way or sold 
commercially in any format or medium without the formal permission of the 
copyright holders.
  

 When referring to this work, full bibliographic details including the author, title, 
awarding institution and date of the thesis must be given e.g.

AUTHOR (year of submission) "Full thesis title", University of Southampton, name 
of the University School or Department, PhD Thesis, pagination

http://eprints.soton.ac.uk

http://eprints.soton.ac.uk/


 

 
 

 

 

UNIVERSITY OF SOUTHAMPTON 

 

FACULTY OF HUMANITIES 

DEPARTMENT OF MODERN LANGUAGES 

 

 

 

 

 

 

 

A STUDY OF TEACHER FEEDBACK ON PEER FEEDBACK IN EFL WRITING 

AND ITS RELATION TO SELF-REGULATION 

by 

 

Kamonwat Phuwichit 

 

 

 

 

 

 

 

Thesis for the degree of Doctor of Philosophy 

September 2016 

 



 

UNIVERSITY OF SOUTHAMPTON 

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 
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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 
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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).  
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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 
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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. to investigate 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   The research questions  

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

ways are the students’ peer feedback improved? 

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

3. 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, 
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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 I 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. 
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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. 
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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 

questions 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 



 

16 

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 
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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.  

 

 

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 new 

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 
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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 ‘I 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 & Tsai, 

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 witnessed 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 

titled ‘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 a revision 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.   

 





 

   41 

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 
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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 

questions, 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 
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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 
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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 

questionnaire 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 (OI). 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 (PI). 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 employ 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 Merriënboer (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 I, 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. 



 

56 

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 I 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: 

“I don’t know, detail you mean? 

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

always do so bad.”  

“I don’t care about details, I am not a good observer, besides, I 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 I explain that?” 

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

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

“Oh God, I 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. I 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.  



 

64 

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, I 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 I believe that one cycle fits this study well. Firstly, I 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 

quantitatively then triangulated to get more reliable results. Therefore, I 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, I 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 question 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, I applied case study to investigate deeply into specific activities within the 

step of the action research I 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 I 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 participants 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 
argumentative 

Task input phase 1. Students’ diary            
 

3 Getting to know 
argumentative 
(continued) 

Pedagogical task phase 1. Students’ diary              
 

4 Getting to know 
argumentative 
(continued) 

Target task  phase  1. Students’ diary              
 

5 Evaluation of 
argumentative 
writing and feedback 
training 

Step 1: making the students realize some basic 
thoughts of evaluating and giving feedback 

1. Students’ diary              
 

6 Evaluation of 
argumentative 
writing and feedback 
training (continued) 

1. Step 2: The modelling of giving feedback on 
four specific areas which include content, 
development of ideas, organization, and 
cohesion and grammar 
2. Step 3: practicing peer feedback 

1. Students’ diary              
 

7 Evaluation of 
argumentative 
writing and feedback 
training (continued) 

Step 4: practicing communicating feedback 
orally 

1. Students’ diary              
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8 Writing of 2nd essay Giving written PFB 1. Students’ diary              
2. Students’ writing 

9 Peer feedback 
session and 
conference with 
researcher 

1. Meeting with peers to discuss feedback 
2. Meeting with researcher to receive feedback 
(whole class conference)  

1. Students’ diary              
2. Video record 
3. Audio record 

10 Writing of 3rd essay 1. Writing of 3rd essay  
2. Giving written PFB 

1. Students’ diary              
2. Students’ writing 

11 Peer feedback 
session and 
conference with 
researcher 

1. Meeting with peers to discuss feedback 
2. Meeting with teacher/researcher to receive 
feedback 

1. Students’ diary         
2. Video recording        
3. Audio record 
 

12 Writing of 4th essay 1. Giving written PFB 1. Students’ diary            
13 Peer feedback 

session and 
conference with 
researcher 

1. Meeting with peers to discuss feedback 
2. Meeting with teacher/researcher to receive 
feedback 

1. Students’ diary         
2. Video recording        
3. Audio record 

14 Writing of 5th essay 1. Writing of 5th essay 
2. Giving written PFB 

1. Students’ diary       
2. Students’ writing    

15 Peer feedback 
session and 
conclusion 

1. Meeting with peers to discuss feedback 
2. discussion of activities the students engaged  

1. Students’ diary  
2. Video recording       
 

16 Post-test  1. Writing the final essay       
2. Completing the research questionnaire 

1. Students’ writing         
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 

questionnaire. 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 I 

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 ‘‘I 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  

Band Content—ideas, 

arguments & evidence 

Organization—

communicative quality, 

coherence & cohesion 

Language—

vocabulary, grammar 

& sentence structure 

6 excellent interpretation 

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 

complexity 

 

focused introduction 

with an excellent thesis 

statement 

  ideas are very 

clearly organised 

with an 

extremely clear 

relational pattern 

(e.g. comparison/ 

contrast, 

sequence, 

cause/effect, 

excellent sentence 

variety—excellent blend 

of simple, compound & 

complex sentences 

 extremely fluent 

& very 

sophisticated 

 excellent 

vocabulary & 

word choice 

with very 



 

   81 

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 

5 good interpretation of 

the set Q 

 main and 

supporting ideas 

are interesting, 

relevant and 

well developed, 

showing 

recognition of 

the topic’s 

complexity 

focused introduction 

with good thesis 

statement 

 ideas 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 

transition 

elements 

(connections are 

generally 

successful with 

minor problems 

only) 

good sentence variety—

good blend of simple, 

compound & complex 

sentences 

 highly fluent & 

fairly 

sophisticated 

 good vocabulary 

& word choice 

with flexible use 

of idiomatic 

expressions 

 few grammar, 

punctuation and 

spelling errors 

4 fairly good 

interpretation of the set 

Q 

 main ideas are 

sensible & 

interesting but 

ideas can still be 

better focused 

and developed 

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 

fairly good sentence 

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 

3 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  

 limited use of 

vocabulary & 

word choice 

with rare 

idiomatic 

expressions 

 many  grammar, 

punctuation and 

spelling errors 

which often 

obscure intended 

meaning 

2 little interpretation of 

the set Q 

 main ideas are 

broad & lack of 

focus   

 ideas are not 

relevant 

vague or missing of 

introduction with no 

thesis statement 

 ideas 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 

part  

 cohesive—failed 

to use transition 

elements where 

necessary or 

misuse them 

 rare use of 

vocabulary & 

word choice 

with rare 

idiomatic 

expressions 

 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 questionnaire 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 



 

86 

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 

question 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 

questions  

 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 RQ 1 / RQ 2 / RQ 3/ RQ 4 
 

Questionnaire  Basic statistics   RQ 3 / RQ 4 
 

Video recording/ 
Audio 

Villamil and De Guerrero’s 
(1996) the patterns of 
language use 
 

RQ 1 

Students’ writing  Discourse analysis RQ 1 / RQ 2 
 

   
Colleague’s 
reflection 

This data will be included in the discussion of the implementation 
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.  
 

(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.  
 

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

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. 
 

3. Conclusion   
Synthesizes discussion and 
affirms the validity of the 
thesis. 

(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.  

3.  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. 

II. The Argument Stage   

1. The Marker Move: 

     My first reason is... 

2. The restatement Move: 

 Another reason why I disagree with living together before getting married is…. 

3. The Claim Move: 

It destroys women’s self-esteem.  

4. 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.  

III. 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: 

I 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 
stage 

Argument 
stage 

Conclusion 
stage 

Total 

1 Sai 1p 1s 1a 3 
2 Kate 1p 1s 2ma 4 
3 Mean 1p 1s 2mcl 4 
4 Tiger 1p 1s 2acl 4 
5 Supat 1p 1s 1a 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 c = claim          

s = support 

Conclusion stage: m = marker  a = affirmation  c = 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 Function Examples 

Interactive resources  
Help to guide reader through the 

text 
 

Transitions  
Express semantic relation 

between main clauses  
In addition/ but/ thus/ and 

Frame markers 
Refer to discourse acts, 

sequences, or text stages 

Finally/ to conclude/ my purpose 

here is to  

Endophoric markers 
Refer to information in other 

parts of the text 

Noted above / see Fig/ in section 

2 

Evidentials  
Refer to source of information 

from other texts 

According to X/ Y (2000)/ Z states 

that  

Code glosses  
Help readers grasp functions of 

ideational material  

Namely/ e.g./ such as/ in other 

words  

Interactional resources  
Involve the reader in the 

argument  
 

Hedges  
Withhold writer’s full 

commitment to proposition  
Might/ perhaps/ possible/ about  

Boosters  
Emphasize force or writer’s 

certainty in proposition  
In fact/ definitely/ it is clear that 

Attitude markers  
Express writer’s attitude to 

proposition  

Unfortunately/ I agree/ 

surprisingly  

Engagement markers  
Explicitly refer to or build 

relationship with reader  

Consider/ note that/ you can see 

that 

Self- mentions Explicit reference to author(s) I / we / my / our 

(Hyland & Polly Tse, 2004, p. 169) 
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Coding method of metadiscourse use 

Table 2: Metadiscourse used in the essays 

Essay 
No. 

Interactive resources Interactional resources total 

 

T-
unit 

ratio 

 
T1 T2 T3 T4 T5 Tn1 Tn2 Tn3 Tn4 Tn5 

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 

Total 106 12 - - 8 1 9 2 23 65 226 184  

 46.90 5.30 0.00 0.00 3.53 0.44 3.98 0.88 10.17 28.76 100   

Interactive resources: 

T1= Transitions T2= Frame markers T3= Endophoric markers  T4= Evidentials                              

T5= Code glosses 

Interactional resources: 

Tn1= 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 I 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: 

“I don’t know, detail you mean? 

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

always do so bad.”  

“I don’t care about details, I am not a good observer, besides, I 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 I explain that?” 

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

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

“Oh God, I 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.  



 

96 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

   97 

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). 
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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 

3 

4 

5 

6 

7 

8 

9 

10 

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 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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Table 6.2: Comparison of scores of each trait of the writing 

 

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 
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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) I think knowledge from experiences is better than from book 
(E1/Tiger).  

(Proposition) I 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) I 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 I am to select wear student uniform. I have 
my reason. 

 (Marker) My first reason (Claim) I 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  I 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 
because we 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 I 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 

‘I 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) I think I 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) I think I 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 I 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  

  

  

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

(Proposition) I 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 I think knowledge from books is a part of 
experience that I call learning experiences. (Proposition) So if I want to 
comparison between knowledge from books and from experiences I 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) I 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) I 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 I 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 I think that everybody should be learned from books 
and experiences together. Because both in the toppic have important for 
everybody very much. I think that. (E1/Manchu)  

 (Marker) So I 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) I 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\\  I want to ask how do you manage your 
money? \\  (Proposition) Investing on something is a good sounds I 
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. I believe, everybody need some money. 
(Proposition) If I have money I will invest my money on something. 
(Evaluation) I 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, I agree 
that the students should have freedom to type on the computer. (Marker) 
I 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 ‘I 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) I know that most students don’t like the writing. \\ But I 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 I 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 I want to work alone when I 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 I 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) I 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) I 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) I agree; the students should have freedom to type a report 
or a project on the computer because (Claim) I 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 I was a teacher in the future. I 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) I want to my students to gain knowledge and 
understanding in the report through writing than typing on the computer. 
Although I 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) I 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 I am support’s group. (Marker) I 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) I 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) I 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) I 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) I 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.\\ I think that you don’t want see you child has 
problem from watching television.\\ Am I 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) I 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, I 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, I 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 T-
unit Ratio 

T1 T2 T3 T4 T5  Tn1 Tn2 Tn3 Tn4 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 44 39 87 224 418 752 642 1.17 

4 271 92 0 9 40 412 17 63 23 117 346 566 978 746 1.31 

5 305 96 0 8 41 450 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 1.24 

 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  

Interactive resources 

T1= Transitions  T2= Frame markers T3= Endophoric markers   

 T4= Evidentials               T5= Code glosses 

Interactional resources 

Tn1= 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.  

  



 

  115 

Table 6.3: The use of each type of metadiscourse  

Essay  total Interactive resources Interactional resources 

T1 T2 T3 T4 T5 total Tn1 Tn2 Tn3 Tn4 Tn5 total 

1 552 168 7 1 0 21 197 4 68 13 49 221 355 

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 

2 688 221 85 1 5 28 340 19 36 36 115 142 348 

100 32.12 12.35 0.15 0.73 4.07 49.42 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 12.63 0.00 0.27 2.79 44.41 3.19 5.85 5.19 11.57 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 42.11 1.74 6.44 2.35 11.96 35.38 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 28.99 11.38 53.43 

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

100 33.11 11.29 0.00 0.43 3.47 48.33 1.95 5.54 3.04 21.82 19.32 51.67 

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

    T4= Evidentials   T5= Code glosses 

Interactional resources:  Tn1= 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 Tn1 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 9.91 0.04 0.58 3.79 44.75 2.42 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:  Tn1= Hedges   Tn2= Boosters   Tn3= Attitude markers      

    Tn4= 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) I thinkTn2 a knowledge from experience better a knowledge 
from books (Support) \\ becauseT1 whatever weTn5 make by myself Tn5, my 

Tn5 hands, my Tn5 brain It will make remember a long times. \\ EspeciallyT5, 
what ever will me Tn5 sad, happy, angry it makes us have remember from 
every feeling. \\ And T1 knowledge from experiences can improve 
yourselfTn4, your Tn4 brain and knowledge. \\I Tn5 was going camp.\\ In camp 
have many base such as T5 Direction base\\ It teach me Tn5 about word 
(next, opposite, near, between, in front of, in back of, etc.)\\ and T1 the 
next base is Time base teach about how to watch a times.\\ It make me Tn5 
remember a long time.\\ when pass time I Tn5 remember yet.\\ Opposite T1, 
a knowledge from books when I Tn5 read book.\\ I Tn5 get it but when a pass 
times xxxx I Tn5 can’t remember. \\ However T1, a knowledge from books is 
a basic of learning,\\ (Marker) so T1, (Affirmation) both knowledge are 
important in learning, work, routine.\\ but T1 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 T1 they can study.\\ Now, 
public schools and universities must be wear uniform.\\ Why?\\ Most 
student do not want to wear a uniform.\\ (Proposition) But T1 I opposeTn3 
with them. \\(Marker) And T1 I have two reasonT2 to tell you Tn4. \\ 

(Marker) The first T2, (Claim) the uniform is in order and honor.\\ (Support) 
When you Tn4 wear uniform the people can know you Tn4 be student or 
scholar.\\ The uniform practice you Tn4 be in order.\\ Such as T5, when you 

Tn4 are teach you must be ware teacher uniform.\\ Like T5, when you Tn4 are 
doctor you Tn4 must be wear doctor uniform.\\ However T1, whatever you 
be you Tn4 must be uniform.\\ On the other hand T1, it made you Tn4 be a 
reliable and honor man.\\ Such as T5, when you Tn4 wear uniform. You Tn4 
can’t buy alcohol,\\ Like T1 you Tn4 can’t go to cabaret or bar\\ because T1 
uniform made you Tn4 can’t do wrong.\\ 

(Marker) The second T2, (Claim) the uniform made privilege for your Tn4 
life.\\ (Support) When you Tn4 wear uniform you Tn4 get comfortable.\\ 
Such as T5, when you travel in the natural park you Tn4 never pay money for 
fee.\\ Like T5, when you Tn4 use public bus you Tn4 can pay half price\\ and T1 
when you Tn4 watch the movie in cinema you Tn4 can pay be down, etc.\\ 
there are comfortable and privilege form the uniform. \\ 

(Marker) In conclusion T2, (Affirmation) I support Tn3 requirement to wear 
student uniform. \\(Consolidation) By two reason, the first T2, the uniform 
is in order and honor.\\ Whatever youTn4 be you Tn4 must be wear uniform 
and uniform made you Tn4 to can’t do wrong.\\ The second T2, the uniform 
made comfortable for you Tn4. \\ (Close) There are benefits form the 
uniform.\\ Did you Tn4 know? \\29 
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Essay 3 

(Gambit) I Tn5 hope everybody had worked with other people. \\Some 
people feel more comfortable to work in group,\\ while other people to 
work alone.\\ (Proposition) But T1 in my opinion Tn2 I like Tn3 to work 
alone.\\ (Marker) The following one reason T2 will tell why.\\ 

(Marker) The once reason T2 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 T5 writer and art etc\\ The 
comfortable to work alone is concentration.\\ It is important for work.\\ 
When you Tn4 does not have it assignment or project may beTn1 to mistake 
and assignment or project may be Tn1 damaged.\\ In addition T1, when you 

Tn4 work alone you never get to exploitation \\ and T1 never tired from 
colleague. \\You Tn4 will get a freedom life when you Tn4 work alone.\\ 
When you Tn4 have a free time you Tn4 can do work soon. \\ 

(Marker) In summary T2, (Affirmation) I like Tn3 to work alone 
\\(Consolidation) because T1 I Tn5 don’t want to get a concentration or 
exploitationing.\\ And T1 I Tn5 want to get a freedom life and comfortable to 
work alone.\\ (Close) How about you Tn4?\\ You Tn4 agree with me Tn5? \\ 19 

Essay 4 

(Gambit) Now, the word is full technology.\\ You Tn4 can see it in 
everywhere.\\ Television is one of technology\\ and T1 everyone have it.\\ 
Someone said “Watching T.V. is bad for children”.\\ (Proposition) I agree 

Tn3 with them.\\ (Marker) The following two reason T2 will tell why.\\ 

(Marker) The first reason T2 is (Claim) health problem.\\ (Support) 
Watching T.V. is more bad result for your Tn4 children.\\ Firstly T2, the 
cognitive development has lower.\\ The survey has foundT4. The children 
who watch T.V. for a long time have the neurological decline.\\ And thenT1  
is shiftless.\\ Moreover T1, the children have the development of the body 
to be lower.\\ The research found T4.  they are weak\\ because T1 them 
doesn’t move them body. \\ 

(Marker) The second reason T2 is (Claim) behavioural problems.\\ (Support) 
When children watch T.V. for a long time, they have behavioural 
problems.\\ The research found T4., they violent temper to caused 
watching T.V. what have inappropriate information.\\ In addition T1, 
watching T.V. result the children be anti-social behaviour\\ because T1 they 
doesn’t meet other people \\ and T1 not learning with real people. \\ 

(Marker) In conclusion T2, (Affirmation) I agree Tn3 with watching T.V. is bad 
for children (Consolidation)\\ because T1 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 T5 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 Tn1 forget the best culture in 
Thailand like idiom that ‘Soon ripe soon rotten’\\ and T1 it may Tn1 have 
many problems to become.\\ (Proposition) I disagree Tn3 with some lovers 
family life before get married.\\ (Marker) Following two reason below T2.\\ 

(Marker) Firstly T2, (Claim) consistency in family life have important.\\ 
(Support) When you Tn4 get married before try family life you Tn4 will 
receive demand of law.\\ Besides T1, whatever will be you Tn4 can still.\\ 
And T1 you Tn4 have great career and money a lot \\ because T1 you Tn4 have 
consistency.\\ On the other hand T1, if you Tn4 try family life before you Tn4 
get married, youTn4 will never receive these good things.\\ Moreover T1 this 
idea, I Tn5 still a good idea just below.\\ 

(Marker) Secondly T2, (Claim) social problems happen to become. \\ 
(Support) If you Tn4 try family life before you Tn4 get married you Tn4 must 
get any problems.\\ First T2, sexually transmitted diseases from changing 
playmate,\\ you Tn4 never know that your Tn4 lovers have it or not. \\ 
Moreover T1, the pregnancy is one of many problems.\\ Then T1 you Tn4 
pregnancy while studying still. \\ From this thing T2 may be Tn1 come to 
miscarrying\\ and T1 finally some people choose lazy the child.\\ 

(Marker) In summary T2, (Consolidation) from the important of consistency 
and many social problems,\\ (Affirmation) I disagree Tn3 with topic from 
many reason of all.\\ (Close) Before you Tn4 try family life while you Tn4 
never get married either you Tn4 get married before try family life or try 
family life before get married is better.\\ How many you Tn4 have 
consistency in honesty and responsibility of your Tn4 lovers?\\ 27 

Essay 6 

(Gambit) In the study, we Tn5 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 T1 in my opinion Tn2 I agree Tn3 with having their students 
write it by hand. \\(Marker) The following two reasons T2 will tell why.\\ 

(Marker) The first reason T2 is (Claim) development all many skills.\\ 
(Support) Writing by hand helps the students improve reading skill. Such 
as T5 when the teachers assigning project to them.\\  Firstly of all T2 is 
reading or researching. \\ Moreover T1, 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 T1 they often practice it by their self.\\ In the 
other hand T1, If students type it by computer them have not 
remembrance\\ because T1 they do not practice it by their self.\\ Moreover 

