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ABSTRACT

The purposes of this study were: 1) To investigate writing strategies
employed by high and low English proficiency students at Mahidol University in
the 2011 academic year and 2) To compare writing strategies employed by both
high and low English proficiency students.

The sample group of this study was selected by using the purposive
sampling and simple random sampling techniques. The subjects included 337
first-year students (291 low proficiency students and 46 high proficiency
students). They were divided into two groups: high and low English proficiency
students based on entrance examination English scores and university criterion.
To collect quantitative data, questionnaires were used, and to collect qualitative
data, a writing test, think-aloud protocol, and semi-structured interviews were
employed. The Chronbach alpha reliability coefficient of questionnaires was
0.92. Quantitative data were analyzed by percentage, mean, standard deviation,
and t-test. Writing tests were scored by three raters. Think-aloud protocol and
semi- structured interviews were tape-recorded. Recorded tapes were transcribed
and then analyzed to elicit key ideas and themes by using content analysis.

The major results of this research are as follows. 1) The high English
proficiency students employed a variety of writing strategies with more
frequency than low English proficiency students. 2) Both high and low
proficiency students employed their writing strategies differently at a statistically
significant level (p < .05).

KEY WORDS: WRITING STRATEGIES/ HIGH AND LOW ENGLISH
PROFICIENCY STUDENTS
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CHAPTER I
INTRODUCTION

1.1 Background of the study

English is the most widely used a global language throughout the world
(Crystal, 2003; Evans, 2010; Nunan, 2003). English is now the language taught as a
first language and foreign or second language for communicative purposes in over 100
countries such as China, Russia, Germany, Spain, Egypt, and Brazil (Crystal, 2003;
Saito, 2010). English has approximately 375 million native speakers, born in the
United Kingdom, the United States, Canada, Australia, and other countries. It has been
estimated that there are over a billion non-native speakers of English (Crystal, 1997).
The Cambridge Encyclopedia of Language reported that approximately 300 million
use English as a first language, 300 million as a second language, and 100 billion use
it effectively as a foreign language (Crystal, 1987). Surprisingly, in this decade, the
number of people using English as a first language, second language, and a foreign
language has continued increasing to over a billion (Crystal, 2003). Moreover, English
is used as an official language for communication in ASEAN (Crystal, 2003; Nunan,
2003; Yang & Lau, 2003). All in all, English plays an important tool for people in this
competitive world of business, education, and science and advanced technology
(Hismanoglu, 2011; Nunan, 2003; Puteh, Rahamat, & Karim, 2010).

English for business: English is used in business as a common language

for communication. Nowadays, there is growing trade between countries; people use
English to cooperate, converse, and negotiate with people who come from many
countries and use different languages (Ku & Zussman, 2010; Kankaanranta &
Louhiala-Salminen, 2012). As a result, the demand for English used in the workplace
has been increasing. English is required in applying for job. Many jobs require
applicants to be fluent in English. People believe that English proficiency helps them
to obtain a good job in the future (Yang & Lau, 2003).
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English for education: English is the most widely use language; many

branches of knowledge use English in journals and textbooks (Crystal, 2003). For
example, most of textbooks are written in English; English is used in 27% of the books
published around the world (Nagaraj, 2008; Nunan, 2003; Okamura, 2006). A big
academic resource is the Institute for Scientific Information (ISI), acquired by
Thomson Scientific and Healthcare in 1992; it is now known as Thomson ISI. ISl is the
Web of Knowledge database service and contains 16,000 international journals, books,
and proceedings in the sciences, social sciences, and arts and humanities (The ISI
Database: The Journal Selection Process, 2004). All papers or research articles
published in ISI are in English. Contextually, in Thailand, English is used a means of
international communication, bilingual, and world class standard school (The Ministry
of Education, 2001); it is the medium instruction in bilingual secondary programs and
international programs at the post-secondary level (Ljosland, 2011). In these contexts,
teachers lecture to and communicate with students in English. Students use English to
communicate with their teachers and classmates, and they also use English to acquire
their knowledge from their English textbooks, printed media, the Internet, and
television. Therefore, students need to be proficient in English.

English for science and advanced technology: The English language is

sometimes described as the lingua franca of computing. English is the language of
science and advanced technology. People use English to communicate with others
around the world through the use of technology such as the Internet, video
conferencing, computers, and mobile phones (Lai, Lin, & Kersten, 2010). For
example, people surf the Internet and use it to search for information, so they need to
read English. People who know English can deal with the Internet and use it to obtain
information and communication. Additionally, people also communicate with
foreigners via e-tools such as MSN, Facebook, Twitter, and online games; some
people need to chat in English. To sum up, English serves as a tool for communication
in science and technology.

In conclusion, it is clear that English is an important medium that people
use to communicate in the competitive world of business, education, and science and

advanced technology.
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1.2 Rationale for the study

Of the four skills, writing is essential for both educational and
occupational purposes. In the field of education, students are required to write in
English, doing such tasks as note-taking, summarizing, and composing articles,
papers, research proposals, and theses. In the field of business, writing is widely used
for 1) communication networks such as sending e-mails or personal letters, and
chatting online and 2) business such as writing minutes and agendas for meetings,
writing memos, business letters, announcements, advertisements, and writing resumes
to apply for jobs. To conclude, writing is a necessary skill for both educational and
occupational purposes. Thai students, therefore, need to pursue writing skills and
develop their writing abilities.

The writing process is very difficult since it is complex and sophisticated
because when writing, writers have to plan and organize their ideas, select the
appropriate words or idioms, use the right grammatical structures, and revise the final
product (Barbier & Spinelli-Jullien, 2009; Clifford, 1991; Gebhard, 2000; Kroll,
1997). Writing requires students to discover a new way of expressing their ideas and
to discover a need for finding the right words and sentence structures (Schoonen,
Gelderen, Stoel, Hulstijn, & Glopper, 2011). Raimes (1983) stated that this process
links writing and thinking which makes writing a valuable part of any language
course.

In Thailand, the most serious problem of Thai students is writing. This
finding is confirmed by Pawapatcharaudom (2007) who found that writing is the
largest problem of Thai students. Furthermore, the writing proficiency of Thai student
is still unsatisfactory (Prapphal, 2001; Punthummasen, 2007). In brief, writing is
considered as the most complex and difficult skill for any language student (Kroll,
1997; Tangpermpoon, 2008).

Constructing quality writing pieces are very difficult because writers are
concerned with not only the writing process but also other variables such as
environment, motivation, attitude, learning style, and learning strategies and these
variables affect the success or failure of students in their language learning (Rubin,

1975). Learning strategies are an interesting issue for researchers; they need to identify
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the effects of learning strategies on success in language learning (Bremmer, 1999;
Grainger, 1997; Green & Oxford, 1995; Lee, 2010; Lavasani & Faryadres, 2011).

Tuncer (2009) stressed that the use of learning strategies is one of the
significant variables affecting language learning. Moreover, learning strategies enable
learners to gain more responsibility for their own learning and progress. Learning
strategies are operations employed by the learner to aid the acquisition, storage,
retrieval, and use of information (O’ Malley & Chamot, 1990; Rubin, 1987). The
investigation of language learning strategies generates knowledge; teachers need to
understand what learning strategies students use in their learning. As a result, learners
use various strategies effectively in order to solve the problems they face while
learning and acquiring a language. Rubin (1987) states that a teacher can encourage
students’ preferences in their language strategy use to help them reach their goals.
Thus, it is an important teacher role to provide an environment that encourages
students to acquire and use strategies which work for them (Cesur, 2011).

To sum up, writing skills can be developed, and students should be trained
to use learning strategies because learning strategies are one factor affecting students’
achievement. To develop students’ writing proficiency, teachers should understand the
benefits of and how to use writing strategies in order to train their students to write
successfully. For these reasons, this study was conducted to investigate what particular
writing strategies were employed by students with different proficiencies (high and

low) in English.

1.3 Statement of problem

In Thailand, English has been taught as a foreign language for decades
(Noytim, 2008). Thai students are required to learn English from basic education to
higher education (The Ministry of Education, 2001). Although Thai students have
studied English for nine to twelve years, they still encounter difficulties in learning
English. The English proficiency level of Thai students ranks lower than to that of
students in other Asian countries (Prapphal, 2001; Wiriyachitra, 2002). Thai students
face difficulties in learning English from the primary level to the tertiary level. Not
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only do the students face problems, but the teachers also have problems in teaching
English as well.

Student Problems

At the primary level (Prathomsuksa 1-6): Punthumasen (2007) reported

that the English proficiency of Thai students is low due to a lack of high quality
language teaching. Final examination for English at the primary and secondary levels
from academic year 2002 to 2004 showed a decline. For instance, in grade 6, the
average scores were 47.40, 41.17, and 37.34 out of 100 respectively. In grade 12,
average marks in the years 2003 and 2004 were 39.41 and 32.45 out of 100
respectively.

At the secondary level (Mattayomsuksa 1-6): The average English score

on the university entrance examination from 2002 to 2005 was 40.12 out of 100. This
was lower than the standard criteria. Recently, the director of the National Institute of
Education Testing Service (a publishing organization) announced the results for seven
compulsory subjects: including Thai, sociology, English, mathematics, physics,
chemistry, and biology. The findings show that the mean scores for all subjects had
declined. English scores ranged from 1.25 to 92.50 and the mean score was 28.43 out
of 100. This is a rather low mean score (“NIETS”, 2012, p.12). To conclude, this result
indicates that the English proficiency level of Thai students has been declining every
year.

At the tertiary level: Prapphal (2001) conducted a survey on the English

proficiency of Thai students. The results showed that the English proficiency of Thai
students is lower than that of students from other ASEAN countries. In a comparison
of worldwide student abilities in English, the TOEFL scores of Thai science and non
science graduates were low. The average scores were not acceptable for study at the
graduate level in western colleges.

Teacher Problems

English teachers may face problems. Wiriyachitra (2002) studied the
problems of English language teaching in Thailand. The findings showed that Thais
did not accept English as an official language. Thai is the only official language,
which causes Thais’ English proficiency levels to be lower than that in other countries
in Asia (Wiriyachitra, 2002). The Thai English curriculum does not meet the
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requirements of the workplace. The demand for English used in the workplace has
been increasing, but English language teaching in Thailand has not prepared Thai
students for a competitive world. English teaching emphasizes the grammar-
translation. In addition, Punthumasen (2007) found that the environment inside and
outside of school including in the home and community has not encouraged
development of students’ English skill. Thai students have few opportunities to
practice on a daily basis. In summary, these problems have resulted in Thai students’
failure to improve in English.

In short, although almost teachers emphasize English, Thai students do not
master English effectively (Punthumasen, 2007). As a result, Prapphal (2001)
suggested that graduates from local universities in Thailand need more practice in
listening, writing, and reading. Therefore, to fill this gap, this study was conducted to
investigate the writing strategies employed by high and low English proficiency
students. The findings of this study may help teachers to understand the writing

strategies employed by students at different levels of proficiency.

1.4 Objectives of the study

The objectives of the study are as follows:

1) To investigate the language learning strategies for learning writing
employed by students at all levels of proficiency.

2) To investigate the language learning strategies in learning writing
employed by high proficiency students.

3) To investigate the language learning strategies for learning writing
employed by low proficiency students.

4) To compare the language learning strategies for learning writing
employed by high and low proficiency students.
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1.5 Research questions

The study was conducted to answer the following questions:

1) What are the particular strategies which students at all levels of
proficiency employ in the English writing process? To what extent do they use these
strategies?

2) What are the particular strategies which high proficiency students
employ in the English writing process? To what extent do they use these strategies?

3) What are the particular strategies which low writing proficiency
students employ in the English writing process? To what extent do they use these
strategies?

4) Are there any significant differences in the writing strategies employed

by high and low proficiency students?

1.6 Significance of the study

This study was conducted to investigate strategies for learning writing
employed by high and low proficiency students at Mahidol University in the academic
year of 2011. The findings of this study will be useful for the following:

1) The findings obtained will give teachers and students a better
understanding of the writing strategies employed by students with different
proficiency levels for writing in English.

2) This study may be useful in raising the awareness of teachers and
students of the benefits of language learning strategies used to improve students’
writing proficiency.

3) The results of this study will be a guideline for teachers in preparing and
designing appropriate activities develop students’” writing ability.

4) Students may learn what language learning strategies are appropriate for
making them more effective writers.

5) Language learning strategies are teachable (Chamot & Kupper, 1989;
Larsen-Freeman, 1991; O’ Malley & Chamot, 1990; Oxford, 1990; Sheorey, 1999).
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Therefore, learners should be trained to use appropriate strategies in order to improve

their language proficiency.

1.7 Limitations of the study

This study was conducted to investigate language learning for learning
writing employed by both low and high proficiency students. This study was limited to
writing strategies and to different proficiency levels. Generalizations may be suitable
for those students who are at the same level and have the same language learning
background. Moreover, this study only assessed writing strategies; the results reflect

students’ writing and not their listening, speaking, or reading.

1.8 Conceptual framework for the study

....... .5 hlgh '-.,.....0 , Memory
proficiency :

] students ) Direct  \....... Cognitive
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7 - Compensation
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Figure 1.1: Conceptual Framework Diagram
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This section presents the concept of the process to accomplish the
objectives of this study. This study investigated writing strategies employed by both
high and low proficiency students. The instrument used in this study was the SILL
questionnaire devised by Oxford (1990) as a guideline for developing writing
strategies inventory questionnaires. The data obtained from the writing strategies
inventory questionnaires revealed the use of writing strategies and the frequency of
use of language learning strategies in writing. The data obtained was then grouped into
the six main categories proposed by Oxford (1990): memory strategies, cognitive
strategies, metacognitive strategies, compensation strategies, affective strategies, and
social strategies. Moreover, the frequency of use of the language learning strategies for
learning writing employed by high and low proficiency students were compared to

find out if there was a difference in use of the language learning strategies.

1.9 Definitions of terms

1) Language learning strategies are “specific actions taken by the learners
to make learning easier, faster, more enjoyable, more self-directed, more effective, and
more transferable to new situations” (Oxford, 1990, p.8).

2) Writing strategies refer to individual techniques or steps used to
organize cognitive activities like planning, composing, and revising in writing (Kieft,
Rijlaarsdam & Bergh, 2006).

3) Strategy Inventory for Language learning (SILL) is an instrument
devised by Oxford (1990). It is designed to assess the frequency of use of language
learning strategies and to investigate learners’ language learning strategies. There are
two versions of the SILL: version 5.1 (80 items) is designed for whose native language
is English, and version 7.0 (50 items) is designed for non-native speakers of English
who learn English as a second or foreign language (ESL/EFL). This study employs
SILL version 7.0 as a tool for collecting data.

4) High proficiency students refer to first year students at Mahidol
University in the academic year of 2011. Their proficiency level was based on
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entrance examination scores and university criteria. Students who were placed in level
6 are considered to have a high proficiency level.

5) Low proficiency students refer to first year students at Mahidol
University in the academic year of 2011. Their proficiency level was based on
entrance examination scores and university criteria. Students who were placed in level

2 are considered to have a low proficiency level.



Fac. of Grad. Studies, Mahidol Univ. M.A. (Applied linguistics) / 11

CHAPTER I
LITERATURE REVIEW

Chapter two describes some research related to the topic of this paper:
language learning strategies, introduction to writing, previous research on writing

ability and writing strategies.

2.1 Language learning strategies

2.1.1 Definition of language learning strategies

Research into language learning strategies has increased significantly since
language learning strategies play an important role in affecting students’ success in
improving language proficiency and achievement. Researchers and educators have
defined language learning strategies in a variety of ways and from different points of
view (Brown, 1987; Rubin, 1987; Wenden, 1987; O’Malley & Chamot, 1990; Oxford,
1990). Brown (1987) defined the word “strategies” as “specific methods of
approaching a problem or task, modes of operation for achieving a particular end,
planned designs for controlling and manipulating certain information” (p.104). Rubin
(1987) stipulated that learning strategies should include any set of operation, steps,
plans, and routines employed by the learners to facilitate the obtaining, storage,
retrieval and use of information (Wenden & Rubin, 1987). Wenden (1987) saw
strategies as problem oriented, specific actions or techniques. Learners utilize these
strategies to respond to learning needs, to facilitate the acquisition, storage, retrieval or
use of information. Strategies contribute directly to learning. Learners can control
and/or transfer incoming information about the knowledge (Wenden & Rubin, 1987).
O’Malley and Chamot (1990) defined learning strategies as the special thoughts,
behaviors, actions, and techniques that learners use to help them comprehend, learn, or

retain new information.
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To be precise, Oxford (1990) stated that language learning strategies are
“specific actions taken by the learners to make learning faster, more enjoyable, more
self-directed, more effective, and more transferable to new situations” (p.8). Oxford
(1990) described the features of language learning strategies as follows:

1) Language learning strategies contribute to the main goal. They
encourage learners to develop communicative competence, to become self-directed, to
use new language in real life, to overcome their limitations, and to develop their ability
in a new language.

2) Language learning strategies can be taught. They expand the role of the
teacher. Teachers can identify students’ learning strategies, conduct training on
strategies, and help learners to become more independent. Teaching learning strategies
helps learners to become more conscious of strategy use and more adept at employing
appropriate strategies.

3) Language learning strategies are problem-oriented. Learners use them to
solve different kinds of learning problems or needs, accomplish learning tasks and
achieve their goal.

4) Language learning strategies are specific actions such as learning styles,
motivation, and aptitudes used by the learners to enhance their learning. Moreover, a
variety of factors such as degree of awareness, stage of learning, task requirement,
teacher expectation, gender, age, level of proficiency and purpose for learning the
language have an influence on language learning strategies used by the learners.

5) Language learning strategies involve many aspects of the learner
including the metacognitive function, the affective function and other functions. They
are not limited to the cognitive function.

6) Language learning strategies support and encourage learning both
directly and indirectly. Direct and indirect strategies are equally significant in terms of
support and sustain each other in language learning.

7) Language learning strategies are often conscious, but not always
observable. They can become automatic after a certain amount of practice and use.

8) Language learning strategies are flexible and unpredictable sequences
and imprecise patterns. They depend on an individual learner’s choice, use,

integration, and sequence.
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In summary, language learning strategies are the techniques, actions or
behaviors that the learners utilize to improve their language acquisition. Language
learning strategies should be taught to help students overcome the problems while
learning. Therefore, understanding the classification of language learning strategies

and their function will benefit both teachers and learners when teaching and learning.

2.1.2 Classifications of language learning strategies

Language learning strategies have received increasing interest and have
been studied by many researches and educators (Bremmer, 1999; Grainger, 1997,
Green & Oxford, 1995). Research on many aspects of language learning strategies has
been conducted; for example, Bremmer (1999) studied the relationship between the
level of language proficiency and the learner’s use of language learning strategies. In
another example, Satta-Udom (2007) compared the use of language learning strategies
by science and non-science students. Researchers have conducted studies to identify
what learners do to learn a language because leaning strategies have effects on
achievement in learning a language. As a result, language learning strategies were
classified in a variety of ways and from different points of view, so only the most
widespread LLS will be presented here. These are the classifications of Rubin (1987),
O’ Malley and Chamot (1990), and Oxford (1990).
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Rubin’s (1987) classification
Rubin (1987) grouped language learning strategies into three main
categories: learning strategies, communication strategies, and social strategies. See

Figure 2.1.

— A. clarification/verification
1.1 Cognitive B. guessing/inductive \
strategies inferencing
C. deductive reasoning
D. practice
1) Learning strategies E. memorization

F. monitoring

A. planning

B. prioritizing

C. setting goals

D. self-management

1.2 Metacognitive
strategies

2) Communication strategies

3) Social strategies

Figure 2.1 Diagram of the Learning Strategy System proposed by Rubin (1987)

1) Learning strategies contribute to the development of the language

system; they involve strategies which the learner constructs and affect learning
directly. In this category, Rubin (1987) included cognitive and metacognitive learning
strategies which contribute directly or indirectly to language learning. (a) Cognitive
strategies refer to “the steps or operations used in learning and problem-solving that
require direct analysis, transformation, or synthesis of learning material” (p.23). She
divided cognitive  learning  strategies into  six  general  strategies:
clarification/verification, guessing/inductive inferencing, deductive reasoning,
practice, memorization, and monitoring. (b) Metacognitive strategies refer to
knowledge about the cognition process, self-management through planning,
monitoring, and evaluating. The four main metacognitive strategies consist of

planning, prioritizing, setting goals, and self-management.
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2) Communication strategies are important because they allow the learner

to remain in conversation. Learners can learn through opportunities to hear more of the
target language, to produce new utterances, and to test their knowledge.

Communication strategies contribute indirectly to learning.

3) Social strategies are activities in which learners engage. These activities
afford them opportunities to be exposed to language and practice their knowledge.
Rubin (1987) states that “these strategies contribute indirectly to learning since they do

not lead to obtaining, storing, retrieving, and using the language” (p.27).

O’Malley and Chamot’s (1990) classification

O’Malley and Chamot (1990) divide learning strategies into three
categories. The three strategies are metacognitive strategies, cognitive strategies, and
social/ affective strategies.

1) Metacognitive strategies are “higher order executive skills that may

entail planning, monitoring, or evaluating the success of learning activities” (p. 44).
Metacognitive strategies refers to knowledge about cognition or regulation of
cognition. Metacognitive strategies include the processes for receptive or productive
language tasks such as selective attention for special aspects of a learning task,
planning the organization, monitoring or reviewing, and evaluating a learning or
problem-solving activity.

2) Cognitive strategies operate directly on incoming information,

manipulating it in ways that enhance learning. Cognitive strategies are divided into
three groups: rehearsal, organization, and elaboration. Cognitive strategies include
inferencing, guessing meaning, and elaboration or relating the new information to
other concepts in memory.

3) Social/affective strategies present a broad grouping involving either

interaction with other persons or control over affects such as working with peers to
solve a problem, eliciting additional explanation from teachers or peers, and using

mental redirection of thinking.
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Classification of learning strategies by O’Malley and Chamot (1990)
Table 2.1 Classification of Learning Strategies by O’Malley and Chamot (1990, p. 46)

Generic
strategy
Classification

Representations
Strategies

Definitions

Metacognitive

Selective attention

Focusing on special aspects of learning task, as in

strategies planning to listen for key words or phrases.

Planning Planning for organization of either written or
spoken discourse.

Monitoring Reviewing attention to a task, comprehension or
information that should be remembered, or
produced while it is occurring.

Evaluation Checking comprehension after completing a
receptive language activity, or evaluating
language production after it has taken place.

Cognitive Rehearsal Repeating the names of items or objects to be
strategies remembered.

Organization

Inferencing

Summarizing

Deducing
Imagery

Transfer

Elaboration

Grouping and classifying words, terminology, or
concepts according to their semantic or syntactic
attributes.

Using information in text to guess meaning of
new linguistic items, predict outcomes, or
complete missing parts.

Intermittently synthesizing what one has heard to
ensure the information has been retained.
Applying rules to the understanding of language.
Using visual images to understand and remember
new verbal information.

Using known linguistic information to facilitate a
new language task.

Linking ideas contained in new information, or
integrating new ideas with known information.

Social/affective
strategies

Cooperation

Questions for
clarification
Self-talk

Working with peers to solve problems, to pool
information, to check notes, or to get feedback on
a learning activity.

Eliciting from teacher or peers additional
explanation rephrasing, or examples.

Using mental redirection of thinking to assure
oneself that a learning activity will be successful
or to reduce anxiety about task.
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Oxford’s (1990) classification

Oxford (1990) classified language learning strategies into two major
categories: direct and indirect. These strategies are further subdivided into six groups.
Direct strategies refer to direct involvement in dealing with the target language
(Oxford, 1990). Direct strategies are divided into three groups: memory strategies,
cognitive strategies, and compensation strategies. All direct strategies require mental
processing of the language. Indirect strategies are divided into metacognitive
strategies, affective strategies, and social strategies. All these strategies are called
indirect because they support and manage language learning without directly involving
the target language (Oxford, 1990). Learning strategies are useful for language
learning and are applicable to all four skill areas. The language learning strategies

proposed by Oxford (1990) are presented in the following diagram. See Figure 2.2.

l—N LANGUAGE LEARNING STRATEGIES "—l

DIRECT STRATEGIES

A. creating mental links

I. Memory
\ B. applying images and sounds
strategies N
C. Reviewing well
A. Practicing
B. Receiving and sending
I1. Cognitive messages
strategies C. Analyzing and reasoning

D. Creating structure for input

and output

I1I. Compensation o Guessing intelligently
strategies < g, Overcoming limitations

INDIRECT STRATEGIES
A. Centering your learning

I. Metacognitive
B. Arranging and planning

strategies
your learning
C. Evaluating your learning
1. Affective A. Lowering your anxiety
. B. Encouraging yourself
strategies
C. Taking your emotional
temperature
111. Social A. Asking questions
strategies B. Cooperating with others

. Empathizing with others

Figure 2.2 Diagram of the Strategy System Showing Two Classes, Six Groups, and

Nineteen Sets (Oxford, 1990, p.17)
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These strategies are described as follows:

1) Memory strategies, sometimes called mnemonics, are language learning

strategies helping students store and retrieve new information such as grouping or
using imagery. Memory strategies fall into four sets: creating mental linkages,
applying images and sounds, reviewing well, and employing action.

2) Cognitive strategies enable learners to understand, manipulate, and

transform new language in a variety of ways such as repeating, analyzing or
summarizing, and taking notes. The four sets of cognitive strategies are practicing,
receiving and sending messages, analyzing and reasoning, and creating structure for
input and output.

3) Compensation Strategies enable learners to use the new language to

acquire knowledge. These strategies help learners to overcome their limitations and
inadequacies in their repertoire of grammar and vocabulary. Compensation strategies
consist of two sets: guessing intelligently in listening and reading, and overcoming
limitations in speaking and writing.

4) Metacognitive strategies enable learners to manage their own learning

process. Strategies in this group provide a way for learners to control their own
cognitive processes or to coordinate the learning process. Metacognitive strategies
consist of three strategy sets: centering, arranging and planning, and evaluating.

5. Affective strategies refers to emotions, attitudes, motivations, and values

through which the learners control language learning. Oxford (1990) claims that
“positive emotions and attitudes can make language learning far more effective and
enjoyable” (p.140).

6) Social strategies involve learning by interaction with others by asking

questions, operating with others, and empathizing with others. These strategies allow
learners to gain great benefits in terms of asking for correction and asking for

clarification.
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The classification of language learning strategies proposed by Oxford

(1990) consists of six categories and nineteen strategy sets as follows:

Table 2.2 Oxford’s Strategy System Showing All Strategies (Oxford, 1990, p.18-21)

DIRECT STRATEGIES

INDIRECT STRATEGIES

I. Memory strategies
A. Creating mental linkages
- Grouping
- Associating/elaborating
- Placing new words into a context
B. Apply images and sounds
- Using imagery
- Semantic mapping
- Using key words
- Representing sounds in memory
C. Reviewing well
- structured reviewing
D. Employing action
- using physical action or sensation
- using mechanical techniques

I1. Cognitive strategies
A. Practicing
- Repeating
- Formally practicing sounds
and writing systems
- Recognizing and using formulas
and patterns
- Recombining
- Practicing naturally
B. Receiving and sending messages
- Getting the ideas quickly
- Using resources for receiving
and sending messages
C. Analyzing and reasoning
- Reasoning deductively
- Analyzing expressions
- Analyzing contrastively
- Translating
- Transferring
D. Creating structure for input and output
- Taking notes
- Summarizing
- Highlighting

I. Metacognitive strategies
A. Centering your learning
- Overviewing and linking with
already known material
- Paying attention
- Delaying speech production to
focus on listening
B. Arranging and planning your learning
- Finding out about language
learning
- Organizing
- Setting goals and objectives
- Identifying the purpose of a
language task (purposeful
listening/ reading/ speaking/
writing)
- Planning for a language task
- Seeking practice opportunities
C. Evaluating your learning
- Self-monitoring
- Self-evaluation

I1. Affective strategies
A. Lowering your anxiety
- Using progressive relaxing
- Using music
- Using laughter
B. Encouraging yourself
- Making positive statements
- Taking risks wisely
- Rewarding yourself
C. Taking your emotional temperature
- Listening to your body
- Using your checklist
- Writing a language learning
diary
- Discussing your feelings with
someone else
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Table 2.2 Oxford’s Strategy System Showing All Strategies (Oxford, 1990, p.18-21) (cont.)

DIRECT STRATEGIES

INDIRECT STRATEGIES

I11. Compensation strategies
A. Guessing intelligently
- Using linguistic clues
- Using other clues
B. Overcoming limitation
- Switching to the mother tongue

I11. Social strategies
A. Asking guestions
- Asking for clarification or
verification
- Asking for correction
B. Cooperating with others

- Getting help

- Using mime or gesture

- Avoiding communication

- Selecting the topic C. Empathizing with others

- Adjusting/ approximating the - Developing cultural
message understanding

- Coining words - Becoming aware of others’

- Using a circumlocutions or thoughts and feelings
synonyms

- Operating with others
- Cooperating with proficient users
of the new language

To sum up, these researchers (O’Malley & Chamot, 1990; Oxford, 1990;
Rubin, 1987) classified language learning strategies from different points of view.
Rubin (1987) classified language learning strategies into three categories: learning
strategies, communication strategies, and social. Rubin placed cognitive strategies and
metacognitive strategies into the group of learning strategies which contribute directly
or indirectly to language learning. O’Malley and Chamot (1990) divided language
learning strategies into three categories: cognitive strategies, metacognitive strategies
and social strategies. They classified language learning strategies based on the type of
informative purpose. Oxford (1990) divided language learning strategies into two
main categories: direct and indirect strategies, with six subcategories. Memory
strategies, cognitive strategies, and compensation are the direct strategies; whereas
metacognitive, affective, and social strategies are the indirect strategies.

The classification of language learning strategies proposed by Oxford
(1990) has been widely accepted as the most exhaustive hierarchy of learning
strategies to date (Hsiao & Oxford, 2002; Rivera-Mills & Plonsky, 2007).
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2.1.3 Previous research on language learning strategies

Researches into language learning strategies have been increasing since
the 1970s because language learning strategies play an important role in language
learning (Lee, 2010). Therefore, over the last twenty years there has been an
increasing amount of research into language learning strategies (Rivera-Mills &
Plonsky, 2007). Numerous studies have been conducted to investigate the use of
learning strategies to understand and to improve the way learners acquire language.
According to Oxford (1990), which language learning strategies are used is influenced
by various factors such as gender, age, level of proficiency, field of study, and
language and content. As a result, studies into language learning strategies have
conducted according to the various factors.

In research on the level of proficiency and age, Bremmer (1999) studied
the relationship between levels of language proficiency and the learners’ use of
language learning strategies. The participants were divided into three different levels:
low, medium, and high. The findings showed that high proficiency learners used
language learning strategies more frequently than did low and medium learners. In
2002, Magogwe and Oliver explored the relationship among preference for language
strategies, and age, proficiency and self-efficacy beliefs. High proficiency students
used more strategies than those of low proficiency and older learners also used more
strategies than younger ones. The results of Lai (2009) and Yilmaz (2010) also showed
that proficiency level has a significant effect on strategy choice and use. High
proficiency students used more learning strategies.

Satta-Udom (2007) surveyed the use of language leaning strategies
employed by science and non-science. The findings showed that non-science students
used language learning strategies more frequently than did science students.
McMullen (2009) investigated the effect of gender and academic major on the use of
language learning strategies. The findings revealed that female students used language
learning strategies more than id males and computer science students used language
learning strategies more than did management information system students.

In terms of language and content, Srinusen (2008) explored the use of
language learning strategies employed by students in different programs: the regular

program and the English program. The results revealed that English program students
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used language learning strategies more often than did regular program students. In
summary, the results of these studies reveal varied and different uses of language

learning strategies based on various factors.

2.2 Introduction to writing

Writing skills help learners to learn the second language (Raimes, 1983).
The role of writing helps learners to learn the second language in terms of reinforcing
the grammar, idioms, and vocabulary; providing students with the opportunities to
explore the new language and get involved with the new language. Students are able to
use the language to express their thoughts through the written word. They can discover
new ways to express their ideas. Thus people need to learn how to write in order to
convey their knowledge or ideas effectively. In conclusion, it is clear that writing
skills can help learners to learn the second language effectively. To better understand
these aspects of writing, the definition of writing, kinds of writing, the writing process,
and components of writing skills will be discussed more detail in the following

section.

2.2.1 Definition of writing

Researchers and educators have defined writing in a variety of ways.
Flower and Hayes (1980) viewed writing as a problem-solving process in which ideas
are actively constructed to satisfy communicative goals. Zamel noted (1983) that
writing is “indeed a process of discovering and making the meaning.” (p. 165). Crews
(1992) defined writing as a process of putting thoughts into written words or
translating thoughts into language. Writing involves a variety of cognitive skills
including planning, translating, and reviewing which are applied recursively under the
control of a central executive or monitor. Moreover, Cho (2003) defined writing as a
cognitively complex and interactive process which is made up of multiple sub-
processes. In conclusion, writing is the cognitive process of putting thoughts into the

written word for communication.
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At the tertiary level, writing is a necessary skill, especially academic
writing. Academic writing is necessary for college and university students to fulfill the
purposes of education (Thaiss, Chris, & Zawacki, 2006). For example, students are
required to use such academic genres as dissertations and theses. Academic writing
can be defined as a form of expository prose which should be precise, semi-formal,
impersonal, and objective.

Academic writing is the process of breaking down ideas in order to
increase understanding about a particular thing. Academic writing differs from general
writing in three ways: use of deductive reasoning, semiformal voice, and third person
point-of-view. 1) Deductive reasoning means starting the thesis early and then
following with supporting example and ideas to make complicated ideas easier to
understand. 2) Semiformal voice means no slang, colloguialisms, contractions of
nouns and verbs. 3) Third person point of view: only third person point of view can be
used. First and second person are not allowed.

Academic writing is classified into six types. 1) General purposes are to
present information that gives a clear understanding of a subject. 2) Specific purpose
varies according to the assignment. 3) Argument and Persuasion are to persuade
readers to accept the writer's opinion. 4) Exposition is to explain something. 5)
Description is also to describe something. 6) Narration is to tell a story.

(Source: http://www.tutorvista.com/english/define-academic-writing)
In summary, academic writing is an important skill which college and

university students should practice.

2.2.2. Types of writing

Oshima and Hogue (2007) classified writing into two types: paragraph
writing and essay writing.

