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ABSTRACT

LEARNING THROUGH DIFFERENTIATED INSTRUCTION:
ACTION RESEARCH
IN AN ACADEMIC ENGLISH CLASS

Leblebicier, Burcu
M.Sc., Department of Educational Sciences

Supervisor: Prof. Dr. Cennet Engin Demir

January 2020, 186 pages

Effective writing is an essential skill in today’s society and the workforce.
However, as much as the importance it holds, writing can be a daunting and
problematic skill to foster particularly in academically and socially diverse
classrooms. Therefore, this action research aims to investigate whether
differentiated writing instruction could be an effective method to cater for such
differences in students’ learning and development of academic English writing.
21 second year university students were the participants of this study which was
conducted over a 10-week period. Throughout the study, the participants
attended academic writing classes designed within the framework of

differentiated instruction (DI). Employing qualitative data collection tools,

v



the study utilized a student background and learning profile questionnaire, semi-
structured interviews, after lesson questionnaires, and researcher reflection
notes. The analysis of the results revealed that students who attended the writing
classes conducted via DI had favorable views about it as an instructional method,
that DI made significant contributions to students and that DI helped improve

students’ English academic writing skills.

Keywords: Differentiated Instruction, EFL, Writing, Curriculum, Instruction
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FARKLILASTIRILMIS OGRETIM ILE OGRENME:
AKADEMIK INGILIZCE SINIFINDA
BiR EYLEM ARASTIRMASI

Leblebicier, Burcu
Yiiksek Lisans, Egitim Bilimleri Bolimii

Tez Yoneticisi: Prof. Dr. Cennet Engin Demir

Ocak 2020, 186 sayfa

Etkili yazma giinlimiiz toplumu ve isgiliciinde sahip olunmasi olduk¢a 6nemli
olan bir beceridir. Ancak, Ozellikle akademik ve sosyal olarak degiskenlik
gosteren siniflarda bu becerinin gelisimi zorlu ve problemli olabilir. Bu sebeple,
bu eylem arastirmasi, farklilastirilmis 6gretim ydnteminin, dgrencilerin Ingilizce
akademik yazma becerilerinin gelisimine katkida bulunan ve bu becerilerin
gelisimindeki farkliliklara etkili sekilde cevap veren bir 6gretim yontemi olup
olmadigini incelemeyi amaglamaktadir. 10 hafta sliren aragtirmanin katilimcilar
2. smif diizeyinde 21 iiniversite Ogrencisidir. Calisma siiresince Ogrenciler

farklilastirilmig 6gretim ¢ergevesinde tasarlanan yazma derslerine katilmislardir.
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Veriler, 6grenci deneyim ve Ogrenme profili anketi, yari-yapilandirilmig
goriismeler, ders sonrast goriis anketleri ve yansitict arastirmaci notlar
araciligiyla toplanmistir.

Calismanin bulgulari, farklilagtirllmis Ogretim araciligiyla islenen yazma
derslerine katilan 6grencilerin farklilagtirilmis 6gretimin lehinde goriislere sahip
oldugunu, farklilastirilmig 6gretimin 6grencilere 6nemli katkilarda bulundugunu
ve dgrencilerin Ingilizce akademik yazma becerilerinin gelismesine yardimci

oldugunu ortaya koymustur.

Anahtar Kelimeler: Farklilastirilmis Ogretim, Ingilizcenin Yabanci Dil Olarak

Ogretimi, Ingilizce Yazma Becerisi, Egitim Programi, Ogretim
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CHAPTER 1

INTRODUCTION

This chapter presents a background to the study which includes the research

problem, significance of the study and definition of terms.

1.1 Background to the Study

Language, which is basically a medium for people to communicate, is one of the
essential features that people should possess in order to live a better life in a
world that is constantly changing, evolving and losing its boundaries. It can even
be said that it is required to know a foreign language in addition to one’s mother
tongue in order to take place in such an individual and international competition.
(MoNE, 2015). In this context, it can be stated that it is essential to know English
as it is a commonly spoken language with around 1,75 billion speakers in the
world (British Council, 2013). Moreover, the mission statement of the Turkish
Ministry of National Education (MoNE) clearly proposes that one of its aims is
to ensure that students are provided with the skills and knowledge required by

the information society (n.d.).

In this so-called information society which increasingly relies on written
communication for both personal and professional reasons, writing can
rightfully be regarded as a very much needed skill yet as also stated by Gallagher
(20006) it is a tough skill. Also, a number of studies conducted both in Turkey
and abroad suggest that writing is an underdeveloped skill that requires
immediate attention (Bartlett, 2003; Defazio, Jones, Tennant, & Hook, 2010;

Odell & Swersey, 2003). In fact, a survey study conducted by Baer, Cook, and
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Baldi in 2006 revealed that over half of the participants who were college
graduates lacked even foundational literacy skills such as understanding a simple

instruction and responding to it.

In the Turkish context, as it is also reported in the MoNE strategy report, one of
the weaknesses of the Turkish Education System is the level of foreign language
competency (MEB, 2015). This naturally reflects itself in higher education, as
well. According to the “English Education in Turkish Higher Education
Institutions, A Situation Analysis” report prepared by the British Council in
November 2015, academics in Turkey state that the levels of their academic
reading and writing skills are not sufficient. In the light of all this, it can be said
that academic writing in English is a skill which requires development in Turkish

higher education institutions.

Furthermore, the Turkish education system does not give writing enough priority
as a result of both system-related and teacher and student-related problems (Tok
& Unlii, 2014). Particularly, due to the heavy emphasis placed on standardized
tests in the Turkish education system, writing is likely to take the back seat and
students are not able to fully develop their writing skills even in their native

language Turkish, not to mention English (Cif¢i, 2006).

Moreover, students consider writing as a challenging skill. For instance, Geng
[lter (2014) conducted a qualitative study in a Turkish higher education with the
participation of 30 English Language Teaching undergraduates. The study was
mainly concerned with students’ perceptions and attitudes regarding writing and
revealed that student participants perceived writing as the hardest skill to

improve.

A quick glance at the world of English language teaching shows that many

teaching approaches and methods have been designed to help students become

2



proficient in the language. In Turkey alone, a number of approaches such as
grammar-translation method, direct method, communicative method and total
physical response have been adopted with the aim of increasing the quality of
English language teaching since the establishment of the republic in 1923
(Demirel, 2014). However, none of these have been a remedy to the English

language learning problems in Turkey and the World.

This led some scholars to argue that the reason for such ineffective attempts was
the assumption that students learned in the same way. In other words, they
proposed that student differences and needs should be taken into consideration,
as well. As Stein, Dixon, and Isaacson (1994) put forward on a similar note, yet
particularly with regards to writing, “many writing disabilities may derive from
too little time allocated to writing instruction or from writing instruction
inadequately designed around the learning needs of many students” (p. 392). As
a result of all this intellectual and practical endeavor, new approaches which

accept and celebrate students’ individuality have emerged.

One of such approaches is “differentiated instruction” developed by Carol
Tomlinson (Tomlinson, 1999). According to Tomlinson (2014), each and every
student differs in their readiness, personal interest and preference of
experiencing and interpreting the World. For this reason, it is teachers’
responsibility to differentiate their instruction in accordance with the different

needs of their students for effective learning to take place.

Tomlinson (2013) defines differentiated instruction as responsive teaching
instead of a one size fits all approach to everyone. In a classroom where
differentiated instruction is applied, the teacher differentiates the content,
process and/or product by taking into consideration the specific characteristics
and needs of the students. Here, content refers to the information and/or skill

taught, while the process is how the student interprets, adapts and owns the



content, and the product is how the student shows what has been learned

(Gregory & Chapman, 2007).

According to Tomlinson (2001) content differentiation can be done in two ways:
adaptation of what is taught, or adaptation or modification of the way students
reach what is taught. She also suggests differentiating content through changing
the way by which the student is taught, while keeping the content unchanged.
This change can be done in a way that is sensitive to the level of readiness,

interests and learning profile of the student.

In process differentiation, the process refers to how the teacher plans instruction,
how students make meaning of instruction and instructor’s use of flexible
grouping (Blaz, 2006). Just as in content differentiation, it can be differentiated
in a way that is sensitive to the level of readiness, interests and learning profile
of the student. Finally, product differentiation is the differentiation of the way
students demonstrate what they have learned during a unit, semester or year, and
can be done in the dimensions involved in content and process differentiation.
The most commonly used products are “essays, speeches, paragraphs and

reports” (Roberts & Inman, 2007, p. 54).

In addition, differentiated teaching takes into account the heterogeneous
structure of the classes, recognizes the student as an individual, and therefore
requires an analysis of the learning profiles of the students. When creating a
learning profile, teachers should be able to identify students' past experiences,
interests, learning style preferences, and so on. All this information guides the
teacher in content, process and product differentiation in order to apply

differentiated teaching (Tomlinson, 2001).

DI first appeared in, rather informally, one room school classes which had

students at different ages and naturally with very different needs, abilities and
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interests (Gundlach, 2012). As a result, the one room schoolteacher had to
differentiate her instruction to reach all the students in the classroom. Thus, it
can be said that DI first emerged as a result of pure intuition. Along with the
obvious benefits of DI such as embracing student differences and responding to
varying student needs, it also acts a tool to promote democracy in the classroom
by providing all students with the same quality instruction tailored according to
their needs and/or interests regardless of any race, nationality, or socio-economic

status (Thousand, Villa & Nevin, 2015).

In addition to being an instrument to foster democratic practices, DI decreases
any possible labeling that students may face as a result of their special needs or
preferences. By accepting and celebrating student differences, DI offers them a
way to be a part of the group and be successful. Moreover, DI is a brain-friendly
instructional design method. Researchers in cognitive psychology and
neuroscience have long been searching to unveil the inner mechanisms of
learning and now there is ample amount of evidence showing that differentiation

supports the basic principles of how people learn (Sousa & Tomlinson, 2011).

1.2 Purpose of the Study

The purpose of this study is to investigate (1) students’ perceptions regarding the
challenges they experience in writing academic English classes, (2) the effects
of differentiated instruction on students’ writing academic English skills, and (3)
students’ perceptions regarding the use of differentiated instruction in a writing
academic English class at tertiary level. In line with these purposes, the
following research questions guided the data collection and data analysis:

1) What problems do students experience while developing writing skills in an
academic English course at university level?

2) How does differentiated instruction affect the development of English

academic writing skills?



3) What do students think regarding the use of differentiated writing instruction

in academic English classes?

1.3 Significance of the Study

This study is significant in a number of aspects. To begin with, it is designed as
an action study which is a type of research frequently defined as an investigation
conducted by practitioners (teachers) with the purpose of improving both
students’ learning and teachers’ practice (Burton & Bartlett, 2005; Efrat Efron
& Ravid, 2013; Fox, Green & Martin, 2007; Jarvis, 1999; Menter, Eliot, Hulme,
Levin & Lowden, 2011). Thus, first and foremost, this study is expected to
effectively address the problems students face while developing English writing
skills in addition to contributing to the teacher-researcher’s professional
development. Moreover, it is also expected that this study will provide
suggestions for instructors working at the institution where the study was carried

out and promote their practices, as well.

Secondly, as the literature also indicates, there are numerous studies
investigating differentiated instruction in K-12 contexts; however, there are
much fewer studies which specifically focus on differentiation in higher
education (Alavinia & Sadeghi, 2013; Alhasmi & Elyas, 2018; Chamberlin &
Powers, 2010; Chen & Chen, 2017; Dosch & Zidon, 2014; Ernst & Ernst, 2005).
Furthermore, there are only very few studies inquiring into the use of
differentiated instruction in English language teaching in Turkey (Aras, 2018;
Giilsen, 2018; Kaplan Sayi, 2013; Ozer, 2016 & Yavuz, 2018) and only one of
these studies (Ozer, 2016) took place in a higher education context. Also, two
of these five studies focus on general English achievement (Kaplan Sayi, 2015
& Ozer, 2016), two on the skill of reading (Aras, 2018 & Giilsen, 2018) focus
and only one focuses on vocabulary (Yavuz, 2018). That is to say, there are

limited studies conducted in Turkey with a focus on the skill of writing in
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English in a higher education context. Therefore, it is anticipated that the results
of this study will contribute to the literature on English teaching and learning via
differentiated instruction in higher education.

Lastly, the results of this action study may increase English language teaching
professionals’ awareness towards the use of differentiation and provide practical
knowledge as to its implementation. As differentiation is a technique with which
teachers are familiar to some extent, yet only few put it into practice effectively.
In fact, a survey study carried out by Mutlu and Oztiirk (2017) revealed that of
the 174 teachers who participated only 46% stated that they had some knowledge
about differentiation and approximately 63% designed and conducted lessons
appealing for the average student. In other words, less than half of the
participants were not informed about differentiated instruction and more than

half did not perform differentiation in their classes.

1.4 Definition of Terms

Academic Writing: “A vehicle through which scholars attempt to persuade other

scholars of the validity of their arguments” (Hewings, 2006, p. 10).

Content: The knowledge and/or skill aimed to be taught (Gregory & Chapman,
2007).

Differentiated Instruction (DI): A student-centered, proactive, evaluation-based
and qualitative teaching method which offers the content, process and product
with various approaches by taking into account student readiness levels, interests

and learning needs (Tomlinson, 2001).

Flexible Grouping: Grouping which enables students to work individually, in
pairs, small groups or as a whole class depending on the task or objective

(Conklin, 2010).



English for Specific Academic Purposes (ESAP): Second language (L2)-specific

training in disciplinary academic courses (Crosthwaite & Cheung, 2019, p.1).

Process: How students internalize and make sense of content, skills or ideas

(Tomlinson, 2001).

Product: How students demonstrate what they have learned during a unit,

semester, or year (Tomlinson, 2001).

Writing: “The sequencing of standardized symbols (characters, signs or sign
components) in order to graphically reproduce human speech, thought and other

things in part or whole” (Fischer, 2001, p. 2).



CHAPTER 2

REVIEW OF THE LITERATURE

This chapter aims to provide information about the conceptual framework of
differentiated instruction (DI) through presenting a brief history of differentiated
instruction, the definition and characteristics of differentiated instruction,
methods to differentiate instruction, the rationale for differentiated instruction,

studies on differentiated instruction and finally a summary of the literature.

2.1 Historical Overview of Differentiated Instruction

After Carleton W. Washburne published his article “Adjusting the Program to
the Child” in the Educational Leadership magazine in December 1953, he
perhaps somehow inadvertently rekindled a familiar yet unnamed educational
approach: differentiated instruction. Being a pioneer in the area, Washburne
(1953) suggested in his article that teachers should seek for ways to best meet
the wide range of differences in abilities, interests and development of students.
According to Washburne, however, the first signs of differentiation belonged to
Preston Search who “made it possible for each child to learn at his own natural
rate in each subject, with no failures, grade repetitions or grade skipping” (1953,
pp. 139-140). Yet, in fact, as Gundlach (2012) also stated the history of
differentiated instruction can be traced back to as early as 1600s when one room

schools were the reality of education.

The school system Gundlach (2012) refers to is the system which existed in the
United States; however, as the education system of the Ottoman Empire was

westernized starting around 1703 (Dogan, 1997), it can be inferred that the
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Turkish system was not much different from that in the West and the United
States. Taught by only one teacher, one room school classes had students at
different ages and naturally with very different needs, abilities and interests.
Faced with such a challenge, the one room schoolteacher had no choice but adapt
her teaching, thus paving the way to differentiated instruction. While the
schoolteacher was differentiating instruction out of necessity, Preston Search
whom Washburne (1953) defined as “ahead of his time” was determined to
address this problem with his research team (p.140). Search encouraged the
teachers he worked with to build an environment in which students could learn
at their own rate without the fear of failure. This initiative led by Search proved
successful, yet the team’s efforts went unrecognized for some more time

(Washburne, 1953).

It was not until the achievement tests pointed out the differences in student
learning and therefore varying learning needs that the general public paid
attention to the issue. Again, around the same time, Frederic Burk and his
colleague Mary Ward carried out a casual experiment and designed self-
instructive textbooks which allowed students to progress in accordance with
their ability (Pour, 2006). By 1919, these experiments had proven statistical
success and were introduced to public schools in Winnetka, Chicago (Gundlach,
2012). The success of these schools led to the birth of the “Winnetka Plan”,
which was quickly embraced by some other schools to tailor their teaching

according to their students.

However, this innovation did not last mostly due to the misinterpretation of the
Project Method proposed by William H. Kilpatrick by some educators who
thought that the individualism brought by the Winnetka Plan singled out the

social experience attribute of learning (Washburne, 1953). As a result, schools
abandoned the plan and returned using their former systems as Washburne also

stated: ““...but practically all ignored individual differences in the maturity and
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readiness of the children about as completely as these had been ignored

before...” (p. 141).

The formal comeback of differentiated instruction was around 1975 when the
United States Congress passed the Individuals with Disabilities Act, which
aimed to provide those with disabilities to have equal access to public education.
Naturally, these students had diverse needs and many teachers resorted to
differentiation to respond them (Weselby, 2014). In addition, the No Child Left
Behind (NCLB) Act in the United States (2002-2015) further increased the
popularity of differentiation as the law held schools responsible for students’
learning and achievement, and penalized the schools not showing improvement
(Lee, n.d.). Although the NCLB act came to an end with the enactment of Every
Student Succeeds Act in 2015, the resemblance of the nature of the two laws in
terms of holding schools responsible for student achievement secures the

important role that the differentiated instruction plays in today’s classrooms.

2.2 The Definition and Characteristics of Differentiated Instruction

Although no educational scholar or teacher maintains a monopoly on
differentiation, the name “Carol Ann Tomlinson” calls for a special mention as
she is a prominent figure known for her extensive work on differentiated
instruction. A respected name in the field, Tomlinson (2001) defines
differentiation as follows: “At its most basic level, differentiating instruction
means “shaking up” what goes on in the classroom so that students have multiple
options for taking in information, making sense of ideas, and expressing what

they learn” (p. 1).

In other words, it can be said that in a differentiated classroom, students have
both a choice and a voice in choosing what they would like to learn, how they

would like to process and express what they have learnt.
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According to Tomlinson (2001) differentiated instruction is proactive, which
means that teachers who embrace DI would design their lessons with the
assumption that students have different needs and therefore proactively plan for
different ways through which students can acquire content and express their

learning.

Operating on the premise that every student can be successful both despite and
thanks to their different learning needs, DI offers students a variety of learning
experiences which may take place in different formats. Students in a DI
classroom, for instance, may opt for doing an exercise individually, in pairs, in
small groups or as a whole class and the groups in which the students work could

be formed based on the students’ readiness, interests and/or learning preferences.

DI requires some essential changes in the thoughts and behaviors of both the
teacher and the students as well as the classroom environment. In a DI
classroom, the teacher is not only the one who knows about the content but is
also a learner who constantly monitors her students and learns about their
learning process so that she can differentiate her instruction better each time.
Also, a teacher in a DI classroom continually assesses her students through
informal tools such as a quick chat on the topic or more formal ones like a short
quiz. This assessment is, however, not done with the sole purpose of assessing

but of understanding the different needs of the students.

In addition, a DI classroom is student centered as DI believes that learning
experiences are most effective when they are engaging, relevant and interesting
to the students (Tomlinson, 2001). Since each and every student is different in
terms of their tendencies and choices regarding what is appealing, DI offers

multiple approaches to the content, the process and the product.

Lastly, DI regards the learning environment i.e. the classroom as a key factor in
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success. Therefore, teachers who differentiate create an inviting and embracing
classroom atmosphere where each and every learner feels welcomed, valued and
safe. These positive feelings eventually have a positive impact on students’

affective needs and thus learning (O’Meara, 2010).

2.3 Methods to Differentiate Instruction

Teachers may apply differentiated instruction through strategies which are
rooted in three basic student characteristic that pave the way for effective
differentiation: readiness, interest and learning profile (Tomlinson, 2001). In
addition, flexible grouping is another method which can be utilized as a response

to varying student needs and interests.

2.3.1. Differentiating Instruction by Readiness

Student readiness refers to the match between student skills, knowledge and
understanding with the task at hand. As defined by Tomlinson and Imbeau
(2010) readiness is “a student’s current proximity to specified knowledge,
understanding, and skills” (p. 16). For a good match between the task and the
student readiness, the task should be just a little above what the student can do.
Although the learning goal does not change according to student readiness, the
degree of difficulty and the degree of complexity should be in harmony with the
existing situation of the learner (Cooper, 2010). Student readiness is usually
measured through a pre-assessment before starting a unit of a study (Strickland,
2007). The results of this assessment provide teachers with the opportunity to
plan flexibly.

Tomlinson (2001) suggests that designing differentiated instruction is “similar

to using the equalizer buttons on a stereo or CD player” (p. 46). In fact, she

proposes several different continuums to make sure that the students are faced
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with the appropriate level of challenge. Therefore, she emphasizes that in order
to respond to student readiness, teachers can transform materials, activities and

products in a classroom from:

1. foundational to transformational
. concrete to abstract

. simple to complex

. single facet to multiple facets

. small leap to great leap

. more structured to more open

. less independence to greater independence

o I N W»m B~ WD

. slow to quick. (p. 47)

2.3.2. Differentiating Instruction by Interest

Most experienced teachers know that the key to a great class is its capability to
engage the students. Christenson, Reschly and Wylie (2011) maintains that
engagement is an essential component of learning. Tomlinson (2001) further

asserts that “engagement is a non-negotiable of teaching and learning” (p. 52).