T1, I Tn5 have last reason will tell why.\\ 

(Marker) The second reason T2 is (Claim) writing by hand make the 
students be good person.\\ (Support) Firstly T2, writing by hand will make 
students have trying\\ because T1 they must make the project finish in fix 
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times. \\ From this T2 they will have purpose in their working.\\ Secondly T2, 
writing by hand make them be honest man\\ because T1 writing by hand 
will show personal character of the letter.\\ It make them must make by 
their self \\ and T1 they do not cheat or dishonest.\\ In the other hand T1, if 
students type project by computer they may Tn1 use copy and paste in 
program.\\ They will be dishonesty. \\ 

(Marker) In conclusion T2, (Affirmation) I agree Tn3 that writing project by 
hand rather type the report on the computer.\\ (Consolidation) Because T1 
it helps students improve all many skills \\ and T1 make students be good 
person of social.\\ (Close) Don’t let technology is above ability of human. 
\\ Doing by your Tn4 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   The results 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  

มาด ูbody เนาะ มสีองเหตุผล เหตุผลแรกโอเค students get English language skill more ตรงน้ีก็
เขยีน students get skill more  อกี ถา้จะใชเ้หตุผลน้ีกต็อ้งถามตวัเองต่ออกีวา่ มนัไดท้กัษะเพิม่ขึน้ได้
อยา่งไรจากการทีเ่ราเปลีย่นมาใช้ภาษาองักฤษในการสอนทัง้หมด มนัยงัไมม่ตีวัอยา่งทีอ่ธบิายให้
เหน็ชดัไง อ่านแลว้มนัไมช่ดั เหตุผลหลกัน่ะดทีีบ่อกวา่ไดท้กัษะเพิม่ แต่มนัไดอ้ย่างไงน่ีตอ้งอธบิายเพิม่ 
supporting detail  มนัยงัน้อยไง อาจจะดว้ยเวลา น่ีไงกเ็อาตรงน้ีมาใช ้ทีว่า่  students can apply in 
everyday life.  เอามาแตกออกไปอกี มนักย็งัไมอ่อกนอกกรอบนะ เพราะวา่สอนองักฤษเป็นองักฤษ มนั
รบักบัการเขา้สูอ่าเซีย่น อนัน้ีเหตุผลทีเ่ราเขยีนเรยีงความของเรานะ ของแกเหตุผลหลกัมนัแคบเรากจ็ะ
เขยีนต่อไมไ่ด ้ถา้อยา่งของเรา เหตุผลกวา้งเรากเ็ขยีนต่อไดย้าว เช่นคนจะเขา้มาเยอะทัง้การคา้ การ
ท่องเทีย่ว การศกึษา ดงันัน้ การสอนเป็นภาษาองักฤษกจ็ะเป็นการเตรยีมเดก็ไทยใหพ้ร้อม คนไทยกจ็ะ
สามารถใชภ้าษาในชวีติประจ าวนัได ้เพราะพออาเซี่ยนเขา้มา คนแต่ละประเทศกจ็ะพยายามดงึ
ผลประโยชน์ของกนัและกนั การใช้ภาษาไดก้จ็ะท าใหเ้ราเท่าทนัเขา อนัทีส่องอุย้ตอ้งลองไปดพูวก
ค าเชื่อมใหม่นะ มนัจะมทีัง้ตวัเชื่อมประโยค เชื่อมยอ่หน้าเชื่อมค า เช่น  to  เชื่อม กรยิา กบักรยิา เชื่อม
ประโยคเขา้ดว้ยกนักล็องดูพวก  relative clause ค าพวก  who, what , when มนัท าให ้ประโยคยาวขึน้ 
เหตุผลทีส่อง นร. เขา้ใจวฒันธรรมองักฤษ เราสงสยัวา่ถา้เราสอนเป็นภาษาไทย นร. จะไมเ่ขา้ใจ
วฒันธรรมใช่ม ัย้ เราว่าไมต่่างกนันะ มนัไมใ่ชเ้หตุผลที่ดเีท่าไร ตอ้งลองคดิวา่ถา้เราเป็น นร. หรอืเป็น
อาจารย ์เราจะไดอ้ะไรจากการสอนแบบนัน้ มนัจะท าใหเ้ราหาเหตุผลไดง้า่ยขึน้ มนัไดเ้ยอะนะ นอกจาก
วฒันธรรม เราลองท าตารางเปรยีบเทยีบ การสอนสองแบบ คอื สอนโดยใชภ้าษาองักฤษ กบัสอนโดยใช้
ภาษาไทย แลว้ลองลสิตข์อ้ดขีองทัง้สองแบบ ถา้เหมอืนกนัตดัออก จนเหลอืเฉพาะขอ้ทีอ่กีอนัม ีแต่อกี
อนัไมม่ ีแลว้กเ็อาสว่นทีด่กีวา่มาเขยีน โดยกล่าววา่ แบบน้ีมนัดกีวา่ตรงน้ี คนอ่านจะไดค้ลอ้ยตาม มาดู
ตรงสรปุนะ อยา่งทีบ่อกไปนะ ว่าสรปุตอ้งม ีrestatement of the thesis statement  มสีรปุเหตุผลทัง้สอง 
และม ีfinal remark Thesis statement มนีะแต่เราบอกประโยคเดมิมาเลย ใช่ม ัย้?แลว้กต็่อดว้ยวา่เพราะ
อะไร ตรงน้ีตอ้งเป็นสองเหตุผลทีส่รปุมาโดยใชค้ าใหม ่ทีย่งัคงความหมายเดมิ ไมใ่ช่ลอกของเดมิมา 
Final remark  มนักย็งัไมช่วนใหค้ลอ้ยตาม มนัเป็นประโยคค าถามหว้นๆ  what do you think about 
this topic?  ลองเขยีนอยา่งทีเ่ราบอกดนูะวา่ “มนัอาจยงัไมช่า้ไปที ่กรรมการของมหาวทิยาลยัจะลงมติ
ใหส้อนภาษาองักฤษเป็นองักฤษ เพื่อจะไดพ้ฒันา...” เขยีนในเชงิเหมอืนต าหนิวา่ทีผ่า่นมามนัลม้เหลว 
แต่กไ็มไ่ดพู้ดตรงๆ กห็มดทุกอนัแลว้ เราถามนะ ถา้ไมใ่ชส้องเหตุผลน้ี จะมเีหตุผลอะไรอกีทีเ่ราคดิวา่
ควรสอนวชิาภาษาองักฤษโดยใชภ้าษาองักฤษ ใช่อาจจะเอาเรื่อง AEC  มาพดูกไ็ด ้ 
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. I 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 I claim that ‘teaching in English will help 
prepare our students for the coming AEC’. Then I 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. I 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. I 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 I 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, I 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 

มาทีเ่ราอยากแนะน านะ ในส่วน  body สามอนัน้ี เราอยากใหเ้อาเหตุผลทีส่องไปรวมกบัอนัแรก เหตุผล
ทัง้สามขอ้น้ีอ่านเขา้ใจหมดแต่มนัเหมอืนแกม ี supporting detail  น้อยมาก ถา้เราอนัสองไปรวมอนัแรก
คอืสนใจใน  social media มากกว่างานและท าใหง้านไมม่ปีระสทิธภิาพมนักร็วมมาถงึที่พนักงานอา้งวา่
ใช ้ social media  ในการหาอมลูท างาน แต่จรงิๆเอามาเล่นใช่ม ัย้? เรามองวา่มนัเป็นเรื่องเดยีวกนันะ 
เอามารวมกนัไดแ้ล้วมนัจะอธบิายไดล้กึกวา่น้ี แล้วกเ็พิม่ supporting detail มากกวา่น้ี  
I 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  

ทีอ่ยากใหเ้พิม่เตมิคอืสว่นเน้ือหาที่มนัน้อยไป อาจเป็นเพราะเวลาจ ากดัใช่ม ัย้?? หลายเหตุผลมนัดแีลว้ 
จะไดรู้ว้่าสนบัสนุนเหตุผลอยา่งไร แต่ถา้เพิม่การสนบัสนุนอกีกจ็ะด ี
I suggest that you add more supporting details. Your main reasons are good but you need to 
explain more about them. (Supa 1) 

Example 2 

ใช่เราอ่านกบัเธอเราเขา้ใจ แต่คนอื่นอ่านเองอาจไมเ่ขา้ใจ เพราะแกรมมา่มนัไม ่เป๊ะ 
I understand your essay but I 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 

เหตุผลทีส่องกย็งัแคบ และกเ็หมอืนกนักบัเหตุผลแรก คอืเรื่องเรยีนถ้าท าการบา้นไมท่นัใช่ม ัย้?? ใช่แก
เหน็มัย้วา่เหตุผลสองอนัน้ีมนักเ็รื่องเดยีวกนั? ดงันัน้แกน่าจะเปลีย่นเหตุผลทีส่องเป็นอย่างอื่น เช่นเพื่อน
ใหค้วามช่วยเหลอืเรื่องอื่นทีน่อกเหนือจากการเรยีน เช่นเป็นทีป่รกึษาเมื่อเรามเีรื่องกงัวลใจ ใช่แต่เราก็
ตอ้งอธบิายใหม้นัเป็นคนละประเดน็กบัเรื่องแรกทีเ่ราเน้นไปเรื่องความช่วยเหลอืเรื่องการเรยีน ส่วน
เหตุผลน้ีกต็อ้งมุง่ไปเรื่องการใหค้ าปรกึษา การใหค้วามช่วยเหลอืดา้นก าลงัใจเป็นต้น 
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 

ทน้ีีเหตุผลแรกคอืมนัเป็นการทดลองใชช้วีติดว้ยกนัก่อนใช่ม ัย้??บอกวา่เป็นการเรยีนรูซ้ึง่กนัและกนั ได้
ศกึษาดใูจกนัก่อนทีจ่ะแต่งงานกนัมนัเป็นเหตุผลที่ดนีะ แต่มนัไมม่กีารอธบิายเพิม่เตมิเลยวา่การไดด้ใูจ
กนัก่อนจะตดัสนิใจแต่งหรอืไมแ่ต่งมนัดอียา่งไร ใช่topic มนักบ็อกอยู่แลว้ว่าทดลองอยูก่่อนแต่ง แล้ว  
main idea ของหวานมนักซ็ ้ากบั topic เลย ที่จรงิหวานตอ้งต่อเหตุผลหลกัอกีนิดวา่เป็นการทดลอง
เพื่อใหเ้ราไดใ้ชเ้วลาดงักล่าวในการตดัสนิใจวา่จะอยู่กนัไดห้รอืไม ่แล้วเรากอ็ธบิายต่อวา่ระหวา่งน้ีทัง้คูก่็
ไดเ้รยีนรูก้นั ปรบัตวัเขา้หากนั และหากผลการทดลองมนัเป็นไปดว้ยดกีจ็ะไดแ้ต่งงานกนัต่อไป แต่
ในทางกลบักนั หากลองแลว้มนัลม้เหลวกส็ามารถแยกกนัได ้ดกีวา่ทีเ่มื่อแต่งกนัแล้วอยูก่นัไมไ่ดม้า
แยกกนัทหีลงัมนักจ็ะมปัีญหาอื่นๆตามมาอกีมาก เวลาหวานพูดอธบิายน่ีมนัชดัเจนนะแต่การเขยีนของ
หวานมนัสื่อออกมาไมไ่ด ้มนัยงัเขยีนภาษาไทยอยูเ่พยีงแต่ค าศพัทม์นัเป็นภาษาองักฤษเท่านัน้เอง  เรา
อ่านน่ะเราเขา้ใจเพราะเราเป็นคนไทยรูไ้วยากรณ์ไทย แต่ถา้ไมใ่ช่คนไทยอ่านมนัสื่อสารไม่ไดเ้ลย สรปุ
ปัญหาคอื  main idea มนัยงัไมน่่าจะใช่ แล้วกห็วานยงัไมส่ามารถใหเ้หตุผลสนบัสนุน main idea  ได ้
เราเขยีนแคส่ามบรรทดัเน่ียคดิวา่เหตุผลมนัเพยีงพอที่เขาจะเชื่อเรามัย้? 
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. I 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 

แลว้กถ็า้จะทิง้ทา้ยที่ไมใ่ช่ประโยคน้ีคดิวะ่พดูยงัไง ไมต่อ้งคดิเป็นภาษาองักฤษกไ็ด ้อนัน้ีมนักเ็หมอืนจะ
โอเคนะ ทีต่ ัง้ค าถามวา่คดิยงัไงระหวา่งเล่นกฬีาเป็นทมีกบักฬีาเดีย่ว แต่เราคดิวา่เราน่าจะเจาะลงไปเลย
วา่...อนัน้ีมนัเหมอืนแบบวา่ มนัยงัเปิดโอกาสใหค้นอ่านเลอืกรเึปล่า ว่าเออ ควรเล่นแบบไหนดี 

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 

อยา่งทีบ่อกวา่เหตุผลหลกัสองอนัทีใ่หม้ามนัยงัดไูมโ่น้มน้าวเท่าไร ทน้ีีถา้จะใหย้กมาอกีหน่ึงเหตุผล วา่
ท าไมเราจงึควรสอนเป็นภาษาองักฤษ(กจ็ะบอกวา่อกีไมน่านเรากจ็ะรวมกนัเป็น  ASEAN  Community 
เนาะ แต่ นร. ไทยเรายงัไมไ่ดท้กัษะทางภาษากเ็ลยอยากใหส้อนโดยใชภ้าษาองักฤษทุกวชิาเพื่อเป็น
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การเตรยีมความพรอ้มก่อนเขา้สูต่รงนัน้ เพราะมนัตอ้งใชภ้าษาองักฤษ) อ๋อสรปุกค็อืมนัจะเป็นวธิกีารที่มี
ประสทิธภิาพในการเตรยีมความพรอ้มใหเ้ราเขา้สู ่ASEAN ไดอ้ยา่งด ีใช่ๆ มนัตอ้งเขยีนใหโ้ยงกบัการ
เรยีนการสอนเป็นภาษาองักฤษไงวา่ท าไมเราถงึมองวา่นโยบายน้ีด ีดกีเ็พราะมนัเป็นวธิกีารทีด่ใีนการ
เตรยีมความพรอ้มเขา้อาเซี่ยน แล้วเรากอ็ธบิายวา่อกีสองสามปีน้ีไทยเราจะเป็นสมาชกิ  ASEAN 
Community แล้วนะ แลว้การเป็นสมาชกิเน่ียมนัจะก่อใหเ้กดิการเคลื่อนตวัของคนทัง้เราออกไปขา้งนอก
ประเทศและทัง้คนนอกประเทศเขา้มาบา้นเรา ซึง่การไหลเวยีนของคนเน่ียมนักต็อ้งมกีารสื่อสารกนัเป็น
ส าคญัและเครื่องมอืมนักค็อืภาษาองักฤษ ดงันัน้หากเราตอ้งเตรยีมพรอ้มดา้นภาษาใหไ้ดด้ ีการเรยีน
การสอนโดยใชภ้าษาองักฤษกจ็ะเป็นค าตอบทีด่มีาก เพราะทัง้คร ูนร. กจ็ะไดฝึ้กฝนจากตรงน้ีมากขึน้
กวา่ปกต ิมากกวา่การเรยีนเป็นภาษาไทย ดงันัน้เมื่อใชก้นัเป็นปกตมินักจ็ะเกดิทกัษะและในทีสุ่ดกจ็ะ
ช่วยเราไดม้ากเมื่ออาเซี่ยนเขา้มา มนัตอ้งอธบิายแบบน้ี 
As I 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 

เน้ือหาทีเ่ขยีนมาสมบูรณ์ อ่านแล้วเขา้ใจ โดยรวมเรากด็ ูโครงสรา้ง หรอื  organization  คอื ด ู 
introduction, main body, conclusion  ว่ามคีรบหรอืไม ่ในสว่น  introduction เราวา่เริม่เขยีนไดจ้าก
การกล่าว  general information  ทีไ่มก่วา้งหรอื แคบเกนิไป เริม่จากการกล่าวถงึสงัคมในปัจจบุนัวา่มี
การอยู่ดว้ยกนัก่อนแต่งงาน คอืมนัเขา้  topic  เลย  เพื่อนบางคนกเ็กริน่น าโดยเริม่จากทีก่วา้งเกนิไป 
ของออ้นม ี thesis statement ทีช่ดัเจนวา่ ไมเ่หน็ดว้ยกบัเรื่องน้ี  I disagree ใช่ม ัย้?? แลว้กบ็อกวา่มี
เหตุผลสองเหตุผล ขอ้แรกคอืมนัผดิวฒันธรรม ขอ้ทีส่องคอืเรื่องศกัดิศ์รขีองลูกผูห้ญงิ ทีไ่มเ่หน็ดว้ย
หลกัๆกค็อื หน่ึง  main idea  แรกก ็คอืมนัท าใหป้ระเพณี วฒันธรรมของไทยมนัเสยี สองกศ็กัดิศ์รี
ความเป็นผูห้ญงิกเ็สยีไป ในสว่น main idea  แรก เรารูส้กึวา่เขยีนยาวเกนิไป กเ็ขา้ใจใจความหลกันะว่า
มนัไมด่ตี่อประเพณีและวฒันธรรมไทย แต่เราวา่ออ้น น่าจะยกเป็นค าใหญ่ๆ เลยแนะน าว่าน่าจะเอาค าน้ี
มาใสด่มี ัย้ คอืค าว่า  ‘against culture’  มนัจะด ูรูเ้ลยวา่เราเหน็วา่มนัผดิตรงทีม่นัขดัต่อวฒันธรรม 
จากนัน้เราคอ่ยมาอธบิายวา่วฒันธรรมไทยมนัเป็นอยา่งไร เพราะถ้า  main idea มนัควรเป็นค าใหญ่ 
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ครอบคลุมรายละเอยีด และตวัอยา่งไดเ้ยอะ การยกตวัอยา่งประกอบ ม ีsupporting detail อยูแ่ต่ ควร
อธบิายและ ยก ตย. มากกวา่น้ีอกี จะไดท้ าใหเ้หน็ภาพชดัเจน ถา้ถามวา่เขยีนดมี ัย้ กโ็อเคแลว้ น่ีเป็นแค่
ขอ้แนะน าเฉยๆ   Main idea  ทีส่อง บอกวา่ ศกัดิศ์ร ีของผูห้ญงิจะเสยีไปเพราะ ถา้ชาย-หญงิอยู่ดว้ยกนั
ก่อนแต่ง ผูห้ญงิจะเป็นฝ่ายเสยีเปรยีบมากกวา่ แล้วกย็ก ตย. มา แต่มนัยงัไมม่กีารอธบิายเรื่องการที่
ผูห้ญงิเสยีศกัดิศ์รวีา่มนัเสยีอยา่งไร ดงันัน้มนัจงึควรมกีารอธบิายต่อวา่ถา้เลกิกนัแล้วสงัคมไทยมองว่า
ผูห้ญงิเป็นคนไมด่ ีเป็นหมา้ย  มาดสูว่น  conclusion มกีารสรปุมาอยา่งชดัเจน มกีารรวบรวมเป็นค าพูด
ใหมข่ึน้มา มกีารยกเหตุผลสองขอ้กลบัมาพูดอกีตรงน้ี เป็นการทิง้ทา้ยทีโ่อเค แต่ควรทิง้ทา้ยทีม่นัเรา้ใจ
กวาน้ี แต่น่ีกด็ ีทีเ่ราพดูไปทัง้หมดเป็นแค่ค าแนะน าเฉยๆ 
The content is sufficient to understand. The organization includes introduction, body, and 
conclusion. I 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.  I think 
that the first main idea is too long. I 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 I have said so far is 
just my suggestion. So you may ignore it and keep your version. (Pailin 4) 

