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Abstract

The objectives of this research were to study the results of using
the process-based approach in an EFL writing classroom by corhparing its
effectiveness to that of the product-based approach to writing and to study
the aftitude of the students who have studied writing with the process-
based methodology.

To find the effectiveness of the process-based method, a research
hypothesis had been established: There will be a statistically significant
difference of the writing scorés between the students who have received
and those whp ‘have not received the procesé—based teaching. The
proficiency test, or Pre- and Post-tests, and two achievement tests (the
Writing Quiz 1 and Quiz 2) were used for measurement. Also, a set of
questionnaire was used to gain the attitude of the students who have
participated in the process-based teaching class.

The subjects of this research were two EFL second-year classes at
Bangkok University. These two classes were of 88 students and were
among the total 308 students, assigned to the researcher to teach during
the time of the research conducting. They were selected as the subjects

through the purposive sampling.



After fourteen weeks of treatment, it was found that the students
with the treatment could gain a better writing ability, as the score results of
the two groups were different. The students with the process-based
treatment could outperform the students who did not receive the treatment
on all three tests (the Writing Quiz 1 and Quiz 2 and Posttest). However,
the statistically significant differences of the score results were found only
on the Writing Quiz 2 and the Posttest of the two groups.

In addition, regarding the effectiveness of the process-based
method on the students’ attitude, the questionnaire results showed that the
students had a positive attitude towards the process-based method and

that the method could help them write better and make the class more

interesting.
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Chapter 1

Introduction

This chapter presents the general background of teaching writing in
the Thai contexts, especially the process-based teaching. It covers the

aspects of how to conduct the present research and the involved factors.

1.1 General Background

Writing has been considered a significant counterpart among the
vital language skills, comprising listening, speaking, reading, and writing.
It s viewed as a form of communication between the writer and the
readers. It is a written communication, in which the writer informs,
whispers, or talks with the readers through written language. According to
Celce-Murcia & Mcintosh (1979), writing involves "the production and
arrangement of written sentences in a manner appropriate to the purposes
of the writer, the person or persons addressed, and the function of what is

written” (p. 189). Clearly, writing is a complicated task that requires a



variety of skills and practices, which results in the fact that effective writing
is not usually achieved overnight by writers.

Regarded as the most difficult skill, writing is to be acquired by a
student's being taught to write rather than leaming to write naturally.

White, as cited in Nunan {1995), notes:

Writing is not a natural activity. All physically and mentally
normal people learn to speak a language. Yet all people
have to be taught how to write. This is a crucial difference
between the spoken and written forms of language. There
are other important differences as well.  Writing, unlike
speech, is displaced in time. Indeed, this must be one
reason why writing originally evolved since it makes possible
the transmission of a message from one place to
another. A the transmission of a message from one
place  to another. A written message can be received,
stored and referred back to at any time. It is permanent in
comparison with the ephemeral ‘here one minute and gone
the next' character of spoken language — even of spoken

language that is recorded on tape or disk. (p. 36)



Writing in English is writing in a foreign language in the Thai
context. It is particularly difficult since it takes place in a non-native
language. Generally, in employing English as a foreign language (EFL),
the writer must overcome both matters of language barriers: language
rules and usage, and matters' of written communication: rhetoric and
effectiveness, for example. To conclude, writing in the first or native
tanguage is difficult, but writing in a foreign language is even more difficult.
Above all, “good writing” is the most difficult.

In Thailand, writing in English is compulsory in the undergraduate
level. According to Oshima & Hogue (1999), writing at this level is
somefimes called “academic writing which differs from other kinds of
writing such as personal, literary, journalistic, or business writing” (pp. 2-3).
The differences lie in the matters of audience, tone, and purpose, which
comprise the three main components the writer should take into
consideration while writing.

For the first component, academic writing is pﬁmarily to be read by
the writer's teacher or classmates. This component is important since
writing has become a meaningful act; it is meant to be read by certain
people. In addition, knowing who the reading audience is does help the

writer to communicate more clearly and effectively.



For the second component, the tone or the “style and manner of
expression” of academic writing is usually formal and serious.

The last component is the writing purpose. Academic wrifing usually
has a purpose. The purpose leads the writer to choose a form of writing,
which, in other words, is the “rhetorical form” or “organizational form and
style.” Different forms or styles will have different ways of how to organize
details in writing. For example, a persuasive writing will be organized in
one way and an expository writing, in another.

Basically, the purpose of academic writing or writing at university
level involves all types of writing forms or styles, such as narration,
description, comparison and contrast, argumer;tation, and so on. In
addition, writing can be at a paragraph or essay level.

With regard to academic writing, Bangkok University Language
Institute (BULL} offers foundation English courses, such as EN 111, 112,

*201, and 202, to students in their first and second year. Wiiting is
normally integrated with its three counterparts.

Following the pedagogical trends of teaching until the year 2000,
BULI had used the grammar approach in the teaching of English writing,
l.e., students practiced grammar points in isolation, such as filling in the

blanks or rewriting sentences,



Since the year 2001, the university has felt that students should be
encouraged to really write or express their thoughts in written English.
Théy have been expected to be able to write in the paragraph or essay
level. The learning and teaching of writing has received much attention
from BULL In addition, since the university has no restricted policy
relating how to effectively teach writing, methods of teaching writing to
maximize the learning outcomes and to create a communicative

environment have been BULI's consideration.

1.2 Statement of Problems

In teaching writing, BULI teachers provide writing materials to the
students and teach them accordingly. Yet, the focus is usually on the
"product,” the text written by students, rather than the "process,"” what
the students go through while writing. This "product-orientation" is
sometimes seen as traditional.

Basically, with the traditional writing approach, students are shown
paragraph models of types of essays and are asked to write in the manner
that follows the models. They may be given topics o choose from, writing

practices at the sentence level, or handouts of lists of mechanics or word



connectors. Then, they are usually asked to write within a time limit and
their first drafts are to be collected at the end of a time period. As a
resuft, the students usually regard their first drafts as the final product,
which is to be evaluated by the teacher. Raimes (1983) points out, "What
the teacher says about the piece of writing can have no influence on the
content, form, or accuracy of the piece" (p. 139). The teacher can
manipulate only the "surface-level," not the overall content and deep
structures. This leads to students' "tendency to focus on sentence-level
problems and their pre-occupied with grammar” (p.138). Importantly, in
addition to problems with the traditional teaching of writing, the teachers
do not see how they can intervene at the stages of writing, or how they
can participate in the stages with the students, rather than just criticizing
the outcome product.

It is undeniable that Bangkok University students share many
characteristics with the majority of students in other universities, both
public and private. According to studies, students’ characteristics are
factors that can affect the learning and teaching. One characteristic is that
they vary in terms of their writing skills and proficiency. it is also

undeniable that, in a writing class full of varied students, a method with



one instruction, i.e., asking them to write within a class period, does not
usually elicit or make the most of what individuals have gotten as writers.
Obviously, academic writing is a time consuming and a thinking
process. It makes sense that students need to be taught how to write and
that their writing needs to be nurtured by the teacher. The same as
English-native students, students who study English as a second or

foreign language need the support and guidance from the writing teacher

1.3 Significance and Need of the Study

Although there have been a lot of books and research relating to
“process-based writing,” further studies are still needed.

Most books on the “process writing” clearly iilustrate how and what
stages of writing should be followed or how significant these stages are to
students and teachers. However, they lack the concrete illustrations of
how the writing teacher can truly implement the stages in the classroom.
in other words, most books fail to show how the writing teacher’s
intervention occurs in reality or what the verbal responses are like. In fact,

the teacher's intervention is an essence in making students, especially



EFL students, who.varied in their writing proficiency, master the writing
skills.

In addition, although there has been an increasing number of
studies in the area of the process-based writing, very few has been done
in the context of university level, especially of private universities with a
large number of varied students. Writing is an important skill that
constitutes an English class, required by every university. Yet, how fo
maximize students’ writing is still a struggle of those who are concerned.

This research, therefore, has ftried to prove the point that the
process - based method is a method that can enhance the students’
writing skills and can help to support the English communication in an EFL

classroom and the interaction between the students and teacher.

1.4 Objectives of Research

The research is aimed to
1. study the results of using the process-based approach in an
EFL writing classroom, by comparing the eifectiveness of the

process-based teaching to that of the product-based, and



2. study the attitude of the students in response to the process-

based methodology.
1.5 Research Hypothesis

There will be a statistically significant difference of the writing
scores between the students who have received and those who have not

received the process-based treatment. The level of significance is 0.05.

1.6 Scope of the Study

1. Population The population of this study was the 308 students
from across disciplines of Bangkok University. These students were
enrolling in Foundation English 202, during the second semester of the
academic year 2001. They were grouped together into different sections
by the university, irrespective of their faculties and English language
proficiency, 44 students in each section.

2, Subjects The 44 students from sections 2333 and another 44
from section 2211 were selected as the subjeqts. Section 2333 was

chosen as the control group, who would receive the traditional writing
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method, whereas, section 2211, the experimental group, would receive the
process-based method.

3. Wiriting Treatments The traditional way of teaching or the

product-based teaching VS the process-based teaching

4. Setting The process of this research was carried out at Bangkok
University, Rangsit Campus, where learning and teaching took place
regularly during the second semester of the academic year 2001-2.

5. Duration The research started on the first day and ended on the

last day in one semester, which took about four months or fourteen weeks.

1.7 Expected Benefits

The expected benefits of the research and the research outcomes
are the following:
1. the research will provide useful information of replicable
steps of "process-based writing” in a classroom;
2. the research will give guidelines to the writing teacher for
intervening at the stage of “studentteacher writing

conference”; and
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3. the research will give useful insights into how students with
the process-based treatment perceive their own writing and

the writing stages.

1.8 Definition of Terms

1. Process- Based Writing The writing instruction focuses on

writing activities that can take place inside and outside-of class. Students
do not start and end their writing by themselves. They can do these with
fiends and teacher. Correciness is important, yet, it is less significant
than how students come up with inte_;resting and a sound amount of detail
as well as the message that students want to get across in their writing.
The main characteristic of the process-based approach is the writing steps
or activities, particularly the intervention of the writing teacher to support
students’ writing and rewriting. Mostly, grammar rules and usage are

implicitly taught.

2. Product-Based Writing The traditional writing instruction
focuses on how students can write effectively. Students spend most of
the class time writing by themselves and the interaction between the

students and their teacher and the interaction among the students is not
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the main concern. Correctness is focused and it derives from the
students’ awareness and knowledge of grammar rules and practices.
Mostly, grammar rules and usage are explicitly taught.

3. Steps in the Process-Based Writing In the present study, the

steps were prewriting (reading, prompt analyzing), generating ideas and
outlining, first- drafting, student-teacher conferencing, second-drafting,
peer-responding, and third-drafting.

The process of writing normally involves stages and sub-stages.

The order of stages and sub-stages may be slightly different in classes,
depending upon the appropriateness and convenience basis.

With the process-based writing, students do not start writing right
away once they are assigned to write on a topic. Rather, they begin with
the prewriting stage, in which they are engaged in prewriting activities
such as reading one or a few texts, though not necessary, and generating
ideas about that particular topic.

4. Student-Teacher Conference The student-teacher conference, or

the meeting between the students and their teacher to discuss writing, is
considered an important part of the writing process. A conference can be

held with a group of students or with only one student.
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In this study, it was a one-to-one conference. A few principles for
conferencing with the students, as adapted from “Conferencing: An

Interactive Way to Teach Writing” by Alan Brender, are used {Appendix A).

1.9 Limitations of the Research

1. The number of the students who participated as the experiment
and control groups was small, and they did not vary in terms of
their fields of study. It was rather difficult for the researcher to
derive at generalizations.

2. Time provided for the tea}ching treatments in both classes was
limited since the English class had to cover the reading and

speaking activities.
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Chapter 2

Review of Related Literature

This chapter presents the discussions on the views of writing, as a
process and as a product, and on research and studies relating to aspects

of teaching writing with the process-based approach.

2.1 The Views of Writing: as a Process and as a Product

Teaching writing to students has received a lot of attention from.
language teachers worldwide. This is due to the fact that writing is a skill
that needs to be taught, and, yet, teaching it does not pecessarily
guarantee students’ writing effectively. Thus, how to effectively teach
writing to students has been a main issue and has brought about
approaches in the mainstream classrooms.

In light of teaching writing to students, it is obvious that what
teaching approach to be used in the language curriculum depends

importantly on how the teachers view or define the term “writing.” To date,
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two views of writing composition prevail: writing as a product and writing
as a process.

As explained by Richards (1920), the view of writing as a product
derives from the audiolingual theory. Writing is seen as a “written form of
spoken language” and writing serves to rejnforce speech, through the
stress of the mastery of grammatical and syntactic forms. The term
“product approach” itself reflects the focus on students’ “ability to produce
correct texts.” Thus, the correct sentence structure is an essential
component of writing and grammatical skills receive considerable
emphasis.

He points out that the view of writing as a process emerges as a
result of the “limitations of a product approach,” as it focuses on “ends
rather than means,” while ignhoring how students write or create their
writing that has forms and structure. Thus, “the composing processes of
good writers are ignored” (pp. 106-108).

Regarding the views of writing, Lindermann (1995), in her article on
“Three Views of English 101, says that each view, whether as a process

or product, is right for the person who holds it and each view has its own
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history, its own theory of language, its own notion about how students
learn, and its own implications.

In the traditional pedagogy which views writing as a product, she
states that the teachers have an assumption that the students’ proficiency
in constructing essays depends on devel‘oping confidence about the
“lesser forms.” Her description of the product-based writing in a classroom

is the following.

First, students may examine small units of language ~ parts
of speech, for example — then practice writing sentences and
paragraphs before composing whole essays. This sequence
of instruction proceeds from studying the smallest units of
language to constructing increasingly larger ones. It
assumes that students must command the parts of a text —
words, sentences, and paragraphs — before constructing the
whole, before doing “real” writing. ... Product-centered
courses advance a notion of style defined rather narrowly to
include principles governing sentence structure, word choice,
mechanics, and usage. The stylistic principles students learn

may derive from the study of literature, grammar, or a
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handbook. The teacher discusses these principles in class
and encourages their imitation through exercises and

eventually essays writing. (p. 289)

In addition, regarding the same topic, Nunan (1991) says that in the
“product-oriented approach” the teachers focus on the “end result” or the
written paper of the students. In the classroom of the product-oriented
writing, students are engaged in such activities as “imitating, copying and
transforming models of correct language.” Students are believed to have
to start at a small unit of grammar and sentence writing in order to be
successful at the paragraph level (p. 68).

While in the “process approach,” he points out that the teachers
focus more on such “various classroom activities” as idea gathering, group
work, and conferencing which are presumably important elements that a
writer has to go through when writing (p. 68).

To give more information about the process-based writing, Reid
(1994) says that there are many processes that involve in writing; they are
mainly pre-writing, writing, and revising. @ With the process-based
instruction, the students “gather information, write, discuss their writing,

return to their writing, and improve that writing.” The writing process also
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depends largely on the collaboration between the student writers and their
friends, in the forms of pair and group work, peer feedback, and review (p.
iX).

This view of writing is in line with what Connor (1996) says. She
states that writing in a classroom is not a “solitary act.” Instead, writing is
an act or a process that involves the writer himself, his teacher,
classmates, and other readers. A student’s writing is not just enhanced
by model compositions shown by the teacher. Rather, it is developed by
the process in which the teacher focuses on “helping her students make
revisions in students’ drafts from the beginning to the final editing” (p.
168).

In addition, Oshima & Hogue (1999) note that writing is a process,
and not a product. A piece of writing regardiess types of composition is
never complete and it is always possible to review and revise. According
to them, the process of writing composition generates the four stages:
préwriting, planning, writing and revising drafts, and writing the final copy

ready to hand in (p. 3).
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Myers (1997) writes that the process approach to composition has
come to replace the older traditional product rhetoric that focused on
correctness since 1960 and through decades (p. 2). Itis evident that the
view. of writing as a process has emerged, as the attention is given more
to the student’s writing activities than to his written paper. How a student
writes or rewrites is considered significant and it is believed to be what
helps the student write more successfully. Teaching with the process-
based approach helps to support the students while writing.

Such views have affected the way the teachers give writing
instructions in class worldwide, as teaching writing with the process-based
approach has been widely practiced. However, Gordon (1996) remarks on
the differences of the ways teachers have implemented the process-based
approach in class. Though under the same name with similar ritual:
brainstorming, drafting, revising, and rewriting, the actual classroom
practices could be different (p. 2). The extent to which the process-based
approach has been employed as well as integrated with a variety of other

writing instructions can be clearly seen in recent studies.
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2.2 Research and Studies Relating to Teaching Writing with the

Process-Based Approach

Kamimura (2000) states that research and studies on writing
English as a first language conducted since 1977 have shifted from the
product-based to the process-based approach. According to her, this has
inspired research and studies about the two approaches in writing English
as a second or foreign Iangt_nage (ESL) as well (pp. 1-2). Also, these
studies reflect how the process-based approach has been implemented
variedly in classrooms.

For example, in “A Comparison of the Effects of Two Process
Writing Programs and a Traditional Writng Program on the Writing
Development of First-Grade Children,” Hansen (1989) studied the
effectiveness of the process-based teaching. The first purpose was to find
out whether students who were taught writing with the process approach
would do better in their writing ability than those who were taught writing
with the traditional method. The second purpose was to determine if there
were any differences in the writing performance of the students among the
classrooms. The writing performance of the students was judged by using

the six criteria of writing ability: number of words written, number of
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different words written, percentage of correctly spelled words, number of
T-units, number of words per T-unit, and holistic score. In the study,
eleven classes of first grade students from three school districts were
selected to participate, Two school districts, representing nine classrooms,
using a process approach to teaching writing, were designated as the
experimental groups, A and B. The teachers were designated to be the
process writing teachers. One school district, representing two
classrooms, using a ftraditional approach to teaching writing, was
designated as the control group. The procedures used in the classrooms
were the same, according to what the teachers had planned to use before
the start out of the study. All of the stud_ent_s participating in the study
were given the Test of Early Reading Ability in September. This test was
used as a covariate, Samples of the children’s writing were collected in
October, February, and April. The students were asked to write a story on
a self-selected topic in a thirty-minute-ime period. The April writing
samples were used as post-test data and were analyzed on the six
variables. The resulfs of a Multivariate Analysis of Covariance indicated
that the students, taught writing through a process approach, performed
better than the students who were taught writing with a traditional

approach. There was a statistically significant difference on five of the six
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variables. The results also indicated that the student’'s performance varied
signiﬁcéntly among the process writing classrooms. This study's findings
were in line with the findings of many other studies; they had found that
students performed better on measures of writing, when taught writing with
a process approach (p. 3474).

However, some study on the process-based approach did not show
the results that were as positive as the results in the above study. In a
study on “Process versus Product Writing with Limited English Proficient
Students,” Gomez Jr, Parker, Lara-Alecio, and Gomez (1996) examined
the effectiveness of the two approaches or treatments used fo teach
writing to a group of low-achieving limited English proficient Hispanic (LEP)
students. These students were then classified as low, middle, and high
level according to their language proficiency and were randomly put in
eight classrooms. “Free writing,” representing the process-based
approach, was implemented in five classrooms, chosen randomly,
whereas, “structured writing,” representing the product-based approach,
was implemented in the other three classrooms. However, out of the total
107 students from eight classrooms, the final sample was of 48 students.
Then, from the final sample, 23 students were taught with the free writing

instruction and 25 students received the structured writing.
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With the free writing treatment, the students were to select the
topics of interest, write in small groups, and then respond to each other's
written work as well as to their teacher's comments. Students’ work
received written comments instead of error corrections from the teachers. |

Meanwhile, the students in the structured writing treatment were
assigned topics to write by the teachefs and they wrote intensively within a
time limit. They wrote by themselves and quietly. Their work received
error corrections from the teachers and the focus was on grammar points.

As to find out which teaching approach worked better in improving
the 48 LEP students’ writing skill during the six-week period, the
nonparametric Kendal's “S” and Tau were used as analytic tools to
calculate growth over time for each group and to compare the two groups.
Students’ writing samples were scored on the four score types: Micro-
indicators, Analytic ratings, Hdlistic ratings, and Productivity scores. The
analytical scores were on the five writing elements: Topic Development,
Organization, Meaning, Sentence Construction, and Mechanics.

The findings showed the significant growth only in the analytic
scores and holistic ratings, and only by the students with the product-
based approach. Similarly, these students showed a positive gain in

correct spelliing and word sequences, as indicated by the micro-indicators.
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On a contrary, a negative gain was shown in the process-based groups of
students. As stated by the researchers, the students with the structured
writing treatment “surpassed or equaled” the free writing groups in all five
analytic ratings. Also, average holistic gains for students with structured
writing treatment were almost four times those for the free writing groups.

Despite the results from all score evaluations that were not as
hypothetically predicted, the researchers urged more studies on the
effectiveness of the two approaches. In the conclusion, they argued that
such the process-based approach as the free writing treatment required
longer period of time than the six weeks to be effeclive.

In some studies, the process-based teaching may be found to be
used with other teaching instructions or tools.

One example was a study entitled ‘;Self-Regu[ated Strategy
Development and the Writing Process: Effects on Essay Writing ' and
Attributions.” Sexton, Harris, and Graham (1988) constructed a model,
“Self-Regulated Strategy Development” (SRSD) to help students with
learning disabilities to develop a strategy for planning and writing essays.
The subjects were six 5"1- and Gth-grade students, who had been identified
by the school district as LD (students with learning disabilities). They were

characterized as students who were “experiencing difficulties with writing
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and displaying a low level of motivation.” As reported in the research,
these were among other LD students who had difficulty with the writing
process. Typically, they would convert their writing assignments into a
question-and-answer task. They may quickly tell whatever came to mind,
and eventually produce papers with a few poorly developed ideas.

The SRSD model was integrated with the process approach.
Students collaborated in the development of strategies for planning and
revising. In a regular class of the present study, a process approach
instruction was used; students wrote regularly and they were encouraged
to plan, draft, edit/revise, and publish their papers.

With SRSD integrated with the process-based teaching, the goals
and significance of the writing and self-regulation strategies were
discussed and clarified in the classroom, and the teacher explicitly and
collaboratively modeled the strategies in contexts. These were the
strategies employed by skilled writers, who, when writing, developed an
initial set of goals or plans to guide the writing process. The skilled writers
achieved their goals by the use of a variety of strategies for generating,
organizing, evaluating, and reformulating what they planned to write.

During the class sessions, which were the period of the present

study, the model SRSD had been used while the students wrote essays
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on different topics, following the stages of writing process. Throughout the
sessions, students were asked to share and discuss how and what they
were learning.

A holistic rating scale was used to assess the overall quality of the
essays, on an 8-point scale. For essays written after strategy instruction,
evidence on students’ use of the strategies was collected.

The findings and discussions were reported. Prior to this instruction
treatment, the writing behavior of the participants was consistent with the
descriptions of how students with LD would write. That is, when given a
writing assignment, they immediately started wrifing. They generated
essays that contained only two or three ideas which resulted in foo short
writing.

After the treatment, however, the students spent time planning their
papers in advance of writing, resulting in their longer and more qualitative
papers.

