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CHAPTER1
INTRODUCTION

This chapter of the thesis begins with the rationale background and statement
of problems that suggest why differentiated writing instruction by tiered assignments
is a significant teaching method to enhance students” English writing ability.
Furthermore in this chapter, research questionsy research objectives, statements of
hypotheses, scope of the study; deﬁnitiohs of terms.and significance of the study are

presented.

Background of the study

Concerning all of the four languag_é fsl_;;_ills - which are listening, speaking,
reading and writing — it seems to-be that w;i-tigg,is the most difficult as it involves
with several subskills:~Faylor (1976) pointed out that writing is a combination of
several basic language elements, namely syntactic manipulations, knowledge of
vocabulary, development of ideas as well asthe usage of conventions in writing. The
process of writing involves both social and cognitive domains. Besides knowing what

one neé€ds to express, one must also/ kilow: how\to constriict thatthessdage in order to

communicate effectively Myles (2002).

Taking the complexity of writing into consideration, it is assumed that writing
is disliked and often avoided by students because it is difficult to acquire
(Krittawattanawong, 2008). Besides, it is also found that among the four language

skills, writing has been given the least attention by teachers (Glusac, 2007).



According to GluSac, language teachers think writing is difficult, students do not like
writing and there is not enough time left for students to practice writing in certain

courscs.

English writing, as mentioned earlier, is complicated and difficult for students
to learn. However, being able to master writing skills brings a great number of
benefits to students. First of all, their overall knewledge of English will be improved
as they have to apply what-they already know te-eonstruct a piece of writing. At the

same time, students also_gain extra knowledge while they are writing about various

i

|
subject matters. Englishiwritinghelps students to improve their critical and analytical

skills as they have to gatherreleyant pieces of information and transmit it through a
logical piece of writing. Students,”who are able to write in English, can also

experience a higher level of acadeniic sucéés’sd(Gluéac, 2007).

s A

In Thailand, the Ministry of Educg;ig_'gf"s awareness of the importance of
English writing appears-ia-the-Basic-Educational-Coie-Curriculum B.E. 2551 (2008).
In the area of learniné ?ynd teaching foreign languages, Thai students are expected to
be able to write in order fo.exchange data, to.present information and to express their
opinions concerning various fields” of ‘interests. “““Extensive” Essays™” is set as a
benchmarkeof the “World«€Class Standard School Policy” nAs-a resultiof this, English
writing instruction should make the students aware of how to apply their knowledge
of English and essential strategies in writing, in order to explicitly convey their

messages.



It can be concluded from observations of English classrooms in Thailand that
students have limited ability in writing English (Wongsothorn, 2003). One of the
causes to this problem is reported to stem from classroom methodology, which pays
too much attention to memorization of grammatical structures and vocabulary. Since
communicative function is not being focused in classroom, Thai students™ writing
ability is inherently limited (Mission Plan for Enhancing the Quality of Teaching and

Learning English in Thai Edueation System, 2006<2010).

According to thisemission plan, ineffectiveness in teaching and learning
English that leads to students™ limited at;il_@;y to use the language has stemmed from
several causes. Two observable causes arc_;‘tlhdf_: large class size of around fifty students
and their varied levels of knowledge of E’lngliish. These two causes of problems are
also connected with the lack of, ability Qf ‘tjeachers to manage their teaching in
response to the large class and a-big varianéé o‘f students™ English ability. Since this

ineffectiveness of teaching and learning is. cbmmonly found in general English

classes, naturally the Same situation exists in English writing classes as well.

The Basic Educational Core Curricdlum suggests that teachers must develop
lessons that match with-individual“differences among students, regarding their brain
developmentylevelsyand «paces «of learning: ~To~clarifypwhat s, said in the core
curriculum, conventional method of teaching should be replaced with other methods
that engage students and address their diversity. This should be done in all subject
areas, thus including English subject and English writing in particular in order to help

every individual student to attain their learning goals.



The needs to adjust classroom instruction in relation to individual differences
among students - found in the mission plan and the basic core curriculum - share the
same rationale as “Differentiated Instruction”, which is a teaching philosophy based
on the principle that effective instruction should address students™ differences in
mixed-ability classrooms (Tomlinson, 2001). “Tiered Assignments”, also introduced
by Tomlinson, is one of the strategies that will help teachers to successfully create an
effective differentiated classroom. Thisﬁ_l strategy-amvolves distributing to students a
range of learning tasks“that _mateh their readmess levels, learning profiles and/or

interests. |

Differentiated Iastruction and tieré‘d Je_tssignments have been found widely in
several educational articles; classroom e;;amples and national curriculums (Pierce
and Adams, 2005; Subban, 2006). It has a];soj been implemented as a new teaching
intervention in Science classrooms by Richai?as-"gnd Omdal (2007). However, there is
little empirical research of this pfactice in forel;gn language classrooms. Research on
the implementation and, cffects of differentiated instruction by tiered assignments in

English writing classrooms is hardly anywhere to be found.

Thereforg, this present studyadopted the use of differentiated instruction by
tiered assignments-in an Englishcwriting elassroom,cat; Triamudomsuksapattanakarn
Ratchada'School. The aim of this study was to investigate how differentiated writing
instruction by tiered assignments will affect the writing ability of ninth grade students

in Thai secondary schools.



Research Questions

Two research questions of this present study were:

1. To what extent does differentiated writing instruction by tiered

assignments affect writing ability of students?

2. What are students™ opinions towards differentiated writing instruction by

tiered assignments?
Research Objectives

The purposes of thisstudy were:

1. To explorc the eoffects of differentiated writing instruction by tiered

assignments onsstudents' wiiting ability.

2. To investigate® students” opinionis towards differentiated writing

instruction by tieréd assignments.

Statements of Hypotheses

Due to*the small amount of empirical evidence concerning the
implementation of, differentiated instruction and tiered| assignments in foreign
language classrooms, the statements of hypotheses for this present study were all
obtained from the study of Richards and Omdal (2007), who implemented tiered
assignments in secondary Science classrooms. In their study, Richards and Omdal
found that tiered instruction increases students” performance in a secondary Science

class, especially those who were in the low-achievement groups.



Considering the results from the Richards and Omdal‘s study, the hypotheses

for this study were as follows:

1. Differentiated writing instruction by tiered assignments has a positive effect

Scope of the Study J

"N Ei’ e gﬁ 1 A

schools

on students™ writing ability. This will be evaluated by the results from

English writing tests. Students* scores in the post English writing test will

be significantly higher than

significant levels o

Students wi!n/

have a lot o

tion by tiered assignments
atisfied with the instruction.
Students found tr i n ind helpful for them to write better

because they ha ucted writing:t ; that were not too difficult or too

oL 1R i ASRUUBITBREIA B o v

studying Standard English III at Triamudomsuksapattanakarn Ratchada School,

Second Semester, Academic Year 2010.



3. The focus variables of the study were:

3.1 Independent variable was the differentiated writing instruction by

tiered assignments

3.2 Dependent variables were
3.2.1 Students” writing ability
3.2.2 Students™ opinions towards differentiated writing instruction

by ticred assign'fnents
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Definition of Terms >
1. Differentiated instruction refe'rfé,_,‘_tq a teaching philosophy, which aims to
¥,
address students™ differences in mixed ability elassroom. In this study, the differences
among students refer to varied levels oﬁhe_ir writing ability. In differentiated
instruction, teachers adjust their teaching methods in relation to students™ needs in

order to ensure that every student in the classrooms is able to make his/her own

significant progress in learning writing.

2. Tiered assignments stands for a range of writing tasks, which are designed
to match! students-ieadiness levels in English writing, These tagks are carried out
under the same learning objectives, essential concepts or skills that students are
required to master. These tasks are also designed to challenge students to go beyond

their current writing ability level.



3. Readiness in this study refers to students™ readiness levels in English
writing. Readiness in writing indicates students® existing writing skills as well as

their ability to write in English independently.

4. Differentiated writing instruction by tiered assignments refers to a
teaching writing approach that involves distributing a range of English writing
assignments best fitting to each student™s current writing ability level. These tiered
writing assignments address students” current writing skills and at the same time try
to promote new writing.skills” so that students™ English writing ability can be

enhanced.

5. Writing ability is defined as thé’, students “ability to write in English, which
is evaluated by English wiiting test scores before and after the instruction, and also
students™ writing products: from several _‘.:tﬁs‘k‘s. Students™ writing products are

measured by REEP writing rubric (1997). Thrge writing ability levels were used in

this research: Apprenticestiterimnediate-and-Advanceds

ee

6. English writing test refers to a performance-based evaluation of students
English writing, Injotd@r|te catry out this test) studentsweresasked to choose one of
the writing topics provided in the test. The students had the right to select the topic
that they were most ‘familiar with, or a.topic that was interesting for them. Then they
had to write according to the topic they had chosen. The writing test was employed
before and after the treatment. Therefore, the same test was given to the students

twice, in the form of pre-test and post-test.



7. English Writing tasks in this study refer to a set of activities that
comprised different levels of tasks varying according to degrees of writing
complexity and different sub-topics for writing. To categorize writing tasks into
tiering fashion, there were three levels of these tasks: Tier A tasks, Tier B tasks and
Tier C tasks. Each tier task consisted of different sub-topics for writing. Besides
specifically working on their tier levels, students self-selected certain sub-topics for
writing, in accordance with-what was the most-meaningful for them. The writing
rubric was used in order to_asSess students™ achievement from each task and to

observe students™ progresssin theu English language writing.

8. Opinions seferto students™ feelings towards differentiated writing

instruction by tiered assignments concemihg its advantages and disadvantages.

9. Ninth-Grade Students in this stddy were ninth grade students in Thai

secondary schools.

Significance of the Study

This research was significant because it addressed all students who were
studying'ifi ‘the “sailie, English; ¢lassréom. The, aimtof this study Wwas to improve
students*“English writing performance by using differentiated writing instruction by

tiered assignments.

In practice, English teachers who teach English writing will be able to use the
findings of this study to improve their lessons, with regards to the differences among

students in terms of their English writing readiness levels. Also in this study, the
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suggestions of how differentiated teaching in tiered assignments fashion can be
implemented in classrooms are provided, together with samples of lesson plans and

rubrics for assessments.

To conclude this chapter it has to be mentioned that the results of this

research might be an alternative wa nglish teachers to deliver their English

writing instruction in a fashion tk 165 “ differences in classrooms.

AULINENINYINS
ARIANTAUNIINGIAE



CHAPTER 11
LITERATURE REVIEW

This thesis chapter describes the literature review. Firstly, it provides general
descriptions of differentiated instruction and tiered assignments. Then, the definitions
of writing, writing ability as well as writing assessment are presented. The essential
explanations of teaching and learning English” writing in Thai secondary schools are
also provided. A summary of the literatﬁre review-is provided alongside a gap in the
literature. The whole ehapterends with the conceptual framework of the study. The

details of the literature reviéw are presented as follows:

Differentiated Instruction il

Differentiated instruction-has origi-néteﬂ from the diversity in classrooms,
regarding students™ different-levels of ability, learnmg piofiles and interests. In one
classroom, all students are expected to move towards the goal of education. However
in reality, not all. of them‘are capable of deing that. Some students fall behind and
some find theiy lessons lack challenges. These problems lie in the fundamental
classroom ‘practice;, where ‘a“single| téac¢hing “approach s not efiough to deal with

varied degrees of differences among students.

Tomlinson (2001), an expert in this field, has defined differentiated
instruction as “A teaching philosophy based on the premise that teachers should
adapt instruction to student differences. Rather than marching students through the

curriculum lockstep, teachers should modify their instruction to meet students”
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varying readiness levels, learning preferences, and interests. Therefore, the teacher
proactively plans a variety of ways to ,,get at™ and express learning”.

Similarly, Gregory and Chapman (2007) have mentioned that “Differentiation
is a philosophy that enables teachers to plan strategically in order to reach the needs
of the diverse learners in classrooms today”. Regarding the definition of
differentiated instruction, Mulroy and /Bddinger (2003) have indicated that
differentiated instruction eame from t}le necd.te provide an individualized and
challenging learning environmeént that addresses all students. To differentiate
classroom instruction is tgs€reate dearning experiences, where students® strengths and
weaknesses are taken int@raccount, -

According to experts and educa;t(_)rg, differentiated instruction allows all
students to participate in the class, with thg--i;hé;tmction that is exclusively tailored for
them. This practice involves categorizing ;t-_i;de_'nts according to their ability levels.
After students® levels have been identified, fﬁé'students are provided with specific
learning opportunitie§ in order to meet their individial needs regarding their
readiness, learning profiles and interests. A variety of continuing assessments is
employed to observe students’ progress in- theirglearning, Te summarize what is
mentioned above, this practice is considered to be an alternative teaching theory,
which enables every student in a diverse classtoom to make signifieant progress in
their learning (Tomlinson, 2001; Chapman and King, 2005; Pierce and Adams, 2005;

Subban, 2006; Theisen, 2006; Richards and Omdal, 2007; Hall, Strangman and

Meyer, 2009).
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Supported Theories to Differentiated Instruction

Differentiated Instruction has roots in classroom practices, which concern
students* diversity in classrooms. In the 1970-1980s before the term ,,Differentiated
Instruction” had been invented, educators and teachers had paid their attention to
cultural differences among students in ¢lassrooms and community. While in the
1990°%s, the focus had shifted from culturally diverse classrooms into mixed-ability
classrooms. This involved~developing personal-growth of gifted learners and
struggling learners. ThesestWo.dceades, even though attention was paid to different

aspects of learners, still followed the sarn_e central theme, which was ,,Classroom

diversity” (Subban, 2006). 4

During the first decade. of ‘the t;iventy—ﬁrst century until now, the term
“Differentiated Instruction’’ has been wi‘dély used in referring to a teaching
philosophy that is adjusted in.- relation t(;students" individual differences in a
heterogeneous classrooin;-these-ditfeiences-aie-students” readiness levels, interests
and learning profiles. On the subject of the development of differentiated instruction,
this shows that_over thesyear a great déal of support has been given to this
instructional practice’(Tomlinson, 2001 Subban, 20006).

Differentiated instructionseven thoughyit“dogs) not contain much empirical
literature, has been found in several anecdotes, classroom examples, national
curriculums, testimonials and books, written by leading experts who support this
teaching principle. The National Center on Accessing the General Curriculum

(NCAC), a division of the U.S. Department of Education, has promoted the practice
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of differentiated instruction in public schools by including this teaching principle in
the state national curriculums.

Subban (2006) has proposed a research-base study to provide solid ground
to differentiated instruction practice. In this work, Subban has integrated Vygotsky*s
sociocultural theory of learning, the zone of proximal development, addressing
differences for a new educational paradigm and brain research in his conceptual

framework that is developed to support differefitiated instruction.

1. Vygotsky’s sociecultural theory of learning.
Differentiated insfruction, according to Subban (2006), has been derived from
the work of a major constructivist theorist named Lev Vygotsky (1978). Vygotsky“s

sociocultural theory is based on the groﬁnded principle that an individual learner

must learn through social interaction as it 18 a basis for the cognitive development.

b i A

Based on Vygotsky“s philosophy, séf;af_gc_)lding refers to a process in which
learners are provided-with-a basis for-moving from the present to higher ability
levels. Support for learning is given by guidance from and interaction with teachers
or more capable peers. Thesultimate goal of scaffolding is for learners to be able to
learn independently“in—-the* future-~Sc¢affolding" is~closely’ related to the zone of

proximal, development (Subban; 2006;Hall,Strangman-and Meyery 2009).

2. The zone of proximal development

The zone of proximal development (ZPD) was originally formulated by
Vygotsky (1978). ZPD implies a stage, which takes place between learners™ actual
development and their potential development. Individual learners are capable of

moving to the ZPD and reaching their potential stage when they receive enough
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support. The scaffolding process here plays an essential role. Thus, a learner gains
support from interacting with more capable classmates or teachers, as well as
provided learning resources. Therefore, Zone of Proximal Development is considered
to be the core of scaffolding (Bodrova and Leong, 1998; McKenzie,1999; Dorn and
Soffos, 2001; Verenikina, 2002; Alton-Lee, 2003).

To establish a connection among Vygotsky“s sociocultural theory of learning,
zone of proximal development and dift}:rentiatcd mstruction, students are offered a
range of assignments that addrcsSes their current ability and at the same time
challenges them with a new ceneept they need to master. As they are working on a
specific assignment, theys@are establishing‘ pew mtroduced knowledge to their existing
knowledge. Once they have mastered ne&_léﬁowledge/skills, they will move on to a
higher ability level. To conclude, this is ovéfafi a dynamic process, in which teachers
play an active role in creafing @ meaningﬁlj'l_éarning environment and purposeful
tasks for students to_completé (Bodrova a’n‘é"ﬁgeong, 1998; McKenzie, 1999; Dorn

and Soffos, 2001; Totnlinson, 2001; Verenikina, 2002; A lton-Lee, 2003; Chapman

and King, 2005; Subban, 2006; Theisen, 2006; Hall, Strangman and Meyer, 2009).
3. Brain Research

Following the fundamental principle of brain mesearch, .effective instruction
should trigger the brain function to process, store and retrieve information. Brain
research is directly applied into differentiated instruction (Subban, 2006). One
example of this relates to positive learning environment in a differentiated classroom.
Chapman and King (2005) have claimed that the brain functions best when students

work in relaxing, non-threatening and supportive classrooms. The brain cannot
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function well if students are fearful of failure. As a result of this, a differentiated
classroom must promote a learning environment, in which students feel safe and

comfortable when experiencing their learning (Tomlinson, 2001).

Another characteristic of differentiated instruction in relation to brain research
concerns tasks, which are provided to students. Tomlinson and Kalbfleisch (1998) (as
cited in Subban, 2006) suggested that studentssmust carry out tasks, which match
their existing background-knowledge.~'At the same time, students must also be
appropriately challenged .with* new  knowledge embedded in the tasks. Tasks
employed in differentiated inStraction, tﬂcr_ﬁfore, should not be either too difficult or
too easy for the studeats. If tasks are tocj)‘ agvanced for their level, students cannot
associate new knowledge to the existing kiloyﬂ_edge that they possess. Thus, the brain
cannot retrieve the old information in ordéﬁité connect it with the new information.

b i A

On the other hand, if tasks are too-easy, there will only be a repetition of information,

which already exists 11 the brain; a new learning process will not take place.

4. Addressing differences for a new educational paradigm

Subban (2006) has=stated in his ‘work that the rationale for addressing
differences among ‘students ‘stems from the developmentof brain research, learning
profiles;'maltiple intelligences:andcument:diverse needs of students gt is proved that
students do not learn in the same way. Thus, the “one-size fits all” teaching approach
seems limited in order for students to reach their maximum growth in learning

(Tomlinson, 2001; Hall, Strangman and Meyer, 2009).

Additionally, Subban has articulated that students, whose ability and interest

have been taken into teachers® consideration, tend to stay positive and motivated in
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their learning. By ignoring students® differences the number of students, who have
failed in their class, will rise. Students, who are more advanced than the rest of the
class, will lose their interests in lessons. This shows that a single teaching approach

in traditional classrooms is no longer appropriate for the students anymore.

In the field of foreign language iteaching, Theisen (2006) emphasizes the
diversity in language classrooms including Siidents with varied ability levels, wide-
ranging experiences and attitudes, differént language and cultural background as well
as assorted interests andeleaming profiles. With regards to a variation among
students, language classrooms /must ‘.p__r_ovide students with a rich learning
environment and oppertunities for therﬁ’ to practice the language. Differentiated
language classrooms should‘premote studént.s“‘_diversity by allowing them to learn at
different speeds and in different ways in rs.ela‘;ion to their preferences. Students are
taught to learn their strengths and learn to i.rjléspect others (Hall, Strangman and

Meyer, 2009).

How to Differéntiate Téaching Instruction

“To differentiate instruction.is to recognize students™ varying background
knowledge, teadiness, \language, preferences in learning and interests, and to react
responsively”, is the quote taken from the article, written by Hall, Strangman and
Meyer (2009). The purpose of differentiating teaching instruction is to increase
students* individual success in mixed-ability classrooms.

According to Tomlinson, the leading expert in differentiated instruction,

classroom instruction can be differentiated in terms of content (What students learn),
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process (How they make sense of the content) and product (The outcome of their

learning). It is the teachers® responsibility to determine which part of the lesson they

will tier. In addition, teachers should also identify which aspect of students will be

addressed: readiness, interests or learning profile.

Corresponding to Tomlinson®s guide to differentiated instruction, Oaksford

and Jones (2001) have proposed a framework to support the implementation of

differentiated instruction in-schools (achited in-Hall, Strangman and Meyer, 2009).

Figure 2.1 presents Oaksford and Jones™ learning cycle and decision factors used in

planning and implementing differentiated instruction in their school.

Pre-
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—

Figure 2.1
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Oaksford and Jones™ Learning Cycle and Decision Factors Used in

Planning and Implementing Differentiated Instruction in School (2001)

To illustrate this framework, the whole process starts with the pre-assessment

of students” readiness, abilities, interests, talents, learning profiles and background
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knowledge. Combining students® profiles with curriculum standards and benchmarks,
the teachers and other school administrators create instructions, which emphasize
content, process and product and how each of these elements can be implemented.
The summative evaluation takes place in the last part of the framework but not at the
end of the process. The planning and implementing of the differentiated instruction in

school is indeed an ongoing process.

Management Strategies in Differentiated Classrooms

Management stfategies in differenffatpd classrooms intend to provide students
with learning opportunities, which correspond with ™ their needs, interests and
readiness levels. Chapman and Kmg (2008):t have suggested techniques for effective

management strategies in differentiated instruction as follows:

1. Maintaining-g learning environment that 1s comfortable and stimulating

2. Assessing students™ individual needs before, during and after learning

3. Using the assessmient data to plan Strategically with the most beneficial
models; techniques and strategies

4, Selecting.and organizing instructional lactivities for‘theiotal group,
individuals, partners and small groups

5. Instilling each student with desire to learn and improve

A number of instruction strategies have been proposed by several experts in
differentiated instructions. Every strategy is suggested with an attempt to promote the

best learning opportunities for each student in differentiated classrooms. The chief
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expert in differentiated instruction, Ann Tomlinson, has proposed a series of
instructional strategies for mixed ability classrooms (2001). These strategies include
compacting, independent projects, interest centers or interest groups, flexible
grouping, learning centers, varying questions, mentorships/apprenticeships, tiered
assignments and learning contracts.

It is important to note that teachers must have some criteria when applying a
certain strategy in classrooms by considerifig.its effectiveness, appropriateness,
content and accessibility. The" differentiated instructional management strategy,

which will be employed inthisipresent study, is tiered assignments.

Tiered Assignments

Tiered assignment "1s “one- of the._"_;r’—riénagement strategies employed in
differentiated instruction. The basic idea df: tiered assignments is that learners can
perform best when tasks are a good match with their prior knowledge and skills.
Therefore, teachers —who use tiered assignment strategies in their lessons — must
create a range. of) dssignments’) ifi lotder=tol fit (the differefices among students.
According to Toemlinson (2001), tiering assignments can be done in three ways:
tiering by contenty, ticting by, process.and tiering by product. This differentiation

strategy concerns students™ learning profiles, interests and readiness.

The aim of tiered assignments is to facilitate students™ ability to formulate a
concept of knowledge based on their existing skills or knowledge. According to
Richards and Omdal (2007), this strategy involves grouping students based on their

prior knowledge and providing them with a range of assignments that is best fitting
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with their ability. To look at this in the aspect of scaffolding, appropriate levels of
assignments will move students beyond their zone of proximal development and
bridge the gap between what students™ already know (students zone of actual
development) and the new concept they need to master (students™ zone of potential
development) (Tomlinson, 2001; Richards and Omdal, 2007).

Following the foundation principle ofitiered assignments, teachers can make it
possible for students to master a ceﬂa{p skill_ byweontrolling the complexity of the
input. Students are also motivated-because they can successfully carry out a task that
matches with their ability and preferénces. Considering the principle of tiered
assignments, Conklin (2007) has pointed (_)ut that this reflects a scaffolding process in
students®™ cognitive development. Therefo-jr_e,fthe term “Scaffolding Assignments” is
also used in Conklin®s (2007) work. as a sﬁjoéﬁtute term to tiered assignments. It is
important to note that the fiering process _(';_;ﬂ-{.be done only when all students are
exposed to the same concept. This is to ensﬁ;é"fhat different routes that students take
will lead to the same destination.

Chapman and-King (2005) have adjusted the tiered model, which was
originally designed;by Tomlinson (2001).dn €hapman-and, King*s work, one initial
step was added to the original tiered model: analyzing students” learning levels. The
term “Adjustable Asgsignments” is then used to pinpoint the rélatienship between
students™ current learning levels and what they need to learn next. The emphasis of
this model is on the gap between old knowledge and new knowledge. A teachers™ job

is to fill the gap by adjusting their lessons for students* learning.
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Characteristics of Tiered Assignments

Heacox (2002), another leading expert in the field of differentiated instruction

has proposed five characteristics of tiered assignments. In order to clarify each

characteristic Heacox has pointed out, descriptions are also provided:

Different work, not simply more or less work: In tiered assignments
the amount.of work, which will be given to students with different
ability levelsydogs not count. What is important is the challenge levels
of the work that will match with students™ background of learning.
Equally sactive: & All studejenlts_ should be occupied with the given
assignments jand should j’le_ffectively perform their roles. Tiered
assignments are n(;t énly des_%gdr-lled to match students®™ preferences and
levels of ability, but also for—thé students to be equally and actively
involved i tasks. it~

Equally_interesting and engaging: Students, who perform tiered
assignments, should feel that they are being treated equally. Providing
students with_task options makes learning more! meaningful for them.
Students will be more motivated te learn the things they like rather
than’being forced to do So.

Fair in terms of work expectation: All students should be studying the
same concept with different levels of challenges that fit their existing
ability. Before distributing tiered assignments to the students, teachers

should make sure that the amount of time provided for each student

and the effort required from students to complete the tasks are equal.
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e Require the use of key concepts, skills or ideas: The attempt of tiered
assignments is to push students to go beyond the ability level they are
on. Therefore, new concepts are always being introduced. Effective
tiered assignments require teachers to provide tasks that address
students existing skills in order to ensure that students can find the
connection between what they are going to learn and what they

already know:

Constructing Tiered Assignments

Tomlinson (2001)¢ has proposedx‘: directions for teachers to create tiered
assignments by relying on the. basic pﬁnciple of differentiated instruction. As
mentioned earlier, teachers can differenﬁ%tf@ jn-‘classroom instruction by adjusting
content, process and product - by consid__éir_i_ri-gstudents" readiness, interests and
learning profiles. When-the adjustment is-in-the form-of making a range of activities
or varied levels of tasks, ticring of assignments will take place. To conclude this,
adjusting tasks, content or.teaching procedures is differentiated instruction. Making
varied levels of tasks;<content ' or<teaching ‘procedures is ‘tiered assignments in
differentiatediinstruetion.

Thus, to create tiered assignments, teachers vary tasks by considering three
different parts, which are: Tiering by content (input, what students need to know and
need to be able to do), by process (how students can obtain key knowledge and

practice essential skills) and by product (output, how students demonstrate what they

have learned) concerning students” readiness, interests and learning profiles.
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Teachers must also establish certain criteria to promote students™ degree of success in
differentiated instruction.
Pierce and Adams (2005) have suggested eight steps in developing a tiered
lesson, which comprises the eight following steps:
1. Identifying the grade level and the subject
2. Identify the learning standard
3. Identify the key concept and generaliZation
4. Make sure students havethe necessary background to be successful in the
lesson
5. Determine in which'part of the ixejgson the content / process / product will
be tiered
6. Determine tiering type (readiness.,-énférest, learning profile)

7. Determine number ofifiers; 8) Develop an assessment of the lesson.

Research on Tiered Assignments

There has .not. been a_.lot ,of .research with, a.focus on tiered writing
assignments in the field of English teaching. To examine this in a broader view, there

is a major study in the«Education field that has paid attention to tiered assignments:

Richards and Omdal (2007) conducted their study with students in an
American secondary science course. Both researchers aimed to determine the effects
of tiered instruction on the students™ academic performance. A quasi-experimental
design was implemented in this study. Seven classes were used as a control group

and another seven classes were the treatment group. Within the same group, students
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were divided into three groups which were: low background students, midrange
background students and high background students. Post-test scores of students from
both groups were compared after receiving tiered instruction. It was found out in this
study that tiered instruction was the most helpful for students in a low background
level because it showed the highest significant differences of low background

students* scores between the control group and the experiment group.

Writing

Many researcheis have mentione;gi; writing as a process that attempts to
transfer writers” ideas to g€aders through nig_as-.éages. A great number of researchers in
the field of second language or forefgn langl-'_lz,éée writing - from past to present — have
been of the same opinion that Wiiting invol'_"_\(;ég."-“several essential language elements,
namely syntactic manipulations, knowledge of vocabulary,-the usage of conventions

in writing as well the development of ideas (Taylor, 1976, Flower and Hayes 1981;

Zamel 1982; Raimes 1983; Silva, 1990; Myles 2002; Hyland 2003)

Raimes (1983), the leading expert in the field of second language writing,
explained that when writers write, they have to €embine several‘language features,
namely mechanics, words ‘choice, ‘grammar, syntax into’ meaningful content and
overall organization of writing. Thus, second language writing is a process, in which

writers try to communicate with readers through purposive work.

To compliment what was being said by Raimes, researchers in the field of

foreign language teaching have referred to writing as a complex process. In this
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process, writers” cognitive domain plays a major role in combining essential
language elements - namely structure, content and topic — when creating meaningful
writing texts to readers (Myles, 2002; Pochanapan (2007). This process of organizing
the language begins with a combination of several letters in forming words - words
that are put together into sentences — and to the next level when sentences are

presented in a form of reading texts (Krittawattanawong, 2008).

Concerning all the-defimitions of writing mentioned earlier, the researcher has
defined writing as a complexs~development of language ability, in which writers
attempt to express theigfideas i a form ‘.of ‘written productions. The combination of
several language elements form the basis;‘fqr writing, which starts from small units
such as separate words or phrases, into bif;rg.er‘_units such as sentences, paragraphs or

free discourse. ¥/

Writing Ability

Writing ability has been referred to as the knowledge of writers in combining
language forms and rules (n order to create texts and suecessfully convey the
messages to the readers. However, being able tofwrite grammati€ally correct is not
enough for complete’communication. What writers shouldbe able'to"do as well is to

write logically so that the writing can be understood by the reader (Hyland, 2003).

A logical sequence of ideas, according to Pochanapan (2007), makes writing
become comprehensible for the readers. Additionally, Krittawattanawong (2008)

mentioned that the writer, who possesses writing ability, must be able to construct
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meaningful texts with correct language structures, expressive vocabulary and

appropriate mechanics.

Concerning the explanations of writing ability mentioned previously, the
researcher has described writing ability as the skills that the writers possess in
composing a written text. This involves their insight in the purpose of writing, the

formulation of ideas and their acquaintance wathithe basic language elements.

How to Assess Writing Ability |

Writing assessment reflects the goals of teaching writing, as it provides the
evidence of students™ writing achievément as well as of certain writing areas that still
need to be improved. In order for teachers to assess students™ writing ability, it is

essential for them to have clear objectiVj?s; for the assessment (Brown, 2004).

According to Brown, writing assessment could be carried out through a variety of

tasks depending on what writing elements the teachers are going to assess.

Writing assessment‘can be carried out through several test-tasks. However, it
is important to note that any form of writing assessment should be as authentic and
relevant to'students™ lives as“possible’ (Hughes, 2003)1 Besides; studénts should be
allowed to have frequent opportunities to participate in writing assessment. To be
exact, teachers should employ continued assessment in writing classrooms, not just a
snapshot of mid-term and final tests (Coombe and Evans, 2001). It is crucial to

employ appropriate scales for scoring students™ writing. Two basic approaches used
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to establish students®™ levels of writing performances - holistic scoring and analytic

scoring - are discussed in the following sections:
1. Holistic Scoring

Holistic scoring provides the overall impression of a piece of writing.
Coombe and Evans (2001), mentioned the advantages of scoring students™ writing in
a holistic fashion that: first, itis a quick and-tchiable way to evaluate writing if it is
used under no time constraiats and if te;chers has been trained how to use the rubric
well; second, it saves time because a nurlnber of writing characteristics can be scored
in a short period of time; thirds certain aspects of writing — that students are not good
at - cannot bring down their/scores as egferything is evaluated as a whole. Brown
(2004) has suggested that helistic scof{ﬂg ‘can effectively fulfill administrative

L F

Jd 3 J‘d.—! . .
purposes. For instance, teachers can use holistic scoring as a placement tool or as a

school report concerning students™ progress.

The followihg “holistic rubric is a part of ACTFL proficiency guideline
(2001), American Council for the Teaching of Foreign-Languages, which provides
descriptors forSpetifying the Competency-levels ¢f llanguage-learners. This holistic
writing rubric contains the total score of 10 points, which are used to classify writers

from Noyice-low to, Superior levels.
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Table 2.1

ACTFL proficiency guideline

Table 2.1 (Continued)



Table 2.1 (Continued)
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9 Analytic ééoﬁng pr(;vides a range of critéria for assessing each aspect
of students' writing. In the analytic fashion, students™ writing is scored on several
writing aspects, rather than given a single score that represents the overall writing

quality. Thus, analytical scoring gives explicit details of students strengths and

weaknesses in different writing aspects (Coombe and Evans, 2001).
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The following analytic writing rubric called REEP (2002) is used to assess
EFL students™ writing performance. In this writing rubric, five aspects of students™
writing are being focused on. These are 1) Content and vocabulary; 2) Organization

and development; 3) Structures; 4) Mechanics and 5) Voice. Each of these writing

aspects contained 0-6 scores, which makes up a total score of 30. The following table

Table 2.2

REEP writing rubric
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Approaches to ESL Writing

This section provides brief descriptions of two main approaches in teaching
ESL writing: Product and Process. Later on in this section, a balance between these

two approaches is discussed.
1. Product Approach

In the early era of writing instruction, geed Writers must produce an error-free
piece of writing. For that reasonyteaching writing in those days involved rules and
principles. Language accuracy 1s highest in the priority list (Hairston, 1982; Scott,

1996; Tompkins, 2008).

Raimes suggested controlled o frée approach (as cited in Scott, 1996). This
approach concerns a range of English Wrifiﬁg,tasks that have shifted from grammar

b i A

manipulations to autonomous writing. Wordflc\}el writers perform controlled writing
tasks, which are mainly about drilling, copying or using specific language structures.
When these writers have mastered such exercises, they-will become more advanced

learners and ready for free-writing. This approach belongs to the product-oriented

category because types;of writing outcomesare the most important thing.

Browin 1(2001), inentiotied jin this “wotk that! thi§ writidg, dpproach mostly
concerned the final writing products. According to Brown, a writer is supposed to
produce a piece of writing that meets the expected set of criteria. The work should be

grammatically correct with appropriate forms of writing.

Likewise, Sokolik (2003) pointed out that the product approach writing

judged the value of a good piece of writing by the correctness and the
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appropriateness of grammar, organization and the content. Moreover, the rules in
writing gained more attention over the function of writing. As a result of this, writing
classrooms that support product writing usually require students to copy models of

writing rather than freely expressing their own ideas.
2. Process Approach

Process approach was mmplemented intcaching writing, long after the product
approach. Fundamentally, this approach emphasizes on the entire writing process
rather than the final ettcome. Therefote, writing involves constructing a piece of

writing work and extending its'meanings.

Murray (1972) stated that process;';_\;/-riting is a continual language learning
process, which is carried gut throﬁgh unﬁms‘hed writing. Murray proposed three steps
of process writing including “pre=writing, ;Wﬂ-ting and re-writing. Additionally,
Flowers and Hayes(1981) introduced a proéess writing model, which involved
planning, sentence geheration and revising processes. According to Flowers and

Hayes, process writing-provided a cognitive challenge to'the writers. The production

of the written téxtstled foth€plrSuing 0f the:wiiting goal.