As a result, it can be said that due to the importance it holds in creating an
effective learning environment, enabling students to stay on task and therefore
increase learning, engagement should always be taken into consideration when

planning differentiated instruction.

According to Tomlinson (2001) engagement is best run by two motivators:
student interest and student choice. However, it is not hard to guess that not all
students have the same interests, which leads to differentiated instruction. In
their book Leading and Managing a Differentiated Classroom, Tomlinson and
Allan (2000) suggest the following as a way to include student interest in the

differentiation process:
14



- Using adults or peers with prior knowledge to serve as mentors in an area
of shared interest.

- Providing a variety of avenues for student exploration of a topic or
expression of learning.

- Providing broad access to a wide range of materials and technologies.

- Giving students a choice of tasks and products, including student-
designed options.

- Encouraging investigation or application of key concepts and principles

in student interest areas. (p. 10)

2.3.3. Differentiating Instruction by Learning Profile

Learning profile is a term referring to the ways in which individuals feel that
they learn the best. The aim of effective classroom teaching is to provide a good
learning experience for all learners; therefore, teachers who differentiate their
instruction by learning profiles aim to help their students find the best mode of
learning for themselves. Table 1 summarizes some factors that can be taken into

consideration when differentiating instruction through learning profile.

2.3.4. Differentiating Instruction by Flexible Grouping

Although it is important to understand and always remember that differentiated
instruction is not another way to create homogenous grouping, it cannot be
denied that it is one of the main tenets of differentiated instruction. Teachers may
consider several factors such as “gender, chemistry between students, social
maturity, academic readiness and special needs” when grouping students

(Conklin, Sorrel & Van Dixhorn, 2012, p. 12).

Flexible grouping strategy refers to a group whose members change constantly

so that negative feelings, stigma and feelings of shame are minimized (Conklin
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et.al., 2012). This strategy highly contributes to student learning and encourages
teachers to consistently monitor their students’ challenge level (Brulles &
Brown, 2018). In classrooms where flexible grouping is employed, students can
be part of various groups or can work alone. Such groups can be skills-based or
interest-based and be both heterogenous and homogenous in readiness level.
Students may select the groups they want to work in, or teachers may assign

them (Tomlinson, 2001).

2.4 The Rationale for Differentiated Instruction

In their book Leading and Managing a Differentiated Classroom, Carol Ann
Tomlinson and Marcia B. Imbeau (2010) argue that:

Students differ as learners in terms of background experience, culture,
language, gender, interests, readiness to learn, modes of learning, speed
of learning, support systems for learning, self-awareness as a learner,
confidence as a learner, independence as a learner, and a host of other

ways (p. 13).

Therefore, although there are several reasons supporting the implementation of
DI, the first and the foremost one is that DI acknowledges the fact that no two
students are the same. While traditional teaching adopts a one-size-fits-all
approach to the curriculum and instruction, DI embraces student differences and
enables teachers to address these differences and diverse needs which directly
affect the quality of learning (Tomlinson, 2011). In other words, by encouraging
flexibility and autonomy in choosing and adapting the content, the process and
the product in accordance with the needs and wants of a particular group of

students, DI responds to varying student needs.
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Table 1
Learning Profile Factors

Group Learning Cognitive Intelligence
Orientation Environment Style Preference
- creative/
conforming
- essence/facts
- whole-to-
part/part-to-whole
- expressive/
controlled .
. . analytic
- nonlinear/linear .
. . - practical
- inductive/ .
. - creative
deductive
- people- - verball
- independent/ oriented/task or llngulstlc
self- . . . . logical/
; . - quiet/noise object-oriented .
orientation mathematical
roup/peer - warm/cool concrete/abstract spatial/visual
groupipe - still/mobile collaboration/ :
orientation . o bodily/
- flexible/fixed competition . .
adult . kinesthetic
. . - busy/spare interpersonal/ .
orientation . . musical/
o introspective .
combination . rhythmic
casily interpersonal
distracted/long meerp
) intrapersonal
attention span .
~ orou naturalist
group existential
achievement/
personal
achievement
- oral/visual/
kinesthetic
- reflective/action-
oriented

Note. Adapted from “How to Differentiate Instruction in Mixed-Ability
Classrooms.”, by Tomlinson, C. A., 2001, p. 61, Virginia, USA: ASCD.

In addition to its respect and acknowledgement of individual differences, DI can
act as a tool to promote democracy in the classroom. In their book, Thousand,
Villa & Nevin (2015) maintain that “when teachers differentiate instruction, they
are consciously and conscientiously making the content, processes, and
outcomes of instruction more accessible to all students—regardless of the

students’ race, gender, ethnicity, language, or differing abilities” (p.6). As
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education was once and sometimes still is a privilege given to only a few
exclusive groups, teachers who differentiate their instruction practice and
support democracy in their classroom by helping all students regardless of their

background or socio-economic status.

In a typical classroom, there are students who have disabilities, who have
difficulty with certain skills, who have behavior problems or who simply come
from a poor family. In a society which values being normal, having any out of
the norm quality may result in being labeled. Although teachers are
professionals, they are also human beings, which means they may sometimes
fall into the trap of “labeling” their students. These labels often cause teachers
to unconsciously approach such students with some labels and attribute negative
perceptions regarding their abilities. Therefore, teachers who differentiate their
instruction challenge all negative assumptions about such students and offer
them a way to prove that they too are able and can be successful. As a result, it
can be said that with the help of DI, teachers can have a more inclusive teaching
philosophy which may in turn result in being a more effective teacher (Thousand

et.al., 2015).

Researchers in cognitive psychology and neuroscience have long been searching
to unveil the inner mechanisms of learning and now there is ample amount of
evidence showing that differentiation is brain-friendly in the sense that it
supports the basic principles of how people learn. In their book “Differentiation
and The Brain: How Neuroscience Supports the Learner-Friendly Classroom”
Sousa & Tomlinson (2011) summarize these principles and how they support DI

as follows:

1. Just like fingerprints, people’s brains have unique structures and therefore
despite the similarities, there are differences and preferences regarding how they

learn. Constituting a learning profile, these differences and preferences show
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that a one-size-fits-all approach is not brain-compatible.

2. Faced with new information, the brain needs to make meaning out of it by
looking for patterns and the more information the brain receives, the more
patterns it creates. As the number of the patterns increase, so does the likelihood

of retaining information in the long-term memory.

3. The frontal lobe of the brain mainly deals with two basic thinking styles:
convergent and divergent. While convergent thinking refers to problem solving
through one method, divergent thinking means looking for new ways and ideas
to solve a problem. This in turn creates more novel patterns and expands the

existing ones. Via differentiation, teachers can promote divergent thinking.

4. Emotions play a major role in pattern making in the limbic system of the brain
and together with patterns they stimulate the brain’s reward system which
increases motivation. Differentiation, too, increases motivation as it offers more

rewarding learning experiences.

5. Learning is not only a cognitive process but also a social one. People learn by
not only experiencing an emotion or a task but also observing others’
experiencing similar emotions and tasks. Similarly, students’ learning is
impacted by the group to which they belong and therefore a safe and positive
environment enhances learning. Through differentiation teachers can build that

environment.

6. People learn yet they also forget. While processing information, people tend
to put it first into the working memory. That information will eventually fade
away if there is no meaningful reason to put it in the long-term memory.
Differentiation helps improving retention by offering instructional strategies

which may encourage students’ meaning making process.
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7. Retention of information requires focus and extended attention. Today due to
technological temptations students may pay attention to what’s most relevant
and meaningful to them. Therefore, both focus and extended attention are hard
to find and maintain. Yet, DI may promote them by tailoring learning
experiences according to individual students and thus making them more

meaningful.

In addition to the results of brain and learning related research, it is not hard for
one to expect that DI might increase student engagement. Since student interest
is among the domains which DI encourages, it can be said that DI promotes
student engagement which in turn triggers motivation (Tomlinson & McTighe,
2006). If students find that the content that they learn is somehow relevant to
their interests, it is highly likely that they will be drawn to learning it compared

to the content out of the scope of their interests.

2.5 Studies in Turkey

The literature analysis showed that studies with a focus on differentiated
instruction in Turkey tend to be experimental and quasi-experimental and were
carried out mainly in K-12 contexts with mathematics and science as the subject
matters (Yabas, 2008; Beler, 2010; Ozyaprak, 2012; Saldirdak, 2012; Demir,
2013; Tas, 2013; Atalay, 2014; Camci-Erdogan, 2014). In terms of language
teaching and English language teaching in particular, the studies conducted were
again in K-12 contexts with only one study carried out at higher education (Ozer,
2016). Overall, most of the studies carried out in Turkey sought to determine the
effects of differentiated instruction on students’ academic achievement, learning
retention and attitudes towards learning. Yet, there were also some studies which
were interested in finding out the impacts of differentiated instruction on

students’ creativity, metacognitive skills, self-efficacy levels and autonomy.
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Some experimental studies which aimed to investigate into the effect of
differentiated instruction adopted the pre-test post-test experimental research
design. One of these was carried out by Yabas (2008) and focused on
investigating the effects of a differentiated decimal fractions unit in a
mathematics class. Specifically, the study sought to understand the impact of
differentiated instruction on students’ metacognitive skills, academic
achievement and self-efficacy levels. The participants of the study were 25 grade
6 students studying at a primary school in Esenler, Istanbul, Turkey. The data
were gathered through three instruments: an academic achievement test, self-
efficacy scale and metacognitive skills scale developed by the researcher and
several specialists. The instruments, of which reliability and validity analyses
were already carried out, were implemented both before and after the treatment.
The study showed that the difference between the pre-test and the post-test

results were statistically significant and in favor of the experimental group.

In 2010, Beler aimed to determine the effects of differentiated instruction
applied through tiered activities on students’ learning and class management. To
do so, Beler (2010) designed and conducted a mixed methods research which
integrated case study and survey research methods. A class of third grade
students studying at grade 3 composed the participants of the study. The study
during which students received a differentiated introductory science class
utilized interviews and observations as data gathering methods. The results of
the study revealed that differentiated instruction applied through tiered activities
had increased student learning and increased their motivation and helped the

teacher ensure a smooth classroom management.

In her dissertation, Ozyaprak (2012) sought to find out the effects of a
differentiated mathematics unit on gifted and fast learning students’ gain scores,
attitudes and creativity. The study employed 24 students who were placed in two

equally numbered groups, one experimental and one control. The study gathered
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data via attitude and creativity scales and an achievement test. The results
showed that the differences between the results of the two groups academic
achievement, gain score and creativity were statistically significant and

in favour of the experimental group.

Saldirdak (2012) carried out another experimental study aiming to find out the
impact of differentiated instruction on students’ mathematics achievement. The
participants of the study were 50 grade 5 at a state school in in Istanbul, Turkey.
Randomly chosen, the students were put in two different groups: a control and
an experimental group. While the control group continued receiving traditional
instruction, the experimental one was exposed to differentiated instruction. The
study which was adopted the pre-test post-test control group design gathered
data through a Mathematics achievement scale developed by the researcher. The
results of the study revealed that differentiated instruction had positive impact
on students’ mathematics achievement and that the students stated that in classes
where differentiated instruction was implemented, they had fun and learnt at the

same time.

Another study which was carried out by Demir in 2013 sought to find out the
effects of differentiated instruction applied through tiered activities and stations
on students’ achievement, learning retention and attitude to learning. The study
was designed as a pre-test post-test experimental study and had 132 participants
all of whom were grade 5 students divided into two equally numbered groups so
as to create one experimental and one control group. The data was gathered
through an academic achievement test developed by the researcher and an
Approaches to Learning Inventory developed by Coban and Ergin (2008). The
findings of the study showed that the students in the control group experienced

increased achievement and retention levels.

In 2013, Tas conducted an experimental study investigating into the effects of
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differentiated instruction on students’ mathematics achievement and
metacognitive skills. The participants of the study were 60 grade 6 students half
of whom were assigned to the experimental group while the other half was
assigned to the control group. The data of the study, designed as a pre-test post-
test control group, were gathered via an academic achievement test developed
by the researcher, a metacognitive skills test and one pre and post-test. The
results suggest that although there was no statistically significant difference
between the pre and post test results of the students with regards to their
metacognitive skills, the difference between academic achievement was

statistically significant and in favour of the experimental group.

Atalay (2014) carried out another pre-test post-test experimental study with
gifted students, yet with a focus on social sciences teaching. The study applied
a differentiated social sciences curriculum and investigated into its effects
on students’ academic achievement, attitudes, critical thinking skills and
creativity. The participants of the study were 21 grade 4 students 11 of whom
comprised the experimental group while the rest formed the control one. The
study revealed that as a result of the differentiated program, there was
statistically significant difference between the pre and post test results of
students’ academic achievement, attitudes, critical thinking skills and creativity

in favour of the experimental group.

Camci-Erdogan (2014) was another researcher who was interested in
differentiated instruction with a focus on gifted and fast learners. The study
sought to find out the effects of a differentiated science and technology program
on students’ academic achievement, attitudes and creativity. The participants of
the study were 21 gifted students constituting an experimental group (11
students) and a control group (10 students). The data were gathered through an
academic achievement test, creativity and attitude scales. The study revealed that

as a result of the differentiated program, there was statistically significant
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difference between the pre and post test results of students’ academic

achievement, attitudes, creativity in favour of the experimental group.

Karip (2016) analyzed the effects of differentiated visual art instruction on
students’ academic achievement, attitudes towards the course and studying.
Specifically, the study which adopted a quasi-experimental pre-test post-test
control group design focused on the acquisition of the visual art instruction
objective “using art equipment and design principles while creating visual art
works” through differentiated instruction. The participants of the
study were 7th grade students studying at an elementary school in Agr1, Turkey.
The data were collected through an achievement test developed by the researcher
and a Visual Arts Course Attitude Scale developed by Demirel (2011). In
addition, a grading key was utilized in order to evaluate student works. All the
data obtained from the instruments mentioned was then analyzed through Mann
Whitney-U tests. The study showed that the results of the students who received
the differentiated program was significantly higher than the those who continued

their learning with the traditional method.

For her PhD dissertation, Kaplan Say1 (2013) investigated the effects of an
English language education program differentiated in accordance with the
academic and cognitive needs of gifted children on their academic achievement
and levels of creative thinking. The study utilized an experimental Randomized
Pre-test Post-test Control Group Design and the participants were 24 grade 5
gifted students attending a mainstream primary school for gifted students in
Turkey. The results of the Raven SPM Test and Torrance Test of Creative
Thinking were used to randomly assign students into control and experimental
groups. Throughout the intervention, the experimental group covered a unit in
the English course book was differentiated for gifted students and the control
group continued with the non-differentiated unit. The data were analyzed by

means of Mann Whitney-U and Wilcoxon Signed Ranks tests. The results
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showed that the differentiation significantly improved the academic

achievement and creative thinking levels of the gifted students.

Another quasi-experimental pretest-posttest control group study was carried out
by Durmus (2017). In her dissertation, Durmus analyzed the effects of a grade 2
social sciences class taught through differentiated instruction on students’
academic achievement and retention of learning. The qualitative part of the
research was designed as a case study. The participants of the study were four
classes of grade 2 students two of which comprised the control group while the
other two formed the experimental group. The treatment lasted for 4 weeks and
for 14 class hours. The results of the study propose that the academic
achievement of both the experimental and the control group, based on the
difference between the pre-test and the post-test, increased; however,

differentiated instruction was more effective in increasing learning retention.

In addition to the above-mentioned studies carried out in various subject matters,
there were several studies with a focus on English language teaching. One such
study was carried out by Ozer in 2016. Investigating into the effects of thinking-
style-based differentiated instruction on academic achievement, attitude and
retention in vocational foreign language classes, Ozer (2016) carried out a quasi-
experimental adopting the pre- and post- test design approach. The participants
of the study were sophomores studying Tourism and Hotel Management at the
Vocational College, Nevsehir Hac1 Baktas Veli University. Of the 43 students
who participated in the study, 25 were in the experimental and 18 were in the
control group. During the study, which continued for 7 weeks, students in the
experimental group were given activities differentiated in accordance with their
thinking styles and those in the control group continued to
receive unadapted activities. The data were collected using a Thinking Styles
Scale, a Vocational Foreign Language-II Achievement Test and a Vocational

Foreign Language Attitude Scale. The results of the study revealed that
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achievement and retention scores of the students in the experimental group were
higher than those in the control group, yet there was no significant difference
between the groups in terms of attitude towards the course. Students, on the other
hand, were positive about the use of differentiated instruction in the adaptation

of the activities and their interest and participation increased.

With the aim of understanding the impact of DI on students’ intrinsic
motivation, behaviour and academic achievement in English reading classes,
Aras (2018) conducted a quasi-experimental study which adopted pre- and post-
test design approach. The study employed a total of 46 grade 5 students of whom
were divided into two intact groups to comprise one experimental and one
control group. During the course of the study, while the control group continued
to receive the same curriculum with no changes, the experimental one was taught
through a 10-week differentiated instruction programme. The data were
gathered through a reading motivation questionnaire, one behavior checklist and
one reading achievement test. The results revealed that DI instruction had a
positive impact on student motivation and behavior yet there was no significant

difference between the academic achievement levels of the two groups.

Giilsen (2018) conducted a case study which focused on the effects of online
differentiated reading in reading comprehension skills and learner autonomy of
young learners. Utilizing a mixed methods research design, the study involved
72 grade 5 students, whose level of English was between A1 and A2. The data
were gathered through pre and post reading comprehension tests, a learner
autonomy questionnaire, teacher reflective journals and semi-structured focus
group interviews carried out with the students. The results revealed that students’

reading comprehension skills and the levels of learning autonomy increased.

Yavuz (2018) carried out an experimental pre-test post-test design study which

investigated into the effects of differentiated instruction on Turkish students’
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foreign language achievement in addition to the student and teacher perceptions.
The participants of the study were 22 9th graders who were studying at a high
school in Istanbul, Turkey. The control group consisted of 14 students, while the
experimental group consisted of 8 students. Over the course of the research, the
control group continued with the existing curriculum and activities, while the
experimental group received 6 hours of differentiated instruction per week. The
data were gathered through an achievement test applied, a vocabulary
knowledge scale prepared based on the textbook target vocabulary, reflective
essays and journals. The results of the study showed that there was a significant

difference between pre and post-tests of the groups.

2.6 Studies Abroad

Most studies conducted outside of Turkey focused on teachers’ perceptions and
levels of efficacy with regard to the theoretical and practical aspects of
differentiated instruction. As these studies are out of the scope of the current
study, they were not reported. Yet, studies with a focus on student gains and
perceptions were selected and reviewed. These studies were carried out both in
the K-12 and higher education contexts and their subject matter ranged from

mathematics to political science.

In 2005, Howard and Tracey Ernst carried out a case study where they designed
an undergraduate political science course using the principles of differentiated
instruction. The aim of the study was to show the characteristics of a
differentiated classroom and reveal student and instructor perceptions regarding
the use of the method. The course which was designed was applied to a class
involving 35 undergraduate students. After a term, the students were asked to
rate the effectiveness of the class. The findings showed that students generally
held positive views with regard to the use of differentiated instruction and
reported higher levels of learning, increased interest and contentment with the

course.
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Similarly, the instructors who taught the class were positive about
the method, yet they also reported concerns regarding the time needed to

differentiate a class and whether the approach was fair for every student.

Investigating the effect of independent study as a differentiated instruction
strategy on learner motivation and achievement, Powers (2008) selected 10
female and 10 male gifted 7th grade students in Arlington, U.S. During the study
which lasted for 8 weeks, students independently studied following the Powers
Plan, a research-based and field-tested method of independent study. The
primary data collection methods used for this study were reflections,
surveys/questionnaires, and interviews. The results of the study revealed that as
a result of the independent study as a differentiated instruction strategy,

participants’ motivation and achievement increased.

Chamberlin and Powers (2010) carried out a concurrent mixed method study
with the aim of evaluating the impact of DI on undergraduate students’
understandings of mathematics. One part of the study was designed as quasi-
experimental pre-test post-test while the other part gathered data through
interviews and analyses of student work. The results showed that those in the
treatment group receiving DI had greater gains in their mathematics

understandings.

Through an action study, Martinez Martinez (2011) sought to find out the effects
of systematic, explicit and differentiated phonics instruction on young English
as a foreign language (EFL) learners’ literacy skills. The study specifically
focused on the following skills: reading comprehension, spelling, and proper use
of verbs in written statements. The differentiation of the phonics instruction
included differentiating the instruction time, instruction sequence and phonics
vocabulary in line with the needs of the students. The results showed that

differentiation and explicit phonics instruction had positive impacts on EFL
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learners’ reading comprehension and literacy skills in general. Also, in 2012

another action research was conducted by Chien and applied differentiated
instruction strategies, namely were tiered tasks, student choices and various
assessment types, in EFL classes of elementary school learners in Taiwan. The
results of the study revealed that use of differentiated instruction through these

strategies increased student motivation, sense of learning and autonomy.

In the study of Alavinia and Sadeghi (2013), the impact of differentiated task-
based instruction through learning styles on students’ English language
proficiency levels was investigated. The participants of the study were 60
undergraduate freshmen students who were given a 2006 version of the TOEFL
test as for homogenization and pretest purposes. Based on the results of the
TOEFL, the participants were divided into two groups (30 students per group).
In addition, all participants were given the VAK Learning Styles Self-
Assessment Questionnaire developed by Chislett and Chapman (2005). Over the
course of one semester during which the study took place, both groups made use
of the same coursebook; however, while half of the participants continued to
cover the book via the traditional approach, the other received differentiated
instruction which was based on the results of the VAK test. At the end of the
semester, students were given the same TOEFL test as a posttest. The results
indicate that there is no significant difference attributable to the treatment

between the two groups.