Another extent to which research on process writing went was the
one entitled “Teaching Writing to ESL Graduate Studenté: A Model and an
lllustration.” In the study, Biggs, Lai, Tang, and Lavelle (1999) applied a
“process model of writing” with 34 graduate students. They studied

English as a second language (ESL) through the two -sessions workshop
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that was based on the model. The purpose was to find out if the trial of
the model, when integrated with the fraining of learning strategies, could
help the students to address their writing needs. These were the needs
they would have when writing the dissertation and academic work.
Another purpose was to find out if the model could help the students to
eventually use cognitive strategies to go about their writing process. The
idea was that writing was a complex process and writers needed to
develop a writing strategy so that they could partition and sequence the
components of the;‘ writing process to make them manageable.

Integrated with the process approach, the model provided the focus
on the af:ademic genre rules that the students needed to make their
writing clear and easy to read.

In the first two-and-a half-day session, the students went through
steps in the writing ‘process: planning, transcribing text, revising, and
editing. In other words, these steps were introduced to them while they
were practicing writing their dissertation. They also discussed any writing
problems they might encounter and how to tackle the problems. They
wrote a few pages and practiced revising them. However, the focus on _

the product-approach writing was infroduced to them in the second
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session. They were addressed the conventions and genre rules and other
rhetorical knowledge needed for writing dissertation and academic work.

One of the research tools was the “Inventory of Processes in
College Composition {IPIC)." It was an inventory to measure the process
of college composition, developed by Ellen Lavelle. The inventory was
given to the students on days 1 and 2 to "monitor how students might
have changed their approaches to writing.” The other tool was “student
feedback sheets” which were used to obtain student response to the
presenting mode! as well as to obtain their opinion toward what would help
them to write their work well.

As for Resuits and Disc_ussion, the Pre- and Post-test écores were
compared, using a paired t-test. The result showed that there was a
change in the three scales used for an indication between the pretest and
positest scores. In addition, students reported that in their writing they
were “more elaborationist, less spontaneous-impulsive, and less
procedural.” Moreover, the results from the open-ended feedback showed
that students liked the writing model because it helped them fo think about
their writing and how they might improve their approach to writing in the
future. Basically, in writing they saw it a matter of simply letting it happen,

or following the rules.
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Another study that related the writing process to other writing
instruction was the one entitled “Teaching the Writing Process to Students
with LD.” Scott and Vitale (2003) designed the “writing process wheel,”
which was a set of major activities of each of the five stages of the writing
process: planning, drafting, revising, editing, and publishing. This “task-
spedcific tool” was to help intermediate, middle school, and high school
teachers teach students with learning disabilities (LD). Thus, the students
followed the specific tasks in each stage of the writing process, thereby
resulting in the development of the “quality end products.” |

The wheel was to be shown to the students, who firstly had been
explained to about how to communicate ideas to aud@encfe, their friends
and teacher, effectively. The students referred to the Wheel while they
were writing. They were informed that the development and expression of
their ideas or the content was of primary importance, whereas, the correct
spelling, capitalization, and punctuation of sentences were only a small
part of the circle. Accordingly, they were directly suggested that from the
Wheel they would spend more time on some stages than the others.

During the process of writing, however, these stages did not take
place in a fixed, linear progression. The students could follow the Wheel

through moving back and forth across the five stages, as their ideas were
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generated and refined. The interaction between the teacher and students
was continuous and writing was supported and monitored. At the time
within a given stage, one or two tasks were concentrated on. The teacher
could display a few tasks on the Wheel by using a partial covering that
rotated around the Wheel. During the writing, the teacher and students
worked closely with each other.  The teacher continually provided
feedbacks and evaluations to the students so that the writing procesé
could naturally evolve into a successful product and, ultimately, students’
writing competence.

In this research, a seventh-grade student, Dave, was faken as a
case study. The researchers took field notes and reported his
performance and his progress on writing after using the Wheel.

In the parts of Summary and Implications, the researchers stated
that the complex process of writing posed many challenges for students
with LD. It was important that students, especially those with LD, be
provided with writing tasks as a writing tool. According to the research,
students with limited language knowledge or competenc¢ could write
better when their writing was structured around the concept of writing as a
process. As a resuit of such provided writing tool, the students eventually

were able to realize that they had ideas or content to communicate to the
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readers. Also, they could find words to express their ideas, knowing that
others were interested in what they had to say.

As it is widely used and integrated with other writing instructions to |
enhance students’ writing, the process-based approach has been quite a
success in the mainstream teaching of writing to first language students.
However, in the Thai context where English is the second language and
where the traditional approach is in favor, the effectiveness of the process-
based writing is still arguable. More work and studies on the process-
based approach are still a challenge, as to verify its effectiveness.

A few studies on the process-based writing done in the Thai context
can also be referred to. For example, Thammasansophon (1991), in her
research entifled “Comparison of English Writing Ability of Mathayom
Suksa Six students Learning Through Process-Oriented Approach and
Product-Oriented Approach,” compared the effectiveness of the two
approaches. The subjects were two groups of Ma{hayom Suksa Six
students from Saint Gabriel School. One was the experiment group taught
with the process-based approach. The other was the control group taught
with the product-based approach. It was a fourteen-week period. The
students from both groups took the writing Pretest and Posttest. The

score results were analyzed and reported.



32

In the Findings and Results, the researcher reported that the writing
ability of the students who were taught writing with the process-based
approach was higher than the ability of the students who were taught with
the product-based approach. Also, it was found that some writing
elements, such as content, organization, word choice, and spelling and
punctuation, found in the work of the experiment group were better than
those found in the other group of students.

Ancther study was the one entiled “Effects of the Process
Approach on English Writing Ability and Opinions about Claséroom
Atmosphere of English Program Students.” Sangnoom (1995) compared
the effectiveness of the process and traditional approaches. The subjects
were 34 second-year English program students of Rajabhat Institute
Chiangmai, who enrclled in the subject, Formal Paragraph Writing. They
were divided into two groups, 17 students in each. For 10 weeks the
experiment group was taught with the process-based approach, while the
control group, with the traditional approach. The two groups were tested
to find their writing ability after each type of paragraph writing had been
taught.  After the two teaching approaches had been completed, a
summative test and a questionnaire for students’ opinions about classroom

atmosphere were administered fo both groups. The obtained data were
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statistically analyzed, by means of the arithmetic mean and standard
deviation. The findings were reported.

The researcher found that students in the expérimental group had a
better English writing ability as their mean scores were higher than the
mean scores of the other group. Also, the students taught with the
process-based approach had a betfter attitude toward the classroom
atmosphere.

In the same year, Maneechedta (1995) did a study on “Effects of
Process Skills Learning on English Writing Achievement and Process
Skills of Mathayom Suksa Students.” The purpose was to compare the
effectiveness of the process-based writing with the effectiveness of the
traditional approach on the writing achievement of students. The subjects
were 60 Mathayom Suksa students, studying the English course 013 at
Wattanothipayap Schoo( in Chiangmai. They were divided into 2 groups,
30 students in each. The experiment group was taught by emphasizing
the use of the Process skills, while the control group was taught by the
traditional approach. During the 10-week sessions, both groups received
the writing ability test, at every 2 week and at the end of the course. The
data obtained were analyzed, using t-test. After the students from the

experiment group wrote each passage, they answered a questionnaire,
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which measured them on their use of the Process skills for writing. The
scores wgre also statistically analyzed by arithmetic mean. The
researcher found that students from the experiment group had a higher
writing achievement than those from the other group, at the level of 0.001.
Also, the result from the questionnaire showed that the experiment group
used the Process skills continuously while writing English passages.

A research on a process-based writing class as integrated with
other instruction was done by Channiam (1998} — “Nurturing Students to
Learn Writing Skills through Portfolio.” A group of students were taught
writing through the process-based approach and they were given two
tasks of project writing. One was writing about a place of interest to make
a tourist pamphlet of Chai Nat province, and the other was writing about a
temple in their own villages.

For task 1, students worked in pairs. Each pair was engaged in a
variety of pre-writing activities: gathering information, taking notes and
writing drafts. They received the teacher's feedback and participated in
student-teacher conferences. In addition, they helped each other out with
their work through peer-reviews. They displayed their writing samples and

presented them to the class. They eventually voted for the best
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completed tourist pamphlet in a democratic system and with their own
decision-making.

For task 2, the students went through the same process-based
steps as they worked individually on a piece of writing about a temple in
their own villages, using resource persons to guide them.

After finishing each task, students assessed themselves to show
how much they learned on writing skills that focused on the content,
organization, vocabulary and language use, and how they acquired
knowledge and gathered infc;rmation. They were also asked to write how
to plan each task and were interviewed with open-ended questions.
These questions were designed to gain detailed information about these
students’ opinions on their improvement in writing. Each piece of writing
was read by the researcher and was scored on a scale of 1 (low) to 12
(high). At the end of the tenth week, students collected samples of work
from the beginning and assembled them in the portfolio to be revised by
the students and to be evaluated by the researcher.

From the findings, the students reported that they were given
opportunities to use their writing skills, such as the focuses on the content,

vocabulary, organization and language use.  Students’ working
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collaboratively and student-teacher conferences also helped them write
better - with longer and more correct grammatical sentences.

In the discussions, the researcher reported that a combination of
the process writing and the portfolio assessment served as a means of
self-assessment and self-reflection in the learning process. It encouraged
students to develop their learning and to have more control of their

learning process.

2.3 Research and Studies Relating to Teachers’ Feedback to Students’

Writing - an Essential Element of the Process-Based Approach

As the term “process-based approach” itself suggests, “process” is
the key word for the writing achievement and it consists of steps or
activities that students go through. One is the activity of teachers’ giving
feedback to students’ writing, which is said to be an essential element,
Through the feedback either in written words or verbally, the teacher
“instructs, guides, and corrects” what the students are writing or have
written.

Crone-Blevins (2002), in her article “The Art of Response,” states

that there is an “inconsistency” in the way teachers give feedback or
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response to students’ work. Some teachers respond with “positive
language” and concentrate on students’ strengths. Some teachers
respond with “less favorable” but honest comments, The inconsistency
also includes the types of response. Some teachers prefer the verbal
response to the written one, and vise versa. In addition, teachers’ giving
feedback takes place during or after the writing.

Regarding the research on giving feedback, Shin (2003) suggests
that for the past several decades, research on first and second language
composition have emphasized the role of teachers in providing feedback
on student writing.

For example, in “Four ways to work against yourself when
conferencing with struggling writers,” Glasswell, Parr, McNaughton, and
Carpenter (2003) examined the use of writing conferences in class with
struggling young student writers in years 1, 5, and 8, in New Zealand.
They found that conferencing, especially with struggling yéung writers,
could be a complex and difficult task even for expert teachers and that
conferencing should be time-focused, sustained, and uninterrupted.

The study was conducted in nine case-study classrooms with 54
students. The students were taught writing explicitly; writing could be

planned, drafted, discussed, and published for real audiences. The
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teachers conducted conferences with the student writers. In the
classrooms, the students were given opportunities to work on their writing
independently. |

Regarding writing conferencing, prior to the start of the study, all
nine teachers had expected that conferencing would “enable a transfer of
responsibility for the completion of the task from the teacher to the
learner” They also expected that conferencing would “engage the
students in the full range of interrelated aspects of the complex act of
writing.”

Conferencing took place one-on-one during the class time and while
the rest of the class was doing their work. Individual students were called
upon to the teacher’s desk for a conference.

For each conference with each student, the teacher had set some
goals with a particular student, such as, the areas or aspects of writing
that he or she wanted to work with that student. Then, in the conference,
the teacher spent some time discussing the aspects or guiding the student
accordingly. At this point, conferencing was used by the teacher to tackle

the problems of individual students, such as problems with topic selecting,

late handed-in assignment, text features (mechanics, word-choice, writing

goals and rhetoric), etc. The conferences were videotaped.
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Then, 108 videotaped conferences of the nine teachers and six
students, three struggling and three proficient students, were analyzed.

In the report of this study, what could fail or hinder the development
of the conferences was presented and referred to as the “Four Ways™
Confuse Quantity with Quality, Let yourself Be Interrupted (More Often and
for Longer) while You work, Place Your Major Instructional Emphasis
Consistently on Low Levels of Texts, and Promote Their Dependence on
You by Taking Responsibility for Their Actions.

The analysis of Ways 1 and 2 showed that although conferences
with students of different abilities might appear the same, they were not
necessarily equal in instructional opportunity and in quality of the
instructional conferencing. From the reported data, the conferences with
struggling writers received more interruptions and less sustained
interaction time than those with the proficient students. This might be due
to the their natural lack of motivation and concentration. Struggling writers
also seemed unable to respond and to remain silent over the course of
conferences. The study’s suggestion was that teachers who worked with
little proficient students should try to maximize their learning oppo'rtunities
and to consider the time given to individual writers in terms of quality

rather than quantity. In addition, teachers who worked with struggling
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writers, writers who were less proficient, should find a way to protect their
one-to-one instructional time. The conferences should not be interfered
with any interruptions.

The analysis of Way 3 showed that in a conference with struggling
writers, the teacher’s goals of what to be focused on were often shifted,
mostly to “basics” or the surface features of the text (mechanics, word
choice, and sentences structure). These were the features that the
teacher usually spotted at the start of the conference. The study
suggested that the teacher should focus on the original goals of the
instructional conference and that the struggling writers should be aimed at
developing higher-fevel competencies with texts (intentions of writing and
rhetoric). The nature of the talk and actions should move toward these in
the conference.

The analysis of Way 4 showed that in a conference the teacher
unintentionally over-controlled the conference dialogue and acted as the
students’ proofreader. This, then, led to the students’ dependence on the
teacher in *fixing up” any mistakes in their work. The study's suggestion
was that the teacher should give the students, especially those struggling
ones, opportunities to develop their “self-regulating and self-improving

systems.”
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The researchers pointed out the implications of the study.
Teachers must examine their teaching practices and they need to focus
not only on the content of the conference and the teaching interactions,
but also on the ways in which they organized their classrooms to facilitate
working with individual students in focused ways.

In a study on “Investigating the Process Approach to Writing
Instruction in Urban Middle Schools,” Patthey-Chavez, Matsumura, and
Valdes (2004) investigated the implementation of the process approach to
writing instruction in 11 urban middle school classrooms in five schools. In
the study, seventh grade students wrote through the stages of the writing
process and were expected fo revise their writing to improve its
organization and word choices after checking the logic of the ideas and
the precision of the vocabulary. Then, the written feedback on the papers
of 64 students, given by the 11 teachers from these five schools, was
investigated. The typical writing assignments and students’ work were
collected over two years as part of a larger study. The assignments were
coded in terms of “curriculum-based typologies.” One category concerned
the types of informative, persuasive, or narrative-elicited writing. The other

was the category concerning “whether the assignment required students to

interact with content knowledge.”
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The researchers focused on “the students’ opportunities to revise
and improve writings by investigating the quality of the teacher feedback to
students on their early drafts, and the improvement over subsequent drafts
of students’ written work.”

In the study, the researchers categorized the types of feedback on
students’ each draft. The first type was the feedback at the "surface
level,” which included “edits and comments on grammar, punctuation,
spelling, or format.” Another was the feedback at the “content level,”
which included comments “to delete, reorganize, or add information, as
well as questions intended to challenge students’ thinking.” Then the
amount of the written feedback that the students received on their drafts
was determined and normed for varying composition lengths, by obtaining
a ratio of the number of edits and comments a student received, divided
by the number of words in the composition.

In the analyses, descriptive statistics and frequencies were
computed to examine the quality of students’ writing and types of feedback
the teachers gave to the students on their written work. The relative
influence of the teachers’ written feedback on the quality of the students’

final drafts was investigated, by using the regression analyses.



43

In the results and findings, the researchers found that the students
received little of “content-level written feedback” on their early drafts, and
the quality of students’ writing showed relatively little improvement over
their successive drafts. Most of the feedback they received related to
“improving punctuation, grammar, and spelling, and they responded by
doing so.” In addition, the students who received the “contentlevel
feedback” had a greater increase in the length of their essays from the
first to the final drafts than those who only received the “surface-level
feedback.” This could be assumed that the students were willing to
develop their essays when they were asked to do so.

As suggested in the results and findings, however, the types of
written feedback given to students’ work did not “predict improvement in
the quality” of their work, when assessed on a “standards-based rubric.” It
only predicted the improvement in the “quality of written language
conventions.” The “surface-level feedback” gave students “an opportunity
to fix their grammar, punctuation, and spelling errors.” It was obvious that
the students took that opportunity and incorporated “all their teacher fixes.”
In addition, the "unchanging content” of the students’ work in every draft
was evident to their “lack of opportunity” for substantive revision,

regardless of the categories of the teachers’ response.
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The researchers, however, stated that the limitations of the present
study were the small sample size and the only focus on the surface-level
versus content-level. They suggested more work on “oral modes of
feedback,” such as the oral conferences between the teacher and students

during the successive drafts.
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Chapter3

Research Methodology

This chapter presents the information about how this research had
been prepared and conducted during the semester of the academic year

2001. Its methodology is of the following.

3.1 Setting and Duration

The research was conducted with two classrooms arranged to the
researcher by Language Institute, Bangkok University, Rangsit Campus.

The total semester was of 14 weeks of class sessions.

3.2 Participants

1. Population The population of this study was the 308 students
from across disciplines of Bangkok University, enrolling in Foundation
English 202, during the second semester of the academic year 2001.

They were randomly grouped together into seven different sections by the
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university, 44 students in each section. Each section was irrespective of
their faculties and their English language proficiency. These seven groups
were assigned fo the researcher to teach.

2. Subject Selection Selecting the subjects for this research was

purposive. At first, the researcher had carefully looked at the schedules of
all seven classes, using her personal teaching experience. Then, two
classes, section 2333 and section 2211, were selected as the subjects of
convenience. They were the most appropriate. One class took place on
Woednesday at two o'clock, wr;ile the other on Thursday, at the same time.
This could prevent having the situations in which some students might
come to class late, if it was the morning class, or they might skip class, if
it was the weekend (Saturday) class. Also, both classes were taught by
the same lab teacher.

Then, during the first week of the semester or of the start of the
present research, a writing proficiency test (the Pretest) was administered
to the two classes. They were told to write the best they could so.that the
researcher could gain information about their writing proficiency. The
writing papers were then marked and graded by two raters. The scores of
each group were computerized to find the mean average. Using t-test, the

two groups were found compatible in their writing proficiency, as there was
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no statistically significant difference (<0.05) in the mean scores of their
writing.

Then, the students of section 2333, aged 19 to 23, both male and
female, were randomly set as the subjects of the control group.
Meanwhile, the students of section 2211, aged 19 to 20, both male and
female, were randomly set as the subjects of the experiment group.

The two groups studied the three skills: reading, writing, and
speaking with the researcher. A class session took place once a week,
for two periods or two hours and twenty minutes,

However, one period was spent on reading and the other was on
writing.  Speaking was not directly taught 'in class. Students were
encouraged to participate verbally and the speaking scores for the whole
semester derived from their participating in class and their oral
presentations. This was in practice in every class of EN 202. Moreover,
the two groups attended the laboratory once a week for one period with
another teacher for the listening practices and evaluations. The subjects
of both groups were not informed about the research project.

3. Teachers In additon to teaching the two groups for their
reading, writing, and speaking skills, the researcher had played the role of

one of the raters as well. During the research sessions, both in-class and
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outside of class interventions, she had observed, audiotape recorded, and
taken field notes as the data collection.

One pari-time teacher had also participated as a co-rater in this
study. She had been teaching on a part-time basis at Bangkok University
Language Institute for years. In fact, both the part-time teacher and the
researcher had discussed the matters of the present study since the
previous semester. Both had already tried co-rating for a reliability of the
measurement already. However, the pari-time teacher did not participate
in teaching nor observed any of the groups.

For the lab teacher of both groups, she was to tell her students of
both groups to consult with their writing teacher, which was the resea;rcher,
if there should be any students coming and asking for help, relating to the
writing tasks or assignments.

4. Reliability of Rating As part of the preparation for the present

research, the researcher and the part-time teacher had tried co-rating for a
reliability of the rating. On June 15, 2001, prior to the start of the
research, a group of students from section 2024 was asked to write on the
topic “Tell about something unexpected that happened to you.” Their
written papers were then used to examine the reliability of rating. Using

the same “ESL Composition Criterion,” (Appendix B) the two raters
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randomly took one of the papers and graded it. The score results were
then brought into a discussion so that the two raters could reach a mutual
understanding in grading. Later, another five papers were graded by the
two raters. The score results given by the raters were found to be very
close. Then, the two raters started grading the rest of the papers.
Discussions related to matters of grading were held from time to time and

when necessary by the two raters.

3.3 Writing Materials and Preparations

1. The textbook The textbook used with both groups in this

research was the reading text, Academic Encounters: Reading, Study

Skills, and Writing. It was a required course book for EN 202. Please

note that the book was entirely of a content focus on “human behaviors,”
although the course EN 202 did not lend itself to that of English for
academic purpose (EAP). As suggested by Murphy & Stoller (2001), such
characteristic of the textbook, as being adapted and compiled from various’
texts of research in Psychology, pertained a “sustained-content language”
in its nature. Nevertheless, it served the reading and writing purposes.

That is, writing took place as a post-reading activity.
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When students had finished each reading text as well as reading
exercises, they wrote. The time allotment for both reading and writing
activities was of two periods or two hours and twenty minutes.

However, each writing task from the textbook was for the students
to write in accordance with few guided questions.

In addition, Impact Listening 3 was used by both groups for their

listening practices in the laboratory.

2. Core-Course Syllabus According to the core syliabus, there were

eight reading texts to fulfill for the whole semester. Four texts for the mid-
term examination and the others for the final examination. Which reading
exercises and writing tasks to practice had already been determined in the
syllabus.

Regarding writing, students had to accomplish only three writing
tasks that followed the second, third, and fourth reading texts for the first
half of the semester. The other three writing tasks followed the other
second, third, and fourth reading texts for the second half of the semester.

The first “third” writing was accounted for the first in-class-writing
quiz (referred to as Writing Quiz 1), whereas, the second “third” writing
was for the second in-class-wiiting quiz (referred to as Writing Quiz 2).

Moreover, students from both groups had to write in their mid-term and
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final examinations. To sum, they had two writing quizzes and two
examination writing papers in the whole semester.

Since there were only two objectives stated in the core syllabus:
“To help students improve paragraph writing and to increase their writing
ability,” it gave a green light to a flexibility of teaching and learning that
would take place in the classroom setting. Moreover, the syllabus did not
specify the types of writing, nor what to include in the writing instructions.
Accordingly, this usually resulted in the teachers’ assigning their own
students to write at the level of the paragraph and, consequently, in the
students’ mosily being on their own in their writing.

3. Instructional Writing Material Preparations Earlier before the

present research, having viewed the components of the textbook and the
core-syllabus, the researcher felt the needs for adjusting and arranging
some instructional writing materials.

She started by going through every reading text to be read in the
whole semester and tried to find an appropriate way to incorporate the
reading and writing instructions. She had set some instructional writing
materials that suited the whole course, and that could support students’
reading-then-writing activities. In addition to the textbook, for both groups,

the researcher had provided paragraph models of types of essay, which
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based upon the writing tasks. She also provided some supplementary
sheets for basic writing practices, such as, practice exercises on topic
statements, details, linking words, and so on.