Example 2 

โดยรวมแล้วอยูใ่นเกณฑเ์กอืบด ีไมใ่ช่แคผา่น แต่กไ็มใ่ช่ว่าดเีลย มาดกูนัวา่เพราะอะไรถงึไดใ้นระดบัน้ี 
มาด ูorganization ส่วน  introduction ก่อน Introduction ของนายกด็เีพราะมกีารกล่าว general 
statement มาก่อน จากนัน้กพ็ูดถงึ prompt ทีไ่ดม้า เพื่อใหรู้ว้า่เราจะเขยีนถงึเรื่องอะไร แล้วกม็ากล่าว
วา่ thesis statement คอือะไร บอกชดัเจน มาส่วนของ body กม็ ีmain ideaทีเ่ราคดิว่าใหญ่เกนิไปนิด
จนท าให ้สนบัสนุนเหตุผลที ่ไมค่รอบคลุม main idea ที่นายยก ค าสองค าน้ีมานะ เราคดิวา่น่าจะเอามนั
ไปเป็น main idea ไดเ้ลย เอาอนัน้ีเป็น main idea ที่หน่ึง อนัน้ีเป็นที่สอง ทีเ่ขยีนมามนัยงัไมส่ามารถ
อธบิาย main idea ไดท้ัง้สอง paragraph ตรงสรปุ นายกท็ าตามขัน้ตอนนายกล่าวถงึ thesis statement 
นายสรปุ main idea อกีครัง้แลว้กก็ล่าวทิง้ทา้ยโดยถามคนอ่านวา่ จากทีอ่่านไปคดิอยา่งไร ส่วนคุณภาพ
ของเน้ือหาเราคอ่ยมาคยุกนัอกีทวี่ามนัเป็นอยา่งไรบา้ง ตอนน้ีพูดเรื่องคณุภาพของการเขยีนตาม
โครงสรา้งก่อน 
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 I think is too broad and you can’t 
cover all the detail within that main idea. I 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 I 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 I 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 

ถา้พูดรวมๆกค็อืมนัดใีนแงท่ีว่า่หวานรูว้่าองคป์ระกอบการเขยีน essay แบบน้ีมอีะไรบา้งและหวานก็
พยายามเขยีนใหค้รบองคป์ระกอบทีจ่ าเป็นได ้ส่วนในแงเ่น้ือหากท็ีว่า่กนัไปแลว้วา่มนัมปัีญหาอะไรบา้ง
และตอ้งแกอ้ยา่งไร ในแงภ่าษาปัญหากค็อืเราเปิด  dictionary เอาค าศพัทม์าเรยีงแต่มนัเรยีงกนัแบบ
ภาษาไทย หวานกต็อ้งไปศกึษา  grammar  เพิม่เตมิวา่ค าทีใ่ชม้นัใช้แบบไหน วางต าแหน่งอยา่งไร 
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, I have already commented and told you what you should 
revise. In terms of language use and grammar, I 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 

งานเขยีนชิน้น้ีส าหรบัเรา เราให ้¾ เหตุทีไ่ดแ้บบนัน้เพราะอ่านองคป์ระกอบโดยรวมในส่วน 
organization มอีงคป์ระกอบครบถ้วน ในช่วง introduction อธบิายไดด้ ีแต่ยงัไมก่วา้งพอ แต่กส็ามารถ
บอก thesis statement ไดช้ดัเจน สรปุภาพรวมของ introduction อยู่ในเกณฑท์ีด่แีล้วกใ็นส่วนของ 
body กม็ ีmain idea ทีช่ดัเจน แตวา่ยงัให ้detail ทีไ่มล่กึเพยีงพอ คอืรายละเอยีดมนัยงัไมโ่น้มน้าว
ผูอ้่านเนาะ การอธบิายน่ีอธบิายไดช้ดั แต่มนัยงัไมล่กึพอในส่วน main idea ทีส่อง กเ็ช่นกนั มคีวาม
ชดัเจน บอกผูอ้่านไดว้า่แอมตอ้งการสื่ออะไร แต่วา่กเ็หมอืนกบั main idea แรกคอืยงัไมส่ามารถอธบิาย
ใหค้มลกึไดพ้อทีจ่ะโน้มน้าวผูอ้่านไดม้ากนัก มกีารใช้ค าเชื่อม เชื่อมระหวา่งเหตุผลไดด้ ีเราชอบ น่ีตรงน้ี 
further more นอกจากน้ี กเ็หมอืนวา่นอกจากอนัแรกแล้ว กย็งัมอีกีเหตุผลหน่ึงคอื.. น่ีเป็นการเชื่อม
ระหวา่งเหตุผลไดด้มีาก ส่วน conclusion อนัน้ีไมม่อีะไรต ิมนัสัน้แล้วกแ็อมสามารถเอา main idea ทัง้
สองมา support มนัครบถ้วนในองคป์ระกอบนะ เพยีงแต่มนัสัน้เท่านัน้เอง การน า thesis statement 
กลบัมากล่าวใหม ่ท าไดด้ ี
I 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. 
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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 necessary to include 

the giver’s utterances in the bracket. 

Example 1 

(เรื่อง  introduction มกีารเขยีนไดต้ามหลกัของการเขยีนส่วนน า คอื ) เขยีนจาก general to specific 
คอืเริม่จากประเดน็กวา้งทีเ่กี่ยวกบั topic เพื่อโยงแคบเขา้มาหา topic นัน้และแคบลงไปถงึ 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 

(การพูดถงึ topic  แกมกีาร...ยงัไงอ่ะ?? ในการพูดถงึ topic อ่ะ??) อ๋อ..ในสว่น  introduction  กจ็ะม ี 
thesis statement ทีช่ดัเจน ทีเ่ราเลอืกคอืไมเ่หน็ดว้ย แลว้กม็เีหตุผล 



 

  133 

(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 

แลว้สว่นทีส่ าคญัอกีส่วนหน่ึงล่ะ ทีเ่ป็น อะไรนะ... สว่นทิง้ทา้ย  final remark อ่ะ 
What about another important element: the final remark? (Mean 3) 

Example 4 

(คอือนัน้ีคดิไวแ้ล้ว thesis statement) เอา general statement ก่อนซ ิ

(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 

question 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 

อยา่งแรกคอืตอ้งเลอืก topic ทีเ่ราอยากเขยีนก่อน อาจารยใ์หม้าหลาย  topic เพราะตอ้งการใหเ้ราเลอืก
ทีเ่ราถนัด เพราะถา้เรื่องทีเ่ราไมอ่ยากเขยีนเรากจ็ะไมม่ขีอ้มลู และคดิไมอ่อก พอเลอืกหวัขอ้ทีจ่ะเขยีน
ไดแ้ล้ว เรากต็อ้งตดัสนิใจวา่เราเหน็ดว้ยกบัมนัมัย้ หรอืเราจะเลอืกอะไรถา้ตอ้งเลอืกระหวา่งสองอย่าง 
จากนัน้กต็อ้งมาคดิเหตุผลใหญ่ทีเ่ป็น main idea หรอืประเดน็หลกัว่า ทีเ่ราเหน็ดว้ย จะเอาอะไรมา
สนบัสนุนในรายละเอยีด เสรจ็แล้วกต็้องสรปุเหตุผลหลกัๆนัน้ดว้ยในตอนทา้ยของ  paragraph สุดทา้ยก็
เขยีนส่วน conclusion โดยส่วนน้ีต้องท าใหผู้อ้่านรูว้า่เราพูดอะไรมาตัง้แต่ตน้ จนถงึตรงน้ี แต่เรากเ็อาแค่
ทีส่ าคญัๆ คอื กล่าวถงึ topic ของเรา แลว้กบ็อก  thesis statement ของเรา แล้วกส็รปุ main idea  ที่
เป็นเหตุผลหลกัๆ มา แต่เราควรสรปุโดยใชค้ าพดูที่แตกต่างจากเดมิ และม ีfinal remark ทีส่ าคญัอกี
อยา่งเราตอ้งใช ้ cohesion  ใหด้ ีเพื่องานจะได ้สละสลวย มเีอกภาพ แต่เรากย็งัมปัีญหาวา่เราจะท า
อยา่งไรใหง้านเราดกีวา่เดมิใหไ้ด ้แต่เรากร็ูแ้นวทางวา่มนัตอ้งเขยีนแบบน้ี ตอ้งใช ้cohesion ทีด่ ี
หลากหลาย แต่มนัตอ้งใชเ้วลา ทีเ่ราเขยีนมากย็งัไมด่นีะ อยา่งพอเราเขยีนเหตุผลแรกเสรจ็จะเขา้เหตุผล
ทีส่อง เรารูว้่าเราควรตอ้งเชื่อมโยงมนัเขา้ดว้ยกนั แต่เรายงัท าไมไ่ด ้แลว้กใ็นงานน้ี เหตุผลทีส่อง เราก็
ตัง้ใจวา่จะแตกออกเป็นเหตุผลยอ่ยๆ อกี แต่เวลามนัไมท่นั เลยเขยีนไมค่อ่ยชดัเจนเท่าไร แลว้ตอนทา้ย
กต็อ้งมกีารสรปุเหตุผลดว้ย เรารูน้ะแต่เรายงัคดิไมอ่อก เลยเขยีนไดไ้มด่ ี คดิวา่ก่อนจะเขยีนงาน เราก็
ตอ้งเลอืกหวัขอ้ แล้วกม็ ีthesis statement  ทีช่ดัเจน ม ี main body หลกัๆ และกม็ ีconclusion ที่
ชดัเจน และคงความเดมิไว ้ไมแ่ตกประเดน็ออกไปเป็นอยา่งอื่นอกี เพราะมนัจะออกนอกกรอบ thesis 
statement  และ  main idea ของเรา 
Firstly, I choose the topic that I want to write about. It should be the one that you have some 
knowledge about so you can have things to write. After that I decide on the thesis statement: 
whether or not I agree with the statement or whether to choose one over the other. Then I 
think of main ideas and supporting detail. In the conclusion, I restate the thesis statement but I 
don’t use the same sentence I have to paraphrase it. Next I put the main ideas after it. The 
main ideas have to be paraphrase as well. At the last stage I write a final remark. One 
important thing is I 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 

(จดุอ่อนของแกคอื ในส่วนของบอดี ้มนัมเีหตุผลน้อยไป เหตุผลทีย่กมาเขยีนไมช่ดัเจน มนัไมม่ ีmain 
idea มนักเ็ลยเหมอืนเป็นการเขยีนไปเรื่อยๆ มนัไมส่ามารถควบคมุเน้ือหาได้) เหตุทีเ่ลอืกทีจ่ะเขยีน
บรรยายแบบน้ี เพราะ prompt เขาถามวา่จะเลอืกอะไรระหวา่งสองอย่าง เมื่อเลอืกแล้ว กบ็รรยายไป
เรื่อยๆ ไมไ่ด ้ยกเหตุผลหลกัทีเ่ลอืกเพราะ อนัน้ี อนัน้ีนะ เราเขยีนบรรยายโดยรวมไปเลย แต่กร็ูว้่ามนั
ผดิวธินีะ เราตอ้งตัง้ main idea แลว้กต็ามดว้ย 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 I don’t have main idea is because the 
prompt says to choose between security and freedom. After I made my choice, I wrote on 
without main idea. I know this is not the right way to write this kind of essay. I 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 

(สว่นเหตุผลทีส่อง เราอ่านแล้วงงนิดนึง ค าน้ีมนัเป็น adv เนาะและมนัน่าจะอยู่หน้า  verb)  อนัทีจ่รงิ 
adverb กอ็ยู่หลงั  verb  ไดไ้มใ้ช่เหรอ adj  เราถงึจะวางมนัหน้า 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 

(ขอ้เสยีงานสคุอื มนัไมม่ ีbody มนัไมม่เีหตุผล main idea) ม ีbody แต่ไมม่ ีmain idea รเึปล่า 
(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 

question 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 

(ตอนแรกไมรู่ว้า่เราเขา้ใจผดิรเึปล่าทีบ่อกวา่ควรเอา main idea มาใส่ไวใ้น introduction หลงั thesis 
statement  ตกลงมนัไมจ่ าเป็นใช่ม ัย้ ) ไมจ่ าเป็น แคเ่กริน่และบอกใหเ้หน็ชดัเจนวา่เราอยูฝ่่ายไหน แล้ว
สว่นเหตุผลเรากค็อ่ยไปอธบิายในสว่นเน้ือหาเอา แต่เราอาจใหป้้ายบอกทางกไ็ด้ 

(I am not sure whether I misunderstood when I 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 

 (ตอ้งเพิม่ องคป์ระกอบใน introduction ใหไ้ดม้ากกวา่น้ีนะคะ) ใช่เรารูว้า่มนัแคบไป แต่ถา้เรามเีวลาไม่
มาก เราคดิวา่เราสามารถพูดตรง prompt ไดเ้ลยโดยไมต่อ้งม ีgeneral statement กไ็ดน้ะ 
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(You should have more elements in your introduction.) I know that I begin the paragraph 
without much general statement. But we don’t have much time to write the whole essay. So I 
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 

(ค าถามทีอ่ยากถามเอ๋คอื ถา้ไดเ้ขยีนงานชิน้น้ีอกีครัง้หน่ึงคดิว่าจะเขยีนไดด้ขีึน้ม ัย้)  คอืถา้ ไดเ้ขยีนเพิม่
กจ็ะหาแหล่งขอ้มลูมาสนบัสนุนเหตุผลใหม้ากขึน้ เพราะเชื่อวา่เหตุผลสองขอ้ทีไ่ดใ้หไ้ปมนัคอ่นขา้งดแีล้ว 
แลว้กเ็อา  comment  ทีแ่อมบอกไปเรากส็ามารถทีจ่ะเอามาปรบัในการเขยีนได ้และจะท าใหเ้ขยีนได้
ดกีวา่เดมิได ้
(If you have to write this topic again do you think you can do better?) Next time I will use more 
reliable source of information to support my argument. I think the main ideas are good enough. 
But I need to find good supporting details. The other thing is I will use the comment you give 
me to improve my writing. (Pornka 1)  

Example 2 

พอเรามานัง่ดอูกีท ีเราคดิวา่สอง main idea  เน่ียมนัน่าจะอยู่ดว้ยกนันะ??  
When I looked back again I think I 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 

อยา่งแรกคอืตอ้งเลอืก topic ทีเ่ราอยากเขยีนก่อน อาจารยใ์หม้าหลาย  topic เพราะตอ้งการใหเ้ราเลอืก
ทีเ่ราถนัด เพราะถา้เรื่องทีเ่ราไมอ่ยากเขยีนเรากจ็ะไมม่ขีอ้มลู และคดิไมอ่อก พอเลอืกหวัขอ้ทีจ่ะเขยีน
ไดแ้ล้ว เรากต็อ้งตดัสนิใจวา่เราเหน็ดว้ยกบัมนัมัย้ หรอืเราจะเลอืกอะไรถา้ตอ้งเลอืกระหวา่งสองอย่าง 
จากนัน้กต็อ้งมาคดิเหตุผลใหญ่ทีเ่ป็น main idea หรอืประเดน็หลกัว่า ทีเ่ราเหน็ดว้ย จะเอาอะไรมา
สนบัสนุนในรายละเอยีด เสรจ็แล้วกต็้องสรปุเหตุผลหลกัๆนัน้ดว้ยในตอนทา้ยของ  paragraph สุดทา้ยก็
เขยีนส่วน conclusion โดยส่วนน้ีต้องท าใหผู้อ้่านรูว้า่เราพูดอะไรมาตัง้แต่ตน้ จนถงึตรงน้ี แต่เรากเ็อาแค่
ทีส่ าคญัๆ คอื กล่าวถงึ topic ของเรา แลว้กบ็อก  thesis statement ของเรา แล้วกส็รปุ main idea  ที่
เป็นเหตุผลหลกัๆ มา แต่เราควรสรปุโดยใชค้ าพดูที่แตกต่างจากเดมิ และม ีfinal remark ทีส่ าคญัอกี
อยา่งเราตอ้งใช ้ cohesion  ใหด้ ีเพื่องานจะได ้สละสลวย มเีอกภาพ แต่เรากย็งัมปัีญหาวา่เราจะท า
อยา่งไรใหง้านเราดกีวา่เดมิใหไ้ด ้แต่เรากร็ูแ้นวทางวา่มนัตอ้งเขยีนแบบน้ี ตอ้งใช ้cohesion ทีด่ ี
หลากหลาย แต่มนัตอ้งใชเ้วลา ทีเ่ราเขยีนมากย็งัไมด่นีะ อยา่งพอเราเขยีนเหตุผลแรกเสรจ็จะเขา้เหตุผล
ทีส่อง เรารูว้่าเราควรตอ้งเชื่อมโยงมนัเขา้ดว้ยกนั แต่เรายงัท าไมไ่ด ้แลว้กใ็นงานน้ี เหตุผลทีส่อง เราก็
ตัง้ใจวา่จะแตกออกเป็นเหตุผลยอ่ยๆ อกี แต่เวลามนัไมท่นั เลยเขยีนไมค่อ่ยชดัเจนเท่าไร แลว้ตอนทา้ย
กต็อ้งมกีารสรปุเหตุผลดว้ย เรารูน้ะแต่เรายงัคดิไมอ่อก เลยเขยีนไดไ้มด่ ี คดิวา่ก่อนจะเขยีนงาน เราก็
ตอ้งเลอืกหวัขอ้ แล้วกม็ ีthesis statement  ทีช่ดัเจน ม ี main body หลกัๆ และกม็ ีconclusion ทีช่เัจน 
และคงความเดมิไว ้ไมแ่ตกประเดน็ออกไปเป็นอยา่งอื่นอกี เพราะมนัจะออกนอกกรอบ thesis 
statement  และ  main idea ของเรา 
Firstly, I choose the topic that I want to write about. It should be the one that you have some 
knowledge about so you can have things to write. After that I decide on the thesis statement: 
whether or not I agree with the statement or whether to choose one over the other. Then I 
think of main ideas and supporting detail. In the conclusion, I restate the thesis statement but I 
don’t use the same sentence I have to paraphrase it. Next I put the main ideas after it. The 
main ideas have to be paraphrase as well. At the last stage I write a final remark. One 
important thing is I 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 

(แลว้เวลาเขยีนเรยีบเรยีงลงมาตามล าดบั มวีธิกีารอยา่งไรบ้าง) เรากเ็ขยีน general statement ใหก้วา้ง 
แลว้กค็อ่ยแคบลงมาจนถงึ prompt แลว้กบ็อก thesis statement แลว้กเ็ริม่ main idea ของ ยอ่หน้าแรก
ของ body และเราพยายามยก ตวัอยา่ง เสรจ็แลว้เราจะเริม่เหตุผลที่สอง เรากจ็ะเขยีนตน้ยอ่หน้าทีม่ ี
การกล่าวถงึเหตุผลแรกก่อนแลว้โยงเขา้กบัเหตุผลทีส่อง โดยใช ้transition ช่วย จากนัน้กอ็ธบิาย ใน
รายละเอยีด แล้วกส็รปุเหตุผลทีส่องในตอนทา้ยยอ่หน้า จากนัน้กเ็ขยีน ยอ่หน้าสดุทา้ย คอื conclusion 
ของทัง้หมด 
(How do you organize your contents?) I 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 I start the next reason, I restate the previous 
main idea and link it to the next main idea. I 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 

ถา้เราผดิสุกแ็ยง้มาไดเ้ลยนะ จรงิๆ 

If you think I was wrong, you can correct me. I mean it. (Sai 4)  

Example 2 

เราไมแ่น่ใจวา่ท่พูดไปเมื่อกีม้นัใช่รเึปล่า เรากพ็ดูตามทีเ่ราเขา้ใจนะ 

I am not sure if the comments I just said was correct. I 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 

แต่จดุอ่อนของเราจรงิๆเลยคอืการใช ้cohesion เวลาอ่านงานตวัเองแลว้มนัเหมอืนวา่มนัไมเ่ป็นเน้ือ
เดยีวกนั ค าซ ้ากเ็ยอะจ าเจ แล้วกต็ดัค าไม่เป็น ทีม่นัเป็นเทคนิค ellipsis เรากพ็ยายามไปอ่านนะวา่มนั
ท าไงไดบ้า้งแต่พอมาเขยีนกย็งัใชไ้มไ่ดเ้หมอืนเดมิ โอแนะน าเราตรงน้ีไดม้ ัย้? 