Moreover, Tompkins (2008) mentioned=in her book, “Teaching Writing:
Balancing Process” and’ Product, that” process' writing 1s” an' observation of what
students think and how they deliver it through written messages. Such a process of
writing includes pre-writing, drafting, revising, editing and publishing (Hairston,
1982; Scott, 1996; Sokolik 2003). Similarly, Sun and Feng (2009) pointed out that
process writing consists of several stages, which are prewriting, drafting, peer or

teaching editing, revising and publishing.
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Additionally, Hairston (1982) supported the revolution in the teaching of
writing from product-oriented approach to process-oriented approach. He accepted
that writing takes more time in the process writing, but is often more effective.
Barnard and Campbell (2005) have pointed out the insight of process writing that it

emphasizes the development of learning writing strategies and discourse techniques.

Leahy (2002) has supported process writing by focusing on collaboration
between teachers and students i writing lessons:In-his work Leahy has pointed out
that it is the teachers™ responsibility to create an orchestration process in teaching

writing. Therefore, teagherssmust be acquainted with six stages of constructing a

writing assignment: 4

1. Designing the assighment &

¥

i

As stated by Leahy, the sté;gé‘:-“of designing a writing assignment
should involve both teachers ard students. Not only.do the students have to design
the writing task, but théy also have to write it. Consequently, all students are able to

play an active role in order to reach the terminal objective of the lesson.
2. Deyveloping the grading criteria

Leahy has:proposed| a' udidue séquénce’of “constricting a writing
assignment, by emphasizing writing evaluation as an initial stage. To evaluate
students®™ writing, teachers must develop categories of aspects of writing. It is also
necessary for the teachers to define characteristics of work that will gain the highest
score and work that will gain the lowest score. These evaluation characteristics

should be made clear for the students before they begin writing.
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As said by Leahy, evaluation will be used in the last process of
writing, however, it should already be created before the writing starts so that

students know what they are expected to do in their assignment.
3. Composing the draft

Drafting is the stage, where students must work by themselves. During
the drafting process, students are expected-fo.experiment with different types of

composing strategies that are-best fitting with theirthought process and writing style.
4. Revising'thedraft |

According to'Lgahy, the révision stage, at which writers try to perfect
their writing work, is the most essential stage of writing. In order for the students to
effectively revise their piece of writing, teachers should provide them with enough

pd

time and helpful guidance. As suggested bnyéélhy, class-peer review of writing can
be implemented in classrooms. Students have to exchange their pieces of writing and

give their opinions abeut the other student™s work by-following a provided set of

criteria. Peer-review will be effectively carried out under the supervision of teachers.
S: Submitting the finished paper

Leahy has suggested.the stage of submitting the writing product as an
opportunity for teachers and students to communicate. To promote useful
communication between both parties, students will be required to write their
reflection about their writing product, regarding how the product was written and

how they feel about it.
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6. Grading and responding the paper

The last stage of conducting writing assignments in classrooms
involves evaluating and judging the quality of writing aspects. Writing teachers have
a major role in responding to students™ writing by pointing out their strengths and

suggesting how the writing can be improved.
3. A Balance between Product Writing.and Process Writing

There have been several discussions over the advantages and the limitations
of product writing and psocess wtiting in teaching L2 students to write. One of the
earliest sources of the cuificisms took plagé during the period, when process writing

was introduced in order to substitute the product approach in writing.

Murray (1972) had stated .an-his work the downsides of product writing. As

b i A

said by Murray, most language teachers assi_gr_l‘ students to work on a particular piece
of writing and often judge the V‘alue of that W;)I‘k by leoking at the finished result.
What was being ignored was the process of how writeis created their work, which
was certainly more valuable for teaching composition than the final results. Product
writing should” be.. substituted | by process writing.. To eompliment Murray”s
statements, Zamel (1982) had also”suggested that process writing, which was an
appropriate approach for L1 teaching, would also be beneficial for L2 writing in the

process of language discovery. Hence, the process approach should as well be

deployed in teaching second language students to write.
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Later on, there were also other researchers, who criticized the use of process
writing for L2 students (Johns, 1986; Horowitz 1991). According to John and
Horowitz, process writing is not applicable in L2 writing classes, during which
students are required to produce an in-class writing product. Process writing is

therefore no longer appropriate for impromptu writing.

Additionally, process writing is an effeciive way to teach L1 writing because
the native speakers already -have a basie control ever the languages. The major focus
for L1 writer is not on the.gfammatical structures, but the ideas, the organization and

the construction of thetext. Therefore, proqess writing has certain drawbacks which

are inadequate for L2 writets. 4
As the criticisms of using each of these fwo writing approaches alone were

¥

being raised by several educators; a moderff‘:iz]e!yy of the writing instruction has given
importance to the balance of both product.\;.ri_ging and process writing. These two
approaches should be-cimployed-together-in-L2 wiiting classrooms. A product is the
ultimate goal of writing. In order to reach the goal, process writing has to take place.
Therefore, a good piece of writing must go through a process of pre-writing, drafting,

revising and editing. Without ‘the“writing ‘product; there will be no ending in the

process (Brown; 2001 ).

Additionally, Scott (1996) suggested that it is necessary in a second language
writing classroom to emphasize students understanding of both language structures
and content. The purpose of this is to provide students fundamental control over the
use of language regarding word choice, grammar, sentence structures, content,

presentation or even process of writing.
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Moreover, Dorn and Soffos (2001) have proposed in their book that students
can successfully write when they are equipped with three connected skills:
comprehension of ideas, expressive language and facilitated with mechanics.
According to Dorn and Soffos, accumulation of ideas is the first step of writing. A
writer thinks of what they need to express before moving on to the second step,
which is about conveying their messages through words. The second step involves
drafting, revising and extending the writing=Works The third step has to do with
readjusting the piece of ' Writing by considering purpose of writing and audience. All

three skills require meaningfulfeedback from teachers or more capable writers.

Writing Instruction

Sokolik (2003) proposed the undéﬂ&&‘ng principles of effective writing
instruction. To create successful writers; teachers should 1)-understand their students”
reasons for writing;.2) provide many opportunities for students to write; 3) make

feedback helpful and meaningful; 4) clarity for themselves and students how writing

will be evaluated.

Similarly, Gabrielatos (2002) proposed a teaching writing framework, which
involves -four main components “including awareness-raising, support, practice and
feedback. In addition, Leki (2003) suggested the ways to make second language
writing instruction become useful and effective for students. Mentioned in her work
is that effective writing instruction should address students needs and emphasize on

students* background knowledge and experiences.
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In order to support Leki“s statements, Williams and O*Conor (2002)
suggested that teachers should embed differentiation in writing instructions,
concerning the differences among students. According to these two leading experts, it
was vital for teachers to pay attention to students™ entry writing ability and to take

part in students™ potential development by providing them with extra support.

Writing Tasks

Scott (1996) recommended that effective writing tasks must relate to students*
lives so that they are mofivated to think a;lﬁd communicate their ideas. Students will
act accordingly to the writing ffopic” that interests them. Good writing tasks will

trigger their background knowledge as well a,s their personal experiences.

i

1. Types of Writing Tasks

Brown (2001 suggested five types of classrootii writing tasks. These are:
imitative or writing down, intensive or controlled, self~writing, display writing and

real writing.

e [mitative or writing down: Refers to English writing tasks that allow
students\/to write; based. on| whaty they hear from | teachers. What
students write down can be in a form of letters, words or even

sentences. Writing tasks that fall into this category are dictations.

e [ntensive or controlled: Deals with tasks that aim to test students®

knowledge about grammar. Therefore, these tasks require students to
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perform their understanding in using certain grammar rules; students*

creativity is not focused on in controlled writing tasks.

e Self-writing: Can be in a form of note-taking to journal writing, in

which students record their understanding, thoughts or feelings.

e Real-writing: Stands = for/ writing tasks that reflect real-life
communication. Real-writing isdivided into three sub-categories.
First, is_,académic wg-liting, where. students exchange learned
information owith each other and with an instructor. Second, is
vocational Or téchinical writing, which students are required to write

for their oecupational pufpos'es, such as filling in forms. Third, is

personal writing — such as diaries, letters, post-cards, notes, personal

+ ."
A4

messages or otherinformal writing that aim for a genuine exchange of

information.

Teaching and Learning English Writing in Thai Secondary Schools

In order to fill in the literature in this section, the Thai Basic Educational Core
Curriculum B.E. 1255 1, (2008)-was| reviewed. Thé main purpose ef this process is to
find the out the standards and indicators in English writing stated in the national
curriculum. The information here is used as a part of constructing lesson plans and

English writing tasks of the present study.
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1. Standards and Indicators in English Writing based on the Thai Basic

Educational Core Curriculum B.E. 2551

The Thai Basic Educational Core Curriculum B.E. 2551 (2008) clearly stated
the ultimate goals of learning foreign languages, being that students must have
positive attitudes towards learning foreign languages and must be able to use the
languages as a means to communicate i a-varicty of situations and as a means to
seek for knowledge. By studying foreigi ‘languages, students are expected to use their

knowledge to further theif education, understand diverse cultures and at the same
\

time fully appreciate the Thai values they.possess.

As indicated by the Thai Ministr}lj. of Education, these goals are constructed

by four related elements in learning and;-*-teéi‘ching foreign languages. These four
b I

elements are: language for communication, ;_],anguage and culture, language and

relationship with other learning areas, and lahgﬁage and relationship with community
and the world. To  combine the four elements mto a -narrower view of foreign
language learning and feaching - namely English writing learning and teaching —

students will be.able to:
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Elements in Learning and Teaching Foreion Languages Expected Writing QOutcomes

Language for Communication — %  Write in English in order to exchange

data and information, 1o express feelings
and opinions, to interpret and present
data in various fields

Language and Culture ———  Write in English while acknowledging

the similarities and differences between
"Efyghsh and Thai, in terms of language

tn’d/ culture
-
Language and Relation ship»-vm'h —r’ Writein English about various fields of
Other Learning Areas f,z" | interest
Language and Relation ifh, -—lp Wiitein English about various situations and
Community and the Wor Z 4“2 & for different purposes
r L= —

Figure 2.2

Expected Engli rltmg Ouj;comes in Relation to the Four Elements

. f‘4
o i

in Learning and eachlng For"e’fgn Languages, the Thai Basic

Educational Core @urrlculum B‘EQSSI (2008)

SN -

£)

u i_-

Specifically m’ the educational standards and meflcators of grade ninth's

performance, with regarﬂ to English writing, students will be able to:

Wirite various| forms:of non-text'information related to sentences and
texts that they have heard or read. Specify the topics, main ideas and
supporting details and express opinions about what they have heard or
read from various types of media as well as provide justifications and

illustration

Write for an exchange of data about themselves, various matters
around them, situations and news of interest to society. Write to show

needs; offer and provide assistance; accept and refuse to give help.
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Write appropriately to ask for and give data, describe, explain and
compare. Write to describe their own feelings and opinions about
various matters, activities, experiences and news/incidents. Write to

summarize the main idea/theme

Compare and explain similarities and differences among various kinds

occupatloqs travel for touri ism, provision of services, places,

AL ALNIINEIDD T s 210
awﬁﬁﬁ“ﬁ*ﬁfumwmaa

e Write in compound and complex sentences to communicate in various

contexts
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This list of the ninth grade*s standards and indicators is taken from the basic
Educational Core Curriculum, Learning Area of Foreign Languages, B.E.2551
(2008). Some adjustments have been used to confine the focus only on English

writing.

In addition to what is expected in the English curriculum regarding students®
English writing, English teachers nowadays have another responsibility in boosting
process writing in English-elassrooms: The reason for this is that the Ministry of
Education has launched .a*new educational policy called “World-Class Standard
School”, which is nowin the rial peric;‘d._‘_One of the characteristics of word-class
standard schools is thatStudents mustbe able to write “Extensive Essays”. In order to

encourage students to write €xtensive esséys, it 18 necessary to teach English writing

skills and strategies in secondary Edglish classrooms.

b i A

2. Problems Found in Learning and.?_.’[_‘_'eaching English

Looking at the latest results of the O-NET test, the'average score of English
subject - obtained by ninth-grade students - is the lowest compared to other subject
areas (National Institute of'Educational Testing!Setvieey 2010). The average score is

16.19 out of 100:

When'examining closely to the frequencies of scores that ninth=grade students
gained from the English subject test (O-NET 2010). It could be seen that there is a
high variation between these ranges of scores (S.D. = 14.71). The range of scores that
contains the highest frequency is from 10.01 to 20.00. This means that 38.47 percent
of ninth-grade students, who took the O-NET test, gained the scores in this range -

which is considered to be quite low. Thus, the results from the O-NET test lead to the
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conclusion that most of the Thai ninth-grade students still have limited English

ability and skills.

The Thai Ministry of Education has drawn a mission plan in order to enhance
the quality of learning and teaching English in the Thai education system (2006-
2010). In this plan, they have reviewed problematic situations found in English
classrooms. These problems come from four main aspects: teaching methodology,

teachers, students and classroom environments.

o Teaching methodology.#Iv is claimed by the Ministry of Education that
methodology used! in' teaching English in classrooms mainly concerns

et

memorization of grammatical strt;ctures and vocabulary. Students lack the

opportunities to engage in‘English activitics, which integrate all four language
")

skills (listening, speaking, reading gﬁaiwriting). The students are not able to
use language for ,,chrnunicatiQ:_-_’_qurposes. Besides, the teaching
methodology Used-in-English-elassiooms—often lacks a good variation of
activities and does not respond to students”™ different backgrounds. Moreover,
Thai classrooms often have a large Size, which makes it hard for teachers to
deliver their lessons and observe students™ progress.

o Tedchersy Abcotding 40 the ministry of\education; problémstin learning and
teaching English writing also come from the limited ability of English
teaches. As said in the mission plan, many Thai teachers, who teach English,
do not have enough grounded English knowledge. They find it difficult to

teach skills, which they themselves do not really possess. Thus, teachers*

ability to create lesson plans or teaching materials is not yet on a satisfactory
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level. What is commonly found in classrooms is that teachers often provide
all students with the same writing materials. Certain activities are selected by
teachers to use in classroom only if they are not too difficult for the teachers
themselves.

e Students: Students are not able to use the language for communication.

e Classroom environments: Classrooms€nvironments do not support the use of

language for communication.

Summary

Based on the ‘literature review, differentiated instruction is a teaching
philosophy that addresses every individual sstudent in the learning process. This

i

instruction is based on the premise that stu_({éir?té}earn best when lessons match with
their readiness levels; interests and learning pfoﬁles. A‘number of strategies have
been used in order to differentiate classroom instructions: use of tiered assignments is
one of them.

Basically, tiered assignments strategy deals with providing a range of tasks,
which are considered to_be_ the most appropriate for_ students® different needs.
Teachers; employ the ticred strategy by varying classtoom contént, process or
product. The principle of tiered assignments is to enhance students” learning
capabilities by providing them with a range of tasks that match their individual needs.

In order to construct tiered assignments, teachers must know what is to be

taught as well as students™ existing knowledge in certain a subject area. Teachers

must also identify parts of the lessons that will be tiered (content/process/product) as
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well as characteristics of tiering (based on readiness/interests/learning profiles).
Creating tiered assignments is not yet a completed process. Teachers must also
design assessment plans in order to evaluate students™ performance after working on
certain given tiered assignments.

The Thai Ministry of Education has attempted to address individual
differences amongst students in mixed-ability classrooms. All students should be able
to equally access the content-and reach theirHighest potential in every subject area,
thus also the English subjecte"Considering the purpose of the Thai ministry of
education in providing all"students equal access to education regardless of their
differences, differentiated instruction, anxd also tiered assignments should then be

employed in classrooms.

The literature review discusses two fnajor approaches in ESL writing, which
are product approach (focusing-en final ertljng outcomes) and process approach
(concerning how a piece of writing is .c.(‘).n“;tructed). These approaches can be
combined in order to Create successful instruction for tecaching writing. Definitions of
writing ability as well as writing assessments are discussed in the review. Two basic
forms of writing assessments, namely holistic| scoring (description of the overall

writing performance) and analytic scoring (expligit details of writing performance

concerning different aspects) are explained.

To conduct a study in the context of Thai secondary schools, it is necessary to
review what is expected in the area of English writing based on the Thai Basic
Educational Core Curriculum B.E. 2551, along with problematic situations found in

learning and teaching English in Thai secondary schools. Based on the O-NET
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results, it is found that Thai ninth-grade students have very limited skills in English.
As it is said by the Thai Ministry of Education, this problem stems from several
causes: Ineffective teaching methodology, incompetent teachers, low-English

proficient students and unsupportive classroom environments.

A Gap in the Literature

The important chataeteristics of differentiated instruction and tiered
assignments, as well asgthe guidelines for implementing these two instructional
methods are provided in the literature .f_‘e’i/iew. The benefits of these methods in
enhancing learners” mogivation aﬁd aca&gﬁic performance are also included. As
explicitly stated in this review, di-ffe-rentia‘t-zé-(ii ihstruction and tiered assignments have
been found in several classrooin examplesés;"fvell as national curriculums. Tiered
assignments have also been iniplemented'i'!.r'i'_"s';édondary Science classrooms in the
study of Richards and Omdal (2007). In their study, effécts of the instruction in
enhancing students™ performance in Science subject were-closely observed.

However, thetetate Certain (points thatithe diterature, réyiew has not covered.
The first point is'the implementation of tiered assignments in teaching EFL writing.
The se¢ond point deals with the construction of writing tasks in, tiered fashion. The
third point relates to assessments that concern individual students” development
while receiving tiered tasks and after a new level of tiered tasks has been given. The

last point has to do with the opinions of the students, who directly experience the

instruction.
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Taking these points into consideration, the researcher has combined basic
principles of teaching and assessing EFL writing in constructing differentiated
writing instruction by tiered assignments. The analytic form of writing assessment
has been used in the study in order to establish students™ individual improvement in

writing. Students” opinions towards the instruction have been investigated. The next

section of the literature @Wﬂcwmal framework of the present
study.

Conceptual Framew

ﬂ'lJEl’JVIEMﬁWEJ\’]ﬂ‘i
ammmm UA1AINYAY

Figure 2.3 Conceptual Framework of the Study

The conceptual framework was constructed based on the implication of tiered

assignments, which is one of the strategies in differentiated instruction (Tomlinson,
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2001). The intervention of this study was to blend differentiated instruciton and tiered
assignments into an actual method of teaching EFL writing. Therefore, the
intervention of this study was called ,,Differentiated Writing Instruction by Tiered

Assignments*.

Throughout the whole process; of differentiated writing instruction by tiered
assignments, students* readiness levels of writing were taken into consideration. Parts
of the lessons which were tiered inecluded the jeontent™ of writing topics, the
,process” of learning though gwoup or pair work, as well as the writing ,,products®,

|
which were the expecied outcomes for participants from different writing ability

levels. 4
To apply the intervention in an actual‘classroom, students were divided into
¥,
three different levels, which were Apprentic‘é; Intermediate and Advanced. Then they
received tiered writing tasks, which matche.d-_._th_(?ir, current ability levels (Tier A tasks
for Apprentice writers, tici-B-foilatcimediate wiiteis,L1er C for Advanced writers).

During the lessons, students were able to work together in pairs/groups, as well as to

create their own individualproducts accordifig to their tiered level.

It was expected that students’ ability to write in English would improve after
experieficing differentiated writing instruction by tieted assignments: The arrows in
the framework illustrated that the students were expected to move from their current
stage of writing ability to a higher one. Even though the free discourse level was not
included in the framework, it is considered to be the ultimate goal of writing as a

communication tool.



CHAPTER III
RESEARCH METHODOLOGY

As already mentioned, this study aimed to investigate the effects of
differentiated writing instruction by tiered assignments on writing ability of ninth-
grade students and to explore their opinions about the lessons based on tiered
assignments. This thesis chapter begins with _the overview of the research design
employed in this study. Nexit; the populgtion and sample of the study are introduced.
The details about research procedures, research instruments are also explained. This

thesis chapter ends with the'data collection and the data analysis.

Research Design :

i

= ‘-J

This study employed one-group pr_effc_:st-_l-_prosttest, quasi-experimental design.
To measure the effects of the writing instruction, both qualitative data and
quantitative data were collected and analyzed. The imndependent variable of this study
was the differentiated writing instruction by tiered assignments. The two dependent
variables were 'students™ wwriting_ability: and [students” @pinions towards the

instruction, Figure 3.1 presents.the design of this Study.

0] X (0]
O means pre-test and post-test of the study
X means the treatment which was differentiated writing

instruction by tiered assignments

Figure 3.1  One-Group Pretest-Posttest Design of this Study
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The quantitative data, drawn from the comparison of pre-test and post-test
results, was used to prove the effects of differentiated writing instruction by tiered
assignments in enhancing students overall writing ability. Besides the pre-test and
post-test results, students™ writing products were also analyzed quantitatively based

on the scores obtained from the writing rubric.

The qualitative data was obtained fromn the analysis of the individual student™s
pattern of writing development. Following the writing rubric as a guideline, students™
writing behaviors, changgs#in their English writing as they moved along to another

level of writing were dis€ussed in order to confirm the effects of the instruction.

In the present study, Students™ opinions towards the instruction were also
investigated. The qualitatiye data elicited from the interviews was examined, coded
and analyzed to report how the.students thil:ﬂ}'_ about the writing activities employed

differentiated instruction by ticred assignrﬂé_:n_t_'s_ and how the students could gain

improvement in their wiiting-ability:

Population and Samples

1y The poptilation;-of the study Wwas ninth-grade Stadents inThai secondary

schools

2. The participants of this study were 12 ninth-grade students from a mixed-
ability class. The participants were studying Standard English III at Triamudom-
suksapattanakarn Ratchada School, Second Semester, Academic Year 2010. The

criteria for choosing these participants were:
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First, they must come from different ability levels. Out of the group of twelve
students, four students came from the Apprentice level, another four from the

Intermediate level and the remaining four from the Advanced level.

Second, the students - who were chosen to be participants of this study - must

attend the class regularly. Since t ’ icipants of this study were required to
|

complete twelve writing task: %iderable amount of work — they

must be honest and punc sez@ld be collected easily.

Research Procedures

assignments. The second phase : fivolved the implementation of the instruction. The
EEZNE
third phase entailed mployed in teaching English
\7 A
writing. Figure 7 pres ; eﬁ procedures.

AUEINENINYINg
RINNIUUNIININY
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Phase 1: The preparation of differentiated writing instruction by tiered assignments
Stage 1.1: Specify the population and participants

Stage 1.2: Conduct the literature review: theories, related documents, previous

studies
Stage 1.3: Construct lesson plans and other research instruments

Stage 1.4: Validate/Pilot lesson plans and other research instruments, and make

some revisions

Phase 2: The implementation of differentiated writing instruction by tiered
assignments
Stage 2.1: Explore studeénts* current writing abilities
- Administer the English writing test (Pre-test)
Stage 2.2: Grouping&tudents uising writing rubric
- Establishing students"wr'-i:ting ability levels
Stage 2.3: During the experiment :
- Conduet the instruction 7_‘ _‘, !
- Observe studeris improverhéﬁt.-‘in writing using writing rubric
Stage 2.4: Check students® progress after.?_thg':.experiment

- Administer the English writing test (Post-test)

Phase 3: The evaluation of differentiated writing instruction by tiered assignments

Stage 3.1: Analyze.the effectiveness of the instruction

-'Compare mean scores of pre-test and post-test within each group

of the participants

-Analyze students’ patteriof wiititig iniprovement; changes in writing

behavior ‘as they move ‘along to a higher writing abilitylevel
Stage 3.2: Elicit students™ opinions towards the instruction using the interviews

- Analyze the interviews

Figure 3.2 Research Procedures
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Figure 3.2 suggests that there were three main phases in the research
procedures. Each phase consisted of a small number of sub-phases. To give the
readers an understanding of the procedures of this research, the essential details are

as follows:

Phase 1: The Preparation of Differentiated Writing Instruction by Tiered
Assignments
The first phase of the sescatch procedures had to do with the preparation of
differentiated writing inséfuction by tiéred assignments. The population and the
participants of the study were speciﬁedé d”.l“he review of literature was conducted.
Research instruments weié constructed. The research instruments were also evaluated
in this phase of the procedures. The detailé-':i;)fﬁ[he instrument validation, pilot testing

vl

and revision processes are presented in the next part of this chapter.

-

Phase 2: The Implenigntation of Differentiated Writing Instruction by Tiered
Assignments-.
The secondsphase;of-the overallyprocednres mainly-dealt-with the collection of

data. The detailsiof the data collection process are included in the explanation.

Stage 2.1, 2.2 Week 'l

The quantitative data was obtained from the pre-test. The English writing test
was distributed to the participants in order to measure their current abilities. The

writing rubric was used to score students™ writing. The scores obtained from the
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rubric played a role in identifying students® writing ability levels based on their pre-

test results.

Stage 2.3 Week 2-9

This stage was the experimental stage. Differentiated writing instruction by
tiered assignments was the intervenfion given to the participants of this study.
Following the principle of the instruction, indivadual participants had to perform a
writing task every week. In.order to evaillate theirwiiting products, the same writing
rubric was used. The quantitative data was obtained from their scores based on the

writing rubric. Students™ writing products were also analyzed.

Therefore, students™ writing produ‘;“&itsﬁ and their obtained scores were used to
decide whether they were supposéd to move,to :the next writing level or not. To make
sure that the increase of student§*“scores re@?‘.‘éame from the improvement of their
writing, they had to-maintain this level of wrfﬁng in.the next task. After they had
proven this, a higher level of tiered tasks was assigned fo them in relation to an

increase of their writing performance. Those, who did not yet show a sign of

improvement, still teceived the’same tieredwritinglevel:

Stage 2.4 Week 10

The post-test was distributed to the participants in this stage to examine
students™ improvement after having experienced the writing intervention. Students”
mean scores of the pre-test and the post-test were analyzed. The data collected in this
process was used to test the hypothesis that differentiated writing instruction by

tiered assignments was successful in enhancing students™ writing ability.
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Phase 3: The Evaluation of Differentiated Writing Instruction by Tiered
Assignments

The third phase was the evaluation of differentiated writing instruction by
tiered assignments, which was done in week 11. In this phase, students* overall mean
scores of pre-test and post-test were compared. The writing products of all twelve
students were analyzed in order to explores the improvement in their writing
concerning the four different aspects of wittiige«The changes in students™ writing
behaviors as they moved alongto-a higher writing ability level were also discussed.
Also in this phase, theginterviews with the participants were conducted. The
qualitative data was obtained from the co.r}:[’é.:nt analysis of the interview sessions. The

aim of the interviews wagffo obtain the answer for the second research question.

Research Instruments

There were instotal five research instruments, whiéh were used together to
answer the research “questions of the present study. These instruments were
categorized basedton (the putposé of fuse. Thisfcriterion ded to two categories:
Instructional tools and Data collection tools. The research instruments are described

as follows, grouped. per, category:
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1. Instructional Tools

This category of the research instruments, which was employed in this study,
was closely connected to differentiated writing instruction by tiered assignments.
These instructional tools were used in delivering the writing instruction. The two

research instruments in this category wetelesson plans and writing rubric.

1.1 Lesson Plans

Lesson plans were guidelines for the researcher to conduct differentiated
writing instruction by tiered assignments. The lesson plans were constructed by
teaching writing instruction proposed by Etmter (1982). Each lesson plan began with
,»An Anticipatory Set™ and ,,Teachef Input‘iirii order to lead students to the lesson and
to introduce students to the main c-zoncep;tx‘;.:"l"i;e next stage in the lesson plans was
,,Guided Student Practice™, in which studentg;r‘écticed using the concept (introduced
in the previous step)-in group/pair tiered tas'kfs"'.:Affer that, the whole class shared their
task results in ,,Debrieﬁng" stage. Students worked individuélly on tiered assignments

according to their writing ability levels during ,,;ndependence Practice™ stage. This

was done in order to iniprove their uinderstanding anid deéyvelop their writing skills.

Each lesson plan contained‘title, time, standards and indicators, objective,
focused concepts, types of writing, materials and evaluation. The flow of the lesson,
cooperated with tiered assignments, was also presented here. The elements of tiered
instruction, which were: content, process and product, were included in the lesson

plans.
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The first element, which was 'Tiered by Content™, was employed on the in the
,Independent Practice™ stage. In this stage, the students were able to choose to their

own writing sub-topics according to their interests.

The second element, ,,Tiered by Process™, was implemented in the ,,Guided
Student Practice™ stage, in which students tried to make sense of the new concept
being introduced in the lessons through /different levels of writing tasks, using

different types of materials:

The third element, Ficeed by Product™, was the focus of the ,,Independent
practice* stage. In this stage, stidents were required to complete an individual writing

assignment following different expected oi}tcomes set by the teacher.

The researcher constructed lesson p_lé_i,ns' based on writing skills that needed to
be focused on as well as the thrée tiered activities. The procedures were created with

consideration to how, students could develop essential .writing skills from class

interaction and appropriate level of tiered assignments.

Validity of.Lesson Plans

Three experts, who had mor€ than five years of EFL teaching experience and
had taughttEFL ‘wiiting asiwellyweéré inVifed 'to” validaté three Cxamples of lesson
plans (APPENDIX A). Each of these three lesson plans focused on different writing
styles: Lesson Plan 1, descriptive writing; Lesson Plan 3, comparative writing;
Lesson Plan 8, narrative writing. Content, process, product, and the implication of
tiered assignments to teach students writing were the main focus points of the

validation process. The evaluation form contained a three-rating scale for each
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component of the research instrument and a written suggestion part. The three-rating

scale of the experts™ opinions is described as follows:

1 means the item is appropriate

0 means not sure

A
o~ i e
# .'{L-J."
10C means * the index of congruence

_AZTRIIAN I

R u the op1 ions of the experts
; )
N M C expert

J - U
Based o tey sed_in the calculati f the 10C value: if the IOC
value is higher%ﬂé , iieﬁ ﬂtﬁﬁ:ﬂﬂgﬁnﬁs accepted; if the IOC
. ¢ — . o/
A RTRIA T RTIANEYA Y

The results from the evaluation of the lesson plans are reported in Table 3.1 —

3.3.



63

Table 3.1

The percentages indicating experts’ opinions about the lesson plan (Lesson Plan 1)

Experts’ Opinions

Not

It i
ems Appr((i[))rlate NOE 0s)ure Appropriate TOC
D
1. Content/Process/Product
3 0 0
1.1 Outcomes (100%) (0%) (0%) 1
Instructions
. -2 0 1
1.2 Apprentice (66.7%) ©%) (33.3%) 0.3
. 2 0 1
1.3 Intermediate (66.7%) 0%) (33.3%) 0.3
3 0 0
1.4 Advanced (10:9%) (0%) (0%) 1
Assessments _
. : 3.4 0 0
1.5 Apprentice 2(100%) (0%) (0%) 1
. p. 0 1
1.6 Intermediate (66.7%) (0%) (33.3%) 0.3
I ) 0 0
2. Applying Tiered Assignments-to Feach Students writing
2.1 An Anticipatory Set — = 15 0 0.67
WHOLE CLASS ~/ (66.7%) (33.3%) (0%) )
2.2 Teaching Input — 2 0 1
WHOLE CLASS (66.7%) (0%) 333%) 03
2.3 Guide Student Practice =
GROUP/PAIR WORK P 0 1
(Tiered by process through (66.7%) (0%) (33.3%) 0.3
group/pair assignments)
2.4 Debriefing~ 3 0 0
WHOLE CLASS (100%) (0%) 0%) 1
2.5 Indepéndent Practice —
INDIVIDUAL WORK
(Tiered by content and by 3 0 0 |
product through individual (100%) (0%) (0%)
assignments)
. 2 0 1
2.6 Conclusion (66.7%) (0%) (33.3%) 0.3
Grand Mean Score of IOC 0.73

Note: N=3
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Based on the results shown in Table 3.1, many elements in the lesson plan
were acceptable because their IOC values were greater than 0.50 — in the items 1.1,
1.4, 1.5, 1.7, 2.1, 2.4 and 2.5 to be exact. On the other hand, there were also some

elements with an IOC value lower than 0.50: in items 1.2, 1.3, 1.4, 2.2, 2.3 and 2.6.

When looking at the grand mean score, which is 0.73 (IOC > 0.50), it shows
that all in all the experts were satisfied with'the lesson plan. The experts had also

given their written suggestions-about this research-mstrument, which were as follows:

Expert A: Let the students do one more parallel activity, such as practice identifying
adjectives and neuns. Teacher can add a couple of nouns and adjectives in

Tier A group/pair worksheet.

Expert B: Cannot identify. activities deploYéd-during » leacher Input” stage for some

learning outcome. Tiet-A group/péi_frttéisk seems more difficult than Tier B.

In the ,Conclusion® stage, more details about activities should be reviewed.

Expert C: Setting up -the outcomes for the students ii the Intermediate level, be
specific between ,,complex sentence™ and compound sentence™. According
to Expert.C, compound Sentences would be most suitable for students in

this level as complex senténces would besfar too compli€ated for them.

Based on the written comments the experts had given, this lesson plan was
then adjusted. First of all, one activity was added during the ,,Teacher Input” stage.
This activity was about identifying differences between adjectives and nouns. After
that, the revision was done in Tier A group/pair worksheet and Tier B group/pair

worksheet, in order to make a clearer distinction between these two levels. In terms
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of the writing outcomes, the expectation that students would be able to write
»oomplex sentences™ was changed into ,,compound sentences®. The lesson plan was

revised according to the experts*™ opinions.

Table 3.2

The percentages indicating experts’ opinions.about the lesson plan (Lesson Plan 3)

\Exmr_ts Opinions

I
Not
It
cms mate Not sure Appropriate 10C

1. Content/Process/Produgct

1.1 Outcomes g 0 0 1
e @o ,») (0%) (0%)
Instructions y
. 0 0
1.2 Apprentice / y J(]OO%%,__ - (0%) (0%) 1
. 0 0
1.3 Intermediate = .(100%) (0%) (0%) 1
1.4 Advanced T 8 T 0 1
¢ Advance o (100%) (0% -, (0%)
Assessments : ;
. T 3 aTi 0
1.5 Apprentice 1y, (100%) (0%‘) (0%) 1
. 3 0 0
1.6 Intermediate (190%) (0%) (0%) 1
3 0 0
1.7 Advanced (100%) (0%) (0%) 1
2. Applying Tiered Assignments to, Teach Students writing
2.1 An Anticipatory Set — 3 0 0 1
WHOLE CLASS (100%) (0%) (0%)
2.2 Teaching Input — 2 1 0 0.67
WHOLE CLASS (66.7%) (33.3%) (0%) ’
2.3 Guide Student Practice —
GROUP/PAIR WORK 3 0 0 1
(Tiered by process through (100%) (0%) (0%)
group/pair assignments)
2.4 Debriefing — 3 0 0 1

WHOLE CLASS (100%) (0%) (0%)
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Experts’ Opinions

Not
It i
ems Appropriate  Not sure Appropriate  10C
1) 0) 3
-1
2.5 Independent Practice —
INDIVIDUAL WORK
(Tiered by content and by 3 0 0 |
product through individual (100%) (0%) (0%)
assignments)
. 3/ 0 0
2.6 Conclusion (100%) (0%) (0%) 1
Grand Mean Score of IO€ nd 0.97
Note: N =3

Table 3.2 (Continued)

Based on the results shown in_Table 3.2, all of the elements in lesson plan 3
were acceptable becausg their IOC values were greater than 0.50. The grand mean
score was 0.97 (IOC > 0.,50), which'shows that all in all the experts agreed that the
lesson plan was functional. The €xperts had also given their written suggestions about

this research instrument, which were as follows:

Expert A: The worksheets in Tier A and Tier B levels-are very similar. Therefore,
some clue words, given to both tiers in ,,Guided Student practice®, should

be different.