4. Guidelines for a Writing Conference Some guidelines for

conferencing were set as they were needed. It was a fact that the writing
conference was a process of giving feedback to a student’s paper, and
that time w;ezs quite limited for each conference. Also, the number of
students who would come to participate was rather large. The guidelines
were basically focused on what a writing teacher should react, do, or say,
once in conferencing. Following the traditional ways of conferencing, the
guidelines were the following:

® Making the students aware of their writing stages,

® Focusing only on a few points of the paper,

® Using questions as a means of eliciting students’ expressions,

® Paying attention to content or what the students want to write,

and

® Giving grammar explanation once the content has been taken

care of,
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3.4 Research Tools or Measurements

1. Writing Proficiency Pre-Posttests For the Pretest and Posttest, a

writing topic on “Tell about something unexpected that happened to you”
was given. This was the same topic used to elicit narrative writing from
ESL students in a few research works. Since time was limited, only one

topic was administered.

2. Writing Achievement Tests As pairt of the course requirement,
students from both groups were to write two in-class essays (or Writing
Quiz 1 and Writing Quiz 2). The first quiz, on “Teenage Suicide,” was
before_thg mid-term examination. The second quiz, on “Similarity,” was
before the final examination. These two writing quizzes were arranged by
the examination committee of Language Institute and were required by
every class sections. As a result, the researcher herself could not know in
advance what fopics would be for the students to write on.

In order to see the progress in the students’ writing ability, after
having exposed themselves to the two writing approaches, their scores

were included and analyzed in the present study.
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3. Questionnaire One set of questionnaire (Appendix C) was
designed to gain the students’ attitude towards the process-based writing,
that is, how they perceived their writing and the writing class. However,
only the participants who had received the process-based treatment were
asked to answer the questionnaire.

The questionnaire comprised of two parts: Part | and Part Il. In part
I, there were ten statements with the rating scales of 1-5 (1 = strongly
disagree, 3 = neither agree nor disagree, and 5 = strongly agree). The
ten statements related to how students perceived their writing class and
their writing ability after havi_ng'. receiving the process-based method
(Statements‘ 1, 2, 3, 6, and?) and how the steps of the process-based
writing had effected their writing ability (Statements 4, 5, and 8-10). In part
I, there were four open-ended questions. The students were asked to
write as lengthily as they could to express _their ideas and attitudes
towards the elements of the process writing and towards their own writing
ability at the end of the semester.

Prior to the questionnaire administration, its content validity had
been checked. That is, a few copies of the questionnaire were brough.t to

a few Language Institute teachers, who gave advice on the quality of the
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questionnaire: its content, grammar, and word choice. Then, the

questionnaire was adjusted accordingly.

3.5 Research Design and Procedure

1. The Control and Experiment Groups in a General Classroom

Setting The researcher began both classes of the experimental and
control groups with a warm welcome and discussed with them the course
syllabus, score allocations, grading criterion, and importantly what they
were expected to perform in class and how the teacher-researcher could
be of help. They were not aware of the research pro_jec_t in which they
were taken into.

In a general classroom setting, both groups had received the same
fundamental writing materials and assignments from the researcher. They
were required to attend every class session, which would be accounted for

their scores of class-participation.
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2. The Pretest Stage A writing pretest was given to both groups

during the first week of the semester.

In pre-testing, which took place in-class, both groups were asked to
write on a topic with no specification of purposes or audience: “Tell about
something unexpected that happened to you.” Students were told to write
the best they could so that the teacher-researcher could gain the
information about their writing proficiency.

Each writing paper was then marked and graded, using the same
criterion from the "ESL Composition Profile.” The writing scores from the
two groups were computerized to find the average. Also, the statistical
analyze was implemented.

3. The Control Group and the Traditional Teaching Treatment The

students in the control group received the traditional writing instructions,
which referred to the writing skill-based teaching. The focus was on
writing in accordance with the shown paragraph models and on language
reviews or learning of grammar points and mechanics. Studenis practiced
writing skills, such as, using sentence combining, transitions and
conjunctions, run-on sentences, fragments, and so on. Writing took place

mostly individually and in-class, and the writing feedback only came from
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the teacher. However, students learned how to think and plan for each of
their papers. Field notes were taken (Appendix D).

During the semester, the students in this group wrote six
paragraphs of different genres or types: description, process, cause,
narration, definition, and comparison and contrast. For each type, they
started with the prewriting, .in which they discussed the reading and the
writing prompt or topic. Then, they were shown model samples of the
writing type and started generating ideas individually. Grammar points
were reviewed and the students were reminded of how they should write.
Within the class period, they wrote individually on the prompt and handed
in the paper at the end of class.

If they could not finish the paper in class, they could continue their
writing at home and handed in the paper the following days. BDuring the
class session, as well as outside the classroom, the students were free to
ask the teacher about their writing.

Then, during the next class session, the next reading unit started,
followed by writing the next prompt. Students were asked to keep their
writing papers in a folder.

The students from this group met with the researcher in the regular

class once a week. However, they were encouraged to meet with the
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researcher during her office hours and when they were free, to discuss
anything relating the writing matters.

4, The Experiment Group and the Process-Based Teaching

Treatment Meanwhile, the students in the experiment group received the
process-based treatment. The focus was on the writing activities, both
inside and outside of class, which encourage the students’ writing and
rewriting as well as interacting among students and with the teacher. The
writing feedback came from both their friends and the teacher, which led
to revising and rewriting. They wrote in sfteps and each step led to
rewriting or polishing their writing products. The focus was less on the
form (grammar, mechanic) than on the content (organization, details).
Field notes were taken (Appendix E).

For the whole semester, students of this group also wrote six
paragraphs of different genres or types: description, process, cause,
narration, definition, and comparison and contrast.

With the process-based treatment, for each type, they started with
the prewriting, in which they discussed the reading text and the writing
prompt or topic. They were shown the model samples of the writing type
and started generating ideas in-groups. Then, the students started writing

the first draft individually, consulted with the teacher about the draft, and



59
received the oral feedback from the teacher. The step of consulting (the
student-teacher conference) extended as an outside of class activity. That
is, the rest of the class, who did not or could not have a conference with
the researcher in class, was encouraged to meet with her on her office
hour to join the activity.

Then after having received the oral feedback, the students wrote
the second draft at home and received the peer response in class during
the next class session. In this session, they handed in the second draft to
the teacher after the peer response activity was over. (The peer response
usually lasted ten to fifteen minutes.) This was the end of the writing on
one assignment or prompt.

Then within this session, the next reading unit started, followed by
writing on the next prompt.

For the papers that had been handed in, the teacher gave written
feedback before returning them to the owners. Students were supposed
to write the third draft, but not compulsory, and keep the third draft in their
folders.

As part of the writing process activities, students who participated in
the treatment held in class for one period were encouraged to meet with

the teacher once a week for a "studenti-teacher conference." In each
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conference, the researcher used the intervention technique to coach
students to write. The conference dialogs were tape-recorded for data
collection and analysis (Appendix F).

5. The Positest Stage At the end of the semester or after fourteen

weeks of the treatments, the same writing topic as in the Pretest was
given to both groups to write on again.

The students from both groups wrote on it in class. Again, the
writing papers were given to the two raters: the researcher herself and the
same‘ part time teacher who did the rating in the pretest. The same
writing grading criterion was used. The raw scores from both raters were
later computerized and were used to test the hypothesis.

On the same day as the Posttest, the experimental group was
given the questionnaire. The students were to express their ideas and
how they had felt about the process-based writing; what they had achieved
in writing through the process; and how each step had help them to write.
The answers were used and analyzed to find out their attitudes towards

the process-based approach.

3.6 Data Collection
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All subjects of the two groups had been tested (with the writing
pretest) before receiving the treatments and were tested once again (with
the writing posttest) at the end of the study.

In addition, scores of the two writing achievement tests, once before
the mid-term examination (or the Writing Quiz 1) and once before the final
examination (the Writing Quiz 2), were gathered for the analysis, using the
same grading criterion.

Details of class sessions of the fwo groups were noted. Audio-tape
recordings of the writing conferences and field notes were made during the
semester. Also, the conference dialogues between the students and
teacher were franscribed.

However, the answers of the questionnaire, or the qualitative data,
were collected only from the experimental group since it was mainly to

investigate the effectiveness of the process-based writing approach.

3.7 Variables;

There were two variables in this study: the independent variables
and the dependent variables. The independent variables were the two

teaching treatments, whereas the dependent variables were the scores of
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the writing proficiency (the Pretest and Posttest) and the scores of the

writing achievement tests (the Writing Quiz 1 and Writing Quiz 2}.

3.8 Data Analysis

1. Quantitative Analysis The pretest and the posttest scores as well

as the scores of the achievement tests from the experiment and control
groups were compared, using t-test. This was to answer the hypothesis -
whether there will be a statistically significant difference of the writing
scores between the students with and without the process-based teaching
approach.

2. Qualitative Data Analysis Also, the data from the questionnaire

was analyzed and presented to show the students’ perception towards the
elements of the process-based writing.

Part | of the questionnaire showed the opinions of the students
towards the ten statements, rating 1 to 5 in the five columns. The first two
columns showed that the responses disagreed with the statements (1 =
strongly disagree and 2 = disagree). The last two columns showed that

the responses agreed with the statements (4 = agree and § = strongly
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agree). The middle column showed that the responses had an average
opinion towards the statements (3 = neither agree nor disagree).

Each participant who wrote to answer the questions in Part || was
referred to by a number, such as Subject #1, Subject #30, and so on.
Therefore, the subjects’ real names were not used. Their written answers
as well as their opinions were used to gain the insights into the teaching

and learning in the process-based approach
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Chapter 4

Findings and Results

This chapter presents the data of the quantitative analysis as well
as the results of the hypothesis and the data of the qualitative analysis

findings.

4.1 Quantitative Findings

After all the tests were administered, the raw scores of both groups
graded by both raters were then calculated to find the mean averages and
the standard deviations of each group. SPSS was implemented and t-test
was used for the comparison. This was to determine the statistically
significant differences in the mean scores of both groups after the
experiment. The level of significance was at .05.

Below are Table 4.1, Table 4.2, and Table 4.3. Table 4.1 shows
the mean scores and standard deviations of the experiment and the
control groups on the writing proficiency tests (the Pretest and Posttest).

Table 4.2 shows the mean scores and standard deviations of the
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experiment and the control groups on the writing achievement tests (the
Writing Quiz 1 and Quiz 2). Also, Table 4.3 demonstrates the Compared

Means: Independent-Sample t-test, of both groups.

Table 4.1
Mean and Standard Deviations (SD) of the Experiment and Control

Groups on the Pre-and Post-tests

Pretest Posttest
Group of Students Mean Mean
(SD) (SD)
Experiment Group 64.74 66.92
(7.07} (8.96)
Control Group 66.96 63.04
(8.34) (7.14)

As shown in Table 4.1, the mean score of the Pretest of the
experiment group was 64.74 and the mean score of the Pretest of the
control group was 66.96. For the Standard Deviations (SD), the
experiment group was of 7.07 and the control group was of 8.34. For the

Posttest, the mean score of the experiment group was 66.92 and the
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mean score of the control group was 63.04. The Standard Deviations

(SD) of the experiment group was 8.96 and of the control group was 7.14.

Table 4.2

Mean and Standard Deviations (SD) of the Experiment and

Control Groups on the Writing Achievement Tests (Writing Quiz

1 and Quiz 2).
Writing Quiz 1 Writing Quiz 2

Group of Students Mean Mean
(SD) (SD)
Experiment Group 69.38 70.27
(8.20) (9.91)
Control Group 67.97 65.72
{5.96) (7.20)

As shown in Table 4.2, the mean score of the Writing Quiz 1 of the

experiment group was 69.38 and that of the control group was 67.97. The

Standard Deviations of the experiment group and the control group were

8.20 and 5.96 respectively. For the Writing Quiz 2, the mean score of the

experiment group was 70.27 and that of the control group was 65.72. The
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Standard Deviations of the experiment group and the control group were

9.91 and 7.20 respectively.

Table 4.3

Compared Means: Independent-Sample t-test (of the Experiment

and Control Groups)

Scores Mean t-test Significant
Difference
Pretest -2.22 -1.12 0.134
| Writing Quiz 1 1.42 0.86 0.197
Writing Quiz 2 4.55 2.30 0.012*
Posttest 3.88 2.08 0.021*
*p<0.05

In Table 4.3, although the mean score of the experiment group
(64.74) was less than mean score of the control group (66.96) on the
Pretest, the t-test analysis showed that they were not statistically
significant different. That is, on the Pretest, both groups did not perform
differently, t = -1.12. Tﬁis indicated that at the beginning of the research,

both groups of students were the same in their proficiency level, as
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measured by the Pretest, and they were compatible being the subjects of
the present study.

For the first Writing Quiz’s result, the mean score of the experiment
group (69.38) was higher than the mean score of the control group
(67.97). The result indicated that the experiment group did better than the
control group. However, the t-test analysis on the Writing Quiz 1 indicated
that the two sets of mean scores were not statistically significant differenit,
t = 0.86. The interpretation is that, as the process-based treatment had
begun, the stude;nts of the experiment group did not show a greater
performance in their writing ability (the Writing Quiz 1).

_Hoyvever, there was a change in how the experiment group had
performed, as the writing treatment continued towards the end. On the
second Writing Quiz and the Posttest, the mean score of the experiment
group from the Writing Quiz 2 (70.27) and from the Posttest (66.92) were
higher than those of the other group, which were 65.72 and 63.04
respectively. Also, the t-test analyzes on the second Wfiting Quiz, 2.30,
and on the Posttest, 2.08, indicated the statistically significant difference of
two groups’ performance (p<0.05). It was evident that later on the
experiment group outperformed the control group in their writing ability, as

measured by the two tests.
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From the results of the statistics on the mean scores of the writing
tests, it can be concluded that the students with the process-based writing
treatment had gained the ability to write. In addition, they could write

better than the other group.

4.2 Results of the Hypothesis-

The hypothesis was “There will be a statistically significant
difference of the writing scores between students who have received and
those who have not received the process-based treatment.”

The significant difference was set at p = 0.05. The score results of
the three tests were used to test the hypothesis.

During the treatment, for the Writing Quiz 1, it was found that there
was no statistically significant difference of the mean scores between the
students who were participating in the treatment and those who were not.
Therefore, the hypothesis was rejected, for the Writing Quiz 1. That is, the
two groups of students did not perform differently on the first quiz.

However, for the Writing Quiz 2, it was found that there was a
statistically significant difference of the mean scores between the students

who were participating in the treatment and those who were not.
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Therefore, the hypothesis was accepted, for the Writing Quiz 2. That is,
the two groups of students performed differently on the second quiz.

And finally at the end of treatment, for the Posttest, it was found
that there was a statistically significant difference of the mean scores
between the students who have received and those who have not
received the treatment. Therefore, the hypothesis was accepted, for the

Posttest. That is, the two groups of students performed differently on the

Posttest.

4.3 Qualitative Findings

in this part, the findings of the questionnaire results are presented.
The results showed the studenis’ perception and attitudes towards the
process-based wri’ting approach and how it had effected their writing.

1. Findings of Part | The answers revealed how the students in the

experiment group had felt towards their writing and the writing class.



Table 4.4

Percentage (and Frequency) of Responses to the Ten

Statements

71

Statement

Percentage ( and Frequency) of

responses (%)

1 2 3 4 5
1. Having received the - - 57 771|171
process-based method, 1 can (2) | @7 (8)
write better,
2. Having received the - - 200 1629 | 1741
process-based method, | can (7) | (22) | (6)
think better of what to write.
3. With the process-based - 29 | 343 (486|143
writing, | have more M @2 10| B
opportunity to express myself
in writing more and more
clearly.
4. The step of drafting helps - 29 | 40.0 [ 343229
me {o write more freely and (1| (14) j(12) | (8)
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imaginatively.

5. The step of student-teacher - 29 | 114 1543|314
conference helps me write (M 4) | (19) | (11)
more correctly and lengthily.

6. The process-based writing - 29 | 457 1429 8.6
activities make writing more (1) {16) | (15) { (3)
interesting and enjoyable.

7. The process-based writing - | 114 | 371 1371|143
method makes me feel good @) | (13) | (13) | (5)
about my English writing class.

8. The step of generatingideas | 2.9 | 29 | 229 1629 | 8.6
enables me to think freely of | M 8) | (22) | (3)
what to write.

9. Knowing steps in the writing | 2.9 {114 | 5§71 {229 | 57
process, | am not afraid of (1) | @4) (20) | 8) | (2)
writing anymore.

10. The step of peer response - 29 | 257 | 543 (174
makes me relaxed and gives 1N 9 | (19) | ()

me an opportunity o interact
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with friends more.

* 1 = strongly disagree
2 = disagree
3 = neither agree nor disagree
4 = agree
5 = strongly agree

Table 4.4 shows that more students agreed with the ten statements
than those who disagreed, and over 50% of the responses agreed with
almost every statement.

Regarding the process-method and the students’ writing ability
(Statements 1, 2, 3, 6, and 7), most students agreed quite strongly that
with the method they could think better of what to write and they could
write better, as indicated by Statements 1 and 2. Importantly, no one
disagreed with these two statements. Statement 1 received 77.1%
(Frequency = 27) and 17.1% (Frequency = 6), and Statement 2 received
62.9% (Frequency = 22) and 17.1% (Frequency = 6).

However, when being asked whether the process-based method

could give them more opportunity to express themselves more clearly
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when writing (Statement 3), the students only moderately agreed with such
question. Statement 3 received 48.6% (Frequency = 17) and 14.3%
(Frequency = 5). Moreover, whether the method made the writing class
enjoyable and interesting to them received moderate responses from the
students, as indicated by Statement 8, which received 42.9% (Frequency
= 15) and 8.6% (Frequency = 3), and Statement 7, which received 37.1%
(Frequency = 13) and 14.3% (Frequency = 5).

Regarding the four writing steps and their impact on the students’
writing ability (Statements 4, 5, 8, and 10), the step that received the most
responses was the step of the student-teacher conference. Students
agreed quite strongly that this step could help them write more correctly
and lengthily, as Statement 5 rece;ived 54.3% (Frequency = 19) and 31.4%
(Frequency = 11). The steps of generating ideas and peer response
received quite a number of responses, though not as many responses as
the step of student-teacher conference. The students also agreed that the
two steps helped them think freely and helped them to interact with friends
when writing, as Statement 8 received 62.9% (Frequency = 22) and 8.6%
(Frequency = 3), and Statement 10 received 54.3% (Frequency = 19) and

17.1% (Frequency = 6). However, few students strongly disagreed that
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the step of generating ideas could help them think freely of what to write —-
2.9% (Frequency = 1) and 2.9% (Frequency = 1)

Obviously, the step that received the least responses, as compared
with the others, was the step of drafting, as Statement 4 received 34.3%
(Frequency = 12) and 22.9% (Frequency = 8).

However when it comes to whether the steps of writing could help
them with the fear of writing, as shown in Statement 9, only few students
agreed with it. Such statement received only 22.9% (Frequency = 8) and
5.7% (Frequency = 2).

It was obvious that the students who had received the process-
based method had quite positive attitudes toward the method and there
were more students who agreed with the ten statements than those who

disagreed.
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2. Findings of Part Il The students answered in detail to reveal

their aftitudes towards the process-based writing.

Table 4.5

Frequency of Responses to Question 1

1. What do you think of the process-based writing; Is your writing
class this semester different from before?
Answers Total numbers of students that responded
(out of 35)
Yes (Different) 27
No (Not Differenp). 2
Did not respond 6

From Table 4.5, out of 35, 27 subjects stated that the writing class
this semester was different from their previous classes. However, two
other subjects stated that they found that this class was not different; one
said this class had more focus on the writing steps, which gave him a
better start when writing. Meanwhile, the rest, 6 students, did not mention

whether they found the class was different from the previous, yet they
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stated their preference of it. One of the six put a rather personal comment

on her past writing experience this way:

In EN I and II, | did not have a chance to really write. We
started writing in EN 1II, but writing was not taken seriously.
fn EN IV, the teacher seemed serious about writing (with
process). From what | have seen in the past, They did not
teach how to write, nor care about writing basics. You would

get higher scores only if you wrote a lot.

The 27 students who stated that this class was different from their
previous classes gave positive comments mainly on the steps of the
process-hased writing, while some comments went to the researcher who
had acted as their writing coach.

Most of them said that they liked the process-based approach since
its steps helped them write. They could write with a better organization
and plan, whereas in the previous writing class they just jumped into the
only one-draft writing. As a result, they just went about writing with no
direction and handed in the paper that had everything on it. Now they

knew how and where to begin and end their writing, and as a result their
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works were more substantial and correct. With the process, they found

writing was much easier and more systematic. One subject wrote:

(This class was) different. | have never seen this kind of
teaching before (the kind with having a chance to meet with
the teacher). | like it because it helps me write better and
more correct (grammatically). For what | thought was correct
(but was actually wrong), | have a chance to learn that it is
not. The step of peer response (what friends think about my

works) really helps me write better.

Another subject described her previous writing classes as “non-
processed.” She stated, “When | was given a topic from the teacher, |
started writing right away in one draft with no plan, and the outcome was
not exactly what the teacher had in mind.” Regarding the steps in the
process-based class, one subject said she had to be more active in class

since the process writing was delicate and demanded her attention.
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A few comments also went to their writing teacher, the researcher
herself. Out of 27, 7 students acknowledged the role of the teacher in the
class as well as in the conferences. Two said the teacher could help to fix

her papers’ flaws and grammar mistakes quickly. Having met the teacher

in the conferences, one said:

*(The process-based writing) is a good method because you
(can) go to the teacher's booth and listen (to) the suggestion
and you can develop your writing. | think now my writing is

better than (it was in the) past.

(* The asterisk means the student originally wrote the quoted

sentence in English.)

One subject gave a personal comment on the teacher’s behavior in
class, which reflected how he had felt about the new way of teaching

(using the communicative approach) or using English as a medium for

instruction. He said:
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(This class was) different from that in the past. | hated it at
first and thought, “Why me? How unlucky | am?” But, my
feeling has changed...because of the teacher. You are so
kind and nice. You talk to us in class very nicely. That's how
my feeling toward the English class has changed. It is not so

boring after all. It is because of you...

This answer coincided with another answer from one subject who

said that he hated the English class so much, especially writing.

...} was so afraid of writing before. | was so afraid of the
teacher — whether the teacher was going to say any bad
things if | wrote incorrectly. | dont have that fear in this
class. Now | feel like | can use more of my imagination and |

feel so free to use my ideas like never before.

Another subject wrote about how he could find help from the
teacher, saying that his class was different from before. That is, the

teacher gave him an opportunity to ask when he did not know how or what
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to write. In addition, one subject said this class was different because it
had writing activities for students.

However, out of 35, two subjects wrote that this class was different
from what they had studied in the past, yet it had some drawbacks. One

wrote:

(The writing process helps my thoughts to be in a more
systematic.) However, it blocks my imagination. Every time |
write, | have to have the outline. The outline is good, but it
obstructs my flowing ideas. | sometimes want to expand my
writing details. But it is difficult for me since | have to stick

with the outline.

The other stated that this type of writing or the writing process
sometimes made some students uncomfortable. For example, some
students might not know where to begin, or some might be more

comfortable starting writing right away and could write better that way,



Table 4.6

Frequency of Responses fo Question 2

2. Which steps do you like the most. Rate by putting number 1-7.
Rating of the Activity Weight
Writing 11213l 4a4]|5} 67| Averade |Ranking
Activities
Reading 1] 6518 1 3 314 4.86 2
Activity
Generating | 9 |10|4 | 2 |5 | 4 [1] 500 1
ldea
Outlining 21419619 |2 (3| 403 3
Writing First 6 |2 (213 2 3|7 3.86 4
Draft
Student-
Teacher | 3 4|5 3|8 |5 |7]| 351 5
Conference
Writing
Second | g | 7|5 2|3 [13|5| 329 7
Draft
Peer 4 1328|5158 3.46 6
Response
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These were seven main activities incorporated sequentially both
inside and outside of classroom. All seven activities were put in ranks,
according to the student’s preference. It was found that from the first to
seventh rank the step of generating idea came first, then the reading
activity, outlining, writing first draft, student-teacher conference, peer
response, and writing second draft, consecutively.