With the aim of investigating into implementing differentiated instruction in
information literacy classes in higher education to understand if quantitative
improvements were noted in a differentiated (DI) classroom compared to a
nondifferentiated (NDI) classroom, Dosch and Zidon (2014) carried out a study
where the same instructor taught in two different sections of the same course and
used differentiated instruction in one and non-differentiated instruction in

another. The results revealed that the DI group significantly outperformed the
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NDI group on the total of the assignments and the exams. Also, the course
evaluation showed that the DI group had positive perception towards the

differentiated method.

A quasi-experimental study carried out by Jing-Hua Chen and Yi-Chou Chen in
2017 applied differentiated instruction in a college calculus curriculum. 60
participants (30 for the experimental and 30 for the control group) involved in
the study. While the control group carried on the instruction using a didactic and
teacher-centered method, the experimental group made use of differentiated
instruction. The results of the post-test showed that there is a significant
difference in calculus achievement between experimental and control groups

in favour of the experimental group.

In a 2018 study conducted by Alhasmi and Elyas, the effects of differentiated
grammar instruction on female English as a Foreign Language Department first
year students based on their cognitive profiles were explored. The study
involved two phases: one experimental, which involved a control group and an
experimental group, and one qualitative. During the experimental phase, while
the control group continued to cover grammar objectives in the traditional way,
the experimental group received the same objectives differentiated in the light
of their cognitive profiles. The data were gathered through a pre-test and post-
test and one-to-one interviews. The findings suggest that there is a significant
difference between the pre-test and post-test results of the participants in the
experimental group while there is no statistically significant difference between
the test results of those in the control group. In addition, one-to-one interviews
show that students have positive perception towards the method and the analysis
showed three recurrent themes: increased motivation, appropriateness of access,

and autonomy.

Lastly, Danzi, Reul and Smith (2018) implemented an action research aiming to
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address the following problems observed by the researchers themselves:

decreased learner motivation, boredom and frustration. The participants of the
study were 21 third grade, 23 fifth grade and 28 eighth grade students. The study,
which lasted for three months, made use of tiered assignments, authentic
assessment types, and free-time activities all of which were adapted in
accordance with the students’ needs and interests. The data were gained via
student and parent surveys and an observation checklist. The survey results
showed that, rather surprisingly, although the students expressed positive
feelings about school and the differentiation activities at home, this positive
result contradicted with that of the survey answered by the students

themselves.

2.7 Summary of Literature

This chapter reviewed the relevant literature on differentiated instruction via
presenting the theoretical framework for differentiated instruction with regards
to a historical overview, the definition and characteristics of differentiated
instruction, four separate differentiation methods and the rationale for
differentiated instruction. It also reported examples of studies conducted in

Turkey and abroad.

First, this chapter provided a brief history on the emergence and development of
differentiated instruction and demonstrated that DI was born as a response to the
needs of one room schools (Gundlach, 2012). This historical review was
followed by the definition and essential features of DI. According to Tomlinson
(2001) DI “means ‘shaking up’ what goes on in the classroom so that students
have multiple options for taking in information, making sense of ideas, and
expressing what they learn” (Tomlinson, 2001, p. 1). Subsequently, three basic
student characteristics, namely readiness, interest and learning profile, were
explained with an eye toward presenting them as domains via which teachers

can differentiate their instruction. 11



In addition, flexible grouping is suggested as a method which can be
utilized in response to varying student needs and interests. Next, the use of DI in
this action research was supported through several arguments. To begin with,
DI embraces student differences and responds to varying student needs. Also, it
acts a tool to promote democracy in the classroom by providing all students with
the same quality instruction and decreases any possible labeling that students
may face as a result of their special needs or preferences. Finally, DI is a brain-
friendly instructional design method with an ample amount of evidence showing
that it supports the basic principles of how people learn (Sousa & Tomlinson,

2011).

This action study is designed to examine students’ perceptions regarding the
use of differentiated instruction and how this instructional method might affect
their development of English writing skills. As it also can be seen from the
literature review, there are a number of studies investigating differentiated
instruction in K-12 contexts; however, there are much fewer studies
(Alavinia &Sadeghi, 2013; Alhasmi & Elyas, 2018; Chamberlin & Powers,
2010; Chen & Chen, 2017; Dosch & Zidon, 2014; Ernst & Ernst, 2005) which
specifically focus on differentiation in higher education. Furthermore, there are
only very few studies (Aras, 2018; Giilsen, 2018; Kaplan Say1, 2015; Ozer, 2016
&Yavuz, 2018) inquiring into the use of differentiated instruction in English
language teaching in Turkey and only one of these studies (Ozer, 2016) took

place in a higher education context.

In short, it is anticipated that the results of this study will fill the gap in the
literature by exploring the function DI has over the development of writing skills
of students in higher education and that it will contribute to the field of English
language teaching. Next chapter presents detailed information on the design

and execution of the study.
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CHAPTER 3

METHOD

In this chapter, research design, research questions, data sources, data collection

instruments, data collection and analysis procedures are presented.

3.1 Overall Design of the Study

This is a qualitative study which aims to investigate the problems students face
in EFL academic writing classes, the effects of differentiated instruction on
students’ EFL academic writing and the perceptions of the students regarding
the use of differentiated instruction in EFL academic writing classes at tertiary-
level. To reach these aims, the study was designed as an action research. The
study was conducted over a 10-week period in the context of a private university
located in Ankara, Turkey. 21 second year university students who attended an
Academic and Vocational English class participated in the study. Six students
studied at the department of Public Relations (PR) while 15 were students of the
department of Radio, Television and Cinema (RTC). Figure 1 summarizes the

design of the study.

Stringer (2007) defines action research as “a systematic approach to
investigation that enables people to find effective solutions to problems they
confront in their everyday lives” (p. 1). Therefore, this study aims to find out
whether differentiating instruction could be an efficient method to address the
problems students experience in EFL writing classes. In addition to this
definition, there are many other definitions of action research. Despite their
differences, these definitions share some commonalities which are summarized

by Costello (2003) as follows: 13



Action research is referred to variously as a term, process, enquiry,

approach, flexible spiral process and as cyclic. It has a practical,

problem-solving emphasis. It is carried out by individuals, professionals

and educators. It involves research, systematic, critical reflection and

action. It aims to improve educational practice. Action is undertaken to

understand, evaluate and change. (p. 5)
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Figure 1. Overall design of the action study
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Also, in the context of educational research, action research is referred as a type
of study carried out by educators with the aim of improving both their practice
and students’ learning (Efron & Ravid, 2013). Hensen (1996) maintains that
action research enables teachers gain understanding into the specific problems
and issues of their classrooms by supporting reflective practice and encouraging
teachers to take the responsibility of their craft. Examining these different
definitions, it can be said that action research is best suited for this study as it is
carried out by an educator, targets to improve in class practice and student

learning through aiming to solve a perceived problem.

Despite the fact that action research welcomes all research approaches, namely
quantitative, qualitative and mixed-method, researchers can choose the design
method based on the aim of their study as “the approach is dictated by the focus
of the action research” (Craig, 2009, p.89). Yet still, a qualitative approach to
action research is more appropriate in a practitioner- based setting since in a
qualitative study the researcher participates in the practicing environment for an
extended period of time; there are a variety of readily available data sources in
the practicing environment; the researcher has the opportunity to observe the
events which naturally occur and therefore offer greater insight; and the

researcher is also the practitioner (Craig, 2009).

3.1.1. Action Research and the Current Study

Social psychologist Kurt Lewin is generally credited with being the person
founding “action research” during 1930s and 1940s with the aim of bringing
about social change (Efron & Ravid, 2013). The method, yet, was adopted from
social psychology and introduced to the field of education in an effort of
improving educational practices by Corey (1953). Following Corey, in 1970s,

Lawrence Stenhouse coined the term “practitioner researcher” and used it to

define teachers aiming to improve their practice by carrying out action research
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(Efron & Ravid, 2013). The choice of the term “practitioner” was not
coincidental as Stenhouse believed that teacher’s work should be researched not
by an outsider but “by teachers themselves” (McAteer, 2013). This practitioner
emphasis on the conductor of action research is essentially what makes it
different from other forms of traditional research where a professional and
outsider researcher carries out research “on rather than with practitioners”

(McNiff, 2017, p. 10).

The commonly agreed definition of action research states that it is a type of
inquiry which is systematic, cyclical, flexible (Ivankova, 2015) and which can
be carried out by anyone who wants to investigate into, evaluate and improve
their practice. This democratic and inviting nature of action research gave rise
to its increasing popularity as a tool for professional learning and improvement
across various studies and professions such as business, management and
leadership (McNiff, 2017). In the context of education, action research has been
well established and developed in particularly teacher education (Ellis &
McNicholl, 2015). Bringing solutions to the everyday problems of teachers in
addition to improving student learning and teaching lie at the core of educational
action research (Sperling & Gay, 2006). With the help of action research,
teachers are able to study their own practice in the context of their own schools
with their own students and via their own instructional methods. In fact, Koshy
(2005) maintains that the quality of education depends on the teachers’ ability to
look at their practice from a distance, to reflect on it by determining and
evaluating both positive and negative aspects and to make the necessary changes.
In other words, the most important way of improving the teacher craft lies in

encouraging teachers to be practitioner-researchers.

So as to better understand what action research holds and the unique place it has,

a comparison of action research with traditional research is needed. Schmuck
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(2009) provides four basic differences between the two research methods: (1)

while action research seeks for practical improvement, traditional research looks
for explanations; (2) action research aims for development and change, yet the
goal of traditional research is to contribute to a knowledge base; (3) although
action research depends on the data collected from individuals and groups in a
particular context, traditional research uses objective data from a representative
group of participants; (4) action research is interested in local development and
change while traditional research tends to make generalizations universally.

Table 2 below shows a summary of these differences.

Table 2
Basic differences between action research and traditional research

Action Research Traditional Research
searches for... practical improvement explanations
aims for... development and change  knowledge contribution
subjective particular objective representative
depends on... o
group/individual data group data
is interested in... local development universal generalization

Note. Adapted from ‘“Practical action research: A collection of articles”, by
Schmuck, R. A., 2009, Thousand Oaks, California: Corwin Press.

There are numerous models proposed for the process of conducting action
research. Based on the work of Lewin, Kemmis and McTaggart (1988) put forth
a model which includes different spirals consisting of planning, acting,

observing and reflecting. Figure 2 is a visual representation of the process.
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Observe

Figure 2. The action research spiral. Adapted from The Action Research
Planner: Doing Critical Participatory Action Research (19), by S. Kemmis, R.
McTaggart, & R. Nixon, 2014, Singapore: Springer. Copyright 2016 by
Springer.

However, this model and those alike were criticized by some researchers as
being too rigid, prescriptive and in contrast with the flexible nature of action
research (Burns, 2003). Agreeing with most of the work of Kemmis and
McTaggart (1988), Ebbutt (1985) adds that a spiral model is not the ultimate
description of action research and proposes a new model using a series of
consecutive cycles which allow the transaction of feedback both within and
between the cycles. McNiff (1988), on the other hand, maintains that action
research is not that systematic and should have space for -creativity.
Acknowledging the messiness of this iterative process, she presents another
model which highlights the evolutionary aspect of action research and claims
that during action research, one can end up at a completely different place than

what was expected at the beginning.

In addition to the scholars aiming to provide a framework for action research,

there are others opting for a freer approach. For instance, Koshy (2005) states

38



that in order to carry out action research, the researcher “should adopt the models
which suit his or her purpose most or adapt them to fit his or her purpose” (p. 5)
rather than strictly following a prescribed one. In addition, McNiff and
Whitehead (2002) urge teachers to regard these models only as “guidelines” (p.
52) as they are not by any means a representation of the real-world experiences

of practitioners.

Despite the fact that there are various models of action research, the generic
process includes four essential stages: (1) determining what to study, (2)
gathering data, (3) analyzing and interpreting the data and (4) devising an action
plan (Mills, 2007). It should be noted that, however, although these steps give
the impression that they advance in a linear fashion, they do not. For this reason,
during an action study some of these steps may have to be carried out more than
once or their order might be changed (Mertler, 2019). Consequently, this study
adopted a more liberal approach and followed the essential steps of action

research as guidelines. This initial model of the study evolved into the following:

Teacher's Diagnostic Evaluation

A4

Planning

\Z

Action

\Z

Data Gathering

I

Analysis & Interpretation

I

Reporting

Figure 3. A simple model of the current study.
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The first step in almost all types of inquiry, and thus in action research, is
selecting an area of focus. That is, determining what to investigate. In
educational action research, this can be done by teachers through asking
question(s) regarding their practice and/or students’ understanding, motivation,
behaviour and/or attitude (Stern, Townsend, Rauch & Schuster, 2014). Such
questions may stem from a problem that the teacher has observed or from a
simple “hunch or a feeling” (Pelton, 2010, p. 8) regarding the investigation topic.
Therefore, as the researcher of this study, my observations and feelings about
my students’ difficulties in EFL writing and the substantial difference among
their English levels established the basis of this research and directed it towards

an action study within the framework of differentiated instruction.

The next step in the action research process is reviewing the literature on the
topic of study. This step is quite crucial since generating new knowledge is
“fundamentally dependent on past knowledge” (O’Leary, 2004, p. 66). By
reading around a topic and examining the already existing knowledge base,
researchers are able to gain insight into the topic and determine any gaps in the
literature. The literature research of this study revealed that differentiated
instruction is a commonly investigated instructional approach both in Turkey
and abroad. However, differentiated instruction studies in Turkey tend to be
experimental and quasi-experimental whose subject matters were mostly
mathematics and science; were carried out mainly in K-12 contexts and aimed
to determine the effects of differentiated instruction on students’ academic
achievement, learning retention and attitudes towards learning. As a result, being
an action research carried out in a higher education context in ELT, this study

was expected to fill an important gap in the literature.

Literature search is followed by deciding on the methodology of the study. This
means determining the kind of data to be gathered in addition to the manner and

the frequency of data collection (Mertler, 2019). Both qualitative and
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quantitative data collection methods can be employed (McMillan &
Schumacher, 2010). These might include interviews, questionnaires, field notes,
documents and observation. Frankel & Wallen (2003) emphasize the importance
of gathering different types of data as this will help the data triangulation, which
is “the process of relating or integrating multiple sources of data in order to
establish their quality and accuracy” (Mertler, 2019, p. 35). Thus, this study
employed four different types of data collection tools: (1) student background
and learning profile questionnaire (Appendix C), (2) semi-structured interviews
(Appendix D), (3) after lesson questionnaires (Appendix E), and (4) researcher
reflection notes (Appendix F).

Having established the data collection method and tools, researchers may
continue with the data collection process. This process is systematic and requires
ongoing analysis of themes, categories and patterns as the research unfolds
(Johnson, 2008). The continuous analysis of data is completed with an overall
analysis after all data is collected. Hence, throughout this study, the data was
gathered and analyzed before the ultimate analysis conducted at the end. Data
collection and analysis naturally leads to data interpretation (Robson &
McCartan, 2016). Data interpretation or sense-making intends to “bring together
the identified parts into a cohesive understanding of the data’s meaning” (Efron
& Ravid, 2019, p. 168). Since this action study utilized qualitative data collection
methods, it relied on qualitative coding procedures such as identifying themes,
categories, patterns and trends in the data. Choice of codes in qualitative data
analysis is based on the specific research questions and aims. During coding,
segments of data which may include phrases, sentences paragraphs or pages
(Gibson & Brown, 2009) are identified and labeled with the codes which clearly
show their meaning (Bogdan & Biklen, 2011). Next, these codes are grouped in
emerging categories and themes with an aim of establishing a holistic meaning
of the data (Patton, 2015). An example coding table used in this study is
presented in Appendix H.
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3.2 Research Questions

The purpose of this study is to investigate; (a) perceptions of university students
regarding the challenges they experience in writing academic English classes,
(b) the effects of differentiated instruction on students’ writing academic English
skills, and (c) students’ perceptions regarding the use of differentiated
instruction in an academic English class. In line with these purposes, this study
attempts to find out answers for the following research questions:

1) What problems do students experience while developing writing skills in an
academic English course at university level?

2) How does differentiated instruction affect the development of English
academic writing skills?

3) What do students think regarding the use of differentiated writing instruction

in academic English classes?

3.3 Context

This action research was carried out at a private university in Ankara, Turkey.
Both English and Turkish are the medium of instruction in this institution and
programs are categorized according to the percentage of English courses they
offer. For instance, if a program consists of courses carried out only in Turkish,
it is called a “100% Turkish” program. On the other hand, if all courses in a
program are conducted in English, it is called a “100% English” program, and if
a program offers English medium courses which make up 30% of all the courses
offered, it is named a “30% English” program. Students studying at the 100%
Turkish programs are not required to attend the English preparatory program
which lasts for two academic terms, yet those studying at both English medium
programs have to either pass a proficiency exam prepared and applied by the
institution or attend the preparatory program. Having gained a minimum of 60

points at the English proficiency exam, students are entitled to continue with
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their departmental studies. As stated before, all compulsory courses in 100%
English programs are carried out in English, yet only 30% of the compulsory
courses offered by 30% English programs are conducted in English and these
courses are provided by the Academic English Unit at the School of Foreign

Languages department.

During their first and second years at the department, students at the 30% English
programs must take four compulsory English courses: Academic English I & II,
and Academic and Vocational English I & II. Academic English courses are
foundational courses mainly aiming to familiarize students with fundamentals of
academic English and develop their academic skills such as understanding
academic texts and lectures, communicating in debates and writing
academically. Students take these courses in classes consisting of students from
several other faculties and departments. On the other hand, “Academic and
Vocational English I & II”” are English for Specific Academic Purposes (ESAP)
courses whose major objective is equipping students with field-specific and
academic English in addition to developing their general and academic English

skills.

This study focused on the writing component of one such ESAP course. Entitled
as “CENG 243", this course is offered to second year students studying at the
faculty of communication and at the departments of Public Relations (PR), and
Radio, Television and Cinema (RTC). Traditionally, the course is offered for
four contact hours (four 50-minute sessions) a week and lasts for 14 weeks.
These four hours are divided into two-hour slots and conducted on two separate

days.

During the course, course participants are required to use the course pack which
is prepared by the course developer. The pack contains academic articles,

listening comprehension activities and vocabulary exercises related to both
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Public Relations and Radio, Cinema and Television fields. In addition, there is
a specific writing booklet attached to the pack which aims to introduce the basic

skills for writing an academic essay.

Following CENG 243, students continue with the course CENG 244 which
further aims to develop students’ skills of reading and understanding academic
and field related texts, transferring information for the appropriate audience and
task both orally or written, participating in class discussions, presenting ideas
both orally and written, and improving professional English language

knowledge.

3.4 Data Sources

In the current study, data sources are categorized into two: (a) CENG 243
students as research participants, and (b) documents. Below is an explanation of

these sources.

3.4.1. Research Participants

The participants of the current study were twenty-one (n=21) second year
university students studying at a private university located in Ankara, Turkey.
All of these twenty-one students, of which eleven are females and ten are males,
were studying at the Faculty of Communication. However, while five of them
were students at the Department of Public Relations, sixteen of them were
students at the department of Radio, TV and Cinema. Throughout the study, the
students were cited using pseudonyms such as S1 or S20 (S stands for Student
and the number is a sequence number assigned arbitrarily). Participants were
chosen via the convenience sampling method which refers to selecting
participants who are “available or volunteer or can be easily recruited and are

willing to participate in the study” (Johnson & Christensen, 2010, p. 230). Due
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to the fact that not everyone in the population has an equal chance of being
selected and that the particular population the sample is derived from is not
always obvious, convenience sampling is one of the weakest sampling methods.
Therefore, a detailed description of the participants is required in studies

employing this sampling method (Johnson & Christensen, 2010).

In the classroom where this action study took place, there were eleven female
students (n=11) and ten male students (n=10). The ages of the participants
ranged from 19 to 22 with the average age being 20,42. All students, except for
two, attended the English preparatory program at the university and all were
second year students. All students had passed the English must courses, namely
Academic English I & II, during their first year and had to take the must course
Academic and Vocational English I, namely CENG 243, via which the study
was conducted. Students had the chance to be exempted from Academic English
I & II courses provided that they obtained a minimum of 60 points in the
exemption exam. However, with regards to Academic and Vocational English
courses, no exemption exam was given. In other words, students had to take
these courses regardless of their level of English. Table 3 provides a summary

of the students’ demographic information.

3.5 Data Collection Instruments

This study employed student background and learning profile questionnaire,
semi-structured individual interviews, after lesson questionnaires and
researcher’s reflection notes as data collection tools. Since the main participants
of this study were the students who attended the course, data were collected
from them via semi-structured individual interviews, student background and
learning profile questionnaires and after lesson questionnaires. Below is detailed

information on these instruments.
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3.5.1. Student Background and Learning Profile Questionnaire

With the aim of deciding what and how to differentiate, teachers should find out
what their students’ “interests are and what their learning profile is” (Turville,
2008, p. 3). Learning profiles generally include students’ learning styles and
intelligence preferences (Tuchman Glass, 2009). Therefore, a student
background and learning profile questionnaire (Appendix C) including questions
on students’ backgrounds, interests, learning styles, preferences and

expectations from the course was developed by the researcher.