Expert'Bi Pictures of houses ‘used in the first |,Guided 'Student Practice™ stage should

be included in the last part of the lesson plan.

This lesson plan was adjusted according to the experts written comments.
First of all, a set of word banks were added to Tier A worksheets in order to make a

clearer distinction between the levels of support that Tier A and Tier B give to the
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students. Additionally, pictures of houses are added in the last part of lesson plan in

response to Expert B*s comment.

Table 3.3

The percentages indicating experts’ opinions about the lesson plan (Lesson Plan8)

S\17

xperts’ Opinions

—~ P
Items ‘::-:‘Appr ria!é?bt sure Not .
— ——('0) Appropriate 10C
—) —— (1)
1. Content/Process/Product |
7/3- | 0 0
1.1 Outcomes ; / /"(}'O()'%) 0%) (0%) 1
Instructions : :) A
: e T 0 0
1.2 Apprentice / / / {100%), . (0%) (0%) 1
. SS 0 0
1.3 Intermediate (100%) i (0%) (0%) 1
1.4 Advanced 4 .«_‘p_ 3 i:'::'i.! ! 0 0 1
& Advance —00%) . (0%) (0%)
Assessments T o
| 3 v 0
i - -
1.5 Apprentice [ T00%) ©%) | (0%) 1
. 3 0 0
1.6 Intermediate (100%) (0%) (0%) 1
3 0 0
1.7 Advanced (100%) (0%) (0%) 1
2. Applying Tiered
Assignments to Teach
Students writing A
2.1 An Anticipatory Set — 2 1 0 0.67
WHOLE CLASS (66.7%) (33.3%) (0%) ’
2.2 Teaching Input — 3 0 0 1
WHOLE CLASS (100%) (0%) (0%)
2.3 Guide Student Practice —
GROUP/PAIR WORK 3 0 0 1
(Tiered by process through (100%) (0%) (0%)
group/pair assignments)
2.4 Debriefing — 3 0 0 1
WHOLE CLASS (100%) (0%) (0%)
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Experts’ Opinions

Not

It i
ems Appropriate  Not sure Appropriate. I0C
1) 0) :
-1
2.5 Independent Practice —
INDIVIDUAL WORK
(Tiered by content and by 3 0 0 |
product through individual (100%) (0%) (0%)
assignments)
. 3/ 0 0
2.6 Conclusion (100%) (0%) (0%) 1
Grand Mean Score of IOC b4 0.97
1
Note: N =3

Table 3.3 (Continued)

In Table 3.3, it ¢an be secn that every element in lesson plan 8 was accepted
by the experts. Each element™s average 10C value was greater than 0.05. Looking at
the whole lesson plan, the grand mean score is 0.97 (IOC > 0.50). This shows that the
experts were satisfied with lesson-plan 8. Additional written suggestions given by the

experts were as follows:

Expert A: Tier A and Tier B worksheets may need to be revised in order to highlight
different expectations to the writing products. Besides, key elements in
narrativewriting = such-as, different” from of' tenses and time signals -

should, be-added-as swell-in the expected-outeomes:

Expert B: There should be an extra worksheet that helps students to review possible
tenses that can be used in narration. A set of superstar pictures given to the
students should be provided so that people, who study this lesson plan, can

understand what the activity in ,,Guided Student Practice® stage was about.
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This lesson plan was adjusted based on the additional suggestions the experts
had given. First, expected outcomes were revised by adding the essential elements of
narrative writings. An additional worksheet that aimed to review essential tenses used
in narrative writing was also provided. Moreover, a set of superstar pictures was

added in the back part of the lesson plan.

1.2 Writing Rubric

This research tool was-adapted frZ)m REEP wziting rubric (1997). This writing
rubric is in analytical form,4n which students™ writing is originally categorized into
five areas: Content andgvogabulary, Organization and development, Structure,
Mechanics and Voice. Eagh area has its ;,‘;cores ranging from 0 to 6. The attempt of
using this rubric is to specify: students;-_.-writing performance, which is varied

¥

according to each of these five writing aspeé§§ (Mansoor and Grant, 2002).

In this present study, the REEP wriﬁ..ri'é"fhbric was-used to measure students™
writing ability. Howevér, only the first four writing areas' were used in evaluating
students* writing. These four areas were: 1) Content andvocabulary; 2) Organization
and developmetit; 3)! Structure:and 4 ) Mechafiics.fAs n the<original writing rubric,
each aspect of writing provided the scores ranging from 0 to 6, which made a total

score 0f'24.

The last area of the original rubric, which is ,,Voice™, was omitted when
analyzing students® writing in the present study. It was found out during the pilot
phase that the aspect of ,,Voice™, in the original writing rubric, was quite limited in
evaluating students® writing products in this study. The reason for this was that each

English writing assignment - assigned by the teacher - already had its own
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characteristics and purposes. Writing tasks given by the participants were partly
determined by the specific use of learned content and guided structure. Thus, using

,»Voice™ would not have been applicable.

The rubric was employed after students had accomplished the pre-English
test, post-English test and other English writing tasks based on their tier level;
therefore, it was used to identify students” writing ability levels. Attached to this
writing rubric, descriptions-of each wrifing level-were provided. This research tool
provided the evidence of+*English writing ability through the assessments of all
writing products in thissstudy. Most impc;rtﬁntly, this research tool was used to check
whether a student had¢gradually shifted_;‘th ~a higher level of writing ability as a

consequence from differentiated Writing mstruction by tiered assignments

(APPENDIX B). N

2. Data Collection Tools

The purpose of the data collection_tools was to obtain the answers to the
research questions | of ithe present;study. The tools provided both qualitative and
quantitative figures so that research questions<eould be fulfilled. Two research
instruments were used as'data“collection tools: ‘English writing test, English writing

tasks and interviews.
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2.1 English Writing Test

The English writing test was one of the data collection tools used to evaluate
how tiered assignments in differentiated instruction helped the students to write
better. The English writing test employed in this study was a set of writing topics,
which needed to be chosen by the students. In order to carry out the writing test,
students were expected, to deseribe, explain, ¢larify, or illustrate their points through

writing.

The English writingsesiwas distributed before and after the instruction. It
served therefore as a pre-test and a poststest. Since the English writing test was
specifically designed for the participants ;);f this study, the content of the test related
to the topics that students leamned in the ciass-,- which were: My neighbourhood, My

- A . . .
favourite place, My favouritg possession and My favourite invention.

The writing tubric was used to éi;éiiiéte students™ writing ability in the
English writing test. The scores from pre-test and post-test were measured and
compared. This research tool was deployed in order-to tackle the first research
question, which 1s&“T¢ what extent do¢s differentiated writing instruction by tiered

assignments affeet students™ English writing ability?”.

The English writing 'test, distributed to the participants of this'study, is shown

in the Appendix C.

Validity and Reliability of English Writing Test

The same group of experts, who evaluated the lesson plan, was also invited to

validate the English writing test. These three experts, besides having their teaching
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experience in EFL writing classrooms, they also have strong knowledge about test

development.

The validation process concerning the main components of the test including
tasks, subjects/contexts, directions and scoring system were evaluated. The
evaluation form consisted of two parts: a three-rating scale for each of these four
instrument components and a writing/ stiggestion part. The Item-Objective
Congruence index was deployed in the vahdation process (APPENDIX D). The

results from the evaluation-of the English writing test are reported in Table 3.4.

Table 3.4

The percentages indicating experts " opinions about the English writing test

v e gExperts Opinions
o . N t
Items = Apprqpx@;Not Sure. \ ropriate  10C
h! ) {
e _— (-1)
3 0 0
1. Tasks [ (100%) (0%) (0%) !
2. Subjects/Contexts 2 1 0 0.67
in the Test (66.7%)  (33.3%) (0%) :
o 3 0 0
3. Directions (100%} 0%) (0%) 1
. 3 0 0
4. Scoring System. (100%) (0%) 10%) 1
Grand Mean Score of IOC 0.91

Note: N=3

The results from the validation process show that all of the three experts were
satisfied with the English writing test used in identifying participants™ writing ability.

Each of the components included in the test received a higher IOC value than 0.5,
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which shows that every component of the English writing was appropriate and could
be used to identify students™ writing ability. The grand mean score of this research

instrument is 0.91.

Interrater reliability was employed in order to find the consistency between
two raters in scoring students” writing. Before the real evaluation began, both raters
were trained to use the REEP writing rubrie’ Pearson Product-Moment correlation

was employed in order tofind the reliability of theraters in grading students™ work.

After students had finished the pre-test and the post-test, the researcher and

another rater independently scoréd the students™ writing by using the REEP writing
rubric. Students® writing products .we}e egaluated by two different raters concerning
the four aspects of writing, Table 3.5 preé_;hts-;the results of the inter-rater reliability
from the scoring of students® pI_ll%“—té.S_yt. and p;;t;t?§t

Il

Table 3.5

The results of the inter-rater reliability from the scoring of students’ writing in the

pre-test and the'post-test

Q‘iﬁ*’%ﬁﬁﬂ‘ﬁﬁdﬁﬁ‘lﬂ%’%ﬁ?ﬂqﬁw&“

Ri+R; 0.9 0.93

As shown in Table 3.5, the results of Pearson Product-Moment in testing the

reliability of the way two raters graded the students™ writing, were 0.99 for the pre-



74

test and 0.93 for the post-test. These correlation values imply that the scores, given

by the two raters, are consistent.

2.2 English Writing Tasks

English writing tasks in this study were delivered to students in the form of
tiered assignments. Following the underlying principle of tiered assignments,
students* readiness writing levels was used forseonstructing the writing tasks. The
tiering method was carried.out througk: varying all parts of writing lessons which
were: content, process‘and product. In accordance with the purpose of this research,
students were scaffolded by different levels of tiered assignments with an attempt to

increase their English writing ability.

In connection with tiering by procéé:; and product, tiered assignments of this
study were deployed when students comﬁf'létﬁd writing tasks according to their
writing ability on the Apprentice fevel, thfé"_,lﬁiérmediate level and the Advanced
level. To shine the light on tiering by content, each tiered rassignment distributed to
students consisted ofa variety of writing topics. Students were able to choose a

writing topic, whi¢h they werelintérésted i Edchitopic of wiiting that students had

chosen also matched their existing writing ability.

There 'werethree levels of tiered writing tasks wWhich were: Tier A, Tier B and
Tier C. These three tiered tasks were constructed with varied levels of writing. Figure
3.3 presents the characteristics of all three tiered assignments following essential

English writing composition ability.
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TIER A TIER B TIER C
| | | >
I | |
Existing Skills: Existing Skills: Existing Skills:
Filling in the blank, Writing short notes, Combining sentences
copying, listing, drilling,  combining words into into coherent and well-
combining words comprehensible sentences formed paragraphs
New Skills: New Skills: New Skills:
Drafting very simple Wiriting compound Using transition words,
sentences sehienges using topic and concluding
conjunction words sentences, free
£ composing

Figure 3.3  Characteristigs of the Three Tiered Assignments
F

It can be seen from the ‘tlustration i.agfjl‘}tiered assignments distributed to the
participants of this study were \;éfied in terms (;f their difficulty. Each tier addressed
students® existing English writing skills, so that students could successfully complete
the tier within their ability levels. At the same time, each tiered task tried to promote

new writing skills to the students in order to enhance their writing ability.

This eame from the-purpose of the study, that students must be,moved forward
to a higher writing ability level. Students had to complete a task, which exactly
reflected their current ability. They also had to perform parts of the tasks that were

more advanced than what they could already do, in order to advance their ability.

To look at this in the scaffolding perspective, students worked on a specific

tier in order to develop their writing skills. Primarily, students did not have equal
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skills in writing. Therefore, their zones of actual development did not fall on the
same point. Some students were hardly able to spell words, while some were ready to
write complicated texts. Since each tier assignment in this study consisted of two
elements (existing skills and new skills), students were able to work in their zone of
actual development. At the same time, they were challenged by the new skills as they
approached the zone of proximal development. /After students had mastered the new
skills, they would be on themext level of writifig.ability. This mirrored the new zone

of actual development, which wasseady to be activated in the scaffolding process.

|
Tier A referredsto the simplest fas_ks, which involved filling in the blank,

copying, listing, drilling, combining~words, drafting very simple sentences. These

tasks fell into the word-level composition stage. Students™ pieces of writing were

controlled by specific language structuresﬁ.‘,,-’.Sit‘udents, whom this tier was given to,

i Bl

were on the Apprentice level. The attempt tﬁ:pioviding Tier A tasks to the students

wd

was to make sure that the tasks matched their existing skills and at the same time,

they were encouraged to start the very first step of sentence writing.

Tier B tasks included writing shortinotes and combining words into simple
sentences. Students ‘started “combining several sentences into a paragraph. Tier B
tasks werequnder, the sentence=leyel; composition-stage: Fier€ tasks referred to the
most challenging level of writing tasks, because they related to sentence combining,
transition words and free composing. Tier C tasks were the most advanced tasks,
because students” writing had shifted from controlled language structures to

communicative purposes.
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The underlying assumption of this present study was that students would be
able to enhance their writing skills when they received the right level of writing tasks.
For this reason, English writing assignments were differentiated and were contributed

to students, who had different levels of English writing ability.

This reflected the purpose of the study that students must be moved forward
to a higher writing ability level. Just applying atask, which is very easy to follow,
would not have been adequate to servethe purpese of the study. Therefore, students
had to complete a tier leyelywhich contained skills that exactly reflected their current
ability. They also had to start leaning so|m9 new skills embedded in the task, which

were a little bit more difficult, in order to advance their ability.

2.3 Interviews

One week after the treatment, the paiﬁb'fpants were required to participate in
the interviews (Appendix E).” This stage ‘of the study. involved analyzing the
effectiveness of diffetentiated writing instruction by tiered assignments, which

provided qualitative data to the study. The aim of the<interviews was to examine

students™ feelings about'the instriictionj)¢oncerning/its advantages and disadvantages.

In terms of the advantages of the instruction, two frameweorks relating to the
field of differentiated” instruction” by tiered” assignments ‘were “reviewed. The
guidelines from these two frameworks were used to create categories of students”
responses regarding the advantages of the instruction. The research had an attempt to
look for what emerged from students™ responses during the interviews in order to
establish the disadvantages of the instruction. The review of the two instructional

frameworks is provided in Table 3.6.
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Two instructional frameworks for creating categories of students’ responses

Differentiated
Management Strategies

(Chapman and King,
2005)

- Maintaining a learning
environment that is
comfortable and
stimulating

- Selecting and organizing
instructional activities
for the total group,
individuals, partners, and
small groups

Tiered Assignment
Strategies

(Tomlinson, 2001)

1l

- Use a variety/ofifrcsource
materials at diffcung
Ievels of.gompleXity and
assSociated with different
learning modes

Categories of Students’
Interview Responses in
the Present Study

Conducive Learning
Environments

+Allows 'for reinforcement
or extensioniof concepts
and principles based on
student readiness

improvement on Writing
in terms of Length,
Accuracy and Fluency

- Instilling each student™s
desire to learn and
improve

Self-efficacy and
Motivation in Learning
Writing

- Assessing students®
individual needs before,
during and after learning

- Using the assessment
data to plan strdtegically
with the most beneficial
models, techniques, and
strategies

- Blends assessment and
instruction

- Allows students to begin
learning from where they
are

- Allows students to work
with appropriately
challenging tasks

- Avoids work that is
anxiety-producing (too
hard) or boredom
producing (too easy)

Appropriateness and
Challenges of Writing
Tasks

- Promotes success and is
therefore motivating

- Be sure the task is
focused on a key concept
or generalization
essential to the study

Success in Writing
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These interviews were carried out with audiotape recording. The interviewer
was not the researcher herself but another teacher, who was assigned to conduct the
interviews with the participants. This was to make sure that the interviewees were
able to freely express their opinions without having to worry about the presence of
the researcher. The interviews were conducted in Thai so that the researcher would
be able to receive as many details as possible: The interviewees would be able to

elaborate and clearly state what they thought about-the instruction.

The following questionsswete opening questions asked during the interviews:

1. What do you thiak about the lessons you participated in?

2. Can you give yeur opinion ab()pt*.the writing tasks you completed in the

class?

cud dd

Validity of the Interviews

-

In order to Validate the é%fectiveness 6f these two opening questions, the same
group of experts - whe evaluated the lesson plan and-English writing test - were
invited (Appendix F). The experts were asked to fill in the evaluation form, which
contained a three-rating opinion scale and also a written suggestion part. The Item-

Objective Congruence index was used to estimatestheir opinions.

The results from the evaluation of the interviews are reported in Table 3.7.
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Table 3.7

The percentages indicating experts’ opinions about the interviews

1. What do you think about the ' 0 0 1
lessons you participated in? \\x ‘ // (0%) (0%)

2. Can you give your opini

0
about the writing tasks y 1
o 0
completed in the class? ©) Wk
Grand Mean Score of IO( 1

Note: N=3

[ sk vy
questions is 1, which proves that-altof the ex

_--P’/‘:l:'. ‘“Jl 7‘
N Ty
questions. Besides T ¢ quantitative number éfne opinions of the three
experts, there were a ich were used for revising

T i

the questions asked in tlge interviews (See the list of experts in Appendix G). The

experts" suggeﬂ u%& ’s}% ﬂ i ‘w EJ "] ﬂ i
TRTRIN TSN AR 2y e

particulaa types of answers, such as “Why did you choose this topic over the others?”
and “What made you do XYZ instead of ABC?”, so that the researcher would receive

enough back up data for supporting the research conclusions.
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Expert C: The researcher should make sure that students know that they are
under the condition of this teaching experiment so that the students know what they

are talking about and their answers would be relevant to the study.

Reacting to Expert A and Expert B“s comments, the researcher prepared a set
of guideline questions for the interviewing of the students. Obviously, the researcher
used the two question items, mentioned ealier at the beginning of the interviews but
when the students gave theirresponses; the prepared guideline questions would then
be asked in order to furtherthe.conversions and to elicit further information from the

students.

In response to the comments givef} by Expert C, the researcher informed the
students that they would be interviewed about the English writing lessons they had

¥

participated in. To trigger the students"-_‘:._éﬁ;v:ﬁl_‘reness that they were taught with
differentiated writing instruction by tiered;sgignments, the students were told to
report their writing level-at-the-beginning-of the instiuction, and the level they had
been to at the end of the instruction. The students were asked about particular
characteristics of this English writing class, such as; “what kind of writing

assignments they performed?’” and” “what*they felt about the different levels of

assignmentigiven to-the'students?’

Additional Interview Questions

Since the interviews were semi-structured, essential points to be investigated
as well as questions that led to those points must be prepared. The sequence of

prepared questions helped to expand what said by the interviewees (Kvale, 2008).
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Most of the questions often began with “What”, “Why” and “How”. The following

questions were examples of what was asked during the interviews:

1. Do you think that separating students into different levels and providing
them with different types of assignments helped students to write better?

Why or Why not?

2. What are your opinions about wotkingsn groups with people, who had the
same level of writing ability when you studied in class?

3. How do you-feel about being able to move up to a higher writing level and
receive a more difficulgwriting task to complete?

4. How do you feeliaboutithe way you completed the post-writing test,
compared to the pre-writing test. Do‘you see your own improvement on

writing?

Testing the Reliability of Coding information

In this study Interrater reliability was used with aa aim to find the consistency
between two independent raters in classifying information into certain categories.

Pearson Product-Moment correlation was emiployed here.

Table 3.8

The results of the inter-rater reliability in coding interview information

Pearson Product-Moment
Post-test

Ri+R; 0.89

Raters
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The result of Pearson Product-Moment in testing the reliability of the way
two raters analyzed the interview data was 0.89. There was a high correlation in the
way both raters classify interview information into categories. This shows that both

raters conducted the interview analysis in a consistent way.

Pilot Study J

After receiving.th€se eomments f{om the threc experts, the researcher revised
the research instruments. Then, /the ins;:}uments were piloted with a group of 10
ninth-grade students, who were studying 1_1;1 Standard English Course, Academic Year
2010, but in another class. These. instrumé}l__’_cs were English writing tests, samples of
lesson plans used in the wiiting instructidq?rf ;agnd interview questions. Finally, the
results from the pilot study wqpe;gsed to corré_ct ';gr}d adjust the instruments.

Regarding thq’ samples of lesson plans, after testi'ngfthem with the pilot group
of students, the researciler found during the pilot phase that lesson plans should be
concise so thatall activities spwould be eompleted within .one classroom period.

Another point was that there should be a clear distinction among all of these three

tiered tasks that fit students current ability in writing.
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Based on the results from the post - English writing test and prmeesy
y
the samples of students’ writing products |
Week 11 _< | E‘é :
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After Instruction b SRR R !
Students’ opinions towards the instruction

N

Figure 3.4 Research Design of this Study




85

As indicated by Figure 3.4, in order to measure the effects of differentiated
writing instruction by tiered assignments on writing ability of students and their
opinions towards the instruction, both quantitative and qualitative data were needed.
This part of the chapter describes the data collection process.

The data collection process employed in this study was carried out in relation
to the research procedures. First of all, students entry writing ability level was
investigated by using the pre-English \yriting test="The writing rubric was used to
evaluate students™ writing and. e cstablish their writing ability levels. This part of the
data collection process was caitiedout in week [, in which the quantitative data was
obtained. g

Students receivedithe differentiatéﬂ ;vriting mstruction by tired assignments
for ten weeks. The instructionwas given to} -é;ui't-lents during week 2 - 9. Students were
asked to perform 8 writing tasks, which v&;i;,_;é ‘evaluated by the writing rubric. The
quantitative data was gathered from the scores 'bftheir writing tasks.

After the instrietion in week 10, students completed the post-English writing
test. Again, the writing rubric was used to check their.writing and to specify their
writing levels after;experiencing;the jinstruction.; The quantitative data was obtained
from this part ofithe data collection process. The scores of students writing in the pre-
test andathe post-test ' wiere compared in order to measure the progress in their writing.
The qualitative data was obtained from the analysis of students® writing samples. The
changes of students™ writing behaviors throughout the instruction, especially before

and after a new level of tiered assignments was given, were discussed. The patterns

of students* improvement on their writing were illustrated.
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Also in the same week, students were interviewed about their opinions
towards the instruction. The frequencies of key words emerging from the interviews
were counted, analyzed and reported in the summary table. The interviews with the
students also provided qualitative data to the study. The data collection process was

completed within 12 weeks.

Data Analysis
Data analysis for research guestion 1

Research question 1/of this stuclyj dealt with the effects of differentiated
writing instruction by fiered ‘assignments on writing ability of students. The
independent variable was differentiated Wﬁjtihg Instruction by tiered assignments.

The dependent variable was the Wwriting ablhtfy of students, which showed in the

English writing tests-and English writing tasks.

According to the hypothesis of the study, students™ scores in post-English
writing test would be higher than the pre-English writing test scores at 0.05 statistical
significant level. Students* task scores, obtained from the writing rubric, would show

students® improvement in their aspects of writing.

In' order to investigate whether these twelve students had made some progress
after the instruction, their pre-test mean scores and post-test mean scores were
compared. After that, the progress in writing made by students from each level was

tested. Mean scores, S.D., and Wilcoxon Matched-Pairs Signed-Rank Test were used.
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The data obtained from these analyses showed the statistical significance of the

improvement in the students™ writing ability.

An analysis of the aspects of writings of each individual student was also
carried out. The writing rubric was used as a guideline for analyzing each aspect of
writing. The description of students” writing is provided in this thesis in order to
illustrate their writing characteristics. The pattieipants™ writing samples were taken
from the English writing tests-and English writing tasks in order to illustrate aspects
of writing that gradually~€hanged during the instiuction. Based on the writing
analysis, it was expected that the results{‘ vy_ould indicate that students with different
writing levels would all shew improvem?e‘ntd_in one or more aspects of writing. The

aspect of writing that each Separate student improved in was the means of moving

¥

this student to a higher writing level. 7N
Data analysis for research question 2

Research question 2 focused on students™ opinions towards differentiated
writing instruction by ticred assignment. The independent variable was differentiated
writing instruction byitiered (assignnients:; The! dependent «ariable was students™
opinions towards'the instruction. The content analysis was used in order to obtain the

answers'fo this research question.

For this study, the hypothesis was drawn that students would find
differentiated writing instruction by tiered assignments have a lot of advantages.
(Students were satisfied with the instruction. Students found the instruction useful
and helpful for them to write better because they had conducted writing tasks that

were not too difficult or too easy for them). Qualitative data was obtained from the
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content analysis of the interviews. In order to complete the analysis process, the
interviews were transcribed. Relevant keywords, phrases or sentences were put into

categories they belonged.

As mentioned earlier, the interview categories in this study were based on two
main characteristics: advantages and disadvantages. To construct categories of
instruction®s advantages, the researcher had.fcviewed two instructional framework
relating to differentiated -management-strategies  (Chapman and King, 2005) and
tiered assignments strategies (Fomlinson, 2001). There were five categories relating
to the advantages of the'instrtiction: Two q_ategories concerning the disadvantages of
the instruction emerged from /the interviev&_{_s. The samples of key statements that

belonged to each of these categories are presented in Table 3.9.

Table 3.9 g

Categories of the Interview findings and example key statenients

~ i)
Categories of the
i Example Key Statements
Interview Fjaljgl E | 5 jg 2 | jg j 3:' E | g ﬂ i
Advantages
Condugive Learning- " | = psysqunauifluh/ladnal g anaulipegugainsowiniu /
Environments

: Working in group is easier because everybody had the

Supportive classroom | same ability level.

atmospheres, , .
4 [ o A = 1 o

manageable learning - Aruag Wirwaulanuinzaunaune luduiEew / The

activities, and a caring | teachers paid attention to every student in class.

teacher.
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Categories of the
Interview Findings

Example Key Statements

- UNEEUNHANANNITIN NN SN BUANFNNAUAINID TR

souruldl i lasgnuesdinn / Students, who had different

English ability levels, were able to study together. Noone
was neglected.

= aa dyd L ada dl dl o a .
- ﬂ’]ﬁ‘@ﬂuL‘llElu'Jﬁu@ﬂ'J’]’lﬁﬂqﬁ‘ﬂu°'| nungeAeaau / This
method of teaching English writing was better than the

other teaching methods that students had experienced.

“Pniasiann)saeuningw s / This method of teaching

English writing was better than the other teaching
methods that-students had experienced.

v = - / o A A = A Ay
r ‘Vl’ﬂ\‘ILﬁ‘ﬂu@‘Léﬂ@u’]u uﬂLmuvl,uLU@memmmmmmﬂumi

#2114/ The class was fun. The students were not bored.

Siudents were enthusiastic in learning.

Improvement on
Writing in terms of
Length, Accuracy and
Fluency

The improvement of
students™ wnting
concerning ideas,
content, linguistic
elements and
organization.

o i & ot S o Y A > o = =
- peuliAmBeuiA N rausn 1 lun e wdsunen
/ Studenits used what they learned in class to complete
their individual writing tasks.

o a 9= = o ° = ) °o § v
- inienlfHnn s EEIATEIAIAnEAN NI ULR-Y Toavin i

deulana / Students had opporfinities to practice

English writing from individual tasks, which helped them
to write better.
- dnEauL) luiEaend ATAWY grammar n1saznAA1 N9

usterlszlamnnsldiAsasunng / Students improved in the

aspeets of vocabulary, grammar, spellifig, sentence
combining, punctuation.

- dnFeug N @sulFnIndundilanat / Students were

able to write more than before.

- YN BUUAININUIINANNAR IR B3I TLATEY / Students

were able to formulate ideas faster when they write.

¥
- dnBauainrnswldNsruuNIna / Students were able to

write more systematically.

Table 3.9 (Continued)
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Categories of the
Interview Findings

Self-efficacy and
Motivation in
Learning Writing

Students” realization in
their current writing
level. Students* will to
keep on improving
their writing in order to
write better or to
achieve a higher level
of writing ability.

Example Key Statements

- UnBeuiuiaanaunsnaesuedluinunisda / Students

acknowledged their writing ability.

o a o = Yo ' v =
- uﬂL?F;ILL‘WEI’]EI’]?JV]@?VI’N’]‘L&L"].IEIHSLWZQ’]L?’WQ@'NIFI’WL‘]J’MM’]EV]

Aal% / Students made an effort in order to finish writing

assignments that met their expectations.

¥
=3

~unGEEHalanasduliinay Wwenazlilleg level Nigaau
/ Students were motivated to produce a good writing

producieso that they would move up to a higher writing
leyel

ar = [ o 2 a 1 1
- inEedilesAutsgARINa AR IRALag LTiaanNIA L‘Wﬁf’]:ﬁ’)ﬁi&l

agngndn AnszduAIndaiay / Students maintained the

good quality of their writing products because they did
net want to move down to a lower writing level.

o 5 -5 = PYPRIE G
- uﬂL?EluWEﬂElqﬂJﬂﬁ‘Uﬂﬁ;\NquL‘ﬂﬂusﬂﬂ\imulfﬂ\ﬂﬂ@muwﬂﬂ c’I /

Students kept on improving their writing to make it
better.

Appropriateness and
Challenges of Writing
Tasks

Tasks that were
interesting and/.not too
complicated or'too
complex for the
students

AN v = = o = o gy o
- mu‘vzimummﬂm‘mummmmi‘mmuﬂLﬁﬂuwﬂ‘wLmﬂuﬂﬂuim

fa1 / The assigned work was appropriate for students™

levels which made them write better.

—squinleiulaizanldiheanifiuli/ Fhe.assigned work was

not too difficult of'too complex.

'
a

- unEatlnteonaliinGanldas wanaindsde o lfddm

2inan Lthe 1essons allowied the Lstudeénts to start working

on easy writing tasks, and then move on to more difficult
tasks.

- dnEauliniwdsulwidenmunsaniazingula / The

students were able to work on the topics that were
appropriate and interesting.

Table 3.9 (Continued)
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Categories of the Example Key Statements
Interview Findings

I —
Success in Writing - dnEaus NN ulAfqamas / Students were

Students™ capability to able to perform a writing task on their own.

write, as well as their

% = o a [ dal ce o, .
. ' - NINBENNTUEULBIUNLTUUNMLNAY / Students™ writing
skills that were improved

. . skills improved.
over the instruction

period. - dnEelesd11pnatian 3a lun13vnaudis wi EFuNauaune

/. Students successfully.eompleted the assigned tasks.

Disadvantages _— ﬂ
> . |

Extensive Workload - Al 1H5udRunniaan / A fair amount of assigned

The amount of work that wiiting tasks.

the students. were aSk?d 0 I dnBaufpainaufienludegniaesldegseiuigain /
complete within the time

provided Students had to complete a more difficult task when
vided.

theymoved to a higher writing level.

- n@sunas9allinaafiunaiianns / Students had to

work-within the limited amount of time.

Lack of Assistance from | _ gyu@igulffunanvanaenniiiill / The assigned work

More Capable Peers =5 100 TR cu

The difficulty that
students found when they

tried to completera certain
writing task. writing task because the students 1n the same group

had the same  level of writing ability.

- TanusonnasulidrsamansinGauwlungud

ANATNT0 Wepril / Not being able to finish a certain

Table 3.9:(Continued)

Key phrases were examined from the interview transcripts and were put in
categories they belonged, using the guidelines provided in Table 3.9. For each
category, the key phrases were counted and reported by using frequency and

percentage.
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The summary of the instruments used for collecting the data is presented in

table 3.10.

Table 3.10
Summary of research questions, instruments, validity and reliability checks, time of

distribution and methods of analysis ility checks, time of distribution and

methods of analysis

- Descriptive
statistics

RQ.1

ing
Experiment
To what extent does "
differentiated writing N
instruction by tiered
assignments affect

writing comprehension

of students?

il A )

- EJlglish - Three experts Before and after | - Descriptive

-l 7 rﬁ. i o ) iment statistics
ﬂ g,T m ﬂ:ﬂes w EJ‘ I i I - Writing
Ag)propriate taSksﬁ. Y analysis

1]
RN IPENTI N 1A oo

directions, scoring

system

- Pilot test
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RQ.1 Writing - Pilot test Before, during - Descriptive
Rubric and after the statistics
To what extent does .
experiment - Writing
differentiated writing .
analysis
instruction by tiered
assignments affect —In.ter—.rjclter
reliability
writing comprehension
of students?
RQ.2 -Content
analysis

What are students

-Inter-rater
reliability

opinions towards
differentiated writing
instruction by tiered
assignments

Summary

o GHELANEIT WHAN T e
R TR AT N ey

their opihions towards the instruction. After the ten weeks of the instruction,
students™ writing scores from the pre-test and the post-test were compared in order to
observe their improvement in writing. Students™ opinions were investigated using the
interviews. The research methodology presented in this chapter led to the findings,

which will be presented in the next chapter.



CHAPTER 1V
FINDINGS

This chapter presents the results of the present study concerning the effect of
differentiated writing instruction by tiered assignments on students” writing ability
and students” opinions towards the acfivitigs in their writing lessons based on tiered
assignments. In this thesis seetion, the findings.aré presented in two parts regarding

the research questions which-are:

Part 1: The analysis of the effects of differentiated writing instruction by

tiered assignments on students’ writing;ability

This part of the findings relates to the first research question, which called for
the analysis of how differentiated-instructionsby tiered assignments can improve the

writing ability of the twelve patticipants. ':Qu-antitative results obtained from the

comparison of the patticipants™ pre-test scores and post-test scores are provided in

order to show the impaet of the instruction on improving-participants™ writing ability.

Part 2: The analysis of students’ opinions towards activities employed in

differentiated writing instruction by tiered assignments

The secondpart, of the-findings-had to do with the second research question,
which attempted to investigate participants” opinions towards writing activities they
carried out in the tiered assignment fashion. Qualitative results obtained from the
interviews with the participants were reported in order to find the conclusion to

students™ opinions towards assignments deployed in this writing instruction.
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Part 1: The analysis of the effects of differentiated writing instruction by tiered

assignments on students’ writing ability

Research question 1: To what extent does differentiated writing instruction by tiered

assignments affect writing ability of students?

The research instruments, deployed fo‘answer this research question, were the
English writing test (as a“pre-test and a post-test) and English writing tasks. The
writing rubric (REEP, 1997) was used to evaluate every writing product made by the
students. This analytical writing rubric Eogused on four different aspects of writing
which are: 1) Content and Vocabular§;1”§ 2) Organization and development; 3)

Structures and 4) Mechanics. The score rénge_s from 0-6 for each writing aspect. In

total for each writing product, the studenté.f’could gain a minimum score of 0 and a

§d

maximum score of 24.

With regard t0-the-overall-writing-seores-obtaintd from the writing rubric.
Students* writing level was 1dentified based on how much overall score they received
from a certain writing task:*To be specific,«if students received the scores ranging
from 0 to 7, they were Categorized into the Apprentice level. The writing scores from
8 to 16°proved that students were inl the Intérmediate level ! StudSats'who gained the

scores varied from 17 — 24, were considered to be in the Advanced level.

In order to analyze the effects of differentiated writing instruction by tiered
assignments on students™ writing ability, a comparison analysis of overall pre-test

mean scores and post-test mean scores of all twelve participants was carried out. The
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details of the analysis of the effects of differentiated writing instruction by tiered

assignments are presented as follows:

The comparison of the overall pre-test scores and post-test scores of all twelve

participants

This part of the comparison analysis attempted to identify whether students™
pre-test mean scores were different from theirpest-test mean scores at the significant
level of 0.05. The descriptive statistics, namely the.minimum and maximum scores,
mean scores and standard deviations, are employed. The Wilcoxon matched-pairs
signed rank test was used 0 determine the'difference between students” mean scores

before and after the instrugtion.

Table 4.1 presents the descriptive statistics of the overall English test scores
of all twelve students. The table. shows the mintmum and maximum values of the test

scores, the mean scores, as well as the standard deviations.