My weakness is the use of cohesion. When I read my own writing I feel that it is not smooth 
and lack unity. There are too many repetition of the same word and sometimes it looks 
redundant. I tried to learn about ellipsis but still can’t use it well. Can you help? (Amp 4) 

 

Example 2 

จะถามขอ้นึงคอื มวีธิกีารอยา่งไรในการเขยีนทีท่ าใหเ้ขยีนออกมาด ีผูอ้่านอยากตดิตาม 

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 

(สรปุคอื องคป์ระกอบการเขยีนครบถว้น อ่านเขา้ใจ แต่เขา้ใจตามภาษาของเรานะ ถ้าชาวต่างชาตหิรอื
คนอื่นอ่านอาจไมเ่ขา้ใจ เพราะแกรมมา่ยงัไมเ่ป๊ะเท่าไร เหตุผลที่หน่ึงมนัแคบเกนิไป เหตุผลทีส่องใชไ้ด้
แต่ถา้ใหเ้หตุผลมากกวา่น้ีกจ็ะดขีึน้เธอเปิดประเดน็ไดโ้อเค) เออใช่ มนัไมโ่อเคเลยล่ะพดูตามตรง 
(As a whole you have all the stages included in your essay. I can understand it because I 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 เราจะเขยีนวา่ “ในปัจจบุนัสงัคมไทยเปลีย่นแปลงไปมาก โดยเฉพาะในเรื่องการศกึษา มี
การแขง่ขนัสงู.......การจดัการศกึษา การเรยีนการสอนครมูกีารให ้นร. ท างานทัง้เป็นกลุ่ม และท าคน
เดยีว..” เสรจ็แลว้แอมกเ็อาของแอมมาต่อจากตรงน้ีมนักจ็ะท าใหเ้น้ือหามนักวา้งขึน้) เออด ีๆ 
(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 

แลว้กอ็ยากถามแอนเรื่อง grammar ของเรา ในความคดิเรานะเราวา่มนัแยอ่่ะ มนัเป็นไงมัง่? 
How was the grammar? I think it’s quite bad. What do you think? (Amp 2) 

Example 2 

เรากต็อ้งถามแกวา่แกอ่านแล้วมนัโน้มน้าวไดม้ ัย้??  
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 

มนัไมก่วา้งเท่าไหร ่เราตอ้งท าอยา่งไร? 
How do I explain it to make it (the main idea) broader?  (Arnon 1) 
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Example 2 

แลว้เราตอ้งอา้งงานวจิยัหรอืบทความอยา่งไรอ่ะ? 
How do I 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 

อ๋อ คอืเราไมไ่ดใ้หเ้หตุผลทีใ่หญ่มาเขยีน แต่เอาเหตุผลเลก็มาใส ่ใช่ไหม เลยท าใหม้นัแคบไปใช่ไหม 
I don’t have the main reason and only have details. Is that what you are saying? (Sai 1) 

Example 2 

กค็อื body  เราจะดขีึน้ถา้เราเปรยีบเทยีบใหเ้หน็ขอ้ดขีองเรา และขอ้เสยีของฝัง่เขา ใช่ม ัย้ 
So you mean my body will be better if I 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 

(สมมตวิา่กลุ่มน้ีบงัเอญิถูกอาจารยจ์บัรวมเป็นทมีเดยีวกนัแต่บงัเญไม่ถูกกนัจะท างานกนัไดไ้ง )  น่ีเป็น
เรื่องงานแล้วมนัไมใ่ช่เรื่องกฬีาแล้ว  ท ายงัไงใช่ม ัย้?? กค็ดิว่าน่าตอ้งคดิแยกแยะใหไ้ดน้ะวา่อะไรเป็น
เรื่องสว่นตวัอะไรเป็นเรื่องทมี ตอ้งคดิถงึทมีก่อน สว่นอคตเิป็นเรื่องส่วนตวั กต็อ้งแยกแยะใหไ้ด้  
(What if the team members don’t like each other or have conflict before?) This is not about 
sports; it is about working. I 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 

(ดงันัน้เหตุผลที่หน่ึง มนัควรตอ้งกวา้งขึน้) คอืแบบ เราไม่ไดเ้รยีน แกรมมา่ดว้ยไง แกวา่เราน่าจะได้
เรยีนแกรมมา่เยอะๆกวา่น้ีมัย้ทีผ่่านๆมาเราวา่เราไมค่อ่ยไดเ้รยีนแบบเขม้ๆเลยอ่ะ 
(So, the first reason should be bigger.) I 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 

(เรื่องจุด full stop ถ้ามจีดุแลว้กต็อ้งขึน้ตน้ดว้ยตวัใหญ่ ใช่ม ัย้) เออใช่ เคา้มองขา้มงา่ยๆ ไป  คอืตอนนัน้
เคา้เขยีนเป็นภาษาไทยก่อน แลว้เขยีนเป็นองักฤษ แต่ เคา้เขยีนองักฤษไมค่อ่ยได ้ กเ็ลยเขยีนไดนิ้ด
เดยีว เคา้คดิวา่เคา้ไม่คอ่ยเท่าไหร ่คอืงงมากเรื่องแกรมมา่ 
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I wrote in Thai first but when I wanted to write in English I could not do it. I was struggling with 
grammar. (Sai 1)  

Example 3 

คอืจะบอกวา่เรื่องแกรมมา่ เราอ่ะ อ่อนมาก การใชค้ า แลว้ก ็คอื แบบ ไงอ่ะ...เคาเปิด  dictionary  แล้ว
เอาค ามาใส ่โดยทีไ่มรู่แ้กรมมา่ 
My grammar is so poor. So I 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 

มนัมเีรอืงเวลามาก าหนดดว้ยน่ีซมีนัเลยตอ้งรบี 
Because we have to write within time limit, we have to rush. (Titty 1) 

Example 2 

เรากค็ดิไวน้ะเหตุผลทีส่ามแต่เวลามนัไมพ่อ 
I planned to write the third reason but I 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 

คดิวา่ชุดนกัเรยีนดทีีส่ดุ เราอยูต่รงไหนใครกร็ูว้า่เป็นนกัเรยีน เหมอืนต ารวจที่เวลาใสชุ่ดแลว้กจ็ะไม่กลา้
ท าอะไรไมด่ ีมนัเป็นสญัลกัษณ์อย่างหน่ึงทีท่ าใหเ้ราเป็นเดก็เรยีบรอ้ย มองดแูลว้เราเป็นอนัหน่ึงอนั
เดยีวกนั สวย แลว้กเ็ป็นสญัลกัษณ์ให ้รร. นัน้ไดด้ว้ย 
I 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 

ในความคดิเรานะคดิวา่คนอื่นน่าจะเชื่อ อยา่งน้อยกส็วนหน่ึงทีเ่หน็ดว้ย เพราะปัจจบุนัประเทศไทย ใช้
กฎให ้นร. ใสชุ่ดมาเรยีน คดิวา่ตอ้งมคีนเขา้ใจความรูส้ึก แล้วก ็ไงอ่ะ..เขา้ใจความคดิของเราทีค่วรใสชุ่ด 
นร. มาเรยีน  
I 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 

ในความคดิเรานะประเทศอื่นกใ็สใ่ช่ แต่ มนัเป็นเหมอืน ชุด นร. แฟชัน่ น่ะ แต่ของไทยเราไมใ่ช่ และอกี
อยา่งนะ แต่ละระดบักไ็ม่เหมอืนกนั ประถมกแ็บบน้ี มหาลยักแ็บบนึง เราว่ามนัน่ารกักวา่ทีอ่ื่นนะ ทีอ่ื่น
เน่ียกระโปรงสัน้มนัไมเ่หมาะสม น่าเกลยีด เพราะคนไทยมนัเป็นเรื่องมารยาท การแต่งกายคอืตอ้ง
เรยีบรอ้ย ใสแ่ลว้คนอื่นมองวา่เราเป็น นร. นะ ถา้อยา่งโรงเรยีนเอกชนทีไ่มใ่สชุ่ด นร. คนกอ็าจคดิวา่
ท างานแลว้ แต่ถา้มชีุดคนกร็ูว้า่เรายงัเรยีนอยู่นะ เรยีนทีไ่หน ชัน้อะไร บางทเีรากม็ชีุดพละของ รร. คนก็
รูว้า่เราอยู ่รร. ไหน มนัด ีท าใหเ้ราสามารถแสดงสถานะ วา่เราเรยีนอยู่ 
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 



 

  147 

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.  



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-

questionnaires 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 



 

  149 

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 grammar, 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.  
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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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 Table 8.3: The comparison of the percentage of time spent on each area 
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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 participated 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 

ทน้ีีเรามาดกูนัใหมท่ลีะประเดน็เลย มาแชรค์วามคดิกนัเนาะ Introduction  อ่านตอนแรกกเ็หมอืนโอเคนะ 
แกเลอืก เหน็ดว้ยกบั  prompt  ดงันัน้เราน่าจะ เริม่กวา้งๆ เกีย่วกบัการสอน เริม่ตัง้แต่อดตีของมหาลยัเลย 
วา่เป็นมายงัไง แล้วกช็ี้ใหเ้หน็วา่มนัไมพ่ฒันา ถา้จะมกีารเปลีย่นแปลงอยา่งทีว่า่ ฉนักจ็ะเหน็ดว้ย เขยีนให้
กวา้งๆ มากๆ แล้วคอ่ยแคบลงมาถงึ  prompt และ มาถงึ thesis statement มาด ูbody เนาะ มสีองเหตุผล 
เหตุผลแรกโอเค students get English language skill moreเหตุผลทีส่อง นร. เขา้ใจวฒันธรรมองักฤษ 
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)  

มาดตูรงสรปุนะ อยา่งทีบ่อกไปนะ วา่สรปุตอ้งม ีrestatement of the thesis statement  มสีรปุเหตุผลทัง้
สอง และม ีfinal remark Thesis statement มนีะแต่เราบอกประโยคเดมิมาเลย ใช่ม ัย้?หาทางพูดแบบใหม่
นะ แล้วกต็่อดว้ยวา่เพราะอะไร ตรงน้ีตอ้งเป็นสองเหตุผลทีส่รปุมาโดยใชค้ าใหม ่ที่ยงัคงความหมายเดมิ 
ไมใ่ช่ลอกของเดมิมา  
 In the concluding paragraph, as I 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 

จากทีอ่่าน  essay  นะกม็าดขูอ้ดโีดยรวมก่อน introduction เขยีนไดโ้อเค คอืพดูกวา้งๆ ก่อนแล้วคอ่ยแคบ
ลงมา จนถงึ thesis แล้ว  thesis statement กช็ดัเจน ดงันัน้ตรง  introduction ด ีขอ้ดใีนส่วนของ body 
paragraph คอื ม ีmain idea  ที ่ support  thesis statement  ทีช่ดัเจนทัง้สองอนั แต่วา่เหตุผลมนัจะคล้อย
ตามกนัรเึปล่า เดีย๋วคอ่ยคุยทีห่ลงั ขอ้ดตีรงส่วน conclusion คอืดตีรงทีพ่ยายามอธบิาย พยายามเอาเหตุผล
สองเหตุผงลงมาพดู แต่อาจจะลมื น า topic มากล่าวถงึก่อนทีจ่ะพูดถงึเหตุผล คอืมนัดตีรงทีม่ ีเขยีนทิง้ทา้ย
แบบใหค้ดินิดหน่อย ส่วนขอ้เสยีในสว่นของ  introduction ไมม่ ีดูโอเคแลว้ แต่ในส่วน body มนัยงัขาดการ
ยกตวัอย่าง และการใช ้transition กแ็ทบไมม่ใีชเ้ลย เหน็แค่ค าเดยีวคอื so ใช่ม ัย้  
From what I 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 I 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)  

อกีอยา่งนึงคอืทัง้หน้าเลยที ่สมมตวิา่คนอ่านทีไ่มรู่เ้รื่องโครงสรา้งการเขยีน essay มาก่อนกจ็ะไมรู่เ้ลยว่า
ตรงไหน  intro, body, conclusion เพราะไมม่กีารใช ้ transition บ่งบอกเลย อยู่ๆ  กโ็ผล่มา   
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)  

สว่น  conclusion  กน็ัน่แหละเอา topic มาพูดถงึก่อนทีจ่ะบอก thesis statement และ เหตุผล เออ..แล้วก ็
final remark มาอนัสุดทา้ย  
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 ….., I 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 

จากทีไ่ดอ้่านแล้ว เรามาดูเรื่อง องคป์ระกอบภายในของทัง้สามส่วนก่อนเนาะ ขอ้ดีคอื เราม ีthesis 
statement  ทีช่ดัเจน แกพยายามทีจ่ะให ้ general statement ทีก่วา้ง เพื่อจะไดม้าถงึ thesis ของเรา 
แตg่eneral statement กย็งัไม่ดเีท่าทีค่วร Main idea  ทีเ่ป็นเหตุผลหลกั สองเหตุผลมคีรบ มกีารทิง้ทา้ย 
ใน  conclusion ขอ้เสยีกจ็ะ เป็นเรื่อง general statement  ทีย่งัไมก่วา้งพอทีจ่ะพดูถงึ thesis statement ได ้
มนัยงัไมส่อดคลอ้งกนัเท่าไร อาจเป็นเพราะ มนัหว้นเกนิไป พอมาถงึ thesis แล้วมนัไม ่ smooth ส่วน  
body  ขอ้ดคีอื main idea ทีช่ดัเจน แต่ยงัขาดเหตุผลสนบัสนุน ทีส่มเหตุสมผล น่าเชื่อถอืพอ เหมอืนเรา
เขยีนบรรยายไปเรื่อยๆ ยงัไมไ่ดย้ก ตย. ใหเ้หน็เป็นรปูธรรมเรายงัไม่มกีารสรปุทา้ยยอ่หน้าของเหตุผลแรก 
และยงัขาดการ  link  ระหวา่ง ยอ่หน้าของทัง้สองเหตุผล ในสว่น  body  อนัแรก เริม่ตน้ ดว้ย  firstly  เพื่อ
จะน าไปสู่เหตุผลแรก แต่พอเรามาเขยีนเหตุผลทีส่องเน่ีย เราไมไ่ด ้ใส ่secondly ในเหตุผลทีส่องแต่มาใช ้
first อกี มนัจะท าใหผู้อ้่านงงวา่ เอ๊ะเหตุผลแรก แล้วไหนเหตุผลสอง เพราะม ี first  ตรงน้ีอกี  
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)  

ตรงน้ีลมืพูดไป ตรงทีจ่ะ  link  ระหวา่ง ยอ่หน้า เวลา เรา link  เราใช ้ besides  กไ็ด ้คอื นอกจากปัญหา
สงัคมแลว้ เรายงัมปัีญหาทีส่องอกีคอื... น่ีคอืการ  link  ระหวา่งยอ่หน้า และอยา่ลมืวา่เราตอ้งสรปุ ยอ่หน้า
นัน้ดว้ย  
I 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) 

เราคดิว่าหลกัๆของกุง้นะ เรายงัขาดองคป์ระกอบส าคญัไปเช่นการสรุป paragraph การ  link ระหวา่ง  
paragraph และการเขยีน  conclusion ทีม่ ีthesis ทีช่ดัเจน แล้วก ็ introduction  น่าจะเขยีนใหก้วา้งกวา่น้ี
อกีนิดนึงเนาะ general statement  มนัจะไดจ้ดัเจน พอมาเขา้  thesis statement  มนัจะไดรู้เ้ลยวา่เป็น
เรื่องอะไร  
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I 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.  

อนัแรกมาด ูintroduction การขึน้ตรงน้ีน่ีจะหมายความวา่ อสิระ ใช่ม ัย้คอืแพทเลอืก topic น้ีใช่ม ัย้?? คอืใช้
ค าไมถู่กมนัเลยอ่านไมเ่ขา้ใจ ตรงน้ีมนัไมเ่กี่ยวกบัหวัขอ้ มนัไมส่อดคลอ้งกนั แพทน่าจะเกริน่เช่น “มนุษยม์ี
ความตอ้งการแตกต่างกนั บางคนตอ้งการความมัน่คง บางคนอสิระ ขึน้อยูก่บั เวลา ...” แต่ทีแ่พทเขยีนมา
ไมไ่มเ่ขา้กบั topic หรอืเราอาจจะโยงยงัไมถ่งึ สว่น thesis statement เหมอืนเรายงัไมไ่ดเ้ลอืกวา่จะเอา
อะไร แพทน่าจะพูดชดัๆ เลยวา่เลอืก อนัน้ีนะ แต่ตรงน้ีมนัยงัไมม่กีารเลอืก มนัเลยขาด thesis statement 
ทีช่ดัเจนไป  
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) 

แลว้มนักไ็มส่อดคลอ้งกบั main idea หรอื thesis statement เน้ือหาทีใ่หม้ามนันอกประเดน็เยอะมาก ส่วน
ต่อมามนัเหมอืนพดูกวา้งๆโดยรวมมากเกนิไป เหมอืนจะเป็น introduction ซึง่มนักไ็มใ่ช่ ถ้าเอาไปรวมกบั 
introduction กไ็ด ้พอเราได ้thesis statement แล้วเราน่าจะตัง้ main idea ชดัๆ เช่นเหตุผลขอ้ทีห่น่ึงของ
ฉนัคอืสะดวกสบาย แล้วกอ็ธบิายต่อไปวา่การมอีสิระมนัสะดวกสบายอยา่งไร เช่นสะดวกเรื่องไปไหนกไ็ด้ 
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) 

เรื่องล าดบัเหตุการณ์กท็ าเหมอืนกนักบัสว่นทีเ่หลอืเหมอืนกนั กเ็รยีงองคป์ระกอบใหถู้กตอ้ง คอืตอ้งเอาสิง่ที่
เราเลอืกไปไวท้ี ่introduction แลว้ body กบ็อกเหตุผลทีเ่หน็กม็เีรื่อง convenient แลว้กอ็ธบิายมา 
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) 

สรปุเน้ือหาอ่านแล้วเขา้ใจไดแ้ต่มนักต็อ้งมานัง่คยุกนักวา่จะเขา้ใจ ดงันัน้เวลาเขยีนตอ้งเรยีบเรยีงดีๆ  อะไร
มาก่อนหลงั เช่นในสว่น เน้ือหาน่ีเรากต็อ้งม ีmain idea มาก่อน แล้วกต็ามดว้ยเหตุผล ค าอธบิายทีเ่พยีงพอ 
ถา้มนัจ าเป็นตอ้ง ยก ตย. กย็กตวัอยา่งมา แต่บางทเีราไปกงัวลเรื่องการยกตวัอย่างมากเกนิไปทัง้ทีม่นัไม่
จ าเป็น พอใสเ่ขา้มาแล้วมนักก็ลายเป็นวา่ไมท่ าใหเ้น้ือหาดขีึน้ อยา่งกรณีเหตุผลทีส่องทีเ่ราพดูเรื่องการทอ้ง
น่ีถา้เรา เรยีบเรยีงเหตุผลเช่นเริม่ดว้ยปัญหาการตัง้ทอ้งก่อนซึง่เป็น main idea  แลว้กเ็อาความเหน็ทีฝ่่าย
ตรงขา้มน่าจะแยง้เรา แล้วเรากเ็อาเหตุผลเราทีเ่รามองวา่มนัท าไมเป็นปัญหามาหกัล้าง แลว้กถ็า้มตีวัอยา่ง
ใหม้องเหน็ชดัๆกไ็ด ้ถา้ท าแบบน้ี การเรยีบเรยีงความคดิและเน้ือหามนักจ็ะดขีึน้นะ 
To sum up, I 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 
so, 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.  