The following are some examples of comments on the activities.

Subject#27: Reading was his most favorite because it gave him an
opportunity to Iearn'sel_‘ltence structures and interesting idioms that he
could use in his own writing. Also, he had an opportunity to read what he
might be interested in. The second activity that he liked was generating
ideas. It helped him with organizing his thoughts; he could control details
or what he was writing to make his work precise and on the topic. The
third rank was outlining. It was an activity that took place exactly right
after the generating ideas, just like where it originally took place among
the seven activities. He liked the way this step happened. After he had
decided what points he was going to include, he put those points in the

order right away. It was so different from what he had done before.
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Then, he would do the “thinking and writing” simuitaneously, which
resulted in his works being too vague and confusing. The fourth step that
he liked was writing the first draft. He put this step in the middle of the
ranks because it was right where it belonged, that is, it took place after the
first three steps. The fifth step he preferred was the conference because
meeting with the teacher helped him learn what he did wrong and learn to
correct it. Peer response ranked sixth. The benefit of the step was just
the chance to read others’ works and to know what people thought of the
works. However, his criticizing the works or the friends’ criticizing the
works did not matter. He though he could learn better with the response
from the teacher. The least favorite was writing the second draft because
it was just the step after he had learned everything from steps 1-6; he just
wrote again in the second draft. It was the least important.

Subject#25: His most favorite was writing the first draﬁ and the
least was the student-teacher conference. He found that when he wrote
he did not feel like following those seven steps. Since there was litlle time

to write each piece of work, following every step was difficult for him.
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Subject#8: He liked outlining the most since he could see right

away whether his work was going to come out well. He ranked reading

second since he could learn and bring some interesting words or
expressions into his writing.

Subject#4: Her most favorite was reading since it gave her patterns

for her writing. She could learn more of words and expressions useful for
her own writing. The second favorite was fhe student-teacher conference.
It gave her a chance to learn what mistakes she had made, why they were
wrong, and how to make corrections. The teacher also gave suggestions
for choice of words.

Subject#9: Her most favorite was the student-teacher confere_n.cg.
There were so many things she did not know and always made mistakes
in writing. The teacher helped her discover more about sentence and
phrase structures, transitions, and interesting expressions.

Subject#17: Writing first draft was his most favorite because he
liked to write right away according to what he had in mind. He did not
need the generating ideas nor outlining. He was not good at them. He

could do better with starting with writing the first draft.
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Subject#19: Her most favorite was the peer response. It helped

her a lot when she had a paper to hand in. She needed someone to look
at it first. She herself could not see the mistakes she made on her paper.

Oniy her friends could.

Table 4.7

Frequency of Responses to Question 3

3. In the writing process, how did you like meeting with the
teacher in the “student-teacher conference™? Do you think it

helped your writing?

Answers Total numbers of students that responded
(out of 35)
Yes (It helped me.) 21
No (it did not help 9
me.)
Did not respond 5

As shown in Table 4.7, 21 subjects stated that they liked meeting

with the teacher in the conferences very much and that it was a useful
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activity that helped them with the writing. Meanwhile, 9 others said that
although they though it was a good activity, it could be problematic.

All of the answers were positive. All subjects who answered this
question acknowledged the role of the teacher in helping to polish their
works. They said that in the conference the teacher helped to correct
grammatical errors and gave suggestions for befter words or sentence
structures. The conference helped them to write in the right direction and
be able to get to the points. Also, the teacher suggested some sentence
expressions that they themselves could not come up with on their own.
One of them wrote that he liked the conference because it was individual
and he could understand what the feacher said or explained better. He
could also ask anything he wanted to. Interesting comments from the

subjects are quoted as examples.

(* The asterisk means the student originally wrote the quoted

sentence in English.)

Subject#1: *| think (the) “student-teacher conference” help(s) me so

much because | can get the idea(s) and steps to write from the teacher.
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Subject#2: *Yes, | like (it} very much because you can get the
knowledge (about) (the writing methods), (learn) mistakes of your writing,
(and) develop your grammar (and learn about) word(s). (For example),
some word can (be) use(d} in one sentence but (not) in the other.

Subject#3: 1 like meeting with the teacher in the conferences after |
finished my first draft. It was the only way to know what mistakes | had
made. The teacher could help me with the ideas; what should come first
or second. Sometimes she suggested new words to replace the words in
my work so that my work would be more complete, She also helped to
explain some grammatical usage. The most important thing was she
never looked down at my ideas. Even though my ideas were not O.K, she
still gave encouragement.

Subject#4: | like the conference. There, | could learn about my
weak points in writing and what mistakes | usually made. The conference
helped my work to be smoother and the teacher gave me some “writing
techniques or tips™ to write better.

Subjectit5: | have to admit that | did not like the conference at first
because | did not have much time and | was afraid of the teacher. But,
once | had been in a conference, | found that it was not what | had

expected at all. She was nice and kind. When my work was full of
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mistakes or could not be understoed, she told me how to fix them. Later,
whenever or whatever | wrote, | always asked her to look at it first. | think
| can write better now.

However, a few other subjects mentioned problems about having to
meet with the teacher in the conferences. 9 subjects said the conference
cost them time. Most of them did not find that the conference could be
much help for them due to the time constraints. They said they did not
have much time to spend on the conference. The time they had did not
match them time of the teacher. Here are examples of some students’
comments on the conference:

Subject#6: Meeting with the teacher was a good idea. However, |
usually felt stressed and pressured when | could not make it for the
appointment with the teacher. | usually met with her one day before the
day | came to class. If | could not make it for fhe appointment, it would be
like | was not responsible for my work. In fact, | had finished my work
even though | did not show up for the conference.

Subject#7: | admit that this activity was useful. But, the problem
was “time.” Students who just walked into the teacher’s office without
making an appointment first hardly got a chance to talk to her. | used to

wait for her for half an hour, twice. Sometimes, | had been waiting for her,
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unti! it was my turn in line. But it was someone else's turn (with
appointment) at that time, and | missed talking with the teacher. All of
these made the activity “not work” for me.

Subject#8: In my idea, a teacher is something of mysterious or
scary. The teacher should have mandated students to attend the
conferences. Many of my friends had expected that they were going to be
scolded at about their work, or they were going to have to redo their work.
Personally, | think meeting with the teacher was fun. But, | don't think it
helped me much. I[f this class was one of my major classes, such activity
would be a good idea and | would pay more attention to. | think the
activity did not work because of the students’ lack of motivation.

Subject#9: | liked meeting with the teacher because it helped me to
know about my writing mistakes and not to make the same mistakes
again. | felt bored, at first, because | did not have much time. | came to
school only three days. | had to adjust myself. Sometimes, | had to come
to see her even on the day | was not supposed to come to school.
However, it helped me write better and | could write more details in
paragraphs.

Subject#10: Personally, | think meeting with the teacher was good

because the teacher could be of great help for my writing (to tell me what
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was wrong or better). But, sometimes | did not understand what the
teacher said or explained. It could be because of my lack of attention or
focus on the explanation. | think if | had more time with the conferences, 1
would have written better.

Subject#11: | liked meeting with the teacher, but not all the time. |

sometimes felt not wanting to go to the conferences because | felt like it
was a burden of my life, having to meet with her, checking or finding the
time. But when | went to see her, it helped me knoﬁ my writing mistakes
and learn how to fix them. | wrote befter wi.1en | saw what it was that was
wrong. If | wrote only one draft and handed in and the teacher marked it,
I would not be able to understand what went wrong. | would not know
why it went wrong and how to fix it. The conferences helped to prevent
this from happening.

Subject#12: Meeting with the teacher was a good activity because
not only the students could talk With the teacher about their writing to
make their work better, but also the relationship between them and the
teacher got better. However, finding time to go to the conferences was
difficult for some students. Sometimes they were busy. Sometimes they

went and had to wait, but they did not see the teacher.
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Table 4.8

Frequency of Responses to Question 4

4. Do you think your writing ability has improved at the end of
the course?
Answers Total numbers of students that responded
(out of 35)
Yes (Ability has 22
improved.)
No (Ability has not 9
improved.)
Did not respond 4

From Table 4.8, 22 subjects stated that their writing ability had
improved a lot at the end of the course and gave comments that showed
their being positive and confident. 9 others stated that their writing ability
had improved but only a litle. The rest, 4 students, gave no comment
about their writing ability at the end of the course.

All 22 students wrote that they felt better about their writing now
than they did before, especially after they have experienced the process-

based writing. Although all of them were not absolutely sure their writing
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has become excelient, they felt more confident to write. Having been
taught how to write in steps, they were equipped with the writing tools.
Now they knew that writing could take place systematically. They knew
how to organize their ideas and use words to express them and how to
revise their words and sentences. Also, the ability came from the help of
the teacher. Some students said they could write to convey their message
to the readers. When they wrote, they wrote on, not off, the topics. Their
vocabulary had expanded. They could write in the right direction and in a
better format with lots of details. And, above all, they were not afraid of
writing any more. The following are some interesting examples of
comments from these students.

Subject#5: My writing ability has improved a lot. In the past, | had
to spend so much fime thinking about what to write, and | could write only
litle with little detail, wrong tenses. | could write nothing at all. Having
taken this class with the practice of the process writing, | know what to do
first and second, with a better system. | would start writihg on a paper
right away. Now, | am satisfied with my writihg system. | can write
anything within a short period of time.

Subject#21: My writing ability is improved. Before, when ! wrote, |

started writing sentences in Thai and then translated into English,
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sentence by sentence. Now, | start to be able to write in English right
away.

Subject#20: | think my writing ability has improved. Before, my
papers were usually not complete or on the topics. Now with the process-
base, | can use the step of generating ideas to make my work more
complete, according to the assigned topic. And my grammar is better
because of the conferences.

Su.bject#13: My ability has improved a lot. In the past, | was so
afraid of writing and | never expected to get any good score from writing.
| feel better now and | feel that writing is not so difficult after all. Now |
can write more details and spend less time on them.

Subject#9: My writing gets better. Before, | could write only 3-5
lines, but now | can write longer with more details.

Subject#11: After spending time with the process writing, | feel |
can write whatever | have to write better. | know what type of writing is
suitable for certain topics, even though | stili make mistakes about
grammar. | can write longer paragraphs. Without steps of writing, | would-
still write without any directions.

Subject#3: My feeling now Is the confidence in writing. | now feel

that | myself can express my thoughts in written English. It is so different
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from the past, when | could only dream of writing. Even though it might
not be as good, I'm satisfied with my work now. And it is geiting better. |
also hope to start writing in a diary in English. Having practiced writing, |
feel more confident and brave enough to start speaking English.

Subject#4: | think | can write better now because | have learned
certain writing techniques from the teacher. The conferences with the
teacher really helped me,

For 9 other subjects who wrote that their writing ability has only
improved a little, most of them said the main reason was about
themselves. Most of them did not fell they had dedicated themselves to
the class and their writing. Time was the main constraint. Some said they
never did like writing, while some admitted that they were never prepared
for the class. One of them said that he wish he could have more time with

the class and the teacher.
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Chapter 5

Discussion and Conclusion

This chapter presents a summary of the research as well as the

sections of discussion and conclusion according to the findings.

5.1 Research Objectives

The objectives of this research are:

1. to study the results of using the process-based approach .in an
EFL writing classroom, by comparing the effectiveness of the
process-based approach and that of the product -based
approach, and

2. to study the attitudes of the students responding to the process-

based methodology.
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5.2 Research Methodology

The researcher had gathered data and information about the
process-based writing and prepared the materials that would fit the course
EN 202. She also had planned an implementation of the process-based
writiné approach for this present study. A set of questionnaire to gain
students’ opinions towards the process-based approach had been
constructed to be used with the students at the end of the semester.

Two groups of students enrolling in EN 202 at Bangkok University
were purposively selected as participants. The writing proficiency of both
groups had been tested with the writing pretest, and their mean scores
were found fo be of no statically significant difference. One group was
then randomly selected as the experiment group and the other as the
control group. Then, the experiment group was taught writing with the
process-based approach, while the control group with the traditional
teaching. The traditional teaching had been used in the mainstream
classrooms at Bangkok University.

In the mid-term examination, both groups did a writing quiz and
their mean scores were compared. Again, in the final examination, the

two groups did another writing quiz and their mean scores were compared.
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After 14 weeks of class sessions, the two groups wrote on the writing
Postiest, which was the same test as the Pretest. Their mean scores
were compared. All papers were graded by two raters, the researcher
herself and a part time teacher, and were analyzed, using t-test. On the
last day, the experiment group answered the questionnaire. The data or

the questionnaire results were used for a qualitative discussion,

5.3 Research Findings

According to the findings of the score results of both the experiment
and control groups, it was found that the experiment group outperformed
the control group on .th.e Posttest and Writing Quiz 1 and Writing Quiz 2.
They gained higher scores on these tests. However, between the two
groups, there were statistically significant differences of the mean scores
only from the Writing Quiz 2 and the Posttest (p<0.05).

The questionnaire results showed that the students of the
experiment group had a positive attitude towérd the process-based
method. They agreed that the writing steps they participated in the class
helped them write better and made the writing class interesting. They also

gave comments about the writing activities or the writing steps. Most
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agreed that the writing steps could help them think of what to write and

that they could write betier.

5.4 Discussion of the Quantitative Findings

According to the findings, the students who were taught with the
process-based freatment gained higher mean scores than those who were
not. In this study, the traditional or product-based teaching treatment was
used as with the other group for the comparison. Fﬁease be informed that
the product-based method has been used traditionally to teach writing in
class.

It would be too soon to jump to the conclusion that, because of the
process-based method, the students could do better in their writing than
the students who received the product-based teaching. However, when
considering what lie beneath the two types of treatment, which are the
components of the two teaching treatments, it is obvious that the process-
based teaching offers more to students than the product-based does.

That is, while the product-based method focuses on what the
student is writing, mainly mechanics, grammar, language structures,

finding what is right or wrong or shaping each sentence in the writing is
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inevitably the main treatment in the class. As its name sounds, the writing
piece or product is where the treatment touches most.

From the findings, however, it is obvious that such treatment is not
sufficient in students’ writing, especially when writing usually occurs in one
draft. After all, the treatment that focuses on the writing product or
outcome cannot be of help much for students, since writing is a pack of
ideas expressed in sentences. These sentences cling fogether and are
difficult to be dismantled. Obviously, with such treatment, students were
occupied with “getling everything right”, and, thus, were hindéred by it in
“‘communicating the message.”

Whereas, with the process-based treatment, the main component is
“writing in steps” which makes the students realize that they are writing for
an audience and that they can follow the steps to come up with a better
writing.

One main reason that the process-based teaching has a positive
impact on students’ writing ability could be that it offers an opportunity for
students to spend more time with writing, due to its natural characteristics.
The process-based teaching depends mainly on activities that need
interactions among students and between the teacher and students.

Writing does not just finish in one draft, but it reoccurs anywhere possible.
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Some activities, such as giving feedback or the student-teacher
conference, may need to take place outside of class, which results in
students’ involving more with writing.

Another characteristic of the process-based teaching that supports
students’ writing ability is the “rewriting” and the teacher's coaching
through “giving feedback.” Grammar and language structures come
second to how the students think and what they want to convey. As a
result, students can concentrate more on their message, which is rather
substantial. With the feedback, one of the activities, they can rewrite and
rewrite before they have reached the final draft.

However, such treatment does take time. lts effectiveness takes
time to be seen, too. This is evident in the findings of the score results
from the Writing Quiz 2 and Posttest, where the differences of the mean
scores of the two groups were found statistically significant. Whereas, in
the Writing Quiz 1, the difference of the mean scores of the two group was

not statistically significant.
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5.5 Discussion and Conclusion of the Qualitative Findings and Results

The discussion of the questionnaire can be divided into two main
parts. First is about the answers from Part |, which reveal the attitude of
the students towards the process-based method and towards the writing
steps, as effecting their writing and the writing class. Second is about the
written answers from Part ll, which support their attitude towards their

writing contexts.

1. Discussion and Conclusion of Part | It can be summarized from

the responses in Part | that the subjects who participated in the process-
based teaching highly agreed that the process-based teaching method and
its writing steps could help improve their writing ability. Considering the
percentages of the responses given to each statement, it was found that
students were quite satisfied with the teaching method used with them.
Each statement in this part was aimed at finding how the students
feit about themselves and the wiring class after fhe treatment. Therefore,
it was quite satisfactional to see from the results of this part that students
strongly agreed that they thought they could write more correctly and

lengthily, or that they could think better of what to write and imaginatively.
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After all, these are what a writing teacher would expect as an outcome
when teaching writing to students.

However, from the results of this part, it is interesting to find that
the students would never stop being afraid of writing, though with the
process-based method. It could be assumed that students viewed writing
as a duty, which they had to do correctly to get a good grade. To them,
probably to all others, writing is not something they could have fun with.

2. Discussion and Conclusion of Part Il Part Il had four questions

which were aimed at revealing the students’ attitudes towards the process-
based method and its activities.

Question1: “What do you think of the process-based writing; Is your
writing class this semester different from before?” It could be said that the
méjority of the students who have participated in the process-based
teaching agreed that they could see the difference in the teaching when
compared to their previous classes. Most of them expressed the
preference of the teaching, saying that it gave them a clearer direction for
writing.

From the findings, students with the treatment learned not to jump
into writing right away once they received the writing assignment or once

they were asked to write. Rather, they learned to spare some time to
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think and plan first, then write and rewrite, with the teacher as a coach.
From their points of view, the teacher also played an important role in
giving more guideline and supervising the students. The students
acknowledged the role of the teacher, as some of them expressed their
appreciation towards it.

It could be added here that it is irhportant to make the students
aware of the writing class where they are participating in as well as of the
role of the teacher in giving support to their writing. The awareness can
benefit the students in that they know how to handle writing and where to
seek help when needed.

Question 2: Which steps do you like the most or which steps help
your writing the most? Although the findings show the ranking of the
writing steps, it can be mentioned here that students saw every step or
activity useful to them. Some students might prefer one activity to
another, or they might feel that one or two particular steps worked well
with them, while the others did not. In addition, the students who had
participated in the treatment understood well how to employ each step or
activity in their writing. Thus, they tried to use all activities provided by the

teacher as much as possible so that they could write better.
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One interesting point found from the finding was that when the
students expressed their less preference of any activity, they gave the
reason that rather related to how such activity did not work well with them
than to how unuseful the activity was to them.

For example, one student stated that he did not like the step of
“generating ideas,” and he preferred to start writing right away. The
implication here is that, without realizing it, he preferred to start writing
“freehand,” which is one technique of generating ideas. Ancther example
is that one student ranked the step of “peer response” second to the last.
He gave the reason that he could learn more or better with the response
from the teacher than with friend’s criticizing.

It could be conciuded that the process-based teaching of writing
comprises of writing steps or activities, which can be beneficial to
students, However, students should be taught how to follow these
activities so that they can gain the most benefits of the method.

Questic;n 3: In the writing process, how do you like meeting with the
teacher in the student-teacher conference? Do you think it helps your
writing? Regarding the findings of this question as well as field notes
taken during the conferences, it can be stated that the majority of students

had a positive attitude towards the step of student-teacher conference.
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The crucial element of this step was the teacher — who acted as a
consultant and who helped nurture the students’ work from the beginning
to end or from their blank paper to the final draft. The students
acknowiedged the importance of the teacher and they were aware of how
the step could help them to achieve the final draft.

However, some students expressed that the activity of “student-
teacher conference” could be problematic to them. Yet, they stated clearly
that the problem was time, not the activity itself. It was the problem that
came from time limitation from both sides, the students and the teacher.

It can be stated that conferencing with a student is a time
consuming process, and that to make the conferences successful and
efficient, they need to be well-planned.

Question 4: Do you think your writing ability has improved at the
end of the course? From the findings, the majority of the students
admitted that their writing has improved at the end of the course. They
can write better now and with more confidence.

The implication is that they were not deserted in the writing
-classroom. Instead, their written work received attention from the teacher.

As a result, the students were equipped with the writing tools they learned
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from the treatment, which were the steps or activities that they followed
and that helped them write lengthily and correctly.

It can be stated that the process-based method has had an
effectiveness on students’ writing. Or, at least, it has improved their
writing ability. Its components, which are the writing steps, require
students’ involving in writing and rewriting. This results in students’

improvement of their writing ability.

3.6 Implication of the Research

Several implications can be drawn from the information taken from
the discussions and conclusions of quantitative and qua[ita.tiv-e findings

1. University EFL students need to practice writing and their writing
need to be taught by the teacher, either implicitly or explicitly.
However, an explicit teaching of writing obviously enhances the
students’ writing ability. The process-based teaching is one
explicit teaching Vmethod that can help students increase their
writing ability.

2. Writing at the university level can be achieved by a variety of

teaching methods. Teachers of writing have a duty of finding a
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good method, not necessarily the best method, for their EFL
students. The process-based teaching method may be time
consuming, yet its elements or components can help improve
the students’ writing, which as a result mékes them have a
better attitude towards writing. One reason is that, with the
method, the students write in stages. Planning and thinking of
what to write are the main focus. With such treatment, students
learn to take control of their writing with the help of others, while
knowing that their work will be read and responded by others.

. Though being time consuming, the process-based teaching can
possibly be integrated in an English course. However,_ time is
an issue that needs to be taken into consideration, especially
time that the teacher of writing has. The consideration may
include the adjustment of lessons assigned to be taught in one
course, so that enough time is available for a writing conference
in a classroom.

. Feedback is also a very crucial element in students’ writing,
either feedback from peers or teacher. Feedback can come in
the forms of, for example, peer reviewing, teacher's paper

marking or verbal comments. Good feedback must be clear and
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specific and encouraging so that it will motivate students’

learning.

5.7 Suggestions for Future Research

1. A large number of students with different language ability across
the disciplinary should be targeted as subjects for the future
research.

2. The use of technology for teaching writing, such as, the Internet
or computer, could be used as part of the process-based
teaching of writing in order to find out to what extent the benefits
of the teaching to students could go.

3. More research on feedback to writing should be done, especially

in the context of low-proficiency level students.
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Appendix A

Guideline for a Student-Teacher Conference

A: During the conference, the teacher and students decide
together what improvements should be made in the writing,
based on the teacher's notes about the draft. Meaning in the
composition is addressed first, and form second.

B: The teacher needs to look past the piece of writing and
instead look at the writer — to look not at the subject of the
writing, but rather at the writing process. The teacher asks
questions about the writing process that he or she wants
students to eventually ask themselves on their own.

C: Both the teacher and students must be very selective or
focused on what discussion will take place. The teacher must
insist that only quick problem be addressed per conference.

D: Conferencing involves a short meeting (5-10 minutes) and no
“talk down” to students about their work.