Table 4.1

Descriptive statistics of the overall English test scores of all twelve students

I -
- R R Y T TR

English . o

Writing Test Minimum Maximum Mean scores S.D.
Pre-test 12 0 20 12.25 6.717
Post-test 12 9 21 16.75 3.494

The English writing test, employed in this study, contained the total score of

24. Based on the Table 4.1, the mean score of the pre-test is 12.25 (S.D. = 6.717),
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with the minimum score of 0 and the maximum score of 20. The mean score of the
post-test is 16.75 (S.D. = 3.494), with the minimum score of 9 and the maximum

score of 21.

The differences between the pre-test mean score and the post-test mean scores

in the English writing test is shown as ‘o‘l,)}rs
IF 7 ‘

R\

16

15.5

15 4

145 1

14 OPre-test

13.5 @ Post-test

13

Figure 4.1  The Comparison of the Pre-test and the Post-test Mean Scores in

Bt 1INENT
TRITRITTE HANY B TG v

measured by The Wilcoxon Matched-Pairs Signe-Rank Test. This statistical method
was employed in analyzing differences between the pre-test and the post-test mean
scores. As there were only 12 participants in this study, it was appropriate to use non-
parametric test in performing the comparison analysis between two mean scores

received by the same groups of participants (Larson-Hall, J. 2010).
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Table 4.2

The differences between the overall pre-test and post-test scores in the English

Writing Test

Ranks
@ Mean Rank  Sum of Ranks
__.-—E‘
Post-test Scores — : a
Pre-test Scores Negative-Ranks 1 2.00 2.00
PositiveRanks 9° 5.89 53.00
Ties Tl
Total 12

a. Post-test Scores < Pre-test'Scores
b. Post-test Scores > Pre-test Scores
c. Pre-test Scores = Post-test Seores

“Test Statistics®
Post-test Scores —
Pre-test Scores
7, -2.603%
Asymp. Sig. (2-tailed) .009

*p <0.05

ay Based onpositiveranks
b. Wilcoxon Signed Ranks TFest

Table 4.2 shows the differences between the pre-test scores and the post-test
scores in the English writing test. From Table 4.2, it can be seen that there is only one
student, who receives lower post-test score than the pre-test score. Nine students
receive higher post-test scores than their pre-test scores. Two students have the same

scores in the pre-test and the post-test. The table shows that the pre-test scores and
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the post-test scores are significantly different at 0.05 level (p < 0.05). The effect size
of differentiated writing instruction by tiered assignment on students™ writing ability

was 0.26.

To conclude this, the post-test scores obtained from the English writing test
were significantly higher than the pre-test scores. As a consequence, the first
hypothesis was accepted. This led to the Conglusion that students™ writing ability
improved after they had partieipated in differentiated writing instruction by tiered

assignments.

Additional Findings from the analysis-"r_of the effects of differentiated writing

instruction by tiered assignments on studénté’ writing ability

A comparison of the overali pre-test scores and post-test scores of all twelve

participants, who came from different writing ability levels

This additional analysis attempted to identify how much progress students
from each level had made as'well as to_compare the success in writing of the students
from different ability Ievels. Withinn each writing ability level, Wilcoxon Matched-
Pairs Signéd Rank Testiwas tsed tol compaie students™ oveérall ple-tést and post-test

SCores.

Table 4.3 reports the descriptive statistics of the overall pre-test mean scores
and post-test mean scores of students, who came from different writing ability levels.
The table shows the minimum and maximum values of the test scores, the mean

scores, as well as the standard deviations.
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Table 4.3

Descriptive statistics of the overall English test scores of all students, who came

from different writing ability levels.

Ab‘i):]i:;,tilegvel Wﬁgﬁgs’i‘les ¢ Minimum Maximum Mean scores  S.D.
Apprentice Pre-test 0 7 4.25 3.096
(N =4) Post-test 9 15 13.00 2.708
Intermediate Pre-test 11 15 13.25 1.708
(N =4) Post-test 16 2 18.50 2.082
Advanced Pre-test 18 20 19.25 .957
(N =4) Post=tést 16 21 18.75 2217

Focusing only onsthe /A pprentice le{lel, the mean score of the pre-test is 4.25
(S.D. =3.096), with the minimum score of 0 -and the maximum score of 7. The mean
score of the post test is 13.00 (S.D. = 2.708‘),' with the minimum score of 9 and the

maximum score of 15.

Concerning the overall mean scores of I;érticipants on the Intermediate level,
the mean score of the pre-test i1s 13.25 (S.D. = 1.708). The minimum and the
maximum scores of the pre-test are 11 and 15 respectively. Students on this level
received the post-test mean score of 18.50 (S.D. = 2.082). The minimum and the

maximum scores of the post-test ared 6 and 21 in the same order.

For the writing test scores of students in the Advanced level, the results
reveals that their pre-test mean score is 19.25 (S.D. = .957), with the minimum score
of 18 and the maximum score of 20. Their post-test mean score is 18.75 (S.D. =

2.217), with the minimum score of 16 and the maximum score of 21.
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The following table reports the results of the comparison analyses concerning
students™ overall pre-test and post-test scores in each writing ability level. Wilcoxon

Matched-Pairs Signed Rank Test is employed in the process of analyzes.

Table 4.4

The differences between the overall pre-test andipost-test scores in the English

Writing Test of participants, wWho came from different writing ability levels

Ranks
N Mean Sum of
Rank Ranks
Post-test Scores = v " a
Pre-test Scores Negative Ranks 0 .00 .00
-5 ke &
= Positiye Ranks 4° 2.50 10.00
& Ties g
<
Total Rl i
Post-test Scores — = a
. Pre-test Scorcs Negative Ranks 0 .00 .00
~—
2 Positive Ranks 4° 2.50 10.00
[P}
g
§ Ties 0°
=
)
Total 4
Post-test Scores — i a
Pro-test Scores Negative Ranks 1 2100 2.00
=
S Positive Ranks 1° 1.00 1.00
= Ti ¢
2 ies 2
Total 4

a. Post-test Scores < Pre-test Scores
b. Post-test Scores > Pre-test Scores
c. Pre-test Scores = Post-test Scores
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Test Statistics °

Post-test Scores —
Pre-test Scores

-1.826"
A ti
PPTERTICE  — \ symp. Sig. (2-tailed) 068
-1.841°
Intermediate - -
Asymp. Sig. (2-tailed) .066
Ad 3 -447%
VIS Asymp..Sig. (2-tailed) .655

a. Based on positive ranks
b. Wilcoxon SignedRanks Test

Table 4.4 shows that all of the students on the Apprentice level and on the
Intermediate level received higher post-test scores than their pre-test scores. On the
advanced level, one student teceived lower post-test score than the pre-test score.
Two students had the same scores in the pfe;tgst and the post-test. There was only
one student, who received higher post-test score than the pre-test score. However, it
showed in the tabler that-the—pre-test—scores—andthe post-test scores are not

significantly different at|0.05 level (p > 0.05).

Focusing ofi all of these twelve students — without-concerning the levels they
came from - the result showed that their writing ability before and after the
instruction Wwas significantly .different.!| However, when /looking cClosely at each
writing ability level (4 students on each level), it revealed that there was no
significant improvement on their writing ability. Because the results of these two
analyses were contrasting, it raised the question whether each of these twelve
students had really made progress on their writing. Thus, it was essential to take a

closer look at the writing behaviors of these twelve students.
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The next part of the additional findings represents the analysis of writing

development of each individual participant.
The analysis of the writing development of each individual participant

This part of the analysis was carried out with the aim to specify writing
development made by each individual' student throughout the instruction. The
analyses of students” pre-test and post-test-waiting deal with the overall writing
scores and the scores of the four Writing-ﬂl‘aspects. Qualitatively, students™ pre-test and
post-test writing samples sare discuslsed in order to show their significant

improvement, using the desCriptions provided in the rubric.

The analysis section for €ach indi\ﬁdﬁal student therefore consists of: 1) The
Students overall writing improvement thrbiﬁghout the instruction; 2) The Student™s

pre-test and the post-test scores .coneerning @fbur writing aspects; 3) The Student"s

-

pre-test and post-test.writing analysis.

The results from the qualitative analysis of each student™s writing
development are preseﬁted with Student AP] first, followed by Student AP2, Student
AP3, Student AP4, Student IN1, Student IN2,"Student IN3,-Student IN4, Student

ADI1, Student AD2, Student AD3 and Student AD4wrespectively.
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STUDENT AP1

At the beginning of the instruction, Student AP1 belonged on the Apprentice
level. In the middle of the instruction, he was moved up to the Intermediate level. He

stayed in the Intermediate level till the end of the instruction. Figure 4.2 presents

Wmmg

eral Improvement

Student AP1*s overall improvement o

16

14

12 1

10 1

Overall Writing Scores

Pre-test g  Post-test

|
Figure 4.2 Student A'!‘l"s overall writing 1mproveme1{'fj

SmdenﬂPu&LQfm IR T« o6 5
= ‘WPT N R

made major improvements over assignments 4 and 5 (week 4, 5). Therefore, he was
given a new tier level of written assignments in week 6. Student AP1 showed a new
range of writing improvement from assignment 7 to assignment 8. He received the

score 9 from the post-English writing test.
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Student AP1’s Pre-test and Post-test Scores Concerning the Four

Writing Aspects

10

Overall Writing Scores
A L N O 0 O

Scores on Each

Writing Aspect \\
Afllﬂ:ﬂ\\\\ Post-test
B Mechanics 3
O Structures "’ 2
B Organization and Development J ’ 2
B Content and Vocabulary j' 2
Figure 4.3  Student AP1s pre M t scores concerning the four

The figure abg'e pre “s pﬂtest and post-test scores,

considering th: ﬂﬁ t Zj ifﬂ ﬁ -test writing results,
Student API r 3’4 scores 1£J1$1 st 11 rglﬁ Student AP1 received

oo PN YT T B

these asp%cts. content and vocabulary, structures and mechanics.

In the post-test, Student AP1 showed progress on his writing in every writing
aspect. The student received the score of 2 in each of these aspects: content and
vocabulary, organization and development as well as structures. Student AP1

received 3 points in the aspect of mechanics.
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Student AP1’s Pre-test and Post-test Writing Analysis

Throughout the instruction, Student AP1 performed in total 10 writing
assignments, including the pre-test and the post-test. The analysis of his writing
characteristics as well as the improvement he has made was done in relation to the
four writing aspects in the writing rubrie.;In this section, Student AP1%s pre-test and
post-test writing products are described. Both'ofthese writing products were written
under the same topic “My-Favourite Place”. Student AP1 did the pre-test when he
was on the Apprentice level. He had been moved to the Intermediate level when he

wrote the post-test.

In this section, thesanalyses of the two writing products of pre-test and post-

test are carried out according to: the writing rubric descriptors. The details of the

analyses are provided as follows:
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Writing Sample 4.1: Student AP1’s Pre-test, “My Favourite Place”
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Table 4.5

Student AP1’s Pre-test and Post-test Writing Analysis based on the Writing Rubric

Writin
8 Pre-test Post-test
Aspects
- Little comprehensible - Address part of the task with
information some details
Content and | - Limited Word choice, - lzrelevant information
Vocabulary repetitious )

- Frequent vocabulary errors in
terms in terms of usage and
function

Organization | No Comp.rehens1ble - Thought pattern can be difficult
and Information to follow
Development - Ideas not connected not logical
- Serious and frequent - Frequent grammatical errors
grammatical efrors ]

« Meaning obscured

Structures

- Mostly fragments .

- Sentence structure repetitive
- Patterned structures
- Lack of mechanics - Frequent errors of punctuation
. and capitalization
Mechanics | - Hand.writing obscured
meaning 4 Qccasional spelling errors that
distract frommeaning

Emerging Features

e Employment of adjectives and nouns in descriptive elements of

the writing

Concerning Student AP1%s ability to employ vocabulary in delivering his

messages to the reader, what was significantly different from the pre-test was that



109

Student AP1 employed more descriptive elements in her post-test writing. This could
be observed from the way he described characteristics of the beach in both pre-test
and post-test. In his post-test, he used a greater number of adjectives and nouns,
compared to the pre-test, for example when he wrote “The beach have a sun and tree

and mouten.”’; and when he wrote “I thik in beach have fishs Big.”.
e Development of the story in written descriptions

Student AP1 gained 0 point in his pre-test — which means that no
comprehensible informationscan be found in his writing regarding the aspect of
organization and development: However in the post-test, he was able to show some

et

development of the story in his wiiting. Il;l the first sentence, he wrote “I like go to

beach becace see is beautifuld” inorder to'introduce his story. Then he explained

s J
about activities he and his family did at the bezlcjl} His writing ended with “My family

1

and 1 go to the houes.”.
e Production of longer sentences

A lot of syntax érrors were found in both of his works. However, it could be
observed that the sentencesgin the post-test-were longer than the pre-test as Student
AP1 had used more words in his writing. The ‘conjunction_word" “gnd” appeared
several times in his writing as the student used this word to connect words and
clauses in certain sentences. His post-test contained less fragments compared to what

was found in the pre-test.
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¢ Improvement of handwriting and punctuation

The important characteristics of the post-test compared to the pre-test were
that: Student AP1 showed an improvement on his handwriting, which made his post-
test become easier to comprehend; The student demonstrated his awareness that one

sentence should contain one idea; Eve: e of his sentences in the post-test ended

with a comma.

AULINENINYINS
ARIANTAUNIINGIAE
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STUDENT AP2

Student AP2 started on the Apprentice level. She was moved up to the
Intermediate almost at the end of the instruction but showed dramatic progress in her

writing when considering her low starting point. Figure 4.4 presents Student AP2s

lV

eral Improvement

overall improvement on her writing.

Student

New Tier Level

Figure 4.4 Fitudent AP2¢s overall writi rovement
uaawawfﬂﬂwni
Student %PZ received the score of 0 in the pre-English writing test and started
workina&rwe:]@sﬁ nﬁmmm Qtﬂlﬂ alﬁ%.ld around four
weeks of exposure to the instruction, before her progression in writing picked up
speed in assignments 5 and 6 (week 5, 6). Finally, she was assigned to work on Tier
B tasks in week 7. Student AP2, after receiving a new tier level of writing

assignments, still maintained her much higher scores in new level. Her score in the

post-English test was 14.
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Student AP2’s Pre-test and Post-test Scores Concerning the Four

Writing Aspects

16

14

Overall Writing Scores

Scores on Each

Writing Aspect..
Post-test
B Mechanics 4
O Structures 3
B Organization and Develop 3
B Content and Vocabulary 4

Figure 4.5 Student AP2s p : | post-test scores concerning the four

writing S
m

i

Figure 4.5 repor Student / D and perst scores by looking at the
four writing as u ﬁ ﬁ li] ﬁleﬁ’ﬁ ﬁ ;Te core in every writing
aspect. Shownﬂ st-tes 0 ress in all aspects of

M LGN (PR (L

Vocabulagy, and also mechanics. The students gained 3 points in the area of

organization and development, as well as in structures.



113

Student AP2’s Pre-test and Post-test Writing Analysis

Student AP2 completed 10 writing assignments in total: one pre-test, one
post-test and eight writing assignments. The analysis of her writing improvement
regarding the four writing aspects is done by using the criteria of the writing rubric.

In this section, two samples of Stud P2s writing products are discussed. The

first writing sample is taken frc ther is taken from the post-test.

These two pieces of 7 to illustrate how large her

improvement in writin truction was. Both writing

samples were written

In this section, th ' e\ twic of her writing is provided as

follows:

Ll ‘“ﬂ&ﬂi?%mwmm
“ﬂﬁ%ﬁ’éﬁ“‘smummmaa

Writing Sample 4.3: Student AP2’s Pre-test, “My Favourite Place”
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Writing Sample 4.4: Student AP2’s Post-test, “My Favourite Place”
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Student AP2’s Pre-test and Post-test Writing Analysis based on the Writing Rubric

Writing
Aspects

Content and
Vocabulary

Organization
and
Development

Structures

Mechanics

Pre-test

No
Comprehensible
Information

Post-test

- Address part of the task with some length

- Begins to vary vocabulary choice

- Occasional vocabulary errors but
meaning not obscured

- Insufficient amount of details
= Trouble sequencing

- Indicate paragraphing

- Restricts to basic structural patterns
- Correct usage of conjunctions

- Go outside of model

- Use periods andscapitals with some errors

- Mostly conventienal spelling

Emerging Features

¢ ‘Constructionof content with'simple and meaningful words

It is obvious that in her pre-test, the student was struggling when conveying

her messages in writing. A significant change could be seen from her post-test, when

Student AP2 described what she and her family did at the beach. She was able to use

simple and meaningful words, such as “beautiful ”, “swimming”, “picnic” and ‘‘free

time”.
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e Development of the story, early stage of paragraphing

Student AP2 gained 0 point in his pre-test — which means that no
comprehensible information can be found in her writing concerning the aspect of
organization and development. However, in her post-test, the student provided
appropriate details to her writing. Herwork indicated an early stage of paragraphing
as she wrote in the first sentenee “/ like go to the beach. Because beach beautiful.”;
and ended her story by coneluding that ] happy go to the beach wich family in free
time.”. According to thesfubsiC descriptors, this range of score indicated that the

student still had problems sequencing her ideas in writing,

e Emergence of basic¢ senténcé structures

Different from the pre-tesf, S‘tudentr_‘ ﬁ&PZ showed a significant progress on her
writing in the post-test. She showed her abiﬁtil‘-.-"to use basic structural patterns, such
as; simple present tense and subject-verb ééfééirient. Student AP2 was able to use
simple conjunctions; which could be seen from sentences like “/ like go to the beach.

’

Because beach beautiful. "and “sister like swimming. But'l can not swim.”.

e Conventional spelling, consistency in the tuse of capitals and

periods

In" her post-test Student AP2 was able to employ periods and capitals in her
writing. She mostly used conventional spelling, even though; some mistakes could
still be observed such as the words “bost” (boat), “can not” (cannot) and “wich”
(which) . The two spelling mistakes found in her pre-test (“Becuses” and

“Betifour”), were corrected this time.
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STUDENT AP3

At the beginning of the instruction, Student AP3 was on the Apprentice level.
She showed an early progress in writing. As a result of this, she was moved up to the
Intermediate level. Student AP3 stayed in the Intermediate level till the end of the

instruction. Figure 4.6 presents the ov r1t1ng improvement of Student AP3.

Improvement

Figure 4.6 Sﬂ’u@ r}wlﬁﬂﬁﬂw&l‘q‘ na
'W”m@ﬁmwwmmﬁﬁ“

described as Apprentice writers. Student AP3"s writing score from the pre-test was 7;

she was thus included in the Apprentice level group. Since her score was already at
the upper edge of the Apprentice level, it was easy for her to be moved up to the new
level (Intermediate) early in the instruction. The new level of tiered assignments (Tier

B) was given to her in week 4. Her score decreased a bit in assignment 5, however;
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Student AP3 managed to speed up her performance again in assignments 6, 7 and 8.
She maintained her level until the last week of the instruction. Her post-test score was

14 out of 24.

Student AP3’s Pre-test and Post-test Scores Concerning the Four

iting Aspects

riting Scores

Overall

Scores on Each

Writing Aspect
Post-test
B Mechanics 3
O Structures t:) 4
B Organization and De 4
B Content and Vocabula! 3

Figure 47 S ja] ﬁﬁ/fﬁ“ﬁ?ﬁ Sﬁrﬁcﬁc%ﬂng the four

writing aspect

U SERHELIETE Pt YoF Y TR

concerning the four writing aspects. In her pre-test, Student AP3 gained the score of
2 in the aspects of content and vocabulary, organization and development as well as

mechanics. The student received 1 point in the aspect of structure.
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Concerning the scores in the post-test, Student AP3 received 3 points in the
aspects of content and vocabulary, as well as in mechanics. Her post-test score in the

aspects of organization and development, and also in structures was 3.

Student AP3’s Pre-test and Post-test Writing Analysis

Ay

}test and post-test writing were
‘

under the same topic “My

Altogether, there were 10 of writing produced by Student AP3

throughout the instruction.

|

analyzed. Both of these

Favourite Place”.

m ﬂw”. 'ﬂwﬁﬂcﬂﬂ”‘%@@ﬁ&ﬂ\ﬁﬁ Y\o“ \Momv\g'n',:
ARIANNIUNRIINYIAY

Writing Sample 4.5: Student AP3’s Pre-test, “My Favourite Place”
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Writing Sample 4:6: Student AP3 ’s Post-test, “My Favourite Place”

Table 4.7

Student AP3’s Pre-test and Post-test WritingTanlysis based on the Writing Rubric

Writing
Aspects

Content and
Vocabulaiy” {

Pre-test

L=y

| - Addressspart of the task
with some details

- Irrelevant information

- Frequent vocabulary
errors in terms in terms
of usage and function

_;,’J Post-test

i

- Address part of the task with
some substance

- Limited Vocabulary Choice

- Qccasional vocabulary errors but
meaning not obscured
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Writin
8 Pre-test Post-test
Aspects

- Thought pattern can be - Use details for support or

difficult to follow illustration but development of
Organization ideas is inconsistent
d - Ideas not connected not
an ) .
logical - Some ideas maybe well developed
Development .
while others are weak
=Indicate paragraphs

- Serious~and frequent =‘Has some control of basic
grammatical-€irors struetures

- Mostlyfragments - Attempts to construct compound

and complex sentences
Structures - Very féw gpatterned

staictupes

- Inconsistent use of
capitalization

- Serious ‘and frequent = Use periods and capitals with
grammatical errors some errors

- Mostly fragments - Use comimas with compound and

. complex sentences
Mechanics | _ Very few patterned

structures - Mostly conventional spelling

- InconsiStent use of
capitalization

Table 447 (Continued)
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Emerging Features

e Employment of details fitting for the description

It is important to notice that in her pre writing, Student AP3 mentioned only
names of places in order to complete her sentences that mostly began with “/ want to
go.....” or “I want to see....”, but in her post-test, Student AP 3 gave more details to
her work with information explaining why het hetise was in her favourite place. This

made it clear for the readeithat even though her-house was not big - it was full of

happiness.
e Development of ideas

In her pre-test,” Studeunt AP3 only named her favourite places in chunks
without connection between theseplaces. Fd}ﬁxample when she wrote, “I want go to

§d

Para Kun. I want eat Krippykrem. fwant to see movi. And want go to Super SHOW 3

2

in thai..... .

The student showed an improvement on writing in the post-test as it indicates
the first stage of paragraphing. Her writing contained.development of ideas as she
began her writing with “My Favourite Place is Home.”. The student gave further
explanation why! itswas her “favourite: place, * “Becuus, F'm ‘staj~in"home... but my
Home have deen a very happy.”. The student rounded up her writing with “My home

’

is ereryting. My life, love, happy stay in home.” .
e Construction of compound and complex sentences

Found in her pre-test, there were very few correct simple sentences. These

sentences were repetitious and started with “/ want to....”. In her post-test Student
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AP3 showed an attempt to construct compound and complex sentences by using
conjunctions. For example she wrote, “My Favourite Place is Home. Becous, I'm
stay in home. My home not big. but my home have deen a very happy.”. Some
mistakes were still found in her work which could distract the reader's

comprehension of her messages, such as the word “Becous” (because) or “deen”

l@ng ideas in compound and

Observed in Stud c-test writing, there was some inconsistent use
of capitalization. In her F ﬂ ed se commas with her compound and
complex sentences. Altho Sre Were ne errors with periods and commas,

the major part of her workiwas stili lerstz . Besides, her spelling became

ﬂ‘UEJ\’JVIEJ‘Vl‘ﬁWEJ’]ﬂ‘i
QW?ﬂ\ﬂﬂ‘iﬂJ UA1AINYAY
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STUDENT AP4

Student AP4 was originally categorized as Apprentice writer. In weeks 3 and
4, she showed a higher progress in English writing. As a result, she was moved up to
the intermediate level in week 5. Student AP4 was on the Intermediate level and

received Tier B tasks till the end o truction. Figure 4.8 presents the overall

ﬂuEI’J‘VIEJ‘VﬁWEJ’]ﬂ‘i

Figure 4.8 Student AP4*s overall writing improvement

ARIAINIUUNINYA Y

Student AP4“s writing score from the pre-test was 6. She was put in the group
on Apprentice level. In the first four weeks of the instruction, she made a gradual
progress in her writing. She proved that her writing skills were on the higher level in
assignments 3 and 4. A new level of tiered tasks (Tier B for Intermediate writers) was

then assigned to her in week 5. Student AP4*s scores dropped a little in assignments



125

5 and 6. However, she tried to increase her achievement in writing again in
assignments 7 and 8. She stayed on the Intermediate level until the last week of the

instruction. Her post-test score was 16 out of 24, which was very close to the

Advanced level.

Student AP4’s Pre-test an st Scores Concerning the Four

Scores on Each
Writing Aspect
e Post-test
B Mechanics fj 4
O Structures 3
B Organization an 4
B Content and Vocabul 4

Figure 4.9 ﬁ%ﬂﬂmﬁ:ﬁ%ﬁ fw ﬁré] ﬂcﬁnng the four

wr ing aspects

AN amm }ljﬁ’n 518

gure report; writing results in the pre-test and post-test,
concerning the four aspects of writing. In her pre-test, Student AP4 gained the score
of 2 in the aspects of content and vocabulary, as well as mechanics. She received 1

point in the aspects of organization and development, as well as structures.
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Concerning her post-test scores, Student AP4 received 4 points in each of
these three aspects: content and vocabulary, organization and development, as well as

mechanics. Her post-test score in the aspects of structures was 3.

Student AP4’s Pre-test and Post-test Writing Analysis

and another eight writing assigr ients. P4*“s pre-test and post-test were
analyzed. Both of these picces : ittein under the topic, “My Favourite
Possession”. - as still on the apprentice
level. She finished the po ' >N ¢ had cady moved up to the Intermediate

level. The analysis of thed S| en 'AP4 is provided here:

- §esion.

- "car‘.’[ live for me

& chd e ove Ay v T wont
e e

Y |

o Bt - SU Junior*
il per

Ch, Pmo.bmu Musi Video el anything. L love they

mﬁﬂwmwmm
RN FPHIINAD
|

€

- —

Writing Sample 4.7: Student AP4’s Pre-test, “My Favourite Possession”
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Table 4.8

Student AP4’s Pre-test and Post-test Writing Analysis based on the Writing Rubric

Writing

Pre-test Post-test
Aspects e

- Address part of the task | - Address part of the task with

with some substance some length
Content and -CI};i)rilli;ed Vocabulary - Begins to vary vocabulary choice
Vocabulary - Occasional vocabulary errors but
- Occasionalvocabulary meaning not obscured
errois'but meaning not
obscured
- Weak and incoherent - Use details for support or
illustration, but development of
Organization 1deas 1s inconsistent
and

- Some ideas maybe well developed

Development \
P while others are weak
- Indicate paragraphs

-‘Serious_and frequent - Restrictedto basic structural
grammatical errors patterns

Structures | - MOstly fragments - Correct'usage of conjunctions
- Contains 2-3 phrases or, |- Go outside 6f.model
Simple pattern structures
~Incensistent use of -Use periods and-capitals with
punctuation some errors

Mechanics | - Spelling may distract - Use commas with compound and
from meaning complex sentences

- Invented spelling - Mostly conventional spelling
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Emerging Features

e Reduction of subject matter while increasing the amount of

details

Different from her pre-test — in which two subject matters were being
discussed without sufficient amount of details - Student AP4"s post-test dealt with
one subject matter with a fair amount of relevVant'details. However in her post-test,
the student explained what-her dogs lo;ked like and what their roles in the family
were. The student providedsdeseriptive elements to her study using adjectives, such

as; “lovely” and “pretty”,

e Development of storyline"'(;mploying time signal words

What was lacking in her pre-test wasthe connection between Student AP4™s

i

favourite possessions - “a car” and “A coll_e?t_io_p of Super Junior” - and the reasons
why she liked them. In her post-test, the studeﬁt developed a story by stating what
here favourite possesstons were and providing extra supports. Student AP4 had
attempted the use of time signal words in her, post-test, for example when she wrote

“After that, they recdirty and dark.” And “At lunch I call they to eat lunch.”.

However, errors in using these signal words could'still be found.

e Construction of longer sentences

It is essential to note that both of Student AP4 works contained many
mistakes regarding the use of pronouns, for example; “I love they vary much.”.
Despite the overall linguistic errors found in her post-test, Student AP4s sentences in

the post-test had become longer and more comprehensible to the reader. The student
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was restricted to basic structural patterns, such as simple present tense and subject-

verb agreement while she tried to write compound sentences using conjunction

words.
e Consistent use of capitals and periods, attempting use of commas
to connect ideas
There were frequent capite ' dent AP4s pre-test. Her pre-
test contained inconsistentuse of capitalization. Howeyer in her last piece of writing,

Student AP4“s use capitali t. The student tried to use

commas in her compound g ommas in connecting words.

N

9
U

AU INENTNEINS
RINNIUUNIININY
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Table 4.9

Analysis Overview: Students on the Apprentice Level
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STUDENT IN1

Student IN1 was in the Intermediate level at the beginning of the instruction.
He was moved up to the Advanced level around the middle of the instruction and

stayed on the Advanced level until the end of the instruction. Figure 4.10 presents

Student IN1*s overall improvement 0n‘£s,7iting.

N
Stud tl@eral]@mprovement
— -

en
| —

24

22

20

18

16

Overall Writing Scores

14

12

Pre-test Post-test

G

Figure 4.10 Student*ﬂ\ll"s overall writing improvement

il UELANENINEINT . vt
G LGN R ek (S

took himj three weeks of exposure to the instruction, before he could make some

steady progress in assignments 4 and 5. Since week 6, he was assigned to work on
Tier C tasks. Student IN1°s score had dropped slightly in assignment 6, however; he
managed to pick up speed again in assignment 7 but decreased again a bit assignment

8. His score in the post-English test was 19.
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Student IN1’s Pre-test and Post-test Scores Concerning the Four

Writing Aspects
20
wn
2
5 18
o
2 16
o0
g 14
=
§ 12
= 10
=
2 3
o
Scores on Each
Writing Aspect J
4 - \ Post-test
B Mechanics . v W N 5
O Structures o _(f = 4
B Organization and Development f -‘“,-:-d 5
B Content and Vocabulary o *; ‘: 5

Figure 4.11  Student IN1S preﬁ

& i+
ELIDYL

Figure 4.11 shdgs Stude and po est scores by looking at the

four writing as :ﬁnﬁ g’w eceive ore in the aspects of
content and vo iJ an aﬁ ?Jgﬁat on a ﬂ )l fln t. Student INTS pre-
= RRININIR RN T Y-

In his the post-test, Student IN1 showed his progress in all aspects of writing.
He received 5 points in each of these three writing aspects, which are: content and
vocabulary, organization and development, as well as mechanics. The students

gained 4 points in the area of structures.
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Student IN1’s Pre-test and Post-test Writing Analysis

Student IN1 completed 10 writing assignments in total: one pre-test, one post-
test and eight writing assignments. The writing rubric was used in order to investigate

the pattern of his writing improvement throughout the eight weeks of learning. In

tudent IN1 were discussed. These two

/ﬁ)ost-test. The analysis is used to
illustrate how great his 1 t inw ﬁt@ beginning of the instruction
till later period of the S 7 NN

The analysis of t o/ sar \‘ “s writing is provided as

this section, two writing products

pieces of writing were Stude

follows:

Bureeram Vi"nﬂg’

This vinagg is schoo 8o I wil

get up veggiearty

school la y"
Pe‘h-, Lu\la.’ng 'nloor‘s and

,,A,:%g,! S:} Nneed +0 9"

LY
it. e ~l'ree.s -(-\our‘l'am

Swall « B ks. My heme is
neor uﬁ‘rk , o€ msometimes  Jaswill 9o to  that area, This

oy LN Lo Ly i e
ARIAM A TRy

B £ (L e
SO .. [em
NE= ~¢ ==

Writing Sample 4.9: Student IN1’s Pre-test, “My Neighbourhood”
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Writing Sample 4.10: Student IN1’s Post-test, “My Neighbourhood”
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Table 4.10

Student IN1’s Pre-test and Post-test Writing Analysis based on the Writing Rubric

Writing

Pre-test Post-test
Aspects

- Address part of the task - Effectively address the task
with some length

- Extensive amount of information

- Begins to vary vocabulary,

Content and - Varied vocabulary choice and

choice
Vocabulary usage although may have some
- Occasionalvocabulary eITors
eriofS butmeaning not
obsgured
- Useddetails for support.or = [ - Can write a paragraph with main
illustration, but idea and supporting details
development of ideas is _
.. . 4 - Aftempt to write more than one
Organization Inconsistent o
d paragraph and may exhibit
an : .
- Some ideasmaybe well rudimentary essay structures
Development :
developed while others are
weak
- Indicate paragraphs
- Frequent grammatical - Has some control of basic
errors structures
Structures - Meaning obscured - Attempts to_construct compound
and complex sentences
- Sentence structure
tepetitive
- Frequent errors of - Use periods, commas, and
Mechanics punctuation and capitals
capitalization

- Most conventional spelling
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Emerging Features

e Improvement in length and descriptive writing styles

It is essential to observe that both of Student IN1°s works were rich in
descriptive elements. However his post-test writing was of a greater length than the
pre-test. His post-test also contained descriptions that provided the sense of directions
and of features, for instance “My home is set.in'my village. Near my home is have
small park. In the park is.have pond. T }:at pond is-bigger than my home. Next to my

home is field....”.

e Beginning of multi — parzjglraph writing
Looking at his pre-tgst, it could be assumed that Student IN1 was already able
to use details to support or illustrate his pbinps in writing at the beginning of the

i

instruction. However in his post-test, Student IN1 showed that he was now able to
write a paragraph with'a main idea and supporting details He tried to write more than
one paragraph by mentioning a couple places around his house and expanding on

each place. However, hisswriting was not well-organized enough to be called ,,multi-

paragraph® writing with a clear development.

o "Construction of compound and complex sentenees

Different from what was found in the pre-test, Student IN1 began to write
compound or complex sentences in his post-test. Most importantly, Student IN1 also
employed the use of transition words in his writing in order to connect his thought

through writing, such as “but” and “because”.
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¢ Employment of commas and periods in proper places

Obviously shown in his pre-rest, Student IN1 could not identify the difference
between use of commas and full stops. He used commas to connect all the sentences,
for example “My home is have area in Bureerom village, This village is very far by

my school so I will get up very early because I am not need to go to school late, My

)1 )

village is have more trees, fou

his post-test, Student IN 1

1l

AU INENTNEINS
ARIANTAUNIINGIAE
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STUDENT IN2
Student IN2 was on the Intermediate level at the beginning of the instruction.

It took her seven weeks before she was moved up to the Advanced level. Student IN2

stayed in the Advanced level till the end of the instruction.

New Tier Level

Student IN@‘ Y)’/ltmg Improvement

24
22
20
18
16
14
12
10

Students' Overall Scores

8

Post-test

)

Figure 4.12 -V_‘__-_:_:__:._:_________:_'__::_:__:__:_::_t_-\

i . ' aﬂ
Student IN2s J—mng score from the pre-test was'15; she was included in the

Intermediate lﬁlﬁﬂ‘ ﬂcjev’]\ﬁ ﬂ%{ﬂbgﬁﬂfﬁer writing movement

throughout the first seven Weeks‘ of the 1nstruct10n However her scores in
g} ok G b G o BB B o
the Advanced level. The new level of tiered assignments (Tier C) was given to her in
week 7, which was almost at the end of the instruction. Student IN2 maintained her
writing ability really well, after receiving a new level of tiered assignments, which

was more difficult than what she used to work on. Her score in assignment 8 was the
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highest, compared to the scores she received before from previous assignments.

Student IN2°s score in the post-test was 21.