1) A paragraph is a group of related of statements that the writer develops
about a subject. The three parts of a paragraph are the topic sentence, supporting

sentences, and the concluding sentence. See Figure 2.3.
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Topic sentence

Supporting sentences

Concluding sentence

Figure 2.3 Three Parts of a Paragraph (Oshima & Hogue, 2007, p. 38)

Three parts of a paragraph
1) The topic sentence is an important sentence in a paragraph. It tells what

topic the paragraph is going to discuss. The topic sentence is usually the first sentence
in the paragraph. A topic sentence at the beginning of a paragraph gives the reader an
idea of what they will read. There are two parts: a topic and the controlling idea. The
topic names the subject of the paragraph and the controlling idea tells what the
paragraph will say about the topic. It is called controlling idea because it controls or

limits the topic to a very specific point or points. Examples are given as follows:

Examples

Topic Controlling idea
<> — =
1. A teacher should have four qualifications.

Topic Controlling idea

<> — =
2. Food from other countries is very popular in the United States.

Topic Controlling idea

= —
3. People give different reasons for skipping breakfast.

The topic sentence is an important sentence that tells the reader about the
content that will be discussed in the paragraph. The topic sentence should be neither

too general nor too specific. See the examples below.
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Example 1
Too general Marriage is an event in a person’s life.

This topic sentence is too general because there is no specific controlling
idea. This topic does not give the reader any ideas about marriage; it just says it

happens.

Example 2
Too specific The average age for people in the United State to marry in the

year 2000 was 25 for a woman and 27 for a man.
This topic sentence is too specific because it gives more details. This
sentence should be used as a supporting sentence or come later in the paragraph.

Example 3
Good The average age for people in the United Stated to marry has changed in

the past 100 years.

This is a good topic sentence because it allows the reader to know that the
paragraph will discuss the changes in the age when people marry. A good topic
sentence should tell something about the content of the paragraph.

2) The supporting sentences give details about the topic. Supporting

sentences explain the topic by giving more information about it and listing the main
points of the paragraph. Supporting sentences give specific detail. Therefore, each
supporting sentence should provide examples. Examples are good to illustrate the
supporting point sentences. The beginning of the sentence should be introduced with
signal phrases such as “for example”, and “for instance”.

3) The concluding sentence summarizes the mains points or restates the

topic sentence in a different way. The concluding sentence signals the end of the
paragraph and reminds the reader of the main idea. The concluding sentence should

begin with a concluding signal such as “in summary”,

to conclude”, “to summarize”,
or “to sum up”. These concluding signals show that the paragraph will end. A good
concluding sentence should b repeat the idea in the topic sentence in a different way,
summarize the main point or points of the paragraph, and should introduce any new
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ideas. Examples of the topic sentence and concluding sentences are presented as

follows:

Example 1:
Topic sentence: The college cafeteria is an inexpensive place to eat.

The concluding sentence: In conclusion, you can eat cheaply at the
college cafeteria.

Example 2:
Topic sentence: Watching children’s programs on television is a good

way to learn a foreign language.
The concluding sentence: In sum, watch children’s television shows to

learn a foreign language.

Example 3:
Topic sentence: Animals living in modern zoos enjoy several advantages

over animals in the wild.

The concluding sentence: In conclusion, because all their needs are taken
care of, most zoo animals are healthy and contented.

In sum, a paragraph should consist of these essential parts: topic sentence,
supporting sentences, and concluding sentence.
(All above examples are taken from “Introduction to Academic Writing”, Oshima &
Hogue, 2007)

2) An essay consists of three parts: introduction, body, and concluding.
The introduction tells what the essay is about. The last sentence of an introduction is
the thesis statement. The thesis statement gives the topic of the essay. The body
consists of one or more paragraphs. Each body paragraph should end with a
transitional sentence. The transitional sentence lets the reader know what content will
be discussed in the next body paragraph. The concluding paragraph is a summary or
review of the main points discussed in the body.



Fac. of Grad. Studies, Mahidol Univ. M.A. (Applied linguistics) / 27

Essay

l. Introduction

General statements

Thesis statement

11. Body

A. Topic sentence

1. Support

2. Support

v 3. Support
(Concluding sentence)
Transitional sentence

Paragraph

Topic sentence

A. Support P A. Topic sentence
B. Support 1. Support
C. Support N 2. Support

3. Support

[ (Concluding sentence)
Concluding sentence Transitional sentence b:

A. Topic sentence
1. Support
\ 2. Support
3. Support
(Concluding sentence)

I11. Conclusion

Restatement or summary of the
main points; final comment

Figure 2.4 Three Parts of an Essay (adapted from Oshima & Hogue, 2007, p. 147)

2.2.3 Writing process

The process of writing is explained in this section. Researchers (Zamel,
1983; Krashen, 1984; Oshima & Hogue, 2007) have attempted to explain the writing
process as follows.

Zamel (1983) considers writing as a recursive, non-linear, exploratory,

convoluted, and generative process; whereby writers are able to discover and
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reformulate their ideas as they attempt to approximate meaning in order to meet their
readers’ expectations.

As cited in Cho (2003), Flower and Hayes viewed English writing as a
recursive process of planning, generating, translating, and editing. They characterized
the writing process as “the constant interaction of three sub-processes: planning,
transcribing, and revising” (p. 166). Similarly, Krashen (1984) divided writing into
three stages: planning, rescanning, and revising. The writer firstly makes a plan by
collecting information to generate and then organize ideas. The writer then transcribes
the organized ideas into written language. Finally, the writer revises both text and
ideas. These sub-processes overlap and are repeated throughout the writing process in
order to minimize the discrepancy between ideas and text.

Oshima and Hogue (2007) divided the writing process into four steps:
prewriting, organizing, writing, and polishing (revising and editing). Prewriting is the
process of getting ideas by choosing a topic and collecting ideas to explain the topic.
Organizing refers to organize the ideas in a simple outline. The next step is to write the
first draft following the outline. The last step is to polish the draft by revising the big
issues of content and organization and then editing the error of grammar, punctuation,
and mechanics. Students need to first write something, think what/how to say, read
over what they have written to make changes and corrections. This process occurs
over and over till they are satisfied with their writing. There are four steps: pre-
writing, writing, revising, and editing. The writing process is a recursive and ongoing
creative action. In summary, to compose a piece of writing, students need to follow

these four steps to help them accomplish the task.

2.2.4 Components of writing

Writing is an integrated skill. It involves various structural elements such
as word choice, use of appropriate grammar, syntax, mechanics, and organization of
ideas (Clifford, 1991; Gebhard, 2000). To produce a piece of writing, a writer has to
deal with the following features: content, the writer’s process, audience, purpose, word
choice, organization, mechanics, grammar, and syntax to create clear, fluent, and
effective communication of ideas. The factors involved in the production of a piece of

writing, as proposed by Raimes (1983), are presented in the following diagram:
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CONTENT
relevance, clarity,
originality, logic.

stylistic choice. /

Clear, fluent,
and effective
communication
of ideas

THE WRITER’S
getting ideas, getting

<«—— Started, writing drafts,
revising.

GRAMMAR

rules for verbs,
agreement, articles,
pronouns.

MECHANICS \ AUDIENCE

handwriting, spelling, the reader/s
punctuation.

R G AN WORD CHOICE IchLéFrzeI:Da(s?oSnEfor writing
paragraphs, topic and vocabulary, idiom, tone

support, cohesion and

unity.

Figure 2.5 Producing a Piece of Writing (Raimes, 1983, p. 6)

Writing requires integrated knowledge and various structural elements.
Students are likely to have difficulties in writing, and the problems found in students’
writing are diverse (Arndt, 1987; Boonpattanaporn, 1998; Ferris, 1994; Silva, 1992;
Puteh, Rahamat & Karim, 2010). For example, Matsumoto (1995) interviewed four
professional Japanese EFL writers about their writing. They reported that selecting the
most suitable word for their writing is their main problem in writing papers. When
they needed to use an English expression to express their thoughts, they firstly wrote
down an English expression that approximates the meaning. Later, they returned to
this part for revision. Additionally, the study revealed that problems with articles and
usage were the main problems when students edited their drafts. These errors were the
result of incomplete control of the language and carelessness. Moreover, the use of
inappropriate words for their context is another problem found in their writing because
students do not know the correct spelling of a word. In another example, Wang and
Wen (2002) studied 16 Chinese University writers who used L1 in the L2
composition. Sixteen Chinese writers were required to compose two writing tasks:

narrative and argumentative writing. The study revealed that these students had both
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their L1 and L2 at their disposal when composing in their L2. They were more likely
to rely on L1 when they were managing the writing process, and generating and
organizing ideas. In summary, it is clear that there are various problems found in

students’ wring processes.

2.3 Writing strategies

There has been very little research conducted language learning strategies
(LLS) focusing on particular skills. In studies about writing, English educators and
researchers have attempted to analyze the writing text and then to investigate students’
composition processes (Uzawa, 1996). Studies on writing strategies are rare. This
study focuses only on writing, a single language skill, in order to gain in-depth
information about writing strategies used by students.

Researchers have claimed that writing strategies seem to be an important
factor affecting students” writing product since they separate successful writers from
less successful writers (Arndt, 1987; Beare, 2000; Raimes, 1985; Victori, 1995;
Zamel, 1983). In studies of writing strategies, researchers have investigated and
classified the strategies which were used in students’ writing processes (Arndt, 1987,
Riazi, 1997; Sasaki, 1994, 1996; Wenden, 1991; Victori, 1995; Matsumato, 1995;
Chaotirat, 1998; Sanpanich, 2007; Nuchsong, 1997; Jarunthawatchai, 2001). The results
show that good writers used different writing strategies did than poor writers.

According to O’Malley and Chamot (1990) and Oxford (1990), learning
strategies can be applicable to all four language skills--listening, speaking, reading,
and writing. O’Malley and Chamot (1990) state that the investigation of language
learning strategies can concentrate on any of the four language skills or only one or
more language skills. Oxford (1990) says that language learning strategies are used in
the four language skills. She also discusses the writing strategies used to develop
writing ability. Oxford (1990) discusses useful learning strategies for developing
writing. A list of learning strategies applicable to writing is presented in Table 2.3.; the
list includes a definition for each strategy and an explanation of how that strategy is
used.



Fac. of Grad. Studies, Mahidol Univ.

M.A. (Applied linguistics) / 31

Strategies for developing writing
Table 2.3 Strategies for Developing Writing Skills (Oxford, 1990)

Strategy group Strategy set Strategy and description

Creating mental | Placing new words into a context: Putting new

linkages words in meaningful contexts and remembering them.

Applying images | Using key words: remembering new words by linking

Memory and sounds with sound and image.
Reviewing well | Structured reviewing: reviewing material in target
language at spaced intervals.

Employing action | Using mechanical techniques: using creative
techniques, e.g. flashcards to remember new
information in the target language.

Practicing Repeating: reassessing and revising written drafts
more than once to correct and improve them.
Formally practicing with sounds and writing
systems: practicing the new writing system of the
target language.
Recognizing and using formulas and patterns:
Cognitive being aware of and/or using routine formulas and

unanalyzed patterns.

Recombining: combining known elements in new
ways to produce a longer sequence, as in linking one
phrase with another in a whole sentence.

Practicing naturalistically: practicing the new
language in natural, realistic settings or writing a letter
or diary in the new language.
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Table 2.3 Strategies for Developing Writing Skills (Oxford, 1990) (cont.)

Strategy group Strategy set Strategy and description
Receiving and Using resources for receiving and sending
sending messages | messages: using print or non-print resources to

understand incoming messages or produce outgoing
messages.

Analyzing and Reasoning deductively: using general rules and

reasoning applying them to the new target language situation.
Translation: converting the native language into the
Cognitive target language.

(cont.) Transferring: directly applying knowledge of words,
or structures from one language to another in order to
understand or produce an expression in the new
language.

Creating Note-taking: jotting down ideas the students may
structure for input | think of for writing in the target language.
and output
Summarizing: writing summaries to practice writing.
Highlighting: using highlighting or underlining to
focus on the important information in a piece of
writing.
Overcoming Selecting the topic: selecting a topic of interest in
limitations in order to make sure the topic is one in for which the
speaking and learner has sufficient vocabulary and grammar.
writing

Compensation

Adjusting or approximating the message: altering
the message by omitting some information, making
ideas simpler or writing something slightly different
from the original meaning.

Coining words: making up new words to
communicate ideas for which the learners do not know
the exact word in the target language.

Using a circumlocution or synonym: getting the
meaning across by describing the concept or using a
word that means the same thing (synonym).
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Table 2.3 Strategies for Developing Writing Skills (Oxford, 1990) (cont.)

Strategy group Strategy set Strategy and description
Centering your Overviewing and linking with already known
learning material: overviewing existing ideas and expanding

Metacognitive

them in preparation for the future writing task.

Paying attention: paying attention to writing in
general and avoiding distracters and/or deciding in
advance which aspects of the writing to focus on.

Arranging and
planning your
learning

Finding out about language learning: finding out
how language learning works by reading books or
talking with others and using the information to
improving writing.

Organizing: understanding and using conditions
related to optimal learning of the new language;
organizing one’s schedule, physical environment,
and language learning notebook.

Setting goals and objectives: setting aims for the
writing task.

Identifying the purpose of a language task:
deciding the purpose of a writing task, the type of
written format needed and the needs of the potential
audience.

Planning for a language task: describing the
writing task, determining its requirements, checking
one’s own linguistic resources, and determining
additional language elements needed to complete the
task.

Seeking practice opportunities: seeking out or
creating opportunities to practice writing in
naturalistic situations

Evaluating your
learning

Self-monitoring: identifying errors in the written
draft and correcting them.

Self-evaluating: evaluating one’s own progress in
writing.
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Table 2.3 Strategies for Developing Writing Skills (Oxford, 1990) (cont.)

Strategy group

Strategy set

Strategy and description

affective

Lowing your
anxiety

Using progressive relaxation, deep breathing,
meditation: using these techniques to reduce anxiety.

Using music: using music to relax.

Using laughter: using laughter to relax.

Encouraging
yourself

Making positive statements: saying or writing positive
statements to oneself in order to feel more confident and
self-encourage in doing task.

Taking risks wisely: taking reasonable risks in writing
regardless of making mistakes.

Rewarding yourself: giving oneself a valuable reward for
a good performance in writing.

Taking your
emotional
temperature

Listening to your body: paying attention to signals given
by the body such as tension or anxiety in order to control or
relax.

Using a checklist: using a checklist to discover feelings,
attitudes, and motivations in doing tasks.

Writing a language learning diary: writing a diary or
journal to express feelings, attitudes, perceptions about the
language learning process.

Discussing your feelings with someone else: talking with
another person to discover and express feelings about
language learning.

Social

Asking
guestions

Asking for correction: asking someone for correction on a
piece of writing.

Cooperating
with others

Cooperating with peers: working with peers to improve
writing and sharing writing with peers for comments.

Cooperating with proficient users of the new language:
working with native speakers or other proficient users to
ask for help or advice in writing.

Empathizing
with others

Developing cultural understanding: trying to understand
the other person’s relation to that culture in order to know
what is culturally appropriate in writing.

Becoming aware of others’ thoughts and feelings:
observing the behaviors of others in their thoughts and
feelings in order to understand what to write and becoming
aware of the others’ feelings as expressed in writing.

To sum up, the above table gives details of strategies for developing
writing as designed and grouped by Oxford (1990). She provides the sub-strategies
and descriptions to help develop students’ writing. Students can apply these strategies

to facilitate the development of their writing skills.
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2.4. Previous research on writing ability related to writing

performance and writing strategies

Several studies have been done to evaluate how practice in writing is
related to writing performance and writing strategies. This section will review
previous related research which has been conducted on writing ability and writing

strategies.

2.4.1 Previous research on writing proficiency related to writing
performance and writing strategies

Differences in student proficiency generate different processes in their
writing. The different characteristics for different levels of proficiency in the writing
process were discovered by Bereiter and Scardamalia (1987), Emig (1971), and
Flower and Hayes (1980). Proficiency is a distinct factor influencing the quality of a
writing product (Cumming, 1989). The researchers investigated how students of
different levels of proficiency performed in the writing process and analyzed their
writing product. The findings revealed students at different levels of proficiency
exhibited different kinds of performance in the writing process and produced differing
writing products.

Zamel (1983) investigated the composing process of advanced ESL
students. This study also investigated the extent to which these students experience
writing as a process of discovering and creating meaning and the extent to which
second language factors affect this process. The participants included two good writers
and four poor writers. Their behavior and what they wrote were observed. They were
observed while composing the text and then interviewed after writing. The findings
indicate that good writers saw composing as a process of discovering, exploring, and
clarifying ideas and constructing the best framework for these ideas. This research
revealed that composing was a non-linear, exploratory, and generative process
whereby writers discovered and reformulated their ideas as they approximated
meaning. The results show the differences between good students” writing behaviors
and poor students’ writing behaviors including pre-writing, writing, and revising. For
instance, in the pre-writing and revision stages, poor writers clarified their ideas by

deleting and adding sentences. Poor writers rewrote sentences in order to make them
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more concrete and accurate. They produced on a greater number of changes in
vocabulary, syntax, and spelling. However, the changes in the second and the third
drafts resembled the original one. Good writers, on the other hand, were less
concerned with these features. They changed words or phrases that affected meaning.
As a result, poor writers spent less time revising than did good writers.

Krashen (1984) synthesized the writing research findings of earlier studies.
Krashen (1984) showed that good writers differ from poor writers in their composing
process in three ways: planning, rescanning, and revising. First, good writers took
more time for planning of content and organization before writing. They changed and
revised the original plan whenever they came up with a new idea in the writing
process. Good writers had flexible plans. Second, during writing, good writer paused
to plan what to write next, rescanned to see if the plan fit, and then paused again to
formulate. Lastly, good writers revised more often than poor writers did. They revised
somewhat differently. Good writers focused on revising the content; whereas poor
writers paid attention to surface forms such as grammar, spelling, and punctuation. In
summary, good writers used more effective strategies in their writing process. An
important difference between good writers and poor writers in the writing process was
the writer’s focus on the readers or audience. Good writers were more concerned about
their readers or audience. They spent more time thinking about how to present their
ideas or concepts to the readers, what background knowledge the readers need to have,
and what might interest the readers. They were more aware of their readers; whereas
poor writers tended to focus on the topic and spent less time thinking about the
readers.

Krashen (1984) also proposes several hypotheses concerning the
development of writing ability. He found that 1) reading has affected and contributed
to the development of writing ability. Good writers reported they prefer to read than
did the poor ones. The results reveal that good writers read more widely and more
frequently than poor writers. The increase in reading generated a positive effect on the
quality of writing. 2) The frequency of practicing writing has only a small effect on
increasing writing proficiency. There was no significant difference in writing ability
between frequent writers and infrequent writers. 3) In comparison, the effect of

frequent writing and frequent reading showed some evidence of improvement of
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writing ability. However, the result was not confirmed. 4) Instruction has an influence
on writing ability. Good writers had more instruction on the aspect of form. The
results show that the effect of the teacher’s feedback was useful during the writing
process; whereas grammar feedback was not effective in helping students improve
their writing ability. There was no difference in use of grammar and mechanics
between good and poor writers.

Raimes (1987) examined ESL student writers at different levels of
instruction to describe their writing strategies and to compare their composing
behavior with native speaker student writers. She used was a think-aloud protocol.
The participants were eight ESL students: four in a remedial ESL writing course and
four in a college-level writing course. They were given two different writing tasks for
think-aloud composing. Composing strategies included planning, rehearsing,
rescanning, reading the assigned topic, revising, and editing. The results revealed that
the non-remedial group used these strategies more often than the remedial group.
Planning was little used by either groups. Rehearsing was used very frequently by
these ESL students to complete and to develop ideas that occurred in their writing, and
to provide students with ways to assess the English vocabulary and syntax used to
express their ideas. Most of these writers did a great deal of rescanning. Rescanning
helped them to work out how to move forward and develop the next idea; whereas
rereading was used to assess their writing against the assignment and their own
intentions. The majority of both revising and editing changes were made during the
writing process, rather than between sentences or while reading over a passage.

Cumming (1989) conducted research to assess how writing expertise and
second-language proficiency relate to the performance of composing in a second
language. The participants were 23 undergraduates at Ontario University. The
participants were divided into three categories: professional writers (N = 5), average
writers (N = 8), and basic writers (N = 10). They received three writing tasks: an
informal letter, an argument, and a summary. Think-aloud protocols were collected for
each writing task. The results showed that professional writers devoted much attention
to evaluating their expressions at both the word and phrase levels. They were quick to
make decisions about gist and organization. On the other hand, inexperienced writers

(average and basic) focused only on phrases or sentences.
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Similarly, Sasaki and Hirose (1996) found that the writing of good writers
were significantly different from weak writers during the writing process in terms of
planning and organization before writing, paying more attention to overall
organization while writing, writing more frequently, and exhibiting greater confidence
in writing for academic purposes. They claim that good writers differ from poor
writers in terms of planning and organization before writing, paying more attention to
overall organization, and having confidence in writing.

Previous studies have revealed that good writers and poor writers exhibit
different behaviors, different types of performance, and use different strategies in their
writing process. To summarize, writing ability separates successful writers from less
successful writers in writing processes (Perl, 1978; Pianko, 1979; Flower & Hayes,
1980, 1981; Raimes, 1985; Cumming, 1989; Whalen, 1993).

2.4.2 Previous research on writing strategies

Research on language learning strategies has concentrated on various
aspects. However, little research on writing strategies has been conducted. This section
will present the research on writing strategies.

Luekiatpaisarn (1991) conducted research on the cognitive, metacognitive,
and communication strategies used by low and high ability English writers in higher
education institutions in Bangkok and compared their English writing processes. The
participants were 991 first-year students. The instruments used were English writing
achievement tests and English writing strategy questionnaires. The findings showed
that the students used all English writing strategies at a moderate level. The results
showed that there were significant differences between the English writing strategies
used by low and high English achievers English.

Matsumoto (1995) investigated the writing process and strategies for
writing. The participants were four Japanese university professors. All were
interviewed on their processes and the strategies they used for writing. The results
showed that these professors used strategies similar to those used by skilled native
English and proficient ESL writers. In the pre-writing stage, the participants wrote
down whatever came to mind on the selected topic and then organized the ideas

generated. They were also aware of the audience. Their plans were tentative which led
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them to alter the original plan during the composing process. There were two
strategies used in the revising stage: the pay-attention-to-content strategy and the
multiple-revision strategy. They paid attention only to the content of the paper without
worrying about the formal aspect in their initial writing, and then they came back for
revision. They used the delete-rather-than-add strategy in the revising process. They
tried to delete already composed materials rather than adding new information through
multiple revisions which means that they tried to put down as many ideas as possible
at the initial composing process. Moreover, Matsumoto concluded that cognitive
strategies helped writers to meet the goal of producing effective and cohesive writing.
However, less proficient writers lack the use of these strategies. They should be taught
through classroom instruction.

Victori (1999) analyzed how differences in the beliefs or metacognitive
strategies (MK) held about writing relate to differences in English writing. The
participants were four undergraduate Spanish university students: two good writers
and two poor ones. They were required to take an English test and write an
argumentative essay. The first argumentative essay was used to assess their language
and writing proficiency. This study analyzed three types of MK including personal
knowledge, task knowledge, and strategy knowledge. The data were obtained through
interviews and think-aloud protocol as they wrote the second argumentative essay. The
results revealed a number of areas in which the knowledge of two pairs clearly
differed. On the whole, the two better writers held a much broader and more complex
view of their own writing problems, the nature and requirements of the writing task,
and their own approach to writing. In contrast, the less successful writers” MK
demonstrated limited, inadequate, and inappropriate knowledge of their writing tasks.
Furthermore, the study revealed the clear relationship that existed between the MK of
the writers and the strategies. MK played a major role in providing a rationale for the
learners’ approach to writing.

Nuchsong (1997) investigated the types of writing strategies for English
writing employed by both good and poor male and female students in the United
Rajabhat Institutes of Buddha Chinnaraj. The tool was a questionnaire regarding
learning strategies for writing in English. The findings showed that there was no

significant difference between good and poor or male and female English writers in
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their use of the learning strategies for writing at the three stages: planning, drafting
and writing, and revising. It was found that the students rarely used writing strategies.
In a comparison of good and poor writers’ use of writing strategies, it was found that
good writers used more writing strategies than did poor ones.

Chotirat (1998) conducted an investigation of the writing strategies
employed by high and low ability students. The subjects were classified into low and
high ability groups based on their scores on a writing test. The instrument in this
research was a questionnaire. She found that the students with both low and high
ability used six groups of writing strategies at a moderate level. Moreover, the results
showed that high ability students used almost all strategy groups (excluding affective
strategies) significantly more frequently than low ability students did. In conclusion,
the results of this study indicate that students with high writing ability used writing
strategies more frequently than students with low writing ability.

Jarunthawatchai (2001) investigated the writing strategies in the writing
process used by eight third-year students. They were English majors in the Faculty of
Humanities at Chiang Mai University who were enrolled in Writing Expression 111 in
the second semester of the academic year 1998-1999. The study used interviews and
documentation. The subjects were divided into two groups: proficient and less
proficient writers based on the analytical scoring of students’ compositions. The
findings showed that both groups used a variety of writing strategies. Proficient
writers showed more understanding of the appropriate and effective use of
metacognitive strategies in the writing process than the less proficient writers did.
Using appropriate and effective metacognitive strategies in writing helps students
develop their writing ability.

Sanpanich (2007) investigated the use of English writing strategies and the
writing ability of students at Bangkok University. The participants were 370 second-
year students who were enrolled in EN 211 Intermediate English in the first semester
of the academic year 2006. The study used a writing test, questionnaires, and an in-
depth interview. The findings showed that the overall writing strategy usage by
students was at a moderate level. Compensation strategies were most frequently used,;
whereas memory strategies were the least frequently used. The writing ability of
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students was moderate. The results show that there was a positive relationship between
writing strategy usage and writing ability.

Mu and Carrington (2007) investigated the writing processes of second
language (L2) writers and examined the writing strategies of three Chinese post-
graduate students in an Australia higher education institution. Data were collected by
means of a semi-structured interview, a questionnaire, retrospective post-writing
discussion, and analysis of written drafts of papers. The findings revealed that the
three participants employed retrospective strategies, metacognitive strategies,
cognitive strategies, and social/affective strategies in their writing process. Moreover,
data demonstrated that metacognitive strategies, cognitive strategies, and
social/affective strategies, excepted rhetorical transferred across languages positively.

In Thailand, few studies aimed at investigating writing strategies used at
different proficiency levels have been undertaken. There have been only a few studies
(Chotirat, 1998; Jarunthawachai, 2001; Luekiatpaisarn, 1991; Nuchsong, 1997,
Sanpanich, 2007). All of these studies investigated the writing strategies employed by
high and low proficiency writers. The results of these studies shed light on how high
proficient students differ from less proficient ones in terms of writing strategies used.
The findings reveal that there are different writing strategies used by the different
groups. Knowing this could help teachers understand the learning strategies which
high proficiency students and low proficiency students employ. Teachers then can
teach the strategies which are employed by highly proficient students to less proficient

students to improve their writing and make them more effective writers.
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CHAPTER I
METHODOLOGY

Chapter three begins with a brief description about utilizing a mixed-
methods approach (quantitative and qualitative methods). After that, the population
and subjects, data collection instruments, data collection procedures, and data analysis

are described.

3.1 Mixed methods

This study was conducted to investigate writing strategies employed by
both high and low proficiency students. A mixed-methods approach was employed to
obtain and analyze data (Mathison, 1988).

Generally, research inquiries can be divided into three types: qualitative,
quantitative, and mixed-methods. Creswell (1994) said of quantitative research that,
“it is an inquiry into a social or human problem, based on testing a theory composed of
variables” (p.2). Quantitative research involves testing a theory composed of variables,
measuring with numbers, and analyzing with statistic procedures. Qualitative research
is defined “as an inquiry process of understanding a social or human problem based on
building a complex, holistic picture, formed with words, reporting detailed views of
informants, and conducted in the natural setting” (Creswell, 1994, p.1). Qualitative
research develops a deep understanding by building a complex, holistic picture, using
words, and collecting information about particular phenomena which cannot be
measured by statistics. The mixed-methods approach is defined as the method which
combines the quantitative and qualitative approaches to collect, analyze, and interpret
multiple types of data (Bryman, 2001; Johnson, Onwuegbuzie, & Turner, 2007
Creswell & Tashakkori, 2003; Gay & Airasian, 2000; Rocco, Bliss, Gallagher, &
Perez-Prado, 2003; Yin, 2006).
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In the present study, the researcher employed a mixed-methods approach
to collect the data. The mixed-methods approach has been accepted as a way of
increasing and improving the validity of evaluation of research findings (Kane,
Sandretto, & Heath, 2002; Kleinsasser 2010; Mathison, 1988). Additionally, using a
mixed-methods approach can generate results with richer findings, more accurate
information, and greater usefulness (Rocco, Bliss, Gallagher, & Perez-Prado, 2003).

Because of the growing acceptance of using a mixed-method approach,
this present study employed four data collection procedures: (1) a questionnaire (2) a
writing test (3) a think-aloud protocol, and (4) a semi-structured interview. The details
for these procedures are presented in the data collection instruments and procedures

section.

3.2 Participants

3.2.1 Population

The population for this study consisted of 3,441 first year students from all
majors at Mahidol University (Division of Academic Affairs, 2011). There were six
different language levels: levels one, two, three, four, five, and six. Levels one, three,
and five are taught in the first. Levels two, four, and six are taught in the second
semester. Students were placed in their respective levels according to their proficiency
level based on English entrance examination scores and a university criterion. The
students who scored lower than 45 (out of 100) were placed in level one. Those with
scores between 45 and 74 (out of 100) were placed in level three, and those with
scores over 75 (out of 100) were placed in level five (The Division of Academic
Affairs, Faculty of Liberal Arts, Mahidol University, 2011). The numbers of students
in levels two, four, and six were 1,963, 1,193, and 285 respectively. (See Table 3.1.)
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Table 3.1 Summary of Population and Sample Size

Level of student Population Sample size

Level 2 1,963 291 subjects

(low English proficiency students)

Level 6 285 46 subjects
(high English proficiency students)

Total 2,248 337 subject

Population
3,441
first-year students

v

M)
—

Level 4: 1,193
\ 4
@2: 1,963 % Purposive sampling ?} Level 6:
285
" The total number for levels 2 and 6: v
Level 2: 2,248 _
35 sections Sample size should be at least 331 Level 6:
based on Krejcie & Morgan Table 5 sections

(1970)
Simple random
sampling
% Purposive sampling ?}

A 4

1 section: 46 high
proficiency students

5 sections: 291
low proficiency
students

\ 4

5 high proficiency
students

5 low
proficiency
students

Figure 3.1 Population Sampling
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3.2.2 Sampling and Subjects

This study was conducted in the second semester of the 2011 academic
year. The researcher selected students from level two and level six as subjects for this
study by using purposive sampling, and classified students who were placed in level
two as low proficiency students and those who were place in level six as high
proficiency students. Thus, the reliability for the grouping variable in the study
depends on the university criterion for the placement of the subjects in their respective
levels. The total number of students in level two and level six is 2,248. To determine
the sample size, Krejcie and Morgan (1970) was used to calculate the number of
subjects. As a result, the sample size for this study was at least 331 subjects in order to
obtain a confidence level of at least 95%. The number of level two students was 1,963,
so the sample size for this level was 290 low proficiency students. The number of level
six students was 285; the sample size was at least 42 high proficiency students. There
were 35 sections of level two students and five sections of level six students. There
were 50-60 students in each section. The researcher employed simple random
sampling to select the sample. (Five poor sections were selected from level two and
one good section from level six.) Subjects from selected sections were asked to fill out
the writing strategies inventory questionnaire developed by the researcher. The
researcher distributed the questionnaires to the subjects. Students completed and
returned 337 questionnaires to the researcher [291 (100%) from low proficiency
students and 46 (100%) from high proficiency students]. The total number of returned
questionnaires in this study was 337 consisting of 291 from low proficiency students
and 46 from high proficiency students.

After that, subjects from both high proficiency level and the low
proficiency level were asked to take the writing test and participate in the think-aloud
protocol and the semi-structured interview. To select high proficiency students and
low proficiency students, purposive sampling was used. The criteria for choosing the
subjects were as follows: 1) Level six students with the highest scores in English and
level two students with the lowest scores in English were selected. Subjects were
selected based on the accumulated examination scores for English level one and level
five in the first semester. 2) All subjects had to complete the questionnaires. 3) All

subjects needed to be interested and willing to engage in the qualitative procedures.
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4) Subjects were selected based on a voluntarily basis. Ten subjects were selected to

participate in the qualitative procedures: five subjects from the high proficiency group

and five subjects from the low proficiency group. These ten subjects were interviewed

and asked to participate in a think-aloud protocol as well as to take writing test. The

details for the ten subjects are provided as follows:

Table 3.2 Respondents’ Demographic Data

The details for the 5 high proficiency students

H1

She is a first-year medical student in the Faculty of Medicine. She attended a
private school at the lower secondary level and Triam Udom Suksa School for the
upper secondary level. She twice took English courses abroad: once in Canada and
once in New Zealand. Last semester, she got A for English level five. Her hobbies

are watching movies, listening to music, and reading novels.

H2

She is a first-year medical student in the Faculty of Medicine. She attended an
international school from the pre-elementary to the lower secondary level. For the
upper secondary level, she attended Triam Udom Suksa School. She has travelled
to Germany, Holland, Belgium, and Qatar. She obtained 8.5 on the IELTS test. Last
semester, she got A for English level five. She likes to communicate with
foreigners. She takes tutorial classes. Moreover, she often searches for information

on the Internet and likes to listen to international songs.

H3

She is a first-year medical student in the Faculty of Medicine. She attended a public
school from the lower secondary level to the upper secondary level. She has no

experience in studying or travelling abroad. She got A for English level five.

H4

She is a first-year medical student in the Faculty of Medicine. She attended a public
school from the pre-elementary level to the upper secondary level. She got A for
English level five. She participated in an English camp when she was at the lower
secondary level, so she has foreign friends. She keeps in touch with these friends
via e-mail. In her free time, she likes watching movies and listening to international

songs.