The form consisted of 23 questions. The first two questions sought to understand
students’ perceptions regarding all courses while the third and fourth specifically
focused on English classes. Questions 5 to 8 aimed to find out students’
perceptions regarding themselves as learners, characteristics of effective and
engaging lessons and of a good teacher. Questions 9 to 12 probed into students’
learning styles and preferences. Question 13 investigated into students’ views
about the role of a teacher inside the classroom and question 14 tried to find out

what kind of homework students find effective.

Questions 15 to 21 were focused on students’ backgrounds, prominent
characteristics, how they defined themselves, their hobbies, extracurricular
activities, extra responsibilities, favorite books, movies, singers, sports, quotes,
games, celebrities, holidays, television programmes etc. Lastly, question 22
explored students’ expectations from the course and question 23 invited them to
give more information about themselves if they liked to. Table 3 presents a
summary of the demographic information of the students who attended the

research.
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Table 3
Demographic information of the students participated in the study

ID Gender Age Department
S1 Female 20 PR
S2 Female 21 PR
S3 Female 19 PR
S4 Female 20 PR
S5 Female 20 PR
S6 Male 20 PR
S7 Male 22 RTC
S8 Female 19 RTC
S9 Male 20 RTC
S10 Male 22 RTC
S11 Male 22 RTC
S12 Male 20 RTC
S13 Female 22 RTC
S14 Female 19 RTC
S15 Male 21 RTC
S16 Female 20 RTC
S17 Male 22 RTC
S18 Male 20 RTC
S19 Female 20 RTC
S20 Male 20 B
S21 Female 20 RTC

Note. “PR” stands for “Public Relations” and “RTC” stands for “Radio, TV and
Cinema”.
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3.5.2. Semi-structured Individual Interviews

This study utilized semi-structured interview approach with the aim of collecting
data from the students due to the fact that during the interview participants may
provide answers which may require the flexibility of skipping a question or
asking additional questions other than the ones already existing in the protocol
(Yildinnm & Simsek, 2016). For this purpose, two semi-structured interview
protocols (Appendices C & D) were developed, and the first drafts were
reviewed by an expert who was a professor in the department of Educational
Sciences at Middle East Technical University. In line with the expert feedback,
the questions were revised in order to ensure the content and face validity of the
questions and were written in a simple and clear format in avoid any influence
on the answers (Fraenkel, Wallen, & Hyun, 2011). Also, they were matched with
the research questions to make sure that all questions helped to obtain the
relevant data (Bailey, 2007). Both protocols consisted of ten main questions
aiming to find out the challenges faced by students while learning writing
academic English, their perceptions regarding the use of various DI methods and

their perceptions regarding their improvement in writing academic English.

The interviews were carried out in two phases: one in the middle and one at the
end of the term. There were 14 and 16 student interviewees in the first and
second interview phases respectively. The reason why the numbers of students
who attended the interview phases did not match with that of the actual class

(n=21) is because the interviewees were recruited on a voluntary basis.

On average, each interview lasted around 25 minutes and all were carried out
after the administration of both midterm and final exams and the announcement
of grades. Because the researcher was also the teacher, this was done
purposefully in order to encourage students to share their genuine feelings and

perceptions and not refrain from making any negative comments for fear of
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receiving a low teacher’s evaluation grade.

3.5.3. After Lesson Questionnaires

After each DI writing class(es), students were given a questionnaire (Appendix
E) consisting of open-ended questions which directed them to reflect on the
lesson. These questionnaires included open-ended questions since qualitative
research requires the interviewees to be active participants in the process
(Maykut & Morehouse, 1994). In addition, open-ended questions encourage
participants to answer in their own words and therefore yield valuable insight

into their world (Johnson & Christensen, 2012).

As each class had a different objective and different activities, the nature of the
questions changed accordingly. Still, generally, the questionnaires included
inquiries such as: “Today, what was your most favorite activity? Why?”; “What
was your least favorite activity? Why?”’; “During which activity did you most
feel that you learnt? Why?”; “Did I help you and your learning? How?”; “Has
there been anything that hindered your learning? If yes, please explain.” and

“How can I help you and your learning more in the following lessons?”.

3.5.4. Researcher Reflection Notes

After each DI writing class, I, as the researcher, noted down my perceptions,
experiences and observations regarding the lesson in the form of short notes. I
tried to include detailed information on the instruction such as the date of the
class, classroom setting, activities and materials used, interesting incidents I
observed, conversations I heard and the aspects of the lesson with which I was
happy and unhappy. Data gathered through researcher reflection notes
encouraged me to think more critically about my instruction and adopt a

questioning stance (Moon, 2006). This attitude then aided me to shape the
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succeeding DI classes as noted by Farrell (2004). A sample page from researcher

reflection notes could be found in Appendix F.

3.6 Procedures

During this study, two procedures were followed: (1) differentiated instruction
procedure, and (2) data collection procedure. Below is detailed information on

these procedures.

3.6.1. Procedures for Differentiated Instruction

Having received the approval to start the research from Middle East Technical
University Ethics Committee, I immediately asked for the approval of
conducting the study at the university where [ worked. I provided the academic
board of the institution with all the relevant documents regarding the research
such as the research proposal and the participant consent forms and eventually

was given the permission to launch the study (Appendix B).

At the university where I work, the first two weeks are add-drop weeks during
which official attendance is not taken. This is not shared with the students and
in fact attendance is still taken, yet on a regular paper. Once students complete
their first one or two terms at the institution, they realize that the attendance of
the first two weeks are not entered into the system, i.e. they are not official, they
either never or occasionally come to the classes during this period. The students
with which I carried out the present study were all 2nd year students which meant
that they were familiar with this unwritten rule. Therefore, in order to start
the study, I had to wait for two weeks so that all students who would take the

course would not drop the course and come to classes on a regular basis.

After the add-drop weeks, I was able to meet the students who would be
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requested to participate in the research. In the first class that I saw them, I
explained that I was pursuing a master’s degree and was required to complete
my master’s thesis. I also explained that my study was an action research that
required the application of an instructional method and I was planning to obtain
data from them provided that they agreed. All students agreed to participate in
the study and signed a letter of consent (Appendix G). The letter explained the
purpose of the study, what students’ roles would be and how the information
gathered would be used. In addition, the letter included a statement expressing
that the students were free to leave the study at any time. Students signed the
letter and then gave them back to me. Having obtained student consent forms, I
started the study by applying the student background and learning profile
questionnaire which sought to gather data about student backgrounds, interests,
learning styles, preferences and expectations (Appendix C). I collected the filled

in forms and kept them in a separate file.

Table 4
Original writing instruction syllabus

Week 1 Add-drop week
Week 2 Add-drop week
Week 3 Paragraph writing preassessment
Week 4 Paragraph writing
Week 5 Paragraph writing feedback & essay preassesment
Week 6 Writing a thesis statement
Writing an essay outline
Week 7 Feedback on the thesis statements & essay outlines
Writing an introduction paragraph
Week 8 Midterm week — No Class
Week 9 Feedback on the introduction paragraphs
Writing body paragraphs and a conclusion paragraph (cont.)
Week 10 Feedback on writing body paragraphs and a conclusion paragraph
Week 11 Writing a complete essay
Week 12 Writing a complete essay
Week 13 Essay practice & feedback
Week 14 Essay practice & feedback
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This study was carried out through an Academic and Vocational English must
course (CENG 243) and focused on its writing component. The course was
offered for four contact hours (four 50 minute sessions) per week and aimed to
develop students’ skills of reading and understanding academic and field related
texts, transferring information for the appropriate audience and task both orally
and written, participating in class discussions, presenting ideas both orally and
written, and improving field-related English and English skills. Due to the fact
that the study focused on only the writing component of the course and that there
were other components which needed to be covered, the writing classes had to

be one or two contact hours per week.

The usual cycle for the differentiated instruction classes consisted of five phases:
(1) carrying out an informal pre-assessment on the following writing objective
to determine student levels and identify student needs, (2) designing and/or
adapting materials through analyzing the results of the pre-assessment, (3)
presenting the objective to the students with differentiated materials and via
differentiated instruction, (4) application of after-lesson questionnaires and

finally (5) taking researcher reflection notes. Figure 4 is a representation of this

Process.
Pre-
assessment Material
on the design In-class After-Lesson %Ztsleeirt(i:grelr
subsequent and/or application questionnaire notes
writing adaptation
objective

Figure 4. Instructional design for the differentiated instruction class

The main objective of the writing component of the CENG 243 course was to

introduce writing an academic essay. Having taken the foundational academic
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English I and II courses (ENG 143 and 144) previously, students were assumed
to possess paragraph writing skills. However, such assumptions are a part of the
traditional classroom. As Bender (2008) argues, the assumptions of a traditional
classroom teacher include the following: “(1) They all need the same instruction
(2) they are all at the same general instructional level, (3) all of their students
will work together in a series of whole class activities, and (4) they will all move
through these phases of instruction at the same rough pace” (p. 21). In a

differentiated classroom, however, such assumptions are not admissible.

As a result, doubting the assumptions of the traditional classroom, I conducted
an informal in-class preassesment on paragraph writing before beginning to
teach essay writing. I expected the information I would derive from this
assessment to determine student levels, needs and to guide the planning of my
instruction (Strickland, 2007). With this aim in mind, I questioned students on
the features of a paragraph and the differences between a paragraph and an essay.
In addition, I assigned students with a diagnostic paragraph task to be done in
class (Appendix L). The answers students gave to my questions and the analysis
of student diagnostic paragraphs revealed that most students did not possess the
skills to write an effective academic paragraph. Roberts and Inman maintain that
“preassesment makes differentiation strategies defensible” (2007, p. 36);
Moreover, effective teaching of writing includes preassessing “the students’
strengths, abilities and interests and use the results strategically to plan
successful writing experiences” (Chapman & King, 2009, p. 1). Therefore,
instead of starting with essay writing, I started with paragraph writing. The
preassesment on paragraph writing was not on one single topic yet students were
able to choose from four different ones because as also stated by Westphal
(2007) choice is a tool for teachers to meet the diverse needs and learning styles

of students.
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According to the learning outcomes of the previous general academic English

classes, students should have been at B1 level (independent user) of the Common
European Framework of Reference (CEFR). However, revealing students’
correct and incorrect use of level specific vocabulary items and grammar
structures, the analysis of the paragraph assignment demonstrated that students’
English and writing skills levels varied substantially. In fact, students’ written
products signaled that while some students could be thought as being at around
an intermediate level and above, some were merely novice users. Sample student

preassesment paragraphs on the same topic are presented in Appendix M.

In addition to the analysis of the paragraph assignment, student background and
learning profile questionnaires revealed that while some students had almost no
English background, some others had always been engaged with the language.
For instance, some students had attended private schools where English was
taught starting from pre-school while some others attended Anatolian High
Schools where quality English instruction was provided. Also, one student had
studied at an English medium university previously and one was born and raised
in the United Kingdom. Student levels varied in a trend that could be grouped in
three distinct categories as group A, B and C where A is the most basic and C is

the most advanced level.

As a result of this huge gap among student levels, I decided to differentiate the
content according to student readiness. Content differentiation entails varying
what to teach or how students obtain it (Strickland, 2007). Sustaining the “what
to teach” part, as none of the students had mastered paragraph writing, I
continued with differentiating the way to reach that content. Taking this into
account and as a response to student readiness, I prepared three different
paragraph writing booklets in which the main objective remained the same.
However, the complexity of the tasks increased and the language advanced as

groups progressed from A to C. For instance, one of the objectives of the
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paragraph writing class was to practice writing a topic sentence. This objective

was the same for all groups, yet each group used specifically differentiated
materials to reach it. For instance, group A was presented with a multiple-choice
activity which required reading a short and simple paragraph and choosing the
most suitable option among three alternatives. Group B was also given a similar
task, yet the language used in their paragraphs and alternatives was more
complicated. Finally, group C had to produce a topic sentence using their own
words as they were given no alternatives. In addition, the language in their
paragraphs was much more complex. Sample pages from these booklets could

be found in Appendix N.

Throughout the research, my role as a teacher was to guide and help each group
while they worked together. This help was in the form of immediate feedback
(Shaver & Hunter, 2009). Students were free to ask questions to me whenever
they felt the need. While providing feedback, I took the following characteristics
of effective feedback into consideration: “(1) the feedback must be timely, (2)
be specific, (3) be understandable to the receiver, and (4) allow for adjustment”
(Tomlinson & McTighe, 2006, p. 77). In other words, the feedback was given
on time as it was given in class just after a student has experienced some
challenge or made a mistake or misunderstood a concept. Second, it was specific
because I focused on one particular challenge or mistake at one time. Third, it
was easy to understand for the students since I made sure that I used precise and
simple English. Zourou (2011) claims that metalinguistic feedback can be given
in students’ native language if effective communication in the foreign language
is hard to maintain due to low language levels. Thus, I sometimes made
explanations using their and my native language, Turkish. Finally, students were
given practice homework on paragraph writing and was asked to submit their
work before the next writing class so that I could give them written feedback, as

well.
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In week five, I started the lesson with a quick wrap-up on the previous lesson in
order to help deepen students’ understanding. Gregory and Chapman (2007)
maintain that such quick revisions provide students with a recalling opportunity.
Then, I returned students’ practice homework on paragraph writing with specific
feedback on them as also suggested by Chapman & King (2009) effective
teaching of writing requires explicit, clear and regular feedback. While students
examined their feedback, I monitored them and answered their questions. Once
all students expressed that they had no further questions or issues regarding
paragraph writing, I moved on to the next writing objective. Yet, before doing
so I conducted an informal preassesment that I previously prepared and checked
students’ understanding about the definition of an essay and parts that comprise
it (Appendix O.1). This activity, similar to the paragraph activity, was done
individually as one of the tenets of preassessment is that it needs to be carried
out on a personal basis so as to clearly determine where each student stands
(O’Meara, 2010). Later, I assigned students with a diagnostic essay writing task
to be done in class (Appendix O.2). Similar to the paragraph writing
preassessment task, this task did not force students to write on a single topic yet

offered students five different topic alternatives (Westphal, 2007).

The analysis of both preassessment essay tasks assisted me with measuring
students’ readiness which showed that students lacked organizational essay
writing skills. In other words, they wrote haphazardly with almost no sign of an
academic essay organization. The essay task also provided more information on
student language levels and highlighted the differences that were revealed after

the paragraph preassessment even more.

However, one thing which was not planned emerged during the essay writing
preassesment. I delivered the diagnostic essay task and asked the students to
choose a question and write an essay as a response. Students started working on

the task, yet I observed that some students, even the ones with a high level of
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English, looked stressed and frustrated. I immediately interrupted the task and

asked if there was a problem. Most students reported that they were having
problems in terms of finding “what to write”. In other words, they could not
generate ideas although they had no problem understanding the questions. As I
asked more questions regarding the nature of the problem, it was revealed that
students were not familiar with brainstorming techniques. As brainstorming is a
crucial step in writing which liberates the mind in order to produce fresh ideas
(Walter, 2015), I felt the need to make adjustments in the initial syllabus and
present students with “brainstorming strategies” and “idea organization” before

“writing an introduction paragraph”. Figure 5 is an illustration of this alteration.

Paragraph Essay
Week 5 f:;r(igggk preassesment
Writing an
P; h writi E
Week 5 >> ok ‘“g py >
Brainstorming
strategies
Week 6 2
Idea organization

Figure 5. An illustration of the syllabus change done in response to student
needs.

Initial Syllabus

| Revised Syllabus I

N VN

As aresult, week 6 started with the presentation of three different brainstorming
activities namely listing, free writing and mapping in addition to idea
organization instead of writing an introduction paragraph. Table 5 shows the

change in the flow of the objectives throughout 14 weeks. As students were not
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familiar with such strategies, I planned to conduct a whole class lesson on the

introduction and practice of each strategy as also stated by Benjamin (2013)
whole class activities may help establish the knowledge base on which other
tasks will be founded. After this whole-class introduction, students were given
exercises on each strategy and worked individually or in pairs depending on their
choice. During this stage, I continuously monitored the students and provided
guidance and feedback whenever they needed. Sample pages for these activities

can be found in Appendix P.

Week 7 started with a wrap-up on brainstorming activities and idea organization.
Then, a whole class activity on turning ideas into a thesis statement was carried
out. Following this, students were asked to form groups and given activities on
writing a thesis statement. These activities, similar to the previous ones,
progressed from the most basic to the most advanced. The activity that group A
did started with a multiple-choice question in which students chose the best
thesis statement and continued with controlled practice tasks which provided the
topic and supporting ideas and required students to turn them into thesis
statement. The activity designed for Group B also started with a multiple-choice
question in which students chose the best thesis statement, yet the language of
these statements was more complicated than those in Group A. Following this,

students in group B were asked to produce thesis statements on topics given.

They were not provided any supporting ideas. Group C had only one activity
which was much more complex than those in Group A and B. This activity was
a guided practice and did not include any topics or supporting ideas. Instead,
there were long writing prompts and students were required to come up with the
topic, the supporting ideas and the thesis statements on their own. Sample pages
of the activities are presented in Appendix R. During this activity I constantly

monitored the students and provided help and guidance as needed.
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Table 5
Altered writing instruction syllabus

Week 1 Add-drop week

Week 2 Add-drop week

Week 3 Paragraph writing preassessment

Week 4  Paragraph writing

Week 5  Paragraph writing feedback & essay preassesment
Week 6  Brainstorming activities and idea organization
Week 7 Writing a thesis statement

Week 8  Midterm week — No Class

Week 9 Writing an essay outline

Week 10  Writing an introduction paragraph

Week 11~ Writing body paragraphs and a conclusion paragraph
Week 12 Writing a complete essay

Week 13 Essay practice & feedback

Week 14 Student presentations

At the university where I work, almost all departments have a one-week long
midterm period during which students do not attend any classes and only take

midterm exams. Therefore, in week 8, there were no English classes.

In week 9, students were presented with the basic essay outline format. Since
they were already familiar with the paragraph outline, the transition was smooth.
However, instead of showing the format and then moving on to its application,
I followed an inductive approach and prepared three different exercises. In these
exercises, students were given three different essays which advanced in terms of
complexity of the vocabulary and grammatical structures. Working in groups,
students examined these essays and filled in an empty essay outline. Sample
pages of this activity are presented in Appendix S. Again, my role in this stage
included constant monitoring and guidance. Next, I told students that it was time
to produce individual work and explained that they were going to find a topic,

narrow it down, write a thesis statement and prepare an essay outline. Then I
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asked students to think about topics that they are interested in and write them on
a piece of paper in 2-3 minutes. Later, I instructed them to choose one of the
topics they have written and narrow it down into an essay topic. Once they were
content with their topics, I asked them to generate ideas on it by using the
brainstorming techniques we covered earlier. At this point, I conducted a quick
whole class revision on these techniques and told students that they were free to
choose whichever one they liked. As Jensen (1998) put forth, the optimum
learning environments are those which offer a variety of choices. Students
worked individually or in pairs while I continuously wandered around the
classroom, observing, monitoring students and providing feedback. Due to time
constraints, students had to complete their work outside the classroom and send
them to me before the following week’s class so that I could provide more

feedback.

Having written their outlines, students were ready to write their essays and the
first step was writing the introduction paragraph. However, there were only 12
students in the class the previous week. In other words, 9 students were absent
and did not attend the essay outline lesson. Therefore, at the beginning of the
week 10 class, I instructed the absent students to form a circle and asked those
who attended the previous class if they thought they were ready to start writing
their essays or needed a revision. One student expressed that he needed a review,
so he joined the absent students’ circle, too. While we went over the previous
weeks’ objective in this circle, other students started writing their introduction
paragraphs. Throughout the rest of the class, I divided my observation and
guidance time between the two groups. At the end of the class, I assigned all

students to finalize their paragraphs and send them to me before the next class.

In week 11, I started the class with delivering student introduction paragraphs
back. While students examined their paragraphs and made sense of the feedback

I gave, I walked around the classroom and offered constant help. Once students
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where all clear about their individual feedback, they continued writing their
essay with body and conclusion paragraphs by following the outline they
prepared earlier. Again, I continuously moved around the class and offered help

as needed.

In weeks 12 and 13, shorter class time was allocated to writing since students
needed to perform 5 minutes long in-class presentations. However, because there
were 21 students in the classroom the whole presentation cycle took around 6
contact hours and two classes had to be cancelled due to heavy snow. Therefore,
during weeks 12 and 13 students wrote essays at home and send them to me via

e-mail and were given feedback again through e-mail.

3.6.1.1. Arising Problems and Attempts for Solutions

During this study, some problems emerged, and I tried to address them
effectively under existing conditions. Initially, it was planned to conduct two
contact hours of writing classes, however, two classes had to be cancelled due
to weather conditions and during weeks 14 and 13 six hours of class time had to
be devoted to student presentations. This resulted in not being able to allocate
two full contact hours but either one or none. Yet, because these problems
occurred towards the end of the term students were already familiar with all
writing objectives and were in the practice stage. Because writing is a skill which
can get written feedback as well, this problem was addressed by assigning
students practice homework and providing written feedback via e-mail.
However, I made great efforts to provide oral feedback and help during both the
actual class time and my office hours. In fact, to compensate for this loss, I
arranged meetings with students out of my office hours. Also, the essay
preassessment revealed that students lacked brainstorming techniques which
was not a part of the original syllabus. As a result, the initial syllabus plan had

to be altered so that brainstorming techniques are covered, as well.
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3.6.2. Procedures for Data Collection

This study employed four different types of data collection tools: (1) student
background and learning profile questionnaire (Appendix C), (2) semi-
structured interviews (Appendix D), (3) after lesson questionnaires (Appendix

E), and (4) researcher reflection notes (Appendix F).