เหตุผลแรกใน main body นะกล่าววา่ “เพื่อนช่วยเตอืนเราในสิง่ทีเ่ราท าผดิ” supporting detail ของแกก็
เขา้ใจดแีต่มนัน้อยไปมนัตอ้งมากกวา่น้ี แลว้ก ็main idea ตวัน้ีมนัยงัแคบไปทีว่่าเพื่อนช่วยเตอืนเวลาเราท า
ผดิ ความมนัแคบแล้วกอ็ธบิายต่ออะไรไดย้าก น่าจะลองเปลีย่น main idea เป็นวา่ “เพื่อนส าคญักวา่เงนิ
เพราะเพื่อนช่วยเราไดม้ากกวา่เงนิ” แบบน้ีมนัจะไดข้ยายไดม้ากกวา่ การเขยีน body กน่็าจะมกีารสรปุย่อ
หน้านัน้ดว้ยกจ็ะด ีเพราะวา่ถา้เราเขยีนยอ่หน้ายาวๆ บางทอี่านๆไปแลว้อาจลมื main idea ไดก้ส็รปุ
ตอนทา้ยอกีท ีพอเราขึน้ main body ทีส่องเนาะเราน่าจะมกีารโยงกลบัไปที่เหตุผลทีห่น่ึงก่อน เช่น 
“นอกจากเหตุผลเรื่องเพื่อนช่วยเราไดม้ากกว่าเงนิแลว้ ฉันยงัมเีหตุผลทีส่องคอื...” รายละเอยีดกเ็หมอืนกนั
คอืมนัยงัขาดการสนบัสนุนอยูเ่นาะ การใช ้cohesion ในการเชื่อมโยงขดัเกลาเน้ือหาแหววกย็งัไมม่ใีชเ้นา
มนัเลยท าใหเ้น้ือหามนัมค่อ่ยตดิต่อเน่ืองกนั ในการสรปุเราคดิวา่ อนัน้ีน่าจะเป็น thesis statement เนาะ 
แลว้กเ็หตุผลทีส่รปุมามนักย็งัไมค่่อยชดัเจนเท่าไร น่าจะเขยีนวา่ ฉันเลอืกเพื่อนเพราะฉันเชื่อว่า เพอืนช่วย
เราไดม้ากกวา่เงนิ และเพื่อนอยูก่บัเราไดต้ลอดเวลา 
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, I 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 I 
don’t see many of the devices. This will make it hard for the reader to follow the argument. In your 
conclusion, I 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 I believe friends can help more than money and friends are with me all the time.’ 
(Manchu/PF3/1.17-4.23) 

ในสว่น  body  เหตุผลแรก ทีเ่ขยีนวา่  first reason เนาะ เราอยากแนะน าวา่ การเขยีน body ถา้จะให้
ค าพูดสละสลวย เอง็ไม่น่าเขยีน ค าวา่ my first reason หรอื my second reason  มนัดูเป็นแบบขัน้ๆ 
เกนิไปไง มนัเชยแลว้อ่ะ น่าจะเปลี่ยน เช่น “เหตุผลของขา้พเจา้กค็อื..” แล้วพอจะเขา้เหตุผลทีส่อง กใ็ช้
ประโยคสกัประโยคหน่ึงเพื่อท าหน้าทีเ่ชื่อมโยงเหตุผลทีส่องจากเหตุผลแรก ใหม้นัเขา้เป็นเน้ือเดยีวกนักบั
เหตุผลแรก เช่น “ไมเ่พยีงแต่การอยูก่่อนแต่งจะท าใหเ้สยีคณุคา่ของผูห้ญงิแลว้การอยู่ดว้ยกนัก่อนแต่งยงัท า
ใหเ้ราเสยีความเป็นอสิระดว้ย”  แต่เขยีนประโยคเหตุผลแรกไมใ่หซ้ ้ากนันะ เขยีนใหส้ละสลวย แล้วพอเขยีน 
main idea ทีส่องเสรจ็กล็องมาคดิวา่เราตอ้งอธบิายเพิม่มนัอยา่งไร สนบัสนุนมนัดว้ยเหตุผลยอ่ยๆ หรอื
ตวัอยา่งอะไรทีม่นัจะเพิม่น ้าหนักความน่าเชื่อถอืใหก้บัเหตุผลหลกัของเรา อยา่ลมืวา่เหตุผลหลกัมนัตอ้ง
ใหญ่และมนี ้าหนกัมากๆ และเมื่อมนัเป็นเหตุผลใหญ่มนักน่็าจะตอ้งมเีหตุผลยอ่ยๆภายในนัน้ทีเ่ราจะเอามา
สนบัสนุนมนั เรยีงล าดบัการใหเ้หตุผลใหด้ีๆ  ใหม้นัไปตอบใหไ้ดว้า่ท าไรเราพูด main idea ไปแบบนัน้ วา่
การอยู่ก่อนแต่งมนัท าใหข้าดอสิระอยา่งไร การขาดอสิระมนัมผีลเสยีต่อชวีติคูอ่ยา่งไร และท าไมมนัจงึดกีวา่
ทีเ่ราควรอยูแ่ยกกนัก่อนแต่ง  อยา่ใหม้ชี่องวา่งทีฝ่่ายตรงขา้มจะโจมตไีด้  
In the body paragraph, you use ‘my first reason’ as a transition signal. I suggest that you can look 
for other signals. There are more to use aside from ‘my first reason, my second reason’. I 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. I meant the pattern of the writing is too obvious to the reader. So it 
lacks beauty. You may say ‘Why I 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.   

สว่นเรื่อง  grammar กต็อ้งไปดเูรื่องการเรยีงค าในประโยคตามไวยากรณ์องักฤษ เพราะวา่เราคดิน่ีเราคดิ
เป็นภษาไทยแล้วเรากเ็รยีงค าตามไวยากรณ์ไทย ฝรัง่อ่านไมเ่ขา้ใจแน่ แต่เราคนไทยเราอ่านรูเ้รื่องการใช ้ 
conjunction ในการเชื่อมโยงเน้ือหาเขา้ดว้ยกนัเราไมค่อ่ยเหน็แอนใช้นะ นอกจาก  because  ค าเชื่อมเชน  
in addition, moreover, however, therefore  พวกน้ีมนัจะช่วยรอ้ยเน้ือหาเราเขา้เป็นอนัหน่ึงอนัเดยีวกนัที่
เราเรยีกวา่ท าใหเ้น้ือหามนัม ี unity  แลว้กเ็ครื่องมอืตวัอื่นๆ ทีอ่าจารยใ์ชค้ าวา่ cohesion เช่นการใช ้
pronoun แทนนามทีใ่ชม้าแล้ว การใช ้ synonym เพื่อหลกีเลีย่งการใชค้ าซ ้าๆ การตดัค าที่เราละไดใ้นฐานที่
เราเขา้ใจแล้ว พวกน้ีเราตอ้งฝึกเอามาใช ้มนัจะไดท้ าใหง้านเรามคีวามสละสลวยมากขึน้ ใช่ และกอ็าจเอา
ขอ้เสยีของเขาทีแ่น่นอนว่าเขายอ่มไมพ่ดูถงึมาพูดในงานเรา ของแอนกม็อียูน่ะ เช่นทีบ่อกวา่เวลาท างาน
กลุ่มมนัยุง่ยากทัง้เรื่องการบรหิารคน การแบ่งงานกนั การนัดเวลาการท างานกนั และบางทมีนักเ็กดิความ
ขดัแยง้กนั พวกน้ีเรายกมาพูดได ้แลว้กเ็ปรยีบเทยีบใหเ้หน็ว่าการท างานคนเดยีวจะไมเ่จอปัญหาแบบนัน้ ก็
เปรยีบเทยีบเรื่องเดยีวกนัไปทลีะประเดน็ๆ 
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 
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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  

 

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  

 

 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  

 

 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.  
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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  

 

 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   
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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  

วนัน้ีไดร้บังานหนกัจรงิๆ เพราะเพื่อนทีฉ่นัให ้FB เขาเขยีนเก่งมาก เป็นทีห่น่ึงในหอ้งเลยล่ะ มนัดตี่อฉนั
มากๆเพราะมนับงัคบัใหฉ้นัตอ้งเตรยีมตวัหนกัมากๆเป็นอาทติย ์ฉนัอ่านงานเขาหลายรอบ หาทัง้ขอ้ด ี
ขอ้เสยี และเตรยีมตวัเรื่องไวยากรณ์มาเป็นอยา่งมาก เพราะฉนัรูว้า่เขาไมฟั่งฉนัอย่างเดยีวแน่ และกเ็ป็น
จรงิ เราคยุกนัเกอืบ 25 นาท ีฉนัไดป้ระโยชน์จากการใหฟี้ดแบคครัง้น้ีมาก มนัท าใหฉ้นัมคีวามมัน่ใจในการ
ประเมนิงาน คอมเมนต ์และควบคุมตวัเองไดด้เีวลาเขยีนงาน  สว่นหน่ึงเพราะฉนัท างานหนกั และส่วนหน่ึง
คอืความคดิทีไ่ดจ้ากเพื่อน 
It was such a hard work today because I had to give feedback to a friend who can write very well. 
I 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. I read his essay several times trying to find both 
strengths and weaknesses. I had to be prepared for grammar as well because I 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. I 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 I 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 

ใหฟี้ดแบคฉนัวนัน้ีไดฝึ้กการประเมนิงานเขยีนอยา่งมาก อกีทัง้ยงัเป็นการฝึกการใหค้ าอธบิายสื่อ
ความหมาย และใชค้ าพูดทีใ่หเ้พื่อนรูส้กึดดีว้ย  
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 

การให ้FB เป็นเรื่องยากเพราะเราตอ้งอ่านทัง้เน้ือหา วเิคราะห ์organization และตอ้งศกึษาไวยากรณ์ไป
อยา่งละเอยีดเผื่อเพื่อนมคี าถาม ฉันวา่กจิกรรมน้ีมนัท าใหฉ้ันตอ้งพฒันาตวัเองหลายๆดา้นเลย ดมีากๆเลย
คะ่ 
Giving feedback is very hard because I need to work hard on analysing the content, organization, 
and grammar very carefully. I 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  

การใหฟี้ดแบคครัง้ทีส่องไมค่อ่ยมปัีญหาพวกเรารูว้ธิกีารมากขึน้จากทีไ่ดค้ยุกบัอาจารยค์รัง้แรก บรรยากาศ
กไ็มวุ่่นวายและฉนัวา่ฉันท าไดด้ขีึน้รูว้า่จะพูดอะไรก่อน หลงัและสื่ออย่างไรใหเ้พื่อนเขา้ใจความคดิฉนั ฉัน
ไดป้ระโยชน์มากเพราะตอ้งท าการบา้นอยา่งหนกัมนัท าใหฉ้ันเรียนรูส้ ิง่ต่างๆมากมายทัง้ศพัทแ์ละไวยากรณ์  
I had less problems giving the second peer feedback because I knew more about how to give it 
from the meeting with the teacher. I believe I did well as I could organize my comment well. I 
knew what I should talk about first and last and how to get the message across. I gained a lot 
from this session because I 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  

การใหแ้ละรบัฟีดแบควนัน้ีฉนัไดป้ระโยชน์มากเพราะฉันไดค้ยุกบัเพื่อนทีเ่ขาเรยีนเก่ง เขามวีธิกีารเขยีนที่
ฉนัไมเ่คยเอามาใช ้บรรยากาศกเ็ป็นไปอยา่งเป็นกนัเอง 
My feedback today was good because I was paired with a friend who can write well. She told me 
things that I 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 

ฉนัรบัฟีดแบคจากชลธดิาฉนัอาจไมไ่ดร้บัค าแนะน าจากเขามากนักเพราะเขาอาจคดิวา่ฉนัเขยีนเก่งกว่าเขา 
แต่อยา่งน้อยเขากไ็ดอ้่านงานฉนัและอาจไดอ้ะไรจาการอ่านงานฉนัดว้ยเพื่อจะไดเ้อาไปใชใ้นงานเขยีนของ
เขาบา้ง 
I got feedback form Chon today. I didn’t get much advice from her though. It may be because she 
thought that I 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 

การรบั FB ครัง้แรกของฉนัฉนัรูส้กึวา่เพื่อนไมก่ล้าคอมเมนต ์ฉันตอ้งคอยสนบัสนุนใหเ้ธอพดูมากๆเพราะ
ฉนัอยากรูว้า่งานฉนัเป็นอยา่งไรในสายตาคนอ่าน  
My feedback talking today didn’t go so well. I thought my friend was hesitate to speak openly and 
frankly. So I had to encourage her to speak more because I 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  

เวลาทีใ่หF้B เพื่อนมนัมขีอ้ดคีอืฉนัไดเ้อาสิง่ทีบ่อกเพื่อนมาใชก้บังานเขยีนฉนัเองดว้ย  
A good thing about giving feedback is I can use the comment I 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 

การไดร้บัค าปรกึษาจากอาจารยม์าก่อนทีจ่ะใหฟี้ดแบคมนัท าใหผ้มรูแ้ลว้วา่ผมจะพดูอะไรกบัเพื่อนบ้าง และ
ครัง้น้ีผมท าไดด้กีวา่ครัง้ก่อนๆมาก เพราะมนัไมต่ื่นเตน้ และรูว้า่เราจะตอ้งฟีดแบคอะไร และพดูอย่างไร ดี
มากเลยครบักจิกรรมน้ี  
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 I did better because I was not 
nervous and had a clear plan. This activity is very good. (Tiger 13/9) 

Example 2 

การใหฟี้ดแบควนัน้ีฉนันึกถงึค าพดูอาจารยเ์ป็นหลกัวา่เราจะแนะเพื่อนอยา่งไรบา้งและฉนัน่าจะสรา้ง
บรรยากาศในการพูดคุยอยา่งไรใหเ้อือ้ต่อการถ่ายทอดคอมเมนต ์ ช่วงน้ีสนุกมากกบัการท ากจิกรรมน้ี  
During the feedback session today, I thought of the teacher’s comments as the guide line. He told 
me what I 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 

ฉนัสนุกกบัการเขยีนมาก น่ีอาจเป็นเพราะกจิกรรมทีเ่ราท ากนัมาตลอดทัง้การใหแ้ละรบัฟีดแบคและการได้
คยุกบัอาจารยร์วมทัง้การทีต่อ้งศกึษาดว้ยตวัเอง มนัท าใหเ้ราดขีึน้มามากเลย ฉันรูส้กึดใีจทีเ่รามาไดไ้กล
ขนาดน้ีทัง้ทีเ่มื่อก่อนฉนัไม่เคยคดิวา่จะเขยีนแบบน้ีไดเ้ลย  
My writing today was easier. This is because the activities I have been doing so far. They make 
me improve myself a lot. I am so proud of myself having come this far. I never thought that I 
would be able to write. (Titty 20/9)  

Example 2 

กจิกรรมทีเ่ราผา่นมาตลอดเทอมฉันวา่มนัท าใหฉ้ันตอ้งหาความรูเ้พื่อคอมเมนตเ์พื่อนๆ มากเลย จากที่ฉนั
ไมค่อ่ยอ่านเรื่องไวยากรณ์ ฉนัตอ้งอ่านมนัอยา่งมากเพราะตอ้งคอมเมนตง์าน และนัน่มนัเป็นผลดตี่อฉันเอง
มากๆ ฉนัเขยีนดขีึน้ เขา้ใจการประเมนิงานเขยีนมากขึน้ และรูว้ธิกีารสื่อสารความคดิกบัเพื่อนมากขึน้ 
The activities I have done so far this tern make me develop in terms of self-study so much. I did 
hard self-study every time before giving comment. This helps improve my grammar greatly. I can 
write better and can evaluate friends’ writing with more confidence.  (Tip 27/9)  

Example 3 

ฉนัอยากใหอ้าจารยส์อนต่ออกีสกัเทอมเพราะฉันอยากเก่งเรื่องไวยากรณ์ การใหฟี้ดแบคเพื่อนๆ มนับงัคบั
ใหฉ้นัตอ้งศกึษาเรื่องไวยากรณ์มากกวา่ทัง้ชวีติทีฉ่นัเรยีนมาเลยล่ะ และฉนักจ็ะเอากจิกรรมแบบน้ีไปใช้กบั
นกัเรยีนของฉนัดว้ยเพราะอกีปีเดยีวฉนักต็อ้งไปฝึกสอนแล้ว 
I want the teacher to teach us one more term because I want to be good at grammar. Giving 
feedback to friends forces me to study grammar very hard; harder than I ever did before in my life. 
I will definitely apply this activity to my own class when I 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 

วนัน้ีอยากบอกวา่ฉนัเขยีนไดด้ขีึน้ตามมาตรฐานของฉนั ฉนัมัน่ใจในการเขยีนมากขึน้ มัน่ใจทีจ่ะประเมนิ
การเขยีนของนักเรยีนมากขึน้ และรูว้า่ฉนัจะแนะน าพวกเขาอยา่งไร กจิกรรมตลอดเทอมน้ีฝึกฉนัไดเ้ยอะ
มากจรงิ ทัง้วธิกีารเขยีน วธิกีารประเมนิ การสื่อสารความคดิ และทีส่ าคญัคอืฉนัพฒันาไวยากรณ์ไปมาก
เพราะฉนัท างานหนกัตลอดเวลาที่ตอ้งคอมเมนตง์านคนอื่น ขอบคุณอาจารยท์ีม่าสอนพวกเราคะ่ 
I want to say that I have reached the goal I set for myself taking this course. I felt more confident 
to write and to evaluate writing. I know how to give advice. The activities I 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 

กจิกรรมทีเ่ราผา่นมาตลอดเทอมฉันวา่มนัท าใหฉ้ันตอ้งหาความรูเ้พื่อคอมเมนตเ์พื่อนๆ มากเลย จากที่ฉนั
ไมค่อ่ยอ่านเรื่องไวยากรณ์ ฉนัตอ้งอ่านมนัอยา่งมากเพราะตอ้งคอมเมนตง์าน และนัน่มนัเป็นผลดตี่อฉันเอง
มากๆ ฉนัเขยีนดขีึน้ เขา้ใจการประเมนิงานเขยีนมากขึน้ และรูว้ธิกีารสื่อสารความคดิกบัเพื่อนมากขึน้ 
The activities I have done so far this tern make me develop in terms of self-study so much. I did 
hard self-study every time before giving comment. This helps improve my grammar greatly. I 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 

การเขยีนหลายๆครัง้ท าใหผ้มวางแผนการเขยีนไดเ้รว็และงา่ยขึน้ แต่ปัญหาเรื่องไวยากรณ์และการใช ้
cohesion ของผมยงัไมห่มดไป 
Having written a few time already, I felt that I could plan my essay faster and easier. But the 
problem about grammar and cohesion was still there. (Tiger 20/9) 

Example 2 

การเขยีนครัง้ที ่4 แล้วฉนัวางแผนการเขยีนไดเ้รว็ขึน้ไมก่งัวลเรื่องโครงสรา้ง essay แต่ทีก่งัวลอยู่คอืเรื่อง
การใช ้ศพัท ์แกรมมา่ และ cohesion 
This time I could write faster because I did not spend much time on writing pattern. But what I 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 

 (ท าไมถงึแนะน าใหเ้พื่อนเปลีย่น main idea) หนูอยากใหเ้พื่อนเปลี่ยน main idea เพราะมองวา่เหตุผล
หลกัทีเ่ขาใช ้มนัยงัไมส่าสมารถสนับสนุน thesis statement ของเขาไดด้พีอ เพราะเขาบอกวา่วา่การลด
การบา้นลงจะท าใหเ้ดก็มเีวลาวา่งมากขึน้ อนัทีจ่รงิเขาควรบอกว่าการทีล่ดการบา้นมนัจะท าใหเ้ดก็มโีอกาส
เรยีนรูส้ ิง่อื่นทีเ่ป็นประโยชน์กบัชวีติเขามากขึน้ น่ีคอืสิง่ที่หนูแนะน าเขาไป 
 (Why did you suggest that your friend should change her his main idea?) I did that because I 
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 

 (สงัเกตุเหน็ว่าเราไมค่อ่ยคอมเมนตเ์พื่อนเรื่องโครงสรา้งเรยีงความมากนัก) หนูคดิวา่เพื่อนส่วนใหญ่รวมทัง้
เพื่อนที่หนูใหฟี้ดแบคเขา้ใจเรื่ององคป์ระกอบงานเขยีนมากพอสมควรแลว้ค่ะ เพราะที่ดจูากเรยีงความของ
เขเขากม็อีงคป์ระกอบทุกอยา่งครบ หนูเลยคดิวา่น่าจะดรูายละเอยีดองคป์ระกอบภายในแต่ละสว่นที่คดิวา่
เพื่อนยงัท าไดไ้ม่ดน่ีาจะมปีระโยชน์กว่า หนูเลยลงไปในรายละเอยีดของการเขยีน Main idea และ 
supporting detail มากกวา่ส่วนอื่น 
(I have noticed that you did not comment much about the writing pattern.) Yes. I think most of us 
know quite clear about the structure of the essay. As I saw from reading the text that it consists of 
all the essential elements. So I decided that it is better to look at each part in more detail which I 
think that my friend could not do well. I think it will be more useful to her. That’s why I 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 

มนัท าใหต้อ้งเตรยีมตวัเยอะค่ะ หลายเรื่องดว้ยทัง้ดเูน้ือหาเพื่อน ดเูรื่อง organization และที่หนูอ่อนคอืต้อง
ศกึษาแกรมมา่หนักมาก เพราะตอ้งคอมเมนตข์องเพื่อนเรากต็อ้งรูก่้อน มนัช่วยหนูดว้ยเหมอืนกนัเพราะหนู
กเ็อามาใชใ้นงานตวัเองดว้ย 
I have to prepare a lot for feedback giving. I need to be clear about the essay organization, 
content. And the part that I do a lot of study is grammar. To be able to comment on my friends’ 
grammar I need to be sure myself. This help me develop my grammar indirectly.  (Sai 1) 

Example 2 

เวลาทีเ่ขยีนไปหนูคดิถงึสิง่ที่หนูคอมเมนตเ์พื่อนคะ่ วา่บอกอะไรเพื่อนบา้ง แลว้กต็อ้งระวงัไมใ่หง้านตวัเองมี
ปัญหาแบบนัน้  
During the writing session, I usually thought of the comment I 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 