H5

She is a first-year doctoral medical in the Faculty of Medicine. She attended a
public school. She loves reading novels. She dreams of becoming a novelist. She

got A for English level five.
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The details of 5 low proficiency students

L1

He is a first-year student in the College of Sports Science and Technology. He
attended a public school. He had never travelled abroad or participated in an

English Camp. He got B for English level one.

L2

She is a first-year student in the Faculty of Science. She attended a private school at
the lower secondary level and a public school at the upper secondary level. She
likes studying English. She also loves watching movies, listening to English songs,

and surfing the Internet. She got A for English level one.

L3

He is a first-year student in the Faculty of Liberal Arts, majoring in Thai. He
graduated from a public school. He has visited Hong Kong. He also attended an
English camp when he was at the lower secondary level. Furthermore, he likes
reading English novels and listening to English songs. He said that he would take

an English course if he had more time. She got B+ for English level one.

L4

She is a first-year student in the Faculty of Public Health. She graduated from a
public school. She likes studying English. She tries to study English more in order
to improve. In her free time, she likes watching movies, listening to international

songs, and surfing the Internet. She got C+ for English level one

LS

She is a first-year student in the Faculty of Public Health. She graduated from a
public school. She also participated in an English camp when she was at the lower
secondary level. However, she does not like studying English. She got C+ for

English level one

3.3 Data collection instruments and procedures

The present study utilized a mixed-methods approach to collect data in

order to investigate the writing strategies employed by students with both high and

low proficiency. The study consisted of divided into two parts: quantitative

(questionnaires) and qualitative (writing test, think-aloud protocol, and semi-structured

interview). The description for each instrument and procedure follows.
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3.3.1 Quantitative instruments

Writing strategies inventory

The researcher utilized the concept of language learning strategies
proposed by Oxford (1990) in this present study. Therefore, the Strategy Inventory for
Language Learning questionnaire (SILL) was employed as the main instrument to
investigate language learning strategies used in writing. SILL is an instrument for
assessing the frequency of use of language learning strategies (Oxford & Burry-Stock,
1995). There are two versions of the SILL: version 5.1 (70 items) for assessing native-
speakers, and version 7.0 (50 items) for non-native speakers. In SILL version 7.0,
developed by Oxford (1990), the questionnaire divides language learning strategies
into six categories: memory strategies, cognitive strategies, compensation strategies,
metacognitive strategies, affective strategies, and social strategies. SILL has been
extensively checked for reliability and validity as an assessment instrument (Oxford &
Burry-Stock, 1995).

This study employed SILL version 7.0 devised by Oxford (1990) as a
guideline for developing a writing strategies questionnaire. The adapted questionnaire
retained the questions that concern writing strategies, but changed some details of the
questions in order to make them appropriate for writing strategies. The questionnaire
was checked by the thesis advisor and edited according to her suggestions before
being used in the actual study (see also Chotirat, 1998; Sanpanich, 2007).

Before its actual use, a pilot study was conducted in order to allow the
researcher to revise and improve the questionnaire and eliminate any ambiguity. Thirty
students who had characteristics similar to those of the actual subjects were asked to
participate in the pilot study. Students were asked to express their opinions on the
questions used in the questionnaire. If any ambiguity was detected, the researcher
revised and improved the questionnaire by consulting the thesis advisor. After that, the
revised questionnaire was assessed for reliability using Cronbach’s alpha reliability
coefficient. In the present study, Cronbach’s alpha coefficient for the writing strategies

inventory was .92.
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3.3.2 The development of the questionnaire

This questionnaire consists of two main parts: personal background
information and the writing strategies questionnaire. The first part required the
participants to provide personal background information: name, sex, age, major,
proficiency level, and name of faculty. The second part required the participants to
rate their writing strategy usage using a five-point Likert scale where each strategy
item was given a value between 1 and 5. The choices for responses are (1) never or
almost never true for me, (2) usually not true for me, (3) somewhat true for me, (4)
usually true for me, and (5) always or almost always true for me.

The writing strategies questionnaires consist of 50 strategy items; it
classified writing strategies into six categories as proposed by Oxford (1990).

Part I: memory strategies (items 1-5) refer to storing and retrieving
information.

Part Il: cognitive strategies (items 6-17) refer to understanding and
producing language.

Part I11: compensation strategies (items 18-21) refer to overcoming
limitations in language learning.

Part 1V: metacognitive strategies (items 22-38) refer to planning,
monitoring, and evaluating leaning.

Part V: affective strategies (items 39-46) refer to controlling emotions,
anxiety, and motivation.

Part VI: social strategies (items 47-50) refer to cooperating with others in
language learning.

The data obtained revealed what particular writing strategies were
employed by both high and low proficiency students, and the frequency of their use.

The writing strategy inventory was developed as an instrument to
investigate writing strategies employed by high and low proficiency students. The
process for developing the questionnaire follows.

1) Study of the related research concerning writing ability and writing
strategies.

2) Sending a letter seeking consent for use of SILL version 7.0.
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3) Development of a first draft of the writing strategies questionnaire
based on SILL version 7.0 (Oxford, 1990).

4) Consulting the thesis advisory committee in order to check the content
of the questionnaire.

5) Piloting the questionnaire with a small group of sample (approximately
30 subjects) in order to identify any ambiguities. The characteristics of the pilot
subjects were similar to those of the subjects in the present study.

6) Modification of the questionnaire after the pilot test in order to
eliminate any ambiguity.

7) Assessment of the revised questionnaire for reliability using Cronbach’s
coefficiency alpha.

3.3.3 Reliability and validity of the quantitative instrument

The Strategies Inventory for Language Learning version (SILL) 7.0 has
been investigated for reliability and validity as a language assessment instrument
(Oxford & Burry-Stock, 1995).

Oxford and Burry-Stock (1995) measured the internal consistency of SILL
and found that SILL has a high degree of content validity, construct validity and
criteria-related validity. In various studies, Cronbach’s alpha reliability coefficient has
ranged from .85 to .98 (Bremmer, 1999; Kaotsombut, 2003; Oxford & Burry-Stock,
1995; Park, 1997; Satta-udom, 2007; Sheorey, 1999; Srinusen, 2008; Wharton, 2000;
Xuan, 2005). For example, Kaotsombut (2003) conducted a study using a Thai
translation of SILL version 7.0. The Thai version of SILL had a reliability of .92.
According to Oxford and Burry-Stock (1995), SILL version 7.0 shows high reliability

even though it has been translated into many languages.

3.3.4 Qualitative procedures

The procedures used in the qualitative part of this study were a writing
test, a think-aloud protocol, and a semi-structured interview. These procedures were
employed to collect data about mental processes such as perceptions, beliefs, opinions,
attitudes, behaviors, and emotions which cannot be observed or measured (Silverman,

2006). The description for the procedures follows.
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Writing test
A writing test was used in this present study in order to investigate the

writing strategies employed by both low and high proficiency students. The writing
test was distributed to the subjects by the researcher. The subjects were assigned to
write an paragraph of between 150 and 200 words on the topic “The most influential
person in your life”. The total time for the writing test was one hour. The writing test
revealed the students’ strategies used in their writing. The papers were rated by three
raters--the researcher and two other rater--in order to assess writing proficiency. The
two raters were one native speaker, and one non-native speaker who had more than
five years’ experience in teaching writing. The criteria used for scoring was the
scoring method developed by Jacobs, Zinkgraf, Wormuth, Hartfiel, and Hungney
(1981). A score based on a total of 100 was given (see Appendix A). The inter-rater
reliability was calculated by using Pearson’s correlation. Reliability coefficient among

the three raters was as follows:

Table 3.3 The Reliability Coefficient for the Three Raters

Rater 1 Rater 2 Rater 3
Rater 1 741* .875**
Rater 2 .651*

* Correlation is significant at the 0.05 level (2-tailed).
** Correlation is significant at the 0.01 level (2-tailed).

Think-aloud protocol

A think-aloud protocol was conducted while the participants were in the
writing test. The think-aloud protocol was used in this study in order to find what
participants were thinking while they were solving their writing problems. The think-
aloud protocol is a unique source of information on the cognitive process that requires
participants to talk aloud while they are solving a problem or performing a task
(Jespers, Thiemo, Bos, & Geenen, 2004; Oxford, 1990; Raimes, 1983). Thinking
aloud also generates direct data on ongoing thought processes during task performance
(Ericson & Simon, 1993; Jespers, Thiemo, Bos, & Geenen, 2004; Oxford, 1990;
Oxford & Burry-Stock, 1995; Raimes, 1983). The participants were required to
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participate in the think-aloud protocol. They were asked to talk aloud about what they
were thinking or doing as they were taking the writing test.

Semi-structured interview

To obtain insightful data, an interview was used to collect data in order to
give the participants opportunities to express their thoughts, opinions, ideas, and
attitudes in their own words (Creswell, 1994; Kane, Sandretto, & Heath, 2002; Kvale,
1996; Lodico, Spaulding, & Voegtle, 2006; Mathison, 1988; Merriem, 2002, 2009;
Rubin & Rubin, 1995). Interviews can be categorized into three types: structured,
semi-structured, and unstructured (Bernard & Ryan, 2010; Lindlof & Taylor, 2002;
Lodico, Spaulding, & Voegtle, 2006). To begin with, a structured interview allows the
researcher to interview with a set of fixed questions and to ask all the participants the
same questions. Second, a semi-structured interview allows the researcher to prepare a
list of questions to be asked. During the interview, new questions may come up as a
result of the interviewee’s responses. The researcher can ask or add more and deeper
questions. Third, an unstructured interview is more likely to be a conversation and
gives the greatest flexibility. The researcher jots down and lists the questions which
are generated from the interviewee’s responses while conducting the interview.

In this study, a semi-structured interview was used to gain useful
information about the use of writing strategies. The benefit of the semi-structured
interview is its flexibility. The researcher used prepared questions to begin the
discussion and then asked additional questions based on the interviewee’s responses in
order to gain more details on the topic. Spradley (1979) suggested using open-end
questions to discover people’s attitudes, beliefs, and opinions on something. Taking
into account Spradley’s (1979) notions on interviewing, the researcher adapted
questions from Oxford’s (1990) SILL, which includes four open-ended questions. The
content of the questions relates to writing strategies that students use in their writing.
The researcher interviewed the subjects using these four open-ended questions. Each

interview took around 20-25 minutes. All interviews were taped and later transcribed.

3.3.5 Reliability and validity of qualitative instrument
Validity refers to “the degree to which the explanations of phenomena
match the realities of the world” (McMillan & Schumacher, 2001, p. 404). To increase
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the validity of the qualitative instrument, the researcher employed several strategies

recommended by McMillan and Schumacher (2001) in this study. The strategies to ensure

and increase the validity of the qualitative instrument are presented in Table 3.4.

Table 3.4 List of Strategies to Increase Validity in Qualitative Instruments (McMillan

& Schumacher, 2001)

Strategies and description

The processes in this study

1. Multi-method strategies allow
triangulation in data collection and data

analysis.

This study employed three qualitative
procedures for collecting and analyzing the data
consisting of a writing test, a think-aloud

protocol, and a semi-structured interview.

2. Verbatim accounts of participant

responses.

The researcher presents the transcripts and
direct quotations from the data to illustrate the

subjects’ opinions.

3. Low-inference descriptor record precise,
almost literal, and detailed descriptions of

people.

The researcher noted the actions of the subjects
while they were engaged in the writing test,
think-aloud protocol, and semi-structured

interview.

4. Multi-researcher agreement on
descriptive data collected by the research

team

All qualitative instruments for collecting data
were approved by the thesis adviser and co-

adviser.
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Table 3.4 List of Strategies to Increase Validity in Qualitative Instruments (McMillan

& Schumacher, 2001) (cont.)

Strategies and description

The processes in this study

5. Mechanically record data

While the subjects were engaged in the
writing test, think-aloud protocol, and semi-
structured interview, the data was recorded
such as using a tape recorder, photographs,
and videotapes to eliminate bias, to provide
an accurate and relatively complete record,

and to increase the trustfulness of the data.

6. Participant/researcher perceptions recorded
in diaries or anecdotal records for

corroboration.

The researcher asked the subjects to share
some documents such as diaries, text
messages, and anecdotes to corroborate their

opinions.

7. Checking informally with participants for

accuracy during data collection.

The researcher checked the subjects’
attention, subjects’ information during data
collection to ensure that the data obtained was
complete and accurate and that she

understood the subtle points.

8. Participant review asks participants to
review researcher’s synthesis of interviews
with person for accuracy of representation

frequently done in interview studies.

After transcribed data, the researcher asked
the subjects to review and modify any
information or interpretation of the data.
Then, the obtained data was analyzed for a

comprehensive integration of finding.

An administration is considered reliable if a later administration of the

same instrument produces similar results, that is if the outcome is repeatable. (Bashir,
Afzal, & Azeem, 2008). McMillan and Schumacher (2001) also suggested strategies to

enhance reliability and to monitor and evaluate researcher subjectivity and

perspective. There are seven strategies:

peer debriefing, field log, field (reflex)

journal, recording of ethical considerations, audibility, formal corroboration of initial

findings, and critical reflexivity. In this study, the researcher employed these strategies

to enhance reliability as follows. The researcher employed peer debriefing to facilitate

the logical analysis of data and interpretation when there were conflicting values in the
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data. In addition, a field log was used to maintain a record of date, time, places,
persons, and activities in order to provide easy access to the information.

Importantly, a pilot study was conducted before the actual use of the
writing test, think-aloud protocol, and semi-structured interview. Basit (2010) claimed
that a pilot study enhances the validity and reliability of the research. The subjects for
the pilot should be similar to the subjects in the actual study. These strategies assured
the reliability and validity of qualitative instruments.

3.4 Data collection procedures

The study was conducted during the second semester of the academic year
of 2011. The researcher sent a consent letter to the participating university asking for
permission to conduct the study and requesting subjects’ participation. The researcher
scheduled appointments with the subjects for each of the data collection procedures.

There were three phases in data collection, as follows:

46 high
proficiency
students

N 5 High 2. Writing test
Writing ORI 3. Think-aloud "
::> strategies " voluntary |:> protocol Writing
inventory . basis v 4. Semi- strategies
Treraanaentt structured
5 Low interview

291 low
proficiency
students

Figure 3.2 Data Collection Procedure Diagram
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3.4.1 Quantitative data collection procedures

This section describes the process used to collect the data (quantitative and
qualitative data) from the subjects in this study. There were three periods of data
collection: one for questionnaire, another for the writing test, and the last for the
think-aloud protocol and semi-structured interview. The three types of data collection
are explained as follows. The first session provided the opportunity to collect the
writing strategies inventory questionnaires.

Session I: Questionnaires

1) The questionnaire process started in the second semester of the
academic year of 2011. All subjects (high and low proficiency students) were asked to
answer the questionnaire. The questionnaire consists of two parts: personal
background information and an investigation of writing strategies adapted from SILL
version 7.0 (Oxford, 1990) by the researcher. This version consists of 50 statements
(see appendix B). To minimize problems of ambiguity and misinterpretation, the
questionnaires were written in Thai. The Thai version of the writing strategies
inventory was edited and checked by the thesis advisor to reduce any ambiguities
resulting from the translation.

2) All subjects answered the questionnaire. This process took about 30
minutes. While the subjects were answering the questionnaire, they asked some
questions. The researcher explained statements to clarify the subjects’ understanding
of those statements.

3) The researcher collected the questionnaires after the subjects finished.

4) All questionnaires were analyzed using the Statistical Package for
Social Science (SPSS).

3.4.2 Qualitative data collection procedures
The writing test was given the week following the completion of the
questionnaires. In the following section, the process for conducting the writing test is

described.
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Session 1l: Writing test

A writing test was used to investigate language learning strategies used in
writing. The writing test revealed how students used their writing strategies and their
writing proficiency.

1) The researcher asked subjects to participate writing test.

2) The subjects were required to compose a paragraph on the given topic.
They were assigned to write individually. The subjects received the instructions
concerning paragraph writing such as format, mechanics, organization, and content
(see Appendix C).

3) The subjects started the writing test on a given topic. The total time for
completing the writing test was one hour.

4) The researcher collected writing papers after the subjects finished the
writing test.

5) All writing papers were rated by one native speaker, one non-native
speaker, and the researcher herself using the scoring method developed by Jacobs,
Zinkgraf, Wormuth, Hartfiel, and Hungney (1981) (see Appendix A).

Session 111: Think-aloud protocol and semi-structured interview

This was the final procedure for collecting the data. A think-aloud protocol
and semi-structured interview were used to gather the in-depth information from the
subjects in this study. The process for this session is described as follows.

1) The think-aloud protocol was conducted while the subjects were writing
a paper. They were required to talk aloud about what they were doing, thinking, or
what was happening in their mind while they were taking the writing test.

2) After completing the writing test and think-aloud protocol, the subjects
participated in a semi-structured interview developed from SILL by Oxford (1990)
which consisted of four open-ended questions (see Appendix D). These questions are
presented as follows:

Question 1: What strategies do you use before, during, and after writing?
How often do you use these strategies? Why do you use these strategies?

Question 2: Do you think using these strategies will help improve your
writing? How and Why?
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Question 3: Would you prefer to be given a topic or to choose your own
topic? Why?

Question 4: Do you have the opportunity to use your writing skills and
improve your writing outside the classroom? If you do, give some examples.

3) All interviews were taped, transcribed, and analyzed by the researcher.

3.5 Scoring and Rating Procedures

Criteria for scoring and rating the writing test

The criteria for scoring in this study were based on the scoring method
developed by Jacobs, Zinkgraf, Wormuth, Hartfiel, and Hungney (1981). The
subjects’ compositions were scored according to five factors. The factors were
content, organization, vocabulary, language use, and mechanics. Each factor is
described below:

1) Content refers to relevance, clarity, originality, and logic. The
information is related to the given topic. There is coherence of sentences in writing
and thinking. (30 points)

2) Organization refers to paragraphs, topic and support, cohesion, and
unity. There is a connection between topic sentence and supporting sentences in the
paragraph. (20 points)

3) Vocabulary refers to using the appropriate registers, idiom choice, and
usage of word form. (20 points)

4) Language use refers to the rules for verb tenses, complex constructions,
articles, pronouns, prepositions, and word order/function. (25 points)

5) Mechanics refers to handwriting, spelling, punctuation, paragraphing,
and capitalization. (5 points)

To assess students’ writing ability, Jacobs, Zinkgraf, Wormuth, Hartfiel,
and Hungney’s (1981) scoring method was used (see Appendix A). Jacobs (1993)
conducted a study to investigate the assessment of foreign students’ writing. The
assessment used an analytical scoring technique based on the ESL composition profile

which contains the following features: content, organization, vocabulary, language
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use, and mechanics. The purposes of this study were to investigate how much each
component contributed to the total score variance, to investigate the degree to which
raters could achieve agreement concerning the writing proficiency of the subjects, and
to determine the reliability of their judgments. Each component was weighed
according to its importance in the composition. The results showed that the interrater
reliability of the raters’ judgments was fairly high at .82. The weighted score for each
component depended on the important aspect of composition.

3.6 Data analysis
The data were analyzed to answer the research questions (Merriam, 2009).
All data obtained from qualitative and quantitative methods were analyzed. The data

analysis processes are described below.

3.6.1 Quantitative data

The questionnaire responses were analyzed by using the Statistic Package
for Social Science (SPSS). Descriptive statistics used in this study were frequency,
arithmetic mean (X), standard deviation (SD), and inferential statistics using an
independent sample t-test.

Frequency, arithmetic mean, and standard deviation were used to provide
descriptive ratings for each item on the questionnaire. Frequency was used to find the
frequency responses for each item. Arithmetic mean was used to find the average
frequency of use of the writing strategies employed by high and low proficiency
students.

The t-test was employed to calculate the mean for the responses of both
low and high proficiency students. The t-test was used for means for both groups
(low and high) in order to find whether there were any significant differences between
the writing strategies employed by high and low proficiency students. The results of
the t-test indicate the differences between the means of the high and low proficiency

students.
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3.6.2 Qualitative data

All interviews and think aloud tapes were transcribed and analyzed by
using Strauss and Corbin’s (1990) open and axial coding techniques. According to
Strauss and Corbin (1990), open coding is the process of breaking down, examining,
selecting, comparing, conceptualizing, and naming the transcribed data. Open coding
was used to identify the categories of information in participants’ responses. Next,
axial coding was used to reorganize the categories to create related and more
meaningful groups of data. The data from the interviews and think aloud protocol were
also analyzed and categorized with open and axial coding into Oxford’s (1990) six
groups: memory, cognitive, compensation, metacognitive, affective, and social.

To conclude, this present study aimed to investigate the writing strategies
employed by high and low English proficiency students. In order to gain in-depth
information, a mixed-methods approach was employed. The data obtained from
quantitative data (a questionnaire) were analyzed using SPSS. Qualitative data (a
writing test, a think-aloud protocol, and a semi-structured interview) were analyzed by
content analysis. All data obtained revealed the writing strategies employed by high

and low proficiency students.
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CHAPTER IV
RESULTS

This chapter presents the results based on the four research questions in
this study. The four questions are:

1) What are the particular strategies which students at all levels of
proficiency employ in the English writing process? To what extent do they use these
strategies?

2) What are the particular strategies which high proficiency students
employ in the English writing process? To what extent do they use these strategies?

3) What are the particular strategies which low writing proficiency
students employ in the English writing process? To what extent do they use these
strategies?

4) Are there any significant differences in the writing strategies employed
by high and low proficiency students?

The data were analyzed and classified based on the basis of Oxford’s
(1990) categories: memory, cognitive, compensation, metacognitive, affective, and
social strategies. The criteria used for evaluating the degree of strategy use are adapted
from Oxford (1990). Average scores between 4.50 and 5.00 were rated as “highest
frequency of use”, scores between 3.5 and 4.49 were rated as “high frequency of use”,
scores between 2.50 and 3.49 were rated as “medium frequency of use”, scores
between 1.50 and 2.49 were rated as “low frequency of use”, and scores between 1.00

and 1.49 were rated as “lowest frequency of use”.

The Criteria for Evaluating the Degree of Strategy Use (adapted from Oxford, 1990)

Average Frequency of use of strategies The average mean score
Highest = Always or almost always used 4.50-5.00
High = Generally/Often used 3.50-4.49
Medium = Sometimes/Occasionally used 2.50-3.49
Low = Generally not/Seldom used 1.50-2.49
Lowest = Never or almost never used 1.00-1.49
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To answer the four research questions, all subjects’ responses for both
quantitative and qualitative data were analyzed. The quantitative data was obtained
from 337 subjects (291 high proficiency students and 46 low proficiency students)
who completed the questionnaire. The quantitative data from the questionnaire were
calculated using descriptive statistics including frequency, mean, standard deviation
and inferential statistics including an independent t-test.

Qualitative data from the think-aloud protocol and the semi-structured
interview were transcribed to obtain insight into the use of writing strategies employed
by high and low proficiency students. Data obtained from the qualitative procedures
gave evidence that clearly explains the differences in strategy use by the two groups.

This section explains the quantitative results which were gathered from
responses to the questionnaire and qualitative results which were gathered through a
semi-structured interview, a think-aloud protocol, and a writing test. Both quantitative
and qualitative data have been grouped into six categories. The data obtained using
qualitative methods was also classified on the basis of Oxford’s (1990) categories:
memory, cognitive, compensation, metacognitive, affective, and social, and these
qualitative results were used to support the quantitative results because all qualitative
data provided more details and information on the use of writing strategies employed
by both high and low English proficiency students. Finally, the data obtained revealed

writing strategies used in the writing process.

4.1 Finding one

Research question one:

What are the particular strategies which students at all levels of proficiency employ in
the English writing process? To what extent do they use these strategies?

This section discusses the use of writing strategies by students of both high
and low proficiency. Table 4.1 shows the six categories of writing strategies: memory
strategies, cognitive strategies, compensation strategies, metacognitive strategies,
affective strategies, and social strategies. The degree of use of the different strategies
is shown by their ranking from the most to the least frequently used.
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4.1.1 Writing strategies employed by all students
Table 4.1 The Use of Writing Strategies by Students of All Proficiency Levels

Average
Rank Strategy No. of M SD Cronbach’s  Frequency of
Order Group Items Alpha Strategy Use

1 Compensation 4 3.17 .79 .072 Medium

2 Affective 18 3.03 .81 .075 Medium

3 Social 4 2.88 81 .076 Medium

4 Metacognitive 17 2.74 .63 .073 Medium

5 Cognitive 12 2.55 .60 .074 Medium

6 Memory 5 2.47 .70 .074 Low
Overall average 50 2.80 72 .074 Medium

(N =337)

Table 4.1 shows all students employed six main categories of writing
strategies. All students employed writing strategies at the moderate level (M = 2.80).
They employed compensation strategies, affective strategies, social strategies,
metacognitive strategies, and cognitive strategies at a medium level, and memory
strategies were rated at a low level. They used compensation strategies most (M =
3.17) followed by affective strategies, social strategies, metacognitive strategies, and

cognitive strategies; whereas, they used memory strategies least (M = 2.47).
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4.1.2. The use of compensation strategies by all students

Table 4.2 The Use of Compensation Strategies by Students of All Proficiency Levels

Average
Compensation Strategies M SD Rank  Frequency of
Order Strategy
Use
19. | adjust the message by using simple sentences that 3.52 1.11 1 High
Have a similar meaning, make ideas less precise, and omit
some items of information in order to avoid using
complex sentences that I’m not sure of.
21. 1 use a circumlocution or a synonym to convey the 3.29 1.08 2 Medium
intended meaning of word that | don’t know.
18. I will write better if 1 can choose the topic for my  3.27 1.25 3 Medium
writing task.
20. | make up a new word if | don’t know the right one in ~ 2.60 1.12 4 Medium
English (e.g. ‘tooth doctor’ instead of the word ‘dentist’)
Overall average 3.17 1.14 Medium

(N = 337)
Compensation strategies are categorized as direct strategies which include
two strategy sets “guessing intelligently in listening and reading” and “overcoming
limitations in speaking and writing”. Table 4.2 shows that all students’ use of
compensation strategies was at a moderate level (M = 3.17). All students employed
adjusting to use simple sentences that have a similar meaning, making ideas less
precise, and omitting some items of information at a high level (item 19, M = 3.52);
whereas they used the rest of strategies at a medium level. They used the strategy of
adjusting to use simple sentences in order to make ideas less precise most (M = 3.52)
followed by using a circumlocution or a synonym” (M = 3.29). The strategies of “I
will write better if I can choose the topic” (M = 3.27) and “I make up a new word if |
don’t know the right one in English” (M = 2.60) were the two least used, in that order.
Data obtained from the qualitative procedures indicates that when the
students were assigned to do the writing task, their main obstacle was the inadequacy
of vocabulary. To overcome the limitations in their vocabulary, they employed the
strategy of using a circumlocution or a synonym and adjusting to use simple sentences
that have similar meaning most. All students reported that they always used a
circumlocution or a synonym to convey the intended meaning of a word and adjust to
use simple sentences to explain if they are not sure of the right word. They avoided

using words they were not sure of by using simple words that have a similar meaning
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or using simple sentences to describe their intended word. They also tried not to use
the complex sentences in order to avoid making any mistakes.

For instance, L1, a student in the Faculty of Physical Therapy, said in his
interview, “If I am not sure of the right word, | will use a dictionary. If | cannot use a
dictionary, I usually use a synonym instead.” Moreover, he said “Well, if I want to tell
the height and weight of someone but | cannot think of the words, | will say that he or
she is fat, tall and has some......

In terms of students’ preference for the topic, they had different opinions.
Two high proficiency students and two low proficiency students liked to choose their
own topic. They mentioned that they could write better if they chose their own topic
because they already had information or knowledge on the topic. They could add more
details or examples for supporting sentences.

For example, H3, a medical student, stated that ““I prefer mine because |
can add more details, and the information seems professional. | am familiar with
examples and supporting ideas. | already know them because of what | do in life and
when | give examples or statistics, it makes my work valid.”

Another high proficiency subject, H1, a medical student, mentioned “I
think that I prefer to choose my topic because | might not be not familiar with a given
topic and then | could not think of to write. When | choose a topic | have a lot of
information to write about.”

On the other hand, five students had different opinions. They liked a given
topic because it helped them to know the content of topic. They could find the
information. Sometimes, they had no idea of what topic to write about or feared that
their topic might be not interesting enough.

H2, a medical student, for instance, said ““I prefer a topic the teachers gave
us as | might choose a topic it is easy to write about, and therefore, it cannot help me
to improve. If the topic is unknown, I will try to research. It makes me learn more and
gives me practice.”

Another example, L4, a student in the Faculty of Public Health, reported,
“l prefer a topic given by the teacher because it provides us with guidelines for

writing. I think a given topic is better.”
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However, one low proficiency students was equally happy with both given
topics and topics chosen by the students themselves. He explained that choosing his
own topic helped him to write better and that this kind of topic was easier to write
about, while a given topic help teacher easily checked.

In the present study, no students reported in their interview or think-aloud
the use of making up a new word if they do not know the right one in English. There
was no evidence of this in the qualitative data. However, this strategy was reported at
a medium level on the questionnaire. This indicates that all students regard this
strategy as being a beneficial strategy.

This finding reveals that all students consider compensation strategies as
the most important strategies. They used these strategies to help them overcome their
lack of vocabulary when writing. They employed adjusting to use a simple sentence

and using a circumlocution or a synonym to convey their intended meaning.
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4.1.3. The use of affective strategies by all students

Table 4.3 The Use of Affective Strategies by Students of All Proficiency Levels

Average
Affective Strategies M SD  Rank Frequency of
Order Strategy
Use
39. | try to relax whenever | feel anxious while I’m writing; 3.50 1.16 1 High
for instance, | stop writing and listen to the radio or watch
T.V. for a while before | start to write again.
42. | actively encourage myself to take wise risks in writing  3.41  1.04 2 Medium
but it is not a guess.
41. 1 will say positive statements to myself in order to cheer  3.23  2.97 3 Medium
myself up when | feel dejected while writing.
40. | reduce anxiety before beginning to write by using 3.21  1.10 4 Medium
meditation or deep breathing.
46. | talk to someone | trust about my attitudes, feelings, 3.05  1.20 5 Medium
and problems concerning my English writing.
44. | pay attention to physical signs of stress that occur 3.04  1.14 6 Medium
while I’m writing and | try to relax in order to reduce such
feelings before | continue to write.
43. | give myself a reward or treat when | can write well. 244 113 7 Low
45. | write my feelings/attitudes/problems in writing English ~ 2.33 1.08 8 Low
in a private diary.
Overall average 302 121 Medium

(N =337)

Affective strategies are classified as indirect strategies with three main
substrategies: “lowing your anxiety”, “encouraging yourself”, and “taking your
emotional temperature”. Table 4.3 shows that all students use affective strategies at a
moderate level (M = 3.02). The use of affective strategies ranked from the low level to
the high level (M = 3.50 - 2.33). All students used the strategy of trying to relax when
feeling anxious most (item 39, M = 3.50). Most affective strategies were rated at a
medium level of strategy use (item 40, 41, 42, 44, and 46), except for items 43 and 45
which were rated at a low level. They used the strategy of giving a reward or treat
when writing well (M = 2.22) and writing feelings/ problems/attitudes on English
writing in a private diary (M = 2.33) least.

No students reported the use of affective strategies in their interview or
think-aloud session. However, these findings do not mean that the students did not
employ these strategies in their writing. The reason is probably that while they were

writing, the students were focused on completing their writing task in the limited time
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available. Most writing tasks required the students to finish in class, so they did not
report the use of affective strategies in their interview or think-aloud protocol session.

In summary, all students did report the use of affective strategies in their
think-aloud and interviews; whereas, the results obtained from the questionnaire
showed the used of affective strategies. All students employed various strategies such
as trying to relax, encouraging themselves, and saying positive statements.

4.1.4. The use of social strategies by all students
Table 4.4 The Use of Social Strategies by Students of All Proficiency Levels

Average
Social Strategies M SD Rank Frequency
Order of Strategy
Use
50. I ask for help or advice from native speakers or other  3.06 1.23 1 Medium
proficient language users whom | know whenever | have
got a problem in my work.
48. | ask the teacher to correct my work. 2.95 1.08 2 Medium
49. | work with my friends to mutually review our tasks  2.87 1.06 3 Medium
in order to find any mistakes and try to correct them.
47. If | do not understand the assignment, | will ask the  2.62 1.05 4 Medium
teacher to clarify it.
Overall average 2.87 1.10 Medium

(N =337)

Social strategies are grouped as indirect strategies with three main strategy
sets: “asking questions’, “cooperating with others”, and “empathizing with others”.
Table 4.4 shows that all students use social strategies at a moderate level of (M =
2.87). Almost all of the strategies were used at a medium level. The students rated
item 50 (M = 3.06) “asking for help or advice from native speakers or other proficient
language users” highest followed by “asking the teacher to correct their work” (item
48, M = 2.95) and “working with friends to mutually review tasks” (item 49, M =
2.87), respectively.

The qualitative results reveal that most students asked their friends for help
after writing. They firstly checked for correctness by themselves, and then they asked
friends to check the correctness of grammar, spelling, wording, and content.

For instance, H1said in her interview, “If it is homework, | ask friends for
help because it is not the same when | check and when others check. Sometimes, |

think what | have written is correct, but other people do not” L4 also mentioned,
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“After writing | reread my work to check the content and the conclusion. Sometimes, |
give my work to friends to check. If they don’t like something I’ve written, they give me
suggestions.” Although they reported asking friends for help, it did not often occur. It
depended on the importance and weight of the task.

For example, H2, a medical student, said “l sometimes ask for help, it
depends on the importance of the task. If that work is worth a lot of points, I ask
someone | can trust. Normally, | ask my older sister to check because she is better
than me.”

However, one low proficiency student rarely asks friends for help. The
reason was that he was shy. More importantly, he was not sure of his friend’s ability.
H1 said, *“I am not sure that friends know the right answer.”

Only one low proficiency student reported asking help from the teacher.
L3, a Thai major, said that if the given topic was difficult and if he did not have
enough knowledge about the given topic he asked the teacher. Most students ranked
asking the teacher to clarify when they do not understand (items 47, M = 2.62) as the
least often used strategy.