The data collection procedure started with having students fill out the student
background and learning profile questionnaire developed by the researcher
(Appendix C) which included 23 questions probing into students’ backgrounds,
interests, learning styles, preferences and expectations from the course. Despite
the fact that there are a number of published tools to assess student’s learning
preferences, a researcher generated one was preferred as “sometimes it is most
economical to begin with common sense and a little teacher ingenuity”
(Tomlinson, 2001, p. 71). The results of this questionnaire acted as a basis and

guide for the design and implementation of the following writing classes.

After each differentiated writing class, students were given a questionnaire
which directed them to reflect upon the lesson. As these classes had different
objectives and different activities, the nature of the questions changed
accordingly. Still, generally, the questionnaires included questions such as:
“Today, what was your most favourite activity? Why?”; “What was your
least favourite activity? Why?””; “During which activity did you most feel that
you learnt? Why?”; “How did I help you and your learning?”’; “Has there been
anything that hindered your learning? Please explain.”; “How can I help you and
your learning more in the following lessons?” Having answered the questions in
the written form at the end of the lesson, students handed them back to me and 1

kept all forms in a separate file to which only I had access.

As for the semi-structured interviews, the first interview cycle was carried out
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after the midterm exam, and the second after the final exam. Students who
wished to participate in the interviews were invited to both cycles and there were
14 students in the first interview cycle and 16 in the second one. During the
interviews, a pre-developed and semi-structured interview protocol was
followed. Although I asked the same questions and followed the same question
sequence with every participant, I skipped some questions or added probing
questions depending on the answers given by the students. All the interviews
were recorded, and students gave their consent orally in addition to the written
consent which they provided by signing a consent letter at the beginning of the

study.

Lastly, after each DI writing class, I, as the researcher, noted down my
perceptions, experiences and observations regarding the lesson in the form of
short notes. I tried to include detailed information on the instruction such as the
date of the class, classroom setting, activities and materials used, interesting
incidents I observed, conversations I heard and the aspects of the lesson with
which I was happy and unhappy. Data gathered through researcher reflection
notes encouraged me to think more critically about my instruction and adopt a
questioning stance (Moon, 2006). This attitude then aided me to shape the
succeeding DI classes (Farrell, 2004).

3.6.3. Procedures for Data Analysis

This study gathered qualitative data through (1) a student background and
learning profile questionnaire (Appendix C), (2) semi-structured interviews
(Appendix D), (3) after lesson questionnaires (Appendix E), and (4) researcher
reflection notes (Appendix F) and employed content analysis method of the

qualitative research paradigm.

The content analysis method was used during the analysis of the student
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background and learning profile questionnaire, interviews, the after-
lesson questionnaires and researcher reflection notes. Miles and Huberman
(1994) propose a model for content analysis which has three components: “data

reduction, data display and conclusion drawing/verification” (p. 10).
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Figure 6. Qualitative data reduction process. Reprinted from A Step-By-Step
Guide to Qualitative Data Coding, by P. Adu, 2019, New York: Routledge.
Copyright by Philip Adu.

The first step in the analysis was the transcription of the interviews as data
reduction requires written data. Then, the transcribed interviews were compared
to the original recordings so that there is no additional or missing data. Following
this crosscheck, the interview data was ready to undergo data reduction which
refers to selecting, simplifying and/or transforming the data (Miles & Huberman,
1994). Next, I scoured the raw data meticulously in order to locate the relevant
data which is related to the research questions and to detect repeating words or
patterns within the data (Auerbach, & Silverstein, 2003). While doing so, such
repetitive data was highlighted and labeled using codes, which then were more
closely analyzed to form categories and themes (Adu, 2019). Table 6 represents
this process and sample pages of this process can be found in Appendix H and

L.
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Table 6
Sample codes, categories and themes for semi-structured interviews

Codes Categories Themes
tenses
grammar usage problems
pronouns
lexicon vocabulary usage problems regarding
X . .
problems academic writing
no attention not getting enough
feedback

Categorization of the codes starts with the identification of the characteristics of
each code, finding shared similarities and grouping them under umbrella
descriptors (Adu, 2019; Charmaz, 2014; Creswell & Poth, 2018; Dey, 1993).
The same sequence is followed for the production themes. Table 6 provides a

sample of the codes, categories and themes used for semi-structured interviews.

The reduced and classified data was then displayed in the form of a coding book
(Appendix I) so as to gather the most relevant data into an easily accessible and
compact form which frees the researcher from a bulky and overloaded set of data
and prepares for the next step: conclusion drawing/verification (Miles &
Huberman, 1994). Conclusion drawing refers to the interpretation of the data
which then allows for establishing conclusions regarding the study. Verification
is the step where these conclusions are supported with reference to other data

such as field notes or feedback forms (Gratton & Jones, 2004).

The same procedure was used for the analysis of the student background and
learning profile questionnaires, after lesson questionnaires and researcher
observation notes. The data collected through these instruments were analyzed
throughout the study in order to “refine, discard, generate or extend questions,

hypotheses or conclusions” (Gupta & Awasthy, 2015, p. 27). Finally, in the
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reporting of the results of analysis verbatim quotations were included as a means
to support interpretations (Krippendorff, 2004). These extracts were carefully
chosen among those which give rise to interesting points that deserve to be

highlighted (Sullivan, 2012).

3.7 Trustworthiness

Both quantitative and qualitative research require “systematic and rigorous
processes’ to establish the validity of the research (Stringer, 2007, p. 57). While
traditional experimental studies conform to a set of established rules to ensure
soundness of a study, qualitative research uses a different term, trustworthiness,
and a different set of criteria for validity. Although action research can employ
both quantitative and qualitative research methods, it is qualitative at its core.
According to Lincoln and Guba (1985), action research should possess the
following attributes to ensure trustworthiness: (1) Credibility, (2) transferability,

(3) dependability, and (4) confirmability.

Similar to the “internal validity” of quantitative research, credibility refers to

persuasiveness of the research process, methods and the evidence (Greenwood
& Levin, 2007). Put more simply, it means “whether research results are
believable” (Karlsen & Larrea, 2016, p. 175). Credibility can be ensured by
various ways such as prolonged engagement, persistent observation,

triangulation and referential adequacy materials.

Prolonged engagement describes that the researchers need to spend quality and
long time on the research environment. This was valid for the present research
since I was able to spend four 50-minute contact hours over 14 weeks on the
research site as both the practitioner and the researcher. In addition, prolonged
engagement requires the participants to be interviewed in an extended period of

time. As Stringer (2007) asserts, brief meetings and interviews with the
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participant may not yield enough data to obtain deeper meanings. This study,
therefore, aimed to achieve prolonged engagement by conducting 30 semi-
structured interviews in two phases. Attended by volunteers, these interviews
lasted between 15 and 30 minutes. The second way to instill credibility is
persistent observation. Observation can be found in almost all qualitative
research methods yet mere presence of a researcher does not suffice. The
researcher should be an active observer who not only watches and listens to the
participants and the environment but also keeps constant notes of events
(Stringer, 2007). Therefore, this study aimed to attain persistent observation with
the help of researcher reflection notes which took place just after the actual
observation. Triangulation is another procedure which increases the credibility
of an action study and can be done by using multiple sources of data (Mills,
2007; Stringer, 2007). Thus, seeking for triangulation, this study employed four
different types of data collection tools: (1) a student background and learning
profile questionnaire (Appendix C), (2) semi-structured interviews (Appendix
D), (3) after lesson questionnaires (Appendix E), and (3) researcher reflection
notes (Appendix F). Also, all sorts of data including the voice recordings,
researcher observation notes and student questionnaires were properly organized

and kept in separate files to be used as referential adequacy materials.

Transferability can be thought as the equivalent of external validity in
quantitative research which refers to whether the results of a study can be
generalized on a much larger population. However, qualitative research does not
aim for generalization, but for “developing new insights and theories™ (Flick,
2009, p.31). Therefore, transferability as a way to ensure trustworthiness refers
to the applicability of the study in similar contexts and can be done by a “detailed
description of the context(s), activities, and events” (Stringer, 2007, p. 59). As a
result, this study intended for meeting transferability with the help of an in-depth
description of all stages, phases and procedures including data collection and

analysis along with participant characteristics and the research context.
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Dependability, together with credibility, is one of the main actors in ensuring
trustworthiness in action research (Mertler, 2019). It corresponds to reliability in
quantitative research and refers to the quality of trust on the results of a study.
This trust is established by the use of reliable and valid data collection tools. For
instance, the interview questions were first developed by the researcher, yet they
were also reviewed by an expert, a professor from the department of Curriculum
and Instruction at Middle East Technical University, in order to ensure the
content and face validity of the questions. The questions were written in a simple
and clear format in order to avoid any influence on the answers (Fraenkel,
Wallen, & Hyun, 2011). Also, they were matched with the research questions to
make sure that all questions helped to obtain the relevant data (Bailey, 2007).
Moreover, as “where an interview is held can affect its quality” (Bailey, 2007,
p. 104), the interviews were carried out in a separate room with minimal noise
and disruption. The success of the interviews may also greatly affected by the
existence or lack of rapport between the interviewee and the interviewer (Grady,
1998). Therefore, I tried to establish appropriate rapport with the interviewees.
This was somewhat easy to achieve as both the researcher and the participants
were in constant engagement throughout the study. In addition, all interviews
were carried out after the administration of both midterm and final exams and
the announcement of grades so that students would not refrain from sharing their
genuine feelings and perceptions. Lastly, appropriate data analysis methods were

selected to analyze the data and triangulation of the results was conducted.

Confirmability assures that an action research can be “reconstructed even if it
cannot be repeated” (Coghlan & Miller, 2014 p. 691). It is achieved by internal
consistency of the data and the findings (Klein, 2012). This study, therefore,
utilized triangulation as a way to increase confirmability (Lincoln & Guba, 1985)
and collected data via different sources. These sources consisted of the
participants and the researcher. Also, various data collection tools were

employed to triangulate data. For instance, semi-structured interviews, student
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questionnaires and researcher observation notes were used to confirm one
another. Also, sample pages from the activities used in class and sample student

writings were included in the appendices of the thesis.

Trustworthiness could also be enhanced through complying with ethical
practice. For this aim, the proposal of this study was presented to the Applied
Ethics Research Center at Middle East Technical University to which this thesis
would be submitted and obtained the necessary approval. Also, as this study
would be conducted at another university, the approval of this university was
also needed. Therefore, the academic board of the university was provided with
all the relevant documents regarding the research such as the research proposal
and the participant consent forms and eventually was given the permission to
launch the study (Appendix B). Moreover, all students who took part in the study
by either being a member of the course and/or participating in the interviews
were asked to fill in a consent form in the form of a letter (Appendix G). The
letter explained the purpose of the study, what students’ roles would be and how
the information gathered would be used. In addition, it included a statement
expressing that the students were free to leave the study at any time. Students
were not offered any incentives such as gifts or bonus points. In fact, especially
before the interviews, they were reminded to be as honest and genuine as
possible and that there were no correct answers or answers that the researcher
would like to hear. It was stressed that the intention was merely understanding
their perceptions. They were also informed that their identity would be
anonymous and the data they would provide would be confidential. Finally, both
raw data and specimens were only available to the researcher and were kept in a

secure place.
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3.8 Limitations

This action study has several limitations. To begin with, the content analysis of
the data was carried out by the researcher only. However, in order to gain a more
objective result, to decrease coder bias and to develop more reliable coding
categories, an independent coder could have been employed. Yet, still,
considering my role as both the practitioner and the researcher of the present
study, the data of this research and the coding categories that emerged from it
were analyzed multiple times in order to achieve a more objective result. Also,
I paid great attention to the collection and analysis of the data scientifically and

as transparent as possible.

Second, for the selection of the participants, this study used “convenience
sampling”, one of the weakest sampling methods. Yet, because this study is a
qualitative one, the aim of this study was not to generalize the findings but to
focus on a specific group of people. Still, as a researcher, I am aware that
participants who were recruited are not those who are “reflective of all

viewpoints” (Given, 2008).

Third, considering my role as both the practitioner and the researcher of the
present study, it can be argued that the students may not have provided
completely objective responses. In other words, since the researcher was also the
teacher, it is possible that students may have given responses in favour of the use
of differentiated instruction. Therefore, both before the interviews and the after-
lesson questionnaires, I ensured that students were reminded to be as objective

as possible and that there were no right or wrong answers.
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CHAPTER 4

RESULTS

This chapter presents the findings revealed from the student background and
learning profile questionnaire, semi-structured individual interviews, after
lesson questionnaires and researcher reflection notes. The anonymity of the
participants was preserved by using pseudonyms such as S1 which stands for
Student-1 while reporting the results. A summary of the results is provided at
the end of the chapter. Figure 7 presents an overview of the categories and

themes which emerged as the data analysis proceeded.
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Figure 7. Data analysis categories and themes.
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4.1 Problems Related to Academic Writing

Analysis of the data revealed that the problems which students experience with
regard to academic writing in English can be categorized into three categories:
(1) problems regarding English knowledge and skills, (2) problems regarding

previous experiences with teachers and (3) problems regarding the learners.

4.1.1. Problems regarding English Knowledge and Skills

When students were prompted to think about the challenges that they
encountered in English academic writing, the most dominant problem was
related with the grammar. During the first interview cycle, students (/=8)
reported having problems with English structure and usage. For example, S1
stated that he had problems building sentences because he did not possess
enough knowledge of English grammar. Also, S3 expressed that the main
problems he faced were grammar related which even disrupted his speaking

skills.

In addition to the grammar, some answers (/=5) were centered around the issues
related to vocabulary usage and highlighted that students faced challenges with
learning, remembering and using vocabulary items. For example, S5 said that he
had been having difficulty with vocabulary since the primary school. Lastly,
several students (f=3) stated that they did not possess enough knowledge
regarding the rules and components of an academic paragraph. For instance, S1

defined his paragraph writing skills as greatly lacking.

4.1.2. Problems regarding Previous Experiences with Teachers

Another point that has been commonly reported as a problem regarding

academic writing is the lack of teacher feedback (/=8). On the one hand, some
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students did not recall almost any instances of teacher feedback. In fact, S8
explained why she regarded not getting sufficient teacher feedback as a problem
as follows: “In the academic English writing lessons in the previous terms, we
could not see our mistakes as our teachers did not give feedback on them.” On
the other hand, some students acknowledged getting feedback in the past, yet
they stated that the feedback they received lacked both in quality and quantity.
For instance, S11 attributed his repetition of making the same mistakes in writing
to the inadequate feedback he had been given previously. Another teacher related
problem which emerged from the data analysis was teachers’ lack of making use
of various instructional methods and having the same expectations for all
students. S2, for instance, clearly put it as the following: “Previously, there was
one fixed method of instruction and the same things expected from everyone.
However, there are people who are both above and under the expected. It’s not

an efficient system for all.”

4.1.3. Learner Related Problems

The analysis revealed that some problems experienced by students throughout
academic writing in English classes were related with how learners felt during
the classes. In that regard, some students (=3) expressed that in previous
academic writing classes, they frequently felt lost. They explained this notion of
feeling lost as either not knowing what to do and not being sure what is expected
of them or simply not understanding the material and moving on to the next
material without addressing existing issues. For instance, S6 clearly explained
this feeling as follows:

“My major problem was that I could neither ask questions nor receive
answers. This was very hard. Many people have this problem both in
math and English. It was hard for me to do the homework when I could
not understand what I needed to do.”

73



Although the above-mentioned problem may seem to be related with struggling
students more, the students who are high achievers had problems on the other
edge of the sword. While the struggling did not find the class easy to
comprehend, high achievers often felt not improved. In fact, S7 stated that she
did not even feel the need to improve as the material was below her existing
level and there was no expectation of improvement for her. She also added that
she never felt challenged as even a very simple writing produced by her was

welcomed by her teachers and not encouraged to improve.

In addition to feeling not challenged and not improved, high achievers expressed
that they often felt that they were sacrificing the quality of their learning as they
often needed to wait for others to complete a task or to answer a question. As S7
very clearly puts it: “I used to step back in the classes before. I usually looked at
the teacher in the eye signaling my answer and then waited for the others.”
Lastly, high achievers suffered from being misunderstood and labeled as “know-
it-all" either by their teachers or classmates as a result of completing a task early

or answering a question too quickly.

To sum up, semi-structured interviews showed that students experienced
problems in academic writing classes with regards to: (1) students’ English
knowledge and skills, (2) the previous experiences with teachers, and (2) the
learners themselves. The most common problems cited for English usage and
skills is related to the insufficient knowledge of grammar, vocabulary and
academic writing skills. The major issues regarding the teachers were found to
be absent or poor feedback, lack of instructional variety and the assumption that
every learner is the same. Finally, learners reported feeling lost, not improved,
not challenged and not understood as problems they experienced in academic

writing in English classes.
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4.2 Contributions of DI to Students’ Writing SKkills

The analysis of the data showed that students experienced improvement in their
academic English writing skills through the contributions of: (1) teacher
feedback, (2) group work, (3) content and process differentiation, and (4)

increased self-efficacy.

4.2.1. Contributions of Teacher Feedback

When asked to name the difference between the DI writing classes and
traditional ones, a great number of students gave the answer “teacher feedback”.
A majority of students put forward the contributions made by detailed and one-
to-one teacher feedback as a factor which led to improved writing skills. The
analysis of the interviews showed that the most cited benefit of teacher feedback
was that it encouraged students to produce better work (f=5). As S3 said: “When
I write something and bring it to you, you make suggestions to improve it. This
was ignored in the past which demotivated me”. Secondly, four students (f=4)
stated that teacher feedback resulted in increased learning retention, helped them
recognize their mistakes easily and prevent these mistakes from becoming
fossilized. As S7 candidly expressed: “(with) feedback, we see our mistakes. In
the previous classes, we could not see our mistakes. Our teacher(s) did not give
feedback”. Similarly, S4 stressed the high level of teacher-student

communication (feedback) which led to “instant redressal of mistakes”.

Lastly, some students (f=5) stated that having teacher feedback in class increased
their motivation as they felt valued, supported and believed in and the lack of
such features was what made previous classes inefficient. As S8 recalls:

Last term, our teacher told us that she would give feedback on our
writing, but she did not. I was really upset. Then, after a while, she
wanted to provide feedback, but I refused. I even did not take that class
in the following term.
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This was also supported by the results of the data gathered through after lesson
questionnaires. The analysis of the questionnaires revealed that some students
suggested that “teacher feedback” was the reason why they liked certain
activities more than others, while some stated “consulting to the teacher” was a
method they used in order to overcome problems they faced during an activity.
In addition, some students stated that they felt that learning had taken place as a

result of “teacher feedback™.

4.2.2. Contributions of Group Work

The interview data revealed that all students considered the group work aspect
of DI as the most important contributor in the improvement of writing skills.
Because students were mostly grouped according to their readiness needs
determined by pre-tests, most students reported that there was facilitated

communication inside the groups due to having similar needs.

Students reported that this ease of communication in the groups naturally led to
increased cooperation and collaboration inside the group, which resulted in
closer and stronger friendships, increased sense of belonging, increased
attendance and increased participation. For example, S2 said that as a result of
the friendships he developed in English classes, he now could “ask questions
much more easily even in classes other than English”. Similarly, S3 expressed
the contribution of enhanced friendships as follows: “When you first come to a
class, you don’t know anyone but (group work) makes a lot of contributions to
this. It makes me feel at ease and I come to classes willingly”. Also, S6 noted:
“In the previous lessons, I used to wait for the others. But now (in these groups),

there is no need for me to stand back and make sacrifices. I push myself more”.

The same was supported by the analysis of after lesson questionnaires and

researcher observation notes. When asked to give reasons as to why they liked
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some DI activities, a majority of students (f=14) gave the answer “because of
group work or collaboration with friends”. In the same vein, numerous students
cited “collaboration with others” as a method they employed to overcome
challenges they faced in the class. Likewise, a large number of students thought
that “group work™ was the factor which led to the development of a sense of
learning. Similarly, researcher observation notes included statements about
instances where students were observed as working in groups actively and

willingly.

4.2.3. Contributions of Content and Process Differentiation

The analysis of the data showed that most students reported experiencing notable
contribution as a result of content and process differentiation which mainly
centered around liberating students with respect to their readiness, interests and

choices and altering the content or process in accordance with student needs.

With regard to the contributions of content and process differentiation, student
responses revealed increased interest, motivation, learning, focus, retention and
autonomy (f=8). S14 clearly asserted feeling increased interest and motivation
as the following: “When the topic is limited, I have much difficulty. But if [ am
free (to choose the topic) I am more enthusiastic”. Similarly, S9 reported that
this freedom led him to work harder to produce better work. Also, S12
emphasized the increased learning as follows: “Because I was free to choose the

topic I wanted; I was able to understand better”.