บางทเีพื่อนไม่คอ่ยพรอ้มในการใหฟี้ดแบคค่ะ เขาเลยไมค่อ่ยใหค้ าแนะน าอะไรมากเท่าทีค่วร หรอืเขาอาจ
เกรงใจเพราะคดิวา่หนูเขยีนดกีวา่เขาเขาเลยไมก่ลา้พูด แต่หฯกพ็ยายามกระตุ้นใหเ้ขาพดูนะคะ และเวลาที่
เขาพูดหนูกจ็ะเสรมิใหด้ว้ยเขาจะไดจ้ากเรามากกวา่เราไดจ้ากเขา เพราะเขาไดเ้หน็งานทีอ่าจดกีวา่และได้
ฟังค าแนะน าจากเราดว้ย วนันัน้แทนทีห่นูจะไดร้บัมาก แต่หนูกลบัไดเ้ป็นผูใ้หม้ากกวา่แต่มนักไ็ดป้ระโยชน์
ทัง้สองทางคะ่ 
Sometimes friends were not quite ready for giving feedback. So they could not give much useful 
advice. Or it might be because they think I was better than them and they didn’t feel confident to 
comment. In this case, I added my opinion into the conversation and explain to them important 
features of the essay. Doing this they benefit from me more than I did from them. But I can learn 
from either way. (Pornka 3)  

Example 2 

หนูอยากฟังคอมเมนตจ์ากเพื่อนทีเ่ขยีนเก่งๆเพราะเขาจะมมีาตรฐานสงูกวา่เรา เขาจะคอมเมนตใ์นสิง่ที่หนู
ยงัท าไมไ่ด ้แต่ถา้เจอเพื่อนทีอ่่อนกวา่เราหนูกไ็ดป้ระโยชน์ตรงที่หนูพยายามใหค้วามรูก้ลบัไปในขณะทีเ่รา
คยุกนัดว้ยมนักไ็ดท้ัง้สองทาง หนูเลยคดิวา่กจิกรรมน้ีดมีากคะ่ 
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I prefer to get comment from friends who are better than me. They will help me with things that I 
can’t do just yet. But when I talk to friend who are at lower level, I gain benefit from my self-study 
that I did for feedback preparation. I gain from both situation. So I think this course is very good.   
(Nattawa 3) 

Example 3 

หนูชอบรบัฟังเพื่อนทัง้สองกลุ่มคะ่ทัง้ทีเ่ก่งกวา่และอ่อนกวา่เรา เพื่อนทีอ่่นอกวา่เขากจ็ะมมีมุมองของเขาวา่
ท าไมเขาอ่านงานเราไมเ่ขา้ใจ เรากจ็ะไดป้รบังานส าหรบัผูอ้่านทีไ่มเ่ก่งภาษาดว้ยเพราะเราเขยีนงานให้
ผูอ้่านเราไมรู่ว้่าระดบัภาษาเขาอยู่ตรงไหน สว่นคนที่เก่งกว่าเขากจ็ะไดช้่วยปรบังานเราในรายละเอยีด
ยอ่ยๆไดม้ากกวา่เช่นเรื่อง ไวยากรณ์และ cohesion 
I 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 I 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 

หนูวา่เราเรยีนวชิาน้ีมนัไดป้ระโยชน์ไมใ่ช่เฉพาะเรื่องการเขยีนอยา่งเดยีวคะ่ เพราะหนูไดท้กัษะในการ
สื่อสาร Feedback ใหเ้พื่อน ไดท้กัษะการเป็นผูร้บัฟัง ไดไ้หวพรบิในการรกัษาบรรยากาศในการสนทนาให้
เป็นแบบมติรดว้ย ตอนทา้ยหนูคดิวา่ทกัษะการเขยีนของหนูกพ็ฒันาขึน้มากดว้ยคะ่ 
I think it is not just writing that I have improved but I learned a lot how to communicate my 
opinions. I also learned how to maintain friendly discussion during receiving and giving feedback. 
(Kotcha 3) 

Example 2 

หนูไมเ่คยเขยีนเรยีงความแบบน้ีมาก่อนเลยตอนแรกไมม่ ัน่ใจเลยวา่จะท ากจิกรรมต่างๆทีอ่าจารยช์ีแ้จง
ตอนตน้เทอมได ้แต่พอเราเมเรยีนกจิกรรมต่างๆทุกสปัดาหม์นัคอ่ยพฒันาหนูขึน้เรื่อยๆ หนูมัน่ใจขึน้ในการ
ทีจ่ะเป็นคนประเมนิงานเขยีน และหนูไดท้กัษะการเขยีนมากเพราะหนูตอ้งศกึษาอยา่งหนกัก่อนคอมเมนต์
งานเพื่อน เพราะรูว้า่ตวัเองไม่เก่งเลยเตรยีมเยอะ แต่เวลาเจอคนเก่งๆหนูกจ็ะถามเพื่อนขอค าแนะน าจาก
เขาไปพรอ้มๆกบับอกความเหน็ของเรา มนัเป็นวชิาที่ดมีากคะ่  
I never wrote argumentation before. At the beginning I was not so convinced that I would be able 
to perform all the activities. However, the set of exercises I did weekly gradually develop me into a 
more confidents writer and feedback giver. I gained a lot from my self-study as well. I consider 
myself poor in writing so I prepared a lot before the feedback session. When I talked to friends 
who were better than me I 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 



 

  185 

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 
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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 witnessed.  

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.  



 

192 

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.  



 

  193 

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 

questionnaire. 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 Harris 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 
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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.  

2.  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.  

3.  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.   

แบบสอบถามนีม้จีดุประสงค์เพื่อให้ได้ข้อมลูที่เป็นประสบการณ์ และความคิดเห็นของผู้ตอบแบบสอบถามทีม่ีตอ่การเขยีน
เรียงความภาษาองักฤษและการได้รับข้อมลูย้อนกลบัตอ่งานเขยีนจากผู้อื่น (feedback) ในลกัษณะตา่ง รวมถงึ
ประสบการณ์และความคิดเห็นของผู้ตอบแบบสอบถามที่มีตอ่การให้ข้อมลูย้อนกลบัตอ่งานเขียนของผู้อื่น ขอความร่วมมือ
ทา่นได้ให้ข้อมลูที่ตรงกบัความเป็นจริงตามประสบการณ์และความคิดเห็นของทา่นให้มากที่สดุ ผู้วจิยัจะเก็บความเห็นของ
ทา่นเป็นความลบัและใช้ข้อมลูนีเ้พื่อประโยชน์ในการวจิยัเทา่นัน้  

 

Item 

 

Statement 

Degree of agreement 

4 3 2 1 

1 You have good experience in writing in English. 

คุณเคยมปีระสบการณ์ทีด่เีกีย่วกบัการเขยีนภาษาองักฤษ 

    

2 You know what good writing should look like. 

คุณทราบและเขา้ใจว่าลกัษณะเรยีงความทีด่คีวรมลีกัษณะอยา่งไร 
    

3 You have good writing skill. 

คุณมทีกัษะการเขยีนเรยีงความทีด่ ี 
    

4 You know what feedback on writing is. 

คุณทราบว่าขอ้มลูยอ้นกลบั (feedback) ต่องานเขยีนคอือะไร 
    

5 You think it is important that you receive feedback 

on your writing. 

คุณเหน็วา่การไดร้บัขอ้มลูยอ้นกลบัต่องานเจยีนเป็นสิง่จ าเป็น 

    

6 You think it is important as a student that you know 

how to evaluate good writing. 

คุณคดิว่านกัศกึษาจ าเป็นตอ้งมคีวามรูเ้กีย่วกบัประเมนิเรยีงความ 

    

7 You have good experience in receiving feedback 

on writing from teachers. 

คุณมปีระสบการณ์ทีด่ใีนการไดร้บัขอ้มลูยอ้นกลบัจากอาจารยผ์ูส้อนเขยีน 

    

8 You have good experience in giving feedback on 

other people’s writing. 

คุณมปีระสบการณ์ทีด่ใีนการใหข้อ้มลูยอ้นกลบัต่องานเขยีนของผูอ้ื่น 

    

9 You think feedback should only come from the 

instructor who teaches the course. 

คุณคดิว่าขอ้มลูยอ้นกลบัต่องานเขยีนควรจะมาจากครผููส้อนเทา่นัน้ 

    

10 You know how to evaluate writing. 

คุณมคีวามรูค้วามเขา้ใจต่อการประเมนิงานเขยีน  

    

11 You feel confident to comment on your classmate’s 

writing. 

คุณมมีัน่ใจในการใหข้อ้มลูต่องานเขยีนของเพื่อนรว่มชัน้ 
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12 You find it is difficult to evaluate your classmate’s 

writing. 

คุณคดิว่าการประเมนิงานเขยีนของเพื่อนรว่มชัน้เป็นเรื่องยาก 

    

13 You know how to effectively communicate your 

comments on wiring to your friends. 

คุณทราบวธิกีารทีม่ปีระสทิธภิาพในการสื่อความเหน็ทีม่ตี่องานเขยีนของเพื่อน 

    

14 You feel comfortable to comment on your friend’s 

writing. 

คุณจะรูส้กึสบายใจหากตอ้งแสดงความเหน็ต่องานเขยีนของเพื่อน 

    

15 You feel comfortable to accept your friend’s 

comments on your writing. 

คุณจะไมรู่ส้กึเคอะเขนิหรอือดึอดัทีต่อ้งรบัฟังความเหน็ของเพื่อนรว่มชัน้ต่องานเขยีน
ของคุณ 

    

16 As a future teacher, you need to know how to give 

feedback to your students’ writing. 

ในฐานะทีจ่ะเป็นครใูนอนาคตคุณคดิว่าคณุจ าเป็นทีจ่ะตอ้งมทีกัษะในการใหข้อ้มลู
ยอ้นกลบัต่องานเขยีน 

    

17  You know what writing strategies are. 

คุณรูว้่ากลยุทธก์ารเขยีนคอือะไร 
    

18 You use specific strategies when you write an 

essay. 

คุณใชก้ลยุทธบ์างอย่างในการเขยีนเรยีงความ 

    

19 You have created the strategies you use yourself. 

คุณสรา้งกลยุทธใ์นการเขยีนดว้ยตนเอง 
    

20 You learned the strategies you use from other 

people or sources. 

คุณไดก้ลยุทธก์ารเขยีนจากบุคคลอื่นหรอืแหล่งอื่น  

    

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? คณุให้ความส าคญัตอ่การเขียนภาษาองักฤษมากหรือน้อยแคไ่หน 

เพราะอะไร 

…………………………………………………………………………………………………

…………………………………………………………………………………………………

…………………………………………………………………………………………………

………………………………………………………………………………………………… 

How do you rate your writing skill? คณุประเมินทกัษะการเขยีนของคณุอยูใ่นระดบัใด 
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…………………………………………………………………………………………………

…………………………………………………………………………………………………

…………………………………………………………………………………………………

………………………………………………………………………………………………… 

What are your strong points regarding writing in general? คณุคิดวา่จดุแข็งของคณุในด้านการเขียนคือ

อะไร 

…………………………………………………………………………………………………

…………………………………………………………………………………………………

…………………………………………………………………………………………………

………………………………………………………………………………………………… 

 

What are your weak points regarding writing in general?คณุคิดวา่จดุออ่นของคณุในด้านการเขียนคือ

อะไร 

…………………………………………………………………………………………………

…………………………………………………………………………………………………

…………………………………………………………………………………………………

………………………………………………………………………………………………… 

What are your strong points regarding writing persuasive?คณุคิดวา่จดุแขง็ของคณุในด้านการเขียน 

persuasive คืออะไร 

…………………………………………………………………………………………………

…………………………………………………………………………………………………

…………………………………………………………………………………………………

………………………………………………………………………………………………… 

What are your weak points regarding writing persuasive?คณุคิดวา่จดุออ่นของคณุในด้านการเขียน 

persuasive คืออะไร 
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…………………………………………………………………………………………………

…………………………………………………………………………………………………

…………………………………………………………………………………………………

………………………………………………………………………………………………… 

What strategies do you use when you write an essay? คณุใช้กลยทุธ์อยา่งไรในการเขียน  

…………………………………………………………………………………………………

………………………………………………………………………………………………… 

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. 

แบบสอบถามนีม้จีดุประสงค์เพื่อให้ได้ข้อมลูที่เป็นประสบการณ์ และความคิดเห็นของผู้ตอบแบบสอบถามทีม่ีตอ่การเขยีน
เรียงความภาษาองักฤษและการได้รับข้อมลูย้อนกลบัตอ่งานเขยีนจากผู้อื่น (feedback) ในลกัษณะตา่ง รวมถงึ
ประสบการณ์และความคิดเห็นของผู้ตอบแบบสอบถามที่มีตอ่การให้ข้อมลูย้อนกลบัตอ่งานเขียนของผู้อื่น ขอความร่วมมือ
ทา่นได้ให้ข้อมลูที่ตรงกบัความเป็นจริงตามประสบการณ์และความคิดเห็นของทา่นให้มากที่สดุ ผู้วจิยัจะเก็บความเห็นของ
ทา่นเป็นความลบัและใช้ข้อมลูนีเ้พื่อประโยชน์ในการวจิยัเทา่นัน้  

Item  

Statement 

Degree of agreement 

4 3 2 1 

1 You have received good experience in writing essays in English.  
คณุได้รับประสบการณ์ที่ดใีนการเขียนเรียงความภาษาองักฤษ 

    

2 You know well about characteristics of good writing.  

คณุทราบดวีา่ลกัษณะงานเขยีนที่ดีควรเป็นอยา่งไร 
    

3 You have good experience in receiving feedback on writing from 

teachers.  

คณุได้รับประสบการณ์ที่ดใีนการรับฟีดแบค งานเขียนจากอาจารย์  

    

4 You have good experience in receiving feedback on writing from 

friends. 

คณุได้รับประสบการณ์ที่ดใีนการรับฟีดแบคงานเขียนจากเพื่อนร่วมชัน้ 

    

5 You have good experience in giving feedback on other people’s 

writing.  

คณุได้รับประสบการณ์ที่ดใีนการเป็นผู้ให้ฟีดแบคตอ่งานเขยีนของเพื่อน 

    

6 You think it is important that you receive feedback on your writing. 

คณุคดิว่าการได้รับฟีดแบคตอ่งานเขียนเป็นสิ่งที่ส าคญั 
    

7 You think feedback should only come from the instructor who 

teaches the course.  

คณุเช่ือวา่ฟีดแบคควรมาจากอาจารย์ผู้สอนเพียงเทา่นัน้ 

    

8 You think it is important that you know how to evaluate good 

writing.  

คณุคิดวา่การรู้วิธีการประเมินงานเขียนเป็นสิง่ส าคญั 

    

9 You know how to evaluate writing.  

คณุรู้วิธีการประเมินงานเขียนแล้ว 
    

10 You know what feedback on writing is.  

ตอนนีค้ณุทราบแล้ววา่การให้ฟีดแบคตอ่งานเขยีนคืออะไร 
    

11 You feel confident to comment on your classmate’s writing.  

ตอนนีค้ณุมีความมัน่ใจในการให้ฟีดแบคตอ่งานเขียนของเพื่อนแล้ว 
    

12 You find it is difficult to evaluate your classmate’s writing.  

คณุรู้สกึวา่มนัเป็นเร่ืองยากที่จะประเมินงานเขยีนของเพื่อน 
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13 You know how to effectively communicate your comments on 

wiring to your friends.  

คณุรู้แล้ววา่จะสือ่สารสิง่ทีค่ณุต้องการฟีดแบคให้ได้ผลดีต้องท าอยา่งไร 

    

14 You feel comfortable to comment on your friend’s writing.  

ตอนนีค้ณุรู้สกึผอ่นคลายถ้าต้องให้ฟีดแบคตอ่งานเขียนของเพื่อน 
    

15 You feel comfortable to accept your friend’s comments on your 

writing.  

คณุรู้สกึสบายๆ และผอ่นคลายที่จะต้องรับฟีดแบคจากเพื่อน 

    

16 You will definitely use friend’s comments to improve your next 

writing.  

คณุจะน าฟีดแบคที่ได้จากเพื่อนไปใช้ในงานเขียนของคณุแนน่อน 

    

17 You have incorporated most of peer feedback into your later 

essays. 

คณุได้น าฟีดแบคสว่นใหญ่ที่ได้จากเพื่อนมาพจิารณาเมื่อคณุเขยีนเรียงความชิน้
ตอ่ๆมา 

    

18 You have incorporated most of teacher feedback into your later 

essays.  

คณุได้น าฟีดแบคสว่นใหญ่ที่ได้จากอาจารย์มาพจิารณาเมื่อคณุเขียนเรียงความ
ชิน้ตอ่ๆมา 

    

19 You agreed with most of the comments your classmates gave on 

your writing.  

คณุเห็นด้วยเป็นสว่นใหญ่กบัฟีดแบคที่เพื่อนคณุให้แกค่ณุ 

    

20 You trusted the quality of comments given to you by your friends.  

คณุเช่ือมัน่ในคณุภาพฟีดแบคทีเ่พื่อนให้แก่คณุ 
    

21 You feel upset or embarrassed when receiving negative comments 

from your friends.  

คณุรู้สกึอาย และผิดหวงัเมื่อได้รับฟีดแบคที่เป็นด้านไมด่ตีอ่งานของคณุ 

    

22 You found teacher feedback given on your feedback helpful.  

คณุเห็นวา่ฟีดแบคที่อาจารย์ให้ตอ่ฟีดแบคที่คณุให้เพื่อนมีประโยชน์ 
    

23 Teacher feedback on your feedback helped you improve your 

comment that you gave to your friend’s essays.  

ฟีดแบคจากอาจารย์ที่ให้ตอ่ฟีดแบคที่คณุให้เพื่อนชว่ยพฒันาการให้ฟีดแบคของ
คณุให้ดีขึน้ 

    

24 You felt more comfortable to discuss feedback with the teacher 

than with your friends.  

คณุรู้สกึสบายใจที่จะรับฟีดแบคจากอาจารย์มากกวา่จากเพื่อนด้วยกนั 

    

25 You found that you have improved your writing from commenting 

on others’ writing.  

คณุคิดวา่งานเขียนของคณุดขีึน้เพราะผลจากทีค่ณุให้ฟีดแบคงานคนอื่น 

    

26 You found that you have improved your writing from your friends’ 

comments. 

คณุคิดวา่งานเขียนของคณุดขีึน้เพราะผลจากฟีดแบคที่เพื่อนให้คณุ 

    

27 You found that you have improved your writing from teacher 

comment on your comment.  
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คณุคิดวา่งานเขียนของคณุดขีึน้เป็นผลจากการท่ีอาจารย์ให้ฟีดแบคตอ่ฟีดแบคที่
คณุให้เพื่อน 

28 You have developed the way how to communicate your comments 

to your friends.  

คณุรู้สกึวา่คณุได้พฒันาวิธีการสือ่สิง่ที่คณุต้องการฟีดแบคเพื่อน 

    

29 You think that working with peer is a good way to improve your 

writing.  

คณุคิดวา่การได้สนทนางานกบัเพื่อนเป็นวิธีที่ดใีนการพฒันาทกัษะการเขียนของ
คณุ 

    

30 You think that you have improved your writing ability comparing to 

your ability before participating in this course.  

เมื่อเปรียบเทียบกบัก่อนที่จะเข้าร่วมเรียนชัน้นี ้คณุเช่ือวา่ความสามารถในการ
เขียนของคณุดีขึน้ 

    

31 You think that this course is useful for your future career as an 

English teacher.  

คณุคิดวา่ชัน้เรียนนีม้ีประโยชน์ตอ่การเป็นครูในอนาคตของคณุ 

    

32 You will use the activities you have done in this course with you 

future teaching.  

คณุจะใช้กิจกรรมลกัษณะเดียวกนันีก้บันกัเรียนของคณุในอนาคต 

    

33 You think that feedback from friends is as helpful as that from the 

teacher.  

คณุคิดวา่ฟีดแบคจากครูกบัจากเพื่อนมีประโยชน์เทา่ๆกนั 

    

34 You think that giving feedback on feedback is time consuming.  

คณุคิดวา่การให้ฟีดแบคของอาจารย์ตอ่ฟีดแบคที่คณุให้เพื่อนเป็นกิจกรรมทีใ่ช้
เวลามาก 

    

35 You agree that you should let your students know how you will 

evaluate their work.  

คณุเห็นด้วยวา่ผู้ เรียนควรได้ทราบวิธิการประเมินของครูวา่จะประเมินงานของ
พวกเขาอยา่งไร 

    

36 When you were paired with a friend whose language level was 

lower than you, you did not benefit any gain.  

เมื่อคณุถกูจบัคูก่บัเพื่อนท่ีคณุรู้สกึวา่มีความสามารถด้อยกวา่คณุ คณุไมไ่ด้รับ
ประโยชน์จากการร่วมสนทนา 

    

37 You preferred to discuss feedback with a friend who was better in 

writing than you.  