In summary, most students employed various social strategies such as
asking help from friends or proficient language users, working with friends to review
their writing task, and asking the teacher to clarify or correct their paper.
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4.1.5. The use of metacognitive strategies all students

Table 4.5 The Use of Metacognitive Strategies by Students of All Proficiency Levels

Frequency
Metacognitive Strategies M SD Rank of Strategy
Order Use
28. | arrange a comfortable environment for myself in  3.47 1.13 1 Medium
order to facilitate writing.
33. 1 will make a plan or jot down the aspects I’'m going  3.23 1.15 2 Medium
to write about before | begin to write the first draft.
29. | plan my own goals for learning to write in English.  3.14  1.12 3 Medium
30. I plan what I’m going to accomplish in each writing 3.04  1.08 4 Medium
task.
37. 1 try not to make the same mistakes by learning from  2.97 1.08 5 Medium
my previous errors.
38. After the teacher returns my work, | compare it with  2.82 1.13 6 Medium
the work my friends who got high marks so as to
examine my errors and work to improve my next task.
23. When | write any tasks, | will block out noise and  2.81 1.02 7 Medium
interruptions until | finish.
35. I notice the mistakes in my work while I am writing  2.79 1.00 8 Medium
and correct them throughout the writing process.
25. I try to find out all I can about how to write better. 2.77 .99 9 Medium
32. Before | write a task, | carefully consider it and then  2.76 1.00 10 Medium
I choose the type of writing style, phrases, sentences,
and vocabulary relevant to the topic of the assignment
and the Audience for what 1I’m writing.
31. I clearly identify the purpose of the writing task as 2.74  1.01 11 Medium
well as the reader’s needs while I’m writing the task.
22. Before | write any new task, | will review writing  2.69 .92 12 Medium

lessons and what I’ve learned about writing, and link
these things with the task 1’m going to write.

36. | examine my previous work in order to evaluate my 254  1.02 13 Medium
progress and find the problems | still have in order to
eliminate mistakes.

26. | organize my language notebook to record 2.48 1.21 14 Low
information on writing.
24. | decide in advance to pay attention to specific 2.37 1.04 15 Low

language aspects or to the content of the task that I’'m
going to write.

34. | try to seek opportunities to write outside the 2.32 1.13 16 Low
classroom.

27. | arrange my schedule to practice writing outside the  1.61 .85 17 Low
classroom.

Overall average 2.73 1.05 Medium
(N =337)

Metacognitive strategies are grouped as indirect strategies. Metacognitive
strategies include “centering your learning”, “arranging and planning your learning”,
and “evaluating your learning”. Table 4.5 shows all students use metacognitive at the

moderate level (M = 2.73. The use of metacognitive strategies ranged from “generally
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not or seldom used” to “generally or often used” (M = 3.47 - 1.16). All students liked
the strategy of arranging a comfortable environment in order to facilitate writing (item
28, M = 3.47). Moreover, they also rated the strategies of “making a plan or jotting
down notes before beginning to write the first draft” (item 33, M = 3.23), “planning
goals for learning to write in English” (item 39, M = 3.14), “and planning what they
want to accomplish in the writing task” (item 30, M = 3.04) at a medium level. They
reported the strategies of *“organizing a language notebook to record information on
writing” (item 26, M = 2.48), “making a decision in advance to pay attention to
specific language aspects or to the content of the task” (item 24, M = 2.37), “trying to
seek opportunities to write outside the classroom” (item 34, M = 2.32), and “arranging
the schedule to practice writing outside the classroom” (item 27, M = 1.61) as the four
least used, in that order.

Data obtained from the questionnaire showed that all students employed
the strategy of arranging a comfortable environment in order to facilitate writing as the
most frequently used. On the other hand, data obtained from interviews and the think-
aloud sessions revealed that students reported making an outline before writing the
first draft most often. Most students paid a lot of attention to brainstorming and
outlining.

Some students always made an outline. For instance, L3 said “Firstly, |
begin with an outline. Before writing, | think of what | am going to write, how to
organize it, and where | should start. For example, if the title is “Influential person”, |
think first about who | will write about and then | think about what | will write , what
positive aspects in the person’s life I’ m going to writers about and things like that.”

L4 said in her interview “Firstly, when | get a topic, | translate it into
Thali, think of its requirements, and create a mind map. For example, if it is about
daily life, I think how about this topic is related to my life and think of easy words to
use because | have a limited vocabulary. | look for words in the dictionary if I do not
know them.

However, some students do not make an outline. Whether or not they
made an outline depended on the difficulty of the given topic. If the topic was easy,
they did not make an outline. For example H1, a medical student, said in her

interview, “If 1 am familiar with the topic, | can write without planning. | just use
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ideas in my head. If it is an essay, | will think of the introduction, details, and
conclusion. And I will think a lot when | write. If the topic is difficult, I list the details
first for every part - introduction, body, and conclusion. Normally, I do not list
because | can see the details.” L1 also mentioned “Well, I look what the topic is
about. If the topic is about opinions, | do not make an outline.” All students reported
that making an outline provided benefits in terms of controlling and organizing their
ideas. Data derived from the writing test reveal that two high proficiency students did
make outlines.

Moreover, some students considered the type of writing style, phrases,
sentences, and the vocabulary relevant to the topic. For instance, H4 and H5, medical
students, said they considered what the topic was about, and then decided on the type
of writing style. They listed words relevant to the topic. H4, a medical student, stated
“Sometimes, | list words and word forms, and then use them in the appropriate place.”

During writing, students noticed mistakes in their writing and corrected
them throughout the writing process. H5, a medical student, stated in her interview, “I
always reread the previous section and correct them. If some sentences are not good
or have grammatical errors, | correct them and look for other ways to make my
sentences better.”

The results from the questionnaire show the strategy of arranging the
schedule to practice outside the classroom was reported as the least frequently used.
Not surprisingly, the information from the qualitative data supported this finding.
Most students rarely practiced writing outside the classroom. For instance, L1 said “I
did not practice writing.”” And another example, L4 stated “Rarely. | have a lot of
things to do besides doing homework. | am scared to write because | have no one to
check whether my writing is correct or not. Thus, | rarely write in English.”

In conclusion, the results show that all students were aware of their writing
process. They employed various metacognitive strategies in their writing such as
making an outline, listing words relevant to the topic, and noticing and correcting any

mistakes throughout the writing process.
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4.1.6. The use of cognitive strategies by all students

Table 4.6 The Use of Cognitive Strategies by Students of All Proficiency Levels

Average
Cognitive Strategies M SD  Rank Frequency
Order of Strategy
Use
6. | reread the work that I’ve just written in order to check  3.53  1.17 1 High
it for correctness.
12. | use reference material such as dictionaries or 3.41  1.19 2 Medium
grammar textbooks while I’m writing.
7. | revise my writing task throughout the writing process, 3.18  1.00 3 Medium
from the beginning to the end.
15. I make sentences by using the patterns that | myself 2.98  1.47 4 Medium
summarize from what I’ve learned.
9. | try to make notes during lectures, write memos, or 2.88  1.18 5 Medium

write greeting or congratulation cards for special

occasions in English.

13. | gather information relevant to the task I’'m going to 2.81  1.06 6 Medium
write from any resources around me, for example from

newspapers, journals, television, or from my teacher,

friends, or family.

14. I include my own experience in my work. 275 1.06 7 Medium
10. | join together and write the phrases/sentences I've 2.74 251 8 Medium
learned or those I’ve transcribed from other sources in my
writing task.
17. | never transfer Thai grammar or writing patterns for 2.62  1.12 9 Medium
when writing in English.
8. | practice the phrases or sentences I’ve just learned or 252  1.00 10 Medium
those where | always make mistakes by rewriting them
over and over.
11. I write English letters or short notes to my friends. 244 1.20 11 Low
16. When I’m writing, | think in English and try not to 2.29  1.19 12 Low
think in Thai and translate into English later.

Overall average 284 1.26 Medium

(N =337)

Cognitive strategies are classified as direct strategies with four main
strategy sets including “practicing”, “receiving and sending messages”, “analyzing
and reasoning”, and “creating structure for input and output”. Table 4.6 shows that all
students used cognitive strategies at a moderate level (M = 2.84). The use of cognitive
strategies ranked from a low level to a medium level. All students employed the
strategy of “I reread the work that I’ve just written in order to check it for correctness”
(item 6, M = 3.53) at the highest level.

All students reported that they employed strategy 6 frequently. For
instance, a student in the Faculty of Public Health explained in her interview “I reread
to check for spelling and grammatical errors.” H1 also mentioned “After writing, |

read twice. The first time | do not focus on the content, I look for spelling and
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punctuation errors. The second time, | focus on whether or not the content is correct.”
All students reported that they always reread to check for correctness of such items as
grammar, tense, spelling, content, and coherence.

Moreover, most students reported that they liked to use a dictionary while
they were writing. They used a dictionary to find an appropriate word, check the form
of a word, and check the spelling. H5, a medical student, reported “I always misspell,
so | always check the meaning and spelling by using a dictionary.” H4 and L1, in their
think-aloud session, asked to use a dictionary while they were writing. This finding
indicates that the students were focused on choice of appropriate words, meaning of
word, and spelling.

All students in this study reported that they gathered information relevant
to the task from many sources such as the Internet and textbooks. L2, for example,
said “If the task is too hard and assigned as homework, | find information on the
Internet or from a book or ask my parents.”

The other strategies were rated at a medium level of use, except for item11
“I write English letters or short notes to my friends” and item16 “When I’m writing, |
think in English and try not to think in Thai and translate into English later” which
were rated at a low level. Although the strategies of trying not to think in Thai and
translating into English later” were rated at the lowest level of this strategies group,
the information from the interviews reveals that low proficiency students thought in
Thai first, and then translated into English. L3 said in his think-aloud, “I think of a
word in Thai first, and then I find English word that has the most similar meaning in.”

In conclusion, cognitive strategies play an important role for students in
the writing process. The findings indicate that all students employed various strategies
such as rereading to check for correctness, using a dictionary, revising the writing task

throughout the writing process, and gathering information.
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4.1.7. The use of memory strategies by all students

Table 4.7 The Use of Memory Strategies by Students of All Proficiency Levels

Average
Memory Strategies M SD Rank Frequency of
Order Strategy
Use
5. | remember the phrases or sentences from a task that 2.84  1.10 1 Medium
has received a high score writing in order to use them in
the next task.
2. | transcribe the words/phrases/sentences that I’ve just 2.57 .96 2 Medium
learned several times in order to remember them.
3. l always review the writing lesson that 1’ve had. 2.50 .85 3 Medium
1. | remember words/phrases/sentences by grouping them 2.24 .90 4 Low

into separate groups, e.g. application letters, contrastive

descriptions.

4. | put the words/phrases/ sentences I’ve learned in an 221 .99 5 Low
easy-recognize story, so | can remember them.

Overall average 247  0.96 Low

(N =337)

Memory strategies are in the group of direct strategies. Memory strategies
consist of four main sets of strategies: “creating mental linkage”, “using images and
sounds”, “reviewing well”, and “employing action”. Table 4.7 shows that all students
use memory strategies at a low level (M = 2.47). The students rated memory strategies
ranked from a low level to a medium level. They used the strategy of “remembering
the phrases or sentences from a task that had received a high score to use in the next
task most” (item 5, M = 2.84). Moreover, the students liked “transcribing the
words/phrases/sentences several times in order to remember them” (item 2) and
“reviewing the writing lesson” (item 3), which were rated at a medium level. They
rated the strategy of “remembering words/phrases/sentences by grouping” (item 1) and
“putting the words/phrases/sentences in an easy-recognize story” (item 4) at a low
level. The least employed strategy was “putting the words/phrases/sentences in an
easy-recognize story” (item 4, M = 2.21).

The qualitative procedures revealed that students rarely reported the use of
memory strategies. One high proficiency students reported the strategy of
“remembering words by using a new word in daily life”.

H4, for example, said “If I learn a new word, | try to use it frequently in
daily life in writing and speaking in order to remember it better.” H3 sometimes
reviewed her lessons or reread her textbook. She said “If | know that | have a writing

test, | read textbooks, find some essays for examples to see some techniques.” H4 also
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mentioned that “Mostly the topic teachers give come from the topics in the books then
so | look at the topics in the chapter.” The rare use of memory strategies may explain
why they have vocabulary problems in their writing

In conclusion, the responses to the questionnaire revealed that all students
employed various kinds of memory strategies. However, the qualitative data revealed
that most students rarely employed memory strategies. Some students reported the
strategy of remembering words by using them in their daily life and reviewing lessons.

4.1.8 Summary for the findings to research question one

In summary, the qualitative results reveal that all students applied a wide
range of writing strategies. They used all six categories of writing strategies from
“generally not or seldom used” to *“occasionally or often used”. They used
compensation strategies (M = 3.17) most; whereas, they used memory strategies least
(M = 2.47). Although all students reported compensation strategies were the most
often used, the highest use of a substrategy was for the group of cognitive strategies
(item 6). The lowest frequency of use was in the group of metacognitive strategies
(item 27). All students reported liked “rereading their work to check for correctness at
the highest level” (item 6, M = 3.53). They do not like to arrange their schedule to
practice writing outside the classroom (item 27, M = 1.61).

4.2 Finding two

Research question two: What are the particular strategies which high
proficiency students employ in their English writing process? To what extent do they
use these strategies?

This section reports on the use of writing strategies by high proficiency
students. Quantitative data were obtained from 46 students who answered the
questionnaire. Qualitative data was obtained from five high proficiency students
through an interview, a think-aloud protocol, and a writing test. The following table
shows the frequency of use of writing strategies reported by 46 high proficiency
students. The six categories of writing strategies are presented according to the degree
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of strategy use ranging from the highest level of strategy use to the lowest level of
strategy use. (See Table 4.8)

4.2.1 Writing strategies employed by high proficiency students
Table 4.8 The Use of Writing Strategies by High Proficiency Students

Average
Rank Strategy Group No. of M SD  Cronbach’s  Frequency
Order Items Afpha of Strategy

Use

1 Compensation 4 3.35 .70 .818 Medium

2 Social 17 3.06 .80 .820 Medium

3 Metacognitive 4 2.84 .70 .822 Medium

4 Cognitive 12 2.82 77 .819 Medium

5 Affective 8 2.81 .76 .819 Medium

6 Memory 5 241 .80 .820 Medium

Overall average 50 288 0.75 .819 Medium

(N = 46)

Table 4.8 shows the average frequency with which high proficiency
students used the six main categories of writing strategies. The results show that high
proficiency students used writing strategies at a moderate level (M = 2.88). They liked
the group of compensation strategies (M = 3.35) most followed by social strategies,
metacognitive strategies, cognitive strategies, and affective strategies. Memory
strategies were the least often used (M = 2.41).

As in the section reporting the findings for research question one, the
following section provides more information about high proficiency students’ use of
writing strategies for each of the six strategy categories. The details regarding use are
ordered from the most to the least frequently used.
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4.2.2. The use of compensation strategies by high proficiency students

Table 4.9 The Use of Compensation Strategies by High Proficiency Students

Average
Compensation Strategies M SD Rank  Frequency of
Order Strategy
Use
21. 1 use a circumlocution or a synonym to convey the 3.78 .94 1 High
intended meaning of word that | don’t know.
18. I will write better if |1 can choose the topic of my  3.54 1.08 2 High
writing task.
19. | adjust the message by using simple sentences that 3.50 1.20 3 High

have a similar meaning, making the ideas less precise, and

omitting some items of information in order to avoid using

complex sentences that I’ not sure of.

20. I make up a new word if I don’t know the right one in ~ 2.60 1.16 4 Medium
English (e.g. ‘tooth doctor’ instead of the word ‘dentist’)

Overall average 3.35 1.09 Medium

(N =46)

Results from the questionnaire (Table 4.9.) show that high proficiency
students liked using compensation strategies most at an average frequency of 3.35.
This finding is similar to the use of writing strategies by all students. They rated the
strategy of “using a circumlocution or a synonym to convey the intended meaning”
(item 21), “improving writing by choosing the topic” (item 18), and “adjusting the
message by using simple sentence” (item19) at a high level. They used the strategy of
““using a circumlocution or a synonym to convey the intended meaning” most (item 21,
M = 3.78); whereas they used the strategy of “making up a new word” least (item 20,
M = 2.60).

Information obtained from qualitative procedures agrees with these results.
The high proficiency students mentioned that they used a circumlocution or a
synonym to convey the intended meaning. For example, H1in her interview said, “If |
cannot think of that word, | use another word instead. However, the meaning is the
same.” Another student, H2, stated that “Normally, I try to find the word | want, if |
cannot. | use a synonym.”

Subjects’ opinions on the choice of topics varied. Two high proficiency
students stated that they could write better if they chose their own topic. H1, for
example, said ““I prefer to choose because then I know a lot about it. | am familiar

with a lot of to write about.”” She further mentioned *““When I choose a topic | can put
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in more information and it makes my work more interesting. If the topic is unfamiliar
to me, | can only use what information | already have and my work is not interesting.

Another student explained “I prefer mine because | can add more details,
and the information seems professional. 1 am familiar with examples and supporting
ideas. | already know them because of what I do in life and when | give examples or
statistics, it makes my work valid.”

However, three other high proficiency students had different opinions;
they preferred to be given a topic. For instance, H2 stated in her interview, “I prefer a
topic the teachers gave us as | might choose a topic it is easy to write about, and
therefore, it cannot help me to improve. If the topic is unknown, I will try to research.
It makes me learn more and gives me practice.” H4 and H5 had the same opinion. H5
explained that ““If 1 choose the topic by myself, I may choose an uninteresting topic
and | won’t get a good score. It isn’t a good idea”. Additionally, H5 stated ““I have no
idea when the teacher assigns me to write an essay. Additionally 1 sometimes confuse
with topic | have chosen myself. It would be better if the teacher give me the topic and
guideline™.

High proficiency students did not report the use of “making up a new word
if they did not know the right one”. When they struggled with inadequacies in their
vocabulary, they used a circumlocution or a synonym instead.

In summary, high proficiency students used compensation strategies most.
They employed most subdivisions of compensation strategies including using a
circumlocution or a synonym, writing better if choose own topic, and using simple

sentence at a high level. Making up a new word was rated at a medium level.
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4.2.3. The use of social strategies by high proficiency students
Table 4.10 The Use of Social Strategies by High Proficiency Students

Average
Social Strategies M SD Rank Frequency
Order of Strategy
Use
48. | ask the teacher to correct my work. 3.21 1.05 1 Medium
50. | ask for help or advice from native speakers or other  3.17 1.06 2 Medium
proficient language users whom | know whenever | have
got a problem in my work.
49. | work with my friends to mutual review our task in ~ 2.93 1.12 3 Medium
order to find out any mistakes and try to correct them.
47. 1f 1 do not understand the assignment, | will ask the  2.93 1.20 4 Medium
teacher to clarify it.
Overall average 3.06 1.10 Medium

(N = 46)

The use of social strategies by high proficiency students was at a moderate
level. High proficiency students used all subdivisions of social strategies at a medium
level. They used the strategy of asking the teacher to correct (item 48, M = 3.21) most
followed by asking for help or advice from native speakers (item 50, M = 3.17), and
working with friends to review the task (item 49, M = 2.93); whereas they used the
strategy of asking the teacher if they do not understand the assignment least (item 47,
M =2.93).

Data obtained from qualitative procedures indicate that the strategy of
asking for help or advice from friends and other proficient language users were
reported as the most frequently used as well. After writing, they sometimes asked
friends to read their work in order to check for correctness in such areas as content,
grammar, spelling, and tense.

For instance, H4 said in her interview, “I sometimes ask my close and
intelligent friends for help after |1 have checked it myself.”” She further stated “I
sometimes work with my friend to review our tasks and correct them.”

The questionnaire showed that high proficiency students liked the strategy
of asking the teacher to correct their work most. On the other hand, no one reported
the use of this strategy in the interview. Additionally, high proficiency students did not
report the strategy of asking the teacher if they do not understand the assignment.

In conclusion, the responses to the questionnaire show that high
proficiency students tended to use different social strategies in their writing process.
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High proficiency students reported the use of asking the teacher the most often. The
qualitative data show that high proficiency students reported asking friends for help

the most often.
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4.2.4. The use of metacognitive strategies by high proficiency students

Table 4.11 The Use of Metacognitive Strategies by High Proficiency Students

Average
Metacognitive Strategies M SD Rank Frequency
Order of Strategy
use

33. I will make a draft plan or jot down the aspect I’ m  3.45 1.27 1 Medium
going to write before | begin to write the first draft.
35. | myself notice the mistakes in my work while I  3.36 1.01 2 Medium
writing it and correct them throughout the writing process.
25. 1 try to find out all I can about how to write better. 3.30 1.07 3 Medium
23. When | write any tasks, | will block out noise and 3.28 .98 4 Medium
interruption until I finish it.
28. | arrange comfortable environment for myself in order  3.26 1.23 5 Medium
to promote writing.
37. | try not to make the same mistakes by learning from  3.23 1.07 6 Medium
my previous error.
30. I plan what I’'m going to accomplish in each writing  3.13 1.16 7 Medium
task.
29. | plan my own goal for learning to write in English. 3.00 1.07 8 Medium
31. | clearly identify the purpose of writing task as wellas 297  1.25 9 Medium
the reader’s need while I’m writing the task.
32. Before | write the task, I carefully consider it and then  2.95 1.22 10 Medium
I will choose the type of writing style, phrases, sentences,
and vocabulary relevant to the topic of the writing and the
audience.
22. Before | write any new task, | will review writing 2.73 1.18 11 Medium
lessons and knowledge on writing that I’ve learned, and
link them with the task I’m going to writing.
36. | examine my previous work in order to evaluate the 2.60 1.12 12 Medium
progress and find out the mistakes that still exist in order
to eliminate them.
34. | try to seek for opportunity to write outside the 2.47 1.29 13 Low
classroom.
24. | decide in advance to pay attention to specific 2.47 131 14 Low
language aspects or content of the task that I’m going to
write.
38. After the teacher returned my work, | compare it with  2.41 1.06 15 Low
those of my friends who got high marks so as to examine
my error and apply it to improve my next work.
26. | organize my language notebook to record 2.17 1.41 16 Low
information on writing.
27. | arrange my schedule to practice writing outside the  1.50 .72 17 Low
classroom by myself.
Overall average 2.84 1.14 Medium

(N = 46)

Table 4.11 shows high proficiency students use of metacognitive strategies

at the moderate level (M = 2.84). The high proficiency students reported their use of

metacognitive from a low level of use to a medium level of use (M = 1.50-3.45). No

subdivision of metacognitive strategies was rated at a high level. High proficiency
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students liked making a plan (item 33) most (M = 3.45). Responses at the interviews
also reveal that high proficiency students reported making an outline before beginning
to write their first draft. They were aware of organization and controlling ideas.
Making an outline helped students write more easily and faster.

For example, H4 said, “Making an outline helps me construct better
sentences and every sentence is related to the others. For example, First sentence
leads directly to the second.”

Moreover, the results also show that high proficiency students noticed
their mistakes (item 35) and looked for ways to improve their English writing (item
25). During writing process, the students were aware of any mistakes and corrected
them throughout the writing process. For instance, H5 said in her interview “While
writing, | reread and check and the previous sentence again after | have finished
writing it. If | found any mistakes, | correct them.” Additionally, the high proficiency
students also looked for ways to improve their writing such as finding more
information from many sources, asking friends for help, and reviewing the lesson.

H4 stated, ““I search the Internet, read English novels, and use some of the
sentences | have read in my own writing. Sometimes | learn new words and find some
patterns. Sometimes | watch movies or write a diary in English.”

The responses to the questionnaire show that high proficiency students
rated the strategy of arranging their schedule to practice writing outside the classroom
as the least often strategy use (item 27, M = 1.50). They rarely arranged their schedule
or practiced writing English outside the class.

H2, for example, mentioned, “I often wrote in English when I was in high
school because | attended an international school and | used only English. Now, I
should write in Thai so | ignore English.”” A few high proficiency students reported
practicing writing such as note-taking and writing in a diary in English. For example,
H4 said, ““I sometimes write in English in my diary because | don’t want my sister to
know what I write.”

In conclusion, high proficiency students used various metacognitive
strategies at a medium level. The high proficiency students paid attention to making an
outline, noticing their mistakes, and finding how to write better; on the other hand,

they rarely find opportunities to practice English writing outside the classroom.
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4.2.5. The use of cognitive strategies by high proficiency students
Table 4.12 The Use of Cognitive Strategies by High Proficiency Students

Average
Cognitive Strategies M SD  Rank Frequency
Order of Strategy
Use

6. | reread my work that I’ve just written in order to check 4.15  1.21 1 High
the correctness.
10. | join together and write the phrases/sentences I’'ve  3.80  6.28 2 High
learned or those | transcribed from other sources in my
writing task.
7. | revise my writing task throughout the writing process; 3.54  1.06 3 High
from the beginning to the end.
15. | make sentences by using the patterns that | myself  3.32 .89 4 Medium
conclude from what I’ve learned.
14. 1 include my own experience in my work. 3.26 .92 5 Medium
17. | never transfer Thai grammar and writing patterns to  3.10  1.36 6 Medium
use in English writing.
12. | use reference material such as dictionaries or 3.06 1.12 7 Medium
grammar textbooks while I’m writing.
16. When I’'m writing, | think in English and try not to 3.02  1.32 8 Medium
think in Thai into English later.
9. | try to jot down the lecture, make a memo, or writea 291 1.24 9 Medium

blessed expression or congratulate on the cards for special

occasions in English.

13. | gather information relevant to the task I’'m going to 2.86  1.12 10 Medium
writing from any resources around me for example, from

newspaper, journals, television, or from my teacher,

friends, or family.

11. | correspond English letter or any short note to my 2.78 1.44 11 Medium
friends.

8. | practice the phrases or sentences I’ve just learned or  2.15 91 12 Low
those that always make mistake by rewriting them again

and again.

Overall average 3.16 157 Medium

(N = 46)

The use of cognitive strategies by high proficiency students ranged from a
low level to a high level (M = 2.15-4.15). High proficiency students used the strategies
of *“rereading to check for correctness” (item 6), “combining and writing
phrases/sentences from other sources in writing tasks” (item 10), and “revising writing
throughout the writing process” (item 7) at a high level. The results reveal that high
proficiency students liked to reread to check the correctness most with an average
frequency of 4.15; whereas they liked to practice the phrases or sentences by rewriting
them again and again the least.

High proficiency students mentioned in their interviews and think-aloud
session that they always revised their work throughout the writing process in order to
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avoid making any mistakes. Moreover, they also reread to check for correctness after
writing. For example, H2, in her think-aloud, stated ““I revise the sentence that I just
have written; if | find any mistakes such as a grammar error or misspelling, I correct
them right away.” She further said, “To make sure, | reread my work to check it for
correctness again and again after | finish my work.”

Additionally, high proficiency students reported that they used
words/idioms/phrases/sentences from other sources such as movies, songs, novels, and
the Internet in their writing. For instance, H3, in her think-aloud said, “To make my
sentence better, | replace the word “help” with ““give me a hand” because | heard
that in a song.” H1, in her interview, stated, “Some songs have good words and
sentences. | use them in my work.”

In summary, data gathered from both quantitative and qualitative
procedures reveals that high proficiency students employed various subdivisions of
cognitive strategies such as rereading to check for correctness, revising the writing
task, gathering information, and using words/phrases/sentences from other sources in

their writing.
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4.2.6. The use of affective strategies by high proficiency students
Table 4.13 The Use of Affective Strategies by High Proficiency Students

Average
Affective Strategies M SD  Rank Frequency of
Order Strategy
use
42. | actively encourage myself to take wise risk in writing ~ 3.78 91 1 High
but it is not a guess.
39. I try to relax whenever | feel anxious while I’m writing;  3.19  1.10 2 Medium

for instance, | stop writing and listen to radio or watch T.V.

for a while before | continue to write again.

40. | reduce anxiety before beginning to write by using 3.13  1.29 3 Medium
meditation or deep breathing.

44, | pay attention to physical signs of stress that occur 2.84  1.15 4 Medium
while 1I’m writing and | try to relax in order to reduce such

feeling before I continue to write.

46. | talk to someone | trust about my attitudes, feeling, and 2.76  1.33 5 Medium
problems concerning my English writing.

41. | will say positive statements to myself in order to cheer 2.73  1.37 6 Medium

up myself when | feel dejected in my writing work.

45. | write my feeling/attitudes/ problems on English 2.06  1.20 7 Low

writing in a private diary.

43. | give myself a reward or treat when | can write well. 2.02 1.02 8 Low
Overall average 281 117 Medium

(N =46)

The frequency of use for affective strategies employed by high proficiency
students ranged from a low level to a high level. The responses to the questionnaire
show that high proficiency students liked the strategy of “encouraging themselves to
take wise risks in writing” (item 42) most with an average frequency of 3.78. They
rated “trying to relax whenever they feel anxious” (item 39, M = 3.19) and “reducing
anxiety before beginning to write” (item 40, M = 3.13) as the second and third most
frequently used, respectively. The two least frequently used were the strategies of
“writing their feeling/attitudes/problems in English writing in a private diary” (item
45, M = 2.06) and “giving a reward or treat when writing well” (item 43, M = 2.02).

The data obtained from interviews and think-aloud sessions show that high
proficiency students do not mention the use of affective strategies. As a result, no
evidence supported the use of affective strategies by high proficiency students.
However, high proficiency students considered affective strategies as an important

strategy to help them improve their writing.
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4.2.7. The use of memory strategies by high proficiency students
Table 4.14 The Use of Memory Strategies by High Proficiency Students

Average
Memory Strategies M SD Rank  Frequency of
Order Strategy
Use
5. | remember the phrases or sentences from my high- 2.82 1.33 1 Medium
score writing tasks in order to use them in the next task.
2. | transcribe the words/phrases/sentences that I’ve just  2.69 1.00 2 Medium
learned several time in order to remember them.
3. l always review the writing lesson that I’ve learned. 2.54 .93 3 Medium
4. | put the words/phrases/ sentences I’ve learned in an  2.02 1.02 4 Low
easy-recognize story, so | can remember them.
1. I remember words/phrases/sentences by grouping them  1.97 1.08 5 Low
into separate group e.g. group of application letter, group
of contrastive description.
Overall average 2.40 1.07 Low

(N = 46)

High proficiency students ranked memory strategies from a low level of
strategy use to a medium level. The high proficiency students selected the strategy of
“remembering phrases or sentences from assignments that had received a high score to
use in the next task” (item 5, M = 2.82) most followed by the strategy of “transcribing
the words/phrases/sentences several times to remember them” (item 2, M = 2.69), and
then “reviewing the writing lesson” (item 3, M = 2.54). The top three subdivisions of
memory strategies were reported as being at a medium level. The two subdivisions of
memory strategies that high proficiency students considered the least frequently used
were the strategy of “putting the words/phrases/ sentences in an easy-recognize story”
(item 4, M = 2.02) and “remembering words/phrases/sentences by grouping them into
separate group” (item 1, M = 1.97).

The high proficiency students reported that they sometimes revised the
writing lesson and remembered words/phrases/sentences that they have learned/used
in their writing. Additionally, one high proficiency student reported that she
sometimes used a new word in daily life in order to remember it.

For instance, H4 said, “If I learn a new word, | try to use it frequently in
daily life such as in my writing and speaking in order to remember it better.”

In summary, memory strategies were the least frequently used by high
proficiency students. They employed the strategy of remembering phrases or sentences

from assignments that had received a high score to use in the next task most; whereas
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they used remembering words/phrases/sentences by grouping them into separate

groups least.

4.2.8 Summary of findings for research question two

The high proficiency students’ overall use of writing strategies was at a
medium level, expect for memory strategies which were rated at a low level. They
used compensation strategies most followed by social strategies, metacognitive
strategies, cognitive strategies, and affective strategies. Memory strategies were the
least frequently used.

Interviews and comments during the think-aloud session demonstrate
consistent evidence from the qualitative results. Compensation strategies were the
most frequently used by high proficiency students. The high proficiency students
reported using a circumlocution or a synonym to convey the intended meaning of the

words most.

4.3 Findings for research question three

Research question three: What are the particular strategies which low
writing proficiency students employ in their English writing process? To what extent
do they use these strategies?

This section discusses the writing strategies employed by low English
proficiency students. The quantitative data from responses to the questionnaire was
gathered from 291 students. Qualitative data were obtained from ten students. The
results show the frequency of use of writing strategies reported by low proficiency
students. The six categories of writing strategies are presented according to the degree

of strategy use ranging from the highest level to the lowest level. (See Table 4.15)
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4.3.1 Writing strategies employed by low proficiency students
Table 4.15 The Use of Writing Strategies by Low Proficiency Students

Average
Rank Strategy Group No. M SD Cronbach’s Frequency
Order of Afpha of Strategy Use
Items

1 Compensation 4 3.14 .79 .089 Medium

2 Affective 8 3.06 .81 .090 Medium

3 Social 4 2.85 .81 .093 Medium

4 Metacognitive 17 2.72 .62 .089 Medium

5 Cognitive 12 251 57 .092 Medium

6 Memory 5 2.48 .68 .090 Medium

Overall average 50 2.79 71 .090 Medium

(N =291)

Table 4.15 presents the frequency of use for writing strategies employed
by low proficiency students. The results show that low proficiency students used
writing strategies at a moderate level. Low proficiency students used compensation
strategies most followed by affective strategies, social strategies, metacogintive
strategies, and cognitive strategies. Memory strategies were used least frequently.
When this finding with the previous findings, the rank order for the six main
categories reported by low English proficiency students is similar to the rank order in
finding one (reported by all students). When comparing the rank order in the present
finding with finding two (reported by high English proficiency students), the findings
are quite different. For example, the high proficiency students reported social
strategies as the second strategy used; whereas, low proficiency reported affective as
the second strategy used. (See Table 4.15)

The next section provides more information on low proficiency students’
use of writing substrategies within each of the six strategy categories. The details for
use range from the most frequently used to the least frequently used.
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4.3.2. The use of compensation strategies by low proficiency students

Table 4.16 The Use of Compensation Strategies by Low Proficiency Students

Average
Compensation Strategies M SD Rank  Frequency of
Order Strategy
Use
19. | adjust the message by using simple sentences that  3.51 1.09 1 High
have similar meaning, make ideas less precise, and omit
some items of information in order to avoid using
complex sentences that I’ not sure.
18. I will write better if 1 can choose the topic of my  3.23 1.16 2 Medium
writing task.
21. | use a circumlocution or a synonym to convey the  3.22 1.09 3 Medium
intended meaning of word that | don’t know.
20. I make up a new word if I don’t know the right onein  2.60 1.12 4 Medium
English (e.g. ‘tooth doctor” instead of the word ‘dentist”)
Overall average 3.14 1.11 Medium

(N =291)

Table 4.16 shows the use of compensation strategies by low proficiency
students. The low proficiency students use of compensation strategies was at a
moderate level (M = 3.14). The results indicate that low proficiency students tended to
use simple sentences in order to avoid using complex sentences most at a high level
(item 19, M = 3.51). The results from the writing test revealed that low proficiency
students always employed simple sentences in their writing. They used the strategy of
making up a new word least (item 20, M = 2.60).