(Adapted from “Conferencing: An Interactive Way to Teach Writing” by

Alan Brender)
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25-22
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Appendix B

ESL Composition Profile

Excellent to Very Good: Knowledgeable substantive through
development of thesis / genre relevant to assigned topic
Good to Average: Some knowledge of subject / adequate
range / limited development of thesis / genre mostly relevant
to topic

Fair to Poor: Limited knowledge of subject / little substance /
inadequate development of thesis / genre

Very Poor: Does not show knowledge of subject / non-

substantive / not pertinent / not enough to evaluate / no

relation to assigned thesis or genre

Organization

2018

17-14

13-10

Excellent to Very Good: Fluent expression / very thoreugh.
development of introduction, body, and conclusion / well-
organized and very thorough development of supporting
details

Good to Average: Somewhat choppy / main ideas stand
out, but organization unclear / limited development of
introduction, body, and / or conclusion and / or limited
development of supporting details

Fair to Poor: Ideas confused or disconnected / lacks logical
sequencing and development of introduction, body, and / or

conclusion / inadequate development of supporting details
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Very Poor: Does not communicate / no organization OR not

enough to evaluate

Sentence Construction

20-18

17-14

13-10

Vocabulary
20-18

17-14

Excellent to Very Good: Effective use of simple, compound,
and complex sentences (correctly punctuated) / effective use
of coordinators, subordinators, and transitions / few errors of
S-V agreement, verb tense, number, word order/function,
articles, pronouns, prepositions

Good to Average: Effective simple sentences / mil_'lor
problems in compound and complex sentences / minor
problems in the use of coordinators, subordinators, and
transitions / several errors of S-V agreement, verb tense,
number, word order/function, articles, pronouns, prepositions
but meaning seldom obscured

Fair to Poor: Major problems in simple, compound, and
complex sentences / frequent errors of negation, agreement,
tense, number, word order / function, articles, pronouns,
prepositions and/or fragments, run-ons meaning confused or
obscured

Very Poor: Virtually no mastery of sentence construction /
rules dominated by errors / does not communicate OR not

enough to evaluate

EXCELLENT TO VERY GOOD: Sophisticated range /
effective word/idiom choice and usage word form / mastery
appropriate register

Good to Average: Adequate range / occasional errors of

word/idiom form, choice, usage but meaning not obscured
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13-10 Fair to Poor: Limited range / frequent errors of wordfidiom
form, choice, usage meaning confused or obscured

9-7 Very Poor: Essentially translation / litle knowledge of
English vocabulary, idioms, word form OR not enough to
evaluate

Mechanics + Proofreading = Finished Form

16-13 Excellent to Very Good: Demonstrates mastery of
conventions / few errors of spelling, punctuation,
capitalization / includes clearly defined paragraphs and title
page computerized, double-spaced, appropriately sized
margins and type font, paper stapled

12-10 Good to Average: Occasional errors of spelling, punctuation,
capitalization, unclear paragraphing (no use of computer or
spell check) but meaning not obscured

9-6 Fair to Poor: Frequent errors of spelling, punctuation,
capitalization, paragraphing [ poor handwriting meaning
confused or obscured

5-3 Very Poor: No mastery of conventions / dominated by errors
of spelling, punctuation, capitalization, paragraphing

handwriting illegible OR not enough to evaluate

(Source: Baak, Erlyn. “Portfolio Development.” Forum [Online]. 35.2: 11-
13. Retrieved November 22 , 2002, from the World Wide Web:

http://fexchanges.state.gov/forum/vols/vol35/no2/p38.htm )
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Appendix C

Questionnaire

Dear Students: We have finished our process-based writing practice
for this semester. Please answer the following questions truthfully so that
your information can be used as research data. Any of your answers will
not affect your scores.

Instructions: There are two parts to this questionnaire. Please

follow the instructions of each part.

Part I: For each statement, put X on the number that you think is true (1,

2, 3, 4, or 5). You can choose only one number.

1 = strongly disagree

2 = disagree

3 = neither disagree or agree
4 = agree

5 = strongly agree

1. Having received the process-based

method, | can write better, 1 2 3 4 5

2. Having received the process-based

method, | can think better of what to write. 1 2 3 4 5

3. With the process-based writing, | can have

more chance to speak English in class. 1 2 3 |4 5
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4. Steps in the writing process help me a lot

with my writing. 1 2 3 |4 |6

5. The student-teacher conference helps me

write more correctly and lengthily. 1 2 3 |4 5

6. The process-based writing activities make

writing more enjoyable. 1 2 3 |4 5

7. The process-based writing method makes

writing more interesting. 1 2 3 |4 5

8. The student-teacher conference makes me

feel more confident in writing. 1 2 3 |4 5

8. Knowing steps in the writing process, | am

not afraid of writing anymore. 1 2 3 |4 5

10. The student-teacher conference is helpful

and makes me feel good about the English

class. 1 2 3 4 5

Part |I: For each question, write your answer down on the space provided.

You can write as much as you want to.

1. What do you think of the process-based writing; s your writing class

this semester different from before? Explain.

.......................................................................................
----------------------------------------------------------------------------------------
....................................................................................
....................................................................................
.......................................................................................

---------------------------------------------------------------------------------------

2. Which steps do you like the most or which steps help your writing the
most? Rate by putting number 1-7 in chronological order fo indicate

your preference, and explain why.
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reading activity__ generating ideas__
outlining___ writing first draft__
writing second draft__ peer discussion__

individual conference with the teacher

...........................................................................

...........................................................................
...........................................................................
..............................................................................

------------------------------------------------------------------------------

3. In the writing process, how do vyou Ilike the teacher's
intervention(student-teacher conference)? Do you think it helps your
writing? Explain.

LR R e L L T N D L T ey

4. Do you think your writing ability has improved, at the end of the

course? Explain.

.......................................................................................
....................................................................................

.......................................................................................
---------------------------------------------------------------------------------------

------------------------------------------------------------------------------------
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Appendix D

A Portrait of the Product-Based Writing Sessions

The whole semester comprised of fourteen weeks of class sessions
— seven weeks before the mid-term examination, and seven weeks before

the final examination.

Week 1-2 The first session of the product-based writing group
took place similarly as it did in the process-based writing group, in terhs
of the explicit teaching of reading and how writing could take place as a
post activity. The texts “What is Stress?” and "Coping with Siress” were
catered for the group, and students were to write on the assignment of the
latter text. The prewriting activity included the discussion of questions
after reading, the analysis of the writing prompt, making a list of keywords
or expressions derived from the reading that they thought would be helpful
in writing.

Then, siudents were introduced to the first type of writing,
description, and were given the same handout, as were the students in the
experiment group. These were models of descriptive paragraphs with an

explanation of the components of the type and its organization.
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Technically, they were to write, following the writing models. The writing
assignment was to “describe some stressful events” in their life.

Students were also introduced to the techniques of generating
ideas. They practiced the technique according to the writing assignment.
And the practice was done individually.

As to support their writing, some grammar exercises were handed
in to the students with a few minutes of explanation from the teacher
before writing. Students then started writing individually. They spent
about forty minutes writing and handed in the paper to the researcher-
teacher at the end of the period. In the class, the researcher-teacher had
also given a set of paragraph models of other type of writing, "process,”
the same sets as those given to the process-based group, to let them
study before they came to the next sessions.

Having collected the papers from this group, the teacher marked
them. Her feedback to each writing paper came in the form of comments
and suggestions. Having viewed all the writing mistakes, which basically
were frequent or common mistakes, the teacher prepared handouts of
grammar exercises or reviews that would suit the students’ needs. The
handouts were to be shown and explained to the whole class in the next

class session.
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Week 3-4 In week 3, the teacher returned all the marked papers
to the owners, who were given some time to review what the teacher had
put as comments on the paper. The discussions on writing mistakes and
grammar points were held in the class. Then the class started reading
and discussing the reading text “Smoking” and their assignment was to
give a process of how to reduce the chances of getting heart disease.
Students who could not finish writing within the class period were allowed
to continue the work at home and o submit the paper the next day at the
teacher’s office. Then, students started their generating ideas and writing
the paper individually. After forty minutes, some students handed in their
finished papers, while others were asked to finish the writing at home.

The papers were marked and the teacher wrote comments and
suggestions on each paper. Also, the teacher collected the writing
mistakes to be used in the next session.

In week 4, the whole class spent most time discussing grammar
points, and the writing mistakes were shown on transparencies.

Another set of “effect-to-cause” paragraph models was distributed to
the students, so that they could study it before hand. Students were

notified that next week would be the week for their first writing quiz.
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Week 5-6: The Mid-term Writing Quiz The class went on the
reading text “Teenage Suicide” and got ready to do the writing quiz. The
writing assignment was to state the causes of suicides or the causes that
prevent the suicides in teenagers. Here was the actual assignment, “Is
teenage suicide a problem in your country? If yes, what do you think are
its main causes and what is done to help prevent teenage suicide? If no,
what is it about your cuiture that helps to discourage teenage suicide?”

Students spent about forty minutes writing on the assignment
individually and in class. Discussions were not allowed. The papers were
handed in after the gallo_tted time.

The papers were later marked and graded. The writing mistakes
were drawn out and more grammar exercises were prepared to be

discussed in week 6.

Week 7 Oral Presentation (Speaking Activities)

Mid-term Exam Weeks There were no classes during the weeks.
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Week 8: The Final Sessions Students practiced another reading

text entitled “Space Communication.” After that, the class spent time on a
supplementary sheet on some grammar points. In addition, a

supplementary sheet for “narration” was distributed to the class for

studying before hand.

Week 9 The reading passage was “Initiating Relationéhip” and the
whole class discussed the concepts of how people “initiate” relationships
or the dates. The way the teacher led the discussion was the same as
that in the process-based group. Students were then given the writing
prompt and were asked to narrate a story .of how they initiated the
relationship with their boy/girifriend. The type of writing was “narration.”
After forty minutes, the papers were handed in. Those who could not
complete the task were asked to do it at home and submitted the paper
the following days.

At the end qf the class session, a set of paragraph models and
writing explanation on “definition” was distributed to the class.

All papers were marked and the writing mistakes were drawn out.

Once again, the teacher prepared handouts of grammar exercises.
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Week 10-12(the Final Writing Quiz} The last two weeks before the

final writing quiz covered the same reading texts and assignments, just like
those in the other group. In addition, grammar exercises and writing

mistakes were discussed widely.

Week 13 Since this week was the last for the writing sessions, the
class time was devoted to samples of mistakes taken from papers and put
on transparencies to be explained to the whole class. These were
interesting mistakes from the researcher’s point of view. They were either
common or frequent mistakes, or mistakes the students did not realize of,
such as the mistakes in grammar and word usage or spelling. Stqd.er)ts
helped out with how to correct them and they were encouraged to look

again at their papers to find those mistakes.

Week 14 Oral Presentation (Speaking Activities)

Final Exam Weeks There were no classes during the weeks.




130

Appendix E

A Portrait of the Process-Based Writing Sessions

The whole semester comprised of fourteen weeks of class sessions
— seven weeks before the mid-term examination, and seven weeks before

the final examination.

Week 1-2: The Training Period. During the first two weeks,

students were geared up for writing, and they were explicitly informed of
in-class as well as outside of class activities. At the beginning of the class
session and as part of the regular reading and writing' class activities,
students had practiced a reading text, “What is Stress?” and “Coping with
Stress.”

Just like how the teacher-researcher had taught reading in any
other English classes, she had employed the skill-based teaching:j with the
students. That is, the teacher and students together went over the
discussions of topic sentences, main ideas, and details in the text for one
peripd. Students were also explicitly taught to understand the relationship
between reading and writing, and that writing did not take place in

isolation.
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The students had to write on the assignment that followed the
second reading text, “Coping with Stress” during the second period of
week 2, and their reading was a springboard for writing. The assignment
was to “describe some stressful event” in their own life. Students was
guided with such questions as, “Did you cope well with the stress? What
could you have done differently? Was your physical health affected by this
stress?”

They were then asked to discuss further some aspects of what they
had read, which mainly aimed at elici_ting their points of view and thoughts
about it. They were told that this was the “prewriting” stage, which came
in the forms of answering and discussing some questions, provided by the
researcher to suit the writing assignment. Also, students were asked to
make a list of keywords or expressions derived from the reading. These
were expressions that they thought would be helpful for their writing.

Students were informed to be aware of the fact that writing could
take place in stages, i.e., writing did not start and end in just one draft.
They could foilow the given list of stages and sub-stages of writing. The
researcher also showed them how each stage worked and how they could

work on these stages.
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Even though students had rot yet experienced the process-based
writing and some fraining should have been implemented, the researcher
decided to give them a “train on the job.” In other words, they were going
to practice the stages with their first writing assignment.

Students were then introduced to the first type of writing,
“description.” The researcher gave out a handout of modeis of descriptive
paragraphs and explained to them the components of the type and its
organization. They had finished the first stage, which were reading and
gaining information about what to write, as well as some necessary
keywords and expressions.

Then they were divided into groups of four to five people. Each
group tried the second stage, brainstorming or generating ideas. Later,
they did the outlining. Since this was considered a training stage and
students were not familiar with the method, the researcher had to monitor
each group to give support and suggestions.

Whatever the students came up with as ideas to write about were
approved and praised by the researcher, as long as the ideas seemed to
fit into the writing topic. Please note that the teacher-researcher realized
her role in the process-based context, and, thus, acted more as a “coach”

than as an “authority.”
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After that, students individually wrote their first draft. The researcher
showed a sample of a draft and explained how a draft could look like
when it came out. It could look like anything, once students started to put
sentences together, according to their outlines. Writing individually,
students did not necessarily follow everything from the group outlines, i.e.,
they could add, delete, or alter anything they thought more appropriate.

By the end of the second period, most students could finish and
have their first draft. = Nevertheless, few did not yet make any
accomplishment on the draft. These were students who somehow did not
catch up with what was going on in the classroom.

Students were then told to set up an appointment with the
researcher, starting the next day and the days that followed until the last
hours before the next class. Both students with and without their first draft
were asked to meet with the researcher to discuss their writing, and this
type of meeting was called “a conference.”

For each conference, they were asked to bring any writing materials
from the class along with them. In the class, the researcher had also
given other set of “process” paragraph models to let them study before

they came to the next sessions.
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Week 2: The Conference Training Period The outside of class

student-teacher conferences started the following days of the same week
(week 2). Students brought their drafts to the researcher and each spent
about ten minutes discussing the drafts with her. Some students came by
themselves, whereas others came in groups of two, three, four, or five.
However, a discussion took place individually, it was a one-to-one
conference.

The resgarcher recorded all the conversations between her and the
students during conferencing, with students’ permission. The focus of the
first conference lied on the content or the organization of the draft; how
they wgent.about from the stage of brainstorming for ideas to outlining and
writing the first draft. In other words, the teacher’s concern was focused
on the metacognition; students were made aware of what they had
thought.

For those who came without the first draft, just the outline on a
piece of paper, they argued that they did not understand what the teacher
wanted them to do, or at least they were not sure of the stages. Given
such feedback from the students, the researcher went through the

instructions slowly with each of them. She did not rush the students.
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Rather, the students were asked to redo the brainstorming and outlining
since their problem was not with the drafting.

At the end of the first conference, the researcher gave out the
feedback sheet, in which she wrote some comments as well as put marks
on some items of R1 (Revision1) on the sheet. This would remind her of
what to look at in the next conference. All students were then asked to
come back with the second draft. For those who did not have the first
draft this fime would come back with their first.

However, some students came back the second time within the
same week prior to the second class session. The researcher went on
their second draft and found some improvement. She gave more
comments as well as put marks on some items of R2 {Revision2) on the
same feedback sheet. This sheet was the teacher’s feedback form. Later,
they were told that their second, and first draft for some students, were to
be used for peer response the next time in class. Students then wrote

their second draft after the conference with the teacher.

Week 3-4: The Training Period In the following class session of

the second week, students did the activity of peer responding on a friend's

paper. The researcher asked each student to exchange his or her paper
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with someone else sitting next to him or her. This was the stage called
“peer responding or reviewing”, in which a student would read his or her
friend’s paper and give some feedback. Also, the researcher distributed a
peer response form to each student, in which the student would write his
or her name as well as the name of the paper's owner. This sheet was
the friend’s feedback form. The person who gave feedback was called the
reviewer. Each person read the paper first and then responded by
answering the questions on the form. The researcher also randomly
selected some students to come in front of the class and read the papers
they were responding to. This stage was also the “training on the job”
stage and it took about thirty to forty minutes. Then, t_he papers and the
feedback forms were returned to their owners, who would read the form
and discuss it with the reviewer. Coming toward the end of the activity,
students handed in the peer-reviewed papers to the teacher, who later
marked the papers. The marked papers were to return to the students the
next class session. Students were asked to rewrite their paper to make the
third draft. However, writing the third draft was optional. Students had
kept all their papers in their own folders.

Then, the next reading text was discussed, as a new cycle of

activities was started. The reading text for week 3-4 was “Smoking” and
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the writing assignment was “What cén a person do to reduce the chances
of getting heart disease?” The writing genre introduced to the class was
process writing — steps of what to do to reduce the chances of getting
heart disease. Students went through the writing stages both in-class and
outside of class.

Please note that the teacher-researcher had prepared some
exercise handouts that suited individual needs, according to students’
language ability recognized from student-teacher conferences. Also,
another set of “effect-to-cause” paragraph models was distributed to the
students, so that they could study it before hand. Students were notified

that next week would be the week for their first writing quiz.

Week 5-6: The Mid-term Writing Quiz The class went through the

reading text “Teenage Suicide” and got ready to do the writing quiz. The
writing assignment was to state the causes of suicides or the causes that
prevent the suicides in teenagers.. Here was the actual assignment, “Is
teenage suicide a problem in your country? If yes, what do you think are
its main causes and what is done to help prevent teenage suicide? If no,

what is it about your culture that helps to discourage teenage suicide?”
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Students spent about forty minutes writing on the assignment

individually and in class. Discussions were not allowed. The papers were

handed in after the allotted time. The students were asked to meet with

the teacher for the conference, starting the following days and before the
next class session.

Since these papers were to be accounted for the quiz score, they

were photocopied. The researcher marked and graded the photocopied

papers. She used the original papers for the conference with the owners.

Week 7: Oral Presentation (Speaking Activities)

Mid-term Exam Weeks There were no classes during the weeks,

Week 8: The Final Sessions Students practiced reading

comprehension, but they did not start the writing assignment right away.
The reading passage was entitled "Space Communication.” Earlier, before
week 8, the researcher had reviewed all previous writing assignments,
both in-class and outside of class, as well as the mid-term writing exam.
She had gathered information about what had been taught and what the

students seemed not to achieve yet. More exercises were prepared for
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students’ practices. It was evident that some students somehow did not
understand some stages in the writing process. Some could not
differentiate one writing type from another. The researcher then had
prepared a brief note to be discussed at the next conference. Meanwhile
in the classroom, after reading was finished, time was spent on a
supplementary sheet on some grammar points. Discussions covered a lof
of ground of how these grammar points related to their previous writing
papers. In addition, a supplementary s-heet for “narration” was distributed
to the class for studying before hand.

During week 8, a few students had come for the individual
conference with the researcher, mainly for “catch-up” practices of how to
generate details for a paragraph. These were students who barely wrote
anything on their previous papers or who had problems with writing at the

level of sentence.

Week 9 The reading passage was “lnitiating Relationship,” upon
which the in-class writing based. After the reading comprehension, the
class largely spent time discussing the notions and concepts of how
people “initiate” relationships or the dates, basing upon the reading

content. For example, students were drawn upon the steps in the
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“process of asking for a date,” through guided questions. The questions
had been prepared by the researcher especially to help their later on-
writing activity. For exémpie, the students answered questions about what
and why they thought people sought a relationship with somebody;
whether they themselves had had such experience; and what and how
they initiated such relationship. Important words and expressions related
to what to write were introduced. Students were given the writing prompt
and they were to narrate a story of how they initiated the relationship with
their boy/girlfiend, and the type of writing was “narration.” Models of
narrative paragraphs were shown and analyzed in the class, including how
to make the paragraph narrative by using fransitions. With the writing
models and information from the reading passage, students were geared
up for writing during the second period.

In-group, students started their brainstorming and generating ideas.
However, most students seemed reluctant to start the first stage of the
writing process. Thus, techniques for brainstorming, namely clustering,
listing, and freewriting — mainly used }n the class, were reviewed again.
The researcher had explained to the students that, as they had also
started to realize it, each technique could work better with each specific

type of multiple-paragraphs writing. So far, they had experienced the
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three brainstorming techniques and four types of paragraph writing —
description, process, cause, and narration. Some of them mentioned their
own preferences of the technique and realized that some technique could
work better with some type of writing. For example, a few students feit
comfortable with clustering for the present writing, narration, and some
with freewriting. While students were writing, the researcher had gone
through each group and found that most of them preferred working
individually. It was understandable since the topic was very personal and
most of them wanted privacy and secrecy. Then, some of them went a
step further, outlining and drafting. They were asked to meet with the
researcher for conferencing about their first draft, starting the following
days. At the end of the class session, a set of paragraph models and
writing explanation on “definition” was distributed to the class.

The researcher still used the conferencing techniques — supporting
the students through the acts of coaching rather than telling or
commanding. She also recorded all the conversations between her and

the students.

Week 10-11 The reading text to be covered in class was

“Friendship Function”. The writing assignment for the students to write on
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was a definition of the word *friendship”. Here was the actual assignment,
“In your own words, write a definition of the word “friendship.” “What is
friendship?” Then, the process of conferencing took place. Students also
received the supplementary sheet of “comparison and contrast” in the last
session of week 10. They were well informed of the second writing quiz

that was about to take place in week 12.

Week 12: The Final Writing Quiz The class went on the reading

text “Similarity” and got ready to do the writing quiz. The writing
assignment was to write a comparison and contrast between the students
themselves and their boy- or girlfriend. Here was fhe actual assignment,
“Compare and contrast you and your boy/girlfriend. In what way or ways
you are similar to or different from him or her”.

Again, just like the midterm, students spent about forty minutes
writing on the assignment in clasé and individually. Discussions were not
allowed. The papers were handec;l.in after the allotted time. The students
were asked to meet with the teacher for the conference, starting the
following days and before the next class session. The photocopied papers

were marked and graded.
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Week 13- Since this week was the last for the writing sessions, the
researcher decided to have an in-class conference, in which all students
shared their writing with their friends and teacher. Students had been
informed about the activity before hand and had selected the best paper,
or the paper that they liked the most, to bring to the class. There was no
reading text to cover in the class and each student took turns reading his
or her paper aloud in front of the class. The reading audience was
allowed to express how they liked or what they thought of each paper.

The researcher tried to encourage everyone in the class to share their

ideas.

Week 14 Oral Presentation (Speaking Activities)

Final Exam Weeks There were no classes during the weeks.
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Appendix F

The Presentation of Conference Transcripts or the Transcript Findings

A. Making the Students Aware of their Writing Stages

In a conference, the researcher started with the focus on how the
student had started the writing, especially on outlining, which was
considered the first and ‘most important step in the writing process, as

illustrated in the following examples.

Example 1:

Teacher: Good afternoon Assani, Look at your paper. Do you
know what this is?

Assani: An outiine

Teacher: It is an outline. You can speak Thai or English. “water
flood in my village™? | think the topic | want is .... Ohl
O.K. You are writing about a stressful event. O.K.
This is you title?

Assani; Yes.

Teacher: O.K. Let me ask you this. Why did you choose this
event?

Assani: Every time | think about this event, | feel depressed

and hopeiess.
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Teacher:

Boonlert:

145

Is it a real event?

~ Yes.

| see. “Water Flood in my Village.” And where is this
village?

Sahakorn Bangkapi.