Another contribution brought about by content and process differentiation was
easier focus. Students reported that once content was related to a topic that they
felt comfortable with, they could start writing much more quickly and
pay more attention to understanding the rules for form, which in turn resulted in

increased learning retention. Also, some students stated that having the freedom
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to choose the content created a sense of responsibility which resulted in their
becoming more autonomous and therefore learning from their own mistakes in
a much more efficient way. In the same vein, student answers showed that
process differentiation provided them with increased motivation, participation
and autonomy towards the class. S7 emphasizes how process differentiation
encouraged her as follows:

Leaving the choices to us is such a beautiful thing. When you ask us

which page we want to complete, I look at it and say, “I can do this”.

We’re freer. I did not even attend the classes the previous term.

This was also supported by the results of the after lesson questionnaires as
“freedom” was among the most repeated reasons students gave to explain why
they liked some DI activities. Moreover, freedom over the choice of some
practice activities was what most students regarded as the reason behind feeling
of learning. All in all, it can be said that providing students with freedom over
the content and the process leads to increased interest, motivation, learning,

focus, retention and autonomy.

4.2.4. Builds on Self-Efficacy

As stated before, all students felt that their academic English writing skills
improved and they attributed this improvement to teacher feedback, group work
and content and process differentiation. However, they also expressed increased
levels of self-efficacy which was mirrored in three distinct areas: (1) self-

confidence, (2) self-correction, and (3) test scores.

In this regard, a majority of students expressed that their self-confidence in the
skill increased as a result of improved knowledge regarding the format and
language use. For instance, when asked to compare his writing skills before and

after differentiated instruction, S5 said: “I was not very good. In fact, I had a lot
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of problems with writing. But now, I can write a paragraph (essay) properly.
Also, as S2 puts it: “Previously, I used to write using the same structures. But
now I use different ones.” Similarly, two students S5 and S17 reported that they
were now able to construct more complex sentences which had various
structures and deeper content. Lastly, in addition to gaining improved academic
knowledge, S9 reported feeling more confident because she overcame a personal
obstacle in writing. As she candidly explains:

My writing ability has improved a lot. I had always wanted to write a
book but was afraid of it. I think I have improved in terms of vocabulary
usage and writing, and I think I should not fear any more. I have
overcome a big obstacle.

Indeed, the same student started writing the book she mentioned in the following
term and shared a few pages with me. Sample pages from her work are presented
in Appendix T. Also, S1 said that he wrote an English essay for another class
and attributed his success to what he learnt in the DI class:

I wrote an English essay. It’s not perfect, but I think this class made very
big contributions to it in terms of the sentence structure and paragraph
content. I applied what we learnt in the essay writing lessons. If I had
written it before I took this class, I could have produced a problematic
one.

The second area where some students experienced improved self-efficacy was
self-evaluation. They stated that their self-assessment abilities developed and
that they became able to detect their own mistakes much more easily. Therefore,
it can be said that in addition to becoming better at academic English writing,
students became more autonomous. This was very candidly and openly
expressed by S11:

I can now say that this part is not correct. I can select better sentences.
It’s hard for one to find mistakes in themselves (their own work) yet I
can find them now. I can see them better now.

Thirdly, some students felt increased self-efficacy as they achieved better

writing test scores. For instance, S15 said: “(...) I recently realized I used to
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write very badly. In fact, I did not know how to write at all! I even did very good

at the exam.”

To sum up, most students expressed increased levels of self-efficacy which was
mirrored in three distinct areas: (1) self-confidence, (2) self-evaluation, and (3)
test scores. They stated that they felt more confident as a result of improved
knowledge regarding the format and language use. Also, their self-assessment
abilities developed, and they became able to detect their own mistakes much
more easily. Finally, some students felt increased self-efficacy as they gained

higher writing test scores.

In conclusion, the analysis of the data showed that most students underwent
improvement in academic English writing as a result of (1) one-to-one and in-
depth teacher feedback, (2) application of group work, (3) content and process
differentiation, and (4) increased self-efficacy in writing skills which was
mirrored in three distinct areas: (1) self-confidence, (2) self-evaluation, and (3)

test scores.

4.3 Perceptions regarding DI

The data revealed that students’ perceptions regarding the application of
differentiated instruction in the classroom can be categorized into three distinct
theme which are perceptions with regard to (1) the class environment, (2) the

teacher role, and (3) the activities.

4.3.1. Perceptions about the Class Environment

When prompted to reflect on their experiences and feelings related to the class
environment, students used the following adjectives repeatedly: fun, warm, safe,

free and learning centered.

80



The most cited adjective to describe DI classes was fun (f=10). Students reported
that because the DI classes were enjoyable, their interest and motivation towards
the class increased, which in turn led to increased attendance and participation.
As S5 noted:

Before this class, I had never written academically and at the beginning
I thought “why I am here?”. As I wrote more, I enjoyed it more,
especially while writing an essay. At first, [ was reluctant but now I come
to the classes willingly.

Interestingly, S10 described his increased attendance as “feeling guilty” when
he could not attend the classes. In fact, the same is supported by an incident int
the researcher reflection notes taken in week 10:

Two students entered the classroom hastily before the lesson started.
Taking off their coats, they told me that they were in another district in
the city which was 19 kms away and came to school only to attend this
class. What is striking about this incident is not that they came from that
district but that they each had less than 8 hours of absenteeism. In other
words, they could be absent for another 8 hours, yet they still chose to
come.

In addition, the data revealed that most students felt that the use of DI generated
warm and safe classroom environment in which members felt stress-free and not
hesitant to participate. Again, they reported that it is this secure environment
which created healthy and effective communication among the members of the
classroom which led friendships emerge and develop. S12 highlighted that the
friendships he developed in this class continued in other common classes, as

well.

Furthermore, some students described DI classes as being “free” where they felt
they had control over their choices. S1 recalled feeling extremely bored in
previous English classes as they were not free and had to follow the same pattern
for learning. Lastly, some students stated that DI classes were efficient where

they felt the main aim was to learn not to pass the class. S10, for instance, stated
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that he regarded the class environment as not a “lesson environment but a

learning one”.

4.3.2. Perceptions about the Teacher Role

In terms of teacher’s role in the DI classroom, most students highlighted that the
teacher in the DI classroom was supportive. For instance, S15 indicated that
there was a positive change in his attitude towards English classes as a result of
the teacher’s attitude: “This was because of you, actually. You approach to
students is very good. That’s why my interest increased.” Similarly,
acknowledging the effort paid by the teacher, some students stated that because
they observed that the teacher was genuinely trying to help them, they felt
indebted which increased their motivation. As S12 put it: “I feel like the teacher
is trying to do something for us so at least I can do something.” Moreover,
students also stated that the teacher was caring, attentive and aware of students’
individual needs. S9 elaborated on this as follows:

You take care of us. You direct us towards what we cannot do.
Sometimes we study individually and sometimes as a group. For
example, once you gave us a worksheet and told our group to complete
side A. I did that side and then looked at the other side. That side was
very challenging. Then I said the teacher knows my needs. I liked this a
lot.

4.3.3. Perceptions about the DI Activities

Students’ answers with regard to the DI activities were very short and
straightforward. The analysis of the data revealed that students had generally
positive perceptions with regard to the activities in the DI classroom. For
instance, the interview analysis showed that a large group of students were
content with DI as an instructional method and wanted it to continue. In addition,
the after lesson questionnaires presented students with questions such as “How

can I (the teacher-researcher) help you more in the following lessons?” and the
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majority of students thought that the continuation of DI activities would assist

their learning.

Moreover, students were given a student background and learning profile
questionnaire at the beginning of term. When questioned about the kind of
impact this questionnaire had on students, their responses repeatedly included
the following descriptors: valued, important and special. For instance, S13 said:
“It (the questionnaire) made me feel valued and increased my motivation. Most
teachers don’t even know our names.” Also, S9 stated that she liked the
questionnaire a lot and thought that the teacher is genuinely interested in her.
Likewise, S3 elaborated on the initial positive feelings that the questionnaire
evoked as follows:

The questionnaire made me develop liking towards you. (I thought) there
is someone valuing my wants and ideas. This was good. Someone is
interested in me; curious about me. The teacher is doing all these things
for me so I should at least pay some effort. This encouraged me to study.

4.3.4. General Perceptions about DI

The qualitative data analysis showed that all students had positive perceptions
with regard to use of DI in general. In fact, when asked about whether their
perceptions changed after the first interview, all of them answered negatively. In
fact, S9 very clearly explained this as follows:

My perceptions have not changed, on the contrary they have become
stronger. Every (writing) class was carried out using different DI
activities. As a result, I regularly attend the class and take what I needed.
I don’t even go to classes that’s not like this.

Similarly, S2 stated that thanks to DI he now believes in himself and his abilities
more: “You (through DI) pushed us and supported us so well that we said ‘Yes,
we can!’, and saw that English was not that hard. You have removed the barrier

on the way to our development.”
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However, there were a few instances where some students were either negative
or neutral towards the method. For instance, S6 stated that at first she thought
that group work would “increase the gap” and added: “I was afraid that we would
alienate each other, which had previously happened in other classes. However,
at the end this grouping was better as we worked more efficiently.” Also, when
asked about student background and learning profile questionnaire S14

answered that it did not evoke any positive or negative feelings.

Consequently, the analyzed data revealed that students’ perceptions regarding
DI in the classroom share commonalities which can be grouped into three: (1)
the class environment, (2) the teacher role, and (3) the activities. Students’
perceived the DI class atmosphere as being fun, warm, safe, free and learning
centered. They also regarded the teacher in the DI classroom as supportive,
attentive, active and friendly. Lastly, with regards to the DI activities all students

were content and wanted the method to continue.

4.4 Summary of the Results

The analysis of the data gathered through the student background and learning
profile questionnaire, semi-structured individual interviews, after lesson
questionnaires and researcher reflection notes revealed that students faced some
problems in academic English writing; they experienced improvement in their
writing skills; and they had positive perceptions towards use of DI in the

classroom.

The challenges students had in terms of academic English writing were mainly
related to: (1) students’ English knowledge and skills, (2) the teachers, and (2)
the learners themselves. The most common problems cited for English usage and
skills was insufficient knowledge of grammar, vocabulary and academic writing

skills. The major issues regarding the teachers were found to be absent or poor
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feedback, lack of instructional variety and the assumption that every learner is
the same. Finally, learners reported feeling lost, not improved, not challenged
and not understood as problems they experienced in academic writing in English

classes.

In terms of the contributions brought about by DI, all students reported
undergoing improvement in academic English writing. The reasons for this
improvement were as a result of (1) one-to-one and in-depth teacher feedback,
(2) application of group work, (3) content and process differentiation, and (4)
increased self-efficacy in writing skills which was mirrored in three distinct

areas: (1) self-confidence, (2) self-evaluation, and (3) test scores.

Student perceptions with respect to DI were grouped into three:(1) the class
environment, (2) the teacher role, and (3) the activities. In terms of the class
atmosphere, students reported perceiving the DI class as fun, warm, safe, free
and learning centered. The teacher in the DI classroom was viewed as supportive
and attentive. Lastly, with regards to the DI activities all students were content,

and most wanted the method to continue.
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CHAPTER 5

DISCUSSION, CONCLUSIONS AND IMPLICATIONS

This chapter presents a discussion of the results which also draws conclusions
from them. It concludes with the implications that this study might have for

further practice and research.

5.1 Discussion and Conclusions

This action study aimed to investigate; (a) perceptions of university students
regarding the challenges they experience in academic English writing classes,
(b) the effects of differentiated instruction on students’ academic English writing
skills, and (c) students’ perceptions regarding the use of differentiated
instruction in academic English writing classes. Differentiated academic English
writing classes designed for this study were held over a 10-week period at a

private university.

The analysis of the data revealed students’ perceptions regarding the problems
they face in writing academic English classes and regarding DI as an
instructional method. Below is a detailed discussion and conclusions on these

findings.

5.1.1. Students’ Problems related to Academic Writing

One major aim of this study was investigating the problems experienced by
university students in academic English writing classes. The problems that

students experienced can be grouped as: (1) problems stemming from English
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knowledge and skills, (2) problems related to teachers and (3) problems related
to learners. It was found that in terms of the problems about English knowledge
and skills, students commonly experienced challenges with using correct
English grammatical structures and vocabulary items in addition to having a lack
of knowledge regarding the rules and components of an academic paragraph.
This is in line with the results of the studies done by Abdulkareem (2013) which
showed that the difficulties students experience in academic writing include lack
of grammatical competence. Also, Kizil and Yumru’s (2019) study revealed that
a majority of students did not feel confident in their skills for identifying what
the content and organization of a paragraph should entail. Nevertheless, this
result is interesting because students in this study should all be familiar with the
rules and conventions of paragraph writing as each student in the class had to
pass two foundational academic English courses during their first year. This
might be explained by the low minimum passing grade at the university, which
1s 50. Obtaining 50 points out of 100 is not challenging for many students and
most pass the course without mastering the objectives, particularly writing

objectives as they are harder to grasp (Craig, 2012).

In addition, the present study revealed that some of the problems students
experienced in academic English writing classes were teacher related due to lack
of instructional variety and teacher feedback. This is supported by the study of
Ankawi (2015) which found out that poor teaching has a negative effect on
students’ writing skills and by Huy’s (2015) study which showed that 5% of the
participant students attribute their writing difficulties to “limited help from

teachers” (p. 10).

Moreover, this study demonstrated that students have problems in academic
writing classes as some feel lost and do not understand what they are supposed
to do. This is supported by the extensive set of studies done by Torrance, Thomas

and Robinson in 1992 which focused on the affective aspects of students’ writing
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difficulties. They found that most struggling students did not know what they
should do and what was expected of them. Lastly, this study found out that some
high-achievers reported being not challenged, not improved and not understood
by their teachers. This finding is supported by Daggett and Kruse (1997) who
propose that students who are good at writing are in danger of being

“unchallenged by routine writing assignments” (p. 57).

5.1.2. Contributions of DI

The results of this action study revealed that almost all of the participants had
positive perceptions with regard to the differentiated writing classes and
accepted that DI aided the development of their writing skills in one way or
another. The most cited reason for this contribution was timely, one-to-one and
detailed teacher feedback. This is expected and supported by various studies
seeking the qualities of effective teaching of writing which concluded that
teacher feedback was a powerful tool. Hattie and Timperley (2007), for instance,
suggest that feedback is a valuable learning and teaching strategy. Similarly,
Marzano, Pickering and Pollock (2001) maintain that if feedback is offered at
the appropriate time, it is a great tool for improvement. Also, Chapman and King
(2005) argue that differentiation helps students as their needs occur and through
DI “individuals receive prompt interventions with specific, corrective feedback

as they work™ (p. 11).

Most students in this study stated that teacher feedback provided by DI resulted
in increased learning retention and improved self-correction. This is supported
by the argument put forth by Chapman & King (2005) as they believe feedback

facilitates monitoring one’s own work and taking control of their own learning.

In this study, although few students did not recall any instances of teacher

feedback, a majority of them had previously been given feedback. Nonetheless,
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when asked to compare the DI classes with traditional ones, students gave the
answer “teacher feedback™ repeatedly. This result may be explained by the
students’ perceptions as to the lack of quality feedback in previous years. The
fact that students appreciated teacher feedback in the DI classroom can be
attributed to the nature of feedback in differentiated instruction, which is
exclusively aimed at the person, purposeful and personalized (Burnett &

Mandel, 2010).

Secondly, most students considered the group work aspect of DI as the most
important contributor to the improvement of writing skills. This was a highly
popular answer which could be found repetitively in the analysis of the interview
cycles, after lesson questionnaires and researcher reflection notes. Generally,
students regarded group work as a communication facilitator inside the group
which led to the birth and development of friendships. This is in line with the
previous studies whose results suggested that groupwork can impact friendship
formation (Cooper & Slavin, 2001; Slavin & Cooper, 1999). The reason why
most students stated group work as a contributor of DI could be explained by the
method’s frequent employment of flexible grouping and the impact of grouping
on the social organization of the classroom (Beaumont, 1999). Contrary to the
other grouping methods where students either get together with those sitting next
to them or choose their own partners, DI makes use of purposeful and flexible
grouping. As a result, students are given the opportunity to work with those who
may not be in their immediate social circle and consequently gain new
friendships or improve the existing ones. As also supported by the study carried
out by Avci, Yiiksel, Soyer and Balikcioglu (2009), DI leads to “friendship
relationships within the class to develop (p. 1082). The present study also
showed that these friendships paved the way for increased sense of belonging,
attendance and participation. The same was observed in the study conducted by
Ozer in 2016. In her study, Ozer (2016) investigated the effects of thinking-style-

based differentiated instruction on academic achievement, attitude and retention
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in vocational foreign language classes. She found out that students were positive
about the use of differentiated instruction and their interest and participation

increased.

Moreover, one interesting finding of the contributions of group work which was
particularly designed on the basis of readiness was regarding the high achievers.
Such students expressed that in groups where readiness was not a commonality
among group members, they often felt the need to stand back and stay silent
although they had already mastered a certain skill or knew the answer to a
question. They even described this as “sacrificing their learning”. Yet, in groups
formed on the readiness basis, they reported being more active and even feeling
encouraged to work harder and produce more quality work. The feeling to stand
back and not to dominate the group may stem from students’ developed empathic
skills. Since empathy needs distance “from subjective experience to the
objectivity necessary to assist others towards self-growth” (Kurland & Malekoff,
2002, p. 54), the higher achievers with high levels of empathy may feel the need

to stay behind in order not to interfere with others’ learning experiences.

In addition to the contributions brought about by group work, the data revealed
that students regarded content and process differentiation as other contributing
factors. As a result of these factors, students reported increased motivation,
focus, learning, retention and autonomy. These results are all supported by
various studies. For example, Beler (2010) conducted a study to find out the
effects of DI on students’ learning and class management. He found out that DI
had positive effects on the learning of all students and increased their motivation
levels. Similarly, Aras (2018) investigated the impact of DI on students’ intrinsic
motivation, behaviour and academic achievement and found out that DI had a
positive impact on student motivation and behavior. Apart from increased
motivation, a study which aimed to identify the effects of DI on students’ reading

comprehension skills and learner autonomy conducted by Giilsen (2018)
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demonstrated that both variables increased. In the same vein, the participants in
the study carried out by Alhasmi and Elyas (2018) with the aim of seeking the
effects of differentiated grammar instruction reported increased motivation and
autonomy. Also, Demir’s (2013) study which investigated into the effects of
differentiated instruction on students’ achievement, learning retention, and
attitude to learning revealed increased achievement and retention levels.
Similarly, in a quasi-experimental study, Durmus (2017) aimed to find out the
effects of DI on students’ academic achievement and retention of learning
compared to a control group. His study demonstrated that differentiated

instruction was more effective in increasing learning retention.

The results of this study also showed that as a consequence of DI students
experienced increased self-efficacy in several areas. To begin with, students’
self-confidence in the writing skill increased. Most students attributed this
improvement to developed knowledge regarding the format of academic writing
and language use. This result is supported by the literature as well. In the
research review published by McQuarrie, McRae and Stack-Cutler (2008), it
was found that DI enhanced student self-confidence as “more students had the

opportunity to learn and feel successful as learners” (p. 13).

Secondly, students reported increased self-correction abilities. In other words,
they became able to detect their own mistakes much more easily. This finding
can be interpreted as students experienced increased metacognitive skills
because self-correction is a metacognitive regulation process (TEAL Center,
2010). The data also showed that with the help of DI students became more
autonomous. Similar to the self-correction concept, autonomy is also a
metacognitive skill. As Little (2009) suggests, the relationship between
metacognition and learner autonomy is fairly straightforward. As a result, the
interpretation regarding students’ increased metacognitive abilities can be

enhanced. This is supported by Giilsen’s (2018) study which found out that as a
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result of differentiated reading instruction, students’ autonomy levels increased.
However, the results of the study conducted by Tas (2013) does not support this
as his study revealed no statistically significant difference between the pre and
post test results of the students with regards to their metacognitive skills. This
contradiction can be explained by the characteristics of the participants in both
studies. In the present study, the participants were all university students whose
ages ranged between 19 and 22, whereas in Tas’s study they were grade 6
students who were around 11 and 12. This age difference may be the cause of
the conflict between the results of the two studies since “metacognitive ability

improves with age over the course of adolescence” (Weil et al., 2013, p. 269).

Lastly, the results of this study suggested that some students achieved greater
writing test scores. This increase in students’ academic achievement is supported
by various studies (Yabas, 2008; Ozyaprak, 2012; Saldirdak, 2012; Demir, 2013;
Tas, 2013; Atalay, 2014; Camci-Erdogan, 2014; Karip, 2016; Ozer, 2016;
Durmus, 2017; Kaplan Sayi, 2017; Yavuz, 2018). However, a quasi-
experimental study carried out by Aras (2018) found no significant difference
between the academic achievement levels of the two groups and is in line with
the findings of the studies conducted by Little, McCoach, and Reis (2014) and
Ward (2017).

5.1.3. Perceptions of DI

The results of the data analysis revealed that students in the DI classroom
perceived it as engaging, entertaining, safe and free. The enjoyment students
reported as a result of being in a DI class is supported by Saldirdak’s (2012)
experimental study. Similarly, Johnsen (2003) and McAdamis (2001)
discovered that use of DI strategies proved to be engaging and kindling student
interest. This is probably due to the fact that DI places great importance on

student interest and preferences, which in turn “creates a sense of empowerment
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for students” (Turville, 2007, p.6). In addition, students regarded DI classroom
as safe. This finding is supported by the study of Patterson, Connolly and Ritter
(2009, p. 51) which revealed that 87% of the participants “felt more confident to
speak up in class and 95% felt more comfortable in class” as a result of the secure
classroom environment. In addition to being secure, DI learning environment
was seen as free. In other words, students perceived that they were able to make
a choice for their own learning. This is reflected in Santangelo and Tomlinson’s
2009 study carried out with university students. The participants in this study
were also highlighted their ability to choose class activities and assessments in

DI classes.