Moreover, statements during from the interview reveal that low
proficiency students also employed the strategy of using circumlocutions or synonyms
to convey the intended meaning of word.

For example, L1 said in his think-aloud, “If I am not sure of the right
word, | will use a dictionary. If I cannot use a dictionary, | usually use a synonym
instead.” Moreover, he said “Well, if I want to tell the height and weight of someone
but I cannot think of the words, I will say that he or she is fat, tall and has some......”
They used circumlocutions or synonyms when they encountered a lack of vocabulary
knowledge.

Low proficiency students reported in their interview that they could write
better if they chose their own topic. Two low proficiency students liked to choose their
own topic because they were familiar with the topic. There was more information to

use in their work.
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For example, L1 mentioned, “I love to choose my own, | have some
experiences with the topic. | can think of words or details, so | can write better.”
Another low proficiency student, L5 further mentioned, “I can write better when
teachers give us a topic. | know what | write about. If teachers give us a topic | know
nothing about, I cannot write.”” However, two low proficiency students liked given
topics because they had no ideas for topics. A given topic helped them know what to
write. L4, for example, said, ““I prefer a topic given by the teacher because it provides

us with guidelines for writing. | think a given topic is better.”

4.3.3. The use of affective strategies by low proficiency students

Table 4.17 The Use of Affective Strategies by Low Proficiency Students

Average
Affective Strategies M SD  Rank Frequency of
Order Strategy
Use
39. I try to relax whenever | feel anxious while I’m writing; 350 1.16 1 High
for instance, | stop writing and listen to radio or watch T.V.
for a while before | continue to write again.
42. 1 actively encourage myself to take wise risk in writing  3.36  1.05 2 Medium
but it is not a guess.
41. 1 will say positive statements to myself in order to cheer 3.31  3.14 3 Medium
up myself when | feel dejected in my writing work.
40. | reduce anxiety before beginning to write by using 3.22  1.07 4 Medium
meditation or deep breathing.
46. | talk to someone | trust about my attitudes, feeling, and  3.10  1.17 5 Medium
problems concerning my English writing.
44. | pay attention to physical signs of stress that occur  3.07 1.14 6 Medium
while 1I’m writing and | try to relax in order to reduce such
feeling before I continue to write.
43. | give myself a reward or treat when | can write well. 251 113 7 Low
45. 1 write my feeling/attitudes/ problems on English  2.38 1.05 8 Low
writing in a private diary.
Overall average 305 136 Medium
(N =291)

Table 4.17 shows that low proficiency students use affective strategies at a
moderate level (M = 3.05). The use of affective strategies ranges from a low level to a
high level (M = 3.50 - 2.38). Low proficiency students reported that they try to relax
whenever they feel anxious (item 39, M = 3.50) most. They liked the strategy of giving
a reward or treat when writing well (M = 2.51) and writing feelings/problems/attitudes

on English writing in their diary (M = 2.38) the least, in that order.
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The results from qualitative procedures reveal that low proficiency
students did not report the use of affective strategies. The results were similar to those

for the high proficiency students.

4.3.4. The use of social strategies by low proficiency students

Table 4.18 The Use of Social Strategies by Low Proficiency Students

Average
Social Strategies M SD Rank Frequency
Order of Strategy
Use
50. I ask for help or advice from native speakers or other 3.04  1.26 1 Medium
proficient language users whom | know whenever | have
got a problem in my work.
48. | ask the teacher to correct my work. 291 1.09 2 Medium
49. | work with my friends to mutual review our task in  2.86 1.05 3 Medium
order to find out any mistakes and try to correct them.
47. If 1 do not understand the assignment, | will ask the  2.57 1.01 4 Medium
teacher to clarify it.
Overall average 2.84 1.10 Medium

(N = 291)

Table 4.18 shows that low proficiency students used social strategies at a
moderate level (M = 2.84. All subdivisions were at a medium level. Low proficiency
students rated the strategy of “asking for help or advice from native speakers or other
proficient language users” (item 50, M = 3.04) highest followed by “asking the teacher
to correct their work” (M = 2.91), “and working with friends to mutually review tasks”
(M = 2.88), respectively. Low proficiency students ranked “asking the teacher to
clarify when they do not understand” (items 47, M = 2.57) as the least frequently used.

The data from the interviews indicates that low proficiency students
employed the strategy of asking for help or advice from native speakers or other
proficient language users. For example, L4 said, ““I sometimes ask friends for help.”
Additionally, L3 said ““I ask the teacher if I don’t understand the assignment and

sometimes | ask the teacher to check for correctness.”
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4.3.5. The use of metacognitive strategies by low proficiency students

Table 4.19 The Use of Metacognitive Strategies Employed by Low Proficiency Students

Frequency
Metacognitive Strategies M SD Rank of Strategy
Order Use

28. | arrange comfortable environment for myself in order  3.51 1.11 1 High
to promote writing.
33. I will make a draft plan or jot down the aspect I’ m  3.19 1.13 2 Medium
going to write before | begin to write the first draft.
29. | plan my own goal for learning to write in English. 3.16 1.12 3 Medium
30. I plan what I’'m going to accomplish in each writing  3.03 1.07 4 Medium
task.
37. 1 try not to make the same mistakes by learning from  2.92 1.07 5 Medium
my previous error.
38. After the teacher returned my work, | compare it with  2.89 1.13 6 Medium
those of my friends who got high marks so as to examine
my error and apply it to improve my next work.
32. Before | write the task, | carefully consider it and then  2.73 .96 7 Medium
I will choose the type of writing style, phrases, sentences,
and vocabulary relevant to the topic of the writing and the
audience.
23. When | write any tasks, | will block out noise and 2.73  1.01 8 Medium
interruption until I finish it.
31. | clearly identify the purpose of writing task as well as  2.71 .96 9 Medium
the reader’s need while I’m writing the task.
35. | myself notice the mistakes in my work while I  2.70 .97 10 Medium
writing it and correct them throughout the writing process.
22. Before | write any new task, | will review writing 2.68 .87 11 Medium
lessons and knowledge on writing that I’ve learned, and
link them with the task I’m going to writing.
25. 1 try to find out all I can about how to write better. 2.68 .95 12 Medium
36. | examine my previous work in order to evaluate the 2.53  1.01 13 Medium
progress and find out the mistakes that still exist in order
to eliminate them.
26. | organize my language notebook to record 2.48 1.21 14 Low
information on writing.
24. | decide in advance to pay attention to specific 2.35 .99 15 Low
language aspects or content of the task that I’m going to
write.
34. | try to seek for opportunity to write outside the 2.29 1.10 16 Low
classroom.
27. | arrange my schedule to practice writing outside the  1.63 .87 17 Low
classroom by myself.

Overall average 2.71 .96 Medium

(N = 291)

Table 4.19 shows that low proficiency

students use metacognitive

strategies at a moderate level (M = 2.84). Low proficiency students reported the use of

metacognitive strategies from a low level to a medium level (M = 1.50-3.45). Low

proficiency students liked to arrange a comfortable environment in order to facilitate

writing (item 28, M = 3.51) most. Moreover, the results show that low proficiency
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students liked to make a plan or jot down ideas (item 33, M = 3.19) followed by
planning goals for learning (item 29, M = 3.16). Low proficiency students ranked the
strategy of “arranging their schedule to practice writing outside the classroom” (item
27, M = 1.63) as the lowest level of use.

Low proficiency students mentioned during the interviews that they liked
to make an outline. Low proficiency students thought that making an outline helped
them write more easily and faster in terms of controlling and organizing their ideas.
Low proficiency students made an outline before writing, and then followed the
outline.

L3 mentioned in his interview, “Firstly, | begin with outline before
writing. | think of what I write, how structure is, or what | should start. For example,
the title is about “Influential person”, I think first who he or she is and then I think
what | write. What positive aspects in the person’s life I’m going to write about and
things like that.”

Responses given during the interview and comments made during the
think-aloud session indicate that low proficiency students rarely used the various

subdivisions of metacognitive strategies to improve their writing.
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4.3.6. The use of cognitive strategies by low proficiency students

Table 4.20 The Use of Cognitive Strategies by Low Proficiency Students

Average
Cognitive Strategies M SD  Rank Frequency
Order of Strategy
Use
12. | use reference material such as dictionaries or 3.46  1.19 1 Medium
grammar textbooks while I’m writing.
6. | reread my work that I’ve just written in order to check  3.43  1.14 2 Medium
the correctness.
7. | revise my writing task throughout the writing process; 3.12  1.10 3 Medium
from the beginning to the end.
15. | make sentences by using the patterns that | myself 293  1.54 4 Medium
conclude from what 1’ve learned.
9. | try to jot down the lecture, make a memo, or writea 2.88  1.18 5 Medium

blessed expression or congratulate on the cards for special

occasions in English.

13. | gather information relevant to the task I’'m going to 2.80  1.05 6 Medium
writing from any resources around me for example, from

newspaper, journals, television, or from my teacher,

friends, or family.

14. 1 include my own experience in my work. 267 1.05 7 Medium
8. | practice the phrases or sentences I’ve just learned or 2.58  1.00 8 Medium
those that always make mistake by rewriting them again

and again.

10. 1 join together and write the phrases/sentences I've  2.57 .98 9 Medium
learned or those | transcribed from other sources in my

writing task.

17. | never transfer Thai grammar and writing patterns to 255  1.06 10 Medium
use in English writing.

11. | correspond English letter or any short note to my 2.38  1.15 11 Low
friends.

16. When I’m writing, | think in English and try not to 2.18  2.13 12 Low

think in Thai into English later.

Overall average 279 121 Medium

(N =291)

The use of cognitive strategies by low proficiency students ranged from a
low level to a high level (M = 2.18 - 3.46). Low proficiency students used the strategy
of “using reference materials such as a dictionary or a grammar book” (item 12, M =
3.46) at a high level. Moreover, the results reveal that low proficiency students liked to
reread to check for correctness, revise the writing task; whereas thinking in English
and trying not to think in Thai and translate into English was rated as the least
frequently used.

Data obtained from the interview and think-aloud session indicate that low
proficiency students liked to use a dictionary and reread to check for correctness. One
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low proficiency student asked for permission to use a dictionary while he was writing.
Moreover, low proficiency students always reread to check for correctness as well.

For instance, L2, a student in the Faculty of Science, mentioned, “I reread
to check whether the sentences structures, tenses, and word are okay in order to make
sure that other people will not misunderstand my writing. Then | check the order

again because sometimes | will miss something or repeat something.”

4.3.7. The use of memory strategies by low proficiency students
Table 4.21 The Use of Memory Strategies by Low Proficiency Students

Average
Memory Strategies M SD Rank  Frequency of
Order Strategy
Use
5. 1 remember the phrases or sentences from my high-  2.85 1.07 1 Medium
score writing tasks in order to use them in the next task.
2. | transcribe the words/phrases/sentences that I’ve just  2.56 .95 2 Medium
learned several time in order to remember them.
3. l always review the writing lesson that I’ve learned. 2.49 .84 3 Low
1. I remember words/phrases/sentences by grouping them  2.28 .86 4 Low

into separate group e.g. group of application letter, group

of contrastive description.

4. | put the words/phrases/ sentences I’ve learned in an  2.24 .99 5 Low
easy-recognize story, so | can remember them.

Overall average 2.48 .94 Low

(N =291)

Table 4.21 shows that low proficiency students used memory strategies at
a low level (M = 2.48). Low proficiency students employed memory strategies ranging
from a low level to a medium level. They used the strategy of “remembering the
phrases or sentences from assignments that had received a high score to use in the next
task” (item 5, M = 2.85) most at an average frequency of 2.85. Low proficiency
students liked to transcribe words/phrases/sentences several times in order to
remember them (item 2, M = 2.56). They used the strategy of “reviewing writing
lessons (item 3), remembering words/phrases/sentences by grouping” (item 1), and
“putting the words/phrases/sentences in an easy-recognize story” (item 4) the low
level. They reported putting the words/phrases/sentences in an easy-recognize story
(item 4) at a moderate level (M = 2.24).
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4.3.8 Summary for the findings for research question three

The results show that low proficiency students used a wide range of
writing strategies. The rank order for low proficiency students was similar to the rank
order for students at all levels of proficiency. Low English proficiency students ranked
the group of compensation strategies as the most often used, and the group of memory
strategies as the least often used. Regarding compensation strategies, low proficiency
students liked to use simple sentences instead of complex sentences in order to avoid
mistakes. In terms of memory strategies, low proficiency students remembered
phrases or sentences from assignments that had obtained a high score and used them in
the next task and transcribed words/phrase/sentences several times in order to

remember them.

4.4 Findings for research question four

Research question four: Are there any significant differences in writing

strategies employed by high and low proficiency students?

4.4.1 Comparison of the use of writing strategies by high and low
proficiency students
Table 4.22 Comparison of the Use of Writing Strategies by High and Low Proficiency Student

High proficiency Low proficiency
Strategy M SD Rang M SD  Rang t df p
Categories order order
Compensation 3.35 .70 1 3.14 79 1 1.69 334 .092
Social 3.06 .80 2 2.85 81 4 1.63 334 .104
Metacognitive 2.84 .70 3 2.72 .62 3 116 334  .245
Cognitive 2.82 a7 4 2.51 .57 5 3.18 334  002*
Affective 2.81 .76 5 3.06 .81 2 195 334  .052
Memory 2.41 .80 6 2.48 .68 6 0.67 334  .503
Overall average 2.88 75 2.79 71 171 334 .016
(N = 46) (N =291)

Table 4.22 compares the use of six writing strategies by high and low
proficiency students. The results reveal that there is a significant difference in their use

of writing strategies (p = .016), based on significance at a level of (p < .05. This
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means that high proficiency students (total M = 2.88) employed writing strategies
more often than low proficiency students (total M = 2.79). Both groups employed the
group of compensation strategies the most; whereas they used memory strategies least.

The high proficiency students employed four writing strategies--
compensation strategies, social strategies, metacognitive strategies, and cognitive
strategies more frequently than did the low proficiency students. On the other hand,
low proficiency students employed affective strategies and memory strategies more
frequently than did the high proficiency students. Additionally, there were no
significant differences in the two groups’ of compensation strategies, social strategies,
metacognitive strategies, affective strategies, and memory strategies. However there
was a significant difference in students’ use of cognitive strategies (p =.002) at the
confidence level of p < .05. The next section provides more details on the difference

uses of writing strategies.

4.4.2 Comparison of the use of compensation strategies

There was no significant difference between these two groups in their use
of compensation strategies. The results show that high proficiency students reported
using compensation strategies more often than did low English proficiency students.
There was a significant difference in their use of ‘using a circumlocution or a synonym
to covey the intended meaning’ (item 27, p = .001) by two groups. The high

proficiency students reported greater use of this strategy (item 27) than did low ones.

4.4.3 Comparing the application of social strategies

Table 4.22 shows that there was no significant difference in using social
strategies at the confidence level of p < .05. However, there was a significant
difference in their use of social strategies (item 47, p = .033). High proficiency
students liked to ask the teacher for clarification if they did not understand the
assignment more than did low ones. Moreover, high proficiency students reported a

greater overall use of social strategies.
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4.4.4. Comparison of the use of metacognitive strategies

There was no significant difference in the use of metacognitive strategies.
Table 4.22 shows that the high proficiency students employed metacognitive strategies
more frequently than did the low proficiency students. Although no significant
difference in overall use was found, there were significant differences in the use of
some substrategies in the metacognitive strategy group. The results show that high
proficiency students used the strategies of blocking out noise and interruptions (item
23), finding ways to write better (item 25), and noticing mistakes while writing (item
35) more frequently than did low proficiency students. However, low proficiency
students used the strategy of comparing their writing task with that of friends who got
high marks (item 38) more often than the high proficiency students did.

4.4.5 Comparing the application of cognitive strategies

There was a significant difference in the use of cognitive strategies by
these two groups at the confidence level of p < .05 (p =.002).The high proficiency
students reported using cognitive strategies more often than did the low proficiency
students. Moreover, there was a significant difference in the use of the strategies of
rereading to check for correctness (item 6), revising writing tasks throughout the
writing process (item 7), practicing phrases or sentences where they always make
mistakes by rewriting them over and over (item 8), including experience in their work
(item 14), trying not to think in Thai and translate into English (item 16), and never
transferring Thai grammar for use in English writing (item 17). High proficiency
students reported more use of the stated items (item 6, 7, 8, 14, 16, and 17) than did
low proficiency students; whereas the strategy of using reference material (item 12)

was more frequently used by the low proficiency students.

4.4.6. Comparison of the use of affective strategies

No significant difference was found in the overall use of affective
strategies. The low proficiency students employed affective strategies more often than
did the high proficiency students. There were significant differences in the use of the
strategies of encouraging themselves to take wise risks (item 42) and giving
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themselves a reward or treat (item 43). Low proficiency students used these two
strategies more frequently than did the high proficiency students.

4.4.7. Comparison of the use of memory strategies

There was no significant difference in the use of memory strategies by the
two groups at the confidence level of p < .05. Table 4.22 shows that low proficiency
students reported using memory strategies more often than did the high proficiency
students. There was a significant difference in the use of the strategy of remembering
words/phrases/sentences by grouping (item 1). Moreover, low proficiency students
employed the strategy of remembering words/phrases/sentences by grouping more
often than did the high proficiency students.

4.4.8 Summary of findings to research question four

There was a significant difference between high and low English
proficiency students. The high proficiency students used a wide range and a variety of
writing strategies. The high proficiency students employed writing strategies more
often than the low ones. For example, one of high proficiency students stated that she
used many strategies to produce a good piece of writing, ““I use a variety of techniques
when | have to write. | plan and find suitable vocabulary by looking at my thesaurus,
make my outline, think of details to support my main idea, and also think of how to
conclude.” One low proficiency student said that he would look in a dictionary to find
words to use in writing or write sentences which were close in meaning to what he

wanted to write, “I will open my dictionary....”

4.5 Summary of findings

The results of the use of writing strategies employed by all students, based
on analysis derived from the questionnaire, semi-structured interview, think-aloud, and
writing test are summarized as follows.

1) Students at all levels of proficiency employed writing strategies at the
moderate level. The use of writing strategies ranked from the low level to the medium



Fac. of Grad. Studies, Mahidol Univ. M.A. (Applied linguistics) / 101

level. Students at all levels of proficiency used writing strategies at a medium level,
except for memory strategies which were rated at a low level. Compensation strategies
were used most frequently followed by affective strategies, social strategies,
metacognitive strategies, and cognitive strategies. Memory strategies were the least
frequently used.

2) High proficiency students used writing strategies at a moderate level.
They used compensation strategies most followed by metacognitive strategies, social
strategies, cognitive strategies, affective strategies, and memory strategies.

3) Low proficiency students used writing strategies at a moderate level.
They used compensation strategies most followed by affective strategies, social
strategies, metacognitive strategies, cognitive strategies, and memory strategies.

4) A comparison of writing strategies employed by high and low
proficiency students reveals there is a significant difference in their use of cognitive

strategies (p = .002).
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CHAPTER V
DISCUSSION

In the previous chapter, the quantitative findings obtained from an analysis
of the responses to the questionnaire and qualitative data obtained during interviews,
think-aloud sessions, and from an analysis of the writing test were described. This
chapter discusses writing strategies employed by high and low proficiency students.
The discussion is divided into the following sections.

1) Discussion of findings to research question one--writing strategies
employed by students at all levels of proficiency

2) Discussion of findings to research question two--writing strategies
employed by high proficiency students

3) Discussion of findings to research question three--writing strategies
employed by low proficiency students

4) Discussion of findings to research question four--a comparison of the
writing strategies used by high and low proficiency students

5) Implementation of findings of the study

5.1 Discussion of findings to research question one

This section discusses the writing strategies employed by students at all
levels of proficiency. In this present study, it was found that students at all levels of
proficiency used writing strategies at a moderate level. These results are similar those
from studies by Luekiatpaisarn (1991), Chotirat (1998), Jarunthawatchai (2001), and
Sanpanich (2007) who found that all students used writing strategies at a moderate
level in their writing. These findings indicate that students realize the importance of

writing strategies as an essential means of helping them accomplish their writing tasks.
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However, the present results do not correspond to the results of Nuchsong (1997) who
found that students rarely used writing strategies.

The subjects in this study were first year Mahidol University students, and
they had been trained to write in English at the paragraph and essay levels. The lower
level of English proficiency students were trained to write different kinds of
paragraphs. Students who were placed at the high level were trained to write essays.
These students were in many faculties, and they neither write reports nor do
homework in English for their major subjects, so they write English paragraphs or
essays only in their English classes. Therefore, they rate their use of writing strategies
at a moderate level.

Students at all levels of proficiency used compensation strategies most
followed by the affective strategies, social strategies, metacognitive strategies, and
cognitive strategies. Memory strategies were the least frequently used. This finding is
similar to that of Chotirat (1998) and Sanpanich (2007). It may indicate that students
at all levels of proficiency tend to use compensation strategies to help them complete
their writing task.

Students at all levels of proficiency used various compensation
substrategies such as adjusting the message by using simple sentences, using a
circumlocution or synonym, choosing their own topic. The present study reveals that
most students like to use the strategies of using a circumlocution or synonym and
adjusting to use simple words to convey their intended meaning. These strategies help
students compensate for their lack of vocabulary knowledge. This finding corresponds
with that of Oxford (1990), who found that compensation strategies help the students
to produce spoken or written expressions even when they lack knowledge.

In this study, students at all levels of proficiency reported that insufficient
vocabulary was the main problem in their writing. This finding is consistent with those
of Matsumoto (1995) and Chotirat (1998) who found that vocabulary knowledge in
terms of using inappropriate words and misspelling of words were the main problems
found in the writing of their subjects. The results reveal that students at all levels of
proficiency employed compensation strategies to compensate for inadequacies in their
vocabulary. According to Oxford (1990), compensation strategies are used to
compensate for a lack of appropriate vocabulary as well as to make up for a lack of
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grammatical knowledge. As a result, compensation strategies were reported as the
most used in their writing process.

The second category of strategies employed by all students was the group
of affective strategies. Students at all levels of proficiency employed affective
strategies to help them control their anxiety and their emotions such as by trying to
relax, reducing anxiety, and rewarding themselves. This information was obtained
from an analysis of their comments during the interviews and think-aloud sessions.
This can be explained based on their interviews and think-aloud. Students at all levels
of proficiency reported that writing is very difficult for them. Therefore, they used
affective strategies to relax and increase their self-confidence.

Students at all levels of proficiency rated social strategies as the third most
frequently used. They used the strategy of asking friends for help, asking the teacher
when they do not understand the assignment, and working with friends. Students
employed various metacognitive sub strategies such as noticing mistakes, trying not to
make the same mistakes, making outline, and considering the writing task. Students
employed cognitive substrategies such as rereading to check for correctness, using a
dictionary, and gathering information relevant to the task.

Students at all levels of proficiency used memory strategies the least.
These results agree with the findings of Chotirat (1998) and Sanpanich (2007) who
found that students employed memory strategies at a low level. The results also
support Oxford (1990) who found that students rarely employed memory strategies,
even if memory strategies can be a powerful contributor to language learning. Oxford
(1990) states that students rarely reported using memory strategies because they are
unaware of how often they actually employ memory strategies. Memory strategies
enable students to store and retrieve the new language. Memory strategies help
students to cope with problems in language learning (Oxford, 1990). The results of the
study suggest that teachers need to encourage students to employ memory strategies in
order to help them overcome their lack of vocabulary.
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5.2 Discussion of findings to research question two

This section discusses the use of writing strategies by high English
proficiency students. High proficiency students occasionally employed all six groups
of writing strategies. The group of compensation strategies was the most frequently
used, followed by social strategies, metacognitive strategies, cognitive strategies,
affective strategies; memory strategies were the least frequently used. These results
accord with those of Chotirat (1998) who found that high proficiency students used
compensation strategies most; whereas they used memory strategies least.

High proficiency students reported using compensation strategies most. In
the group of compensation substrategies, high proficiency students used the strategies
of using a circumlocution or a synonym, choosing their own topic, and adjusting the
message by using simple sentences at a high level. This may mean that high
proficiency students considered these strategies as important strategies in helping them
overcome their limitation in writing. All high proficiency students reported in their
interview and think-aloud session that when they struggled with vocabulary, they used
synonym. Sometimes, they tried to write many simple sentences to convey their
intended meaning. High proficiency students rated compensation strategies as the most
frequently used, which is similar to findings of Chotirat (1998).

Social strategies were the second most frequently used by the high
proficiency students. High proficiency students used this strategy group at a medium
level. High proficiency students liked asking teacher to correct their work. This may
be because social strategies such as asking questions help learners get closer to the
intended meaning and aid their understanding (Oxford, 1990).

The metacognitive group of substrategies group was rated as the third most
frequently used. High proficiency students tend to use variety subdivisions of these
strategies. They were aware of centering their learning, arranging and planning their
learning, and evaluating their learning. Metacognitive strategies help learners to learn
in an effective way such as by organizing, setting goals and objectives, considering the
purpose, and planning for language tasks (Oxford, 1990). This may indicate that
metacognitive strategies are essential for successful language leaning. This finding is
similar to those of Zamel (1983) and Sasaki and Hirose (1996) who found that good
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writers related to composing as a process of discovery, exploring, and clarifying ideas
and constructed the best framework for these ideas. In this study, high proficiency
students reported the use of metacognitive strategies to help them achieve their writing
tasks. However, in the interview and think-aloud, high proficiency students reported
that they rarely find an opportunity to practice their writing or arrange their schedule
to practice their writing outside of class. To improve their writing, students should try
to practice writing both inside and outside classes.

High proficiency students employed cognitive strategies including the
strategy of rereading to check for correctness, joining phrases/sentences together and
writing phrases/sentences, and revising writing tasks throughout the writing process at
a high level. This study shows that high proficiency students used cognitive strategies
effectively. High proficiency students reported in their interview and think-aloud that
they revised their writing throughout the writing process reread what they had written
after finishing their writing to check for correctness. Krashen (1984) found that high
proficiency students revised more often and focused on revising the content. This
finding was confirmed by Luekiatpaisarn (1991) and Matsumoto (1995) who found
that cognitive strategies are important strategies in producing effective writing.
Cognitive strategies help students to meet the goal of producing effective and cohesive
writing (Matsumoto, 1995; Mu & Carrington, 2007).

High proficiency students rated affective strategies and memory strategies
as the two least used strategy groups. The high proficiency students used affective
strategies to encourage themselves to take wise risks in writing. They also
remembered the phrases or sentences from assignments on which they had obtained a
high score to use in the next task, which is in the group of memory strategies.

To sum up, high proficiency students employed writing strategies at a
medium level. They rated compensation strategies as the most frequently used,;
whereas they rated memory strategies as the least frequently used. This might indicate
that high proficiency students felt that memory strategies were the least important in
improving their writing proficiency. As a result, high proficiency students should been

encouraged to use memory strategies in their writing.
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5.3 Discussion of findings to research question three

This section discusses the writing strategies employed by low English
proficiency students. Low students occasionally employed writing strategies at a
moderate level. Low proficiency students employed compensation strategies the most
frequently, followed by affective strategies, social strategies, metacognitive strategies,
and cognitive strategies. Low proficiency students employed memory strategies the
least. The most frequently used strategy and the least frequently used strategy were the
same for both groups of students. Low proficiency students used the compensation
substrategies of adjusting the message by using simple sentences at a high level. This
might be because low proficiency students use these strategies to overcome their
limitations in writing when they cannot find the right word. The low proficiency
students employed compensation strategies as the most frequently used, which is
similar to the results found by Chotirat (1998). This may mean that both high and low
proficiency students suffered from an inadequacy in their knowledge of vocabulary.

The second most frequently used strategies were the affective strategies.
Low proficiency students ranked trying to relax when feeling anxious at a high level.
This might be because low proficiency students considered writing difficult and
therefore they felt anxious and tried to relax by using these strategies. Affective
strategies help learners know how to control their emotions and attitudes about
learning (Oxford, 1990). Low proficiency students created positive emotions to make
learning more effective and enjoyable. Low proficiency students reported that the use
of affective strategies helped them reduce their anxiety.

The low proficiency students reported that social strategies were the third
most frequently used. They employed these strategies at a medium level. Low
proficiency students like to ask for help from native speakers or other proficient
language users. This might mean that low proficiency students liked to cooperate with
others. Cooperative learning increases confidence and enjoyment (Oxford, 1990).

Low proficiency students employed metacognitive strategies as their
fourth preference. They employed the strategy of arranging a comfortable environment
in order to facilitate writing at a high level, followed by making a plan or jotting down
notes before writing the first draft. Data from the interview revealed that low
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proficiency students liked to make an outline because they could control their ideas.
Making an outline helped them write faster and more easily.

Low proficiency students rated cognitive strategies and memory strategies
as the two least strategies used. The low proficiency students used cognitive strategies
by using references such as a dictionary or grammar book. The low proficiency
students who have insufficient of knowledge like to use this strategy. Low proficiency
students tended to remember phrases or sentences from writing assignments that had
obtained a high score to use in the next task and writing words/ phrases/sentences

several times in order to remember them.

5.4 Discussion of findings to research question four

The use of writing strategies by high and low English proficiency students
is discussed in this section. There was a statistically significant difference in overall
use of writing strategies by these two groups: high and low English proficiency
students (p =.016). In this study, high English proficiency students employed writing
strategies more frequently overall than did low proficiency students. This finding is
consistent with those of Raimes (1987), Luekiatpaisarn (1991), Nuchsong (1997),
Chotirat (1998), and Jarunthawatchai (2001). The results also correspond to those of
Green and Oxford (1995) who found that successful learners use language learning
strategies more frequently than unsuccessful learners. This might mean that high
proficiency students tend to use writing strategies to help them accomplish writing
tasks more than low ones do.

These two groups employed compensation strategies most; whereas they
used memory strategies least. Likewise, Sanpanish (2007) revealed that students at
Bangkok University tend to use compensation strategies most often; whereas, memory
strategies were the least used.

High proficiency students employed four writing strategies-cognitive
strategies, compensation strategies, metacognitive strategies, and social strategies
more frequently than the low proficiency students did; whereas low English

proficiency students used memory strategies and affective strategies more frequently
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than the high proficiency students did. This may mean that high proficiency students
used a variety of writing strategies in their writing process; whereas low proficiency
students did not.

High proficiency students used metacognnitve and cognitive strategies
more frequently and more effectively than did low proficiency students.
Luekiatpaisarn (1991), Matsumoto (1995), and Mu and Carrington (2007) concluded
that cognitive strategies and metacognitive strategies are considered as important
strategies which help students complete their writing tasks effectively and cohesively.
Leukiatpaisarn (1991) found that high proficiency students tend to use cognitive
strategies and metacognitive strategies throughout their writing tasks. High proficiency
students used cognitive strategies and metacogitive strategies more often than did the
low ones.

High proficiency students employed metacognitive strategies the third
most frequently. On the other hand, low proficiency employed these strategies as the
second least frequently used. This might mean that low proficiency encounter more
difficulties in their writing because they seem to use these strategies less effectively
than do the high proficiency students. Victori (1999) says that the less successful
writers demonstrated limited, inadequate, and inappropriate knowledge of their writing
tasks. Metacognitive strategies played a major role in providing a rationale for the
learners’ approach to writing.

Moreover, the present study shows that there was statistically significant
difference in the use of cognitive strategies by high and low proficiency students (p <
.05). This may be because high proficiency students employed cognitive strategies in
their writing effectively. According to Oxford, 1990, that high proficiency students
used cognitive strategies to enable them to understand, manipulate, and transform a
new language in a variety of ways such as repeating, analyzing or summarizing, taking
notes, practicing, receiving and sending messages, analyzing and reasoning, and
creating structure for input and output. However, the low ability group preferred to
memorize or use mnemonics to help them store and retrieve new information such as
grouping or using imagery. They created mental linkages, used images and sounds,

reviewed well, and employed action to learn new languages.
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Moreover, the present study found that low proficiency students employed
ineffective strategies such as thinking in Thai and then translating into English. This
result is similar to that of Sanpanich (2007) who found that students with low scores
used translation in their writing. Although translation can be helpful for the learners to
produce the new language, translation also provides the wrong interpretation, slows
learners down considerably, and forces them to go back and forth constantly between
languages (Oxford, 1990).

In summary, these results show that writing strategies are related to writing
proficiency. High proficiency students tended to use a variety of writing strategies and
use them more often than low proficiency students. The results of the presents study
conform to those of Perl (1978), Pianko (1979), Flower and Hayes (1980, 1981),
Whalen (1993), Raimes (1985, 1987), Cumming (1989), Luekiatpaisarn (1991),
Nuchsong (1997), Chotirat (1998), Jarunthawatchai (2001), and Sanpanish (2007).

5.5 Implementation of results of the study

This study aimed to investigate writing strategies employed by high and
low English proficiency students and the extent of their use. The results indicate that
all students at Mahidol University employed writing strategies at a moderate level.
High proficiency students employed writing strategies more frequently than did low
proficiency students. The results of this study can be useful for policy, teachers, and
learners.

Implementation in administrative policy

1) Policy makers or curriculum developers may develop writing courses
specifically to meet the needs and to overcome the difficulties of students at Mahidol
University. The explicit, systematic, and scientific results for both writing strategies
and writing proficiency will be useful guidelines and the courses should be effective.

2) Supervisors or department chairs should persuade teachers to design and
arrange activities and exercises which students rated at moderate or lower levels for

students to practice, so they will be familiar with and will continue to use more
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strategies more often. Finally, they will learn, and use a wide range of writing
strategies more frequently and their writing proficiency will improve.

3) Textbooks, lessons, and handouts for writing courses should be
evaluated in order to develop these materials help improve students’ writing.

Implementation for teachers

1) The results indicated how all students used writing strategies in their
writing process; thus, teachers should not only teach students how to write, but also
teach them to use writing strategies to improve their writing. Teachers have to
introduce students to the importance of writing strategies and how to use them to
improve their writing.

2) Teachers should design appropriate activities to develop the writing
strategies of their students. Teachers should teach students how to use writing
strategies to help them improve their writing. Oxford (1990) and O’Malley and
Chamot (1990) pointed out that language learning strategies are teachable.