Student IN2’s Pre-test and Post-test Scores Concerning the Four

Writing Aspects

Overall Writing Scores

Scores on Each

Writing Aspect
Post-test
B Mechanics 6
O Structures 5
B Organization and Development 5
@ Content and Vocabu&ﬂ 5

-test scorem:oncerning the four

. Ld L
AREINININYINS
9 | :
The figure above reports« Student IN2'S pre-test and, pos-test scores

conssitg e T g s sk S 1 Bl 4 scre i

the aspects of content and vocabulary, and also mechanics. Student IN1 scored 3

Figure 4.13 Student IN2" pfe-tes and pos

points in the aspects of organization and development, as well as structures.

In the post-test, Student IN2 showed her improvement in all aspects of

writing. She received 5 points in each of these three writing aspects: content and
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vocabulary, organization and development, as well as mechanics. The students

gained 6 points in the area of structures.

Student IN2’s Pre-test and Post-test Writing Analysis

In total, there were 10 pieces of writing produced by Student IN2 throughout

the instruction. Student IN2 co re-test while she was still on the

Intermediate level. The pos- dent IN2 was already moved up

to the Advanced level. cre_writien under the same topic, “My

mples is provided here:

s

(’\\) \’)\)O\W\\t \x\ m W02 eavee _ \'\\kc sc‘mu\m
('*CN\L ’Z(\A xgﬂf—:—‘.-»—_—_%_‘ 5 X‘“ AQC'\ R

¥

Bod T i \o N Nosrn mzm see \\\\\)WA

. “ﬂmﬁtﬁ’% H‘ﬁ“rﬁ“

\\ru\ra ot. 6 \"}.n 203 ("0((

Writing Sample 4.11: Student IN2’s Pre- test “My Favourlte Place”
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Writing Sample 4.12: Student IN2’s Post-test, “My Favourite Place”
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Student IN2’s Pre-test and Post-test Writing Analysis based on the Writing Rubric

Writing
Aspects

Pre-test

Post-test

- Address part of the task with | - Effectively address the task
some length _
- Extensive amount of
- Begins to vary vocabulary, information
Content and choice . ‘
Vocabulary -Varied vocabulary choice and
- Occasionalvocabulary errors usage although may have
butsficanin gmnot obscured some errors
- Limited'in appropriate’details | - Can write a paragraph with
} ' main idea and supporting
- Insufficient amount of details detail
Organization clatis
and - Trouble sequencing - Attempt to write more than
Development
= - Indicate paragraphing one paragraph and may
exhibit rudimentary essay
strueture
- Restricts to basic structural - Attenapt to use a variety of
patterns structural patterns with some
) ) errors
- Correctusage of conjungtions
Structures
) - Use correct verb tenses
+Go outside of model
- Make errors in complex
structure
- Use periods and capitals with | - Appropriate mechanical and
some errors spelling convention
Mechanics | - Use commas with compound
and complex sentences
- Mostly conventional spelling
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Emerging Features

e Production of longer and more detailed writing

Both pre-test and post-test were written under the same theme, which had to
do with the reasons why Student IN2 wanted to go to America. However, her post-
test contained more sentences with.more details compared to the pre-test. The student

employed a great variation of vecabulary 1n her post-test.

e Employmentof éransition words in development of paragraphs

Concerning the/aspeet of organization and development in writing, Student IN
2 had trouble sequeneing ey ideas imn Hﬂérd_pre—test writing. However, she already

showed an early sign of paragraphing in h_qr pre-test. With regards to her post-test

result, it could be claimed that Student IN2 i:;vas finally able to write a paragraph with

a main idea and supporting details.

The significant difference of Student IN2*“ pre-test and post-test was her use
of transition words in development of paragraphs. Student IN2 employed transition
words in connecting, her, ideas, For example when she wrote. “First, I must go to
N.Y....” and “Finally, when I grow up I promise myself, I must go to America.”. The

student.gave a promise to herself that she would definitely go to America.

e Variation of structural patterns

Students IN2 mostly used simple sentence in her pre-test writing. However, in
the post-test, Student IN2 showed a higher ability in constructing compound and
complex sentences, as well as the ability to variate structural patterns in writing.

However, the student made frequent mistakes in using complex forms of verbs. For
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example, she wrote “I had never go to America.”, “I must don’t remember go to
LA.” and “I think everyone want to go to America.”. Student IN2* score in the post-

test was 5.

e Appropriateness in the used punctuation

wanted to put her feeli ~when she wrote; “...I promise

myself, [ must go to A both pieces of writing, there
were certain drawings, ¢ been added in the work such as;

wssser, o, o bl o T
i é‘d‘d;

9
U

AU INENTNEINS
RINNIUUNIININY
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STUDEN IN3

At the beginning of the instruction - when the pre-test was distributed to the
students - Student IN3 completed the test and received the score of 11. She was on
the Intermediate level and showed an early progress in writing. Sometimes, Student

IN3 showed progress in her writing, er; she stayed in the same level till the end

of the instruction. Figure 4.14 pr iting improvement Student IN3.

18

16

14

12

Students' Overall Scores

10

Pre-test 1( g  Post-test

ﬂUﬂ’JWﬂ‘iﬁﬂM’m‘i

AR STW“ HTTSvTTINa Y

Student IN3*s score in the pre-test was 11. Based on her pre-test result,
Student IN3 was described as Intermediate writer. In the first two weeks of the
instruction, Student IN3 received the same scores in assignmentsl and 2. Her score

then climbed up to 16 points in assignment 3.
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Student IN3“s pattern of writing improvement was very unsteady. In the
middle of the instruction, her scores dropped down again in assignments 4 and 5.
Student IN3 made some progress in writing during weeks 6 to 8 but it was not so
significant a progress that she changed level. However at the end of the instruction,

Student IN3* score had gone up again. She received a score of 16 from the post-

English writing test. @‘U//’

L7 Overall Writing Scores

i

Scores on Each’ ‘
Writing Aspect D 0

Post-test
B Mechanics [} = 4

4 O
O Structures g m g ri 4
B Organization !.ImD opment o o ' v 4

AW T IE TR

Figure 495  Student IN3S pre-test and post-test scores concerning the four

Pre-test

writing aspects

Student IN3“s pre-test and pos-test scores concerning the four writing aspects
are presented in the figure above. Focusing only on the pre-test, Student IN3 received

3 points in the aspects of content and vocabulary. She gained 2 points in the aspects
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of organization and development, and also structures. Student IN3 scored 4 points in

the aspects of mechanics.

In the post-test, Student IN3 received the same score in each of the four

writing aspects, which was 4 points.

Student IN3’s Pre-te t-test Writing Analysis

Student IN3, in tofal; perfo

instruction. Her writin

ofswriting..Botl hese writing products were written

f writing throughout the whole
1 the post-test were analyzed

regarding the four aspeci

under the same topic,

The analysis of 8 N3 ‘ iting'samples is provided here:

] ‘v?—?‘ Yo <en .-
I 90 Yo Hr 1 feel mz 1. . S4iw =

. seﬂw@ mmwmmz o
%%aaﬁ%wmmg

‘Qy\ew\k 90 ‘}0 Sl a\no" We, D)O © SEA I H’\c-
%afoozx?bud' seo\(’oo& Same’\\/v:v\a en \w’h @(4’( 1 \i\Q—

90 ‘\'o 9ea ,

Writing Sample 4.13: Student IN3’s Pre-test, “My Favourite Place”
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Writing Sample 4.14: Student IN3’s P ; y Favourite Place”

Table 4.12 ¢

=9
'Lﬂ
Student IN3’s @-E nd gb ns yi;llng Aw g d on the Wrmng Rubric
. . ﬂ . . - - 1 ‘

A

- Address part of the task with some substance

Content and | - Limited Vocabulary Choice

Vocabulary | _ ¢cagional vocabulary errors but meaning not obscured
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Writin
8 Pre-test Post-test
Aspects
- Thought pattern can be - Can write a paragraph with
difficult to follow main idea and supporting
Organization details
and - Ideas not connected not
Development logical - Attempt to write more than one
paragraph and may exhibit
rudimentary essay structure
- Frequent grammatical errots...f+= Attempt to use a variety of
: structural patterns with some
- Meanifig obscured
errors
Structures | - Sentenegé striicture repetitive
= Use correct verb tenses
- Make errors in complex
structure
- Use peniods and eapitals with. | - Use commas with compound
some errors and complex sentences
Mechanics | - Use commag-with compound |- Mostly conventional spelling
and complex sentences
-.Mostly conventional spelling

Table 4.12 (Continued)

Emerging Features

e Attention to the personal perspective in the material

In her post-test, Student IN3 described her feelings when she was at the beach

with her family and how she felt when she had to go home; this showed that the

students tried to convey personal feelings™ to the reader through writing. This trait of

writing was not found in her pre-test. The examples of these sentences were:
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“Because I think that — seafood very yummy than very food.” and “I think that — see
the sea help feel relax very much. At time go home I . feel sad, Because I am favourite

’

is The Pattaya beach — forever.’

e Production of paragraph like structures with a topic sentence

and a concluding sentence

In her pre-test, Student IN3 seemed-to.have troubles sequencing her ideas.
The last sentence in her pre-test - “But / like go to'sea’’ - was not fitting as an ending
of the story because it Simply ' was a repetition of the topic sentence, “I want go to the

2

seda. .

In her post-test, Student IN3 showed an improvement on her writing. Her
writing indicated paragraphs with a, topic s_ei_ﬁtehce, “I'want to go to Pattaya.” - and

a concluding sentence, “Af time go home [ Jéé] sad, Because I am favourite is The

5] " od el

Pattaya beach - forever.”.
e Employment of transition words

In the post-test, Stadent IN3, was able to .use.the.verbs ,,want ,, and ,like™
correctly. For example in her pre-test - she wrote “/ want go to the sea. I like go to
sea.”, Wwhile in"her post-test <she wrote “I want ‘to go to-Pattayw.”” '‘And “My family
like to go to the beach.”. To compare Student IN3*s writing in the pre-test and the
post-test, it could be seen the student was able to use transition words in her writing
in order to show a contrast, as well as cause and effect. For instance when she wrote,
“I think that Pattaya beach more beautiful than every beach. Because Pattaya is

clean — beach and sad beautiful.”.
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STUDENT IN4

Student IN4 was in the Intermediate level at the beginning of the instruction.
She was moved up to the Advanced level in the middle of the instruction and stayed
on this level until the end of the instruction. The following figure presents the overall

improvement on Student IN4‘s writi

20

1: %”é‘“ N~

f [oics; \\
RN ,;%

W, e

pr——

Students' Overall Scores

10 3 T
8
6

Pre-test 7 8  Post-test

Figure 4.16 E

RN TR LN st

Intermedlate level and was assigned to work on Tier B tasks. It took her two weeks
get used to working on tiered assignments, before she could make a solid
improvement in assignments 3, 4 and 5. Since week 6, she was assigned to work on

Tier C tasks. Her score in assignment 7 had dropped vastly down to 11. However;
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Student IN4 was successfully able to make a new range of improvement again in

assignments 8 and 9. Student IN4"s score in the post-English test was 18.

Student IN4’s Pre-test and Post-test Scores Concerning the Four

Writing Aspects

—

7))
7/ N\
/) B\

Overall Writing Scores

Scores on Each

X

Writing Aspect
Post-test
B Mechanics 4
O Structures 4
B Organization and Development 5
B Content and Vocabu{a y 5

Figure 4.17 StudentBM"s pre- scoreﬂoncerning the four

S nensneng

Student ﬂ‘lw% pre-test and pos-test scores &)ncerning the f@}r writing aspects

ae prefthiedin Figbid 417, Foeusingénty on|thd peres, Shighnf N4 received 3
9

points in the aspects of content and vocabulary, as well as structures. She gained 4

points in the aspects of organization and development, and also mechanics.

In the post-test, Student IN4 received the score of 5 in the aspects of content
and vocabulary, and also organization and development. She gained 4 points in the

aspects of structures and mechanics.
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Student IN4’s Pre-test and Post-test Writing Analysis

During the 8 weeks of instruction, Student IN4 had completed 8 English
writing assignments in total. In this section, Student IN4‘S pre-test and post-test
writing products were analyzed. Both of these writing products had the same topic,

which was “My Favourite Possessio

The analysis of Stud: : s is prov1ded here:
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’nicrﬂ l’eof\"’ %u i) ;jﬁ'*
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g e ong, X

1 ﬂ # &%WEM‘?W Eh’f’l’\‘i

Writing Sample 4.15: Student IN4’s Pre-test, “My Favourite Possession”
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Table 4.13

Student IN4’s Pre-test and Post-test Writing Analysis based on the Writing Rubric

Writing

Pre-test Post-test
Aspects

- Address part of the task with - Effectively address the task
some substance

- Extensive amount of

- Limited Vocabulary Choice information
Content and
Vocabulary | - Occasional vocabulary errors - Varied vocabulary choice
but'mecaning adt obscured and usage although may

have some errors

- Use'detailsifor support or - Write a paragraph with main
illustration, but development idea and supporting details
of'ideas 1s inconsistent

Organization - Attempt to write more than
and - Some 1dgas maybe well one paragraph and may
Development developed while others are exhibit rudimentary essay
weak structure

- Indicate paragraphs

- Restricted to basic structural - Has some control of basic
patterns structures

& Comrect-use of eonjunctions ~Attempts to construct

Structures
A LA compotind and complex

- Go outside the mode sentences

- Use periods and capitals
Mechanics | - Use commas with compound and complex sentences

- Mostly conventional spelling
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Emerging Features

e Development of information level

A fair progression on her writing regarding the area of content and vocabulary
could be seen in her writing. In the post-test, more details about Student IN4‘s
favourite possession are given, compared to the pre-test. Not only did she talk about
her favourite possession, which as a collection.of Twilight series, Student IN4 also

mentioned about benefits ofbooks in general.

e Developmeént.of a story with a topic sentence and a concluding

sentence

It is essential tonotg that Student IN4 had been struggling in sequencing her
ideas in the pre-test, while in the post-test she became more fluent in developing the

i

story. Student IN4 could now write a paragraph with a main idea and supporting
details. The student realized the importance of concluding. sentences in given reader
good impressions. In the post-test she wrote, “I hope you enjoy with a book. If you

can read — Only you read—*“. She also attempted to structure her writing in more than

one paragraph.

¢ Employment of transition words

In the post-test, Student IN4 had attempted to construct compound and
complex sentences by using conjunction words, even though she still made some
errors. An example of this could be seen, when she wrote “Only you open the book
everystory everymoment have in a books. Knowlage in a book, Entertrainment in the

book Happy and sad in a books.”.
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Table 4.14

Analysis Overview: Students on the Intermediate Level
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STUDENT AD1

Student AD1 was categorized as an Advanced writer. She stayed on the
Advanced level throughout the instruction. Figure 4.18 presents the overall writing

improvement Student AP4.

Student AD1’s Oy ‘ ” ”iting Improvement
S/,

24 -
¢ /% |
MMV7/¢ W\
Z 16 e \
8  Post-test

Student AD1"S wrltlng score from the pre-test was 18. She was put into the

Advaneed 16@%81 CHYRAIR8 TR o, she manss 1o

maintain her scores in the same level. Student AD1‘s scores drepped a fair bit in
assignn%ﬂg mgtfe]d‘;rm umge’]/nﬂomajwriting scores
increased again in assignment 8. Her post-test score was 18. To conclude this, both

her pre-test score and post-test score were the same (18 points out of 24).
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Student AD1’s Pre-test and Post-test Scores Concerning the Four

Writing Aspects

20

Overall Writing Scores

Scores on Each

Writing Aspect
Post-test
B Mechanics 4
OStructures 4
B Organization and Developme 4
B Content and Vocabulary 5
Figure 4.19  Student AD1"s pr st scores concerning the four
writi
Figure 4.19 pr&nts | -test and pos-test scores concerning

the four writi p E ?ﬂ i’ re- st Student ADI received 6
points in the ﬂaﬁ ontent (H n gal ed oints in the remaining
QAT HNTIN YT Y~

In the post-test, Student AD1 received the score of 5 in the aspects of content
and vocabulary. Her score in the three writing aspects mentioned earlier still

remained the same.
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Student AD1’s Pre-test and Post-test Writing Analysis

Student AD1 performed 10 writing assignments, including the pre-test and the
post-test, in total. Her writing characteristics, regarding the four aspect of writing
were discussed by using the writing rubric as a guideline. In this section, Student

AD1s pre-test and post-test writin

’ ts were analyzed. Both of these writing
products had the same topic &i‘te Place”.

,d L
fs 1t1 ng -. ¢s is provided here:

The analysis of Stud
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a covlorty god Nove the ghow,

Writing Sample 4.17: Student AD1’s Pre-test, “My Favourite Place”
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—“\e ?\c\ce where ] like o go

T\nc F\ace_ where ] like bo go bo PaHaya..[ like to
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Writing Sample 4.18: Student AD1’s Post-test, “My Favourite Place”

i

Table 4.15 l]]
Student AD1’s ﬂeiﬂr gﬁoﬂﬂw{Wﬂ Wﬂ ﬁ'the Writing Rubric

- Effectively address the
task with substantive
amount of information

- Effectively address the task

- Extensive amount of information

Content and . . - Varied vocabulary choice and
- Varied and effective
Vocabulary vocabulary choice and usage although may have some
errors

usage
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Writin
8 Pre-test Post-test
Aspects
- Use details for support or illustration, but development of ideas is
Organization inconsistent
and - Some ideas maybe well developed while others are weak
Development
- Indicate paragraphs
- Has some eontrol of basie'strictures
Structures
- Attempts-to-construet coimpouind-and complex sentences
- Use pemods.and capitals with seme errors
Mechanics | - Usg€ommas with-compound and complex sentences
- Mostly conventional spelling

Table 4.15 (Continued)

Emerging Features

e Evolvement of expressive style
Different from the pre-test, Student AD1 employed expressive word choice in
her post-test, which gave the readers a clear picture of what Pattaya looked like.
Examples of post-test sentences that contained Student AD1s effective use of words

were “...Pattaya is beautiful city and crowded with tourists....’sand “Pattaya has

many plavers: Banana boat is the-best player because'lt’s'very fumn and-exciting.”.

o Effective way of constructing and connecting sentences
Compared to her pre-test, Student ADI showed an improvement in
constructing sentences in her post-test. Obviously, her sentences contained more

words. These sentences were also strung together in logical and meaningful ways.
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STUDENT AD2

Student AD2 was a student on the Advanced level. She stayed on this level
until the end of the instruction. Figure 4.20 presents the overall writing improvement

Student AD2.

Student AD2’s

24
w
& 2
=]
é
w20 P
=
T 18
=
= 16
s
>
S 14

Pre-test 8§  Post-test

Figure 4.20  Stude if;f_--’-r-“""_ﬁfm:

Student AD2"ﬂrriting score from the pre-test m{ls 20. She was categorized

into the Advarﬁdurﬂlﬁa%ETWﬁ' Weﬁ (ﬁ]ﬂﬂ ﬁructlon her scores in

writing had gon ¢ down in ass1gnme&ats 1 and 2. However she managed to bring up

e quy P ki o 14 SRR ISR G b o o

ups and downs in Student AD2S scores through the instruction. Her post-test score

was 21.
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Student AD2’s Pre-test and Post-test Scores Concerning the Four

Writing Aspects

20

:rall Writing Scores

Scores on Each
Writing Aspect

/7
P 7T NN,

Post-test
B /Al — NN ;
O Structures j' l m ; \ 5
B Organization and Developn Ar ' m" \ 6
@ Content and Vocabulary J " 7 6
:- J .
Figure 4.21 Student AD2"S pre-test and post st scores concerning the four
. AR
writing,aspects .
ngsp

The above ﬁﬁre éﬂa-test and pos-test scores

concerning the four asl;e@ti‘c)f writing. Foq&ljing only on the pre-test, Student AD2

received s pm@ il st Aopécis i ok o fekt, $tbckng AD2 received a score

A AT e
. | i .
nd 4 points in the aspect of mechanics.

of structures, a
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Student AD2’s Pre-test and Post-test Writing Analysis

Student AD2 performed altogether ten writing assignments, including the pre-
test and the post-test. Her writing characteristics, concerning the four writing aspects
were discussed by using the writing rubric as a guideline. Two pieces of her writing

were analyzed in this section: one om the pre-test and the other from the post-test.

These two pieces of work were u )me topic, “My Favourite Place”.

The analysis of Student

AU INENTNEINS
RINNIUUNIININY

Writing Sample 4.19: Student AD2’s Pre-test, “My Favourite Place”
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Writing Sample 4.20: Student AD2’s Post-test, “My Favourite Place”
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Student AD2’s Pre-test and Post-test Writing Analysis based on the Writing Rubric

Writing
Aspects

Pre-test

Post-test

- Effectively address the task - Effectively address the task
) with substantive amount of
- Extensive amount of . .
_ _ information
Content and information
Vocabulary ) ) - Varied and effective
- Varied vocabulary choice and .
vocabulary choice and usage
usage althetigh may have
SOIMe crors
- Can wiife a pavagraph with - Multi-paragraph with clear
maint idga and supporting mtroduction, development of
details ideas and conclusions
Organization
and - Attempt t@ write more than - Ideas are connected
Development one paragraph and may sequentially and logically
exhibit fudimentary essay ) )
structure - Appr.oprlate supporting
details
-*Attempt to-usc.a-varicty-of structural patterns with some errors
Structures - USe correct verb tenses
- Make errors in complex.structure
-Use periods, commas and = Uselperiods and capitals with
capitals some errors
Mechanics | -'Mostly conventional spelling | - Use commas with compound
and complex sentences
- Mostly conventional spelling
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Emerging Features

e Substantial and detailed information with developed vocabulary
Looking at Student AD2s writing in the aspect of content and vocabulary, it
could be seen that the student was able to effectively address the task with extensive
amount of information already at the, beginning of the instruction. Student AD2s
post-test was written in multi-paragraph fosm.«The student employed a rich word

choice, which was good at'giving the reader imaginary and sensory input.

e Creationof multiple paragraphs displaying diverse writing

characteristics, and set in a personal perspective
Compared to the prestest - where Student AD2 wrote about her favourite fun-
park and foods in Singapore/in a logical sédiuence, the details presented in her post-

test were quite extensive. Through her awarfenéss that one paragraph should deliver

only single main idea, each of her paragraph written/in the post-test contained

defined subject matter and presented individual writing characteristics.

In the first paragraph; Student AD2 'talked about buildings in Shang Hai in a
narrative style, embedded with humor. Then, in the next paragraph, she talked about
food in_ShangHai, jand again het humot was)shown in' the \wiiting. The student
compared the tastes of “Siav Long Pao”, she could find in Shang Hai and in Bangkok
using comparative writing style. Her fourth paragraph showed descriptive writing

characteristic when she explained the ingredients of “Siav Long Pao”.
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One more important characteristics of her post-test writing, which had not

been found in the pre-test, was that Student AD2 attempted to convey messages to
the readers based on her own feelings. In her post-test, Student AD2 added her voice

to the writing by showing her personal perspective.

AULINENINYINS
ARIANTAUIM TN



172

STUDENT AD3

Student AD3 was categorized into the Advanced level. She stayed on this
level until the end of the instruction. Figure 4.22 presents the overall writing

improvement Student AD3.

24

22

20

18

16

Overall Writing Scores

14

Pre-test | 6 7 8  Post-test

Figure 4.2 Studeht AD3'S ove M

Student AD3 scored-20 in the pre-English writing test. She was described as

un Advanced @]mm.lfl Hokosedtlopind odchtion bt scors i witng had
gone dﬁirw ?Tlamqiﬁlimﬁjﬁﬁﬁwmu ;ﬁgress again in

assignment 5. There were a lot of ups and downs in Student AD3"S scores through

the instruction. Her post-test score was 20. Her pre-test and post-test scores were the

same (20 points out of 24).
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Student AD3’s Pre-test and Post-test Scores Concerning the Four

Writing Aspects

[\
(=)

—_—
(9]

Overall Writing Scores
)

Scores on Each

Writing Aspect
Post-test
B Mechanics 5
O Structures 4
B Organization and Developme 5
B Content and Vocabulary 6
Figure 4.23 Student AD3"s p@m Lest scores concerning the four

,..;,J, ;,."‘ . 7 T

-test and &-test scores concerning the

Figure 4.23 reli:g}ts Stu
four writing as tij ﬁlﬁ)ﬂ % % egtJ %dent AD3 received 6
points in the ﬁe t of content 0 ab l e eceived a score of 5 in the

oo TP I U1 495 g s o

in the asﬂect of structures was 4 points.

In the post-test, Student AD3 received a score of 5 in the aspects of content
and vocabulary, as well as mechanics. She gained 6 points in the aspect of

organization and development, and 4 points in the aspect of structures.
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Student AD3’s Pre-test and Post-test Writing Analysis

In total, Student AD3 performed 10 writing assignments, including the pre-
test and the post-test. Her writing characteristics, regarding the four aspect of writing
were discussed by using the writing rubric as a guideline. In this section, Student

AD3"s pre-test and post-test writin

’ ts were analyzed. Both of these writing
products had the same topic &i‘ce Possession”.

,d_

. = ] TE— .
The analysis of Student AD3""s writin -. oducts is provided here:

— A e
. 2&{?‘_ AR
~ \ ;
My fadlG 4)& \ Y blankeb.
vl
Becavse 1 % s W 1550 werm

}ga __.J

and °\ \o\n _ 717

0 AT ;e

" ﬂﬁ“%ﬁﬂm‘&‘w‘ ‘“ﬁ’fﬁ b,
ﬁ]mn%%ﬁm% istli)

ey \Jj o0y blankel

onansy Araund oy lome. 11's b

I)Oke EU}() IK)S veal Q\’SJK)OV‘B OF MR

Writing Sample 4.21: Student AD3’s Pre-test “My Favourite Possession”

w\\cv\ I was
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Writing Sample 4.22: Student AD3’s Post-test, “My Favourite Possession”
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Table 4.17

Student AD3’s Pre-test and Post-test Writing Analysis based on the Writing Rubric

Writin
8 Pre-test Post-test
Aspects
- Effectively address the task - Effectively address the task
_ with substantive amount of
- Extensive amount of . .
_ _ information
information
Content and ) ) - Varied and effective
Vocabulary |~ VariCWWOEIRZary SoicRalt vocabulary choice and usage
usage althetigh may have
SOIMe errors - Can write a paragraph with
main idea and supporting
details
- Multiparagraph with ‘clear - Attempt to write more than
intgodugtion, development of one paragraph and may
Organization ideas and conchusions exhibit rudimentary essay
and structure
- Ideas are conneeted
Development . .
sequentially and logically
- appropriate supporting details
- Has some control of basic structures
Structures
- Attempts to construct compound and complex sentences
= Use periods, commas dand capitals
Mechanics
- Mostly conventional spelling




177

Emerging Features

e Frequency in the use of vocabulary

Compared to the pre-test, Student AD3“s choice of vocabulary had become

more complex in the post-test. The student employed complex words that were not

AULINENINYINS
ARIANTAUNIINGIAE
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STUDENT AD4

Student AD4 was on the Advanced level. She received Tier C tasks until the
end of the instruction. However, the result from the post-test test showed that her
ability after the instruction went down to the Intermediate level. Figure 4.24 presents

the overall writing improvement Stu

24

Overall Writing Scores

8  Post-test

Figure 4.4 StudentED4'

Smdenﬂ[ﬂﬁ le W EI»}W?WIEIﬂ ﬁt‘ﬁ?onmdermg the score

she received from the test, she was é;ategorlzed in the Advanced level Her writing
scores at gsl al@ﬂ iam lel}’ag ﬂﬂ—&v’q a;hﬂhowed a new
progress 1n her writing again in assignment 5. Student AD4s score in assignments 6
and 7 were quite stable. Her score had gone up a little in assignment 8, before it went

down to the Intermediate level in the post-test.
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Student AD4’s Pre-test and Post-test Scores Concerning the Four

Writing Aspects

20

Overall Writing Scores

Writing Aspect
Post-test
B Mechanics 4
O Structures 4
B Organization and Developme 4
B Content and Vocabulary 4
Figure 4.25 Student AD4s pr st scores concerning the four

The figure abgre pre 4s @-test and pos-test scores

concerning the ﬁﬂﬂ ﬁ% glw W the pre- tes results, Student AD4
received 5 poi spect f content and voc e ecelved a score of 4 in

M LG ILCL E e 1N L

aspect of mechanics was 6. It can be seen from the figure that Student AD4 received

the same score, which was 4, in every aspect of writing.
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Student AD4’s Pre-test and Post-test Writing Analysis

There were in total 10 pieces of writing, including both pre-test and post-est,
that that Student AD4 had submitted. The writing progress that Student AD4 had
made was discussed according to the four aspects of writing. In this section, two

pieces of Student AD4" writing wer:

]ed; one piece from the pre-test, the other

@ writing work is provided here:
._J
——

from the post-test. The analysis

21 stsging , AL ' 11 SOY. SOR.KeaDCHAL 2
HOAY'KNANG BAMNG 5 e 54 \\ nlj negghbour amund
my home . I hat€ gfce d[.:, a i

'S leave iy W@, _‘ iy Nhouse . IPleﬁed with her

last week. She» Y ]
eek .’19.5 ha‘ 75 e ondd Know togelher when we
young . Jone s my first™s M n'e Nowaday I'm trying fo

make friends,.
|

I have many

I loved my nelQ)bOur

ﬁ w

ﬁ}\_ . Z — - _.
al= 7“‘. 4 f"..? .
R

o |\

v
1
Y/

Writing Sample 4.23: Student AD4’s Pre-test, “My Neighbourhood”
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I'm 15 yeerod
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Prochamts ym pen  rog

1030 bkk TIrve

home  has

Writing Sample 4.24: Student AD4’s Post-test, “My Neighbourhood”
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Table 4.18

Student AD4’s Pre-test and Post-test Writing Analysis based on the Writing Rubric

Writin
8 Pre-test Post-test
Aspects
- Address part of the task | - Address part of the task with
with some length some length
- Begins to var - Begins to vary vocabulary choice
Content and 8 - : : Y Y
vocabulary-choice .
Vocabulary - Occasional vocabulary errors but
- Occasionalvocabulary meaning not obscured
eriofS butmeaning not
obsgured
- CangWwrite ajparagraph - Use details for support or
with main'idea’and illustration, but development of
supporting details ideas 1s inconsistent
Organization . .
g - Attempt {0 write more - Some ideas maybe well
and .
than one patagraph and developed while others are weak
Development o -
may exhibit rudimentary _
essay structure - Indicate paragraphs
- Has/some control of basic structures
Structures - Attempts compound and-complex sentences
~Errors occasionally distract from meaning
~Approepriate mechanicaly 4+ Useperiods-and-capitals with
and spelling conventions sOme errors
Mechanics - May use commas with compound
and complex sentences
- Mostly conventional spelling
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Table 4.19

Analysis Overview: Students on the Advanced Level
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Part 2: Analysis of students’ opinions towards differentiated writing instruction

by tiered assignments

Research question 2: What are students™ opinions towards differentiated writing

instruction by tiered assignments?

Semi-structured interviews. were used in order to elicit students™ opinions
towards the instruction. Conducted after the ansiructions, the interviews required the
students to express what theythought ablmt the instiuction. Moreover, they needed to
describe their opinions“about the writing tasks they had completed, how they felt

about their own writing predugts and'overall classroom atmosphere.

There were twelve interviewees an{i_ (J)-ne interviewer. The interviewer was not
the researcher herself but an English teachér-'_:itil-the same school, who was assigned to
ask the students questions during the intervi’évb‘i-‘sessions. The purpose of this was to
make students comfortable in giving th'e:l “'éiﬁjéWers without worrying about the
researcher's feelings and about the effects of their answers on their grades. The
interview with each participant took around 10-20 minutes. The interviews were done
in Thai in ordet tolelicit/as ' much information’as possible from the students. Before

the analysis was'done, the data obtained from the interviews were translated into

English:

To analyze students™ opinions towards differentiated writing instruction by
tiered assignments, the interviews were transcribed. Then, the interview
transcriptions were scanned for key words, phrases or sentences, indicating to which

categories they belonged. To summarize the results of the interviews, for each
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category those key terms were counted and reported by using frequency and

percentage.

Of the students*™ opinions towards the instruction, two major aspects were
reported: Advantages and Limitations. Table 4.20 presents the opinions of the

participants towards differentiated writing instruction by tiered assignments

Table 4.20

Participants’ opinionsgtowards; differentiated writing instruction by tiered

assignments

A& d N\ " Pre-test
f; F{muen es of Key

-'J

Students’ Opinions

Advantages
Appropriateness and
Challenges of Wititmg-Fasks

P answers %
Lol 160)
me

8 23.75

Improvement oir' Writing in E e

terms of Length, A¢curacy and 31 4 19.38

Fluency

Con@ucwe Learning 30 18.75

Environments

Self-ejfﬁcacy_qnd Motivation in 29 18.12

Learning Writing

Suecess in Writing 25 15.63
Limitations

Extensive Workload > 312

Lack of assistance from more ) 1.25

capable peers

There were twelve students, who participated in the interviews

N = Frequencies of the key words appearing in the interviews
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The Table 4.20 reports the summary of the students™ opinions obtained from
the interviews. It can be observed from the table that differentiated writing instruction
by tiered assignments received the highest percentage in providing appropriateness
and challenges to writing tasks (23.75%). Additionally, students reported that the
activities they did in the class helped them to improve their writing in terms of
length, accuracy and fluency (19.38%). Differentiated writing instruction by tiered
assignments, as said by the-students, prqyided Withreonducive learning environments
(18.75%). Student's self=efficaey.and motivation in learning English writing were
enhanced through the imStruction (18.12%), All in all, differentiated writing
instruction by tiered assignments was é‘ghﬁrmed to enhance students™ success in

writing (15.63%). 0

The limitations of the institiction wére also reported. There were two main
aspects that emerged from the intefviews wrth j[ile students: Extensive workload and
lack of assistance from more (;ai;éble peers.‘ A—;lir;lber of students said that the tiered
assignments they recCeived created an extra amount of work (3.12%). Another
limitation occurred when students were not able to solve problems in the tiered

writing tasks, because they worked with clagsmates' who possessed the same level of

writing skills (1.25%).
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Advantages
Appropriateness and Challenges of Writing Tasks

Students expressed during the interviews that the writing activities, in which
they participated in the class, were appropriate for them. First, students described that
they were assigned to work on something that was not too complex or too simple for
them. They felt that the work criteria set by-thesteacher were appropriate for them.
Moreover, students explained-that beingfl‘able to move to a higher writing ability level
was quite a challenge because it would show that they had made a progress in their

learning. 1 4

Besides, students also suggested “[hat the writing materials as well as the
writing topics, provided by the teécher, wer:aF Very interesting for them. They students
could connect the writing topics.they did in @ésﬁ*rooms to the real life usage. Students
felt that, while they were completing the tais';k_s",gfhey had a-lot of fun and they could

use a lot of their imagination to create writing products, although some tasks were

difficult.

) 4 [} @ ] ' 1 a { v o g
1. “vyngegvipnGoemaaoulylad nnoaivenduiagsnaziy vgaanauiny 15 usiun

I AUADAIUYAA NN .. I DRI I anvBdi s 18 msazausficliensuwnulues

Az i fungausowline [Student IN2]

“I would not have been able to improve my writing if the work had been too

difficult at the beginning. I think the assignments I received were appropriate for me.

I mean...I could improve my writing because the tasks were not too difficult, not out

of my reach.”
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' P ] o { o Y
2. “wurouuniFounn q miizmu lddnlgneisinguainmsiliou smurveununGou lad

o { ' a4 3 3 A I o
Temasiauidie  neundanizueniu e1niuizes 9 uuuintimedasy” [Student AP1]

“I like the lessons very much because I could practice English through

writing. I like it that all students were able to work on something difficult at the very

beginning and gradually had more and more difficult work to compete. I think it was

challenging.”