คณุอยากสนทนาฟีดแบคกบัเพื่อนท่ีเก่งกวา่คณุ 

    

38 You felt uncomfortable when discussing feedback with the teacher. 

คณุรู้สกึไม่ผอ่นคลายเมือ่สนทนาฟีดแบคกบัอาจารย์ 
    

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? ด้านใดของงาน
เขียนที่คณุคิดวา่คณุมีการพฒันามากที่สดุ เพราะอะไร 

…………………………………………………………………………………………………

…………………………………………………………………………………………………

…………………………………………………………………………………………………

…………………………………………………………………………………………………

What aspects of writing do you think you have developed least? Why?ด้านใดของงานเขียนที่คณุคิด
วา่คณุมีการพฒันาน้อยที่สดุ เพราะอะไร 

…………………………………………………………………………………………………

…………………………………………………………………………………………………

…………………………………………………………………………………………………

………………………………………………………………………………………………..…

……………………………………………………………………………………………..……

…………………………………………………………………………………………………

…………………………………………………………………………………………………

…………………………………………………………………………………………………

…………………………………………………………………………………………………

…………………………………………………………………………………………………

…………………………………………………………………………………………………

…………………………………………………………………………………………………

………………………………………………………………………………………………… 

 

2. What else do you want to tell about taking part in this course? กรุณาเขยีนสิง่อื่นๆที่คณุอยาก
บอกเพิ่มเติม 

 

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 
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.  

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.  
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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  

 Content  

 Development  

 Organization  

 cohesion & grammar 

 

What did he/she do well 

and  

why? 

 

Weaknesses & justification  

 content  

 development  

 organization  

 cohesion & grammar 

 

What didn’t he/she do well 

and why? 

 

Questions for the writer What questions do you 

have after reading this 

paper? 

 

Suggestions If I were you I would ., 

Maybe you could .,  

It would even be better if 

you . 
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Appendix 5: The analytic descriptor for essay scoring  

Band Content—ideas, 

arguments & evidence 

Organization—

communicative quality, 

coherence & cohesion 

Language—

vocabulary, grammar 

& sentence structure 

6 excellent interpretation 

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 

complexity 

 

focused introduction 

with an excellent thesis 

statement 

  ideas are very 

clearly organised 

with an 

extremely clear 

relational pattern 

(e.g. comparison/ 

contrast, 

sequence, 

cause/effect, 

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 

excellent sentence 

variety—excellent blend 

of simple, compound & 

complex sentences 

 extremely fluent 

& very 

sophisticated 

 excellent 

vocabulary & 

word choice 

with very 

accurate use of 

idiomatic 

expressions 

 almost no 

grammar, 

punctuation and 

spelling errors 

5 good interpretation of 

the set Q 

 main and 

supporting ideas 

are interesting, 

relevant and 

well developed, 

showing 

recognition of 

the topic’s 

complexity 

focused introduction 

with good thesis 

statement 

 ideas 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 

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 

4 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 

3 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 

2 little interpretation of 

the set Q 

 main ideas are 

broad & lack of 

focus   

 ideas are not 

relevant 

vague or missing of 

introduction with no  

thesis statement 

 ideas 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 

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) 
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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 

3 

4 

5 

6 

7 

8 

9 

10 

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 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  

 

 

Essay 1 Essay 2 Essay 3 Essay 4 Essay 5 Essay 6 Essay 1 Essay 2 Essay 3 Essay 4 Essay 5 Essay 6 Essay 1 Essay 2 Essay 3 Essay 4 Essay 5 Essay 6

1 Sai 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

5 Supat 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

6 Amp 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

8 Nueng 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

10 Sunsa 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 Sarinya 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 Supawa 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

18 Tip 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 Sudarat 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

Average 2.74 2.98 3.02 3.36 3.49 3.69 2.03 3.64 3.70 3.89 3.83 3.92 2.78 3.34 3.21 3.37 3.68 3.81

Content Organization Language

Students 

Comparison of mean score of each area 
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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 

no. 

THESIS STAGE ARGUMENT STAGE CONCLUSION STAGE 

INF

O 

GA

M 

PR

O 

EV

A 

MA

R 

TO

TAL 

MA

R 

RES CL

A 

SU

P 

TO

TAL 

MA

R 

AFF CO

N 

CL

O 

TO

TAL 1 1 0 26 0 0 27 0 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 0 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 

Name 
Thesis 
stage 

Argument 
stage 

Conclusion 
stage 

Total 

1 Sai 1p 1s 1a 3 
2 Kate 1p 1s 2ma 4 
3 Mean 1p 1s 2mcl 4 
4 Tiger 1p 1s 2acl 4 
5 Supat 1p 1s 1a 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                     e = 
evaluation  m = marker 

Argument stage: m = marker  r = restatement c = claim     s = 
support 

Conclusion stage: m = marker  a = affirmation  c = consolidation  
  cl = closing 
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Table 2: Essay 2 

Name 
Thesis 
stage 

Argument 
stage 

Conclusion 
stage 

Total 

1 Sai 3 igp 3 mcs 3 macl 9 
2 Kate 3 gpm 3 mcs 2 ma 8 
3 Mean 2 ip 3 rcs 4 maccl 9 
4 Tiger 2 ip 2 cs 2 ac 6 
5 Supat 3 ipm 3 mcs 3 accl 9 
6 Amp 2 ip 3 mcs 1a 6 
7 Wila 3 gpm 3 mcs 4 maccl 10 
8 Nueng 2 ip 3 mcs 3 macl 8 
9 Pornka 3 ipm 2 cs 4 maccl 9 
10 Sunsa 3 ipm 3 mcs 4 maccl 10 
11 Titty 2 ip 3 mcs 3 mca 8 
12 Sarinya 3 ipm 4 mrcs 1 a 8 
13 Supawa 3 ipm 3 mcs 4 maccl 10 
14 Piro 2 gp 3 mcs 2 ac 7 
15 Pailin 3 ipm 3 mcs 4 maccl 10 
16 Natee 2 ip 3 mcs 3 mac 8 
17 Arnon     
18 Tip 2 ip 2 cs 3 macl 7 
19 Kanja 2 ip 2 mc 4 maccl 8 
20 Sukan 2 ip 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 2 gp 3 mcs 4 maccl 9 
24 Kassie 3 ipm 4 rmcs 4 maccl 11 
25 Forme 2 ip 3 mcs 4 maccl 9 
26 manchu 2 ip 3 mcs 2 mcl 7 
Total  62 73 80 215 
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Table 3: Essay 3 

Name 
Thesis 
stage 

Argument 
stage 

Conclusion 
stage 

Total 

1 Sai 2 ip 3 mcs 2 mc 7 
2 Kate 3 ipm 3 mcs 2 mc 8 
3 Mean 2 gp 3 rcs 4 maccl 9 
4 Tiger 3 gpm 2 cs 2 ccl 7 
5 Supat 2 ip 3 mcs 3 accl 8 
6 Amp 3 ipm 3 mcs 1a 7 
7 Wila 3 gpm 3 mcs 4 maccl 10 
8 Nueng 2 gp 3 mcs 3 macl 8 
9 Pornka 3 gpm 4 mrcs 4 maccl 11 
10 Sunsa 3 ipm 3 mcs 4 maccl 10 
11 Titty 2 gp 3 mcs 3 mca 8 
12 Sarinya 3 imp 3 mcs 2 ca 8 
13 Supawa 4 gipm 3 mcs 4 maccl 11 
14 Piro 2 gp 3 mcs 2 ca 7 
15 Pailin 3 ipm 3 mcs 3 macl 9 
16 Natee 2 ip 3 mcs 2 ma 7 
17 Arnon 2 ip 3 rcs 3 cacl 8 
18 Tip 4 gpem 3 mcs 3 macl 10 
19 Kanja 2 ip 3 mcs 3 macl 8 
20 Sukan 2 ip 3 mcs 3 macl 8 
21 Natta 3 ipm 3 mcs 4 maccl 10 
22 Sudarat 3 gpm 3 mcs 4 maccl 10 
23 Kotcha 2 ip 3 mcs 4 maccl 9 
24 Kassie 3 ipm 3 mcs 4 maccl 10 
25 Forme 2 ip 3 mcs 4 maccl 9 
26 manchu 2 gp 3 mcs 3mccl 8 
Total  67 78 80 225 
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Table 4: Essay 4 

Name 
Thesis 
stage 

Argument 
stage 

Conclusion 
stage 

Total 

1 Sai 1i 2 cs - 3 
2 Kate 2 ip 3 mcs 3 macl 8 
3 Mean 2 gp 3 crs 4 maccl 9 
4 Tiger 3 gpm 3 rcs 4 maccl 10 
5 Supat 2 gp 1s 1cl 4 
6 Amp 3 ipm 3 mcs 4 maccl 10 
7 Wila 3 gpm 3 mcs 4 maccl 10 
8 Nueng 2 gp 3 mcs 4 maccl 9 
9 Pornka 3 ipm 3 mcs 4 maccl 10 
10 Sunsa 3 ipm 3 mcs 4 maccl 10 
11 Titty 2 ip 3 mcs 4 maccl 9 
12 Sarinya 3 gpm 4 mrcs 2 ca 9 
13 Supawa 3 ipm 3 mcs 4 maccl 10 
14 Piro 3 gpm 3 mcs 2 ac 8 
15 Pailin 3 ipm 3 mcs 2 mc 8 
16 Natee 3 igp 3 mcs 3 mca 9 
17 Arnon 2 gp 3 mcs 3 mac 8 
18 Tip 2 gp 1s 3 macl 6 
19 Kanja 2 gp 3 mcs 3 mccl 8 
20 Sukan 2 gp 3 mcs - 5 
21 Natta 3 gpm 3 mcs 4 maccl 10 
22 Sudarat 3 gpm 3 mcs 4 maccl 10 
23 Kotcha 2 gp 3 mcs 3 accl 8 
24 Kassie 3 gpm 3 mcs 4 maccl 10 
25 Forme 2 gp 3 mcs 3 accl 8 
26 manchu 2 gp 3 rcs 3 accl 8 
Total 64 74 79 217 
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Table 5: Essay 5 

Name 
Thesis 
stage 

Argument 
stage 

Conclusion 
stage 

Total 

1 Sai 2 gp 3 mcs 2 mccl 7 
2 Kate 3 gpe 3 mcs 3 mccl 9 
3 Mean 2 gp 3 mcs 4 maccl 9 
4 Tiger 3 gpm 3 mcs 4 maccl 10 
5 Supat 3 ipm 3 mcs 3 mccl 9 
6 Amp 2 ip 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 3 gpm 3 mcs 4 maccl 10 
12 Sarinya 3 gmp 3 mcs 3 accl 9 
13 Supawa 3 gpm 3 mcs 4 maccl 10 
14 Piro 2 ip 3 mcs 4 maccl 9 
15 Pailin 3 gpm 4 rmcs 4 maccl 11 
16 Natee 2 gp 4 mrcs 4 maccl 10 
17 Arnon 2 ip 3 mcs 3 mccl 8 
18 Tip 2 ip 2 cs 4 maccl 8 
19 Kanja 2 ip 2 cs 3 macl 7 
20 Sukan 3 ipm 3 mcs 4 maccl 10 
21 Natta 3 gpm 3 mcs 4 maccl 10 
22 Sudarat 2 gp 3 rcs 4 maccl 9 
23 Kotcha 2 gp 3 mcs 4 mcacl 9 
24 Kassie     
25 Forme 2 ip 3 mcs 4 maccl 9 
26 manchu 2 gp 2 cs 3 accl 7 
Total  65 75 91 231 
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Table 6: Essay 6 

Name 
Thesis 
stage 

Argument 
stage 

Conclusion 
stage 

Total 

1 Sai 2 ip 3 mcs 4 mcacl 9 
2 Kate 3 gpm 3 mcs 2 mcl 8 
3 Mean 2 gp 3 mcs 4 maccl 9 
4 Tiger 3 gpm 4 mrcs 4 maccl 11 
5 Supat 2 ip 3 rcs 2 acl 7 
6 Amp 3 ipm 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 3 igp 4 rmcs 4 maccl 11 
11 Titty 2 gp 3 mcs 4 maccl 9 
12 Sarinya 3 gpm  4 mrcs 2 ca 9 
13 Supawa 3 ipm 3 mcs 4 maccl 10 
14 Piro 3 ipm 3 mcs 4 maccl 10 
15 Pailin 3 ipm 4 mrcs 4 maccl 11 
16 Natee 3 gpm 3 mcs 4 maccl 10 
17 Arnon 2 gp 2 cs 3 macl 7 
18 Tip 4 igpm 2 cs 4 maccl 10 
19 Kanja 2 gp 3 mcs 4 maccl 9 
20 Sukan 3 ipm 3 mcs 4 maccl 10 
21 Natta 3 gpm 3 mcs 4 maccl 10 
22 Sudarat 2 gp 3 rcs 4 maccl 9 
23 Kotcha 2 gp 3 mcs 3 macl 8 
24 Kassie 4 gepm 4 rmcs 4 maccl 12 
25 Forme 2 ip 3 mcs 4 maccl 9 
26 manchu 2 gp 2 sc 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 

Essays  

Interactive resources 
 

Interactional resources 
 

To
ta

l 

T
-u

n
it

 

R
at

io
 

T1 T2 T3 T4 T5 
 

T1 T2 T3 T4 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 0 9 40 412 17 63 23 117 346 566 978 746 1.31 

5 305 96 0 8 41 450 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 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 

Essays  

To
ta

l Interactive resources Interactional resources 

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 

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 

2 

688 221 85 1 5 28 340 19 36 36 115 142 348 

100 32.12 12.35 0.15 0.73 4.07 49.42 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 12.63 0.00 0.27 2.79 44.41 3.19 5.85 5.19 11.57 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 42.11 1.74 6.44 2.35 11.96 35.38 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 28.99 11.38 53.43 

6 

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

100 33.11 11.29 0.00 0.43 3.47 48.33 1.95 5.54 3.04 21.82 19.32 51.67 

  

  



 

  243 

Table 3: The number of use of each type of metadiscourse markers 

Essays  

To
ta

l Interactive resources Interactional resources 

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 

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 

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 

 

Thesis 

Gambit       

Information       

Proposition       

Evaluation       

Marker       

 

Argument 

Marker       

Restatement       

Claim       

Support       

 

Conclusion 

Marker       

Consolidation       

Affirmation       

Close        

 

  



 

  245 

Table 2: Metadiscourse used in the essays 

Essay 
No. 

Interactive resources Interactional resources total 

 

T-
unit 

ratio 

 
T1 T2 T3 T4 T5 Tn1 Tn2 Tn3 Tn4 Tn5 

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 

total 106 12 - - 8 1 9 2 23 65 226 184  

 46.90 5.30 0.00 0.00 3.53 0.44 3.98 0.88 10.17 28.76 100   

Coding system for metadiscourse analysis  

Interactive resources: 

T1= Transitions  T2= Frame markers T3= Endophoric markers T4= Evidentials                              

T5= Code glosses 

Interactional resources: 

Tn1= Hedges Tn2= Boosters Tn3= Attitude markers Tn4= Engagement markers  

Tn5= Self-mentions  

Essay 1  

(Proposition) I think that knowledge from experiences better knowledge from book 

(support) becauseT1 knowledge from experiences have 4 skill such as reading, writing, 

listening, and speaking. I have to practice every day. I can to write English language more 

than reading in the book. Knowledge from experiences is learn about story in everyday life. 

I have knowledge increase from learn in everyday life. Addition T1 we are have to enhance 

their knowledge by 4 skill is English language in order to understand in learn English 

language. But T1 knowledge from book is learning theory so T1 we are reading in the book but 
T1 we aren’t practice in everyday life therefore T1 we have learn unequal or T1 have responding 

different so T1 we are have to review English language every day order to have 4 skill good 

English language. (affirmation) I think that knowledge from experiences is learn new matter 

for me and T1 learning occur everyday and T1 I think that is the best for me.  

Essay 2 

 (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 T1 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 T1 if I am to select wear student uniform. I have my reason. 

 (Marker) My first reason (Claim) I think that students have order and beauty. (Support) In 

learning we can variety dress. But T1 when people look out then it don’t have appropriate or 

agreeably. So T1 in learning we must to been spectacular dress. (Marker) Addition T1 I have 
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second reason. My second reason (Claim) is symbol students (support) because T1 somebody 

has difference occupation such as police, doctor, nurse, soldier and student because dressing  

 (Marker) So T1 (Affirmation) we wear student uniform it a good thing because T1 we have 

been spectacular addition T1 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 T1 that 

will higher learning in the present// some people has compete and T1 race against the clock// 

make it have learning social selfish more than.// (Proposition) Someone work is the group 

responsibility indication// but T1 if I am. I 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  T1 

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 T1 anyone have to talk reason //and T1 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  T1 

working is group. It a good thing much more like to work alone// because T1 anyone can 

meeting to help problem modify in group //so T1 working is group therefore have efficiency.// 

(Marker) So T1 (Consolidation) a lot of working in the present have efficiency// because T1 

the world have technology// so T1 we have convenient in work as same as working is group// 

because T1 people have harmony in work// and T1 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 T1 will have 

personal interest more than common interest very much.// Such as learning have been 

racing and T1 will had affect good GPA.// In addition T1 them will have been write a 

competitive examination //then T1 them will have been an occupation.// it a good thing in 

the future. //But T1 someone has difference from security //and T1 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 T1 I has my reason. //Body living in freedom life it 

other one good thing (Support) //because T1 them will have doing in them life have not free. 

//When them will have travel them have not a private matter// because T1 they not have 

person and work lover// which those person will not adhere to everything easy life// and  T1 

convenient for everything. //But T1 I will have difference with person// because T1 I will have 

been best life in the future.// I have been security //and T1 usually could be social in my life. 

//I come to study English major in order to have knowledge in earn a living. //Because  T1 
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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// becauseT1 everyone will have wanted English language be 2 

second in communication with western. //So T1 I will have choosed to be teacher. //Because 

T1 be an occupation a stability. //So T1 I will have receive benefit from native speaker be 

conversation better than //and could be get social more and more. //However T1 If I will have 

related it a good think //Because T1 my family will have lived happily in social //and T1 have 

money in family //and T1 I have security given to be price with my family. //Then I will have 

acceptable of social //because T1 I will have been fame// and have be stability in my life. Even 

though working will have be hard work// because T1 I 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 T1 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 I think that it is a god idea. 

// Also I agree with your reason living together before they get married //and do you agree 

with me? // However, I 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 I 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 I am teacher 

in the future when have to write, /the student should write a report by hand./ I 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 I 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 I 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./ I 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 I 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  

Student 3: Mean  

As receiver  

Peer feedback 1: Chontida 

Change 
of topic  

Reader’s comment  Writer’s response 
SER OTR OBR 

  มีนเลือกเขียนเหน็ด้วยท่ีจะให้เรา สอนเป็น
ภาษาองักฤษทัง้หมด ใช่มัย้ 
 
ในสถานศกึษา เราอ่านของมีนแล้วก็ เขียนได้ครอบคลมุ 
และเนือ้หาละเอียด มีการยก ตย. ในส่วนเหตผุล ในช่วง
แรกก็จะเยอะหน่อยเนาะ  
 

 
อือ้.. 

  

 ในช่วงสรุปก็ดี เขียนได้เข้าใจ     
 Thesis statement ในส่วน introduction ตอนแรกก็

เขียนกว้างๆ แล้วก็แคบลง เหมือนสิ่งที่อาจารย์บอก 
เป็นสามเหล่ียม และมีนก็อธิบายว่า อย่างที่รู้กนัวา่
ประเทศไทยเป็นประเทศอิสระ ใช่ป่ะ? 
และก็ภาษาองักฤษก็มีส่วนส าคญั เป็นอนัดบัท่ีสองของ
โลก การพดูรองจากภาษาแม่ของคนไทย..ประมาณ
นัน้ป่ะ?? 
 
 
เออ..ซึง่มนัแตกตา่งจากประเทศอ่ืนๆ ใช่มัย้?? 
ดงันัน้ก็ควรมาเน้นท่ีการสอนท่ีใช้ภาษาองักฤษทัง้หมด 
ก็เน้นในเร่ืองนีใ้ช่มัย้?? 

 
 
 
 
 
เออ เป็นประเทศเอก
ราช  
 
 
เออ..ประมาณวา่ 
ภาษาแม่คือภาษาที่
มีมาแตก่ าเนิด คือ
คนไทยพดูภาษาแม่
ได้ แตน้่อยคนท่ีจะ
พดูภาษาองักฤษได้
ดี เข้าใจป่ะ?? 
อือ้.. 
 
อือ้.. 