3) Moreover, teachers should understand the students’ preferences,
interests, motivation, and learning style, and then teachers can choose strategies that
are related to students’ preferences, characteristics, and proficiency.

4) Teachers should act as facilitators to help students practice their writing
strategies. Teachers can help students learn faster, more easily, and more effective by
guiding them in the appropriate use of writing strategies.

Implementation for students

1) This study helps students understand how they use their writing
strategies. Students should recognize their writing strategies and identify which
strategies help them write more effectively. Also, they should try to use variety of
writing strategies because the more writing strategies they use, the more proficient
they become in writing.

2) Students should learn how to use writing strategies to improve their
writing proficiency both inside and outside their classroom. Students can choose
which strategies are effective in helping them to overcome difficulties in their writing

and which strategies are less effective.
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3) Students have to take greater responsibility for their own learning since
this will help them become more self-directed and independent in using a variety of

writing strategies to improve their writing proficiency.
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CHAPTER VI
CONCLUSION

6.1 Conclusions of the study

Since English is considered a global language, English has been used as a
medium of communication around the world. Nowadays, the importance of using
English is increasing for Asian students because English is the official language for
communication in the ASEAN community. English is a core subject in the National
Curriculum of Thailand. As a result, English is taught as a foreign language from
primary school to university. Although Thai students have studied English for nine to
twelve years, they still encounter problems in learning English. Thai students’
proficiency level is ranked lower than that of students in other Asian countries.
Writing is considered the most difficult skill, and the most serious problem for Thai
students in English language learning is writing.

One way to help students become proficient in English language learning
is language learning strategies. Language learning strategies are specific to “a problem
or task, modes of operation for achieving a particular end, planned designs for
controlling and manipulating certain information” (Brown, 1987, p.104). To overcome
their problems or to achieve their goals, students need to use their learning strategies.
Students will use these strategies to help them comprehend, learn, or retain new
information (O’Malley & Chamot, 1990). Therefore, language learning strategies play
crucial roles in making EFL learners competent and proficient.

This study aimed to investigate the writing strategies employed by high
and low English proficiency students. To gain deep and rich information, a mixed-
method approach was utilized. The subjects of this study were 337 first-year students.
They were divided into groups of high and low English proficiency. This study reveals
the use of writing strategies which will be beneficial for improving students’ writing

proficiency.
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6.1.1 Conclusions for the findings for research question one

The present study found that students at all levels of English proficiency at
Mahidol University employed six writing strategies at a moderate level overall.
Students at all levels of proficiency used writing strategies at a medium level, except
for memory strategies which were rated at a low level. They used compensation
strategies most, followed by affective strategies, social strategies, metacognitive
strategies, and cognitive strategies. Memory strategies were the least frequently used.
Students at all levels of proficiency used the substrategies of rereading their work to
check for correctness most; whereas they used the strategy of arranging their schedule

to practice writing outside the classroom least.

6.1.2 Conclusions for the findings for research question two

The high proficiency students used writing strategies at a medium level,
expect for memory strategies which were rated at a low level. They used compensation
strategies most followed by social strategies, metacognitive strategies, cognitive
strategies, and affective strategies. Memory strategies were least frequently used. In
the group of compensation strategies, high proficiency students employed using a
circumlocution or a synonym most frequently. When focusing on metacognitive
strategies, the high proficiency students reported making an outline and noticing their
mistake throughout the writing process. The high proficiency students rated the
substrategy of rereading to check for correctness as the most preferred strategy in the
group of cognitive strategies. They rated the strategy of arranging their schedule to
practice writing outside the classroom which is in the group of metacognitive

strategies as the least preferred strategy.

6.1.3 Conclusions for the findings for research question three

The low English proficiency students used a wide range of writing
strategies. The rank order for using writing strategies for the low English proficiency
was similar to that for students at all levels of English proficiency. Compensation
strategies were the most frequently used, followed by affective strategies, social
strategies, metacognitive strategies, and cognitive strategies. Memory strategies were

the least often used strategies. As for compensation strategies, the low students
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preferred using simple sentences instead of complex sentences in order to avoid
mistakes. For memory strategies, the low proficiency students remembered phrases or
sentences from writing tasks which had obtained a high score and used them in the
next task and transcribed words/phrases/sentences several times in order to remember

them.

6.1.4 Conclusions for the findings for research question four

There was a significant difference the use of writing strategies by high and
low English proficiency students. High English proficiency students used a wide range
of writing strategies. The high English proficiency employed writing strategies more
often than the low ones. High English proficiency students used four writing strategies
(cognitive, compensation, metacognitive, and social) more frequently than the low
proficiency students; whereas low English proficiency students used two writing
strategies (memory and affective) more frequently than did high proficiency students.
There was a statistically significant difference in the use of cognitive strategies by
high and low English proficiency students (p < .05).

6.2 Recommendations for further studies

There are three recommendations for further studies.

1) This study aimed to investigate a particular skill, writing skills. Other
skills such as reading, speaking, and listening should be focused on as well.

2) An investigation on other factors that affect the use of writing strategies
such as sex, age, motivation, learning style, language teaching methods, field of study
should be conducted in order to better understand the relationships among these
factors.

3) Further study on writing strategies should be conducted at other
universities. A comparison of the results of this study to those obtained from different
subjects (students) will provide more understanding of the use of writing strategies.
The data will provide the useful information for teachers to help students to use

appropriate writing strategies and enhance students’ writing proficiency.
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APPENDIX A
ANALYTIC SCORING METHOD (JACOBS, 1981)

substantive,
thorough
development of

thesis, relevant to

of subject,
adequate range,
limited
development of

knowledge of
subject, little
substance,

inadequate

Feature Excellent to very | Good to average Fair to poor Very poor
good
Content 30-27 26-22 21-17 16-13
(30 points) | Knowledgeable, Some knowledge Limited Does not show

knowledge of
subject, non-
substantive, not

pertinent, or not

range, effective
words/idiom
choice and usage,
word form
mastery,
appropriate
register

occasional errors
of word or idiom,
form, choice,
usage, but
meaning not

obscured

frequent errors of
word/idiom form,
choice, usage,

meaning confused

or obscured

assign topic thesis, mostly development of enough to evaluate
relevant to topic, topic
but lack details
Organization | 20-28 17-14 13-10 9-7
(20 points) | Fluent expression, | Somewhat Non-fluent, ideas Does not
ideas clearly choppy, loosely confused or communicate, no
stated/supported, organized but disconnected, organization, or
succinct, well main ideas stand lacks logical not enough to
organized, logical | out, limited sequencing and evaluate
sequencing, support, logical development
cohesive but incomplete
sequencing
Vocabulary | 20-28 17-14 13-10 9-7
(20 points) | Sophisticated Adequate range, Limited range, Essentially

translation, little
knowledge of
English
vocabulary,
idioms words
form, or not

enough to evaluate




Chumpittra Thura

Appendices / 128

ANALYTIC SCORING METHOD (JACOBS, 1981) (cont.)

Language | 25-22 21-18 17-11 10-5
Use Effective complex | Effective but Major problem in | Virtually no
(25 points) | constructions, few | simple simple/complex mastery of
error of constructions, constructions. sentence
agreement, tense, | minor problemsin | Frequency error of | construction rules,
number, word complex negation, dominated by
order/function, constructions, agreement, tense, | errors, does not
articles, pronouns, | several error of number, word communicate, or
propositions agreement, tense, | order/function, not enough to
number, word articles, pronouns, | evaluate
order/function, preposition, and/or
articles, pronouns, | fragments, run-on,
prepositions deletion, meaning
confused or
obscured
Mechanics | 5 4 3 2
(5 points) | Demonstrates Occasional errors | Frequent errors of | No mastery of
mastery of of spelling, spelling, conventions,
convention, few punctuation, punctuation, dominated by
errors of spelling, | capitalization, capitalization, errors of spelling,
punctuation, paragraphing, but | paragraphing, punctuation,
capitalization, meaning not poor handwriting, | capitalization,
paragraphing obscured meaning confused | paragraphing,
or obscured handwriting
illegible, or nor
enough to evaluate
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APPENDIX B
THE QUESTIONNAIRE
WRITING STRATEGIES INVENTORY (ENGLISH VERSION)

This questionnaire is adapted from the Strategy Inventory for Language
Learning (SILL) (Oxford, 1990) to gather information about how you, as a student of
English as a foreign language, go about writing in English.
There are two main parts of this questionnaire
Part I: Personal background information (5 items)
Part Il: Investigating writing strategies questionnaire (50 items)
Part I: Personal Background Information
1. English level @ ®
2. Sex ( )Male ( )Female
3. Major of study

4. Name of Institute

Part I1: Investigating writing strategies questionnaire (50 items)
Directions: In this part, there are 50 statements in this questionnaires, please
read the each statement and choose that response ® @ @ @ ®that tells what you

actually do when you are writing in English. The criteria for the response are as

follows:
® = never or almost never true for me
@ = usually not true for me
® = somewhat true for me
@ = usually true for me
® = always or almost always true for me

Never or almost never true for me means that the statement is very rarely true for you
Usually not true for me means that the statement is true less than half the time
Somewhat true for me means that the statement is true for you about half the time
Usually true for me means that the statement is true more than half the time
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Always or almost always true for me means that the statement is true of you always

Answer in term of how well the statement describes you by writing X on the

response number ©® @ @ @ ®

Strategy Inventory for Language Learning
1. | remember words/phrases/sentences by grouping them into ONONONONO,
separate group e.g. group of application letter, group of
contrastive description.
2. | transcribe the words/phrases/sentences that 1’ve just learned ONONONONO,
several time in order to remember them.
3. l always review the writing lesson that 1’ve learned. D@B®®06
4. | put the words/phrases/ sentences I’ve learned in an easy- OREGRONONO)
recognize story, so | can remember them.
5. | remember the phrases or sentences from my high-score ONONONONO,
writing tasks in order to use them in the next task.
6. | reread my work that 1’ve just written in order to check the ONONONONO,
correctness.
7. 1 revise my writing task throughout the writing process; from ONONONONO,
the beginning to the end.
8. | practice the phrases or sentences I’ve just learned or thosethat | @ @ @ @ ®
always make mistake by rewriting them again and again.
9. | try to jot down the lecture, make a memo, or write a blessed OREGRONONO)
expression or congratulate on the cards for special occasions in
English.
10. I join together and write the phrases/sentences I’ve learned or ONONONONO,
those | transcribed from other sources in my writing task.
11. I correspond English letter or any short note to my friends. ONONORONO)
12. I use reference material such as dictionaries or grammar ONORONONO),
textbooks while 1I’m writing.
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WRITING STRATEGIES INVENTORY (cont.)

Strategy Inventory for Language Learning

promote writing; for instance, | find quite, comfortable place to
write, etc.).

13. I gather information relevant to the task 1’m going to writing P@3®06
from any resources around me for example, from newspaper,

journals, television, or from my teacher, friends, or family.

14. 1 include my own experience in my work. ONONORONO)
15. I make sentences by using the patterns that | myself conclude ONONONONO,
from what 1’ve learned.

16. When I’m writing, I think in English and try not to think in ONONONONO)
Thai into English later.

17. I never transfer Thai grammar and writing patterns to use in ONONONONO,
English writing.

18. I will write better if | can choose the topic of my writing task. DP@3®06
19. I adjust the message by using simple sentences that have ONONORONO)
similar meaning, make ideas less precise, and omit some items of

information in order to avoid using complex sentences that I’ not

sure.

20. | make up a new word if I don’t know the right one in English ONGRONONO)
(e.g. ‘tooth doctor’ instead of the word “dentist’)

21. I use a circumlocution or a synonym to convey the intended ONONONONO,
meaning of word that | don’t know.

22. Before | write any new task, | will review my writing lessons ONGRONONO)
and knowledge on writing that I’ve learned, and link them with

the task 1’m going to writing.

23. When | write any tasks, | will bock out noise and interruption (ORONONONO;
until I finish it.

24. | decide in advance to pay attention to specific language ONONONONO,
aspects or content of the task that I’m going to write.

25. | try to find out all | can about how to write better (e.g.reading | @ @ @ ® ®
more books, practicing a lot, etc.)

26. | organize my language notebook to record information on ONONONONO,
writing.

27. 1 arrange my schedule to practice writing outside the D@B®®06
classroom by myself.

28. | arrange comfortable environment for myself in order to ONONONONO,
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WRITING STRATEGIES INVENTORY (cont.)

Strategy Inventory for Language Learning

29. | plan my own goal for learning to write in English, for
example, | must improve my writing skill, I must be able to write
report in English.

ONGRONONO)

30. I plan what I’m going to accomplish in each writing task (e.g.
o must finish the task within two days, | must write better than the
previous work, etc.).

ONORORONO)

31. | clearly identify the purpose of a writing task as well as the
reader’s need while I’m writing the task.

ONGREONONO)

32. Before | write the task, I carefully consider it and then I will
choose the type of writing style, phrases, sentences, and
vocabulary relevant to the topic of the writing and the audience.

ONGRONONO)

33. 1 will make a draft plan or jot down the aspect I’ m going to
write before | begin to write the first draft.

ONGRONONO)

34. | try to seek for opportunity to write outside the classroom
(e.g. seeking for pen-friend, apply for any English composition
contests, using internet to communicate with other, etc.).

ONGREONONO)

35. | myself notice the mistakes in my work while | writing it and
correct them throughout the writing process.

ONGRONONO)

36. | examine my previous work in order to evaluate the progress

and find out the mistakes that still exist in order to eliminate them.

ONORORONO)

37. | try not to make the same mistakes by learning from my
previous error.

ONGREONONO)

38. After the teacher returned my work, | compare it with those of
my friends who got high marks so as to examine my error and
apply it to improve my next work.

ONORORONO)

39. I try to relax whenever | feel anxious while I’m writing; for
instance, | stop writing and listen to radio or watch T.V. for a
while before | continue to write again.

ONGREONONO)

40. | reduce anxiety before beginning to write by using meditation
or deep breathing.

ONGRONONO)

41. 1 will say positive statements to myself in order to cheer up
myself when | feel dejected in my writing work.

ONORORONO)

42. | actively encourage myself to take wise risk in writing but it
iS not a guess.

ONGRONONO)

43. | give myself a reward or treat when | can write well.

ONORORONO)
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WRITING STRATEGIES INVENTORY (cont.)

Strategy Inventory for Language Learning

44. | pay attention to physical signs of stress that occur while I’'m ONONONONO)
writing and | try to relax in order to reduce such feeling before |
continue to write.

45. | write my feeling/attitudes/ problems on English writing in a ONONORONO)
private diary.
46. | talk to someone | trust about my attitudes, feeling, and ONONONONO)
problems concerning my English writing.
47. If | do not understand the assignment, | will ask the teacherto | © @ ® @ ®
clarify it.

48. | ask the teacher to correct my work. ONONORONO)
49. | work with my friends to mutual review our task in order to ONONONONO)
find out any mistakes and try to correct them.

50. I ask for help or advice from native speakers or other ORGRONONO)

proficient language users whom | know whenever | have got a
problem in my work.
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APPENDIX C
THE QUESTIONNAIRE
WRITING STRATEGIES INVENTORY (THAI VERSION)

o g o dy ) v v A o A A o I 1 % o
mgues nuudrsgail dmsuinGouaindnunGeunessnguiluniuanlsama Falunuudisan
= o an = o Yo o = ' ° ' ] = A
MUNYINUNAIT ITUMTVIUNBIBINGE THTINGouATnANMI MM T uIAazdD LazlgunT oIy

[l o ~ @ 1< a Ao a @ a wva = o
X) Tugesdmey @ @ @ @ ® Nasanuanuiluase MinFeuaindne§uialumslounvisengy
@ = shfeofigadslineinae
q &
@ = Muugnase
® = sihaua livies
@ = mhyee
o o3 o
® =dudseh
o dyd s A o A Ao o = a va = o
nuudsgail NyailszasamedisnndaintinGeuaindnylialums@eunydingy

ag 1 o a < 1 A [l o o ai, Yo Ao ) Ao A ava a
Ncl‘lf i‘ﬂi’ﬁ]‘ﬂ’ﬂllﬂﬂmu’ﬂﬂ’f]ﬁ‘ﬁiﬂllllﬂ’ﬁﬂigﬂ1 PNHU SUE?7‘”Hﬂliﬂuﬁ@ﬂ!lﬂﬂﬁ'?i??]ﬁ"lll‘lfl‘llﬂﬁé’/lﬂ/@Uﬁiﬁﬂ

= o Y o A o =K = A 9 o "9 dy Y o
lums@eunimidangy dninSeunindnuiilymmiedededs ludhlslunuuaeunwil velddna
I o Yo
grveldiui

1 d' v \ %
AIUN 1 VaaaIU)

1. 32AUNYININYY @ ®
2. e () re ()
3. @

4. AU




Fac. of Grad. Studies, Mahidol Univ.

\ d’ o as =S v
AIUN 2 HUVEITINAITMFIVSUMBIBINGY

M.A. (Applied linguistics) / 135

a2 = v
nmﬂumimaummmnqy

Y = y
ummuﬂmﬁummmﬂqy

@ o o o o ~ = I 1 4
1. fudgiilse Teamani/dunu MFluauidouTaoueniungun el ORCRORORO
$1410 15U nANIANLIEEITATIIU NGUUTTOETEATALES
2. swawrhls Toamdwt/dnuima 15 swnlsluanudiou POO®06
@ @ 1 A Yo 4
MEBanguueIRULes e 199114
3. AunumuunEsumsveunedengei 145 susaues DOO®O
[ ) o Jd o { A o = 1<l
4. dudrgihlsg Teamdnit/ druaunisoumn1dTagld5ihwndeuymily PRO®OG
A Ao o YY1
Feesnnuildde
5. Suvzdwazihylise Toamanst/ dwou snauidouvesiui 1d ORCRORORO
Y
azuuuan g luaueunsne
@ 1 = A o A A < 2 4
6. duazenusunnwnedowaie ludr nuniudaiensivaen POO®6
ANUYNA0I
E ]
7. duazeununiutazud laulisunasanal AAsuAsu 5219 POO®06
= =S <3
WY AUIUIAT
8. duvzdnieuise Teniais suan uSeeullse Teannulinleuiatiosy POO®O
=] = g} 3
TaemsAn@oudignalegase
v
9. FUNE1UIA lecture / (Weu THATOANUFTU HOUANNTT (memo)/ WEU OJGRONORO)
J = A g @
p2ons lumsa/ WeulaeTiuniwdings
10. suihglilsz Tenmwdanguinug wiensuswianiou mgnisoy ORCRORORO
A Vg A = =~
wouae w0331 lumssuizesn
v oA ea/’ @ 4 < @
1. dudeuranine Tiatennudug Idneudumewiluniudings PQB®O6
12. Tusen3namsdeon fuvzly dictionary viseviiade hensainsengy (OYORONORO
Felumadeu
o I = o A Ao a ' o
13. S uaINUTIUT T oyaNeINDIT oI N Uz oY 3 NIKHAITIYATOU A POO®6
' v A a o a s A A
U Mied@enun N3y Insiial dumesiia visonnmeu/may/auly
ATDUAT)
14. fuszunsnszaumsaiaudaslunudsuvesny POO®06
v 4 v ]
15. duvzadralsz Ton Tasordongunasinagliuesnindiines ouiin ORERORORO
nou
o ' A A < '
16. AudeuiFoanw Taenenew i dndedsisgdowiluniu Inenou POO®06




Chumpittra Thura

Appendices / 136

WRITING STRATEGIES INVENTORY (THAI VERSION) (cont.)

NAIBIUMIIVEUMBIDINGY
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WRITING STRATEGIES INVENTORY (THAI VERSION) (cont.)

NAIBIUMIIVEUMBIDINGY
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WRITING STRATEGIES INVENTORY (THAI VERSION) (cont.)
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APPENDIX D
THE WRITING TEST

Paragraph instruction

1.
2.

Do the brainstorm chart and outline.

Write the 1 topic sentence, 5 or more supporting sentences, and 1 concluding
sentences.

Underline topic sentence and write (TS) at the end of sentence. Write which
part is topic/subject and controlling idea.

Underline concluding sentence, and write (DC) at the end of sentence.

The support sentences should be consisted of simple sentence, compound
sentence, and compound-complex sentence.

Write (SS) at the end of simple sentence, and (CP) at the end of compound

sentence.

Writing test

Directions: Write down a short paragraph on the topic “the most influential person

in your life” within 150-200 words.
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APPENDIX E
INTERVIEW QUESTIONS (ENGLISH VERSON)

1. What strategies do you use before, during, and after writing?

How often do you use these strategies? Why do you use these strategies?

2. Do you think using these strategies will help improve your writing skill?

How and Why?

3. Which topic do you prefer between the given topic or chosen topic? Why?
4. Do you have opportunity to use and improve your writing skill outside the

classroom? If you do, give some examples.
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APPENDIX F
LETTER OF CONSENT FOR SILL

Date: Tue, 5 Apr 2011 09:39:14 -0700
From: rebecca oxford@yahoo.com

Subject: Re: Letter of consent for SILL version 7.0
To: phukchit@hotmail.com

You have my permission to use the SILL version 7.0 in your research.

All best wishes,

Rebecca L. Oxford

Rebecca L. Oxford, Ph.D.

Professor of Language Education and Research
Language Department

U.S. Air Force Culture and Language Center
Building 836, Air University

Maxwell Air Force Base, AL 36112

Office phone: 334/953-8034
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APPENDIX G
INTERVIEW TAPE SCRIPTS

Interview 1

(H1) = A first-year student from the Faculty of Medicine.

(R) = Researcher
R: Let‘s me introduce myself, I am P’ Tarn. | am studying master degree at
the Faculty of Liberal Arts. Now, | am doing a thesis on the topic “Writing Strategies”.
It aims to study writing techniques or strategies. First of all, please introduce yourself.

H1: | am H1. | am a first-year doctorial student.
R: What techniques or strategies you do before writing?
H1: If 1 familiar with the topic, | can write without planning. I can think in my

head. If it is essay, | think of introduction, details, and conclusion. I think deeply when
| write. If the topic is difficult, I list details first in every part including introduction,
paragraph, and conclusion. Normally, I not list because | can see the details. For me, |
think | prefer to choose my own topic because the topic was given by teachers
sometime difficult. I am not familiar with and I cannot think what | write. The topic |
chose | have much information to write. For essay writing, | follow sentence structures

from listening English songs and watching movies because | think my sentences be

perfect.
R: How often did you do these?
H1: Not every time. It depends on the topic. If I am familiar with, I can think

of in my mind.

R: Not listing?

H1: Yes, not listing.

R: Do you prepare if the topic is difficult?

H1: Yes, | do not plan if I write only one paragraph. For essay writing, | plan
before.

R: Why you make on outline?
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H1: Because | can see the whole picture which I can tune content together. If |
write without planning and | do not familiar with, when | write, | feel something bad.
It is too late to change.

R: Is it helpful to improve your work?

H1: Better because when | make the outline, | have a guideline to write and it
IS easier to write a paragraph.

R: Have you ever compared between setting the outline and do not?

H1: I never do that.

R: Never?

H1: Yes.

H1: Which one is better?

H1: Planning is better. If 1 have time | do. | think a good outline should be

within five minutes.

R: Why do you think that?

H1: Because it may lose time to write.

R: Is it in the case that teachers gave limited time?

H1: Yes.

R: Do you take time to make the outline if you have enough time?

H1: | think, it should have the outline. Sometimes, | think if I have time to

write | write a half and then take a rest and write again for some day. If | do not do the
outline, I will feel weird. For me, | finish my work in one time.

R: In one time?

H1: Yes, | do my work in one time. Two times of writing make my thinking
change and then it did not match.

R: Did you check again after writing?

H1: Yes, because I check about two or three times in order to look for errors,
spelling, full stop, something like these.

R: Anything else?

H1: If essay is academic and has may marks, | use good sentence, not easy
words, sometimes using thesaurus.

R: Else?

H1: No.
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R: Okay. What do you do during writing?
H1: | focus on topic sentence that teachers gave. Someone may out of matter
when writing. I fill more details in supporting parts. I control my point and take time if

there is no limited time.

R: Is it easy to plan the outline before? What do you do if you do not plan the
outline?
H1: If I do not do the outline first, it means that | familiar with the topic and

have a lot of information to write down. | already have it in mind and know what to
write. During writing, | always reread in order to know what to write next. It’s likely |

tell the story.

R: How often?

H1: If | do not do the outline, I o read again and again.
R: Read the previous sentence?

H1: Yes.

R: For what?

H1: To warn myself where | am.

R: Every time?

H1: Not. I reread after | wrote about three or four lines.
R: During writing, does it help to make a better work?
H1: Yes.

R: How’s about not doing the outline?

H1: No outline cannot control where | stop where | finish. Sometimes, it is not

happy ending. If | have the outline, I know what | write and then put only details.

R: Okay. Else?

H1: No.

R: What do you do if you are in trouble about words or spelling?

H1: If I cannot think of those words, | use another word or sentence instead.

However, the meaning is the same.

R: How often do you get the problem about words?
H1: Sometimes, the topic teachers gave is academic, | always have problem.
R: Do you explain more?

H1: Yes.
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R: What do you do after writing?

H1: When | am writing | plan how many minutes | took after that if | have time
left | check.

R: What do you check?

H1: Personally, I read twice. First time | do not read content, I look for spelling

and punctuation. For the second time, | focus on content that it is correct.

R: Do you do these?

H1: If I have a little time left, I check only spelling.

R: Why do you do that?

H1: Because when | write | think much what | write, sometimes, | ignore
something.

R: Does it help to make your better work?

H1: Absolutely, because it makes my work follow the things | think 100

percent. Sometimes, | think it is okay. However, after checking there are so many
mistakes. It decreases my writing quality.
R: Well, does it help to decrease your mistakes if comparing between
checking or not? Have another technique?
H1: If it is homework, | ask friends for help because it is not the same between
checking by myself and others’ checking. Sometimes, | think it is related but someone

not.

R: How often do you transfer your work to others for help?

H1: Not often. Mostly I check by myself.

R: Why you rarely transfer your work to others?

H1: Mostly, a chance to write is doing homework or test. I finish in one time.
R: Have no enough time to someone for check? What do you think editing by

someone else help you?

H1: It helps to improve my writing in some cases. If the work is about opinions
or feelings, sometimes, somebody may confuse what | wrote or some comments may
change my mind. However, others focus on grammatical points and sentence structure.
R: Do you look for grammatical points rather than content?

H1: The content should be mine.

R: Else?



Chumpittra Thura Appendices / 146

H1: No.
R: Do you prefer between the topic teachers gave or you chose?
H1: | prefer | chose because I know well about it and have something to write

and familiar with and there are many words. In exam, | prefer teachers chose because
there is a standard and everyone gets the same topic.

R: What are advantages in order to choose your topic by yourself?

H1: The topic I chose | can fill extra information in it and it makes my work is

interesting. If it is unknown topic, | just write only exist information and my work

looks so plain.

R: Else?

H1: No.

R: Okay. Do you have any chance to practice writing yourself outside the
class?

H1: Not quite. Mostly, I work for homework. | rarely write because | do not

write in paragraph. Do something a bit.
H1: A little bit. Is it means that what level you are: word, phrase, or sentence?
H1: For example, | went to Canada for high school class, sometimes, | will

talk with others on Facebook.

R: How often do you chat or talk?

H1: Sometimes.

R: Is it helpful to improve your writing?

H1: Yes, because more practice more perfect. Sometimes it is not important to

practice writing only, reading, listening English songs, and watching movies too.

R: Not only writing, listening and reading skills also.

H1: Some songs have good sentences and then | adapt them to my work.

R: How often do you use that?

H1: It seems | do not use but | do familiar with so | use.

R: Else? Besides your strategies, do you have another technique to help your
writing?

H1: Personally, when | write essay or do home work, someone likes to type in

laptop and then print. For me, | think typing is not smoother than writing in paper. If

you have time, | suggest paper and pen and then typing.
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R: Do you do this all the time?

H1: Yes, | cannot think if | type.

R: So do you make a draft first then type it in laptop? Do you see the
differences between manual and digital?

H1: | felt like I cannot think of. If I work in laptop, I see in front of me and
write.

R: Else?

H1: No.

R: Okay. Thanks for giving me the information

Interview 2

(H2) = A first-year student from the Faculty of Medicine.

(R) = Researcher
R: Let me introduce yourself. I am a master degree student. I am doing a
thesis about writing techniques or strategies. This thesis aims to study techniques and
strategies in writing. Could you introduce yourself?
H2: My name is H2. | am a freshman student in doctoring. | am at Level 6.
R: Well, first question is what do you do or have some techniques or
strategies before writing?
H2: It depends on the length of essay and its type. If the title is about
information or long story, | begin with outline and also define topic in each sentence
and then | set how many words there are in each sentence. For example, it is a short
story, | write about fifty or eighty words. If during it is out of story, | tune in order to
check sentence structures, grammatical points. If | read at the beginning and it follows
until sentence | write, | check for mistakes or anything part | want to change again.
R: Before writing, you said that you should look at the topic again before
creating outline?
H2: If the essay is long, | always create the outline. If the topic wants much
information or reason, | emphasize on each paragraph. If the topic is about persuasive
or argumentative, | not focus on content because it is free to write.

R: If it was, do you create the outline?
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H2: Maybe, | write roughly in first paragraph. For example, | write the topic
sentences in paragraph two to six roughly and write the content later. | do not separate

that each paragraph is.

R: How often do you do this?
H2: Always.
R: What do you think that creating outline is help to improve your writing

techniques?

H2: It helps to control my idea and to focus on the topic. Improve? I think it is
about, for example, my English skills do not quite improve because in the past | read
many books which help me to use language. But now | do not do that and | felt
blocked. It does not quite improve because my knowledge is equal. I think I should
read academic paper instead of novel because it can be a guide in order to use
language or words | have been learnt. | do not recite or use dictionary during writing. |
think creating outline help much.

R: Do you have some techniques or strategies during writing?

H2: I have just reread sentences and grammatical points to check the
correction. If I read again and it is confused or informal | tune. If I did not understand

the thing | wrote, | ignore first and look again after finishing writing.

R: In doing these, is it helpful to improve your work?

H2: Yes, it is helpful. If I do not check again, it is the same. If I change
something, it is good.

R: Is it helpful to easily read?

H2: Yes, it is in point.

R: After writing, do you have any technique or strategy?

H2: | read all again, If I felt confused during reading, I modify it or use another

word instead. Sometimes | use Thesaurus.

R: What are your sources in order to check your words or grammatical
points?
H2: Normally, for homework, | go to Thesaurus.com. But in examination, | use

only I can think.
R: How often do you use this after finishing writing? Do you do use it every

time?



Fac. of Grad. Studies, Mahidol Univ. M.A. (Applied linguistics) / 149

H2: Always.

R: Is it good for improving your writing?

H2: For now, it is okay. But I think in the future, if it is academic, I think I find
another technique because it is not good enough.

R: Do you repeat your work by yourself?

H2: Yes.

R: Do you have any strategy for repeat besides yourself?

H2: Maybe | ask someone who is better than I to suggest that which part is
good or not.

R: Why do you do that?

H2: Sometimes | ignore some points. | understand but others not. It is good to

check again by others.

R: How often do you ask others to check your work?

H2: It depends on how important is. If that work has many marks, | ask
someone | can trust. Normally, I ask my big sister to check because she is better than

me.
R: Is it good to send your work to someone for check?
H2: It is good because it can be some points that | ignore. She or he can

suggest me for the next writing.

R: Between the topic you chose and the topic teachers gave, what do you
prefer?
H2: | prefer the topic teachers gave as if the topic | chose it is easy to write,

therefore, it cannot help me to improve. If the topic is unknown, | try to research. It
makes me know more and practice.

R: What are your varieties?

H2: The topic is essay because sometimes it is academic or entertainment. In
examination, | can write because the topic teachers gave is variety rather than the topic
| chose.

R: Besides the class, do you have any chance to improve you writing skills?
H2: At this moment, | do not. | do not write something seriously since high
school because it has no many works. | should focus something else because in the

past | learnt at international school and I use only English. For now, | should write in
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Thai so I ignore English. Since grade ten to now | do not improve anything. In past, |
read many English books the entire time not just novel. The topic teachers gave helps
me to improve because | never done it before. It is good if I can practice. Now | have

no enough chance to do at least watching movies and memorize some words.

R: Do you not use English in writing skills outside the class?

H2: Yes.

R: Think carefully. Maybe there is something.

H2: Outside the class, | do not use English just only doing homework. At large,

| read some English books, watch English series or talking with big sister in English.

R: You are only reading. Not doing anything else.

H2: Yes, | rarely write. Something | am familiar with but writing skills do not
improve.

R: Do you focus on reading? Why do you prefer reading?

H2: It does not mean that | prefer reading but there is no enough chance to

write. In writing, | work for homework or test. Normally, I do not write. If | read
something, | want to research more information. If it is English text, | have chance to
read. In daily life, there is reading rather than writing.

R: Do you have not many times to write?

H2: Now I have learnt only chemical biology. The textbook is English so when
| read and take some notes. That’s all | do.

R: That is reading and taking notes in English. Do you do this all the time?
H2: I do it all the time because books are thick and | cannot read in time.
Sometimes some sentences | should read about two or three times. | take notes in my

own language.

R: Do you take some notes in Thai or English?

H2: | take notes in English. I am scared if | translate into Thali, the meaning is
change.

R: So, outside the class, did you improve English in writing skills by taking
notes?

H2: That’s all.

R: How often do you take notes? Everyday?
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H2: No. Not every day. In the past if | have a free time, | do it about three or
four pages. But now | am in examination period so it depends on the time | have.

R: Do you have something to explain more?

H2: | want some teachers’ suggestions because in the past | do not learn so
much and teachers gave me a freedom in order to use English. It is good for me now
but in the future it is not good enough. | want teachers teach more.

R: What do you want when you go and see him or her?

H2: It is about elements of writing because | have learnt a little bit and I think |
did not involve in academic area. Therefore, | want him or her to suggest me how
much knowledge | should have, how far I should explain because I am not an

intelligent one.

R: Have something more?

H2: No.

R: Okay. Thank you very much.
Interview 3

(H3) = A first-year student from the Faculty of Medicine.