Mooban Sahakorn Bangkapi. Not far from Bangkok.
O.K. These are your ....(locking at the outline)....You
plan to write about this event by saying.... When | go
home. You wrote “when | go home.” Is it in the past?
Yes.

So you should say “when | went home” (teacher and
student said together). Very good. (Teacher continued

reading the outline aloud) It affected my car....lower

road.....

............................................................

------------------------------------------------------------

Example 2:

P2 REAULAL 8191390F (397N outline UNHUINUE
= s v ' W v da

nz rmaat%uumnu‘lm’mw"ﬂﬁuazjn‘lﬂfn #aa
. LY o A Ao & 4,

outline 1giw Alddroiuinunsa: ATunuwsarily

nay

9

d e

#asu

dMe , X " v & | . A

& lasdeiiasndons sullinsens InFauinsa Jlas

1190

ar o )
ah (J8n)

b

o -} o a o ko

fygdaauilsds Tdadl udlnsdnaz

k- v

RRINTITUINU



Teacher:

Boonlert:

Teacher;

Boonlert:

Teacher:

Boonlert:

Teacher:

Boonlert:

Teacher:

Boonlert:

Teacher:

Boonlert:

Teacher:

Boonlert;

Tgachen

Boonlert:

Teacher:

Boonlert;

Teacher;

Boonlert;

Teacher:

Boonlert;

146

T

FFEUFLRY

"

a0 A

LRINNNATE

v Sa o L% :I’ . A
WEIRAAATE lata to reduce axlsnzanii 959 outine i

s & ] ] q .2
aauiiansiuadh outline ag'lmwﬂ:
lga35y
how to reduce arlsay
(Sv)
aaozls
(<I3T)
18 chances of getting heart disease gt
1o
[ .J =3 E z .
Tata ma:a{a’lﬂmmﬂ‘s:mu'lmUﬂ: T outline aa9
qmﬁa:‘hﬂ: do not eat a lot of fat, relax, don't smoke
=9 F- | [] A’ ) 1 ] G‘-"
939 9 Junndh udisenuar e
A3y
L2959 relax ﬂ'mﬁ'uﬂﬂﬂ')"l watch TV, listen to the
. v r-'r A:Y:‘ 13 @ Lot o 7
radio UAI6159% mnmauuqnﬂummnmnnu‘lﬂmﬂa
1L
A5
o o Ad S L O

Tain warmasnmiINhtianmTe asvitaanunldunaz
A5
laia sen outline anminngalngjuzaz
a5u Ay
Towa wdnsuvezlsnau roinmiuanthaclsnon
L 4 J o J = A ol ||‘:
88 LGP 9 aulas 9 Aem Tl free hand gy
a3l
r- d ) [ 1 [
Wswllisen 9 few wiBsummninuriownse
ASUNY



Teacher:

Boonlert:

Teacher:

Boonlert:

Teacher:

Boonlert:

Teacher:

Boonlert:

Teacher;

Boonlert:

Teacher:

Boonlert:

Teacher:

Boonlert:

Teacher:

Boonlert:

147

1 l:f =l r- ) 1 ar 1 = =
ATIFIUY lﬂ‘il’ﬂ HURIBDTALN LA th'ﬂ HULaJInIa

wane
WAL

a L
awdaslioa:
a1

-

P @ , A e
Tain 'lun'n:n‘lﬂﬂmaoqmu 813915889 Ll Anidawsn
aa! Tausn first Wlvua
A1
UaFaIFD relax
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18 relax
v = ¢
a1y don't smoke ANUTEMT WALETINUHWTE L9
Tudwlnudans

[ A’ ar
uruitasy
heart trouble 8191781 171737 heart disease 11Usas a4
A" & ] ' L7 «
Honsdanddn draft WsnvaInm (E1UdaRN) “If we
want to reduce heart disease, first, don't eat a lot of
. o g .
fat food” %58 “fattening food because™ BWUATUEBINTT
] Jﬂ-’ " [ )
9208091 food WAINTAUS hard of calorie 173
cholesterol Tuverintvlialadugsay wdf heart
disease WALOIAEINITIZAN “to reduce heart disease,
you have to control the quality” L1378 quantity of food
Y ¥ L&
Toin second  a590iil Tata avell first  ldNBae first
“r F‘lg A -1 [

second AURIIIMTIANT 19 v LonnwIawldns
Titdanunasy
817 "J'mﬁ'oﬁ’aammnﬂﬂ%’m:ﬂ:
aauusnaadililfudasy

---------------------------------------------------
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Example 3:

§ o L3 a A ' o & | ]
WIWARIUUSRAL auuﬂqmﬂmnuu‘zﬂ: lLNHvlﬂuLLNuLﬁﬂ
fie

r A‘ 13 ar
WH WLLH LN AT

& o ga

fatflu draft  wsnlgdduas dnhfe.. wHwinuueas
outline

n Ad . »
WHWNA brainstorming
o g4 P . [V 1 R
auiRinaenuanh brainstorm  Awdungulads 3y
wnasnuNadlvay

@ a Aa ow A I ' o A
AU auitfaaunetasiuaninlwidsu
F=3 1 . A .
Al mqauau‘lﬂuﬂ:

. oo A e
AFAUDUNATL

|
» t:l L= Al
fgatauiiue
a3y
v ooe g . P |
a8 audh assignment 1 uzaz IRUulTaIv09 heart
N |8 s A’d " ’
disease \Hubaz auifiaisasuos stressful event €z
v o g v o
Tove u&29%H outline ag”lﬂuu:ﬂ: L@NANE
[ A w
aiuIRauasy

172 Lala 198 A NAaLTUINIIN outline @8k Yin

outine  $apiuldsduny ud... 1a78: 199 daIRT
outline NwWuz auuﬁwamﬁmﬂun@m‘lﬁﬁ:u ULEINAGEN
audalhdon ifinen outine wuduvaas hang
anvsdazidiiuucas lain “the ways you can reduce,
the way you can reduce chances of getting heart
disease...” u:nz aufiandeliasinson: ﬁqmﬁgﬂi’ma
NNt

(e topic AT
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A w . A w o I
fagn topic WUz aNBUEVDY paragraph duaztin
v de & a & e [ .
ag19% 1408 wernSudszloausnfaziidari liran
= . ' & A A &
fia topic sentence atjtizlonil Usilunfinis inmzin

Y ' Xd o |, & 4 4
dnmldar lsuuitd dwhasdudnsuzveidaGaius
Az topic sentence 134 9 ldagitszloalnudld weid
& v A 4 4 A v e
a1sternlfisndsudszloafinfafeldiidu
ar v 4:1 -+ (=3 [
Uszluanan wdrdstloamasmuddii tsfeclaiin
. A
support topic sentence W8dlT1UzAz laia Nl “There
are many ways to reduce chances of getting heart
disease such as relaxing, having good emotion, eating
health food and ..." laim “first, the first way s
. " & e & L |
relaxing... loin amitadssiauasiinasilun
wilaunuiiln topic sentence lguE
AL
pr| & A . . P g v
LB NIDAUAIU ATUDIATIN ﬂauﬂmn‘lmla;q{a
4 o v = .
LN HANY “relaxing, having good emotion” LLAIN “eating
health food” laif “the first way is to relax” Wi
relaxing filduzaz 1;9zuandn “there are many ways
to relax, for example, listening to music or singing a
song with your friends, such as singing karaoke” wefe
“When you have free time, you might go to see a
movie. | think you should select a kind of movie such
as comedy movie, romantic movie, horror movie” @l
e quiiuaz relax 1248 1aia ‘it can reduce your

stressful.”...

------------------------------------------------

B. Focusing Only on a Few Points of the Paper
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Even though it was tempting for the feacher-researcher to

concentrate on every point of mistakes or to explain everything about the

paper to the student writer, it was wiser and more effective to focus on

only a few things about a paper.

Teacher:

Phongpat:

Teacher:

Phongpat:

Teacher:

Phongpat:

Teacher:

Phongpat:

Teacher;

Example 1:

& e (4
WInNalen
AL
(Looking quickly at the draft) Tain @ i lawa
“relationship, good - friendship” ilw “relationship
o gy ) =1 L B
between frieds” JaniNauLT9zI8UALLY fiend Bao
weldipae
A7
wuanl@damsens
UanATY
o ) v A . . Py
(ML) LRaU 9 IAN|AINUI good friendship URB
. “ . . . da . P
friend UWRIWRIWAKITUANTIN friiendship UAd friend %
[] 8 ] Jd [] r . . | ko
adau adneil Golailad friendship  Aaslisldan
friend uzaz 181 funiay “The refationship,...The
relationship between friends”... good friends Aldusny
d: A‘ I & | “S o L
naRiLu fragment 3y fragment 1gate i laus
d ad
WwlvauaNY
AL
[ 7] ] ] 'I’: % ] . [ -y
tldaganuiidasdalmi laia i comma e comma
\Wa 1uzae “riendship,...the relationship between
good friends is different’ 1hudy hidadld it “..s

different from love between man, men and women”...
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Teacher:
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foalidu pural liaousas @dz 9 4t starts...” 1t il
#aaxlsnz friendship 1t

AL

Taia “It starts...” sufinoundniln fact las srudondi
(T definition athail uardliléifinGasisluada 15
Tilu present ldlagus “it starts from normal friend
and more and more until they understand, and they
feel honest, and that is called friendship. When
someone has...” someone ﬁﬁa'lm'ﬂz
sousuidwieutnsanarlsedrofitzady

145% when a friend @nngnaz

ALl

“When a friend has trouble,...” lata “...always, they
always help each other, such as talk, stay with him or
her. They take care, or they care and worry.” Tan “it
isn’t necessary to use equipment Iikfa sports...” Bu...
Foanuasaiii thuans “and it isnt necessary to
happen with the same age perhaps will happen with
younger or older.” #3ufl91 friend fgnoaninld
ﬁ'nﬁ"aﬂumqﬁfaun:hﬁ‘l@‘f wnnifildlgdons Tawe “t
isn't easy to develp.” lain “It takes long time. | used
to have a friendship, but something happened, but we
broke up. It is about thing that happen to me. | think if
you have friendship, you should love each other.” 8a
...You should try to keep it. Sninsae

Ay

Tain &4 9 neiasa SEnwaiianlDuaudomsfidou
ud2laifie topic nnauzyaiiiuan é’uﬁﬁa...qm
dhleidiudefiasnon Tildau lgsn
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Talad

Example 2:

By ....maaé’auagmﬁ “...relationship with someone” ﬁ
il ouriia lnuuzas

Narrate

Narration 1531

fix

Tain narration fanvst 1 Fas

fiz

i nadialdas (fu past tense uAr “Now, people
have many kinds of relationship in society” 8a1...1%1u
in their lives §nay auy@Adinanasisuie “people
have many rela...many kinds of relationship in their
lives” duguadzaningraziilu in their lives anninue
fiz “For example, boyfriend, girlfriend, or someone
who understand them”... @‘a‘aﬁﬂmﬁﬂﬁ'\w:uaﬂ’h man
..Aedhdaneioutlaaniuendn “people have many
kinds of relationship...” izﬁnmﬁauﬁuiﬂﬁ kinds 116
Imuthaldsi .. boyfiend, girfriend lata A auilil
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519 198l fén'h:i’u 118D ﬁagué’na’i’u‘lﬂmﬁnmﬂu
mﬁauﬁ'mzqml,aﬂ'h....
fl

ee

ﬁnaﬂwfumﬁaummstﬂm

Az 38N (ATz)

$Enuz wesdvumineslsd

(SH))

G 9 i 9 suifandronad sanaymldiananldnia
Llan

FOIRRLE

snonuwanitiidslemilundagnelsthe foananit
Aams generate ideas 33willddy e szauanda
drnlifanasidonesls uanielddy 1w guided
questions 1anun 15 le L Nenz

15l

InEnsdauaieling ﬂ%a'imaai]ummﬁu w3
fata

finas 9 udanae g ifisuusneuices

du...laia "1 dan't have a boyfriend, but | have had a
puppy love in high school. | had many friends in high
school. They had boyfriend and girlfriend, but | did
not,...| didn't...” j’e‘mfhazLﬂuﬂm_,m‘lul.‘%awaaﬂiz'[ﬂﬂ
AuuLITIANLan 9 niaswuzas “But | had a person
whom | liked. He was older than me. He was a nice
guy and he liked to play sport. { thought that he had
good relationship with everyone. | liked him so much.
| asked my friend what...| asked his..." | asked my
friend about his name. 3x@n1 NsEFUNINTY Auilw
\Ronfud2iuuzaL “...about his name, and | knew..”
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Suflaraaziin 9 ez .and | knew iz Tate
asked my friend about his name. 1 hand many
questions about him. | wanted to know that, ...]
wanted to know about his schedule, what time he
goes to...what time he goes home...what sport does
he play...” maﬁé’ama;mmmsn'l*ﬁiﬂuimm%’wﬁmw
WilnaurunuldaalasdudszToadronuusas
“...what time did he go home, when did he play
sports... | always wanted to cheer him. One day, |
decided to ask his friend about his telephone number.
When | got it, | couldn’t call to him because | didn't
know what to talk about. One week ago, | decided to
call him.” Bindns oy lEd1in to call to 39 to call him.
“l asked him what he was doing. If he...was he free?
Can | talk to him? He said yes. He asked me my
name. And then we talked about anything. 1 called
him everyday. | thought that he had good relationship
than in the past. But not only talked on the phone...”
é’m‘fqmﬂamawﬁﬁ% &8l Suiiilu comma aadllglu
sheet AUANIABINUIZ0I comma  uaz “We  didnt
meet...We didn't know about....gu...he didnt know
about who | was...” 89l# tense 3% paraliel Aulgdy
wwuiuan tiullu past 1 past inllaudu “When he
studied in the university, he moved into an apartment.
I didn’t call him again. Our friendship finished, but |
didn’t...l didn’t feel sad. | thought that it was the best
time for me. It means a lot to me.” Toin f@flx ud a8
Fuitiuden response  udafiviuu dluisuus Bl
Tild udulwiudiduudinus uda3dnifgninasd
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C. Using Questions as a Means of Eliciting Students’

Expressions

Throughout the conferences, questioning was employed as a

technique to instruct students’ writing.

Teacher:

Parinya:

Teacher:

Example 1:

o o
Toin auilrast/Seyn “Sad, Bad Broken Heart Love
v ar J ﬂ' L 1 1 [ ] A‘ -]
story” Toin duflqouiudylous uinnanuruiiisyin
fal
nunidouiiulassadrsnauaivy Afo.. .azi5u91n
' = ' a P w
a3 lnunaudl.. UszinaiunsuiaSasrizasdanany
Snrauasy
A
...
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Parinya:

Teacher:
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Teacher:
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Teacher:
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Teacher:
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Teacher:
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Teacher:
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a3y

. L . . U ;
REINDUATIDIY LFINIENDINEN2061DN FUNGADHI
udseaus g i fanuntoesld2ols=lua 959
WHA
a5y

L 5 ] :r [ 4
uAz 1819899 ...188...aevaT1ilgf leus
L88...0% ATy
g vd A g v s & . 2
Fulnafl Fowdulmitidaansaiudusowls weas
Taia “If the matter of tove, |, myself, believe that such
a great feeling, that it is a great feeling. No matter it is
' Ad o =
a personal matter or others” @sdaEIuitiawLiln
fragment- iz
A3Y
n:!’ﬂ-ﬂ = = Lo = . -

aTahauiilu fragment fadulllu “No matter it is a

” ¥ A’U i 3 = [
personal matter or the others” aeinstaiugsfiodndsly

- audsrlaaus

AT

Faadounudronds “A person who is..” wvaraan
Tadn i langedd

VWA uInauinaa

UMWY

Fouudaaiuin 9 9lhizady Tnehnm

Tawa 18 paragraph WuzAz “About my love story, |
would not call it love. It was only a one sited affair,
and | also lose my faith for that. In ... When | was in
the second term of the ...." La9...

eleven

eleventh grade

eleventh grade
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“...at that time, | had to study in computer class every
evening, and | met a very cute girl. She was also in
the eleventh grade, and her class was next to mine.”
AazfliZas tense fandanuza: liduls Alwses The
strength thing was that we lived on the same street,
but we never, we never met..” ...

met L#I9A5L

fiz “.we never met. | might not noticed her or might
not pay attention to her. Taking this computer class
with her gave me an opportunity to see her everyday,

& M o
and many chances.” i opportunity 1) chances U

F=} Qs = a [} :-J’
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a A o = A
A..faflasas finnuasfithunse
a5l
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ga. Widseuildazlsadeilr wuas

1 v v Lo [ v 3 A * L 74
1'ldunaslsnsuanansy ziuig vendibiezld
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razianu @lﬂwﬁlﬁ walddtlannndn
80 W30 8y 9

' | L v oM My dy o &oa
adwIg0d tense waniiA ld ldaléasy fidiou 9 s
14

Y ' & ' — s '
UE28HNATIN 1N TUETUWINGTITULAS . 188 “She
started to look for her secret in mind by asked his

) J’ 1 1
help from other friends” athaftlasuds lasdn
LLelLa
wea19..1a1a “The end of my secret activity had
come when | was putting the carnation in the...in her
s J’ t

drawer one evening.” auitlasudsas
ar JA A 44 L %) .t
AUTN Wlﬂ’lﬁ]:ﬂ‘l“ IWTERAULININVLAIN “secret..the

" =) A s as W ar v d v oa
end” 198 § ADLNINNNIVNUIL Uﬂ“ﬁﬂ1ﬂ LARTINLATN
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Example 2;
LEHEN3AEY
(W)
ﬁ’uﬁﬁnﬂﬁlﬂu .. wardwantldiiu guided questions
lasiuns
Al

»
§

WBuiA (g8 aoiludrony ﬁmmnﬁrsm“ﬂﬁulma
Az

ALY

udMnaudimeadll udr.. weswaniasudionumasa
unltluiidon: [ Hunudondons

HUTBUREATY

88 ipu freehand Lidiaald guided question n3ans
ATLH

FzaINnNiUnIoNT

AL

ud.ddttarlsfidudraavamnluiluanle guided

question an 1il4baz

Hunduasy
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& o A

Aadenaadl Joran i
+ v - | (1 1 A yt:ld ] A
da duiduanudiu lawa dufiewnltlédifa wihh
¢ Aa = ' d 4, = Y A A v
onvsdgnatudiun ﬂu'lilzl.ﬂu'ﬂagaﬂaglm’iaﬂﬂ
Haanldiua:
AU
loia uzAz “About one year ago.” 8z 11lédn
fragment nwlUudwdads dvinuddulivnandou
= v & . B v Xea A =
Wuatitefiug Tawa lafuls iorouifll iinfinesfiae
- o o
uﬂmumriaﬁ fragment “eas “About one year ago.” a4
;u d‘ b [l Q‘s M -
fidaaaunuldas “ found a woman who studies one
year ago.” “who studies” dastilun3otessalainas
laial8...one year ago, 1 found #38 | met a woman..|
met a woman who studied at Bangkok University who
was waiting for the university bus aefilaseaia who
A o g ~ & v Iy
asaiNY who  aseth mashine Namn s usas
AN99TAAY ROITIVNUNIULAL “She..She was on her
way home.” lalsae
nauTuszasuanasd
#a...18z udurmmulagshazindamhunadsny
197
= s L 7 Qr A’ [ VV
MEAVBLAINAUN I URUINOULRT
= cj - A k' - ] 1 ¥
lain feasinnmiapuil aitiiaausiwuiaiuin
“She..She is same way to go back home.” fi9zdd
] o A’ L :i Lt - L " - J‘
lW'S']:’J'"IL"Jﬂ’iﬂﬂ’ﬂuﬂuu azganmuaunugﬂmmumﬁ
= & & o = w v ow
IAILIDATINTN nIDBEAIRUNUMINLABUARN
Mr97eI08y a199zUanii She always went home
1 L] A
w30 She always goes home. %3alt we 3zéini Lfia
WTaus We always go home in the same direction

ueny “At first time...The first time...The first time that |



Phongpat:
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saw her...The first time | saw her, | didn't feel like her.
I remember | came back home with her, but never talk
to her.” laia “It was like that last year...lt was like that
last year until | studied in the second year, | started to
like her. | began to feel...| began to like her and
wanted to know her because she was so neat. And
first semester, | know an older woman from the
Internet.” ﬁﬁweﬂﬁwﬁazﬁ”ﬁnu:ﬂ:iﬂé’@ﬂﬁﬁmﬁmﬁ’u
anflaudalesy wadeianindulierlnaouzas fazun
w“ﬂﬁoﬂui{ “So, | asked her about this date.” What
date?

188 ﬁ’]gdvldl‘lﬂmﬂﬁUF&J‘Hﬂjﬂﬂ%ﬁ}ﬁ:ﬂ%ﬂ

Iatﬂ “So, | asked her about how to know a
woman...how to get to know a woman”... ﬁa...ﬂifﬁ‘l‘f
1IN0 wannduiiensazliidhle nlansdwanl
anazldiin ldudaflananain aunsin how to suil
Tuaniulasasedunitouzas lu style mstdow
ataniionzaz sudunmsedumfnlsdon: avasd
Aahdeguda ldesldienaen ueirenaldlassaofl
AL She told me that...talk to her...go talk to her i
dadld let's go...go talk to her, but | did not dare azlt
adwai{ﬁ‘lﬁ’ W38 but | was not brave enough... ‘I
always looked at her when | saw her” s lfiin
watch Jugeslaiiinly 4 always looked at her when |
saw her. The first time, my friend did not know about
this. But finally they knew” “But finally they did” fildue
Az “So | asked them” fifiaseitamaninilonaslinas
auysolivinlniuzaz imanavsu discuss iy wie
consult with them ﬁﬁﬂ “They asked me why

you...why don’t you to talk to her...why don't you talk
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to her, just like an older woman had told me” ﬂauﬁﬁ'ﬂ
gadlild an uda the Loain awsin lgafons “the older
woman had told me” 17 had told Lfiln past perfect it
‘mnuﬁa'i'nmmmfﬁLﬁ@ﬁauﬁﬁhm@lmmﬁmﬂ: e
ijﬂua?}wuﬂlﬂﬁﬂgUﬂ: aaufianuanfiduafia udan
fanfnedanhdons
Phongpat: Iua@aninaiy

Teacher:

...................................................

Phongpat: ....ccccviiiiiniimiirireressa e aea

D. Paying More Attention to the Content or What the Students

Want to Write than the Grammar Points

As part of the process-based writing as well as writing in the
“communicative approach” context, the focus on the student's writing was
on the content or what the student wants or try to write, rather than the

grammar points, as the samples of transcribed dialogs were shown.