  

 ในส่วนเน่ือหา มีนก็ยก ตย. ได้ดี เพราะมีการให้เหตผุล
วา่ถ้าเราสอนเป็นภาษาองักฤษเรา ควรพดูส่ือสาร
ตลอดเวลา เพ่ือให้เดก็ซมึซบั ให้เด็กเอาไปใช้ได้จริง 
และมีนก็บอกว่าเห็นด้วยกบัการสอนเป็นภาษาองักฤษ
ทัง้หมด โดยเร่ิมต้นจากครู  

   

 เร่ืองการเขียน มีนก็เขียนได้ดี เหมาะสม คล้องจอง 
สนบัสนนุกนั 

   

 ส่วน grammar  ก็อาจมีเล็กน้อย (ท่ีไม่ถกู)     
 ส่วนเนือ้หา มีนก็พดูโยงเร่ือง ประเทศไทยท่ีก าลงัเข้าสู่

อาเซี่ยนนีใ้ช่มัย้  
   

 ส่วนสรุปก็เขียนได้ดี ท าให้เราเข้าใจง่าย     
 ในเนือ้หา มีนก็ โอเคอ่ะ อ่านแล้วก็เข้าใจ  

นิดหน่อย แตก่็พยายามท าความเข้าใจตามในสิ่งท่ี 
เขียนเนาะ อย่างเร่ืองที่วา่เราจะเข้า อาเซี่ยนน่ีเราก็ต้อว

 
 
 
 

 
อาจมี
บางช่วง
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เรียนภาษาองักฤษ เนาะ ภาษาองักฤษต้องเข้มแข็ง 
เพราะวา่  
ใช่เพราะอาเซียนมนั ใช้ภาษาองักฤษเป็น.. 
 

มนัเป็นพืน้ฐาน 
ภาษาราชการ 

ท่ีงงหือ
เปล่า?? 
 

 แล้วก็ถ้าเก่งภาษาองักฤษแล้ว เราก็จะ พร้อมที่จะเข้าสู่
อาเซี่ยนใช่มัย้ ที่มีนเขียนมา  

   

 ส่วนเหตผุลท่ีสองบอกว่า การสอนมนัจะเป็นอะไรนะ
ตรงนี?้?? 
 
 
 
 
 
 
 
 
 
 
อ๋ออ..ก็เหมือนวา่ท าให้เด็กสนใจใช่มัย้? 
สนใจท่ีจะเรียนมากขึน้ 
 
อนันีท่ี้มีนเขียนก็บอกว่าการ ท าความเข้าใจก็เป็นเร่ือง
ง่ายขึน้ในการเรียนภาษาองักฤษ เหตผุลน่ีเป็นเหตผุลท่ี
สองที่ท าให้มีนเห็นด้วยกบันโยบายท่ีจะให้ครูสอนวชิา
ภาษาองักฤษโดยใช้ภาษาองักฤษ  

 
ทศันคตแิบบว่า 
นอกจากเหตผุลแรก
แล้วยงัมีเหตผุลท่ี
สองที่ ถ้าสอนเป็น
ภาษาองักฤษแล้ว
จะท าให้เดก็มี
ทศันคติท่ีดี กบัวชิา
ภาษาองักฤษ 
 
อืออ.. 
 
 
 
 
ใช่เพราะถ้ามี
ทศันคติท่ีดี ก็จะท า
ให้ เอาความรู้
ออกมาใช้ อือ... 

  

 เราพดูถงึจดุแข็งนะ จดุแข็งมีนก็ อธิบายได้ครอบคลมุดี 
และเขียนเนือ้หาเรีบยเรียง มาดีแล้ว มีการสนบัสนนุดี มี
การอ้างว่าน่ีเป็นแนวทางที่ดีนะที่ต้องท า เนือ้หาเข้าใจ
ง่าย กระทดัรัดดี 

   

 ส่วนจอุ่อนก็... 
 
อะฮ้า..มีเนือ้หาบางส่วนท่ีท าให้แบบ วนไปวนมาบ้าง 
 
ในช่วงการให้เหตผุลก็เหมือนจะวนไปมา  

 
อาจจะเขียนวนไป
วนมารึเปล่า?? 
 
เรายกตวัอย่างน้อย
นะ  
 
เออใช่ เราก็กลบัไป
อ่านอีกรอบนะ ก็
รู้สกึวา่มนัวนอยู่  

  

 เร่ือง grammar หรือ อาจผิดเป็นบางที่ แตก่็เป็นส่วน
น้อยเนาะ  

   

 จะถามมีนนะวา่ มีนคิดวา่ถา้เราปูพ้ืนฐานใหก้บันกัเรียน 
เรียนเป็นภาษาองักฤษ ควรใหเ้รียนชั้นไหนดี  

 
 
ถ้าจะเร่ิมก็ไม่ใช่แค่
ในระดบัมหาลยัแล้ว 
น่าจะเร่ิมแตเ่ดก็เลย 
มนัจะได้เคยชิน พอ
โตแล้วมนัจะได้ไม่
ยาก เพราะส่วน
ใหญ่พอเร่ิมตอนโต
แล้ว รู้สกึยากใช่มัย้ 
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ก็น่าจะเร่ิมตอน
เดก็ๆ 

 ส่วนข้อเสนอแนะนะ เราคดิว่ามีนเขียนได้ดีแล้ว แต ่มี
บางช่วงที่สบัสน วนไปมา มีการสนบัสนนุเหตผุลน้อย 
ยก ตย. น้อยไปหน่อย ส่วนสรุปมีนท าได้ดีแล้ว  
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As giver 

Peer feedback 1: Nueng 

Change 
of topic 

Reader’s comment Writer’sresponse 
SER OTR OBR 

 พดูรวมๆ ก่อนนะว่าเป็นยงัไง เร่ืองที่เราอ่ารน่ะ     
 ข้อดีของงานนีค้ือ มี  thesis statement  ท่ีชดัเจน และมี  main 

idea ชดัเจน แตม่นัยงัดไูม่เป็นไปในปนวทางเดียวกนัเท่าไร 
   

0.54 ข้อเสียถ้าพดูตรงๆก็คือ เราเข้าใจ แตอ่่านแล้วมนัยงัไม่ smooth 
มนัเหมือนเราก าลงัพดูเร่ืองน่ีอยู่ แตก่ระโดดไปพดูอีกอย่าง คือ
เหมือนน่าจะมีอะไรมาคัน่กลางก่อน แล้วจะท าให้สอดคล้องกนั 
อีกอย่างจดุท่ีจะท าให้คนคล้อยตามได้มนัคือเหตผุลและสรุป 
ส าคญัมากๆ และเหตผุลท่ีให้มา the student get language 
English  เน่ียมนัผิดทัง้การใช้ค า และโครงสร้าง  

   

1.55 ส่วน  conclusion เราต้องสรุป  thesis statement โดย
ดดัแปลงประโยคแตใ่ห้ได้ความเดมิ มนัเหมือนต้องมีศลิปะใน
การเขียน ถ้าเราอ่านมากๆ แล้วก็เหมือนเป็นการเลียนแบบการ
เขียนนะ เราอ่านแล้วเราอาจเลียนแบบมาเขียนเป็นของเรา พอ
สรุป thesis  แล้ว เราก็ต้อง สรุป สองเหตผุลนัน้โดยดดัแปลง
ประโยคแตใ่ห้ได้ความหมายเดมิ และในส่วนสรุปทิง้ท้าย 
ส าคญันะ ตอน  final remark  ทิง้เป็นค าถามซึง่ก็ดีนะ แต ่มนั
ไม่คอ่ยสอดคล้องกบัเนือ้หา เราใช้ประโยคบอกเล่าท่ีท าให้คน
อ่านคล้อยตามก็ได้ อย่างเรา เราใช้วา่ “มนัยงัไม่สายไปนะท่ี
คณุจะ เปล่ียนการสอนมาเป็นภาษาองักฤษ” เราไม่ต้องเขียน
เป็นค าถามก็ได้ เพราะถ้ามนัไม่สอดคล้องมนัก็ไม่มีประโยชน์  
 
 
ใช่ๆ.. อ่านไปมนัไม่ฉุกคดิไง 

  
 
 
 
 
 
 
 
 
 
เหมือนถาม
ไปเฉยๆ 
ไม่ได้โน้ม
น้าวผู้อ่าน
เหรอ ? 

 

4.10  
 
 
 
 
 
 
 
 
 
 
5.20 
 
 
 
6.09 

ทีนีเ้รามาดกูนัใหม่ทีละประเดน็เลย มาแชร์ความคดิกนัเนาะ  
Introduction  อ่านตอนแรกก็เหมือนโอเคนะ แกเลือก เหน็ด้วย
กบั  prompt  ดงันัน้เราน่าจะ เร่ิมกว้างๆ เก่ียวกบัการสอน เร่ิม
ตัง้แตอ่ดีตของมหาลยัเลย ว่าเป็นมายงัไง แล้วก็ชีใ้ห้เหน็วา่มนั
ไม่พฒันา ถ้าจะมีการเปล่ียนแปลงอย่างที่วา่ ฉนัก็จะเห็นด้วย  
เขียนให้กว้างๆ มากๆ แล้วคอ่ยแคบลงมาถงึ  prompt และ 
มาถงึ thesis statement มาด ูbody เนาะ มีสองเหตผุล 
เหตผุลแรกโอเค students get English language skill more 
เหตผุลท่ีสอง นร. เข้าใจวฒันธรรมองักฤษ 
เหมือน introduction  ของแกก าลงัจะส่ือวา่ ประเทศเพ่ือนบ้าน
ของเราใช้ภาษาองักฤษซึง่เป็นภาษาท่ีสองได้ดีกว่าเดก็ไทย 
และ AEC  ท่ีก าลงัเข้ามามนัมีความส าคญัท่ีในอนาคตเราต้อง
ใช้ ภาษาองักฤษ 
ส่วนอินโทรแกต้องคดิใหม่เพราะเหมือนมนั เราเปิด dictionary 
เขียน เราคดิเป็นไทย แล้วเขียนเป็นองักฤษ แตเ่รานะคดิเป็น
ภาษาองักฤษ เพราะถ้าเราคดิเป็นไทยเราก็จะเรียงค าแบบ
ภาษาไทย ทัง้ๆ ท่ีเรารู้วา่มนัผิด เหมือนตวัอย่างนี ้ language 
English มนัต้องเป็น English language นอกจากนีย้งัมีเร่ือง  
tense  การใช้ค าหลงั  for, to  วา่เป็น v1  หรือ  ving  
มนัเหมือนเร่ืองเล็กนะ แตส่ าคญั เพราะเราก าลงัพดูเร่ือง  
grammar  อยู่ ซึง่มนัยงัไม่โอเค แม้วา่เราจะอ่านแล้วเข้าใจ  
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ภาษามนัควรสวยกวา่นี ้จะสวยยงัไง?? เราต้องอ่าน และฝึก
เขียน เราอ่านมากๆ ท าให้เราเขียนได้นะ เหมือนเราเลียนแบบ 
ตามที่เราได้อ่าน เราเลียนแบบประโยคแล้วก็ลองเปล่ียนไป
เร่ือยๆ มนัได้ผลนะ  
ภาษาองักฤษมนัก็เหมือนไทยท่ีมนัน่าจะมีความสละสลวย
เหมือนภาษาไทย มี เอิง เอย องักฤษก็มีวธีิการท าให้ภาษา
สละสลวยได้  

9.05 มาด ูbody เนาะ มีสองเหตผุล เหตผุลแรกโอเค students get 
English language skill more 
ตรงนีก้็เขียน students get skill more  อีก ถ้าจะใช้เหตผุลนีก้็
ต้องถามตวัเองตอ่อีกว่า มนัได้ทกัษะเพิ่มขึน้ได้อย่างไรจากการ
ท่ีเราเปล่ียนมาใช้ภาษาองักฤษในการสอนทัง้หมด  
 
มนัยงัไม่มีตวัอย่างท่ีอธิบายให้เห็นชดัไง อ่านแล้วมนัไม่ชดั 
เหตผุลหลกัน่ะดีท่ีบอกวา่ได้ทกัษะเพิ่ม แตม่นัได้อย่างไงน่ีต้อง
อธิบายเพิ่ม supporting detail  มนัยงัน้อยไง อาจจะด้วยเวลา  
น่ีไงก็เอาตรงนีม้าใช้ ท่ีว่า  students can apply in every day 
life.  เอามาแตกออกไปอีก มนัก็ยงัไม่ออกนอกกรอบนะ 
เพราะวา่สอนองักฤษเป็นองักฤษ มนัรับกบัการเข้าสู่อาเซี่ยน 
อนันีเ้หตผุลท่ีเราเขียนเรียงความของเรานะ ของแกเหตผุลหลกั
มนัแคบเราก็จะเขียนตอ่ไม่ได้ ถ้าอย่างของเรา เหตผุลกว้างเรา
ก็เขียนตอ่ได้ยาว เช่นคนจะเข้ามาเยอะทัง้การค้า การทอ่งเท่ียว 
การศกึษา ดงันัน้ การสอนเป็นภาษาองักฤษก็จะเป็นการเตรียม
เดก็ไทยให้พร้อม คนไทยก็จะสามารถใช้ภาษาใน
ชีวติประจ าวนัได้ เพราะพออาเซี่ยนเข้ามา คนแตล่ะประเทศก็
จะพยายามดงึผลประโยชน์ของกนัและกนั การใช้ภาษาได้ก็จะ
ท าให้เราเท่าทนัเขา  

  
 
 
 
มนัยงัไม่ลกึ
พอใช่มัย้?? 

 

12.34 อนัท่ีสองอุ้ยต้องลองไปดพูวกค าเช่ือมใหม่นะ มนัจะมีทัง้
ตวัเช่ือมประโยค เช่ือมย่อหน้าเช่ือมค า เช่น  to  เช่ือม กริยา 
กบักริยา เช่ือมประโยคเข้าด้วยกนัก็ลองดพูวก  relative 
clause ค าพวก  who, what , when มนัท าให้ ประโยคยาวขึน้  

   

14.03 เหตผุลท่ีสอง นร. เข้าใจวฒันธรรมองักฤษ เราสงสยัว่าถ้าเรา
สอนเป็นภาษาไทย นร. จะไม่เข้าใจวฒันธรรมใช่มัย้ เราว่าไม่
ตา่งกนันะ มนัไม่ใช้เหตผุลท่ีดีเท่าไร  
 
 
 
 
 
 
 
 
 
 
 
 
ต้องลองคดิวา่ถ้าเราเป็น นร. หรือเป็นอาจารย์ เราจะได้อะไร
จากการสอนแบบนัน้ มนัจะท าให้เราหาเหตผุลได้ง่ายขึน้ มนัได้
เยอะนะ นอกจากวฒันธรรม  

 
 
 
 

 
 
 
ตอนแรกเรา
..ด้วยเวลา
เนาะ..เราคดิ
ได้เหตผุล
เดียว ก็เลย
สรุปเลย พอ
คดิไปคดิมา 
เอ๊ะมนัน้อย
ไป แล้ว
อาจารย์
ก าหนดให้
เขียน 250 
ค าขึน้ไป ก็
เลยมาเพิ่ม 
แตเ่ราคดิ
เป็น
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ภาษาไทย 
คดิไปเร่ือยๆ  

17.36 เราลองท าตารางเปรียบเทียบ การสอนสองแบบ คือ สอนโดย
ใช้ภาษาองักฤษ กบัสอนโดยใช้ภาษาไทย แล้วลองลิสต์ข้อดี
ของทัง้สองแบบ ถ้าเหมือนกนัตดัออก จนเหลือเฉพาะข้อท่ีอีก
อนัมี แตอี่กอนัไม่มี แล้วก็เอาส่วนท่ีดีกว่ามาเขียน โดยกล่าวว่า 
แบบนีม้นัดีกว่าตรงนี ้คนอ่านจะได้คล้อยตาม  

   

19.00 
 
 
 
 
 
 
 
19.26 

มาดตูรงสรุปนะ อย่างที่บอกไปนะ วา่สรุปต้องมี restatement 
of the thesis statement  มีสรุปเหตผุลทัง้สอง และมี final 
remark  
Thesis statement มีนะแตเ่ราบอกประโยคเดมิมาเลย ใช่มัย้? 
แล้วก็ตอ่ด้วยว่าเพราะอะไร ตรงนีต้้องเป็นสองเหตผุลท่ีสรุปมา
โดยใช้ค าใหม่ ท่ียงัคงความหมายเดมิ ไม่ใช่ลอกของเดมิมา  
Final remark  มนัก็ยงัไม่ชวนให้คล้อยตาม มนัเป็นประโยค
ค าถามห้วนๆ  what do you think about this topic?  อลง
เขียนอย่างที่เราบอกดนูะว่า “มนัอาจยงัไม่ช้าไปท่ี กรรมการ
ของมหาวทิยาลยัจะลงมตใิห้สอนภาษาองักฤษเป็นองักฤษ 
เพ่ือจะได้พฒนา...” เขียนในเชิงเหมือนต าหนิว่าท่ีผ่านมามนั
ล้มเหลว แตก่็ไม่ได้พูดตรงๆ  

  
 
 
 
อือ.. 

 

24.05 ก็หมดทกุอนัแล้ว เราถามนะ ถ้าไม่ใช้สองเหตผุลนี ้จะมีเหตผุล
อะไรอีกท่ีเราคดิวา่ควรสอนวิชาภาษาองักฤษโดยใช้
ภาษาองักฤษ 
 
ใช่อาจจะเอาเร่ือง AEC  มาพดูก็ได้ 

  
 
 
 
เร่ือง  AEC  
เราก็ยงัไม้ได้
เอามาเขียน
เนาะ 

 

24.55 
 
 
 
 
 
 
 
 
26.15 

ถ้าถามว่าต้องแก้อะไรบ้าง อย่างแรกแก้ท่ีเราก่อน ต้องคดิวา่
ภาษาองักฤษไม่ใช่ภาษาไทย เราจะไม่เขียนภาษาองักฤษเป็น
ภาษาไทยเวลาเราเรียงค าเป็นประโยค ดงันัน้ต้องคดิเป็น
ภาษาองักฤษ  
ตอ่ไปก็ปรับปรุงเร่ือง  tense, transition ค าเช่ือมพวก  before, 
after, then, moreover, therefore, however, ..พวกนีแ้กยงั
แทบไม่ได้ใช้เลย มีใช้ประมาณ สองค า ถ้าเรามีเหตผุลมาก เรา
ก็จะใช้ transition  ได้มาก ค าเช่ือมมนัมีทัง้ประเภท คล้อยตาม
กนั ขดัแย้งกนั เป็นเหต ุเป็นผลกนั  
ถ้าเป็นเรา เราก็จะเขียน  introduction ใหม่ให้มนักว้างเพ่ือท่ีจะ
เอา AEC  มาเป็นเหตผุลหลกัได้  
หรือถ้าเราแคเ่ปล่ียน main idea  แล้วแจกแจงใหมนัมากขึน้ 
แกก็จะเขียนได้มาก 
แล้วก็สรุปให้ดี มนัก็จะโอเค  
แล้วก็ส าคญัลองฝึกคดิเป็นภาษาองักฤษ เราก็ไม่รู้จะอธิบาย
ยงัไงในการคดิเป็นภาษาองักฤษ เดี๋ยวพอเสร็จจากตรงนีแ้ล้ว 
แกลองมาอ่าน  essay ของเราดกู็ได้ เผ่ือจะเหน็ท่ีเราพดูไป  

   

27.08 อีกย่างนงึคือเร่ืองการเปิด dictionary เขียน ใน  dictionary  
entry ท่ีเป็นค ากริยา จะมี  to แล้วก็ตามด้วยกริยานัน้ เพือ
นบางคนก็เอา to  มาเขียนด้วยซึง่มนัไม่ใช่ ต้องตดั to ออก
เวลาเขียน  

   

28.25-
29.35 

อีกอย่าง ระหวา่ง  paragraph  ต้องมี  link ระหวา่งกนัด้วย 
เช่น ก่อนจะขึน้  paragraph  ใหม่ก็ย้อนเอา main idea ก่อน
หน้ามาพดูก่อนนิดนงึเช่น “นอกจากการสอนวิชาภาษาองักฤษ
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เป็นองักฤษจะช่วยให้ นร. มีทกัษะภาษาที่ดีขึน้แล้ว การสอน
แบบนีม้นัยงั.....” 

  



 

256 

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 I 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: 

“I don’t know, detail you mean? 

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

“I don’t care about details, I am not a good observer, besides, I 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 I explain that?” 

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

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

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

                                                                    Excerpt from Hyland & Hyland (2006, p. 28) 