3. “uuAnnnuiguagdiultinn lihunull Hidenagven diaeuniilse Tond uauls

@ v VoA Y A = v of 4 = =2 A @ a N - o Yy
AIDYN L‘]f‘Ll‘Vlclfl’iL"’llEl‘H!ﬂEl’Jﬂ’U’Ju’ﬂmu‘l‘ﬂu HWIDVIUOIAUNITITN HUAANVUMVICTHUNUIYTU m‘lwgﬁﬂ

aenidou” [Student IN1] 2%

“[ think the woik that the teache;t._assigned us was not too difficult or too

easy. The topics that the ieacher_ _assighed us to write_about were useful and

interesting. For example, about the Valentine’s topic or to write about someone [

love. I think they were.appropriate for téenagers. It niade e enjoy writing.”’

Improvement on Writing in terms of l.ength, Accuracy and Fluency

Differentiated writing instruction by tiered assignments provided the students
with eXtrat/knowledge tabout=the" | English Janguagel  There” weis Ceftain language
elements, that students reported to have improved on, which were: vocabulary,
grammar, punctuations and capitalization. The students informed that they had
learned a lot of vocabulary by working with other classmates during the Guided
Student Practice. It was also said by the students that the presentations given by their

classmates were a good source for learning language structures.
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Almost all of the students reported that they have learned the language
through individual writing tasks, for which they had to make a large effort. Students
could relate the concept - that the teacher introduced in class - to their individual
writing. Students confirmed that tiered assignments helped them to write longer
passages than before. This came from the criteria that the teacher had set for each
piece of writing. Students said that they had'to complete the work according to the
teacher's criteria in terms-of length. §Qme students said that they wanted to go
beyond the teacher's expcctations. The students also reported that they could

formulate their ideas fasier than before. For examples of students™ opinions, see

¥

below:
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[Student AP2]

“I have learned a lot, more than what I learned before with other teachers. 1

had to review lots of vocabulary I learned, from other lessons. I have made a big

progress in writing/"now I 'can write in a‘form of-paragraph, not just in separate

sentences. d Jike, English more than before, and-I have.become. morne enthusiastic

’

about ledrning. Now I understand English better than before.’
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“I have learned how to construct sentences, how to use vocabulary correctly,

different forms of verbs and spelling. Writing is easier for me now because I know

basic sentences and I can think of several ideas faster when I write. I think my

)

grammar is also better.’

1 o

3. “du ... AmTunyuy nyAaNnuianngagaluedved grammar Huraz FINGI ) W1 Ky
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IassadailseToany” [Student TN2]

“Umm.. for me, I think that | have made the most progress in terms of

grammar. I have written Binglishimore than before. I tried to write from the grammar

points I learned in class Then I tried td’:; embed my ideas and vocabulary into the

sentence structures.”’

Conducive liedrning Environments

Students had strong positive attitudes towards the classroom atmospheres, the
learning activities and the teacher,.where differentiated writing instruction by tiered
assignments was employed. Students experienced a supportive learning environment
while they were werking with other students, who “had comparable writing levels.
Students said that they received a fair amount of work including the work that they

carried out with other classmates and the work that they carried out alone.

Students had the impression that every student was being treated equally with
this teaching method because their different levels of writing ability were being

addressed. Students felt that everybody in class was able to catch up with the lessons
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without being left behind. Moreover, students had the impression that the teacher
paid attention to every individual student. They appreciated that the teacher was
concerned about their ability when assigning them tasks, which they had not felt from
other teachers before. The students insisted that the learning experience they had in
class was different from what they had experienced in previous English classes.

Examples of students™ opinions are provided here:

° I 1 Al T 1 o Aa ' S 1
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Y
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_—

“It was very easy for us to work togetber’ because everybody in the group had the

same level of writing ability. It was also very easy for us to explain to each other about the

, 4,
work because we did not need (0 worFy-aboiit dti_ie_"rs with more difficulty to understand the
gt 4 7|]'!J

lessons. It was fair for us to work together. W?did not have to compete with people,

4

)

who were smarter than us. This made our learning time r_ni;ch enjoyable.’

« 9 =R oA A o ) v v Y ' T 3’, = Y T '
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AU’ [Student AD3]

“I felt'that the'people - whom T'work with - were betterthan me, even'though we

were told that we were on the same writing level. However, that was not a bad thing. [

learned a lot from them, especially new vocabulary. I tried to help them as much as

possible!”
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[Student IN3]

“I think that the things I learned with Kru Oh were different from what I learned

from other teachers. Kru Oh let us do a lot of activities and we had a lot of

opportunities to practice writing. In other classes, the teachers did not pay much

attention to each individualstiident; we only learned from books — no opportunities

. ; A N ”
to write. Kru Oh separated usingroups, 1 think she took very good care of us.

A w7

)
Self-Efficacy and Motivation in [_earning Writing
b I
Differentiated writing iristruction by:ﬁé'rféd assignments encouraged students®

to trust their own writing abiii& -and moti\}é{l‘-c-e—a students o keep on improving their
writing. By identifyin?gv_ﬁsélﬁuiiein;‘r‘ entry writing levels, étudents acknowledged their
current writing ability. "Providing students with the right tasks, which were not too
difficult or too@asy for-the students, helped them fo successtully complete the tasks

within their own ability. The students felt obliged.to maintain their writing skills or

even try to write better in ordet toymoveto a higher'level of writinig ability.

According to the students, being able to complete the given tasks was
considered a success in writing. Also true for the students; being able to move to a

higher level gave them a great sense of achievement. The following statements taken
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from the interview transcriptions provide examples of students® responses in terms of

self-efficacy and motivation in learning emerging during the instruction.
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[Student AP4]

“We were motivated to create good writingwork because we wanted to move

2
up to a higher level. For me, I think I became very enthusiastic about learning new

words because I wanted#o use'them 10 form new seniences.”
\

2 =) = S ;é/'.-. < V!, l ~ 2 a
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“If we created good work, we wo"i'tldr then _get higher scores. We would be

moved up to a higher level. No‘fonnly wouldi_’.&;fbe proud of ourselves, but we would

o
1)

also gain more knowledge.’

a ' H i d il < ' o q ¥ Y1
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[Student’ AD1]

“In my point of view, categorizing students into different levels was very good. This

made me know my current level. I knew how well I could write and what I should improve on

in order to go to _a higher level. I tried to perform different styles of writing so that I could

gain extra points. I did not want to be moved down to the lower writing level.”




194

Success in Writing

It is observed from the students” responses during the interviews that a great
number of students insisted that their writing skills were improved during and after
experiencing the instruction. The fact that students worked on tasks that mirrored
their current skills and at the same time encouraged them to write something more
complex, helped them being able to completesthe tasks and learn something new

from them.

Furthermore, students‘reported that the group/pair tiered assignments — which

they carried out in class -sreally /gave them a good understanding of the introduced

writing concept before peérforming their, individual writing. As a result of this,

ee

students successfully completed: each speeific fask alone. Examples of students
)
opinions are provided as follows: =
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[Student'IN4]

“This teaching method helped students to write better because there was a
division of students’ writing levels: A, B and C. It helped the students to write
according to their proficiency, their knowledge and their ability. When students
worked on something that they already knew, they would become familiar with

writing and they would write better and better. Students could also start working on
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something more difficult so that they could always improve their writing, no matter

what level they were on. I believe that dividing students into levels A, B and C — then

’

giving them different levels of work helped students to write better.’

2. “augiilown q sz wuihnunnudlsdueas 1i'ld hlve 1 lasuigerld sumels

funuiiiousenuuns iz NANdeIdneeyuInNnhzAiousenula” [Student IN1]

“I am very proud because I did every-work by myself and I did not ask

anybody to write for me. Lamsatisfied with my writing results because I have worked

very hard on it.”
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“Even though some assignments di_d?‘é_em difficult and the results were not

excellent, I am sure.that I learned something from them. I think I have become more

comjfortable in writingthan before. I am not scared of writing in English anymore.”

Limitations

Extensive Workload

To successfully deploy tiered writing assignments in classrooms, students
must be able to complete work within a given period of time. In this study, students
were expected to perform a writing task once a week. Some students said that the

workload was one of the drawbacks of this study. Students in the Advanced level had
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to perform longer writing assignments than students in the other groups. Students
reported that in order for them to write longer paragraphs, they needed more time to
think. Some examples of students™ responses regarding the extensive workload of this

instruction are shown here:
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“When I was meved to'the higher level, I'was very happy at first. However at
|

one point, 1 felt very tired and I did.not want to write. ] felt that the work that I did in

the new level was much more than what [ used to do, when I was in the previous
§ 4

level.”
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“Somehow, I felt that level. C students ‘had too_much _work_to do. When

working,cevery student had the same amount of time to complete the work. They all
had the same deadline. But in reality, it was not the same for all students. For
example - compare the amount of work that the students on level A and the students
on level C received — it was obvious that level C students received more difficult work
than level A students. They needed more time to complete the work. That was why

students on level C submitted their work later than students on another level.”
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Lack of Assistance from More Capable Peers

Students described during the interviews that some problems concerning the
writing occurred while they were working in pairs or in groups. When they needed to
complete the tasks that were more complex than what they used to, they had nobody
to consult about it, because everybody in their work team had the same level of
ability. The peer assistance was not enough'to solve emerging problems during the

,,Guided Student Practice* stage. See the exceipts below, taken from the interviews:
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“However, there weré some times that we did not understand the writing

activity and we did not kngw how to complete it because we all had the same level of

s J
v il

knowledge and we did not undersiand. it. It Wa;g,yery difficult for us and we could not

find the answers.” e e =

In conclusion,'differentiated writing instruction by tiered assignments brought
appropriateness and challenges to the writing tasks, which led to improvement on
writing in terms of length, accuracy and fluency. The instruction provided students
with conducive learning environments. It could enhance students™,self-efficacy and
motivation in learming ‘writing. Students had suceess in writingiby engaging in the
instruction. However, this writing instruction was found to have disadvantages such

as an extensive workload and lack of assistance from more capable peers.
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Summary

This chapter reports the findings of the study concerning the effects of
differentiated writing instruction by tiered assignments on students” writing ability

and students® opinions towards the instruction.

To measure the effects of differentiated writing instruction by tiered
assignments on students writing ability,  Wileoxon Matched-Pairs Signed-Rank
statistical performance was.employed 1n order to eompare the mean scores from the
pre-test and the post=test Ahe finding showed a significant difference between
students* pre-test and poststest mean scores. Concerning the overall scores of all the
twelve students, the post-test'mean scorg was significantly higher than the pretest
mean score. Thus, the firstresearch hypotﬁesis of this study (Students™ scores in the
post-English writing test will be higher fﬂ’l{n.‘fghe pre-English writing test at 0.05

significant level) is accepted.

Concerning students opinions towards the activifies in tiered assignment
fashion, the analysis~o0f the interviews shows thatstudents reported that the
instruction provided the students with) apptopridte’ andychallenging tasks. Students™
writing was improved in terms of length, accuracy and fluency. The lessons were
carried “out in conducivé learning. environments, which enhaneed” students™ self-
efficacy and motivation to learn writing. The students had success in their writing.
Besides the advantages of the instruction that the students reported, some
disadvantages were also found from the analysis of the interviews. Students reported
that they had problems with the extensive workload and the lack of assistance from

more capable peers. Considering all the responses from the students, most of
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students™ opinions concerned advantages of the instruction. As a result of this, the
second hypothesis (Students were satisfied with the instruction. Students found the
instruction useful and helpful in making them better at writing because they had
conducted writing tasks that were not too difficult or too easy for them). was also

accepted.

Considering the findi } be concluded that differentiated

writing instruction by ntsﬁ‘fectlve teaching method in
enhancing students” writing*abi \u students, who study in the same
classroom. The next chapter/©f this thesis pra :\ aders with the summary of
the study, the discussi ‘of ' oS, s~ lagogical implications and

recommendations for
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CHAPTER V
SUMMARY, DISCUSSION AND RECOMMENDATIONS

This section of the thesis contains six main parts. In the first part, the
summary of the present study is presented. The second part shows the research
findings of the study. The third part entails the discussion of the research findings.
The limitations of this study are discussed im~the fourth part. The pedagogical
implications obtained from.the ﬁndingsgof this study are introduced in the fifth part.

The sixth and last part-€ontains secormmendations for future studies.

Summary

This study aimed to investigate the éffegts of differentiated writing instruction
on the writing ability of ninth-grade students-and-to explore their opinions about the
lessons based on tiered-assignments:in-order to-measure-the effects of this teaching

writing method, one-group pretest-posttest, quasi experimental design was deployed.

The tedaching experiment was conducted with ‘12 ‘participants from a mixed-
ability class. " The research took place in_Standard English III subject,
Triamudomsuksapattanakarn Ratchada.School, Second | Semester, /Academic Year
2010. Out of these twelve participants, four came from the Apprentice level, another
four from the Intermediate level and the remaining four from the Advanced level.
These twelve participants had participated in the lessons, where differentiated writing

instruction by tiered assignments was the main approach.
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The quantitative data drawn from the comparison of the pre-test and post-test
results was used to evaluate the effectiveness of differentiated writing instruction by
tiered assignments, when aiming to improve students™ writing ability. Following the
rubric as a guideline, changes in students* writing behaviors as they moved to another
level was discussed. The students™ opinions towards the instruction were also

discussed, using the results from the interviews.

The study was carried out in ‘three phrases. The first phase involved the
preparation of the differcatiated writing instruction tiered assignments. The second

phase concerned the implementation of the_ instruction. The third phase entailed the

evaluation of the instruetion/€ruployed in téaching English writing.

The first phase of the . research ::'-procedure was the preparation of the
differentiated writing instrugtion by tiered %ﬁgr_;ments. In this phase, the population
and the samples were identified. Ground;i_‘_‘gheories, previous studies and other
relevant documents ‘weic-ieviewed.—Lheinformation-obtamned from the review of the
literature was gathered and synthesized into the conceptual framework, which was
used for the construction ofilesson plans and other research instruments. All of the
instruments that had*been designed-were validated-and pilot tested. The revisions of

these research’ instroments:toek place to ensureithat they could beweffectively used to

gather research data.

After the first phase of the research procedure had been carried out, attention
was given to the second phase, which related to the implementation of differentiated
writing instruction by tiered assignments (Week 1). Before the instruction began,

students were asked to complete the pre-English writing test. The writing rubric was
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used for scoring students® writing in the pre-test and concerned four different aspects
of writing: Content and vocabulary, Organization and development, Structures and
Mechanics. Based on the scores students received from the pre-test, their current
writing ability levels were finally established. In this research, there were three levels

of writing ability: Apprentice, Intermediate and Advanced.

During the instruction (Week 2-9). thesstudents performed a writing task
every week. The tasks that-the students carried out-matched their writing ability. To
be specific, students in thesApprentice level received Tier A tasks, which encouraged
them to start writing sumple scutencges. S|tll_gients in the Intermediate level worked on
Tier B tasks, which helped them to wri__t“e J_compound or complex sentences using
transition words. Students in the third 1e\ﬁel? ‘Fhe Advanced level, completed Tier C
tasks in order to be able to €onstitict cohéﬁeﬁt paragraphs with a topic sentence, a

concluding sentence and an appropriate use of ffansition words. Throughout the eight

weeks, the writing rubric was used to evaluate every wiriting product students had

made.

Students” scores “based on the writing rubric were used to observe their
progress. These scores were also' used 'to decide whether'students were moving to a
higher develcof~writing) ability” of ynoty Duringythe, instruction, those jof the twelve
students who had shown progress twice consecutively would be assigned to work on
a higher level of tiered tasks. Students, who did not show signs of progress, still

received the same tired level of writing assignments.

After the eight weeks of instruction, the improvement of their writing ability

was measured (Week 10). Students were asked to complete the post-English writing
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test. This stage of the procedure was carried out in order to examine whether
students™ had made progress after experiencing the lessons with differentiated writing

instruction by tiered assignments.

The third phase of the instruction dealt with the evaluation of the
implementation of differentiated writing instruction by tired assignments. Students®
scores from the pre-test and the post-test were eompared by means of an arithmetic
mean and Wilcoxon Matehed=Pairs Signed-Rank Test This quantitative analysis was
carried out to see the ovesall progress of students™ writing ability. The answer to the
first research questiong*“Toswhat exten|t‘ Qoes differentiated writing instruction by
tiered assignments affect the writing abi;lit}'/_ of students?” was obtained from this

stage of the evaluation phasg.

With the intention 0 find consisteney, in scoring students” writing in all
writing products, inter-rater reliability was ‘ii_s_‘e_d.,The results revealed a correlation
between the scores givei-by-the-icscaichei-and-another ratér, which were 00.99 and

00.93. This confirmed that the scoring of students writing from both raters was

consistent.

Also in the evaluation process, all of these twelve students were interviewed
about their opinions towards the instruction. The qualitative data, obtained from the
content analysis of the interviews, was used to answer the second research question,
“What are students™ opinions about the activities in their writing lessons based on
tiered assignments?” Inter-rater reliability was employed in order to find

consistency in the ways two raters classified students™ responses into categories. The
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correlation value was 00.89, which confirms that the researcher and another rater

analyze the interview data in a consistent way.

Findings

The summary of the findings is preésénted in two main aspects: 1) Students™

English writing ability and 2) Students opinions-towards the instruction.
1. Students’ English Writing Ability
|

With regards tos'the fisst research question, “To what extent does

et

differentiated writing instruction by tiere@ assignments affect the writing ability of

students?”, the findings showed that all tWélV’e students” overall post-test scores in

s J
v il

their writing test were higher than the pre-test scores significant at 0.05 level. This

confirms that differentiated waifing instruc-ti_éxj»by tiered assignments successfully

enhanced the writing dbtiity-of ninth=grade students:

Additionally, further analyses were carried out”in order to investigate the
improvement on writing that students on~each level had made. Within the same
writing ability level, students™ overall pre-test scores were compared to the pos-test

scores. ‘The resultsnevealed that there was no significant differenee between students

pre-test and post-test scores when looking at each separate writing level (p > 0.05).

Since the analyses mentioned above (looking at all twelve participants and
looking at students from three separate levels) revealed contrasting results, the
researcher trusted that is was essential to look closely at each student to explore what

individual progress they had made. Students™ pre-test and post-test writing samples
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were taken to be analyzed concerning the four writing areas, which are: Content and
vocabulary, Organization and development, Structures and Mechanics. The results
revealed that each individual student, no matter what level they came from — had

different characteristic of significant writing improvement.
2. Students’ Opinions towards the Instruction

Concerning the second research question, “What are students™ opinions
towards differentiated writing instructior; by tiered assignments?” the interviews were
conducted with the intefitionto eli¢if students™ opinions towards the instruction. From
the interviews, students™ s€sponses.‘were categorized into two major aspects: The

advantages and the disadvantages of the iﬁ§tmction.

In terms of the advantagés, the stud;:nts informed that differentiated writing
instruction by tiered assignments gave thefg the opportunities to work on writing
tasks that were appropriate, uséful and chéiléifgihg. The students felt that working
with other classmates, who had the same level of writing ability, provided them with

a conducive environment, where students felt comfortable about learning. Students

had the impresgion‘thattheteacher paid attention te each individual student.

All students informed that they had learned-a lot about the-English language
during the instruction. Many of them nsisted thatthey now can write more English
than before; they can formulate their ideas faster and they are better at combining all
language elements in order to produce a piece of writing. The students said this
method of teaching writing promoted self-efficacy and motivation for them to learn
writing. The students explained that the divisions of writing levels helped them to

know their current writing ability. The students reported that they tried harder in
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order to reach the higher writing level. Moreover, students insisted that differentiated

writing instruction by tiered assignment has also brought them success in writing.

On the other hand, students reported that differentiated writing instruction
also had its disadvantages, which were the extensive workload and lack of assistance
from more capable peers. In terms of the workload, students reported that they
sometimes had problems finishing the givenstasks. They felt that they had to
complete a difficult task-in-teo limited a period: Concerning the lack of assistance
from more capable peerspstudents explained that they sometimes were faced with

problems during groupsor pair assignments_, and could not figure out solutions with

the classmates they worked with as they all had the same writing ability level.

To conclude, the two research hypotheses of this study were accepted. To be

exact, students received significantly highe_lrffs'_qc‘)res in the post-English writing test
than in the pre-English writing test, aftér__}experiencing differentiated writing
instruction by tiered -assigninents.-Moicovei,theintervicw results revealed that

students* opinions mostly concerned advantages of the instruction.

Discussion

Differentiated instruction and tiered assignments are regarded as beneficial
teaching methods, which concern differences among all students and attempt to
improve their learning from their current level of knowledge and skills (Tomlinson
2001, Chapman and King, 2005; Pierce and Adams, 2005; Richards and Omdal,

2007). The writing instruction, which was delivered to the participants of this study,



207

was constructed based on grounded theories of differentiated instruction, tiered
assignments and writing assessments. The lessons, in which the students participated,
paid attention to the varied writing ability of the students and appropriate levels of
given writing assignments. It was found out that differentiated writing instruction by
tiered assignments was an effective teaching method for enhancing students® writing

ability by addressing their existing writing skills:

There were two objectives in ‘this research: 1) To explore the effects of

differentiated writing instiuction by ticted assignments on students™ writing ability,

and 2) To investigate siidents™ opinions f[ov_vards differentiated writing instruction by

tiered assignments. Thereforc, the findings of this study, which are discussed here,

concern two major aspects: students™ Engh'sh writing ability and students* opinions
towards differentiated writing instriiction byiticred assignments. Each aspect consists

of several sub-topics, which are Taised in the discussion of the research findings.

1. Students’ English Writing Ability

The Qverall Writing Ability of All Twelve Students

Based on) the fildings=of this Study; the ovefall post-test. méan scores of all
twelve students in English writing test were significantly higher than their pre-test
mean scores (p < 0.05). The findings revealed that the overall writing ability of these
twelve students had improved after experiencing the differentiated writing instruction

by tiered assignments.
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Also in the present study, the analyses of the pre-test and post-test writing of
all twelve students, concerning the four aspects of writing - Content and vocabulary,
Organization and development, Structures, and Mechanics — were also carried out.
The findings revealed that every student made a significant progress in least on one

writing aspect.

With regards to the interview resulis, the students reported differentiated
writing instruction by tiered-assignments could enhance their writing ability. Based
on the students® responsesgdividing students into different writing levels and offering
them with different types of assignments{‘al_‘l_owed every individual student to learn in

their own pace and malke the most out of the lessons.

To support the findings mentioned above, the researcher would like to draw a

¥

conclusion from the grounded theories of _(._'ii‘ff‘e‘rentiation and tiered assignment, in

relation to the zone of proximal development-._in;s_o,ciocultural learning theory.

According to ~ Tomlinson (2001), and Chapman and King (2005),
differentiation is a teachers™ responsibility in adjusting-the instruction to meet the
various needs/-of0all fstudents/jin mixed= ability’ classtooms and to ensure the
improvement in“the educational outcomes. Tiered assignments are one of the
strategi@s in'differentiated instruction that involves making a range of assignments to
match different groups of learners (Pierce and Adams, 2005; Richards and Omdal,

2007).

In this study, students were categorized into three levels of writing ability:
Apprentice, Intermediate and Advanced. They were provided with a range of three

tiered assignments which are: Tier A (for Apprentice level), Tier B (for Intermediate
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level) and Tier C (for Advanced level). Students were able to work according to their
own writing ability on tasks that reflected both the skills that they already possessed
and the new skills being introduced in order to advance their writing ability. Thus,
the results of the present study revealed that he students were able to improve their

writing after receiving the instruction.

To look at this in the zone of proximal'development perspective (ZPD) in
Vygotsky™s sociocultural=theory of learning, the implementation of this study
reflected the scaffolding«proeess, in |which students were offered a range of

|
assignments that addressed their /current skills and at the same time attempted to

promote a new concepithe students needqd to master. Once the students experienced
a connection between the existing skills jiarllid._the new skills being introduced, they
would move on a higher ability level. Thié,;:“scélffolding process gave the importance
to the teacher, who played a major‘role m creaﬁng supportive learning environment

and providing the right level 6f assignmeﬁté to the students (Subban, 2006; Hall,

Strangman an Meyer, 2009).

Concerning the findings of the study as well as the support from grounded
theories of differentiated instruction; tiered assignments' as well as zone of proximal
developmenty itvconld tbesconcluded that)theprogress the studentss made on their
writing ability resulted from differentiated writing instruction by tiered assignments.

Thus, this instructional approach is beneficial for students™ improvement in writing.
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Insignificant Writing Improvement of the Advanced Students

When looking at the differences between the pre-test scores and the post-test
scores of students, who came from different writing ability levels, it could be seen
that all students on the Apprentice level and the Intermediate level received higher
post-test scores than the pre-test scores. While only one student on the advanced level
gained higher post-test scores than the pre-tcst scores. One student on this level
received lower post-test seore than the pre-test seore; the remaining two students™
post-test scores were equalto_their pre-test scores. The S.D. value of their post-test
mean score was quite high and it ¢an be ;],S.‘S_llmed that it was affected by one student,
whose post-test score was Jdsolated from_;‘thdf_: mean by significantly lower post-test

score than the pre-test seore;

Concerning the results of individuafl: .Etyglent"s pre-test and post-test writing
analyses, it was revealed that most Apprentié_e_‘_?nd Intermediate writers showed their
significant writing impiovemeint-on—one—or—moic—witting aspects discussed as
emerging features. Advanced students, although having showed a certain progress on

their writing, did not show aslot of significafit-writing improvement that could be seen

through emerging features.

With'tegards to, the results from thé ladditional analyses/mentioned above, it
could be claimed that the implementation of tiered assignments in this present study
was quite effective with students on the Apprentice level and the Intermediate level.
On the other hand, it is less effective with students on the Advanced level. These

findings led to the same conclusion as what Richards and Omdal found in their study
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that advanced students showed the least improvement on their achievement in

learning through tiered instruction.

As suggested by Richards and Omdal (2007), advanced students were often
accustomed to receiving good grades without having to try hard on certain subjects.
Students were used to low expectations, where their success often came with a small
amount of effort (Tomlinson, 2001). Because of the nature of tiered assignments —
requiring students to keepron-making progress in learning - advanced students had
problems with managing time and adjusting themselves to the new learning system,

which expects continugu$ improvenient from the students.

The interviews with students from';. the Advanced level also showed that they
were struggling with having to meet the téacher“s expectation in this present study.
The student expressed in their opinions th-éjt'fth‘q amount of work was too much for
them. Often, they could not finish the work ;n time. The students admitted that they
frequently finished " the-woik in-the last moment in-order to catch up with the

schedule.

2. Students’ Opinions towards Differéntiated Writing' Instruction by

Tiered Assignments

The interviews were conducted in order to elicit students™ opinions towards
the activities they carried out in differentiated writing instruction by tiered
assignments. The students reported their opinions towards the instruction in two main

areas: advantages and disadvantages of the instruction.



212

Students reported five advantages in the instruction: 1) Appropriateness and
challenges of writing tasks; 2) Conducive learning environments; 3) Improvement on
writing in terms of length, accuracy and fluency; 4) Self-efficacy and motivation in
learning writing; and 5) Success in writing. Two disadvantages of the instruction
were also pointed out by the students: 1) Extensive workload; and 2) Lack of

assistance from more capable peers

As reported by the-students, both advantages and disadvantages were found

during the implementation-of differentiated writing mstruction by tiered assignments.

|
Therefore, the researcher would discuss these two main aspects - advantages and

disadvantages - in relation o the characteristics of differentiated writing instruction

by tiered assignments employed in this préSent study.

¥
Division of Studesnis- Writing%{szj’lﬂity Levels

Students described that differeh%i"a:fé'a’ writing. instruction by tiered
assignments promoted- self-efficacy and motivation forr them to learn writing.
Establishing students*“writing"™ levels enabled students t0 acknowledge their current
writing abilityAccording t0yBrown (2007); s€lf-efficacy tefefs to the belief in one*s
own ability to successfully perform a certain activity. Motivation is concerned with
one"s ekpectation of success. This expectation drives a person to'put their efforts in

approaching certain goals.

During the interviews, most of the students reported that the division of
students™ levels encouraged students to recognize their existing ability and motivated

them to keep on improving their writing. The students said that they had the urge to
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put more effort into their work, so that they could be moved to a higher writing level.

The reward that they would then receive was a sense of achievement.

Chapman and King (2005) have stated in their work that self-efficacy and
motivation play an important role in students™ learning development. The excerpt
from the interview is consistent with Chapman and King™s principle that “If the
student believes it is possible to reach the expeeted level of mastery, he or she will
try. However, if the student feels inadequate, he orshe will exhibit little of no effort.”
According to these two experts.n the field of differentiation, it is therefore crucial for

teachers to design tasksyWwhieh students can_successfully carry out.

Suggestions from Richards.and Ofr;da‘l (2007) also supported that the division
of students” ability level makes students kﬁow: what they are already able to do. The
students perceive that they will be able to alfc:ﬁ;qi_‘re new information by connecting it

to the knowledge or skills that they already p&s_s?ss.

Tiered Writing Materials

The students mentioned in the interviews that the tiered writing materials
were appropriate, intéresting and challenging for them. This is-to say that the writing
tasks the students performed were“not too easy=or too difficult<for their writing
ability. The students 'said during the interviews that that tasks allowed all students to
start working on something that was easy and gradually have more and more difficult

tasks to complete, which was challenging.

As stated earlier, the construction of tiered writing assignments was based on

the idea that students had to establish a connection between their existing knowledge
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with the new introduced concept. In order for the students to move from their current
writing level to a higher level, the students needed a certain level of assistance
(Bodrova and Leong, 1998; Subban, 2006; Monroe, 2008). In this study, the
assistance given to students was in the form of tiered assignments, which allowed the

students to study under the same concept through different types of materials.

As reported by the students, the fieted.assignment materials given to them
were appropriate in terms-of difficulty level. Many students confirmed that they

could successfully complete the given assignments because those assignments were

|
not too difficult for them. Based on the iﬁ_terview results, appropriate and challenging

tasks led to writing improvement in terms of length, accuracy and fluency, as well as

final success in writing: The students also described that they had learned how to

construct sentences, how to write a coherent paragraph with a topic and a concludin
paragrap p g

'-;JJ

sentence, as well as how to combine other language elements into writing, such as;

wog—

tenses, vocabulary and mechanics. The students also claimed that the topics they

wrote about were intetesting and meaningful for their real-life usage.

The students™ reSpemses supportedithe statement given by Richards and
Omdal (2007) that tiering of'lessons-allowed students to learn ‘according to their own
rate by-gradually~building upcthe knowledge~from theiryexisting background.
Chapman and King (2008) also pointed out that the lessons - which were adjusted
according to students” prior knowledge and which were changed to introduce
students to the new subject matter - would prevent students getting bored with the

learned lessons and getting frustrated that the tasks were too difficult.
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Based on the interview results and the suggestions from the leading experts in

the field of differentiated writing instruction by tiered assignments, it was proved that
this instructional method in teaching writing could enhance students® writing ability

through tasks that were best fitting for the students.

Manageable Classroom

Differentiated writing instruction by" Liered assignments was successfully
employed in a ninth-grade English writi-;lg classrooin in this present study. Based on
the interview results, the swidents suggested that this “method of teaching writing
provided conducive learnings envitonments. The students had positive opinions

towards the teacher, supportive classroom ‘atmosphere, as well as learning activities.

First of all, the students had the iﬁ{bféssion that the teacher was concerned
about every student, no matter Wwhat Writingél;i‘i‘ity level he/she came from. Students
insisted that they were being tréated equali}f/"'l:)'j'}»the teacher. Moreover, the students
informed that they folt comfortable working with classrﬁates, who had the same

writing levels. They felt that they could learn more from these classmates than from

other classmates with! differenttabilities;

The students informed that an appropriate level of tasks helped every
individual student to catch up with the lesson. All'of the'students'insisted that what
they experienced during the instruction was completely different from other classes

they had been in.

A parallel support to this finding was drawn from Richards and Omdal*s

study (2007), when they mentioned the characteristics of differentiated instruction
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and tiered assignments in classrooms that all students must be encouraged to
maintain their level of achievement and to make an effort in achieving higher level of
success. Effective differentiation classrooms should allow the students to work in a
flexible way. Students can work cooperatively in groups or pairs. Students must also

be independent in order to perform individual assignments successfully.

In conclusion, the experiment in thiS study was done in a mixed-ability
English classroom, where-all students had different-background in English. To make

the classroom manageable for  differentiated writing instruction by tiered

assignments, the researches provided Stu_(lents with varied levels of tasks that

matched students™ writing ability. The aim of this was to provide both support and

challenges to the students in completing their, tasks. According to Williams (2002)

students with low-background in English_.-&zyriting should be encouraged to learn

writing by providing all kind ot eéxtra support. On the other hand, students with high-

background should be provided with challengés in the assignments.

Students ' Perceived Disadvantaces of the Instruction

As already’mentiofied;) thére were=twe | disadvantages stemming from the
implementation of differentiated writing instruction by tiered assignments: extensive

workload and lack of assistance from more capable peers.

According to the interviews, the students informed that tiered assignments
provided them with extra work, which caused an extensive workload. In the
interviews, the students reported that the amount of work was so large that the
students were not able to complete it on time. Often, the students postponed the

submitting date because they needed some time to brainstorm ideas before started
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working the given assignments. As the students thus finished the work in the last
moment, their writing often contained a lot of writing mistakes and disorganized

content, which inherently gave them a low writing score.

One of the causes of this problem was the nature of tiered assignments, which
requires students to perform a given task regularly. In classrooms, where tiered
assignments are used, students™ improvemeni‘Can be observed from students™ scores.
If students do not submit-their-work, the teacher-lacks the evidence to confirm that

students* ability has been improved.
Second, this problem related to students™ familiarity with traditional teaching

style, where student™s varied educationall background 1s not the main focus. The

students, who received the tiered assignments, were unaccustomed to performing

+ ."
A4

writing tasks every week in order to prove,their progress in writing. Students

therefore had difficulty with managing the tirf;e_ given to complete the given tasks.

The other isstie being raised as a limitation of differentiated writing
instruction was the lack of assistance from more capable peers in writing. Students
reported during thelintérviews thatSomctimes théy were not able to effectively finish
the given tasks ‘because they worked with classmates, who had the same level of
writingfability. The students suggested that since evenybody had the same knowledge
in writing, they were not able to solve the problems emerging in certain writing

assignments.

Considering the difficulty that the students were faced with when they tried to
solve language problems during writing, it can be claimed that the students had such

difficulty because they were involving in the process of learning new skills, which
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were embedded in every writing tasks. When the students acquired new concepts
through problem-solving tasks; their learning process would take place (Brown,
2007). The goal of differentiated writing instruction by tiered assignments in

enhancing students® writing ability from the current level therefore was achieved.

Limitations of the Study

Although this study has successfully reached its objectives, some limitations

were also found:

First of all, this"study was carried out in a short period of time (8 weeks of
instruction). In order totarget alarger scope of data and to gain more perspectives on
the effects of differentiated writing instruction by tiered assignments, this instruction

|

should be delivered to students for an extensi\}e-' length of time. A longitudinal study

should definitely be conducted.

The second limitation relates to the naturc of differentiated writing instruction
by tiered assignments, which*generally requirés a lot of self-discipline in the students.
According to the, principle of tiered assignments, students will be able to receive a
new tieted level ofdssignments, if theit peiformance is proven tobe better. However,
it was found during the instruction that some of the students had trouble with handing
in their individual work on the submission dates. As a result of this, it was difficult

for the researcher to observe their progress in writing on a regular basis.

As a last remark, this study was conducted with twelve ninth-grade students,

who enrolled in Standard English III course, Second semester, Academic year 2010



219

at Traimudomsuksapattanakarn Ratchada School. Therefore, the reader must be
aware that the findings of this study cannot automatically be generalized onto other
population groups that do not share the characteristics of the participants in this

study.