(R) = Researcher
R: Let me introduce myself. I am doing a thesis on the topic “writing
strategies”. Today | want to interview you about your writing techniques. Could you
introduce yourself?
H3: I am H3. | am a freshman student majoring in doctoring.
R: First question is when teacher gives you one piece of work, what do you
do before writing?
H3: Firstly, when | write about essay or paragraph, | think of topic sentence
and then list details. After that I find supporting sentences and take some notes before
writing. When | write the introduction I relate it to the topic. For supporting sentences,
mostly, | bring from my real life and put more details clearly.
R: Well, you look for the topic first and take notes your ideas. Do you do
these all the time?
H3: Yes, because | cannot write without outline.

R: So you make the outline first?
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H3: Yes.

R: All the time?

H3: Yes.

R: Do the outline help you? How?

H3: Better. It seems like | felt successful what is going on. If I do not do these,

| cannot write whatever the topic want, for example, for supporting ideas, sometimes |
can write and find the connection words to put in such as for example, because, and
so. | think of other words instead. For topic sentences, | use words such as the first, the
second, besides, and moreover. Something likes these.

R: Does it mean that you | think of words when you make the outline?

H3: Yes. Not that time. I think of the connection first, for example, | write one
sentence before writing. | maybe think of other words instead which | can use or it
may offer my feelings or making my sentences more beautifully.

R: What do you do after making the outline? What do you do during writing?
H3: I make the outline briefly. For example, the first sentence is “Moms love
us”, I use the connection and make sentences more beautifully. When | write | ignore
subject. If the subject is the same, | ignore. For example, seeing or having, | make a
full sentence | cannot think of what it is called. | prefer to use “that who” because | do
not start the new sentence and I felt | am a profession. And | like to use adverb such as
“ly” or adjective. For concluding, I add more opinions, for example, the previous work
is about “What did ... work or fun?” I chose learning language is fun rather than work

because | do it with happy an then | add more suggestion besides conclusion.

R: Anything else?

H3: | used words from songs because it helps a lot because I often listen to the
songs.

R: Is it means that you would love to listen to the songs and borrow some

words to your writing?

H3: Movies, | cannot catch up so songs.
R: That’s all?
H3: If I know that | have a test, | read books, find some connection words for

example I find words to use instead of “and”, and | read the essay to see some

techniques.
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R: After writing, what do you do?
H3: I check article, grammatical points, and spelling. For example, this

sentence is not okay | change it.

R: Every time?
H3: Yes, if I have enough time.
R: Do you recheck your grammatical points, spelling, and changing some

words because you think it makes your sentences better?

H3: Yes.
R: Do it help to improve your writing? Do outline help?
H3: Much help. Making the outline make me know what | write and it controls

my ideas and time to recheck.

R: Is it good to follow your outline?

H3: Yes.

R: How?

H3: | know the way of writing.

R: Rechecking your spelling and grammatical points help to improve your
writing?

H3: Yes. It helps about grammar and | do not write wrongly. Mostly 1 know

which part | should be careful.

R: What do you prefer between the topic teachers gave or the topic you
chose?
H3: | prefer mine because | can add more details that | love, information seems

professional, I am familiar with for example, supporting ideas, I bring them from my
real life and when | give the example or statistics, it makes my work valid.

R: Do you have any chance to improve your writing outside the class?

H3: For writing, 1 mostly write a letter to foreigners. For long time, | contact
and chitchat on Facebook. Some sentences help me write or type an e-mail.

Sometimes, | ask my friends for help or maybe | follow ideas from essay.

R: How often do you write the e-mails or send messages on Facebook?
H3: Mostly, I help my friends to do some homework. | translate from Thai to
English.

R: Does it help you in class?
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H3: I think yes.
R: Is it means that you bring them to use outside the class?
H3: It seems | used | practiced | saw the new sentence structures and use it to

relate. It may help my work various.

R: Else?

H3: | use some idioms or else.
R: Have something more?
H3: So fighto.

R: Okay, thank you.
Interview 4

(H4) = A first-year student from the Faculty of Medicine.

(R) = Researcher
R: Let me introduce myself. 1 am doing a thesis on the topic “Writing
Strategies”. It aims to study writing techniques or strategies. Could you introduce

yourself?

H4: Yes, | am H4. | am studying in doctoring.

R: What do you do before writing?

H4: It is not fixed. Normally I list first. If teachers give the topic, I list the body

and supporting details. Mostly, | write introduction lastly because I want a pattern first

and then introduction. Sometimes, | can write without listing if that work 1 know well.

R: How often do you list?

H4: At first, not often. Later, | always list because it is faster and easier to
order ideas.

R: Why do you do these?

H4: Later, the topic teachers gave is more difficult. | find more information

but not enough. | find information and then order before and after.

R: Well, does it help to add more skills in writing?

H4: It helps to compile sentence better and it has reason each other. First
sentence and second sentence is from the first sentence. It makes writing smooth.

R: Do you have anything else to tell me preparing for writing?
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H4: Sometimes teachers tell me to use. | follow that word to find meaning and
sometimes | find word form and use it in the appropriate position.

R: Else?

H4: Mainly | have that.

R: What do you do during writing?

H4: Sometimes when | list and something shows up, so | keep it to use.

Sometimes | add some more details. | try not too much, so my list loses, but it can

change all the time.

R: All the time?

H4: If 1 have time, | change all the time. However, for the test, | do not out of
main or ideas.

R: Do it help to improve your writing?

H4: It makes me write faster.

R: How?

H4: If I list, I do not out of the point. Sometimes, I did not list the body, |
maybe out and the topic and content do not match.

R: Else?

H4: Not often because when | read other” works at last | write my own work.
R: What do you do after finishing writing?

H4: | read and check sometimes it should be pararelled. Sometimes, if it does

not get along with, I fix it.

R: Only grammar? Else?

H4: Not rarely. | have just fixed only grammar. If some words are not clear, |
change it to verb.

R: Besides rereading or rechecking grammar or wording, have anything else?
H4: Sometimes | check for grammar. If sentence can cut off, 1 do because

sentence is not flowering.

R: All the time?

H4: Yes.

R: Do it help to improve you writing skills?

H4: As | said earlier it is faster, it controls my ideas and it is smooth.

R: Do you send it after checking? Else?
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H4: Sometimes | ask friends for help, but not at all. I try to change as possible
as mine.

R: Why do you do these?

H4: It is a double check, but sometimes | think | am right, in fact, it is wrong.

My friends know more sometimes we help each other.

R: Every time do you check by yourself or friends?

H4: No, I ask my closed and intelligent friends for help but sometimes not.

R: Which one do you consider your friends?

H4: It seems we know each other. | know she/ he is intelligent and his/ her
mark is okay.

R: Does it help your writing better?

H4: Yes.

R: Do you prefer the topic teachers gave and the topic you chose?

H4: It depends on which type the topic is. If teachers want me write an essay |

have no idea to write. Sometimes the topic | chose, | write confused. The topic
teachers gave it seems that it has some guideline where | should go. Sometimes, | give

my reason. However, sometimes the topic teachers gave is too difficult; |1 have no idea

to write.
R: How do you solve problem if that topic is difficult?
H4: If 1 have time, | find more information. Sometimes, | share with friends

how | should write.
R: Where do you find information?
H4: Sometimes mostly the topic teachers gave is from the topic in books then I

review or search on the internet.

R: Finding on the internet, does it help your work better?

H4: Much help. If I search in English | do not copy that but recognize that and
use it.

R: Which one do you prefer?

H4: I like the teachers gave.

R: Why do you prefer that one?

H4: I know exactly what I write. | do not think of by myself and not out of the

points.
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R: Do you have any chance to improve your skills outside the classroom?

H4: Sometimes, it is not straight. | read English novel and bring some
sentences to use. | recognize words and find some pattern. | think, watching movies or
writing diary in English may help.

R: Do you write the diary in English? Everyday?

H4: Not every day. It depends on mood. Normally I rarely wrote in Thai.

Sometimes, | want to write because | do not want my sister to see my work, so | write

in English.

R: Do you write now?

H4: Sometimes.

R: How often do you write?

H4: It depends..... | write every day, but sometimes one per month.
R: Mostly do you write in Thai or English?

H4: Both.

R: Do you have anything besides writing the daily?

H4: Not rarely.

R: Please think again?

H4: Sometimes my friends from level three ask me for help to see their work. I

tell them it should be this or that. Sometimes, | practice myself by write some
sentences and give them as guideline for my friends.

R: Besides practice your writing by helping your friends, do you have
anything else?

H4: Nothing except looking my friends” work or checking or maybe ask my

sister to teach me at home.

R: Which one does she teach? Writing?

H4: She asks me about her homework. Sometimes, | open book again to check.
R: It means that you find some more details.

H4: Yes.

R: Do you have any concern?

H4: If you want to write, you should speak first because writing pattern is from

conversation. However, it should be right grammar. | try to use English in my daily
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life as much as. It is not important to write a daily. When 1 learn, I can bring some to

use in writing because doing these can help me to remember them.

R: Does it help you to recognize words?
H4: Yes.

R: Else?

H4: No.

Interview 5

(H5) = A first-year student from the Faculty of Medicine.

(R) = Researcher
R: Let me introduce myself. 1 am doing a thesis on the topic “Writing
Strategies”. It is about techniques or strategies in writing. | want to interview you

about these. Could you introduce yourself?

H5: I am H5.

R: What do you learn?

H5: Doctoring.

R: If teaches gave you a piece of writing, what do you do before writing?

H5: Mostly, | see a whole picture to make an imagination what | write or what

content | should insert. If that work wants me to do in class, | cannot find any
information. | use whatever | already knew or my previous experiences to write. On
the other hand, if | can find information, | write by that information.

R: What’s going on? Do you collect information?

H5: I mean | find the way of writing before because writing can be wrote in
many ways, so | choose the way | want, then write, and cut out something when |
make a draft.

R: What does the way of writing mean? Could you explain more?

H5: For example, the writing is about someone who affects your life, I choose
the way of writing, who | want to write for. In fact, I can make a story by myself
because sometimes readers do not know what is real or fake. However, | seriously
wrote about that. Comfortably wrote is okay because | already knew.

R: How often? Do you do these all the time?
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H5: You can use “Brainstorm” instead; it means | divide the important thing
before.

R: Brainstorm first? And then find the information right?

H5: Mostly, I think of body part because introduction and conclusion is first. |

forget and cannot relate it.
R: How’s about during writing?
H5: For example, I know what | want to write then write immediately, some

sentences also, it cannot be related but keep it because I like.

R: Whatever you think of, do you write first?

H5: Mostly, I write, too hard to talk.

R: What’s going on?

H5: During writing is writing, after that | check and reread again.

R: What do you check?

H5: Not spelling, but if | see them, I correct. Mostly | check for the next idea.
R: Checking for idea, it seems you cannot think of what you write, right?

H5: It does not look like I was blocked, but it seems blocked. Sentences should

connect, right? | need to read the previous sentences before then | can think of the next
sentence. After writing, does it mean all?
R: Yes, but could you explain more? Do you recheck not spelling or

grammatical points but for content?

H5: Not yet. Sometimes it mixes together. | do everything at the same time.

R: It depends, right? It is not important to look only content if you can see the
mistakes.

H5: Yes, | correct them. Some sentences are not good if | correct and

grammatical points also. | see another way to make my sentences better.

R: Do you these all the process?

H5: Mostly. Sometimes | use another way.

R: Why do you do these, recheck and then write?

H5: | am acquainted with because | cannot do any if | do not read. | have no

idea to write another sentence. It is so difficult to say.
R: Have another way besides recheck?
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H5: Mostly, most story | follow teachers or my emotions. If that work is
formal, | have some problems. Formal work, | seriously send, so I brainstorm clearly

to control my idea. At first time, | am serious and thoroughly listed.

R: How’s about during writing, do content in your broader of brainstorming?
H5: Controlling idea, right?
R: Yes, it looks like you brainstorm first. Like you said, before writing, you

define ideas or scope. Do you have another new idea during writing?

H5: Yes, but I cut them off if they are out of controlling ideas.

R: What do you do if you recheck?

H5: If it is so flowering, | cut it off.

R: Do you do that? Did you put it in writing first if you have new idea or
sentence?

H5: Sometimes it happens suddenly it can match with the story because that

sentence can, | do not cut off.

R: How often do you cut the sentence which happens suddenly?

H5: Not rarely.

R: What do you do after writing?

H5: Does it mean finishing the draft?

R: Yes.

H5: I do not think more. | seriously check spelling and grammatical points.

R: By yourself?

H5: If | learn with teachers, | ask friends for help.

R: All the time?

H5: It means | always check my spelling and grammatical points. There are

still some mistakes, right?

R: How often do you ask friends to check?

H5: No. No. Not often.

R: Why?

H5: | do not want to disturb them. | am shy sometimes.

R: Why shy? What do you scare?

H5: Sometimes, it is not serious. | want to know that how many scores | get. It

is really my work something like this.
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R: What do your friends check?
H5: Mostly, my friends check how well the writing is. So the first question is

how’s about my writing? If my friends understand, it done.

R: Else such as grammatical points?

H5: Friends check spelling because I always do.

R: Do you check spelling by yourself by seeing meaning or looking at
dictionary?

H5: Mostly I do, but not for today.

R: Often?

H5: Mostly, | check on the internet because it is easier. Sometimes, | ask my

friends for their ideas.

R: If you have no dictionary, you ask friends for words or spelling, right?

H5: Yes.

R: Does it help to improve your writing?

H5: If I always use it, | do. | want to improve myself in other skills. If I am in

hurry, | fast write and do not still use, so | use the same way to write.

R: Does brainstorm help you to improve your writing?

H5: Absolutely. Sentences and ideas have the pattern.

R: How’s about recheck? Does it help?

H5: It makes my work to have some connections, beautiful explanation, and an

impression that I think.
R: How’s about checking spelling, tenses, and grammatical points by yourself
or friends? Does it help?

H5: Better.
R: You think you can get comments from them.
H5: Yes, most friends can suggest some ideas or sentences form them so | can

improve myself.

R: Do your friends” comments help your writing better?
H5: What do you prefer between the topic you chose or teachers gave?
H5: It depends on that work is for here or takes home. If I can choose, | prefer

teachers gave because | can do immediately. It looks like I focus on and can divide the

content.
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R: So you prefer the topic teachers gave.

H5: If I chose the topic by myself, I choose some innocent topic and I cannot
get the better score. It does not work.

R: Why do you prefer the topic teachers chose?

H5: It looks like formal or when I divide my idea, it maybe in the focus. It is
suitable to send to teachers.

R: You do not out off?

H5: Yes, it is not too much because if I chose the topic | choose game or
something else, it may be innocent and it is not suitable to write academic writing.

R: Do you have a chance to practice yourself outside the class?

H5: Yes, when | learnt the additional course. | have a chance to write a lot.
Teachers check and give me some suggestions. If | practice myself, I do not.

R: Do you chat with friends in English?

H5: No one chats. | try to ask friends speak in English and no one does not
like, so I give up. Mostly, my friends do not like to do this, so | ignore. However, |
want to improve myself if it is possible.

R: What do you think how you improve your writing skills?

H5: Mainly, I find the things I ever learnt from teachers. | try to write and ask
that teachers for help.

R: When do you improve yourself?

H5: In fact, on Facebook, I tell my friends to type in English. | have to practice
because it is interesting because sometimes sentences we use in daily life. If I always
use | can think of easily because now I mostly have some problems in speaking.

R: Else?

H5: Maybe | practice with my family because my relatives who got a degree
from abroad can understand. If I am brave to talk with them, it may be a chance.

R: How’s about writing skills?

H5: I have just chatted and talked with my friends. Mostly, writing can practice
by myself. In fact, it did not involve with others, | follow your advice.

R: Else?

H5: English?

R: How’s about writing skills? More?
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H5: | rarely write.
Interview 6

(L1) = A first-year student from the College of Sports and Technology.

(R) = Researcher
R: Let me introduce myself. | am studying master degree majoring in Applied
Linguistics. Now | am doing a thesis on the topic “writing strategies”. It aims to study
writing techniques or strategies. | want you give me information about this. Could you

introduce yourself?

L1: Yes. I am L1. | am from physical therapy major, freshman student.

R: What do you do before writing?

L1: Firstly, 1 look at the topic what it is about and think roughly what I write. |
do the first draft and make a conclusion. Something likes that.

R: Every time?

L1: Yes, | think how much I have to write. If it is a little bit, I write without

anything. If it is much I do the draft plan.

R: It depends.....?

L1: It depends on quantity.

R: What*s quality? What do you mean?

L1: The length of the passage.

R: Else?

L1: If that work wants more details, | do. If that work wants opinions, | do not.
R: What thing do you bring to consider to making the outline or not?

L1: Well, I look at the topic what it is. If the topic is about opinions, | do not.
R: Which one do you make the draft?

L1 It is about something I should explain or process.

R: Why do you make the outline?

L1: It makes me write in order, | do not mix it together, and also | do not out of
the point.

R: Is it good to make the outline?

L1: Yes, if | write and then | cannot think of how far | am | can look back. |

am in the topic | write.
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R:

L1:

R:

L1:

Does it help to improve your writing?
Better. Better than without outline.
How? Explain please?

If | write without the outline. | confuse and | have to reread several times

at the first sentence.

R:

L1:

R:

L1:

R:

L1:

R:

L1:

R:

L1:

R:

L1:

Does it mean that you may waste time to recheck your sentence?
Yes, it makes my work complicated.

Else?

More?

Besides making the outline?

No.

Think again please? | give you time. Else?

Oh, I think of words which relate to the topic. I list then after thinking.
Do you find words before writing all the time?

All the time? No, | find some words especially unseen words.

Is it good for you to find words before?

Yes, some sentences want only one word. If I cannot think of that word |

cut that sentence off.

R:

L1:

R:

L1:

R:

L1:

R:

L1:

R:

L1:

Does it mean that you cut that sentence off if you do not know word?
Or | explain again. However, it is not that point.

Is it good for you to find words before?

Better? Maybe not, but faster.

How?

Faster means if you have words already for your writing.

Else?

No.

What do you do during writing?

Well, during writing, firstly I follow the outline and then add more content

while I am writing. | try to insert some.

R:

L1:

How did it happen?
It happens because sentence which I am writing. | have some ideas and

then I think | should explain more or not.
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R:
L1:
R:
L1:
R:
L1:
R:
L1:
R:
L1:

All the time?

Almost.

Does it help your work better?

Yes, it has a pattern.

Else?

Faster. That’s all.

Besides making the outline, else?

| follow the outline. Mostly | add some more if I can think of.
Well, what do you do after writing?

Mostly, after writing, | reread the draft and then make a real one. After

that, mostly | reread.

R:
L1:
R:
L1:
R:
L1:
R:
L1:
R:
L1:
R:
L1:
R:
L1:

thing.

L1:

L1:

Which part do you check?

I look for grammar and meaning.

After that, do you check it again?

No.

Why?

It seems that | reread twice before making the real one so | do not.

What else besides your check?

No.
Mostly, do you check by yourself?
Yes, | do.

Do you ask others to check your work?
Well, if work is individual work 1 do not. If work is group work 1 do.
Why you do not do that?

Because | do not see friends and | am not sure that friends make the right

Someone else?

Sometimes but rarely because have not chance.

Is it possible to ask others for help?

Yes, it is. | choose someone who is good at English if I have chance.
Does it help your work better?
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L1: Maybe because it is comment that can tell me what mistakes | have which

part | should fix.

R: Else?

L1: Mostly is word. | recognize roots and it is easy to write and remember.

R: How did you figure out about words?

L1: | use dictionary. Mostly | use synonym instead.

R: Could you give some example?

L1: Well, in Thai?

R: Yes. Sure.

L1: Well, if | want to tell the height and weight of someone but I cannot think

of words | will tell that he or she is fat and has some......

R: You mean you avoid that word but write in another way but the same
meaning. Do you have anything else for technique during and after writing?

L1: No.

R: Do you prefer the topic teachers gave or the topic you chose?

L1: Certainly I love the second because | know well. The topic teachers gave I

have to think much how | write. It is more difficult and waste time.

R: Is it better if you choose the topic by yourself?

L1: Yes, because | can write better and faster.

R: Have another reason?

L1: No.

R: Does teachers give you a chance to choose the topic by yourself?
L1: Yes.

R: Do you write better if you choose the topic?

L1: Yes. It maybe better.

R: Writing better?

L1: Yes.

R: Because?

L1: Because | like and | have some experiences with them so | can think of

words or details.
R: Else?
L1: No.
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R: Do you have any chance to improve yourself outside the classroom?
L1: Outside the classroom, mostly | chat with friends on Facebook. For

example, I talk with two or among friends. | did not practice writing passage.

R: How do you chat with friends?

L1 Sometimes in English, I used karaoke words.

R: For English, short or long?

L1: Short.

R: In your daily life? Did it help to improve your writing skills?

L1: Yes, some but it did not help much because in daily life 1 do not talk

everything so | do not see many words | see only the same.

R: Else?
L1: No.
R: It means you have some chance to use English in writing but you think you

do not improve because mostly you used the same pattern. How do you improve your

writing skills?

L1: I have to improve such as reading English books or novels.
R: Do you think reading improve your writing?
L1: Yes, because reading novels or fairy tales makes me know about sentence

structures and new words and techniques.

R: Else?

L1: No.

R: What do you want to concern?

L1: English is a subject which not comes up when you were born but it is so

important and has to practice as much as possible.
R: Yes.
Interview 7
(L2) = A first-year student from the Faculty of Science.
(R) = Researcher
R: Let me introduce myself. Now | am studying master degree majoring in
Applied Linguistics. I am doing a thesis on the topic “writing strategies”. It aims to
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study writing techniques or strategies for improving writing skills. Could you

introduce yourself?

L2: I am L2. | am studying science, freshman student.
R: What do you do before writing?
L2: It seems gather information, evaluate the topic, and order the minor topic

before conclusion. Something likes these.

R: Do you do these all the time?

L2: Yes, because | have to know what | write and sometimes | add some.

R: Does it help your work better?

L2: Yes, because it seems | practice my thinking. | practice my writing then |

can write smoothly and | know what and how I will write.
R: Why do you think to do these?
L2: It seems | know what | write because sometimes | cannot think of what |

should start writing.

R: Else?

L2: No.

R: What did you do during writing?

L2: I explain following my feeling as much as possible to make others see the

whole picture and get it.

R: Else? How do you think?

L2: | try to think of sentence structures and words. Which words | should use?
If I cannot explain | think of ordering; past or present.

R: Well, which type of sentence structures do you think of?

L2: Something likes topic sentences. Sometimes, if | have to use, I think of

how it be or where they are.

R: How’s about words or vocabulary?

L2: Words. I try to think. I have to explain as much as.

R: How’s about ordering situation?

L2: When | write, | follow the ideas before, which one should come first and

later. | add more if | can.
R: Well, do you do this every time you write?
L2: All the time.
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R: Why do you do that, sentence structure and then order situation?
L2: My work is not confused. Readers can get it in order because if |1 do not

order, sometimes | confuse myself.

R: Does they help your work better?

L2: Yes. It has efficiency, easy to understand and see the point.

R: Else?

L2: No.

R: What do you do after writing?

L2: I check again about sentence structures, tenses, and words. They are okay

or suitable. It seems that | get it but someone not. Can | use another word or is it too
much. Then | check ordering again because sometimes | miss something or write

something again and again.

R: Do you do these all the time?

L2: Yes.

R: Why do you think these strategies are suitable for you?

L2: It may not confuse. It seems I follow Thai essay writing so | use it.

R: Do you do anything else besides checking by yourself, rechecking tenses

or sentences or words, and finding another words or ordering situation?
L2: No.

R: Do you only check by yourself?

L2: Outside the class, | ask teachers or friends for help.

R: Which part do you ask them to check?

L2: Mostly sentence structures. Personally, I am not good at grammar, so | ask

them to check how well | write.

R: How often?

L2: Not often.

R: Why do not often, give me the reason?

L2: I am not good at writing and | do not like to write. Sometimes, | shy

because it is my duty.
R: Which one do you ask for help; friends or teachers?
L2: | want to have good paper, so | ask friends.

R: How often?



Chumpittra Thura Appendices / 170

L2: Not often because normally I rarely write such as daily, so I did not ask
friends to see.

R: Else?

L2: No.

R: Do you prefer the topic teachers gave of the topic you choose?

L2: | prefer the topic teachers gave because | will know where boarders are so

I can find information. Sometimes the topic is difficult I did not like.
R: How did you figure out?
L2: If it is too hard I think of as much as possible. If that work can take home,

| find on the internet or book or ask my parents instead.

R: Do you do these all the time?

L2: All the time.

R: What do you do if you cannot find some information?

L2: | use easy words to explain. It looks like I can share my feeling. However,

| think there are a few details and my work is not good enough.

R: Else?

L2: No.

R: Do you practice yourself outside the classroom?

L2: In my daily life, I do not write essay. It seems like informal sentence. For

class, | used to practice when | have an additional class, | write a paragraph. However,

in my daily life, I do not.

R: Which way?

L2: The Internet.

R: Does it mean that you chat in English?

L2: Yes, in English. It seems | write on webborad.

R: Short or long sentence?

L2: Not too long or too short. Sentence by sentence.

R: Could you give me an example? Which level do you write?

L2: It seems that | have just told my feeling. What | see. Something likes that.
R: How often do you practice writing via chatting on the internet?

L2: Now, not often. In the past | have time to chat.

R: Thai or foreigners?
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L2: Foreigners. It seems that | used to play game. If | meet friends | do, but not
much.

R: Why you rarely talk in English?

L2: My surrounding people rarely like English. For example, my parents

cannot speak English, and they also so | do not speak. And | do not know foreigners,
so | do not practice language skills.

R: Which skills do you want to improve?

L2: | prefer talking because | can use it in my daily life and can communicate
with others.

R: Else?

L2: No.

R: Okay.

Interview 8

(L3) = A first-year student from the Faculty of Liberal Arts.

(R) = Researcher
R: Hi, first of all, let me introduce myself. | am studying master degree in
Applied Linguistics and doing a thesis on the topic “Writing strategies”. This thesis
aims to study techniques and strategies in writing. Could you introduce yourself?
L3: My name is L2. | am a freshman student in faculty of Liberal Arts
majoring in Thai.
R: Well, first question is what do you do or have some techniques or
strategies before writing?
L3: Firstly, I begin with outline. Before writing, I think of what | write, how
structure is, or what | should start. For example, the title is “Influential person”, I think
first who he or she is and then | think what | write, what advantage(s) is (are)
something like these.

R: How often do you create the outline before writing?

L3: Always.

R: Why do you do that?

L3: It can be corrected comfortably. If | write without the outline in answer

sheet, | maybe correct all the time and it was dirty.
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R: Something else? Is it helpful in creating outline before writing?

L3: It is better because | can check how my vocabulary is and it is set in or not.
R: Well, besides creating outline, do you have some other techniques?

L3: No. Only outline.

R: During writing, what is your strategy (s)?

L3: Every time | write | am in trouble because I cannot find the correct word to

fill in and cannot write the coherent sentences.

R: How do you figure out this problem?

L3: For vocabulary, | o think of some synonyms in Thai language. For making
sentences, | o reread the previous sentence and think of representative words,

however, it should match with my Thai language.

R: Do you do these always?

L3: Yes.

R: What do you think why you should do this during writing?

L3: It can check how well my writing is.

R: To check in which is part?

L3: For example, tense, vocabulary in a sense that which one is verb or noun

and then where | put.

R: Is it help to create a better one?

L3: It is better. It is a litter bit.

R: How? Could you explain more?

L3: I can check the correct tense which one is Simple or Continuous.

R: Anything else?

L3: No.

R: Think carefully? What or how did you do during writing?

L3: Mostly, I think but I cannot settle. I o think of which one should fill in and
how I answer the question.

R: Another?

L3: No.

R: After writing, what do you do?

L3: After writing, | o read again and observe which part should be corrected

and which part is well.
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R: If you read and feel that it is so weird, how did you correct? By yourself?
L3: Surely, I am.

R: So you are, right? Why do you do these after writing?

L3: In order to check my correction.

R: Which part do you check?

L3: Vocabulary and Verb.

R: During writing, do you observe and check your words?

L3: Yes, to check the correct position.

R: After writing, you recheck your work. Is it helpful?

L3: Certainly, correct words and correct tense. It is okay.

R: What strategy (s) did you check besides yourself?

L3: Normally, I ask my friends to check. If my friends cannot, | ask teacher.
R: Do you ask friends or teacher for help all the time?

L3: No. I ask only in the part | do not understand.

R: Does it depend on what work is?

L3: It depends on.

R: How?

L3: I cannot explain. If that work is difficult in knowledge, | ask teacher. For

example, if | have no enough knowledge in that topic, | ask teacher and friends.

R: If the teachers gave you an unskillful topic or you have no enough
knowledge, what do you do?

L3: Go to Google website and search for anything which matches the topic
then I will remember it is about and start writing.

R: Besides asking friends and teachers, which part do you ask them for
correction?

L3: It is about tense. Is structure correct? Which one should come first or later?
Vocabulary as well.

R: Are friends and teachers’ comments helpful?
L3: Yes, | know which one correct or wrong is.
R: Anything else?

L3: No.
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R: Between the topic teachers gave and the topic you chose by yourself,
which one did you prefer?

L3: Actually, 1 love both. The topic I chose | can try my best skillfully. The
topic teachers gave is the actual topic. Teachers easily checked. For example, the topic
is “University”, we all write about university, then teachers will focus on the same

spot. They do not confuse what students wrote about.

R: Why do you prefer the topic you chose?

L3: Because | can use my thinking and I am skillful. It is easy to write.
R: If you chose the topic by yourself, does it help you to write better?
L3: Yes, it is better.

R: Do you have another reason?

L3: No, I did not.

R: Besides the class, do you find any chance to write?

L3: Not often. | prefer Thai writing rather than English writing.

R: Why? Why you do not practice writing skills?

L3: | felt writing is difficult. I love to speak English.

R: Nothing else?

L3: Actually, not.

R: If you want to improve your writing skills, what will you do?

L3: | find some professional teachers to study with such as teachers in the

faculty, friends, or teaches from others.

R: What does study look like?

L3: Studying only writing.

R: After additional class, how do you improve your skills?

L3: | practice myself by writing a short story or essay for fun. If those are not

good, | transfer them to teachers or friends.
R: Have something more?
L3: No.
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Interview 9

(L4) = A first-year student from the Faculty of Publish Health.

(R) = Researcher
R: Okay. Let’s start. | am studying master degree in Applied Linguistics for
Specific Purposes. Now, | am doing a thesis on the topic “Writing Strategies” which is
techniques or strategies. It aims to study techniques or strategies in writing. Today |

want to interview you about these. Could you introduce yourself?

L4: Well, I am L4. I am studying bachelor degree majoring in public health,
Today | am interviewee.

R: First question is what do you do before writing?

L4: Firstly, when | got the topic, | translate it into Thai, think of elements, and

create a mind map. For example, it is about daily life, how I involve in this topic and
think of easy words to use because | am not good at in vocabulary. | find words in
dictionary if I do not know.

R: How often do you do these when you have got assignment?

L4: | do it all the time because something likes I do not quite write. | have

chance to write when teachers gave me, so | always.

R: Why do you do these before writing?

L4: I think it is easy to write. | am not good at in vocabulary, so | get what it
should be.

R: Is a mind map helpful?

L4: Yes, it is easier.

R: Besides it is easily write, what else does it helpful?

L4: What? It helps to find words in writing. It is easier that helps me write

better rather than doing nothing. If I make a pattern, 1 know what | write later. If | do
not, | do not know how well I write. Sometimes it is wrong, it is better than writing

whatever | want until | do not where the end is.

R: Else?

L4: Itis, I do not know. No.

R: Normally, you talked about vocabulary, where are words from?

L4: Normally, I find words in dictionary, but rarely to find especially in a big

one. Mostly, I can get from the Internet. | accepted that when I got work from teaches
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| go to Google and search translation. | look for sentence structure and then copy it

and write. Sometimes, Google translates words by words, so | look only sentences

structure and then pull it out to write in my own words.

R:

L4:

R:

L4:

R:

L4:

Okay. How often do you do these?

Always.

Every time?

Yes, because I am not good at in English, really I am.
Do you check words again after got from the internet?

Hardly, because mostly it looks like teaches gave works and they want me

to hand it today. | send them when 1 finished it, so | do not check again how well |

write.

R:

L4:

R:

L4:

me.

R:

L4:

R:

L4:

Well, do you have another technique?

Another?

Before writing, what do you do?

Maybe | ask my friends in order to get some ideas. Friends may suggest

Got ideas from friends?
Yes.
All the time?

Often, because | am not in hurry so | o ask friends. However, if | am in

hurry, | do the same.

R:

L4:

R:

L4:

Okay, Something else?
No.
How is about during writing, what doyou do?

After making a pattern, during writing, | think of what | write and then

write and find some words to write which related to the topic.

R:

L4:

R:

L4:

Does it like making an outline?
Yes.
How often?

| often do because after making the outline I ol do this. | do not change to

another because | cannot write do another else, | am scared.

R:

During writing, do you have another idea or try to control your idea?
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L4: Sometimes, | am not hurry, | write and write and then | figure out that this
idea should be set in another paragraph or insert. But if I am hurry, | focus and write.

R: Do you have another technique?

L4: No, because | always do this.

R: It is helpful to make your work good?

L4: For the content, it covers. As for grammatical points and sentence

structure, it is not good. There are many mistakes.
R: How do you solve the problem?
L4: Sometimes teachers suggest what mistakes are. When we correct them

then | ask friends who are in a higher level to get some comments.

R: Anything else?

L4: No.

R: That’s all. And what do you do after writing?

L4: After writing | reread my work to check my content and conclusion.

Sometimes | transfer my work to friends for checking. If they are not okay with, they
suggest others.

R: Do you check all the time after writing?

L4. Not often, half-half. Because most homework | do at night, it is not
suitable if I ask friends for help. If it is wrong, then teachers correct them.

R: If you checked by yourself, which part do you check?

L4: | look for words, if 1 am not sure. | search on the internet. For sentence
structure, 1 am good at, so there is something in my mind. | have no idea to ask
somebody. In the internet, I am not sure about that because there is no one to tell. If |
ask teachers, | am fear.

R: Why you do this?

L4: I want to know that how well I improve about writing between high school
and undergraduate student. Sometimes | ask friends for help.

R: Is it helpful to improve your writing?

L4: It is better than the previous time that | cannot write. Now | know how |
write, what | do about the topic sentences, supporting details, conclusion. Teachers
will teach me to write and friends also. At least | know what I should put in although I

cannot think of words.