However, there were limited studies in the literature which presented the
freedom aspect of DI as a result of student perception. This may be due to
differences in data interpretation and classification. Some researchers, for
instance, may have opted for interpreting freedom and related findings as
increased motivation since freedom in DI ultimately leads to increased
motivation levels, or similarly some may have placed it under the finding
increased interest. However, this study purposefully recognized and presented
freedom as a result of DI because it was a highly repeated adjective used to
describe the class atmosphere. The reason why the participants in this study used
the word so repetitively could be due to the frequent utilization of choices as a

DI strategy.

Due to the engaging, safe and free instructional environment, students in this
study reported high levels of interest and motivation. This is supported by the
literature as the two concepts are among the most cited findingd of DI studies
(Alhasmi & Elyas, 2018; Aras, 2018; Beler, 2010; Coleman, 2001; Hall, 2002;
Powers, 2008; Sizer, 1999; Strong et al., 2001 & Tieso, 2001). Recalling the
empowerment created by respecting and recognizing student interest and

preferences, it can be said that high levels of interest and motivation are expected
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as student empowerment “releases bonds of failure and frees children to go on

learning (Stone, 1995, p. 296).

Finally, students in this study perceived the instructor and the nature of the
teacher-student relationship positively. They described the teacher as supportive
and attentive. This might be stemming from the role of the teacher in a DI
classroom. As Tomlinson (2001) argues, a DI teacher is intentional about
“seeing and reflecting on individuals as well as the group; hunting for insights
about the individuals; erasing stereotypes; giving students a voice and building
a sense of community in the classroom” (p. 17). All these skills are based on the
individual and fosters the sense of respect for the person. Naturally, therefore,
teachers implementing DI and acting with DI principles are expected to be

regarded positively.

In conclusion, this study showed that it is possible to improve both the quality
of writing instruction and students’ writing skills through the use of
differentiated instruction strategies. The study revealed that students
experienced problems in writing academic English due to several issues related
to learners and teachers. It was seen that most of the problems students
experienced were either dealt with or eased through the contributions of DI.
Among these contributions, the most cited ones were detailed, one-to-one and
timely teacher feedback in addition to supportive group work. DI classroom,
which students regarded as engaging, safe and unrestricted, paved the way for
students to possess increased motivation and participation through helping them

become more autonomous.

5.2 Implications for Practice

The results of this action study revealed that students who attended the writing

classes conducted via differentiated instruction had favorable views about DI as
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an instructional method, that DI made significant contributions to students and
that DI helped improve students’ academic English writing skills. This study has

some implications for practice.

In the light of the results, it can be recommended that differentiated instruction
strategies are integrated into the prospective academic English writing classes in
this specific university. Curriculum developers in the Academic English Unit at
the university may include differentiated instruction in the writing components
of the programs which they are responsible for. The inclusion of differentiated
instruction strategies could provide students with various domains from which
they might benefit both academically and affectively. In addition, as a result of
the enhanced student-teacher relationship, teachers might gain increased levels

of professional satisfaction.

Furthermore, this study showed that action research is an effective way of
overcoming problems regarding school practices as a result of improving
students’ English skills and gaining favorable student perception. Therefore, this
study can pose as an example for practitioners who would desire to detect
existing or potential problems in their practice and apply action research in their

own contexts with the aim of addressing these problems.

Moreover, it can be suggested that teachers who are aspiring to apply
differentiated instruction in their classrooms conduct a pre-assessment stage
before designing lessons for an objective. As this study showed, there might be
student needs which teachers cannot foresee or which they assume as possessed.
In addition to the pre-assessment, teachers could consider administering an
open-ended questionnaire which investigates into students’ learning profiles and
backgrounds. Teachers then can make use of the data they gathered for designing

new classes or adapting existing ones as a response to their students’ needs.
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In addition, as all new skills, effective application of differentiated instruction
requires time and practice. Teachers should not refrain from implementing DI in
their own contexts, yet they ought to keep in mind that it will require familiarity
and experience. Therefore, they should always begin though at a point where
they feel comfortable. As Tomlinson also argues teachers need to “begin
differentiating instruction for the group you (they) find easiest to with” (2017, p.
64).

Lastly, teachers should always be prepared for early finishers and/or extra
struggling students. Even in a carefully assessed and planned class, there might
be some students who move ahead or beyond what is expected. In such cases,
teachers should have an arsenal of extra yet meaningful and purposeful tasks to

assist and foster students’ learning.

5.3 Implications for Further Research

The results of this study have some implications for further research with regards
to university students’ perceptions about developing English writing skills and

the impacts of differentiated instruction on their skills development.

To begin with, this study was designed as an action study and therefore required
the practitioner as the researcher. Yet, to gain more insight into the impacts of
the method and to establish a different perspective, this study could be designed
as a quasi-experimental one and employ a control group in addition to the group
with which the action study was applied. Similarly, the number of participants
could be increased, and quantitative data collection tools could be added to the
design of the study to so that the study is set up on a stronger basis. In addition,
a similar study might be conducted with students from different faculties and
departments to see whether students’ academic differences would yield similar

results and to evaluate the applicability of the method in such a context.
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Secondly, this study made use of differentiated lesson plans and activities all of
which designed or adapted by the teacher researcher. As a result, they required
a lot of time and effort. Further research, therefore, might include creating an
archive of pre-prepared and ready-to-use differentiation materials on a specific

subject-matter in a given discipline.

To conclude, it is expected that the above-mentioned implications of this action
study will yield greater insight into future differentiated instruction research and

issues about its implementation.
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kullaniimasi planlanan tim formlar ektedir.
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APPENDIX C: STUDENT BACKGROUND AND LEARNING PROFILE
QUESTIONNAIRE

Ogrenci Bilgi Formu
Adm-Soyadin:
Yasn:

Bolumiin:

Bu anketi hangi ders i¢in dolduruyorsun?:

1. Okulda en sevdigin ders veya aktivite hangisi? Neden?

2. Okulda en sevmedigin ders veya aktivite hangisi? Neden?

3. Ingilizce derslerinin en sevdigin kism1 hangisi? Neden?

4. Ingilizce derslerinin en sevmedigin kismi1 hangisi? Neden?

5. Sence sen nasil bir 6grencisin?

6. Ogretmenler ilgini gekmek icin ne yapabilir?

7. Litfen c¢ok i1yi 6grendigini diisiindiigiin bir dersi anlat. Sence o dersi o

kadar iyi yapan neydi?
y1yap y 120



10.

11.

12.

13.

14.

15.

Simdi de ¢ok sevdigin ve isini ¢ok iyi yaptigmi diisiindiiglin bir

O0gretmenini anlat. Onu bu kadar sevdiren ve iyi yapan neydi?

Tek basina mi, kiiclik gruplarda (2-3 kisilik) ya da biiyiik gruplarda (3

kisiden fazla) ¢alismay1 m1 seversin? Neden?

Derslerde gorsel 6gelerin kullanimi hakkinda ne diisiiniiyorsun?

Ingilizce dersinde hangi konular ilgini ceker?

Ingilizce dersinde ne tiir materyaller ilgini ¢eker?

Sence simif i¢inde ve digsinda 6gretmenin rolii ne olmalidir?

Ne tiir 6devleri yaptiginda daha ¢ok 6grendigini diisiiniiyorsun?

Arkadaslarinla vakit gecirmek disinda, bos zamanlarinda ne yapmayi

seversin? Neden?

121



16. Okul disinda herhangi bir takima, kuliibe ya da organizasyona katiliyor

musun? Evetse, bunlar hangileri?

17. Okul disinda herhangi baska bir sorumlulugun var m1? (Ornegin, part-

time bir iste ¢calisiyor olabilirsin.)

18. Litfen kendini 3 kelime ile tanimla.

19. Kendinle ilgili gurur duydugun bir seyi yazar misin? (Bir basari, karakter

ozelligi vs.)

20. Kendinle ilgili degistirmek istedigin bir seyi yazar misin? (Bir aligkanlik,
huy vs.)

21. Liitfen favorilerini yaz. (Birden ¢ok cevap verebilirsin.)

Kitap

Yazar/Sair

Film/Dizi

Sarkic/Grup

Tartisma
konusu
TV

programi

Oyun

Spor

Taninmis
kisi
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Yemek-Tath

Telefon
uygulamasi

Acik hava
aktivitesi

Kapah alan
aktivitesi

Tatil sekli

Ozdeyis

Sarki sozii

22. Bu dersten beklentilerin nelerdir?

23. Soylemek istedigin baska bir sey var m1?
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APPENDIX D: SEMI-STRUCTURED INTERVIEW PROTOCOLS

B.1. After Midterm Interview Questions

Ogrenci Goriisme Formu 1

Tarih: Saat: Gortisiilen Numarasi:

Arastirma Sorulari:

1. Universite diizeyinde Ingilizce akademik yazma dersinde 6grenciler ne
tiir problemlerle karsilastyorlar?

2. Farkhlagtirllmis Ogretim Ogrencilerin akademik yazma becerilerini
gelistirmelerine herhangi bir katki sagliyor mu? Sagliyor ise ne tiir ve
nasil bir katki sagliyor?

3. Ogrencilerin Ingilizce akademik yazma dersinde farklilastirilmis

Ogretimin kullanilmasiyla ilgili algilar1 nelerdir?

Merhaba, bildiginiz gibi Baskent Universitesi'nde 6gretim gorevlisi olarak
calismaktayim. Farklilastirilmis 6gretimin Ingilizce akademik yazma becerisine
etkileri hakkinda bir arastirma yapryorum ve sizinle Ingilizce akademik yazma
becerisinin ¢esitli boyutlar1 ile ilgili duygu ve diisiincelerinizi 6grenmek i¢in
goriismek istiyorum. Bu goriismeyi 6grencilerle yapiyorum ciinkii 6grencileri
aragtirmam i¢in en gilivenilir, gercek ve uygulanabilir geribildirimi verecek
bireyler olarak gériiyorum. Bu arastirmada ortaya ¢ikacak sonuglarin Ingilizce

akademik yazma derslerinin gelistirilmesine katkida bulunacagini umuyorum.

Bana goriisme siirecinde sdyleyeceklerinizin timii gizlidir. Bu bilgileri
arastirmacilarin disinda herhangi bir kimsenin gormesi miimkiin degildir.
Ayrica, arastirma sonucglarimi yazarken goriistii§iim bireylerin isimlerini

kesinlikle rapora yansitmayacagim. Baglamadan once bu sdylediklerimle ilgili
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belirtmek istediginiz bir diisiince ya da sormak istediginiz bir soru var mi?

Goriismeyi izin verirseniz kaydetmek istiyorum. Bunun sizce bir sakincasi var

m1? Bu goriismenin yaklasik 20 dakika siirecegini tahmin ediyorum. izin

verirseniz sorulara baglamak istiyorum.

Gorlisme Sorulari

1.

Hangi liseye gittiniz?
Sonda: Lisede Ingilizce dersleri aldiniz mi1?

Okulunuzun Ingilizce’ye yaklasimimi nasil tanimlarsmniz?

Okul disinda Ingilizce ile iliskiniz nasil? Ingilizceyi igeren hangi
aktiviteleri yapiyorsunuz? Neden?
Sonda: Ingilizce programlar izliyor musunuz? Ingilizce okumalar

yapiyor musunuz? Bunlar neler? Neden bunlar1 okuyor/izliyorsunuz?

Dil 6grenmek kolay olmayabiliyor. Ingilizce Ogrenirken ne tiir
problemler ya da zorluklarla karsilasiyorsunuz?
Alternatif:

Ingilizce derslerinde sizi neler endiselendiriyor? Neler zor geliyor?

Simdi Ingilizce derslerinin fark: bilesenleri (okuma, yazma, dinleme ve
konusma) hakkinda konusalim. Bunlardan hangisini en c¢ok
seviyorsunuz? Neden?

Hangisini en az seviyorsunuz? Neden?

Ingilizce akademik yazmayi ilk ne zaman 6grendiniz?
Sonda: O zamanki duygu ve diisiincelerinizi tarif edebilir misiniz? O
zamandan bu zamana bu duygu ve diislinceler degistiler mi? Degistilerse

nasil ve neden degistiler?
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10.

11.

Birlikte isledigimiz Ingilizce akademik yazma derslerimizi diisiin liitfen
ve farz edelim ki yan subeden bir arkadasiniz size sunu sordu: “Sizin
hocaniz yazma derslerinde farklilagsmis 6gretim diye bir sey yapiryormus.

Bunun diger derslerden farki ne?”” Nasil anlatirdiniz?

Farklilagtirilmis 6gretimle islenen yazma derslerinin sevdiginiz yonleri
neler?
Farklilagtirllmis 6gretimle islenen yazma derslerinin sevmediginiz

yonleri neler?

Hatirlarsaniz fikir iiretimi tekniklerini isledigimiz derste, fikir iiretme

safhasinda dilediginiz teknigi se¢ebilmistiniz. Bu nasil bir deneyimdi?
Donem basindaki yazma becerinizi ve simdiki yazma becerinizi
diisiindiigiiniizde ne gibi farkliliklar goriiyorsunuz?

Sonda: 1 ile 10 arasinda bir rakam vererek ifade edebilirsiniz.

Belirtmek istediginiz bir diisiince ya da sormak istediginiz bir soru var

mi?
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B.2. After Final Interview Questions

Ogrenci Goriisme Formu 2

Tarih: Saat: Goriisiilen Numarasi:

Arastirma Sorulari:

1. Universite diizeyinde Ingilizce akademik yazma dersinde 6grenciler ne
tiir problemlerle karsilastyorlar?

2. Farkhlagtirllmis Ogretim Ogrencilerin akademik yazma becerilerini
gelistirmelerine herhangi bir katki sagliyor mu? Sagliyor ise ne tiir ve
nasil bir katki sagliyor?

3. Ogrencilerin Ingilizce akademik yazma dersinde farklilastirilmis

Ogretimin kullanilmasiyla ilgili algilar1 nelerdir?

Merhaba, bildiginiz gibi Baskent Universitesi’nde 6gretim gorevlisi olarak
calismaktayim. Farklilastirilmis 6gretimin Ingilizce akademik yazma becerisine
etkileri hakkinda bir arastirma yapryorum ve sizinle Ingilizce akademik yazma
becerisinin ¢esitli boyutlar1 ile ilgili duygu ve diisiincelerinizi 6grenmek i¢in
goriismek istiyorum. Bu goriismeyi 6grencilerle yapiyorum ciinkii 6grencileri
arastirmam i¢in en gilivenilir, gercek ve uygulanabilir geribildirimi verecek
bireyler olarak gériiyorum. Bu arastirmada ortaya ¢ikacak sonuglarin Ingilizce

akademik yazma derslerinin gelistirilmesine katkida bulunacagini umuyorum.

Bana goriisme siirecinde sdyleyeceklerinizin timii gizlidir. Bu bilgileri
aragtirmacilarin disinda herhangi bir kimsenin gormesi miimkiin degildir.
Ayrica, arastirma sonuglarimi yazarken goriistiiiim bireylerin isimlerini

kesinlikle rapora yansitmayacagim.
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Baslamadan 6nce bu sdylediklerimle ilgili belirtmek istediginiz bir diisiince ya
da sormak istediginiz bir soru var mi1?

Goriismeyi izin verirseniz kaydetmek istiyorum. Bunun sizce bir sakincasi var
mi1?

Bu gériismenin yaklasik 20 dakika siirecegini tahmin ediyorum. Izin verirseniz

sorulara baglamak istiyorum.

1. Midterm oOncesi goriismeyi diisiiniirseniz, fikirlerinizde herhangi bir
degisiklik oldu mu?
Sonda: Evet ise, ne gibi degisiklikler oldu?

2. Midterm sonrasinda essay yazmayi Ogrendik ve bu siirecte bazi
metotlarla derslerimizi isledik. Ornegin essay pratigini igin istediginiz herhangi
bir konuda yapabilmistiniz. Sence bu nasil bir deneyimdi?

Sonda: Belirli ve sabir bir konu olmamas1 ve 6zgiir olmaniz nasil bir deneyimdi?

Boyle olmasaydi nasil bir deneyim olurdu?

3. Yine midterm sonrasi essay Ogrendigimiz haftanin devamindaki
dersimizde, ‘Ben Essay yazmay1 tam anlamadim’ diyenler bir grup olsun; ‘Ben
anladim hazinim’ diyenler pratikle devam etsin.” demistim. Bu nasil bir
deneyimdi?

Sonda:

Boyle olmasaydi nasil bir deneyim olurdu?

4. Hatirlarsaniz siz essay hakkinda higbir sey bilmeden size bir essay
yazdirdim. Sonr bu essayleri size geri vermedim. Essay yazimini1 6grendikten ve
bir essay daha yazdiktan sonra ilk yazdiginiz essayleri size geri verdim ve

karsilastirmanizi istedim. Bu nasil bir deneyimdi? Neler hissettin?
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Sonda:
Iki essayin arasindaki fark size kendi gelisiminizle ilgili neler sdyledi?

5. Farklilagtirilmis 6gretimin sevdiginiz ve sevmediginiz yonleri neler oldu?

6. Belirtmek istediginiz bir diisiince ya da sormak istediginiz bir soru var mi?
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APPENDIX E: STUDENT AFTER LESSON QUESTIONNAIRE

Tarih: 12.10.18 3. Hafta

Buglinkti derste:

e en ¢ok ne yaparken keyif aldin? Neden?

e en ¢ok ne yaparken zorlandin? Neden? Bu zorlugun iistesinden gelmek

i¢in ne yaptin?

e en ¢ok hangi aktivitede 6grendigini hissettin? Neden?

e sana ve 0grenmene nasil bir yardimim dokundu?

e Ogrenmeni zorlastiran herhangi bir sey oldu mu? Olduysa, liitfen ne

oldugunu agikla.

e Sonraki derslerimizde sana ve 6grenmene nasil daha ¢ok katkida

bulunabilirim?
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APPENDIX F: SAMPLE RESEARCHER REFLECTION NOTES

After Lesson Reflection 1

Week 3 12.10.2018 Friday Objective: Paragraph
Writing

Derste 17 6grenci vardi. Dersin basinda 6grencilere writing error code kagitlarini
dagittim ve feedback verirken kullandigim error code’lar1 agikladim. Tek tek her
bir kodu, anlamin1 ve 6rnegini analiz ettikten sonra 6grenciler bir hafta 6nce
yazdiklar1 paragraflar ile single point rubriclerini aldilar. 5 dakika kadar
paragraflarin1 ve feedbackleri inceleyen Ogrenciler daha sonra rubriclerin
tizerinde yazan harfe gore (A, B & C) 3 farkli gruba ayrildi. Siifta su sekilde
oturdular:

Ogretmen
Masasi

Her grup daha onceden hazirlamis oldugum ve hem dilin kullanim1 hem de
egzersizlerin karmasikligi agisindan kolaydan zora dogru (A-B-C) giden ¢calisma
kitapciklariyla ¢alismaya basladi. Onlar egzersizleri yaparken ben siirekli hem
tiim gruplart hem de tek tek 6grencileri gézlemledim, sorularina cevaplar verdim
ve takildiklar1 noktalarda yardimci oldum.

Ik basta A ve B gruplarindaki baz1 6grenciler bu gruplamadan biraz rahatsiz
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olup, kagitlarinin ¢ok kotii oldugunu ve o yiizden bu gruplarda olduklarin
disiindiiler. Ancak onlara bunun 1iyilik, kotiiliikten ziyade ihtiyaglar
dogrultusunda yapilan bir gruplama oldugunu agikladim. Ayrica, paragraflarina
istinaden 132abul132 oldugum single point rubric’lere bakmalarin1 ve orada
kagitlarinin bazi maddelerinin “good” ya da “you got this” bandinda oldugunu
ancak bazi maddelerin “Almost there” bandinda oldugunu séyledim.

Calismaya bagladiktan sonra 132abull32ve tutumu olan 6grenciler de 6zellikle
tam olarak takildiklar1 noktalar1 agikladigimda, daha olumlu oldular ve daha ¢ok
soru sormaya, sordugum sorulara cevap vermeye ve dogru cevaplar vermeye
basladilar. Ayrica, gozlemledigim kadariyla oldukca on-task’lardi. Sadece A
grubundan 3 6grenciyi 1’er kere telefonla ilgilendikleri i¢in uyardim ki onlar bile
biitiin tasklar1 yaptilar.

C grubundaki 6grencilerden biri (Ebru) B grubunda olsa daha iyi olabilirdi. C
grubu ona biraz fazla zorlayici geldi ilk etapta ama benim yardimim ile o da
tasklar1 yapti.

Genel olarak derste tiim Ogrenciler aktifti ve sikildiklarina dair bir isaret
almadim. Isteyen tek isteyen arkadasiyla ¢alist1 ve giizel fikir alisverislerinde
bulundular. Ornegin, ben bir egzersiz hakkinda feedback verirken B grubundan
bir 6grenci (Erce), grup arkadaslarina “Demistim size” dedi ve giildiiler. Ayrica
C grubundan Dilara ve Aleyna ilk kez zorlandiklarin1 daha onceki Ingilizce
yazma derslerinde “Aman yapmis olalim” diye yaptiklarim1 ama bu seferki
egzersizlerin onlara ¢ok 1yi geldigini soylediler.