Pedagogical Implications

The findings of the présent study lead to the pedagogical implications of
differentiated writing ins@rtiction/by tiered assignments in actual writing classrooms.
Teachers and other edugatoss, who wouI_d' like to employ this method of teaching

writing in classrooms, may consider the suggestions given below:

First of all, teachers should explore: students’ current writing ability levels. In

§d

order to specify the students™ writing Ievels;f_tcéchers should use an English writing
test together with a wri‘;ing rubrié. The Writing ;Qbrric employed in assessing students”
writing can be both in analytical form and holistic form.-depending on the purpose of
the individual teacher. Teachers can also conduct a needs analysis before drafting a

long-range plan, so.that the writing topics given to the students will match their

interests.

Second, teachers have to design lessons plans and English writing tasks that
support tiered assignments in differentiation classrooms. Teachers may use the results
from a conducted needs analysis to construct the lessons or to create writing topics.
Note that it is essential for the teachers to create effective lesson plans, which include

learning outcomes, instruction plans and also assessment plans for different levels of
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writing. The writing materials must be prepared and differentiated according to levels
of complexity. The teachers must be careful that the lesson plans are concise and the

writing tasks are suitable for students in each level.

Third, teachers must deliver the differentiated writing instruction by tiered
assignments to students. The teachers have to follow the instructional process written
in the lesson plans. The teachers must kcepsin mind that the lessons must be
interesting, useful and enjoyable for the students:~When students are carrying out
tiered lessons in groups oipairs; teachers must be good conductors in the classrooms
by making sure that students; who have I“di_‘fferent levels of writing, are able to work
on the assigned tasks together in class;, W_}thidt_l the provided time. The teacher should
observe every group work jand provide é:x‘Frgl_ support when needed. The teachers
should also make sure that students are abl§it§ work with the given materials during

the individual writing. =

Fourth, teachets—inust evaluate—allstudents"wotk and provide relevant
feedback to students” writing. It is important that teachers always keep track of
students™ scores obtained from each writing.product so that they can ensure that all
students have submitted required work. Moreover;-a systematic record of students”
scores willohelp-thevindividual-teachen torobservesthe students progress in writing.
The teacher should also collect all of the assignments submitted by the students in

order to collect evidences of their writing.

Fifth, when teachers notice that certain students have shown improvement on
their writing, they should decide whether students should be moved to the next

writing level or not. To ensure that the increase of students™ scores really comes from
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the improvement of their writing ability, the teacher examines two consecutive
written pieces of work given by the students. If both of them gain the same scores,
which fall on the new writing level, then the higher level of tiered assignments should
be given to the students. The teacher should give students, who do not show an

improvement, the same level of tiered tasks.

It is necessary for teachers to regularlyreport to students what scores they
receive on specific assignments. This 1§ confirmed by the interviewees™ statements

expressing that when the studeats knew their current level, they would try to work as

A
hard as possible in order to' reach a new level of writing. This benefit of tiered

assignments keeps studentsgmotivated in learning writing. The goal of differentiated
™
writing instruction by tiered assignments will therefore be pursued.

It is very important to pof_é that {ér;_pl_;lﬁrs should always make it clear for
students that they are being t@u__ght-with thej-'TI_]f_Ié'thpd that 1s different from what they
are used to. The studeats—imust-be-told-that-this method,:, of teaching writing called
“differentiated writin;g) i_nstruction by tiered assignments” expects every student to

maintain the quality of theirwwriting, and at.the same time it expects them to try to

develop certain skills orstrategies so'that'their writing will be improved.
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Recommendations for Future Research

As mentioned earlier, differentiated instruction and tiered assignments are
effective teaching philosophies, which mainly address differences amongst learners.
These two instructional terms are found in several educational anecdotes and even in
national curriculums. However, the implication of differentiated instruction and
tiered assignments in the research relating to the field of foreign language writing
teaching is still hard to find:Differentiated writmmg imstruction by tiered assignments

can be investigated furthezan the futute according to these given recommendations:

1. A longitudinals study /of “differentiated writing instruction by tiered
assignments. The future research applying':.this instruction should be conducted over a
long period of time in order fo cenfirm its éffects on improving students” writing

¥

ability. The time-series research design can_.:b‘e used to observe patterns of students™
long-term progress in writing. - With this.;_. _the value of differentiated writing

instruction by tiered:-assigninents—in-cahancing students™ writing skills will be

expanded.

2. A replicationiof the study that'involyés the effects of differentiated writing
instruction on students writing and how students use their strategies in conducting
tiered aSsignments.. The writing strategies are expected to be a tool to help students to
conduct their writing individually. The future research might aim to observe how
students construct their work and how they can correct their own papers within the
given level of tiered tasks. This will reduce the responsibility of the teacher because

the students can use the strategies to direct their own learning. As a result, the teacher
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will possibly have more time to focus on the improvement of students writing ability

level.

3. A study on differentiated writing instruction by tiered assignments

regarding students learning preferences and/or students interests. The tiered

considering students™ readiness levels in
%’[0 differentiate tasks proposed by
Tomlinson (2001). Th té.'re%r fe th ded method
omlinson . erdyl ure rese eplicate the grounded metho

of this study, tiered b i els® witl areas of differences amongst

assignments in this study were crea
N

English writing, which was

students, such as th increase the amount of

research focusing o iation 7 tie assignments in foreign language

classrooms.

4. A replication of n other language skills, namely
listening, speaking and read ifferentiated instruction by tiered
assignments on these skills—as well as the op: {‘I e students towards the
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APPENDIX A Lesson Plans and Evaluation Forms (Lesson Plans 1, 3, 8)

Class: M.3
Time: 110 minutes (Period 1, 2)

Lesson Plan 1

Lesson: 4 Do you know where it is?

Academic Year: 2553

Standard and Indicators:

Objective:

Focused Content:

Content/Process/Product:

1.2 (4), 1.3 (1),3.1 (1)

Useful vocabulary: Places

Students will be able to write a.description of a place

town, eity; eountry, beach, mountain, etc.
Useful"Adjeetives: ¢lean, dirty, erowded, expensive, etc.

Grammar: Adjectives

Use: To describe characteristics or features.

Form:

4 adjective + noun

" Ex: Bangkok is a very crowded city.

| Subject + to be (not) + adjective

_Ex‘T his place is very dirty.

Content : Process Product
(Independent (Guided Student Practice) (Independent Practice)
Practice)

Apprentice

Intermediate

Advanced

Students choose
to write about
the place where
they like to, go
to.

Students will be given a picture of a

place. Students will put adjectives and

neuns.n blankssdnjorder to.complete

sentences. The students will then start

making up their own sentences.

Students will be able to describe
a place by using 1-3 adjectives.
Students must write in simple
sentences. The work should
contain 20-30 words.

Students will.be givenapieture of-a

place. Students will put adjectives and

nouns in blanks in order to complete
given compound sentences. Students

will have to make up their own
sentences by using transition words.

Students wall be able to describe
aplace by.using 4-6 adjectives.
Students must Write in
compound sentences using
conjunction words. The work
should contain around 31-40
words.

Students will be given a picture of a
place. Students will combine
adjectives and nouns to make up a
paragraph. Students will receive
explicit instruction of how to write a

topic sentence.

Students will be able to describe
a place by using more than 6
adjectives. Students must write
in a paragraph with a topic
sentence and a concluding
sentence. The work should
contain more than 40 words.
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Types of Writing: Description

Materials: - Whiteboard - Word charts
- Pictures - Worksheets

Evaluation:

The students can correctly and effectively write in order to describe characteristics of
places. With this they can effectively identifysthe names of places. Moreover, they
can also improvise with correct adjectives duting the writing process. In order to
write a description of a place, students should be able to employ the use of to be with
a combination of adjectives, so-that their writing descriptions can be understood.
Since this lesson is comstructed by using differentiated instruction by tiered
assignments, students argstequited to V\"iork on the assignments, which are suitable
for their levels.. They*should alse be able to share theirbackground knowledge and
ideas with the class. The writing rubrlc will be used to assess students” writing
products. \ A

Rubric Scoring Table: o 4

; o
add v ol ok
F =7l
R CONTENT/VOCABULARY ‘ORCANEZATION & -t STRUCTURE MECHANICS
DEVELOPMENT—=—=—=
0 | « no writing « NG Witing - | = nowriting « e wWriting
+ no comprehensible information * no comprelensible information .l T comprehensible information + no com prehensible
. g - oA information
1 | « little comprehensible information | « weak, incoherent « serious and fr@wont grammatical | « lack of mechanics
« may not address question b BITOrs . « handwriting and/or
« limited word choice, repetitious mostly spelling obscure
L -NMIWIQ. meaning
- d sentonces
2 | - addresses part of the task (some Biit « thought pattern can be difficult . “qugn[ grammatical e rrors « frequent errors
little to follow, ideas not connected, « meaning obscured + inconsistent use of
substance) or copies from the madel not logical + sentence strueture repetitive punctuation
« irrelevant information {or copies from model) « spelling may distract
+ frequent vocabulary errors of from meaning
function, cheice, & usage with « invented spelling
meaning obscured
3 | - addresses at least part of the with * limited in appre prigte details- « regtricied to basic structural « SOMe punctuation
S0Me insufficient amount of datail or patterns (simple present, and capitalization
substance frre levant information subject-vert), has some errors though fre quent
« limited vocabulary ch@ice + trouble sequencing = correct usage of adverbials BIrors
« occasional vocabu lary errors but - may indicate paragraphing (because - occasional spelling
meaning not obscured &lause) and conjunctions errors that distract
|andorbut) from meaning
< goas oulside afmadel
4 | - addresses the task at some length « uses details for suppert or = has some centrol of basic + uses periods and capitals
« bagins tovary vocabulary choice illustration (reasons; contrasts), but structures!(simple presant’ with some errors
« occasional vocabulary errors but development of ideas is simple past) - may use commas with
meaning net ebscured inconsistent. = attempts compound sentences compound and complex
Some ideas may be well developed le.g.. senkences
while others are weak. with and, or, but, sa) « mostly conventional
« indicates paragraphs - some complex sentences (e.q. spelling
with
when, after, befora, while,
because,
if)
- arrors occasionally distract
from meaning
5 | - effectively addresses the task « ¢an write a paragraph with = attempts a variety of + Uses periods, commas, and
« extensive amount of information main idea and supporting structural patterns capitals
« varied vocabulary choice and details = SOme errors « most conventional spelling
usage although may have some « attempts more than one paragraph - uges correct verb tenses
errors and may exhibit rudimentary essay = makes errors in complex
structure (into, body, conclusion) structures (passive,
conditional, present perfect)
B | « effectively addresses the task « multi-paragraph with clear = syntactic variety + appropriate
« substantive amount of informatien introduction, development of = welkformed sentences mechanical and
« varied and effective vecabulary ideas, and conclusions = few or ne grammatical emars spelling conventions
choice and usage + ideas are connected (verb tense markers,
(sequentially & logically) comparative and'or
« appropriate supporting details superlative)




Procedure Overview:

Period 1

Period 2

An Anticipatory Set

Teacher begins the lesson by motivating students about what they are
going to learn.

ious step) to work on varied
them practice essential
heir area of interests.

qmmmniwﬁwmé’a
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INDIVIDUAL




1. An Anticipatory Set - WHOLE CLASS
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Purpose in Activities . Learning
Time
process Teacher Students outcome
-To motivate Ss -T shows Ss a picture of -Ss get to -Ss can
to get interested area around Victory understand the 3 consider and
in the lesson and | Monument and asks Ss concept of the | MInutes | jqentify the
understand the questions. lesson. concept of this
highlight of lesson
today"*s lesson. - Ss look at the introduced by
pictures, share T.
-To activate Ss* ideas and
background L@answer -Ss can
knowledge that questions. effectively
corresponds to the share their
lesson. : background
“Students, 19 .this place :n the knowledge
- To check Ss* plcm_rﬁjamlh%n 7 \ according to
prior knowledge “WW b out 1 the lesson.
and experience this ea’if@an you des‘cr_ibe; 4
according to the : o
lesson. / Y . —
2. Teacher Input — WHOZ/ }Z‘LASS i 4
Purpose in y J Actlvmesf ’*' Tim Learning
process 4 Teache;xd.- ‘ ¥/ Students ¢ outcome
-T reviews and - T showsSs adeseription f_--,_i-‘?p repeat after -Ss can
introduces some 0f Victory Monument o 15 identify the
............................. " - minutes

useful vocabulary
to the class.

-To develop Ss*
understanding of
and ability to use
adjectives during
the activities in
the lesson.

- To prime Ss
with keylangiage
structure.

1) adjective + noun

- T encourages choral or
individual tepetition! of the
description in order to
present the use of adjective
to the class.

=T explains how adjectives
can be used. Ts can also ask
Ss questions to check their
understandlng

The area aroting" Vlctory Monurﬁent‘!'s"c‘rowded p
with people, buses and cars. The road around the £ .

se'deral roads. There are many small shops around ~
the monument A lot of young people like to shop

-a‘a-

I
I
I
I
_4"'
1
1
I

- Ss answer
TS questions.

Adjectives are used to describe people, animals, things and places.
In one sentence there are only two places where adjectives can be placed.

2) to be + adjective

From the description of the area round Victory Monument, please explain what
adjectives are used and where they are written.

Epiora it thubiui R e LR rmrmmem ey o -

meanings of
useful words
used in the
lesson.

-Ss can
identify the
meanings of
the adjectives
used in the
description.

-Ss show their
fluency and
correct
pronunciation
in terms of
intonation and
rhythm
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3. Guided Student Writing— GROUP/PAIR WORK (*Tiered by Process)

Purpose in Activities Time Learning
process Teacher Students outcome
- To provide -T divides Ss into groups - Ss come to -Ss can
varied levels of based on their writing an agreement 20 employ correct
writing tasks, ability, which are: in their group minutes | yse of
which are apprentice level, about which adjectives and
designed to help | intermediate level and topic they vocabulary
them practice advanced level. would want to about places in
focused writing work on. writing the
skills. - T provides Ss with instruction.
different lev s‘é\f
- To activate Ss to | tasks to stu -Ss effectively
do their given of tiered tasks eontains carry out a
task according to | some writing sub-topi task, which
their writing students to choose. matches their
ability level. The writing level.
discussion in
groups is -Ss show their
preferable. fluency and
correct
- To provide Ss pronunciation
with the _ L F m‘-‘“ in terms of
opportunity to TIER A Botfing adjectives \' i 18 in blanks, intonation and
practice using cqpyi g model sentencesto desc \ ¢ a place in rhythm.
vocabulary picture. —

relating to places
and adjectives.

| support, where it is o;1eeded

-Ss effectively
perform their
roles and share
knowledge,
opinions and
skills with the
team in order
to complete
the task within
the time
provided.

Document 1

Mﬂlﬂﬂﬂ‘ﬁ‘ﬂ&l

T R B

you to describe a place in a picture through writing.” / “You will have to
apply what you have leaned about adjectives in writing. You can select a
place that you would like to describe.”




4. Post-task - WHOLE CLASS
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Purpose in Activities . Learning
Time
process Teacher Students outcome
- To evaluate Ss* | - T invites Ss to present - Ss give a -Ss can
success in the their product in front of the | presentation of 15 successfully
activity. class. their writing minutes | provide a
- task in front of description of
-Ss make a SFUdetms’ nowtyou are the class. a place by
presentation of EOITIE to present yOur group using correct
. work. Please read your
their task . -Ss observe and relevant
duct description of a place out th diecti
products. loud, so that everybody can PO ir adjectives.
hear it.” EIgep S .
-For students presentation
from every group 3 and give oral
to share the - T monitors the feedback.

results of and to
make a
conclusion about
what they have
practiced.

presentationssandprovides
some gomments:

!
A

a3 |

_—

5. Independent Practice — INDIVIDUAL (*"j"ié'red by Content and Product*)

Purpose in Acttivities . Learning
il — Time
process Teacher : Students outcome
- To point out the | - T requires Ss to,weork /|, - Ss work on - Ss can write
essential language | individually on a final task. | an assigned 45 a description
minutes

used in describing
characteristics of
places.

- To provide each
student with an
opportunity to
self-select a
writing task that
matches with their
interests.

- To enable 8sto
gain further
understanding and
enhance their
ability to write a
description by
working
independently on
the task.

Again T provides Ss thiee |
tier tasks, which require
different levels of writing

level by

_choosing a
writing sub-

ability.

topic thatis- -
interesting for
them.

« . .
Apprentice writers -
Interimediate writers

T

TIER A

4/ TIER B

of places by
using correct
and relevant
adjectives.

TIER A — Drawing and describingsa place, where Ss'like to go to in
simple-sentences. | Ss must use 1-3 adjectives in their'description.

The'work should ¢ontain 20-30 words.

TIER B — Drawing and describing a place, where Ss like to go to in
compound sentences. Ss must use around 4-5 adjectives in their

description. The work should contain 31- 40 words.

TIER C — Drawing and describing a place, where Ss like o go to in a
coherent paragraph with a topic sentence and a concluding sentence.
Ss must use more than 5 adjectives in their description. The work

should contain more than 40 words.

Document 2




6. Conclusion
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Purpose in Activities Time Learning
process Teacher Students outcome
- To wrap up what | - T and Ss share what they | - Ss share the - Ss can reflect
Ss have learned in | have leaned from the ideas. 10 on what they
the class and how | lesson. mnutes | have learned
they can apply the and what
knowledge they -T and Ss brainstorm where problems they
have gained in they can use this lesson in had in the
their real lives. lesson.

real life usage.

“Class, can yo

AU INENTNEINS

AN TUNNINGAY
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Choose one of the following pictures to describe:

DOCUMENT 1
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Study the picture vou have chosen. TIER A — Apprentice

[[Exampl= of chosan picturs]

The

The

>
__-,:‘J Adjective
l"rl in the picture.

Maown

I canseea ver'.r'1

.ﬂ.d_u:q:trﬂ: Nioan

This placﬁnqi ﬁ j —
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Study the picture you have chosen. TIER B — Intermediate
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Study the picture you have chosen. TIER C - Advanced

[Example of chosen picture]

You will have to write a Y, :' 1 the place in this picture.
You must try to use as many adj - @& possible in your paragraph.

A
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Draw and write about a place that you like to go to

If you are... An Apprentice writer = Describe this town by using 1-3 adjectives.

Write in simple sentences. (20-30 words)

An Intermediate writer = Describe this town by using 4 — 5 adjectives.
Write in compound sentences using
conjunction words, such as; and, or, so,

l'yause, but, etc. (31-40 words)
An Advanced vm%; Scti is town by using more than 5

adjec in a paragraph with a topic
EEEEEEENR l/

senten

'"EEEEEEEER

|
-
-
-
-
-
-
1

DOCUMENT 2
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Evaluation Form (For Lesson Plan 1)

Guidelines for evaluation

245

Please put a tick (+/) in the rating box (1, 0,-1) the score to which the items

appropriate according to your opinion. Please also specify comments for each item.

1 means
0 means
-1 means

i

|
Part 1: Content / Proeess /Products

the item is appropriate

not sure

the item is not appropriate.

AT

Comments

Content / Proeﬁds (; 3
FLL ‘ 44 ilr_

Content (Independent Practice) -

Students choose to write about the place -

where they like to go to.

Process (Guided Student Praetice)

1. Apprentice e
Students will be given a picture of a
place. Students will put adjectives and
nouns in blanks in order to complete
sentences. The students will then start
making up their own sentences.

2. Intermediate

Students will be given a picture ofia
place! Students'will ptt adjectives and
nouns in blanks in'order 'to complete
given compound sentences. Students will
have to make up their own sentences by
using transition words.

3. Advanced

Students will be given a picture of a
place. Students will combine adjectives
and nouns to make up a paragraph.
Students will receive explicit instruction

of how to write a topic sentence.
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Outcomes/Instructions/Assessments 1/0]-1 Comments

Product (Independent Practice)

1. Apprentice

Students will be able to describe a place
by using 1-3 adjectives. Students must
write in simple sentences. The work
should contain 20-30 words.

2. Intermediate

Students will be able to describe a place
by using 4-6 adjectives. Students must
write in compound sentences using
conjunction words. The work.should
contain around 31-40 words:

3. Advanced

Students will be able to.desciibe a place
by using more than 6 adjeetives, Students
must write in a paragraph witha topic
sentence and a concluding sentence. The '
work should contain mere than'40 words.

e s the content in this lesson plan apﬁ_fép,rjate?

Yes NOHE e

e s the process-in this lesson plan appropriate?
Yes No
e [s the product insthis lesson plan appropriate?

Yes No

Additional comments /' Recommendation:




Part 2: Applying tiered assignments to teach students writing
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Procedures

0

-1

Comments

1. An Anticipatory Set —
WHOLE CLASS

2. Teacher Input —
WHOLE CLASS

3. Guide Student Practice —
GROUP/PAIR WORK

*Tiered by process through
group/pair assignments™

4. Debriefing —
WHOLE CLASS

5. Independent Practice—
INDIVIDUAL WORK

*Tiered by content and by product -
through individual assignments™

6. Conclusion —
WHOLE CLASS

o [s it appropriate-to-apply-ticicd-assigniments-to-teach students writing?

Yes

No

Additional comments / Recommendation:

e I§the overall of lesson plan 1 appropriate?

Yes

No

Additional comments / Recommendation:




Class: M.3

Lesson Plan 3

Time: 110 minutes (Period 5, 6)
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Lesson: 4 Do you know where it is?
Academic Year: 2553

Standard and Indicators:

Objective:

Focused Concepts:

1.1(4),1.2(1),1.3(3),3.1(1)

Useful vocabulary: Places

Students will be able to compare different places in writing.

¢ity, eduntry, beach, mountain, facility etc.
Useful Adjectives; clean; diity, crowded, high, low, etc.
Grammar: Comparative and Superlative Forms of Adjectives

Use: - Comparative isused to compare one thing
with other things. (We use ,than™ after

comparative.)

with its whole group.

- Superlative is used to compare one thing

(We often put ,,the"

b'e‘:‘foJr_e a superlative adjective.)

Form: - éhort adjectives

ADJECTIVE | COMPARATIVE | SUPERLATIVE
old oldgr 4= “oldest most adjectives:
tall taller 445 “tallest + -er, -est
late later  latest adjectives ending in —e:
nice nicer “hicest + -1, -st
fat fatter fattest ~.one vowel + one consonant:
big bigger biggest : double consonant
thin “thinner thinnest
happy “happier happiest change y into 1
-‘Eong adjectives (with 2 syllables not
ending in—y, with 3‘or more syllables)
ADJECTIVE | COMPARATIVE | SUPERLATIVE
comfortable | more comfortable | most comfortable more, most + adjective
unique more unique most unique
- Irregular adjectives
ADJECTIVE COMPARATIVE SUPERLATIVE
good better best
bad worse worst
far further/farther furthers/farthest
old older/elder oldest/eldest
little less least
much/many more most




Types of Writing:

Comparison

Content/Process/Product:
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Content Process Product
(Independent (Guided Student Practice) (Independent
Practice) Practice)

Students choose to

where they would
like to live.
Students compare
this place to other
places in order to
show the reasons
for why they have
chosen this place.

Apprentice

Intermediate

Advanced

write about a place,

- Students sit in different groups and study a
set of pictures showing places in a country.
Students put adjectives and nouns in blanks
in order to complete sentences.

- Students go back to their level groups and
share information. Workingswith people in
the same level, students compare several
places.andfill in comparative.and
superlatiVesadjectives in the blanks. The
stidcnts wallithen start making up their own

simple seéntcnges tdl describe places in the
plctures

3 -

Students will be able to
compare different places
in simple sentences, by
using 1-2 comparatives
and 1-2 superlatives.

- Students sit in diffegent groups and study a
" seof pictures show1'{1g places in a country.
Students put adiectives and nouns in blanks
in ofdeito complete given compound
sefitenges: e

<Students go back to-their level groups and
share information. Workmg with people in
the'Samé/fevel; students coﬂipare several
places and filtin compaltatlve and
superlativie adjectives m‘the.fb}anks The
students combine adjectives and nouns o

' :.q—make_up-compmmd-semencesrsmdemslis{é

transition words to connect their ideas -~
" through writing. 1

Students will be able to
compare different places
in compound sentences,
by using 3 comparatives
and 3 superlatives.

- Students sit in different groups and study a
set of pictures showingplaces in a country.
Students write a short description of places
they-see in the pictures.

- Students go back to their level groups and
share information. Working with people in
the same level, students use relevant and
correctadjectives and nouns tolmake up.a
paragraph. Students will receive explicit
instruction of how to write a topic sentence.

Students will be able to
compare different places
in a paragraph, by using
4 comparatives and 4
superlatives.

Materials:

- Whiteboard
- Pictures

- Word charts
- Worksheets
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Evaluation:

The students can correctly and effectively write in order to compare characteristics of
different places. With this they can effectively identify the names of and objects
found in these places. Moreover, they can also improvise with correct adjectives
during the writing process. In order to write a description of a place, students should
be able to employ the use of comparative and superlative forms of adjectives, so that
their written descriptions can be understood. Since this lesson is constructed by using
differentiated instruction by tiered assignments, students are required to work on
assignments, which are suitable for their lgvels . They should also be able to share
their background knowledge and ideas with the elass. The writing rubric will be used
to assess students™ witing-products. =

Rubric Scoring Table: \

i

R CONTENT/VOCABULARY / ORGANZATION & #/ STRUCTURE MECHANICS
4 4 DEVELOPMENT
0 |« no writing - N W riting - - = no writing « no writing
« no comprehensible information < ne compreensible informatjan ¥ - no comprehensible information + no comprehe nsible
y i information

+ little compre hensible information
+ may net address question
+ limited word choice, repetitious

« wiagk, ingoherent P

i

Fad g

= serious and frequent grammatical
erers
= mestly fragments

+ lack of mechanics
+ handwriting and'or
spelling obscure

i + 23 phrasas/simple meaning
i il patterned sentences
+ addresses part of the task (seme but « thought pattes ean be difficufi’ _ | * fraquent grammatical errors + frequent errors

little:
substance) or copies from the model

+ irrelevant infermation

+ freque nt vocabulary errors of
function, choice, & usage with
meaning obscured

tafollovi, ideas nat connectad, = =
not logical:= == Lot

£ meaning obscured
_» sontence structure repetitive
| (or copies from model)

i
i

+ inconsistent use of
punctuation

+ spelling may distract
from meaning

+ invented spelling

« addresses at least part of the with
some .

« limited in appropriate details-
insufiicient amount of detail or

substance >

+ limited vocabulary choice £

+ occasional vocabulary errors but
meaning net ebscured

irrelevant information
= trouble sequancing
= may indicate paragraphing

- restricted to basic structural
—pattern={ simplaiptasent,
subjeci-verb), has some errars
= correct usage of adverbials
(because
olause) and conjunctions
(andorbut].
= goes oulside of medel

« some punctuation
and capitalization
though fre quent
errors

+ occasional spelling
errors that distract
from meaning

« addresses the task at some length

+ begins to vary vocabulary choice

+ pccasional vacabulary errors buf
meaning not cbscured

- uses details for support or
illustration (reasons, contrasts), but
davelcpment of idedsis

inconsistent.
$ome ideas may be well develcped
while others are weak,

= indicates paragraphs

- has some control of basic
structures (simple present’
simpla past)

« attempls compound Sentences

8.,

with and, or, but, so)

= some complex sentences (e.g.

withe
when, after, befora whils,

because,
ify

- arrors occasionally distract

from meaning

« uses periods and capitals
with some errors

+ may use commas with
compound and complex
seniences

« mostly conventional
spelling

- effectively addresses the task

+ extensive amount of information

+ varied vocabulary cheice and
usage although may have some
errors

= can write a paragraph with
main idea and supperting
details

= attempts more than one paragraph
and may exhibit rudimentary essay
structure (into, body, conclusion)

- atternpts a variety of
structural patterns

+ SOMe errors

+ uses correct verb tenses

- makes errors in complex
structures (passive,
conditional, present perfect)

+ uses periods, commas, and
capitals
+ most conventional spelling

+ affectively addresses the task

+ substantive amount of infermation

« varied and effective vocabulary
choice and usage

= multkparagraph with clear
intreduction, development of
ideas. and conclusions

« ideas are connected
(sequentially & logically)

- appropriate supporting details

= syntactic variety

« welkfermed sentences

- few or no grammatical emors
(verb fense markers,
comparative and'or
superlativa)

+ appropriate
mechanical and
spelling conventions
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Procedure Overview:

Period 5

Period 6

An Anticipatory Set

Teacher begins the lesson by motivating students about what they are
going to learn.

%(;us step) to work on varied
g _ 0 help them practice essential

[ TAI T FUe R TR TRT: ooy

task within their ability levels. They can also choose a writing topic, which
interests them.

INDIVIDUAL

*Tiered assignments provided (By CONTENT/PRODUCT)*




1. An Anticipatory Set - WHOLE CLASS
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Purpose in Activities Time Learning
process Teacher Students outcome
-To motivate Ss -T shows Ss pictures of -Ss get to -Ss can
to get interested different places and asks Ss understand S consider and
in the lesson and | to describe briefly what they | the concept | ™NUeS | jdentify the
understand the see and how they feel about | of the lesson. concept of this
highlight of these places in the pictures. lesson
today*s lesson. - Ss look at introduced by
[ —— .
the pictures, T.
-To activate Ss* t 4 . | share ideas
background ¥ / _and answer -Ss can
LS . .
knowledge that " pquestions. effectively
corresponds to the J  mmp— share their
— —r
lesson. 5 § background
& - knowledge
- To check Ss* | : according to
prior knowledge the lesson.
and experience " w
. “Studentsgcangyou tell me what you
according to the . -
se€c In S€
lesson. =
“What about eagb of!
these ]
| +ED 4
~f
.‘.\'A':n
2. Teacher Input —- WHOLE SS- ===y
Purpose in process ~ — ctivi —;—: ff Time Learning
P P Teacher . ~ | . Students outcome
-To develop Ss* i writes down the names of | - Ss answer -Ss can
understanding of *ﬂt;h‘gge,n]m‘pc on.the board: s ,:‘; ) 10 identify the
A J' minutes

and ability to use
adjectives during
the activities in the
lesson.

- To prime Ss with
useful vocabulary
and key language
structure.

- groups(aceording to the

Netherlands, New Mexico,
Gr?e}ce and North America.

- T asks_Ss what they can see
in the pietures,and;writes-the
words on the board.

- T divides Ss inte different
given places). T distributes

worksheets to Ss according
to their tiered levels.

i

|
T

meanings of
useful words
used in the
lesson.

-Ss can
employ correct
use of
vocabulary
and adjectives
in describing
the pictures.




3. Guided Student Writing— GROUP/PAIR WORK (*Tiered by Process*)
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Purpose in process Activities Time Learning
Teacher Students outcome

- To provide varied | - Within a specific group T - Ss discuss -Ss can

levels of writing provides Ss with different about the 15 employ correct

tasks, which are levels of tiered tasks to given minutes | yge of

designed to help
them practice
focused writing
skills.

- To activate Ss to
do their given task
according to their
writing ability
level.

- To provide Ss
with the
opportunity to
practice using
vocabulary relating
to places and
adjectives.

students.

- In this stage, ng B

.- ng ad ect Ve _'_ blan]

pictures and
complete the
worksheets.

copying

a pict

Document 1

adjectives and
vocabulary
about places in
writing.

-Ss effectively
carry out a
task, which
matches their
writing level.

-Ss effectively
perform their
roles and share
knowledge,
opinions and
skills with the
team in order
to complete

= the task within
support, whére it is hee&' 2 the time
T o provided.
_--r‘_," ’_‘__,_ g gt .
4. Teacher Input — LE CLASS .E.L
Purpose in process - __Activities = Time Learning
P P .~ _ Teacher Students outcome
- To introduce Ss¢ | o -Ss can
key language fo u es i (}M Tr-] i 20 | identify the
q) in ormatlon minutes | meanings of
-To develop Ss* - T explains how adjectives | with other o | useful words
understaniding of " 4 mparé ~ ~ used in the
and ability to use {{} i J lesson.
adjectives'during
the activities in the “Students, adjectives can be used to describe things as well -Ss can
lesson. as to compare things.” identify how
to write
- To prime Ss with “You are now going to use the information from the sentences
useful vocabulary previous worksheets in comparing different places. using
and key language comparative
structure. and superlative
forms of

adjectives.




5. Guided Student Writing—- GROUP/PAIR WORK (*Tiered by Process*)
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Purpose in process Activities Time Learning
Teacher Students outcome
- To provide varied | - Within a specific group T - Ss are back -Ss can
levels of writing provides Ss with different to their home 15 employ correct
tasks, which are levels of tiered tasks to groups. minutes | yge of
designed to help students. comparative
them practice - Each group and superlative
focused writing - In this stage, T gives Ss member adjectives in
skills. support, where it is needed. shared the writing.
' \‘ ‘7 / information
- To activate Ss in \ / hey brought -Ss effectively
their given task -~ th them carry out a
according to their ron task, which
writing ability evious matches their
level. %g writing level.
gro
- To provide Ss -Ss effectively
with the perform their
opportunity to roles and share
practice using knowledge,
vocabulary relating ks, starting opinions and
to places, as well as be a place ina skills with the
the comparative team in order

and superlative

to complete

forms of adjectives. the task within
the time
i : provided.
. Y } / )
o~ d
Y
Yy, p 7 |
6. Debriefing — WHOLE-FLASS 7 |
Purpose in process @ Activities > Time Learning
P P ﬁTeacher Students outcome
- To evaluate Ssﬁ Q- w&m C ﬁ‘ﬂm = -Ss can
success in the 10 10 successfully
activity. class of the1r minutes | compare
task /f different
moties A ML) ﬁﬂmrﬂﬁﬂ N B e
presentation ey A N tloud. urth . using relevant
their task aroducts escription of a p ace out foud, so tha and correct
everybody can hear it.
forms of
-For students from | - T monitors the adjectives.

every group to
share the results of
and to make a
conclusion about
what they have
practiced.

presentations and provides
some comments.
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7. Independent Practice — INDIVIDUAL (*Tiered by Content and Product*)

Purpose in process Activities Time Learning
Teacher Students Outcome

- To point out the - T requires Ss to work - Ss work on - Ss can write

essential language | individually on a final task. | an assigned 20 a description

used in describing | Again T provides Ss three | level minutes | of places by

characteristics of tier tasks, which require using relevant

places. different levels of writing and correct

ability. forms of
- To provide each adjectives.

student with an
opportunity to self-
select a writing task
that matches with
their interests.

- To enable Ss to
gain further
understanding and
enhance their
ability to write a
description by
working
independently on
the task.

Apprentice w ~.s\*
Intermediate writers

r .;_;;,!n:‘:‘,.! L L2
o complete this «
ienment. Ss use the

ere they would like to live in
atives. Ss write in
words to connect ideas.

bormation of the to
models created in t
previous class.

here they would like to live in
' perlatives. Ss write in

Document 3

om0 1 E NN TWENNT

Purpose in process Actlvmes T Learning

P p Teacher ggu_ ents ’__W‘ ) outcome
- To wr at hi s - Ss can reflect
Ss have?% ] rﬂﬁ lt 1‘?}%&“ Nﬁ tdeés. IISE ] d U on what they
the class and how lesson. mnUtes | have learned
they can apply the and what
knowledge they -T and Ss brainstorm where problems they
have gained in real | they can use this lesson in had in the
life usage. their real lives. lesson.

learned in the lesson?”

forms of adjectives?

“Class, can you tell me what you are able to do now from what you have

“Can you tell me when and where you can use comparative and superlative




TIER A - APPRENTICE
ANSWER THE FOLLOWING QUESTIONS:

1. Where is this place?

O Holland O Greece O New Mexico

2. What does this place look like?

It looks and

It does not look

\
3. What do these hotses'look like?

256

O North America

The houses look A ~ and

These houses have

4. What do the people, wha five in thgse houses,

i od el

look like?