Chumpittra Thura Appendices / 178

R: Do you correct all of your work by friends’ comments?

L4: Yes, when | ask, | remember and do not do it again.

R: Another technique?

L4: No. that’s all.

R: Do you prefer the topic you chose or the topic teachers gave?

L4: | prefer the topic teachers gave because I have no idea to think of the topic.

It is various. The topic teachers gave has a guideline write. The topic | chose it does

not cover, sometimes, | missed. | think teachers gave is better.

R: Else?

L4: No.

R: Okay? Do you have any chance to practice yourself outside the classroom?
L4: Not rarely. I have a lot of things to do besides doing homework. | was

scared to write because have no one checks. At least | have some intelligent friends

and | was not sure about that so | rarely write.

R: Do you use writing in your daily life not for paragraph or essay?

L4: In my daily life, I had to fill in the form but not often. It is an application
form in Thai and English version. Not for paragraph.

R: For short?

L4: Talking? Mostly I write for fun such as in my status on Facebook. I did not

care about sentence. For example, Are you.....? | type “r” for “are” and “u” for “you”.

R: Sometimes, right?

L4: Sometimes.

R: Okay. Else?

L4: Rarely use.

R: Is it possible for you to find a chance to practice your writing skills?

L4: Is it possible, seriously learnt, in past | do not learn an English additional

course because | think it is not important. | am a Math-Science student so | think
Chemistry and Physics is more important than English. I am not serious about that but
when | got about Asian issue so | think it is important and should spend time to learn.

R: What did you think writing skills are important?
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L4: It is important because it supposed that | speak English, they maybe
understand. Sometimes when we contact others | should write formally. | think it is
more important than speaking.

R: Because sometimes we cannot communicate with them.

L4: | am Thai sometimes words or accent is not mine. But we can

communicate with them by writing.

R: That’s one to communicate with others.
L4: Yes.

R: Else?

L4: That’s enough.

Interview 10

(L5) = A first-year student from the Faculty of Publish Health.

(R) = Researcher
R: Hello. Let me introduce myself. I am studying master degree majoring in
Applied Linguistics, Teaching English for Specific Purposes.

L5: Hello. I am L5. I am in Medical Health student.

R: What do you do before writing?

L5: Firstly, I think of the topic and then I try to divide the minor topic as much
as possible. So I not write outside.

R: How often?

L5: If I am not in hurry. | often. But | do not do if | am hurry.

R: Does it help to improve your writing?

L5: Yes. | get various ideas. If | write without this, I feel I miss something.

R: Else?

L5: Before writing?

R: Yes.

L5: | find some more information to follow up.

R: Mostly?

L5: Mostly | used it for the test. Teachers define the topic | do not know so |
write.

R: What do you do if you do not know well about the topic?
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L5: For test, I think and list out first and try to write with my best.

R: Is it helpful? Does it help to improve your writing?

L5: Better. It makes my work complete. Sometimes, | refer the sources.

R: Else?

L5: No.

R: No. Okay. What do you do during writing?

L5: During writing, | write if words are specific | use another instead. If | can

find information, | use new words.

R: Did you follow the thing you frame before?

L5: Yes, a little bit. | set the first reason first and then break out for better
understanding and completion.

R: Why do you do that?

L5: It makes my work smooth and in order.

R: Does it help your work better?

L5: Teachers get it because it is in order.

R: Else?

L5: That’s enough | used.

R: For vocabulary, how did you figure out?

L5: If words are difficult, | use easy one or synonym instead.
R: Else? Does it help your work better?

L5: Yes, because it makes my work complete.

R: Else?

L5: No.

R: How’s about after writing?

L5: After writing, | complete my writing and then | will reread for spelling and

grammatical points.

R: Every time?

L5: Yes, if | have time such as a test. | check if | have time. | do not if teaches
say “time’s up”.

R: Why do you recheck your work?

L5: For checking my mistakes because it affects my marks and my work.

R: Else?
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L5: If it is not a test, | ask friends for help.

R: How often?

L5: If have time.

R: Your time or friends’ time?

L5: Mostly, my roommate because we are in the same place.

R: Did your friends’ help to improve your writing or make it better?

L5: Yes, because if | think I am right but friends not. | can fix and I get good
points.

R: Which part do you friends check?

L5: It is about grammar and vocabulary.

R: Only grammar and words? Else?

L5: See the whole picture.

R: Does it help your work better?

L5: Yes.

R: How? It seems like they look for any mistakes, right?

L5: I can fix them correctly.

R: Does you follow your friends all of suggestions or believe in yourself?
L5: If I am not sure, | fix it. But if | am sure, | ask another one.

R: Else? Do you prefer the topic teachers gave or the topic you chose?
L5: | chose because | am skillful and love. Whatever I like I do it well.

R: Why?

L5: Because | can write | love and | can write better than teachers gave the

topic. I know what | write. If teachers gave the topic I do not know I cannot write.

R: Have another reason? Do you have any chance to improve your writing
skills outside the classroom? | mean in your daily life. Do you practice?

L5: Sometimes, like on Facebook. I type in English, but do not much.

R: How often did you chat with friends in English?

L5: Not often. | have just done it and want to practice. | often write seriously.
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APPENDIX H
THINK-ALOUD TRANSCRIPTS

Think-aloud 1
(H1) = A first-year student from the Faculty of Medicine.

(R) = Researcher

R: Normally, do you do the outline before writing?

H1: It depends on the difficulty of the topic.

R: If you do not know what to write next, how do you do?

H1: Normally, before | write | think the outline in my mind. Sometimes, |

struggle with the ideas. | do not know how to get the ideas.

R: How do you solve this problem?

H1: Stop writing, think for a while, and reread that | have written.

R: Why do you remove?

H1: Mostly, | remove “full stop” I think this sentence is not complete. | can
add more.

R: Have you finished?

H1: Is it too short?

R: It is ok. Why you complete your paper in the short time?

H1: The topic is not difficult. I already have the information in my mind. | can

write from by experience, do not find the information.

R: If you do not familiar with the topic or the topic is difficult, how do you
do?
H1: If the given topic is academic, | collect the information before writing. |

need to understand on the topic and find the relevant words for my writing.
R: Do you reread? Why you reread?

L1: I check the correctness such as grammar, content, and coherent.
H1: | finished.
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Think-aloud 2

R:
H2:
R:
H2:
R:
H2:
R:
H2:
R:
H2:

sentence.

R:
H2:
R:
H2:
R:
H2:
R:
H2:
R:
H2:
R:
H2:

(H2) = A first-year student from the Faculty of Medicine.
(R) = Researcher

What are you doing?

I am writing the introduction.

Do you make the outline or brainstorm?

Normally, I do not. | always write without doing the outline.
Now, are you starting to write?

Yes, | am going to write.

What are you thinking?

I think about the example.

Why do you write this sentence?

| begin my paper with the introduction, and next sentence is the topic

What are you doing?

| reread the sentence that I just have written. Does it make sense or not?
Why you do reread?

I revise and check the correctness.

What are you thinking?

| struggle with the problem, I cannot figure out the word.
How do you solve this problem?

| try to figure out if I cannot, | use synonym.

What are you doing?

| reread the sentence the sentence that I just have written.
Why you reread?

| reread to check the correctness such as grammar. | reread the previous

sentence and the sentence that | just have written to check the coherent as well

R:
H2:

What are you thinking?

I think of the example should it be one or two examples. | am not sure how

to organize the sentences.

R:
H2:

What are you thinking?

| try to figure out the word.
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R:
H2:
my life.
R:
H2:
R:
H2:
R:
H2:
R:
H2:
R:
H2:

Now, are you writing the supporting sentence?
Yes, | give the reasons that why my grandmother is the most influential in

What are you thinking?

I think I should write one sentence before | write the concluding sentence.
Now, have you finished your supporting sentences?

Yes, | am writing the concluding sentence.

What are you thinking?

| do not know how to write the concluding sentence.

Have you finished? What do you do next after you finished?

Yes, | reread for several times

What are you doing next?

| reread to check the correct such as grammar. For the examples, | add

more information if | think they are not enough.

R:
H2:
R:
H2:
H2:
R:
H2:
R:
H2:
R:
H2:

coherent.

R:
L2:

Why you remove some words?

It is wrong grammar. | change some words to make my sentence better.
What are you doing?

I think this sentence is redundant. | write the new precise sentence instead.
| finished

Do you want to reread again?

No, I have reread and revised throughout my writing already.

Why do you reread and revise throughout your writing?

| check the coherent.

What do you check for your final draft?

I check the whole paragraph such as word, grammar, content, and

Are you ready to hand in your paper?
Yes.
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Think-aloud 3

H3:
R:
H3:
R:
R:
H3:
R:
H3:
next.
R:
H3:
R:
H3:
R:
H3:
that”
R:
H3:
R:
H3:
R:
H3:

(H3) = A first-year student from the Faculty of Medicine.

(R) = Researcher

| begin my paper with the introduction

This part is your introduction, and here is your introduction right?
Yes.

Do you write by following the outline?

Is this your topic sentence?

Yes.

Why do you remove this?

I will write the new sentence because | struggle, do not know what to write

What are you thinking? And why do you remove this?

I come up with the new word that has the same meaning.
you remove and replace the new word instead.

Yes.

Please underlines your topic sentence

| try to figure out the connection. Is it good between “because” and “seeing

Have you ever use the word “seeing that” before?
| heard from the song.

What do you do next?

| write the supporting sentence.

What are you thinking?

| think about the idiom “under weather” which mean sick. | want to use it,

but | am not sure.

R:
H3:
R:
R:
H3:
R:

How do you do if you have vocabulary problem?
I use the simple sentence for example “I am sick”
You change to the simple word or sentence.

Why do you remove this?

| want to change from *“and” to “as well”.

Why?
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H3:

| use “and” in the previous sentence, so | want to change it. | use “apart

from that” to begin the second sentence following my outline. I use “stumble and fall”

from the song”

R:
H3:
R:
H3:

word “am’

R:
H3:
R:
H3:

Do you know the meaning?

It means be weak or something like that.

Did you check meaning from dictionary?

| guess from the context. | guess from the word “fall”. I do not write the

" because | think it can be omitted.

what are you thinking?
| write “immediately” to modify verb.
Why you use “give me a hand” instead “help”?

I think it make my sentence better. | also use “when | am in the middle of

the dark”. It comes up in my mind and | want to use it.

R:

H3:

R:

H3:
sentence.
R:

H3:

Why?
| heard from the song.
What are you doing? Reread?

I am not sure this example should be in the second or third supporting

In your outline, is it in the second or third supporting sentence?

I think that the examples in the second supporting sentence are enough; |

should put it in the third supporting sentence

R:
H3:
R:
H3:
R:
H3:
R:
H3:

Can it be used for the example of the third supporting sentence?
Yes | think it can be.

Why do you remove?

| think “every my friend” is better than “and my friend”.

You add “even” for what?

To make my sentence better.

What are you thinking?

When | have the conflict, my mother gives me the suggestion. Can | give

the example the role of my mother as a friend or not?

R:
H3:

Why do you remove?

I change the word “way” to “solution”.
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R: Why?

H3: I think the word “solution” is more suitable. And I cut this sentence off
because it is out off my scope.

R: Are you writing the concluding sentence?

H3: Yes, | should write some word to indicate that | will end the paragraph. |
decide to use “so”. | change the word “influence” to *inspire” because | use

“influence” many times.

R: Different word, but has the same meaning?

H3: | finished, next I will check my paper.

R: What do you check?

H3: I check the correctness such as grammar, spelling, and sentence.
R: Are you ready to hand in?

H3: Yes.

Think-aloud 4

(H4) = A first-year student from the Faculty of Medicine.

(R) = Researcher

H4: | list the details about my mother.

R: What are you doing?

H4: I list the supporting sentence.

R: What are you doing?

H4: | organize the supporting sentences. What point should begin first, or what

point is important.
R: What are you thinking?
H4: | think about grammar, verb tense, and pattern of sentence. | should use

simple sentence or noun clause, present or past tense.

R: What are you thinking?

H4: I think this sentence should write more detail or write the new sentence.

R: Is this your supporting sentence? Why you change a verb in this sentence?
H4: I change the meaning of this sentence. Firstly, I write “my mother gives

me to make decision” to “my mother accept my decision”.

R: Why do you remove this sentence?
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H4: | want to reorganize this sentence again. It is not good enough.

R: Have you finished?

H4: Not yet.

R: Do you follow your outline?

H4: Not at all, | sometimes add new ideas.

R: Your passage is short; | think you need to write more. It is about one page.

Do you add more for your supporting sentence?

H4: Can | use dictionary?

R: Yes, of course. How do you do if you have vocabulary problem or not sure
for spelling?

H4: I check dictionary.

R: What are you doing?

H4: | try to give more examples for each supporting sentence.

R: What are you doing?

H4: I think how to conclude the concluding sentence, but it is not a good one.
R: What are you doing?

H4: | add this sentence before I write the concluding sentence.

R: Have you finished?

H4.: Yes.

R: What do you do next?

H4: | check grammar.

R: Only grammar checking?

H4: Grammar, spelling, some point which need to be correct. Sometimes, some

sentences are not coherent.

R: Why do you delete?

H4: | want to change the meaning of this sentence.
R: Have you finished? Are you ready to hand in?
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Think-aloud 5

(H5) = A first-year student from the Faculty of Medicine.

(R) = Researcher
H5: So this topic, right? It means E-Wor is a Taiwan novelist. She writes 7-8
novels and are translated into many languages mostly in Asia. For the reason, her
novels are fantasy which | love and impress. Each one differs from others.
R: From now on, | want you start “brainstorming” in a sense that how you
write about her. In a second, you give me brief information. I want you write an
outline first.
H5: I know her a little bit however I try to write. Firstly, 1 begin writing her
biography, for example, who she is, what she writes and | am not sure how deep |
write. Maybe | go deeply in which I love. And for her biography, I do not write much

but emphasize why I like her. I love to write about fantastic story.

R: OK, let‘s start with the outline.

H5: Outline.....

R: What is your outline?

H5: That’s all.

R: Do you start writing or not?

H5: Yes, about 150 words.

R: It is about 150 — 200 words.

H5: I begin with the introduction; | do not focus on the grammar in the first

draft, if I cannot figure out the vocabulary. | write in Thai.

R: Why you write in Thai in the first draft?

H5: Normally, I can, but this time | cannot.

R: Do you write in Thai if you do not figure out the intended word?

L1: Sometimes, | use the simple word. | love writing but not academic. For

example, if | start with “the most influential person”, it is weird so | begin with
“everyone in this world has to fight”, “everyone has a better life with inspiration,
attention, and mostly people have the idol. These are introduction.

R: It seems that you want to introduce with the beautiful sentences instead of

the tuff one.
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H5: It looks like I already told who she is; she is E-wor. She is Taiwan writer
or novelist. This is fantasy so | use Taiwan novelist. Do | write in 150 words?

R: What do you do if you are not sure between writer or novelist?

H5: I look in the dictionary what difference is.

R: Maybe you use both or choose only one later.

H5: | use a novelist for E-wor but a writer for myself. | feel that the novelist is

a serious career.

R: Do you decide later?

H5: If 1 recheck, I use a simple word. | will change “she writes about seven
stories” into giving the example. And I will explain more about knight.

R: What is inspired you?

H5: Mostly the idea is in darkness and drama. I like the story about reflecting
life but not telling the reason why | like it. After that, | give a reason that why she is so

influential. It has only one reason because | like her and her story. So | start writing.

R: It is up to you. If you are ready you can.

H5: Not quite.

R: Is it okay for the outline?

H5: | rarely quite write the outline.

R: Why you do not write the outline?

H5: Although I write the outline, when | seriously write | cannot think of. It

differs from writing description. When 1 finished the first sentence and I think before
then | cannot jot down so | should find the conjunction again. It is not the academic
but for writing it is so difficult for me. Normally, | do the draft what | want.

R: You do not write the outline.

H5: No, but I consider each part to order. I think it is difficult to order the
sentence structures. Sometimes | forget because | cannot take note as fast as | think.
Why do you do this research topic, it is difficult?

R: Because it is a hard one of others. It integrates several skills in. What are
you doing now?

H5: I am doing introduction. Others can write fast, right? If | say, will it lose
the feeling?

R: No problem. What are you thinking about?



Fac. of Grad. Studies, Mahidol Univ. M.A. (Applied linguistics) / 191

H5: Now I think of how to describe. Is it nonsensical?

R: No. No. it depends on how you write; description or cause and effect.
There are many ways to write. | think this part is cause and effect so | write in Thai.
H5: My sentence is as a child. If that sentence is not good I will keep it and
order later because now I cannot figure out.

R: What are you thinking about?

H5: | am trying to change this sentence; the introduction, but in fact I can put it
in because this sentence is already “the most”. I normally change the part which is

wrong. If I move on | feel uncomfortable because when | write | have to start from the

beginning.

R: When stuck you read again and then you write again and again, right?

H5: Mostly | read from the beginning.

R: Why you do not make the outline as before?

H5: | do not write the introduction.

R: I think when | write the outline. You should follow the outline first so

your work is smoother.

H5: It looks like faster. Maybe | can think of.

R: What is this sentence?

H5: Writing about E-Wor biography.

R: You can say what you are doing or thinking.

H5: For this part, when | start with “favorite” word, | feel something so | start

with her story because | do not write when she was born. | reread again and again and
| feel I have to fill some. If I miss something I read again. | pull myself in. Now | am
describing what the story is.

R: What is this underlined?

H5: | separate it because | am not a neat person. | am thinking how to expand
ISCD but I cannot so | pause for a while.

R: What are you doing vocabulary in Thai language for?

H5: For this part, I am considering to choose between protect or preserve. But
preserve has many words so | cannot choose the appropriate one. | think this part is
not good so | keep it again and try to think another sentence.

R: Could you explain this marked sentence? What does it mean?
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H5: It means nothing. Sometimes it may have some reason because it is not
done. We are going to say the conclusion also. At first, it is just said what the story is

but not told how the end is. If | tell the reason why I like it I will put it into the end.

R: It is happening during writing and then you put it which is not in the
outline.

H5: It is so difficult to analyze human mind.

R: No, you just say what you are thinking and the reason too.

H5: Sometimes | have no reason. | have just felt empty and cannot think out

the beautiful sentence. No I am trying to think in English.

R: Do you think in Thai first?

H5: Yes, and then translate it in Thai. Do Thai students do like this?

R: No problem. You can do whatever you want.

H5: I will do it to the end. If | begin the new sentence | will reread and think
again.

R: It means that you will reread from the beginning if you finish each
sentence.

H5: Yes, mostly. Sometimes not at all.

R: Are you reading the previous sentence you write before?

H5: Yes, this is okay. The above one looks like primary. I am reading for

continuing because | feel this sentence is not okay, so | tell that her writing style is the

best thing I like now.

R: It means that during rereading many sentences, you may cut or add
something?

H5: It means | recheck.

R: Do you add or change, right? I saw that you fix it. Normally, what do you

focus on; vocabulary, grammatical point or tense?

H5: Yes, | deleted some because sometimes | already wrote it but at this time |
mean many so | have to put “s”. | cannot see if | read it again.

R: Did you check grammar and tense during rechecking?

H5: Mostly | look for the suitable sentence first and then for grammar, for
example, | cut “there” out because | used it many times. | think it is not good if I used

it the same.
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R: Do you do this for rechecking your mistakes and for continuing writing?
H5: Yes, | do it because | have some ideas to write. | fix it if | see. Sometimes
| read so many times.

R: Mostly you read for some ideas and fix it if you see some mistakes. Do you

recheck again?

H5: Mostly I always check. Maybe it is not done for first but | always.
R: Do you look backward to the outline?
H5: Yes, but sometimes the outline which | wrote before | think it is too hard

to write. Normally, | used a little paper rather than the big one.

R: | keep it.

H5: Do you keep it? It is a draft but | still have used it. Some words are stuck
and then look for the dictionary.

R: How do you figure out? Did you write it in Thai or else?

H5: Some, yes, for example, “infine”, | think | should spell it but I miss it

because | cannot remember. When | read | was underlining or marking.

R: It means that you are not sure to use this word because of spelling.

H5: | am sure that | have some mistakes so | marked it for easily checked.

R: What are you doing?

H5: | am writing to the conclusion.

R: Finishing the sentence?

H5: Finishing the body.

R: Are you starting the conclusion, right? What are you doing?

H5: After reading again, | have some new ideas but | have to continue reading.

At first 1 used “people” but for this sentence I am not sure which | use between

“people” or “person”, so | marked it.

R: So you put both but marked the question mark between person and people.
Finally, did do decide that?
H5: I am looking for “Like me”. “Me” is singular so it should be people or

person. But this part is talking about others. Think again.
R: What is this? Introduction or not?
H5: Wait! | think it is not suitable.

R: What is this, “don’t give up”? Do you want to continue?
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H5: So | check spelling again. Normally, does topic sentence after conclusion,
right?
R: Yes, it seems like writing a topic sentence but try to be another.

Conclusion? Are you ready to write concluding sentence?

H5: Yes, sentence and topic sentence, is it the same? | never heard that. Do not
you wear eye glasses? | saw that.

R: Yes, what?

H5: Conclusion. But I think that it should have the previous sentence which is
the topic sentence. This may be the end of conclusion.

R: Do you feel that?

H5: The topic sentence which says that she is the most influent. But it is not

good if I use it. But it seems bad if | think the new one.

R: Aren’t you sure about spelling?

H5: | got it. It may be.

R: What are you thinking about?

H5: The same one. Do you think it is about 150 words? | cannot think of

vocabulary. Now | am trying to change the above one but still obstructed.

R: Which part?

H5: The above one.

R: Is it introduction?

H5: | always do something and back to work if I cannot think of.

R: Do you ask friends for help if you are not sure about spelling?

H5: Yes, if there is not a dictionary in the room, but they have an I-phone. |

will use “Mental force” word. Sometimes if | cannot think of that word I will create by

myself. Can | give you information later? What time do you want?

R: Are you hungry?

H5: Yes, because | have class at the afternoon.

R: Have class? Are you okay or do you want to write more?

H5: It is not done. Can | give you at the evening?

H5: For the introduction part, | read again. At first, the first sentence | bring it

to the last sentence of introduction. But in fact, | try to change the last sentence to
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another one which differs. 1 can use this sentence to be a topic sentence of the
conclusion.

R: It means you are back to reread and then write the conclusion but ways of
writing differ. Content and details are the same.

H5: It is done. | copy from that to this but some part | add more if it is not
okay. Some are in but some are not. How does it happen? Is it happening during

writing?

H5: Yeah, because the pop up one is better than in the draft.

R: Do you always recheck? Do you do the same? Is it your second or final
draft?

H5: You see | change it because it is not good. If I am serious | try to start the

new one. | will use another paper to copy again.

R: Is it enough?

H5: Normally it is fine.

R: What do you do after finishing; already to send or not?

H5: It depends on how work is serious. For example, writing for scholar, 1 send

a teacher one piece of paper but not for classroom assignment.

R: Check by yourself?

H5: Mostly I not ask friends for help because of shyness.

R: What are you shy?

H5: Because | think by myself and did not disturb anyone or give them a time.
R: Why? Sometimes you want a comment from friends.

H5: | used to learn writing. At that time, | was not getting stressed when |

asked friends read my work. Normally I do not disturb them, mostly, | ask for
vocabulary but for this time | do not ask because | am alone.
R: Okay. This one will send me.
Think-aloud 6

(L1) = A first-year student from the College of Sports Science and
Technology.

(R) = Researcher

R: Who is the most influential person in your life?
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L1: I am thinking.

R: Are you making your outline?

L1: Yes, | write in Thai?

R: Why?

L1: It is easily to translate into English.

R: When you write, do you always think in Thai first, and then translate into
English?

L1: Yes, | always do.

R: Have you finished your outline?

L1: Yes, | have. | need to translate my outline into English. If I come up with a

new idea, | will add later.

R: Do your content follow your outline?

L1: Yes, content should not out off my scope

R: What are you doing?

L1: I am writing by following the outline. Sometimes, | try to add more
examples.

L1: Can | use dictionary?

Yes, of course.

How do you if you have vocabulary problem such as meaning or spelling?
L1: | use synonym or write in the different way, but have the same meaning.
For example, if | do not the word “weight”, | change it into “fat” instead.
R: Is it difficult?
L1: Yes, or maybe I think too much.
R: I think your outline is good. You just follow the outline, and try to write

more examples for each supporting sentence.

L1: Should I cut some supporting sentence off? I think it is enough.
R: What are you thinking?

L1: | think what to write next?

R: Do you reread the sentence that you just has written?

L1: Yes.

R: You have just corrected this sentence, but why you delete it?

L1 | am not sure, is it correct or not?
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R: What are you thinking?
L1: I am thinking which one is male or female between sister and brother. Is

brother male?

R: Your main problem is vocabulary?

L1: Yes.

R: Are you writing the concluding sentence?

L1: Yes, | am thinking how to write the concluding sentence.

R: Is this your concluding sentence? What do you do next after you finish?
L1: | write the final draft on the paper.

R: Do you want to check again?

L1: No, | am ready to hand in my paper.

Think-aloud 7

(L2) = A first-year student from the Faculty of Science.
(R) = Researcher

R: What are you doing?

L2: I am thinking of who is the most influential person in my life.

R: Do you get the topic sentence?

L2: Yes, | think it is not good. My topic sentence should be written as same as

with the given topic.
R: No, it depends on you. You can write on your own way. Now, you begin

to write? Do you make the outline?

L2: | never do the outline.

R: What are you thinking?

L2: | am thinking what to write next.

R: Why do you remove this?

L2: | use the wrong tense.

R: Do you reread the sentence that you have written to help you come up with
the ideas?

L2: Yes.

R: Why do you do?

L2: | reread to get the ideas and can write the next sentences.
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R: Why you remove this?

L2: | think another one is better.

R: How about this?

L2: | remove it.

R: What is your topic sentence?

L2: This sentence is my topic sentence and these sentences are my supporting

sentence. And then | will organize my supporting sentence.

R: Please underline your topic sentence.

R: Why do you remove this?

L2: Misspelling.

R: What are you doing?

L2: Think about the component of paragraph. I cannot figure out the word.

R: How do you do if you have vocabulary problem?

L2: I use synonym or use dictionary. | avoid using unsure words. Sometimes |

remove or change the sentence if | cannot find the right word.

R: Do you use dictionary to find the meaning?

L2: | rarely use dictionary.

R: What are you doing?

L2: | am thinking of the third supporting sentence.

R: What do you do if you lack of the ideas?

L2: For this topic, | write from my experience and feeling.

R: Can you think of another supporting sentence?

L2: yes, | cannot think of the examples. | think this sentence it too short, but |

do not know how to write.

R: What are you doing?

L2: | want to explain more but I cannot write.

R: Why do you remove?

L2: It is out off the scope. | finished.

R: Please underline your concluding sentence. What do you do next?
L2 Check the correctness such as tense, grammar, and words.

R Is this your final draft, ready to hand in?

L2: Yes.
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Think-aloud 8
L3: A student from the Faculty of Liberal Arts
R: Research
R: What are you doing?
L3: | am doing the outline
R: Do you have any problems?
L3: | don’t know what to write next.
R: How do you solve this problem?
L3: | try to think and write very ideas that come up.
R: What are do thinking?
L3: | try to figure out the right word, but I cannot. Now | do not have any idea
to write.
R: How do you do if you have vocabulary problem?
L3: | use synonym.
R: what are you thinking?
L3: I am not sure for the word “uwsansnis”. What is the right word between “play

or perform”?

L3: | finish my write. What | do next? Write on this paper?

R: Finished? Do you want to check again? During writing, what is the main
problem in writing?

L3: My problem is vocabulary. | cannot figure out the right word, for example,

| am not sure the word “play” is the right word or not.

R: Why?

L3: | cannot figure out the correct word, so | just guess it.

R: How do you do if you do not know how to write next?

L3: Firstly, I try hard to write. If | find the sentence that | just have written is

not correct, | remove it and write the new sentence.

R: Anything else?

L3: No

R: How do you do if you cannot figure out the right word?
L3: | use synonym.

R: Do you use the familiar word?
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L3: | try to find the word that has the closest meaning in Thai.
R: Anything else?
L3: No, but sometimes I confuse about part of speech. I not sure this word is a

noun or a verb.
R: How do you do if you are not sure?
L3: | guess, for example, the word “performance” if | cut “- mance” off. The

word perform should be a noun.

R: Do you have any method for guessing?

L3: Yes.

R: What do you do after finished your writing?

L3: | reread to find any mistakes, and correct them.

R: What do you check for?

L3: I check the content. | understand what | just have written or not. If some

sentences do not match my intended meaning, | rewrite them again or replace the new

word.

R: Do you check your understanding?

L3: Yes, | check the content.

R: Anything else?

L3: | check part of speech as well.

R: Normally, do you think in Thai first and then translate into English?

L3: Yes, | always do. For the vocabulary, | think the word in Thai first and

then try to find English word that has the closest meaning in Thai.
R: Is this the finally draft? OK, please underline topic sentence and
concluding sentence.
Think-aloud 9 and 10
(L4) = A first-year student from the Faculty of Publish Health.
(L5) = A first-year student from the Faculty of Publish Health.

(R) = Researcher
R: What are you doing L4?
L4: I am doing my outline. I list and order the supporting sentence. I give the

example that why my friends are the most influential in my life.
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R:

L5:

R:

L5:

R:

L4:

How about you L5?

I do the outline.

Who is the most influential in your life?

My parents. They look after and take care of me.
How many supporting sentences have you finish, L4?

Just only one, I am writing the second supporting sentence. | give the

reason why my friends make me happy.

R:

L5:

R:

L4:

R:

L4:

How about you L5?

Give the first the example. My parents take care of me when | was born.
L4, | see you begin the sentence with first, second, third. What’s for?

It helps me easier to order and organize my ideas.

Is it helpful?

Yes. | help me to begin the next supporting sentence. | can use these words

to order my ideas as well because I do not know how to begin the new supporting

sentence. These words help me for writing a new sentence.

R:

L4:

R:

L4:

Why do you make the underline?
| can think in Thai but | cannot think in English.
How do you do if you cannot think in English word?

| try to write the sentence, and if | found this sentence have the same

meaning with the previous sentence. | try to find the new word instead.

R:

L5:

R:

L5:

R:

L5, what are you doing? Do you have any trouble?
I struggle with the vocabulary.

How do you solve this problem?

| use a synonym.

L4, Are you writing the first supporting sentence by following your

outline? And your supporting sentence is that your parents take care of you right?

Now you are give the example?

L5:

R:

L4:

R:

L4:

Yes.

L4, what are you doing?

| am revising to check there are any mistakes the correct.
Have you finish your first draft?

Yes.
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R: Do you follow your outline?

L4: Sure.

R: What are you doing?

L4: | reorganize and check the correctness such as vocabulary, grammar to

make my sentence to be more perfect.

R: Do you add more for the content?

L4: Yes, if | found that my content such as examples is not enough or
complete.

R: How do you do if you struggle with the vocabulary problem?

L4: | try to figure out if | cannot | skip it.

R: | see you read to the first draft again? Why?

L4: | want to add a sentence here. | just check it can be? I am not sure.

R: L4, are you rereading? Why?

L4: | read to check the vocabulary; I think some words do not match my

intended meaning in Thai, so | make a change.

R: Have you finish your paper, L5?

L5: Not yet, I am writing the third supporting sentence. | give the ways my
parents treat me?

R: Do seem to have any trouble, L4?

L4: Yes, now | am struggle with the vocabulary. When | have the problem, my

friends give me the suggesting. I cannot figure out the word “suggest” in English.

R: Normally, do you use dictionary?

L4: Yes.

R: Are you allowed to use dictionary when the teacher assign you write the
paper?

L4: Yes, if she assigns as homework

R: What are you doing? Add more sentences?

L4: Yes, | write the new sentences to replace this sentence which I cannot

figure the word. | write the new sentence instead.

R: What are you doing, L4?

L5: I change the word; | think this word is more suitable.
L4: Yes. Now | finished.
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R: Is this your final draft? Ok. Thank you.
R: What are you doing , L5?
L5: | write the third supporting sentence and reorganize some sentence. Now |

finished.
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,sérl per former in hey Congert.
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L4

The. most infuentiel peson in wy life 15 Wy friends,
Bocause n the social ewebody Yeve To feiends. They hove
many_happivess Yoy . Frish, they have big swile i\auoj\m

1  ha 4 I of U \

an d Sone, whew T am dlove of ‘ome %’?POU‘HE\,: whey L am
o) , they fke core and ftevest my lite Bub whon T gu
ooy 0 life,, they feel bpoy with e o0, thrid,

they v big friss vost slaces when I vant Yo hovel.
Four . when T bave ooblens , they aive boj expnples
pwdofen pte Hnaw it 1{310\)1%5_&3;\_?@9&&0&3 i best  when
they talk with we

Tyneed, sometime T om vob olone when T bhevenot

I iy . '
My triends. The all P.\fe,f\n.mo-.ls is Yemon , ty deiend gre

=

the wost inflyential peyson v m life .
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L5

Ny porent  eupport me GVPM%:'HC;, First of al w‘heﬂ take care
] f g7 7

me since 1 wae borned ynhll T toke cave my self &

-“’Iem love mo. When T 0 scad;%e% en,'}mé[ mo , When T

hes they very  happu  tegether . They impcﬁc‘m'l lo me
f ) 2 ) 4 V)

|‘l:]
2o L loye vy parent very much, Second | when T 5%0{;;
—

in school, Thew suoport  edvcation fee becavse T o't
7 T

sjruc{u. in Coferrmml 961’100] Mm Dm-en'} hope T hae Cicooﬂ

eo‘Ucah(}n Co educabon Yee mmr’fﬂﬂ v{ mq educion,

Third bJ&rp 1 q’ruo!u in Um\'ersrhj ok pay o lo G]C
Wortel Tor Drmleml os‘Heer Whep T tlfuolu in Ummsd

1 use money for dorrmjran;. Cﬂmﬁ‘n)) 'Fﬂf‘r.l. b“k.W” 9h9€5 [39?49%’,

S6_ money 1mrpcr%a“ngr for me 1 thank yeu Pa?en‘l' for
4 }

edchn'o'n M_ Ooﬂc\udma mL} pmreni i‘mpaﬁm‘{ 'FGT

wy_lite becyse ‘l'heij take core me 394 oy edvcation
d

and c}ive a lot o meng {or me,
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