Example 1:

Teacher:

---------------------------------------------------
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(¥ J’.ﬂl 1
aulea cause 1‘111‘15&1

Parinya: Ay teenage suicide



Teacher:

Parinya:

Teacher:

Parinya:

Teacher:

Parinya:

Teacher:

Parinya:

Teacher:

Parinya:

Teacher:

‘Parinya:

Teacher:

Parinya:

Teacher:

Parinya:

Teacher:

Parinya:

Teacher:

Parinya:

Teacher:
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Parinya:

Teacher:

Parinya:

Teacher:

Parinya:

Teacher:

Parinya:

Teacher:

Parinya:

Teacher:

Parinya:

Teacher:

Parinya:

Teacher:

Parinya:

Teacher:
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girlfriend and leave the problem unsolved” friend
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anyone to talk to at school. The teenagers are teased
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Teacher:
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Teacher:
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Teacher:

170
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boyfriend...Once, | had a boyfriend.” 1511% once uzaz
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an up-country. In the first place, | was attracted...In
the first place...” fiflz “In the first place | was attracted
to him. | didn't like him” Hauaaiiuatila:
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L3N At first, [ didn't like him. ﬁﬂ’i’lﬂgﬂﬂ: “At first, |
didn't like him and was afraid of him, but, because he
looked...” 188... Sufidasfinuzazin because he looked
a9y but.in fact... Sufiidn ... dowdndlngnsf
Tous wosndsloaniafifiadssloansuzas ufrlue
hﬁqj But, in fact, he was a good person. #efiz

Nareerat: iz

Teacher: “The first word was...The first word he said was my
name” ina...é’ui{qm@i’am’m:uamh‘éaﬁtﬁ"msi‘nﬁa
ionuiedultls “But he was a good man...he was
a good person. The first thing he asked was my
name. The day later, my friend took me to the
waterfall” ﬁﬁgﬂﬂ: “...took me to the waterfall, and he
went along with us.” ﬁﬂgﬂﬂ: “The next day, my friend
took me to the waterfall, and he went with us...he
came with us, so that we have been more intimate...”
assfanstiaulidesazdniusinsuses Lﬁmg}%
... “When | came back to my house...When | came
back home...” aufiiilu fragment 13fe... Sudti when
gaaulile desfiazlsdens

F- |
Nareerat: 2d...comma

E. Giving a Grammar Explanation Once the Content Has Been

Taken Care of

Though grammar points were not the main concern of both the
students and the teacher, a grammar explanation could be added in

teaching the process-based writing. In conferencing, the researcher
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helped out with what the students wanted or tried to write and with how

they could shape their writing with grammars and word usage.

Example 1
Teacher:
Nareerat:

Teacher:

...................................................

...................................................

Bu... iife fragment sheet fuanll Sasvas
fragment 8849 “When | came back hom, he called
me...he telephoned me afterwards” é’uﬁ'ﬁﬁaaqa |
Senatnadiane i punctuation marks %Az AUR qa‘l&i
Lﬂuﬁu: “Afterwards, we went to the movie, and we
became closer and closer. Afterwards, we went to the
cinema. We went to the cinema...to the movie and we

became closer and closer. He was an easy guy.” $e

.

Nareerat:

Teacher:

Nareerat:
Teacher:
Nareerat:
Teacher:
Nareerat:

Teacher:
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fz
“He was an easy guy with an easy dress. He like to
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1aee (W)
A’y L
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14 verb osmaldaiy
1 has UEAE oo
[. %] AJ Jdd L-*J 1 A 1 L 73 LY
U tense W’muuﬂauugﬂ Llﬂﬂlu‘lﬁﬂﬂﬂﬂﬂaﬂﬂu
ST sUsEsunundon
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fiu it fmedieaty Benduladunitiuza: . that
makes teenagers in Thailand committed suicide...”
Toun &84 cause udaltsiua: suusnezisusaz.. feeling
lonely...

hopeless...feeling lonely...broken hearted...B%
..."There are many young people...many pregnant
fndnain pregnant LIk adjective 98y “There are
many young pregnant people...” adjective Lluenan
PUDUSAL ﬂ‘iai{ before graduation...graduate 1w
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Appendix G

Chapter 1.1 What is Stress?

The term stress has been defined in several different ways.
Sometimes the term is applied to stimuli or events in our environment
that make physical and emotional demands on us, and sometimes it is.
applied to our emotional and physical reactions to such stimuli. In this
discussion, we will refer to the environmental stimuli or events as
stressors and to emotional and physical reactions as stress.

Many sorts of events can be stressors, including disasters such
as hurricanes or tornadoes, majbr life events such as divorce or the
loss of a job, and daily hassles such as having to wait in line at the
supermarket when you need to be somewhere else in ten minutes.
What all these events have in common is that they interfere with or
threaten our accustomed way of life. When we encounter such
stressors, we must pull together our mental and physical resources in
order to deal with the challenge. How well we succeed in doing so will
determine how serious a toll the stress will take on our mental and

physical well-being.

Reacting to Stressors

The Canadian physiologist Hans Seyle has been the most
influential researcher and writer on stress. Seyle has proposed that
both humans and other animals react to any stressor in three stages,
collectively known as the general adaptation syndrome. The first stage,
when the person or animal first becomes aware of the stressor, is the

alarm reaction. In this stage, the organism becomes highly alert and

aroused, energized by a burst of epinephrine. After the alarm reaction
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comes the stage of resistance, as the organism tries to adapt to the
stressful stimulus or to escape from it. If these efforls are successful,
the state of the organism returns to normal. If the organism cannot
adapt to continuing stress, however, it enters a stage of exhaustion or
collapse.

Seyle developed his model of the general adaptation syndrome
as a result of research with rats and other animals. In rats, certain
stressors, such as painful tail-pulling, consistently lead to the same
sorts of stress reactions. In humans, however, it is harder to predict
what will be stressful to a particular person at a particular time.
Whether a particular stimulus will be stressful depends on the person's
subjective appraisal of that stimulus. How threatening is it? How well
have | handled this sort of thing in the past? How well will | be able to
handle it this ime? For one person, being called upon to give a talk in
front of a class is a highly stressful stimulus that will immediately
produce such elements of an alarm reaction as a pounding heart and a
dry mouth. For another person, being called on to give a talk is not
threatening at all, but facing a deadline to complete a term paper is
extremely stressful. In humans, moreover, the specific stress reaction is
likely to vary widely; some stressful situations give rise predominantly
to emotions of fear, some to anger, some to helplessness and

depression.
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Chapter 1.3 Coping with Stress

It is Friday evening and two young lawyers get phone calls at
home. The trial date for an important case has been moved up. Both of
the lawyers will now have to prepare a report for the case by Monday
morning. It is a threatening situation for both. Each must do extensive
research and write a complex document of some forty pages all in a
single weekend. Furthermore, each knows that her work will be
evaluated by the firm’s partners, and how well she does may greatly
influence her future in the firm. One of the lawyers finds the situation
extremely stressful; she feels ftremendous anxiety, experiences
headaches and stomach upsets, and has difficulty working. She
somehow manages to produce a report, but she is not at all happy with
it. The other lawyer, although she too feels the pressure of the
situation, sees it not so much as a threat but as a challenge — an
opportunity to show how good she is. She moves into the firm's offices
for the weekend and, sleeping only three hours a night, completes a
brilliant report with a clear mind and a surge-of energy. .

As this example helps illustrate, siress is caused not so much by
events themselves as by the ways in which people perceive and react
to events. As the Greek philosopher Epicetus declared almost 2,000
years ago, “We are not disturbed by things, but our opinions about
things.” To cope with stress effectively, we often need to redefine the

situation from one of threat to one of challenge or opportunity.

Degree of Control

An important influence on people’s ability to cope with stressful

situations is the degree of control they feel they can exercise over the
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situation. Both animals and humans have been found fo cope better
with painful or threatening stimuli when they feel that they can exercise
some degree of control rather than being passive and helpless victims
(Thompson, 1981). Such a sense of control can help minimize the
negative consequences of stress, both psychological and physical. In
one well-known experiment, Jay Weiss (1972) administered electric
shocks to pairs of rats. In each pair, one of the two animals was given
a degree of control over the situation; it could reach through a hole in
the cage and press a panel that would turn off the shock both for itself
and for its partner. Thus, the two rats received exactly the same
number of shocks, but one was passive and helpless, and the other
was in control, After a continuous 21-hour session, the animals were
sacrificed and their stomachs examined for ulcers. Those rats who
could exert control had much less ulceration than their helpless
partners.

The ability to control painful stimuli ofien benefits humans, too.
For éx‘ample, the loud music coming from your stereo is probably not
stressful; in fact, it's quite enjoyable. But the same music coming from
the place next door can be terribly irritating and stressful. Merely
knowing that one can control a noise makes it less bothersome. That's
one reason why your blaring stereo does not bother you — you know

you can always turn it off.

Predictability

Even when you cannot control them, unpleasant events ten to
be less stressful if they are predictable — if you at least know when
they will occur. This was demonsirated by Weiss (1972) in another
study with rats. One group of rats heard a buzzer about ten seconds

before they would received a shock; although the animals could not
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escape the shock, at least they had a chance to prepare themselves
for the expected pain. A second group of rats received no such
warnings; the shocks came unpredictably. Weiss found that the rats
who were forewarned of the shocks developed fewer ulcers than the
rats who were not forewarned. This finding, too, has parallels in human
life. The death of a loved one, for example, is usually less traumatic
when it is anticipated than when it is unexpected. On a less tragic
level, many students find surprise quizzes to be more upsetting than
1 scheduled quizzes that they can prepare for.

Personality Factors

Are some people generally better than others at coping with
stress are? Recent research suggests that the answer is yes — that
there is a certain kind of person who has a relatively stress-resistant
personality. Suzanne Kobasa (1982) has found that people who cope
well with stress tend to be “committed” to what they are doing (rather
than alienated), to feel in control (rather than powerless), and to
welcome moderate amounts. of change and challenge. in studies of
people facing stressful situations, Kobasa and her associates have
found that those with stress-resistant personalities — that is, those who
are high in commitment, control, and challenge — experience fewer
phy'sical illnesses than those whose personalities are less hardly.

Until recently it was generally believed that to maintain good
health people should strive to avoid stressors in their lives. Such a
strategy can be quite limiting, however. The desire to avoid stress may
also lead people to avoid potentially beneficial changes in their lives,
such as job changes or promotions. Moreover, the aftempt to avoid
stress is often unrealistic. How, for example, can a person avoid such
shocks as a parent’s death? In fact, if people do not confront a certain

amount of stress in their lives, they will end up being bored and
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unstimulated, which can also be physically harmful. In the last analysis,
each person needs to come to terms with stress in his or her own way,
sometimes trying to avoid it, but sometimes accepting it or even

'seeking it out as a challenge to be mastered.

.......................................................................................

Writing assignment

Describe some stressful event in your life. Did you cope well with
the stress? What couid you have dore differently? Was your physicat
health affected by this stress,

Description

Three important skills we use to develop a paragraph of description

are:

1. How to create a topic sentence with a “dominant impression”

“The dominant impression” is the overall impression, often summed
up by one word or phrase in the topic sentence.

Topic sentence without a dominant impression: It was morning in
Harrington.

Topic sentence with a dominant impression: Early morning in

Harrington was terrifying.

2. How to support the topic sentence with details that use “sensory
images” (We develop a paragraph by using “specific details” or
specific words to create a physical image in the mind of the

reader)
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“Sensory images” are those details that relate to our senses: sight,
smell, touch, taste, or hearing.

Not descriptive: [t was morning in Harrington.

Descriptive: As thick fog rolled down the rocky hills and into the

sleepy village of Harrington, the early morning....

3. How to put the details in a logical order, which in descriptive

writing is usually some kind of spatial order

“Order” in descriptive writing is often a “spatial order.” Details can
be given as one's eyes might move, for example, from top to

bottom, left to right, outside to inside, or around in a circle.
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A sample model paragraph: a description of a home

It was dark when we entered his bungalow, and when we
switched on the light | was shocked. The place was empty and drab.
In his room was an old iron bed with a light bulb hanging over the
head of it. A rickety old table and one chair were the other
furnishings. Near the bed was a wooden box upon which was a brass
ashtray filled with cigarette butts. The room allotted to me was almost
the same, only it was minus a grocery box. Nothing worked. The |
bathroom was unspeakable. One had to take a jug and fill it from the

bath tap and empty it down the flush to make the toilet work. This

was the home of G. M. Anderson, the multimillionaire cowboy.
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A sample model paragraph: a description of a person

The bodies of the men | knew were twisted and maimed in
ways visible and invisible. The nails of their hands were black and
split, the hands tattooed with scars. Some had lost fingers. Heavy
liing had given many of them finicky backs and guts weak from
hernias. Racing against conveyor belts had given them ulcers. Their
ankles and knees ached from years of standing on concrete. Anyone
who had worked for long around machines was hard of hearing. They
squinted, and the skin of their faces was creased like the leather of
old work gloves. There were times, studying them, when 1 dreaded
growing up. Most of them coughed, from dust or cigarettes, and most
of them drank cheap wine or whiskey, so their eyes looked bloodshot
and bruised. The fathers of my friends always older than the mothers.

Men were out sconer. Only women lived into old age.
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A sample model paragraph: a description of a place

The wreckers would put a one-story scaffold in front of the
building to protect automobiles and pedestrians, then begin at the
top, working down story by story, gutting the rooms, ripping out
woodwork, electrical wiring, plumbing, and fixtures. Once this was
done, the men would hammer the shell of the house with sledges.
Sections of brick wall would shudder, undulate for a second and
dissolve into fragments that fell in slow motion. When the fragments
hit the ground, the dust rocketed several feet into the air. The heaps
of brick and plaster, coils and stems of rusty pipe attracted children

from all over the area.
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A sample model paragraph: a description of a time of year

Most of the time there was hardly any way of telling the
seasons. To us in Jamaica, as elsewhere in the tropics, there
were only two seasons-the rainy season and the dry season. We
had no ideé of spring, summer, autumn, and winter like the
peoples of northern lands. Springtime, however, we did know by
the new and lush burgeoning of grasses and the blossoming of
trees, although we had blooms all the year round. The mango
tree was especially significant of spring, because it was one of
the few trees that used to shed its leaves. Then, in springtime,
the new leaves sprouted-very tender, a kind of sulphur brown, as
if they had been singed by fire. Soon afterwards the white

blossoms came out and we knew that we would be eating juicy

mangoes by August.
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Chapter 2.2 Smoking

In 1964, the Surgeon General of the United States issued a
famous report concluding that cigarette smoke is a direct cause of
lung cancer. And since 1966, every pack of cigarettes in the United
States has carried a health warning. More recently, the major role of
smoking in causing heart disease has been firmly established.
Smoking has been conclusively linked to many other diseases as
well, including bronchitis, emphysema, larynx cancer, and pancreatic
cancer. There is also mounting evidence that simply being exposed to"
other people’s smoke increases the risk of lung disease, especially in
children. Despite these deadly effects, however, about 35 percent of
adult men and 25 percent of adult women in the United States smoke
cigarettes, averaging one and a half packs a day for a national grand
total of some 600 billion packs a year (U.S Department of Health and
Human Services, 1981). Because cigarette smoking is generally
viewed as the mbét important behavioral risk to health, it has become

a central concern of health psychologists.

Given the general knowledge of health risks of smoking, it is
no wonder that the majority of smokers have tried at some time in
their lives to quit. But in most cases their attempts have been
unsuccessful. People begin smoking, often when they are
adolescents, for a variety of reasons, including the example of parents
and pressure from peers, I others in one's group of friends are
starting to smoke, it can be hard to resist going along with the crowd.
Once people start smoking, they are likely to get hooked. The
addiction to smoking is partly physiclogical; smokers become used to

the effects of nicotine and experience painful withdrawal symptoms |

when they give it up. In addition, people become psychologically
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dependent on smoking as a way of reducing anxiety and coping with
particular situations. Because of these physiological and psychological
forces, quitting is difficult and the relapse rate is high.

Psychologists have developed a variety of behavior
modification techniques to help people stop smoking. In the rapid
smoking technique, smokers in a clinic or lab are asked to smoke
continually, puffing every six to eight seconds, until they can't tolerate
it any longer. This technique is an example of a form of classical
conditioning called aversive conditioning. Making smoking a painful {(or
aversive) rather than a pleasant experience can create a conditioned
aversion in the smoker, motivating her to avoid smoking even when
she leaves the clinic. Smoking cessation programs also commonly
teach people techniques of stimulus control, in which smokers learn
first to become aware of the stimuli and situations that commonly lead
to smoking, and then to avoid these situations or io develop
alternative behaviors. If you find, for example, that you usually smoke
while drinking an after-dinner cup of coffée., you might do well to give
up coffee and take an invigorating, smokeless after-dinner walk

instead.

Programs that include such techniques often help people stop
smoking for a period of weeks or months. The problem is that within
six months to a year 80 to 85 percent of the “quitters” return to their
smoky ways (Lichtenstein, 1982). One factor that often seems to help
a reformed smoker stay off cigarettes is the encouragement and
support of a spouse or other élose family members or friends (Ockene
et al., 1982). There is reason to believe that a large proportion of
smokers can quit for good if they are strongly motivated to do so

(Schacter, 1882). But the fact remains that so far there is no program

that can consistently enable people to stay off the weed.
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The difficulty of quiting emphasizes the importance of
preventing cigarette smoking by young people. Various sorts of
smoking prevention programs have been attempted, often in junior
high schools. Traditionally, these efforts have focused on explaining
the long-term health risks of smoking. But people often have the
knack of putting such gloomy long-term warnings out of their minds,
and these programs have been notably ineffective. More recently,
Richard Evans and his coworkers (1981) have emphasized teaching
children and adolescents how o resist the social pressures that often
lead young people to try smoking. For example, students are shown
videotapes of a situation in which an adolescent is offered a cigarette
by a friend but turns down the offer. The students are then given the
opportunity to practice, or role- play, the behavior of refusing a
cigarette. Such training helps prepare the 12- or 13-year-old to deal
effectively with similar social influence situations in real life and seems
to have been successful in influencing students in the direction .of

deciding not to smoke.

A total solution to our society’s smoking problem will not come,
however, until society’s expectations change in a major way; that is,
until smoking is no longer viewed as a “grown-up” or approved thing
to do. Such a change has begun to take place in recent years and
there have been significant reductions in the numbers of smokers in
America. More smokers have been quitting and fewer young people
have been deciding to take up smoking in the first place.

---------------------------------------------------------------------------------

Writing Assignment

What can a persen do to reduce the chances of getting heart ||
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disease?

Process

When you write a process paragraph, you explain how to do

something or show how something works.

“directional” and “informational.”

Two types of process are

For a directional process paragraph, for example, you direct how to

make salads.

For an infermational process paragraph, for example, you tell how

something is or was done for the purpose of informing about the process.

Transitions for Process

The first step
In the beginning
To start with

First of ail

While you are ....
As you are .......
Next, then, first,
secondly

After you have .......

The last step
The final step
At last, finally,

eventually

Sample model process paragraph: how to accomplish a physical task

(Directional)

Making a good cup of tea is exquisitely simple. First, heat the
teapot by filling it with water that has just come to a boil. Discard this
water, and place 1.teaspoon of loose tea per cup in the feapot (the
exact amount may vary according to taste). Pour in fresh water that
has just come to a boil, 6 ounces for each cup of tea. Allow the tea to
steep for 3 to 5 minutes; then, pour it through a strainer into a cup or

mug. A pound of loose tea will yield about 200 cups of brewed tea..
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Using a tea bag eliminates the strainer, but it is still best to make the
tea in a teapot so the water stays sufficiently hot. The typical
restaurant service, a cup of hot water with the tea bag on the side,
will not produce the best cup of tea because the water is never hot
enough when it reaches the table and because the tea should not be
dunked into the water; the water should be poured over the tea. Tea

in a pot often becomes too strong, but that problem can be dealt with

by adding boiling water.

Sample model process paragraph: how to care for your health (Directional)

The process of getting a good night's sleep depends on
several factors. First, the conditions in your bedroom must be correct.
Be sure that the room temperature is around sixty-five degrees and
that the room is as quiet as possible. Next, pay attention to your bed
and how it is furnished. A firm matiress is best and wool blankets are
better than blankets made of synthetic material. In addition, pillows
that are too soft can cause stiffness of the neck and lead to a poor
night's sleep. Also, keep in mind that what you eat and how you eat
are part of the process of preparing for bed. Do not go te bed hungry,
but do not overeat, either. Avoid candy bars or cookies; the sugar

they contain acts as a stimulant. Finally, do not go to bed until you

are sleepy; do something relaxing until you are tired.

Sample model process paragraph: how something scientific works

{Informational)

The Anse method of converting sea water to fresh water is a

cheap and efficient way to produce drinkable water from the sea.

First, you cover an area of water with a sheet of black plasﬁc. Air-




192

filled channels in the plastic keep it raised slightly above the water.
Underneath this plastic is another sheet of plastic that floats on the
water; this plastic has small holes that allow sea water to seep up
between the two layers of plastic. The heat of the sun, striking the
upper layer of the plastic, causes the water to evaporate, leaving the
salt behind. The hot air, filled with water, is then forced through a pipe
and into an underground collection chamber by wind that is channeled
between the plastic sheets by air ducts built on top of the plastic.
When the hot air enters the collection chamber, the water in the air
condenses, leaving fresh water on the bottom of the submerged
chamber. This fresh water can then be pumped out of the chamber

and used.
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Chapter 3.4 Teenage Suicide

The death of any young person is a tragic and sad
occurrence. When that death is the result of suicide, our emaotional
reaction is often magnified. As a final solution to perceived
problems, suicide is certainly final, but it solves little. Rates of
successful and failed suicide - attempts among the young are
definitely on the increase (for example, Curran, 1987). Holinger
(1978) estimates a 131 percent increase in successful suicide
attempts beiween 1261 and 1975, Colt (1983) claims a 300 percent
increase since 1960. Peck (1982) suggests that more than one
million adolescents think seriously about killing themselves each
year. After accidents and murder, suicide is the third leading killer of

teenagers.

In an effort to determine why so many young people tum to
suicide, Allen (1987) recently surveyed the research literature and
came up with a number of helpful insights. Allen suggests that there
are many general determinants of suicide. These are broad,
predisposing factors. In addition, there are a number of predictors of
suicide, which usually are found through some sort of psychological
testing or assessment. And finally, there are precipitating events that
may lead directly to an attempt at suicide. These determinants,

predictors, and precipitating events are summarized in Figure 3.2.

What can be done to begin to stem the tide of teenage
suicide? Allen suggests a number of things can be done, and most
revolve around education. First, we all must realize that suicide

among teenagers is a real and present problem, and we must bring

discussions of suicide out into the open. In addition, we must all
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learn the signs and symptoms of impending suicide. Peers must be
educated to be good and open listeners and to suggest therapy and
professional help for friends and acquaintances who may be
contemplating suicide. When one considers the cost in terms of
grief, as well as in terms of lost human resources, there is ample
reason for our commitment to efforis to mount a national campaign
against suicide.

------------------------------------------------------------------------------------------

Writing Assignment

Is teenage suicide a problem in your country? If yes, what do
you think are its main causes and what is done to help prevent
teenage suicide? If no, what is it about your culture that helps to

discourage teenage suicide?

Figure 3.2 Some of the general determinants of suicide among

adolescents (list modified from Allen, 1987)

Predisposing factors {(general background variables}

1. Family. Family problems such as divorce, poor communication,
strict parental control, and alcoholism; aicohol use in the family
may be more important than alcohol] use by the youngster

2. Peers. Isolation from peers or having no good relations with
people your own age

3. A difficult birth. (Surprisingly} difficulty at or soon after birth may
predispose for later problems

4. Personal factors. Low self-esteem; drug/alcohol use; loss of

boy/girifriend; poor academic performance; loss of a close
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friend; depression (the highest single predictor); sex (most
suicide attempts are by females, most successes by males)

5. Technological advance. The inability to handle new technology
may lead some to a sense of helplessness, perhaps despair

6. Acceptance of suicide. Knowing other people or about other
people who have committed suicide may lead to the feeling that
suicide is acceptable

7. Mobility and rootlessness. Moving frequently may lead to a lack

of long-term relationships that could be used for support

Predictors (diagnoses from psychological tests)

1. Depression. Many measures of depression are related to
suicide

2. Control. Believing that one’s life is under the control of others
including fate and chance

3. Hopelessness. May be more important than depression,

perhaps even the cau:se of depression

Precipitating events (factors that lead directly to suicide

attempts)

1. Clustering. Sometimes teen suicides come in “clusters,” that is,
several at a time in a community; it becomes “contagious” — the
thing to do, like a fashion!