The people look ; and

They wear

5. What would it feel like to live in this place?

It would-feel | and

6. Why is this place special?

Because it has

Word Bank
special (adj.) = A
wooden (adj.) = #nan’ld
colorful (adj.) = NAdu
special (adj.) = Aipw
unique (adj.) = {lwananunl
circular (adj.) = ifluasnau
freezing (adj.) = wunaufiu
comfortable (adj.) = auns
relaxed (adj.) = $@nwaunany
cheerful (adj.) = $i5s
strong (adj.) = uiquss

safe (adj.) = Uaannit,

santlaenste
shape (n.) = 3519, gnsa
style (n.) = dnwouy, 3uluny

roof (n.) = BasAn

DOCUMENT 1



http://www.google.co.th/imgres?imgurl=http://img.photobucket.com/albums/v706/AngieCMAN/Blog items/website_cartoon_house.jpg&imgrefurl=http://www.subtree.se/id/view.php?q=cartoon+house&usg=__4Dd8ggOOkTmyZcHULDqTGl5UwP8=&h=321&w=490&sz=49&hl=th&start=37&zoom=1&itbs=1&tbnid=D1qmtmql5GsmIM:&tbnh=85&tbnw=130&prev=/images?q=house+cartoon&start=20&hl=th&safe=active&sa=N&gbv=2&ndsp=20&tbs=isch:1&ei=dWROTYnoL4murAff9fXZBg
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TIER B — INTERMEDIATE

ANSWER THE FOLLOWING QUESTIONS.

1. Where is this place?

2. What does this place look like?

It looks and butit dees not look

3. What do these housesdook like?

The houses look A AN \ahd

These houses are not and 4 because they have

and

4. What do the people, who five in these houses, look like?

The people look , and

They wear and

5. What would it feel like to live in this place?

It wouldifeel [ and

6. Why is this place special?

Because it has and



http://www.google.co.th/imgres?imgurl=http://www.foxleymount.co.uk/images/house cartoon.gif&imgrefurl=http://www.foxleymount.co.uk/&usg=__cTbJ1PoBsf8Rp_LPvF763DfJdqY=&h=150&w=175&sz=3&hl=th&start=60&zoom=1&itbs=1&tbnid=U9BBf7pbZiHP1M:&tbnh=86&tbnw=100&prev=/images?q=house+cartoon&start=40&hl=th&safe=active&sa=N&gbv=2&ndsp=20&tbs=isch:1&ei=22VOTZfjOYjOrQfYmqzaBg
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TIER C — ADVANCED

Briefly describe the pictures. If you do not know what to
write about, use guided questions in the box below.

Where is this place? What does this place look like?
What do these houses look like? ~ Why is this place special?

What do the people, who live i-n these houses, look like?

What would it feel like to live in this place?



http://www.google.co.th/imgres?imgurl=http://home.messiah.edu/~kf1240/cartoon_house.jpg&imgrefurl=http://home.messiah.edu/~kf1240/trombone.html&usg=__KMrfHqmCmrDlb1Fe7ZhG-S4khSw=&h=270&w=268&sz=21&hl=th&start=8&zoom=1&itbs=1&tbnid=z6tTd1-OguVAtM:&tbnh=113&tbnw=112&prev=/images?q=house+cartoon&hl=th&safe=active&gbv=2&tbs=isch:1&ei=NWROTcTbNs_HrQeC-bjbBg
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TIER A - APPRENTICE

COMPARE THESE FOUR TYPES OF HOUSES

1. is as as
(N.) (Positive Adj.) (N.)
2. is as as
3. isnot as as
4, is than
(N.) (Comparative lAdj.) (N.)
5. Is than
6. isinot : than
7. and are than
8. and are not
than
9. is the
(N.) (Superlative Adj.)
10. is not the

DOCUMENT 2
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TIER B — INTERMEDIATE

COMPARE THESE FOUR TYPES OF HOUSES

1. is as as
(N.) (Positive Adj.) (N.)

2. is as as

3. is not as as

4, is as as but

itis not as as
5. is‘as ' as because
(N.) (Positive Adj.) (N.)

they both have

(Adj.) (N.)
6. is than
(N.) (Comparative Adj.) (N.)
7. is than
8. is not than
9. is than
but itiis not than
10. is the
(N.) (Superlative Adj.)

11. is the because it has
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TIER C - ADVANCED

Present the details of one type of house that you find the
most special. Compare this type of house with the other three
types. Draw pictures of you and your friends staying in this
house.
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Choose one town. Describe whey you want to live in this place by
comparing it with other towns. Follow the given criteria provided
below:

If you are... An Apprentice writer - Describe this town by using 1-2
comparatives and 1-2 superlatives. Write in

simple sentences.
An Intermediate writer = Describe this town by using 3 comparatives
uperlatives. Write in compound
m/s using conjunction words, such as;
and, ov@fh_ecause, but, etc.
An Advanced‘wr‘ter > De'sf:rlbe this'town by using 4 comparatives and 4
“ . superlatives. Write in a paragraph with a topic

sentence. %

My favourite town model is ..o G T
SR i
A £)
| want to live there because 5
_j "\—

DOCUMENT 3



http://www.google.co.th/imgres?imgurl=http://image.shutterstock.com/display_pic_with_logo/235588/235588,1218461896,6/stock-vector-cartoon-vector-construction-town-16002541.jpg&imgrefurl=http://qtpoker.com/small-town-cartoon&page=3&usg=__rPmi3_oukRLvApZUw6KJB5X6UyQ=&h=321&w=450&sz=61&hl=th&start=4&zoom=1&itbs=1&tbnid=IBjNq3uuMn6lYM:&tbnh=91&tbnw=127&prev=/search?q=town+cartoon&hl=th&safe=active&biw=1259&bih=570&gbv=2&tbm=isch&ei=S-6zTaezHMHMrQe47t
http://www.google.co.th/imgres?imgurl=http://image.shutterstock.com/display_pic_with_logo/235588/235588,1218461896,6/stock-vector-cartoon-vector-construction-town-16002541.jpg&imgrefurl=http://qtpoker.com/small-town-cartoon&page=3&usg=__rPmi3_oukRLvApZUw6KJB5X6UyQ=&h=321&w=450&sz=61&hl=th&start=4&zoom=1&itbs=1&tbnid=IBjNq3uuMn6lYM:&tbnh=91&tbnw=127&prev=/search?q=town+cartoon&hl=th&safe=active&biw=1259&bih=570&gbv=2&tbm=isch&ei=S-6zTaezHMHMrQe47t
http://www.google.co.th/imgres?imgurl=http://image.shutterstock.com/display_pic_with_logo/235588/235588,1218461896,6/stock-vector-cartoon-vector-construction-town-16002541.jpg&imgrefurl=http://qtpoker.com/small-town-cartoon&page=3&usg=__rPmi3_oukRLvApZUw6KJB5X6UyQ=&h=321&w=450&sz=61&hl=th&start=4&zoom=1&itbs=1&tbnid=IBjNq3uuMn6lYM:&tbnh=91&tbnw=127&prev=/search?q=town+cartoon&hl=th&safe=active&biw=1259&bih=570&gbv=2&tbm=isch&ei=S-6zTaezHMHMrQe47t
http://www.google.co.th/imgres?imgurl=http://image.shutterstock.com/display_pic_with_logo/235588/235588,1218461896,6/stock-vector-cartoon-vector-construction-town-16002541.jpg&imgrefurl=http://qtpoker.com/small-town-cartoon&page=3&usg=__rPmi3_oukRLvApZUw6KJB5X6UyQ=&h=321&w=450&sz=61&hl=th&start=4&zoom=1&itbs=1&tbnid=IBjNq3uuMn6lYM:&tbnh=91&tbnw=127&prev=/search?q=town+cartoon&hl=th&safe=active&biw=1259&bih=570&gbv=2&tbm=isch&ei=S-6zTaezHMHMrQe47t
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Evaluation Form for Lesson Plan 3

Guidelines for evaluation

Please put a tick (/) in the rating box (1, 0,-1) the score to which the items
appropriate according to your opinion. Please also specify comments for each item.

the item is appropriate
/énot sure
~ means d item is not appropriate.
Part 1: Content/Process/E

r’f A’"ff

,////'

Content (Independent P

-

.
Students choose to writeiabout a lace, "W
they would like to live in. St ‘ -
this place to other places in orde: o s]!é!d
their reasons why they have choser

place. “

Process (Guided Studen

1. Apprentice Yo

- Students sit in different group
set of pictures showing places in one country.
Students put adjectives and neuns in blanks

- Students go ba€k to their level Z(!uéjazl W E ’] ﬂ i
o/
TINpIae

share information. Working with people

e 6 I boA S | 1

adj ectlva; in the blanks. The students will
then start making up their own simple
sentences to describe places in the pictures.
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Content/Process/Products

Comments

2. Intermediate

- Students sit in different groups and study a
set of pictures showing places in one
country. Students put adjectives and nouns in
blanks in order to complete given compound
sentences.

- Students go back to their level groups and
share information. Working with people in
the same level, students compare several
places and fill in comparative-and superlative
adjectives in the blanks. The students !
combine adjectives and nouns to.make up
compound sentences. Students use fransition
words to connect their ideas.through writing.

-

3. Advanced .

- Students sit in different groups and study a: d

set of pictures showing places in one

country. Students write a short description of ‘ '

places they see in the pictures.

- Students go back to their level groups and
share information. Working with people in
the same level, students use relevant and
correct adjectives and-nouns to make up a
paragraph. Students will receive explicit
instruction of how to write a topic sentence.

Product (Independent Practice)

1. Apprentice

Students will besable to'compare different
places in simple senteénces, by-using 1-2
comparatives and'1-2 superlatives.

2. Intermediate

Students 'will'be able to compare/different
places in‘compound sentences, by using 3
comparatives and 3 superlatives.

3. Advanced

Students will be given a picture of a place.
Students will combine adjectives and nouns
to make up a paragraph. Students will receive
explicit instruction of how to write a topic
sentence.




e [s the content in this lesson plan appropriate?
Yes No
e Is the process in this lesson plan appropriate?

Yes No

e Is the product in this lesson plan appropriate?

Yes

Additional comments / Re
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1. An Anticipatory Set —
WHOLE CLAS

2. Teacher Input 7
WHOLE CLASS m

3. Guide Student Practi
Ny INNg
*Tiered by pro ‘ ‘
group/pair assignments™ ¢ = o/
Q10 M ON 0L ™ D
S Debrig WAV Teve
WHOLE CLASS

5. Independent Practice —
INDIVIDUAL WORK

*Tiered by content and by product
through individual assignments*

6. Conclusion —
WHOLE CLASS




e [s it appropriate to apply tiered assignments to teach students writing?

Yes No

Additional comments / Recommendation:

266
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Lesson Plan 8

Class: M.3 Lesson: Since when?
Time: 110 minutes (Period 15, 16) Academic Year: 2553

Standards and Indicators: 1.2(1), 1.3(1), 1.3 (3)

Objective:  Students will be able to write about themselves as an adult by narrating
their life experiences

Focused Concepts:  Useful voeabulary: inveationy life style, experience, career,
,, financial-status, activity

Usetul_gratamar: Present Prefect Tense
Use: - Telling past action or event that has
| some connection with the present

Forms: S +V.3
AFFIRMATIVE, | {NEGATIVE QUESTION
I have worked. | h_élye not worked. | Have I worked?
He has worked.., He'__hgs mnot worked. | Has he worked?
gfc. : ) cte! etc.

i

UstT elling that something has ever or
- never happened before
Forms: | have never seen a ghost.
Have yvou gver seen a ghost?

Use: - Telling how long something has been
going on

Forms; 4+ We usesinee when we mention the
beginning of the period (Ex:
Monday, July).

~We use.for.when we, mention the

length of the period (Ex: three
days, two months).

Types of Writing:  Narration
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Background Knowledge: - Using transition words in order to show sequence of

events

- The uses of ,,Present simple®, ,Present continuous®,

»Pastsimple™and ,Future simple”

THE LIFELINE OF
e o - - - ,....ZFL:}
(Worksheet from the previous lesson)
3
|
k |
Content/Process/Product: : A
Content Process Product
(Independent (Guided Student Practice) (Independent
Practice) ' - A Practice)
Students choose | - Students sit in.groups. Suide_rlts give a Students will be able to
to write about description gf one superstar fortheir narrate their experiences as
& | themselves as classmates to-gucss who he/she'is. The an adult in simple
£ | adults. Students | students try {o narrate this superstar‘s life sentences. The work
@ | describe about experience by putting words in blanks in should contain 20-30
S| their life order to complete sentences. Students will <+ / | words. Students will be
<C | experience, as ‘Have to make up their own simple sentences able to use at least one
well as their “as well. | tense in their work.
look, career,
job, family -"Students sit in groups. Students give a Students will be able to
o | Status and desetiption of one superstar for their narrate as an adult in
+5 | financial status. g | | classmates'toiguess who lie/sheiis. Thie compound sentences using
5 students try to narrate thissuperstars/life conjunction words. The
= experience by putting words in blanks in work should contain 31-40
o order to completeigiven compound.sentences. | words. Students will be
c Students.will:have to makewup-thern.own ablesto mse at one to two
- sentences by using transition words. tenses in'their work
correctly and effectively.
- Students sit in groups. Students give a Students will be able to
description of one superstar for their narrate their experiences as
classmates to guess who he/she is. The an adult in a coherent
= students try to narrate this superstar's life paragraph with a topic
8 experience in a paragraph form. sentence and a concluding
% Students will receive explicit instruction of sentence. The work should
P how to write a coherent paragraph with a contain more than 40
< topic sentence, a concluding sentence and words. Students must be
transition words showing time signals. able to use more than two
tenses in their work
correctly and effectively.
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Materials: - Whiteboard - Word charts
- Pictures - Worksheets

Evaluation:

The students can correctly and effectively write about themselves as an adult by
narrating their life experience. With this they can effectively employ the use of
present perfect tense as well as other appropriate tenses in their work. In order to
narrate their life experience, students shouldsbe able to employ a correct form of
verbs so that so that their wiiting can be“uaderstood. Moreover, they can also
improvise with appropriate-veeabulary in their work: Since this lesson is constructed
by using differentiated-instruction by tiered assignments, students are required to
work on the assignmentsywhieh are suitable for their levels. They should also be able
to share their background knowledge and ideas with the class. The writing rubric will
be used to assess students” wning products.

— il
J \ #
- - x \ d
Rubric Scoring Table: /
dd
' s sdd ARl g
R CONTENTNOCABULARY / | ORGANQ“T‘ON'} oo STRUCTURE MECHANICS
DEVELOPMENT .Y 4
0 [ = no writing + noWriting .10 o i + nowriting « nowriting
- ne comprehensible infermation + no comprehensible information. | « no eomprehensible information + ne comprehe nsible
d J aind fasad dl infermation
1 = little compre hensible infermation + weak, inceherent ~ | - serious and frequent grammatical | - lack of mechanics
- may net address question _| errers « handwriting and'or
= limited word choice, repetitious il meostly fragments spelling obscume
== o | =23 phrases/simple meaning
. patterned seniences
2 | » addresses part of the task (some but « thought pattern can be difficult * frequent grarmmatical & rrors « frequent errors
little - Yo follow, Ideas not connectad, i bsctired + inconsistent use of
substance) or copies from the matel not logical . sentonce structura repetitive punctuation
= irrelevant information o> (or copies from fModel) + spelling may distract
- frequent vocabulary errors of - from meaning
function, cheice, & usage with + invented spelling
meaning obscured J
3 | - addresses at least part of the with + limited in appropriate details- - restricted to basic structural + some punctuation
some insufficient ameount of detail or patterns (simple present, and capitalization
substance irre levant information subject-varb), has some errors though fre quent
= limited vocabulary chaice + frouble sequencing + correct usage of adverbials eITors
= occasional vocabulanyerrors but * may indicate paragraphing (bacause « occasional spelling
meaning not cbhscuped dauge) and canjunctions errors that distract
(@malorbut) from meaning
« goes outside of modal
4 | - addresses the task at some length + uses details for support or « has some control of basic + Uses periods and capitals
= bagins to vary vocabulary choice illustration (reasons, contrasts), but Structures (simple present’ with some errors
- occasional vocabulanyarrorsbut development of ideas is simple past) «may use commas with
meaning not chseured incensistent. + attempls compound sentences compound and complex
Some ideas may bewe |l developed (e sontences
while others are weak. with and, or, but, sa) “mostly conventional
« indicates paragraphs « some complex sentences (e.g. spelling
with
when, after, before, while,
because,
if)
+ errors occasionally distract
from meaning
5 | « effectively addresses the task « can write a paragraph with « atternpts a variety of + Uses periods, commas, and
= extensive amount of information main idea and supporting structural patterns capitals
- varied vocabulary choice and details + SOmMe errors - moest conventional spelling
usage although may have some « attempts more than one paragraph « uses correct verb tenses
arrors and may exhibit rudimentary essay - makes errors in complex
structure (into, body, conclusion) structures (passive,
conditional, present parfect)
B | « effectively addresses the task « multkparagraph with clear « syntactic variety « appropriate
= substantive amount of information intreduction, development of « welkformed sentences mechanical and
= varied and effective vocabulary ideas. and conclusions « few or no grammatical smors spelling conventions
choice and usage + ideas are connected (verb tense markers,
(sequentially & logically) comparative and’or
- appropriate supporting details superlative)




Procedure Overview:

Period 17

An Anticipatory Set

Teacher begins the lesson by motivating students about what they are
going to learn.

Period 18

AN TUNNINGAY
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INDIVIDUAL




1. An Anticipatory Set - WHOLE CLASS
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Purpose in Activities . Learning
Time
process Teacher Students outcome
-To motivate -T reads a narrative -Ss get to -Ss can
Ss to get passage describing the | understand the > consider and
interested in life of one female concept of the minutes | jjentify the
the lesson and | superstar. T asks Ss to | lesson. concept of
understand the | make a guess as to this lesson
highlight of who she is. - Sslistento T introduced by
today*s lesson. an(}' make a T.
. “I'am 25 years old. I have been in é{sféw'
-To activate business for 4 years already. A lot of " -Ss can
Ss¢ people say that T'am fashionable. I'have effectively
back d spent a lot of money on my clothes. I have h thei
ackgroun played piano'since lwas 4 yqﬁars old: My Share their
knowledge that || songs l;:/‘e/be{d Very popular among background
Corresponds to teenag 1m yggzast four Yy ars.” knowledge
the lesson. - After students made according to
their" guesses T Shows the lesson.
- To check Ss* i ry -
prior
knowledge and
experience
according to
the lesson.
2. Teacher Input — WHOLE_CLA:SS 2 _1\';"._-_

P i . Activiti . i
urpose in L ctivities i{ 0 Time Learning
process _~ Teacher | Students - outcome

-To review and | - T shows the message | - Ss repeat after -Ss can
develop Ss* she just read to the " U 15 identify the
understanding | class. minutes | meanings of
of and ability useful words

to use present
perfect tense in
narrative
writing:

- To prime Ss
with useful
vocabulary and
key language
structure.

- T encourages choral
or individual
repetition of the
déscription inotrder to
review the'conceptof
present perfect tense.

- T explains how a
person‘s life
experience can be
written by using
several tenses. T
informs SS that they
will focus mostly on

present perfect tense

used in the
lesson.

-Ss can
employ
correct use of
present
perfect tense
describing
the pictures.
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Purpose in Activities Time Learning
process Teacher Students outcome
when they want to talk | - Ss complete
about things that the given
happened in the past | worksheet

but are still relevant to
the present.

- To review Ss*
understanding abo
the use of several

tenses in describing {/// ‘
ones hfeubnce “//

—
T gives Ss a [
worksf’/ ol :ﬁ‘:::‘
class ‘ y,: Docu'me.n?i"‘
togethe \ A -
.‘ g 4 m
3. Guided Student Wri 7G IR WEQRK (*Tlered by Process)

Purpose in
process

- To provide
varied levels of
writing tasks,
which are
designed to
help Ss
practice
focused
writing skills
based on their
current writing
levels.

- To provide
Ss w1tha
opportu W
practice 1ﬂ;1ng
vocabulary
relating to the
lesson and to
practice using
present perfect
tense in
narrating life
experience of a
person.

41 superst ?

Time

Learning
outcome

tiered tasks to
students.

l e 2Vl
— E‘w the

ot 8 Wyl
o o -
_-.-_‘,.-#‘;_:__,_ v

10
minutes

—

‘(oD TR

describe a superstar*s life

l‘E

- In this stage, T gives
Ss support, where it is
needed.

Document 2

-Ss can
employ
correct use of
present
perfect tense
when they
narrate a
person’s life
experience.

-Ss
effectively
carry out a
task, which
matches their
writing level.
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4. Debriefing — WHOLE CLASS

Purpose in Activities . Learning
Time
process Teacher Students outcome
- To evaluate - T invites Ss to - Ss give a -Ss can
Ss* success in | present their writing presentation of 20 successfully
the activity. products. their writing minutes | parrate a
task in front of superstar*'s
-Ss make a the class. life
presentation of “Students, now you are g01 to work in groups. I eXperience
their task will give each group a pic flone superstar. using present
roducts You will iry to wElEREN erfect tense
products. appropriate tenses. Make sure ‘/’ n use p
present perfeet tense when you about

-Students from things thaf he/she-have doney A ftei thatWwe Wil

go group by group, you will read your definition
each gro_up out lo et your elassmates guessw 1
read their superstar yo Iei "

narrative work
describing a
superstars life
experience.

- The whole
oiass follows the

struction. \
K
4

it 1
D I«VIrﬂUA Tiered b L Content and Product®)

5. Independent Practice

Purpose in Actﬁltleﬁ'ﬁa 3" . Learning
S rd Time
process ACher.- < Outcome
- To enable Ss | - T requires Sst6-— | - - Ss can write
to gain further | work individuaily 6n a | L. 40 about
understanding ﬁn,_%ask Again T - /| minutes | themselves as
and enhance provides Ss three tier | \ adults by
their ability to | tasks -Whlch require i — narrating
write a by dlffem)\t levels of o | their life
working on the | writing 4grbi1%l1_‘[y. g experiences.
task ‘ . .
independently. wﬁ;ﬂtgﬁ:ﬂ V ‘F i
|
R PR PR T B
sentenges. The work should conta words. Students will be able to use at least

one tense in their work.

TIER B — Students will be able to narrate their experiences as adults in compound
sentences using conjunction words. The work should contain 31-40 words. Students
will be able to use at one to two tenses in their work correctly and effectively.

Document 3




6. Conclusion

274

Purpose in Activities Time Learning
process Teacher Students outcome
- To wrap up - T and Ss share what | - Ss share the - Ss can
what Ss have | they have leaned from | ideas. 10 reflect on
learned in the | the lesson. minutes |\ hat they
class and how have learned
they can apply | -T and Ss brainstorm and what
the knowledge | where they can use problems
they have this lesson in thei they had in
gained in real the lesson.
life usage. ail ell-m are-ablc to.do now from what you have
learned in.the lesson?” e ——
“Can and where you can ment erfect tense?”
7/ VSN T |

AT L NN

- 478

1

ol
3

-

.
£l

R

]
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AU INENTNEINS
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TIER A — Apprentice

Decide whether each of these sentences is correct / or incorrect x
Ap————————

e ————

Write a new sentence if you think it is incorrect.

1. He has handsome. ) He_i_s_ handsome.

2

2. He has been an actor and a sing;

3. He has curly hair.

Company n. 1i3tm
8. I have in an MV. With Sos ” =7 ‘ ~ Several adj. unnung
Recently adv. Tiunuanil

pap-opera n. azAT

eak adj. wlaniszvanm

11. He is a Thai boy. Bﬂs
L) ﬂﬁjﬁﬁmwmm
mammmm NAINYIAY

15. 1 am freak and special. Many people have tell me that I am crazy

been popular in Korea.

14.

-~

16. I am a Thai supe_i‘star.

17. I have sung with Jintala.

DOCUMENT 1
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TIER B — Intermediate
Decide whether each of these sentences is correct / or incorrect X

Write a new sentence if you think it is incorrect.

1. He has handsome but his voice is not good. x HC IS \‘mndsome LU* h’s voice
is not 300&

S.Shehasbecomean/' int Co because she is funny.

11.Heisa'1‘haiboya@1ehase' nopu
12. He has been a model 61,2,y

1. Hemﬂnummmw BIN3
4 I@W@ﬁd@ﬁ%@é b AR ] )

15.1 am ak and special. Many people have tell me that I am crazy

16. I am a Thai superstar.

17. I have sung with Jintala.
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TIER C — Advanced

Decide whether each of these sentences is correct \/ or incorrect )<

Write a new sentence if you think it is incorrect.

ﬂUﬂ’JWﬂ‘ﬂﬁWﬂ’m‘i

. She i 1s a good perfor@r because

NSRBI BEIE Y. e

' songs and those songs have been so popular. What make

™ her famous are her clothes! She dresses in a very unique
¥ 1

style.
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Tier A
Robert Pattinson

- American

- Actor./ Musician (Piano and
Guitar) / Producer

- 124 Years old.

o a )
id v ol

Complete some of these .senten'_q_e?g_@ to narrate your superstar’s

life experiences. Then let your classmates guess whom you are

talking about.. J

- Heis years old. !

- He has and

- Heis

- He has for years,
- He has since

- He in

DOCUMENT 2



http://www.imdb.com/media/rm2444987904/nm1500155
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Tier B

Robert Pattinson
- American

- Actor-/ Musician (Piano and

Guitar) / Producer

- Q4 Years old.

- Example picture -

Complete some of these sentences to narrate your superstar’s

life experiences. Then Iet yourelassmates guess whom you are

talking about. gt -
-He is y . years old.

-Heis _ because he has _

- He has for years.
- He has since

- He 8

- At the same time he

- He also and then he

- After that, he



http://www.imdb.com/media/rm2444987904/nm1500155
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Tier C

Robert Pattinson
- American

-~ Ag¢tor / Musician (Piano

Jand Guitar) / Producer

-.1- 24 Years old.

- Example picture - T

— i

Write a short/paragraph iiy order to narrate your
superstar’s life expehipnce‘&' Then let your classmates

guess whom youl al_'é'_'t'alkilié‘i}t_!)iout.



http://www.imdb.com/media/rm2444987904/nm1500155
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Write about themselves as an adult by narrating their life experiences. Draw a
picture of yourself in the iPad. Follow the given criteria provided below:

If y0l=l are... An Apprentice writer = Narrate your experiences as an adult in simple

sentences. The work should contain 20-30 words
An Intermediate writer = Narrate your experiences as an adult in compound
sentences using conjunction words. The work

1

1

1

1

: ontain 31-40 words

| An Advanced writer 9 Narr‘h eriences as an adult in a coherent
1 %

1

1

1
1
1
1
1
1
1
1
paragrap ic sentence and a concluding :
|

"--senten'se The-we‘l'R'E‘houId contain more than 40 words

Age:

Career/Job:
Family Status:
Financial Status:

Experience:

DOCUMENT 3
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Evaluation Form for Lesson Plan 8

Guidelines for evaluation

Please put a tick (+/) in the rating box (1, 0,-1) the score to which the items

appropriate according to your opinion. Please also specify comments for each item.

1 means the item is appropriate
0 means not sure
-1 méans the item is not appropriate.

Part 1: Content/Process/Products

l:l' S—

Content/ProcW 2

‘#\\ 0 N Comments

Content (Independent Practice)
Students choose to write about themselves as-..-' i 4
an adult. Students describeabout their Iife 7|,
experience, as well as their logk, career, job, |
family status and financial status://= i)

Process (Guided Student Practice) ==

1. Apprentice P
Students sit in groups:-Students give a
description of one superstar for their
classmates to guess who'he/she is. The
students try to narrate thisiSuperstar®s life
experience by piittifig wordsin blanks in
order to complete sentences. Students will
have to make up their own simple sentences
as well.

2. Intermediate

Students'sit in groups. Students give a
description of one superstar for their
classmates to guess who he/she is. The
students try to narrate this superstar®s life
experience by putting words in blanks in
order to complete given compound
sentences. Students will have to make up
their own sentences by using transition
words.
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Content/Process/Products

Comments

3. Advanced

Students sit in groups. Students give a
description of one superstar for their
classmates to guess who he/she is. The
students try to narrate this superstar's life
experience in a paragraph form.

Students will receive explicit instruction of
how to write a coherent paragraph with a
topic sentence, a concluding sentence and
transition words showing time signals.

Product (Independent Practice)

1. Apprentice

- Students will be able tomarratetheir
experiences as an adult in simple'sentences.:
The work should contain 20-30 words.

Students will be able to usgft lgast one tense |

in their work. o

2. Intermediate

- Students will be able to narrate as:‘an adult
in compound sentences using conjunction
words. The work should contain 3,140
words. Students will be able to use one to
two tenses in their work correctly and
effectively. ‘

3. Advanced

- Students will be ableto narrate their
experiences as an adult in a coherent
paragraph with a topic sentence and a
concluding sentence. The wark should
contain more than 40 words! Students will be
able to use at least two tenses'in theirwork
correctly and effectively.

o Isthe'content in this lesson plan.appropriate?

Yes No

e s the process in this lesson plan appropriate?

Yes No

e [s the product in this lesson plan appropriate?

Yes No




Additional comments / Recommendation:
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Part 2: Applying tiered assignments to teach students writing

Procedures o | 1 2 | Comments
___é"_:'_. | fn“""'s;
1. An Anticipatory Set —
WHOLE CLASS

2. Teacher Input —
WHOLE CLASS

3. Guide Student Practice —
GROUP/PAIR WORK

*Tiered by process through
group/pair assignments™®

4. Debriefing —
WHOLE CLASS

5. Independent Practice —
INDIVIDUAL WORK

*Tiered by content and by, product
through individual assignments™*

6. Conclusion —
WHOLE CLASS

e Isit appropriate to apply tiered assignments to teach students writing?

Yes

No

Additional comments / Recommendation:




e s the overall of lesson plan 8 appropriate?

Yes No

Additional comments / Recommendation:

285
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Range of scores, obtained from the writing rubric, for specifying participants’

writing ability levels and the descriptions of each writing ability level:

Scores

Writing
Ability
Levels

Writing Descriptions

Apprentice

Students, who are in the apprentice level, are able to write in
separate words' or short phrases. Students” writing does not
contain any correct; sentences yet. The work contains limited
word choice. The work has short length so the ideas presented are
weak and difficult to fellow. Students make frequent mistakes
regarding ™ capitalization, punctuation and spelling, which
misrepresent the meanings.

Referring back to the writing rubric, in terms of:

Content/ Vocabulary.""Students in this level will receive a score
- that ranges between 0-2.

Qrganization and D’éyelopment: Students in this level will receive
] a score that ranges between 0-2.

Structure: Students in'this level will receive a score that ranges
between O=1.7 44

Mechanics: Students 1nth£s level will receive a score that ranges
between 0-2.

8-16

Intermediate

Students, who are in the intermediate level, are able to write in the
form of short messages or simple notes. Students show the ability
to write a paragraph. Students begin to vary their word choice in
ordet. to provide details in their writing. Students show the control
over | basicl’ stiuctureé ‘(subject-verb | agreement, tenses and
transitions) 'sand ‘mechanics-(capitalization, punctuation and
spelling).

Referring back to the writing rubric, in terms of:

Content/Vocabulary: Students in this level will receive a score
that ranges between 3-4.

Organization and Development: Students in this level will receive
a score that ranges between 1-4.

Structure: Students in this level will receive a score that ranges
between 2-4.

Mechanics: Students in this level will receive a score that ranges
between 2-4.




17-24

288

Advanced | Students, who are in the advanced level, are able to connect
sentences (2-5 sentences) into a paragraph. Students are able show
cohesion of ideas and meanings by providing a topic sentence,

] \ ¢ i’f 1sion. Students® writing combines several
15. Apptoepriate mechanics can be observed.

ting rubric, in terms of:

is level will receive a score
een 5-6.

o

udents in this level will
receive a score that ranges
een 4-6.

eceive a score that ranges

AULINENINYINS
ARIANTAUNNINGIAY
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APPENDIX C English Writing Test

Follow the two steps below to complete the English Writing Test:

Step 1: Choose the topic that you would like to write about. Tick (\) in the box

next to it.

[ ] My neighbourhood [ ] My favourite place

|:| My favourite pQE\s\i\\ / /// [ ] My favourite invention

Step 2: Draw and write a@@topﬂ you‘-ﬁosen.



http://www.google.co.th/imgres?imgurl=http://www.gelc.org.au/images/neighbourhood-house.gif&imgrefurl=http://www.gelc.org.au/neighbourhood.htm&usg=__RkX8NRr68mH-kB9sPlDkfhHjCYU=&h=382&w=600&sz=37&hl=th&start=19&zoom=1&um=1&itbs=1&tbnid=3dRpkHPOgG1G5M:&tbnh=86&tbnw=135&prev=/images?q=neighbourhood&um=1&hl=th&safe=active&rlz=1T4ADBF_enTH303TH321&tbs=isch:1
http://www.google.co.th/imgres?imgurl=http://s3.amazonaws.com/pixmac-preview/voodoo-doll-toy-cartoon-character.jpg&imgrefurl=http://www.vector-designs.com/picture/voodoo-doll-toy-cartoon-character/000047384699&usg=__6OLhE45k0BteeixcVP6Ps9jdw28=&h=400&w=400&sz=36&hl=th&start=14&zoom=1&um=1&itbs=1&tbnid=0E4PoSGmi5101M:&tbnh=124&tbnw=124&prev=/images?q=toy+cartoon&um=1&hl=th&safe=active&rlz=1T4ADBF_enTH303TH321&tbs=isch:1
http://www.google.co.th/imgres?imgurl=http://image.shutterstock.com/display_pic_with_logo/483673/483673,1286402722,25/stock-vector-diamond-ring-cartoon-62511349.jpg&imgrefurl=http://www.shutterstock.com/pic-62511349/stock-vector-diamond-ring-cartoon.html&usg=__oJFYKwWlRS6fYSF_NooeuELX-DQ=&h=470&w=450&sz=26&hl=th&start=15&zoom=1&um=1&itbs=1&tbnid=rGqJ2VxxtdXNFM:&tbnh=129&tbnw=124&prev=/images?q=ring+cartoon&um=1&hl=th&safe=active&rlz=1T4ADBF_enTH303TH321&tbs=isch:1
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APPENDIX D

Evaluation Form for the English Writing Test
Guidelines for evaluation

Please put a tick (4/) in the rating box (1, 0,-1) the score to which the items

appropriate according to your opinion. Please also specify comments for each item.

1 mcans the item is appropriate

0 means not sure

-1 means the item is not appropriate.
Item T Foa Comments

1. Tasks

2. Subjects/Contexts used in 424
writing test

3. Directions

4. Scoring system

Additional comments / Recommendation:
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APPENDIX E

Interviews

The questions below here will be asked in the interviews to investigate
students™ opinions towards activities in differentiated writing instruction by tiered
assignments of Ninth Grade Students at Triamudomsuksapattanakarn Ratchada

School.

1. What do you think

2. Can you give your of v ions ut the ing tasks you completed in

the class?

1l
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APPENDIX F

Evaluation Form for the Interviews

Guidelines for evaluation

Please put a tick (+/) in the rating box (1, 0,-1) the score to which the items

appropriate according to your opinion. Please also specify comments for each item.

1 means the item is appropriate

0 means not'sure

<1 means the item is not appropriate.
Item 1 _ 0-1 Comments

1. What do you thinkabout the

lessons you participated in? ;

2. Can you give your opinion$ =
about the writing tasks you - -

completed in the class?

Additional comments/ Recommendation:
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APPENDIX G

List of Experts Validating Instruments

%
2. Mr.Sakol S" |

Chulalongke ulalongkorn University

3. Ms.Tudsanaree

all-i-l
Department of Foreig ....,,,—..ﬂ: | ‘a Triamudomsuksapattanakarn

Ratchda School = o T

7S

B. Inter rater reliabil
]

1. Mr. Oyvind x,ldmark

meﬁaum NUNINYINT
Wﬁ%ﬁ"ﬁ?‘i‘%‘iﬁ“ﬂmmmaﬂ

“Foreign Language Department, Samsenwittayalai School,
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