2. Independent traumatic events. Things beyo_nd the control of the
individual, such as death or loss of a close friend or relative,
parental divorce, sudden money problems

3. Nonindependent event. Events caused by the suicidal
individual, such as drug or alcohol consumption, purchase of a

gun, pregnancy when not married, accidents resulting from
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deliberately dangerous behaviors

Effect-to-Cause

An effect-to-cause or cause writing is a form of explaining why something

happened or what caused the effect.

Transitions:

For cause: because / caused by / results from / the reason is that
.....t+ a sentence / since

For effect: accordingly / as a result, resulted in / con.sequently !

for this reason, / so, so that / then / therefore f thus

Model paragraph (Cause: Explaining WHY) 1

Headaches can have several causes. Many people think
that the major cause of headache is nervous tension, but there is
strong evidence that suggests diet and environment as possible
factors. Some people get headaches because they are dependent
on caffeine. Other people may be allergic to salt, or they may
have low blood sugar. Still other people are allergic to household
chemicals including polishes, waxes, bug killers, and paint. If they
can manage to avoid these substances, their headaches tend to
go away. When a person has recurring headaches, it is
worthwhile to look for the underlying cause, especially if the result

of that search is freedom from pain.




Model paragraph (Cause: Explaining WHY) 2

One of the most tragic events of the twentieth century
was the sinking of the British ship Titanic in the Atlantic Ocean
on April 15, 1912, with the loss of over 1500 lives. The
immediate cause of this terrible loss of life was a large iceberg
that tore a three hundred foot gash in the side of the ship,

flooding five of its watertight compartments. Some believe that

the tragedy took place because the crew members did not see

the iceberg in time, but others see a chain of different events
that contributed to the tragedy. First was the fact that the ship
was not carrying enough lifeboats for all of its passengers: It had
enough boats for only about half of the people on board. Some

of the lifeboats that were used were not filled to capacity when

the rescue ships eventually found them. Finally, the tragedy of |

the Titanic was magnified by the fact that some ships nearby did
not have a radio crew on duty and therefore missed the distress
signals sent by the Titanic. Out of all this, the need to reform

safety regulations on passenger ships became obvious.

Exercise:

1.
2.
3.
4,
5.

Causes for spanking a child .......ccceevviiiieiiiiiiiiiiiie e,
Causes for a bad habit you have ...........c.covvvviviiiicieninnns
Causes for an unreasonable fear you have ..........cc.........

Effects of tuition increases in your university

Effects of horror movies on young children .........ccceeeuvinreenn.

197
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Definition

A definition is a form of writing that explains what something is or
that give a meaning to something. When writing a definition, the writer
identifies the characteristics of something or someone that make that

thing or person different from others.

A sample paragraph model: Family 1

The word “family” has four meanings, according to a
dictionary. “Family” means the “most instinctive, fundamental social or
mating group in man and animal, especially the union of man and
woman through marriage and their offspring; parents and their
children.” The word “family” can also mean someone's spouse and
children, or mean persons related by blood or marriage. Family also

includes all the members of a household or those who share one’s

domestic home.

A sample paragraph model: Family 2

In every society, social norms define a variety of relationships
among people, and some of these relationships are socially
recognized as family or kinship ties. A family is a socially defined set
of relationships between at least two people who are related by birth,
marriage, or adoption. We can think of a family as including several

possible relationships, the most common being between husband and

wife, befween parents and children, and between people who are
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related to each other by birth or by marriage. Family relationships are

often defined by customs, such as the relationship between an infant

and godparents, or by law, such as the adoption of a child.

Chapter 8.3 Space Communication

Edward T. Hall, in “A System for the Notation of Proxemic
Behavior” (1963), defines proxemics as “the study of how man
unconsciously structures microspace - the distance between men
in the conduct of their daily transactions, the organization of space
in his houses and buildings, and ultimately the layout of his town.”
In his analysis of the physical space between people in their
interpersonal relationships, Hall (19686) distinguishes four distances
that he feels define the type of relationship permitted. Each of
these four distances has a close phase and a far phase, given us a
total of eight clearly identifiable distances. These four distances,
according to Hall, correspond to the four major types of

relationships: intimate, personal, social, and public.

Intimate Distance

In intimate distance, ranging from the close phase of actual
touching to the far phase of 6 to 18 inches, the presence of the
other individual is unmistakable. Each individual experiences the
sound, smell, and feel of the other’s breath. The close phase is
used for lovemaking and wrestling, for comforting and protecting. In
the close phase, the muscles and the skin communicate, while
actual verbalizations play a minor role. In this close phase,
whispering, says Hall, has the effect of increasing the psychological

distance between the two individuals. The far phase.allows us to
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touch each other by extending our hands. The distance is so close
that it is not considered proper for strangers in public, and because
of the feeling of inappropriateness and discomfort (at least for
some Americans), the eyes seldom meet but remain fixed on some

remote object.

Personal Distance

Each of us, says Hall, carries a protective bubble defining
our personal distance, which allows us fo stay protected and
untouched by others. In the close phase of personal distance (1 to
2 feet) we can still hold or grasp each other, but only by extending
our arms. We can then take into our protective bubble certain
individuals — for example, loved ones. In the far phase (2 to 4 feet)
two people can touch each other only if they both extend their
arms. This far phase is the extent to which we can physically get
our hands on things, hence it defines in one sense the limits of our
physical control over others. Even at this distance we can see
many of the fine details of an individual — the gray hairs, tooth
stains, clothing lint, and so on. However, we can no longer detect
body heat. At times we may detect breath odor, but generally at
this distance etiquette demands that we direct our breath to some

neutral corner so as not to offend.

At this distance we cannot perceive normal cologne or
perfume. Thus it has been proposed that cologne has iwo
functions. First, it serves to disguise the body odor or hide it; and
second it serves to make clear the limit of the protective bubble
around the individual. The bubble, defined by the perfume, signals
that you may not enter beyond the point at which you can smell

me,
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Social Distance

At the social distance, we lose the visual detail we had in
the personal distance. The close phase (4 to 7 feet) is the distance
at which we conduct impersonal business, the distance at which
we interact at a social gathering. The far phase (7 to 12 feet) is the
distance we stand when someone says, “Stand away so | can look
at you."” At this distance, business transactions have a more formal
tone than when conducted in the close phase. In offices of high
officials, the desks are positioned so that the individual is assured
of at least this distance when dealing with clients. Unlike the
Jdntimate distance, where eye contact is awkward, the far phase of
the social distance makes eye contact essential — otherwise
communication is lost. The voice is generally louder than normal at
this level, but shouting or raising the voice has the effect of
reducing the social distance to a personal distance. it is at this
distance we can work with people and yet not constantly interact
with them. The social distance requires that a certain amount of
space be available. In many instances, however, such distances
are not available; yet it is necessary to keep social distance,
psychologically if not physically. In order to achieve this, we
attempt different arrangements with the furniture. In a small office,
for example, people sharing an office might have their desks face
in different directions so that each worker many stay separated
from the other. Or they may position their desks against opposite
walls so that each will feel psychologically alone in the office, and

thus be able to maintain a social rather a personal distance.

Public Distance
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In the close phase of public distance (12 to 15 feet), an
individual seems protected by space. At this distance, one is able
to take a defensive action should one be threatened. On a public
bus or train, for example, we might keep at least this distance from
a drunkard so that should anything happen, we could get away in
time. Although at this distance we lose the fine details of the face
and eyes, we are still close enough to see what is happening in

case we need to take defensive action.

At the far phase {more than 25 feet) we see individuals not
as separated individuals but as part of the whole satting. We
automatically set approximately 30 feet around public figures who
are of considerable importance and we seem to do this whether or
not there are guards preventing us from entering this distance. This
far phase is, of course, the distance from which actors perform on

stage; consequently, their actions and voices have to be somewhat

exaggerated.

Chapter 9.1 Initiating Relationships

Perhaps the most difficult and yet the most important aspect
of relationship development is the process of initiating relationships
— meeting the person and presenting yourself. Murray Davis, in
“Intimate Relations” (1973), notes that the first encounter consists
of six steps, similar to those represented in Figure 9.1, “The

process of asking for a date.”
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Examine the Qualifiers

The first step is to examine the qualifiers, those qualities
that make the individual you wish to encounter an appropriate
choice. Some qualifiers are manifest or open to easy inspection,
such as beauty, style of clothes, jewelry, and the like. Other
qualifiers are latent or hidden from easy inspection, such as
personality, health, wealth, talent, intelligence, and the like.
Qualifiers tell us something about who the person is and help us to

decide if we wish to pursue this initial encounter.

Determine Clearance

Try to determine if this person is available for an encounter.
Is the person wearing a wedding ring? Does the person seem to

be waiting for someone else?

Open the Encounter

Open the encounter, both non\}erbally and verbally. Davis
suggests that we look for two things: (1) a topic that will interest
the other person (and you) and that could be drawn out of the
opener and (2) indications by the other person of a readiness to
engage in a more protracted encounter. If yes/no answers are
given to your questions or if eye contact is not maintained, then
you have some pretty good indication that this person is not open
to an extended encounter with you at this time. If, on the other
hand, the person responds at length or asks you questions in

return, then you have some feedback that says “Continuel”

Select and Integrating Topic

An integrating topic is one that will interest the other person
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and you, and will serve to integrate or unite the two of you.
Generally, such topics are found through an analysis of free
information and questions and answers. Look, therefore, for free
information - information about the person that you can see or that
is dropped into the conversation. For example, a college ring or
jacket, a beeper, or a uniform will tell you something about the
person and will suggest a possible topic of conversation. Similarly,
a casual remark may include the person’s occupation or area of
study or sports interests — all of which can be used as take-off
points for further interaction. Look and listen, therefore, for the free
information that will enable you to continue the interaction and that
will suggest additonal communication topics. Further, ask
questions (none that are too prying, of course) to discover more

about this person and to communicate your interest.

Create a Favorable Impression _
Display what is called a come-on self, a part of you that is
inviting, engaging, and otherwise interesting to another person.

Display a part of you that will make the other person want to

continue the encounter.

Establish a Second Meeting

If you and your new partner seem to be getting along, then
a second meeting should be established. This may vary from a
very general type of meeting (‘Do you always eat here on
Fridays?") to a very specific type of meeting (“How about going to
the beach next Saturday?”)

---------------------------------------------------------------------------------

Writing Assignment
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Narrate an event when you had a date or when you had
known your boy/girlfriend. What or how did you do to start the
relationship? Tell that story.

Narration

A narrative writing is one way to tell a story in written words. We tell
people about things, such as a movie or a book. In narration, we may give
information about what happen at a certain time in the movie from the
beginning to the end of it, or what.the book said from page one to the

end.

Transitional Words or Expressions:

At once, then, next, after a liitle while, first, by now, now,

later on, later, suddenly, in the next moment, immediately, etc.

A sample paragraph model

My day was a disaster. First, it had snowed during the
night, which meant | had to shovel before | could leave for work. |
was mad that | hadn’t gotten up earlier. Then | had trouble starting
my car, and to make matters worse, my daughter wasn't feeling
well and said she didn’t think she should go to school. When |
eventually did arrive at school, | was twenty minutes late. Soon |
found out the secretary had forgotten to type the exam | was

supposed to give my class that day. | quickly had to make ancther

plan. By three o'clock, | was looking forward to getting my
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paycheck. Foolish woman! When | went to pick it up, the girl in the
office told me that something had gone wrong with computers. |
would not be able to get my check until Tuesday. Disappointed, |
walked down the hill to the parking lot. There 1 met my final defeat.
In my hurry to park the car in the moming, | had left my parking

lights on. Now my battery was dead. Even an optimist like me had

the right to be discouraged!

Comparison and Contrast

Comparison is an explanation of how two or more things, events,
persons, places, and so on are similar or alike, whereas contrast explains
how they are different. [n comparing and contrasting any two or more
things, we relate them together in terms of their similarites and

differences.

Transitional Words or Expressions:
For comparison: also, like, similarly, simitar to, moreover,

just like, the same way, resemble, in a like manner, at the same

time, etc.
For contrast: on the other hand, although, however,

unlike, while, in contrast to, different from, instead, differ from, but,

etc.

A Sample Paragraph Model: Comparison

This year's recipients are no different, as you will find out.

They are ordinary rural folk who have dedicated themselves to
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restoring dignity to their rural farming communities through back-to-
nature principles. As you read about these two leaders, you will
find similarities in their stories. Both faced obstacles in the
beginning; both took action to overcome those obstacles; both
were undaunted in their efforts; both were organizers who shared
their knowledge within their communities; and both empowered

their neighbors by encouraging them to manage their own affairs.

A Sample Paragraph Model: Contrast

Even though Choosak Hadprom and Kluen Naraj are
similar in that they do not give up on any obstacles, they are
different in a few aspects of their lives. For example, while
Choosak is a farmer from Nan province, Kluen is a teacher from
Buri Ram. Unlike Choosak who is having obstacles with
personal debt and poor health, Kluen deals with trying to keep
his students to continue their education at school. To Choosak,
he thinks his success comes from the moral support and
information-sharing among other like-minded farmers. On the
other hand, Kluen's success, which is much harder to measure,

comes from his working hard with people.

A Sample Paragraph Model: Combination of Comparison and Contrast

Though on the surface there seem to be some slight
differences between the Russian workman and the‘ American

laborer, basically they are much alike. To be sure, the one
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speaks Russian and the other speaks English; the one most
likely lives in a government housing unit while the other may
own his own home; the one likes borscht and the other prefers
meat and potatoes and gravy. But their similarities far outweigh
any differences you may notice. Both fall in love with the girl of
their dreams; both celebrate a wedding as hilariously as they
can afford; both rejoice at the birth of a son or daughter; both
worry about their littte ones when they are sick; both grieve
when death enters the family. In these fundamental issues of life
they are essentially the same. And so it is that, regardless of the
official policies of their governments, when you come right down

to it, both sincerely and dearly want peace to prevail,

Chapter 9.3 Friendship Functions

Need Satisfaction

Friendships develop and are maintained to satisfy our needs.
Selecting friends on the basis of need satisfaction is similar to
choosing a marriage partner, an employee, or any person who may
be in a position to satisfy our needs. Thus, for example, if we have
the need to be the center of attention or to be popular, we choose
friends who fulfill these needs — that is, people who allow us, and
even encourage us, to be the center of attention or who tell us,
verbally and nonverbally, that we are popular. As we grow older or
develop in different ways, our needs change, and in many instance
old friends are dropped from our close circle to be replaced by new

friends who better serve our new needs.

Five Friendship Values
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Interpersonal researcher Paul H. Wright (1978, 1984) has

identified more specifically the needs that we seek to have satisfied

through friendships. We establish and maintain friendships, Wright

observes, because they provide us with certain “direct rewards.”

1.

Friends have a utility value. A friend may have special talents,
skills, or resources that may prove useful to us in achieving our
specific goals and needs. We may, for example, become friends
with someone who is particularly bright because such a person
might assist us in getting better grades, in solving our personal
problems, or in getting a better job.

Friends have an affirmation value. The behavior of a friend
toward us acts as a mirror that serves to affirm our personal
value and enables us to recognize our attributes. A friend may,
for example, help us to recognize more clearly our leadership
abilities, our athletic prowess, or our sense of humor.

Friends have an ego-support value. By behaving in a supportive,
'eﬁcouraging, and helpful manner, friends enable us more easily
to view ourselves as worthy and competent individuals.

Friends have a stimulation value. A friend introduces us to new
ideas and new ways of seeing the world and helps us to expand
our world view. A friend enables us to come into contact with
issues and concepts with which we were not previously familiar -
modern art, foreign cultures, new foods, and hundreds of other
new, different, and stimulating things.

Friends have a security value. A friend does nothing or hurt the
other person or to emphasize or call attention to the other
person’s inadequacies or weaknesses. Because of this security
value, friends can interact freely and openly without having to

worry about betrayal or negative responses.
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Pleasure and Pain Functions
The other function of friendship is to maximize pleasure and
minimize pain. This is actually a special case of the need-

satisfaction function.

If you were to ask people to complete the statement “I most
need a friend when ...,” they would probably answer in one of two
ways. One would be to say, “| most need a friend when I'm down,” “I
most need a friend when I'm feeling sorry for myself,” or “I most
need a friend when I'm depressed.” Such statements exemplify the
function that a friendship can serve when it helps us to avoid or
lessen pain. We want. a friend to be around when we are feeling
down so that he or she will make us feel a little better, lift our spirits,

or in some way alleviate the pain we are feeling.

The other way to complete the statement would be to say, “|
most need a friend when I'rﬁ Eappy," “when | want to share my good
news,” or “when | want someone to enjoy something with me.”
These statements typify the general function friendships serve to
augment one’s pleasure. A great part of the pleasure in winning a’
game, in receiving good news, and in experiencing good fortune is
in telling someone else about it and in many cases sharing it with
them.

---------------------------------------------------------------------------------

Writing Assignment

In your own words, write a definition of the word “friendship.”
What is “friendship™?
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Chapter 10.1 Similarity

If people could construct their mates, the mates would look,
act, and think very much like themselves. By being attracted to
people like ourselves, we are in effect validating ourselves, saying
to ourselves that we are worthy of being liked, that we are
attractive. Although there are exceptions, we generally like people
who are similar to ourselves in nationality, race, ability, physical
characteristics, intelligence, atlitudes, and so on. We are often

attracted to mirror images of ourselves.

The Matching Hypothesis

If you were to ask a group of friends, “To whom are you
aftracted?” they would probably name very attracti\{e people; in
fact, they would probably name the most attracti\./e people they
know. But if we were to observe these friends, we would find that
they go out with and establish relationships with people who are
quite similar to themselves in terms of physical attractiveness.
Useful in this connection is the matching hypothesis, which states
that although we may be attracted to the most physically attractive
people, we date and mate with people who are similar to ourselves
in physical attractiveness. Intuitively, this too seems satisfying. In
some cases, however, we notice discrepancies; we notice an old
person dating an atiractive younger partner or an unattractive
person with a handsome partner. In these cases, we will probably
find that the less attractive partner possesses some -quality that

compensates for the lack of physical aftractiveness. Prestige,
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money, intelligence, power, and various personality characteristics
are obvious examples of qualities that may compensate for being

less physically attractive.

Attitude Similarity

Similarity is especially important when it comes to attitudes.
We are particularly attracted to people who have attitudes similar to
our own, who like what we like, and who dislike what we dislike.
The more significant the attitude, the more important the similarity.
For example, it would not make much difference if the attitudes of
two people toward food or furniture differed (though even these can
at times be significant), but it would be of great significance if their
aftitudes toward children or religion or politics were very disparate.
Marriages between people with great and salient dissimilarities are
more likely to end in divorce than are marriages between people

who are very much alike.

Generally, we maintain balance with ourselves by liking
people who are similar to us and who like what we like. 1t is
psychologically uncomfortable to like people who do not like what’
we like or to dislike people who like what we like. Our attraction for
similarity enables us to achieve psychological balance or comfort.
The person who likes what we like in effect tells us that we are
right to like what we like. Even after an examination it is helpful to
find people who wrote the same answers we did. Notice the next
time you have an examination how you prefer the company of
others who have given the same answers as you!

------------------------------------------------------------------------------------

Writing Assignment
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Compare and contrast you and your boy/girlfriend. In what

way or ways you are similar to or different from him or her.
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Appendix H
Peer Response Sheet for a Paragraph (Assignment....... )
Respondent: ....ccoeiiiiiiiiiiiiiiiineeinne,
PV E (14 o) SR

*Please answer the following questions, keeping in mind that the

purpose of peer response is to help each other write better.

1. This writing assignment should be only ............... paragraph(s)
long. How many paragraphs has the author written? ............

2. Can you find the topic sentence?
.............. Yes ovverevnnnnnNO Ll doN’t know

3. Please underline what you think is the topic sentence.

4. Please read the paragraph carefully and underline everything you
don’t understand.

5. What do you like the best about this paragraph?

6. What questions, comments, suggestions do you have for the

author?

**After you have answered the questions, discuss your answers and
the paragraph with the authors(s). Remember that you are trying to |
help your classmates improve their writing, so it's important that they
understand your answers,

(Adapted from “Preparing ESL students for peer response” by E.
Cathrine Berg; TESOL Journal, 8, 24.)
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Bangkok University

Language Institute

EN 202 Second Semester 2001

Course Objective:

1. To instill into students the necessity of effective reading and provide

them with useful reading materials in order to develop their reading,

vocabulary and study skills

2. To help students improve paragraph writing and to increase their

writing ability

3. To develop communication skills such as asking, answering

guestions, and expressing their opinion and to practice and improve

their pronunciation.

Textbook: Bernard Seal, Academic Encounters: Reading, Studying

Skills, and Writing. Cambridge University Press, 1997.

Grading System for Midterm and Final

MT

Reading 50
Writing 50
-Writing Quiz (in-class) 20
-Dictation Quiz 10
-Writing exam 20
Speaking 50

-Participation 15

FN

50
50
20
10
20

50
15

Total
100
100

100




216

-Presentation of Self-Study Reading 15 15
-Oral Presentation 20 20

300

Weeks Topics for Midterm

1-6 Chapter 1.1 What is Stress?
Chapter 1.3 Coping with Stress + Writing assignment
Chapter 2.2 Smoking + Writing assignment
Chapter 3.4 Teenage Suicide + Writing quiz

7 Oral Presentation
Weeks Topics for Final
1-6 Chapter 8.3 Space Communication
Chapter 2.1 Initiating Relationships + Writing

assignment

Chapter 9.3 Friendship Functions + Writing assignment
Chapter 10.1 Similarity + Writing quiz

7 Oral Presentation

Note 1. Topics for writing are adjustable

4. For any writing assignments or writing quizzes, students are

supposed to write a composition of at least 100 words.

Supplementary sheet

Midterm: 1. Paragraph Writing 2. Linking Words 3. Vocabulary

Exercise

Final: 1. Fragments 2. Run-on Sentences 3. Vocabulary Exercise
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Appendix J

Pre-writing Activity

1. You are assigned to write “a paragraph” about your life at Bangkok
University. As you begin to make a decision about what you want to
communicate to your reader, you will find that this subject is broad and
can take several paragraphs to try to tell. You can make a list of

possible topics, as pre-writing.

Listing

My life at Bangkok University
What | like about Bangkok University
My friends at Bangkok University
My classes at Bangkok University
How | cammute to the university
Problems -with my school life
etc. _
2. You parrow your topic and continue thinking about the ideas,
information, or example that you could use in this paragraph. You may

write what you want to write in a variety of ways. One way is called

“clustering.”

N

Clustering | CJ. 43S €S
W/M

onlo\ems with Y 5Cheo) e
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3. Another form of pre-writing is called “freewriting.” The writers write
everything that comes into their minds, about the topic without
stopping. They allow the storms of ideas in their brains to flow onto

the paper, without worrying about organization or grammar.
Freewriting

I hate writing in English, but | have to write in English more because

- | have to prepare all my other classes

- | write my American friends

- When I'm writing letters, it takes me a long time to find right words
which are adequate for my feelings............ Once | was writing an article

(in English).....I don’t think that writing in English is easier for me.....