Dersin bende biraktig1 genel etki olduk¢a olumlu. Ogretmeni biraz yoran bir ders
olsa da dgrencilerin olumlu tepkisi ve dgrenmis olmalari her seye deger. Ustelik
bu tarz farklilastirilmis materyallerin yazma dersi gibi kendini tekrar edebilen
derslerde bir kere olusturulup sonrasinda tekrar tekrar kullanilabilecegini
gordiim ki bu da 6gretmenin isini diger derslerde oldukga kolaylastiracaktir.
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APPENDIX G: INFORMED CONSENT FORM FOR STUDENTS

Arastirmaya Goniillii Katilim Formu
Bu arastirma, ODTU Egitim Bilimleri Boliimii Egitim Programlari ve
Ogretim programi Yiiksek Lisans dgrencisi Burcu Leblebicier tarafindan Prof.
Dr. Ali Yildinnm danigmanhgindaki yiiksek lisans tezi kapsaminda
ylriitiilmektedir. Bu form 133abu arastirma kosullar1 hakkinda bilgilendirmek

i¢in hazirlanmastir.
Calismanin Amac1 Nedir?

Aragtirmanin amaci, farklilagtirilmis 6gretim yontemi ile islenen yazma

derslerinin 6grencilerin akademik basarilarina etkisini belirlemektir.
Bize Nasil Yardimci Olmanizi Isteyecegiz?

Aragtirmaya katilmay1 133abul ederseniz, yazma derslerini CENG 243
dersini aldiginiz bir donem boyunca farklilagtirilmis O0gretim yontemi ile
isleyeceksiniz. Bu yontem ile yazma derslerinin igerigi, siireci ve/veya triini
sizin 1ilgi alanlariniza, O6grenme stillerinize ve/veya hazirbulunusluk
seviyelerinize gore farklilastirilacaktir. Bu farklilastirmayi1 yapabilmek igin
donem igerisinde ve sonunda ilgi alanlarmizi, 6grenme stillerinizi ve/veya
hazirbulunusgluk seviyelerinizi ve yontem ile ilgili duygu ve diisiincelerinizi
belirlemek amaciyla bazi kisa sorulari cevaplamaniz, goriisme veya
degerlendirmeler (yazili/sozlii) yapmaniz istenilecektir. Sozlii goriisme ve
degerlendirmeler daha sonra igerik analizi ile degerlendirilmek {izere kayit altina

almacaktir.
Sizden Topladigimiz Bilgileri Nasil Kullanacagiz?

Aragtirmaya katiliminiz tamamen goniilliilik temelinde olmalidir.

Calismada sizden kimlik veya kimlik belirleyici higbir bilgi istenmemektedir.
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Cevaplariiz tamamiyla gizli tutulacak ve sadece arastirmaci tarafindan
degerlendirilecektir. Katilimcilardan elde edilecek bilgiler toplu halde

degerlendirilecek ve bilimsel yayimlarda kullanilacaktir.
Katiliminizla ilgili bilmeniz gerekenler:

Calisma genel olarak kisisel rahatsizlik verecek sorular veya
uygulamalar igermemektedir. Ancak, katilim sirasinda sorulardan ya da
herhangi bagka bir nedenden 6tiirii kendinizi rahatsiz hissederseniz ¢alismadan
ayrilmakta serbestsiniz. Boyle bir durumda aragtirmaciya calismadan ¢ikmak

istediginizi sdylemek yeterli olacaktir.
Aragtirmayla ilgili daha fazla bilgi almak isterseniz:

Aragtirma sonunda, bu caligmayla ilgili sorulariniz cevaplanacaktir. Bu
calismaya katildiginiz i¢in simdiden tesekkiir ederiz. Calisma hakkinda daha
fazla bilgi almak icin Egitim Bilimleri boliimii 6gretim iiyelerinden Prof. Dr. Ali
Yildirrm (E-posta: aliy@metu.edu.tr) ya da yiiksek lisans 6grencisi Burcu
Leblebicier (E-posta: e166790@metu.edu.tr) ile iletisim kurabilirsiniz.

Yukaridaki bilgileri okudum ve bu ¢alismaya tamamen goniillii olarak
katiliyorum.

(Formu doldurup imzaladiktan sonra uygulayiciya geri veriniz).

Isim Soyad Tarih Imza
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APPENDIX H: SAMPLE INTERVIEW CODING

Aragtirmact:

Biitiin donemi degerlendirmeni istiyorum nasildi bu dersler, nasil degerlendirirsin?
Ogrenci: Diger writing derslerine gére daha
aktifti. Daha etkilesimli ve i¢ igeydik. O
samimiyeti yakaladik. Bir seyleri
yapabildigini fark edince insan daha da
iizerine gidiyor. Bunu fark etmemizi sagladi
dersler. O samimiyeti yakalayinca mutlu
olduk. Mutlu olunca da geleyim bu derse
dedim. Onceden bdyle olmuyordu. Kafada
bir sablon belirliyorduk. Yaziyorduk bitti.
Aragtirmact:

Derslerin samimi olmasinda farklilasmis egitimin katkisi oldu mu?

More active
interactive

Warmer

Increased attendance

Ogrenci: Tabi ki. Bundan 6nce tek bagina

bir seyler liretmeye calistyordum. Tek

diisiincem Ingilizce dersini gegmekti. Su an

hani 6grenmek istedim. Benim agimdan ¢ok

iyiydi. Ben Ingilizce bunu yapabilirim

dedim. 3 yil gérmeme ragmen ilk defa bunu

saglayanin da farklilagtirilmis egitim

oldugunu diisiiniiyorum. Onceden bu ders

benim oniimde engel asayim bitsindi.

Hocalarimizda bu kafadaydi. Verinler rahat  Focus on improvement
etsinler kafasindaydilar. Ama su an o on learning not grades
kafada degilim. Daha diizgiin ve daha not on passing the classes
olgun ciimleler kurabiliyorum. Caba sarf

ediyorum. Onceden yazayim dogruysa

dogrudur yapayim geceyim derdim.

Aragtirmact:
Bu farklilastirilmis 6grenme yontemlerini kullandigimiz yazma derslerini diisiin.
Cok etkili oldugunu diisiindiigiin ne var?
Ogrenci: Grup caligmalari. Ben normalde
tek caligmayi seven biriyim ama writing
Ingilizce oldugu i¢in grupga galisarak
bilmedigim bir seyi yanimdakine sorarak

Group work
etkilesim i¢inde oldum. Akilda da kaliyor. p L
- . Increased communication
Onceden bir yere yazmadan aklimda .
collaboration

kalmazdi. Anlamina baksam bile haftaya

. . 1 i tenti
derste diisiiniirdiim neydi bu diye. eatning retention
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Aragtirmact:

Ortak bir grupta bir seyleri paylasmanin samimiyet yarattigini syledin. Bunun nasil
bir katkis1 oldu?

Ogrenci:

Higbir payda da bulusmadigimiz insanlarla

ortak yanilgilarimiz sayesinde bir payda da

bulustuk ve bu o insanla yakinlasmamizi

saglad1 ve bir yanlis1 gecince bir samimiyet

kurduk. Bu yonden benim i¢in gayet

etkiliydi. Ben yine o insanla konusurum Common mistakes/needs =
ama yanlisimi sdyleyecek ¢ok az kisi developed friendships
taniyorum. Ama onceden 5 kisiyi tantyor

15 kisi tanimiyorsun. Bu yiizden bir sey Less anxiety

sOylesem giilerler mi elalem ne der kaygisi ~ More curiosity

oluyordu. Bu metotla 6grenme kaygisi

azaliyordu. Merak uyandiriyor. Ben bir sey ~ Helpful feedback

yapayim ve dogru olduguna inanayim

olarak diisiinliiyorum. Bazen yanlis olsa da

yaztyordum. Ciinkii diyordum ki bundan

feedback alacagim ve dogrusunu

Ogrenecegim.

Aragtirmact:

Grup calismalari yaninizda oluyordum ve feedback veriyordum bu konuda ne
diistiniiyorsun?

Ogrenci: En etkili feedbackleriniz oluyordu

zaten. Yanlisi hemen fark edip, “Hah!”

deyip hemen diizeltip tekrar gosteriyorduk.  Feedback - most effective
Akilda kalici sekilde oluyordu. Biz daha Increased learning
once feedback almadik. Aldiysak bile cok retention

nadir. Ama simdi bir sey yazip farkl

birinin gérmesi...Akilda kalici oluyor.

Aragtirmact:

Thtiyaclariniza gore aldigimiz feedbackler degisti. Bunun hakkinda ne
diistiniiyorsun?

Ogrenci: Deger gordiigiimiizii gordiik.
Bunun nedeni, benim feedbackimle en
yakin arkadagiminki bambaskaydi. Benim
icin ¢ok zor olan seyin onun i¢in kolay
oldugunu fark ettik. Zaten gruplar da buna
gore ayrildigi igin beraber altindan
kalkmaya ¢alistik. Beraberlik oldu. Tek
yaparken canim sikilsa bile grupla
sikilmadi. Hem eglenip hem de akilda
kalmasini sagliyordu.

Feeling valued

Group work
Collaboration

Having fun and sense of learning
Increased learning retention
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Aragtirmact:

Essay yazarken sizi konu segmede 6zgiir biraktim. Onun hakkinda ne diisiiniiyorsun
?

Ogrenci:

Kendi istedigin, sevdigin konuda bir sey

yazma daha iyi.

Kendi sevdigim konu olunca agiklayici ciim  interest based topic = better

leler kurdum.

Yanlis bile olsa dogrusunu dgreniyorsun.

Arastirmaci: Siz essay 6grenmeden Once size bir essay yazdirdim. Aldim ve geri ver

medim. Essay yazmasini1 6grendik. Sonra son hafta size ilk yazdiklariizi geri

verdim. 1k yazdigin essayi aldiginda ne hissettin? Ne diisiindiin?

Ogrenci: Dedim ki essay zor bir sey

degilmis. Sadece diizen. Yapabildigimi

hissettim. Kendimi daha iistiinii

yazmaya zorladim. ilk essayimde aklima
ne geldiyse onu yazmisim.
Okudugumda ciimlelerin yerini
degistirmem gerektigini fark ettim.

Increased self-efficacy
self-correction
sense of accomplishment

Arastirmaci: Bu sana ne gosterdi gelisiminle alakali?
Ogrenci: Buras1 olmamis surast yanlis
diyebiliyorum artik. Daha dogru ciim

leler segebilirim. Bir insanin kendisin Increased self-correction
de hata bulmasi ¢ok zordur. Ama ben self-evaluation
buluyorum artik. Artik daha iyi gore

biliyorum.

Arastirmact: Dénem bitti sdyle bir genel diisiindiigiinde dersleri senin Ingilizce’ye b
akis acini degistirdi mi? Nasil?
Ogrenci: Onceden sadece Ingilizce bir

boliimde okuyorum bunu vermem

gerek diye diisiiniiyordum.

Hayatimin her yerinde Ingilizce

olacak biliyorum ama iistiine

gidebilecegim ve sevecegim bir

ortam yoktu. Tlk 6nce o olustu. Ve

Ingilizce hayatimda olmas1 gerek. positive attitude
Yurtdigina gitmek istiyorum. increased sense of learning
Konusmak istiyorum. Ingilizce self-efficacy

diistinemiyordum. Bunu nasil
yapacagimi gordiim. Farkli bir
kalibin digina ¢ikabildim. Ben
begendim bu dersi ilk defa mutlu
ayrildim. Digerlerinde D alayim
geceyim mantigindaydi. Simdi ise iyi
ya boyle devam ederse yurtdisina
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gidebilirim diyorum. Kendimi
tamamen agmis olurum.

Su an bir seviyedeyim ama istedigim
seviye degil.

O seviyeye gelebilecegimi derste
anladim.

Arastirmaci: Son olarak eklemek, soylemek istedigin bir sey var mi?
Ogrenci:

Bence tiim Ingilizce dersleri boyle olmali. DI should continue
Hazirlik bile.

Arastirmaci: Tesekkir ediyorum.
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APPENDIX I: SAMPLE INTERVIEW CODING BOOK

Problems Regarding Academic Writing

1. Grammar usage problems

2. Vocabulary usage problems

3. Not getting (enough) feedback
4. One type of instruction

5. The same expectations for all

8. Feeling not improved/challenged

9. Feeling lost and behind

10. Feeling obliged

11. Having low motivation

13. Feeling self-sacrificing

15. Feeling misunderstood by teachers and classmates
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APPENDIX J: SAMPLE AFTER LESSON QUESTIONNAIRE
CODING

Bugiinkii derste: S Is

¢ encok ne yaparken keyif aldin? Neden?

T oo™ § dinos 1 (Srwr\\*-\ konuwy '}“"L’W
P‘\%’M: en Tamr\\ ga\‘ow qa\\w Y .
R >

® encok ne yaparken zorlandin? Neden? Bu zorlugun ustesmden gelmek igin ne yaptin?

et Gy gl Uk Felvac 1

e B

® en ok hangl aktivitede dgrendigini hlssettm” Neden?

\
En Gel Yople serddencs ALVIHONIAT yperiin SBrend BT
> ‘ﬁdhm e‘;’i:ldl Lg,doxem\[m M%“de SUFQH'\ en
)@;\ T\A’}sTf\T bving& ™ Joznoum Qa&wﬁk

2
>

* sana ve 6grenmene nasil bir <;/ardlmlm dokundu?

LandTmd greimdon doleon o 3e\s§hrda¢(,o¢%xm' ki,

e 6grenmeni zorlastiran herhangi bir sey oldu mu? Olduysa, liitfen ne oldugunu agikla.

Simadi,

&

“\ S0

. n,jSonrakl derslerimizde sana ve ogrenmene nasil daha cok katkida bulunabilirim?

N Tt ettt W
£ Gelgralor The,
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APPENDIX K: SAMPLE AFTER LESSON QUESTIONNAIRE

CODING BOOK

Date:
12.10.2018
Week 3

S1

S2 S3

S4

S5

Question

Answer

Answer Answer

Answer

Answer

1. Which
activity did
you enjoy
the most?
Why?

2. Which
activity
was the

most
challenging
? Why?
How did
you
overcome
it?

3. During
which
activity did
you feel
that you
learnt?
Why?

4. How did
I help you
and your

learning?

5. Has
there been
anything
hindering
your
learning?
If so,
please
explain.

6. How can
I help you
more in the
following
lessons?

Group
Work
collaboratio
n

Vocab and
grammar

Feedback

no

DI should
continue

Recognizi

ng
mistakes
Feedback

Recognizing
X mistakes
Feedback

Feedback Feedback

no no

DI should
continue

DI should
continue

Was able to do
the task.
increased
confidence

Group Work
feedback

Was able to do
the task.
increased
confidence

Feedback
Easy
communication

no

DI should
continue

collaboratio
n

Learning
has taken
place

Feedback
Recognizing
mistakes

no

A repeat
lesson

DI should
continue
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APPENDIX L: PARAGRAPH WRITING PRE-ASSESSMENT

Paragraph Writing Pre-Assessment

Name: Date:

1. List all the things that make a “good” paragraph.

2. Inyour groups share your list. Tick next to the same items and discuss the
different items. As a group, create a final “what makes a good paragraph?”

list.

Final “what makes a good paragraph?” list.
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Write a paragraph (around 120 words) on one of the questions below.

e What is your favorite YouTube channel? Explain why.
e Do you think football players gain too much money? Why?

e Do you agree with the following statement: “A good singer should be a
role model for the society”? Why?

e Do you agree with the following statement: “Students should not be
given homework”? Why?
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APPENDIX M: SAMPLE STUDENT PREASSESMENT
PARAGRAPHS

Student 1:

MS favorite compukec aamefs ‘\\\aaer\)nmwnﬁam%rom_
. an onling way game .

Pugs is u‘uqr and ofNAL éqmgs.‘(hls Jome goes Ycougn o
mep- The Ploygrovnd is constontly shinting and players fignt
e end. The aqme 1S \3\@&«3 as SoW jwe pecpPle ond
fovr peopie. 1 ke wmputess games n my children.

Student 2:

o Ot ny_ple NolTbe e ki o doe, Lo
mmummw@mﬂpb\mg-
om 1 addicded o' hen & ondls F\m“\lj* e hove oo wlerests wila b,

Ha ot ore dsk och ﬁwm%m%m&mhﬁm
(

(
W@J&%MLML&%MSM%_\&%M ﬁg%utj.«m\mmd

d’m‘m A\‘We’ he g8 W(j credeard \Mtboe& e 8 o0 -awerd. wirer ark dicstlor
o be e ogrey o doded O e olber berd, e 5.0 oot Lost gar

MMM&AMMMM%&ML

in he
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APPENDIX N: DIFFERENTIATED MATERIALS ON PARAGRAPH
WRITING

Group A

Choosing a Topic Sentence

Instruction: Work alone or with a partner. Read each paragraph and the three
sentences that follow it. Choose the best topic sentence for the paragraph and write it
on the line.

PARAGRAPH 1

...................................................................... He was the captain of two
sports teams at our high school. He was our best wrestler and our best tennis player.
He is also a good swimmer and a fast runner. He runs every day to stay in shape.
Sometimes Kai and I play ping pong together. Kai usually wins. He is good at ping
pong too.

a. Kaiis a great friend.

b. My friend Kai and I like sports.

¢. My friend Kai is good at sports.

PARAGRAPH 2

...................................................................... For example, butterflies
called Painted Ladies fly all the way from Europe to Africa. They also fly from
Australia to New Zealand. Monarch butterflies fly from Canada to Mexico. This trip
can be 3,000 miles long. It is amazing how far some butterflies can fly.

a. Butterflies are beautiful.

b. Some butterflies are great travelers.

c. Butterflies live in many parts of the world.

Adapted from Fundamentals of Academic Writing (p. 6-8), by L. Butler, 2007, White
Plains, NY: Pearson Education Copyright 2007 by Pearson Education.
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Group B
Choosing a Topic Sentence

Instruction: Read the paragraphs. Circle the letter of the best topic sentence for each
one and write it on the line.

PARAGRAPH 1

Living in a foreign country has a number of benefits. First, living
in a foreign country helps you learn another language faster than studying it at school.
Second, you can learn directly about the history, geography, and culture of a country.
Third, you become especially knowledgeable about different cultures and different
ways of living. Fourth, living in a foreign country makes you appreciate your own
country more.

a. Living in foreign country helps you learn.
b. Everyone should live in a foreign country for a while.
c. Living in a foreign country has a number of benefits.

PARAGRAPH 2

. Some colleges and universities in the
United States are private. Private colleges and universities do not get money from
taxes, so they are usually more expensive. Other colleges and universities are public;
that is, the citizens of each state pay some of the costs through their taxes. As a result,
public colleges are cheaper for students to attend. No matter which type of college you
attend—public or private—you can get a good education.

a. There are two main types of colleges and universities in the United States.
b. Public colleges and universities get money from taxes.
c. There are many colleges and universities in the United States.

Adapted from First Steps in Academic Writing (p. 41), by A. Hogue, 2008, White
Plains, NY: Pearson Education Copyright 2008 by Pearson Education

146



Group C
Writing Topic Sentences

Instruction: Read each paragraph. Then write a good topic sentence for it. Be sure to
end each topic sentence with correct punctuation.

PARAGRAPH 1

Young people tend
to buy them because they want to look “cool” to their friends. It is much easier for
young person to impress other people with a fast sports car than with your father’s
minivan. Wealthy people, however, enjoy sports cars because they want to show
others that they have status in their community. I have never seen a doctor or
lawyer driving around in an old station wagon. Finally, sports cars appeal to
adventurers. Adventurers are people who like to take risks on the road. Whatever
the reasons, I think sports cars are here to stay.

PARAGRAPH 2
One is size. Most

modern reptiles are small. Dinosaurs were much, much larger than any reptile that
we have on Earth today. Second, the legs of most reptiles today are on the sides of
their body. However, dinosaurs’ legs were on the bottom of their body. In this
way, dinosaurs could stand up on their back legs. Third, today’s reptiles use the
environment to control their body temperature. In contrast, dinosaurs controlled
their own body temperature. They did not depend on their surroundings. While
reptiles and dinosaurs may seem very similar, they are actually quite different.

147



APPENDIX O: ESSAY WRITING PREASSESSMENT TASKS

0.1 Concept Check Task

ESSAY WRITING

Read the text below and write the most suitable word in the blanks.

introduction good  organization longer

divide complex conclusion topic

An essay is a piece of writing several paragraphs long. It is about one

(1), just like a paragraph. However, because the topic of an essay is
too (2) to discuss in one paragraph, you need to (3) it into
several paragraphs, one for each major point. Then you need to link the

paragraphs together by adding a(n) (4) and a(n) (5).

Writing an essay is no more difficult than writing a paragraph. It’s just an essay
is (6). The principles of (7) are the same for both, so if

you can write a (8) paragraph, you can write a good essay.

Adapted from Writing Academic English (p. 56), by A. Oshima, & A. Hogue,
2006, White Plains, NY: Pearson Education Copyright 2006 by Pearson
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0.2 Diagnostic Essay Task

Essay Writing Preassessment

Name: Date:

Write an essay (around 250 words) on one of the questions below.

e What is your favorite book or movie, and why should people
read or watch it?

e Would you rather be very beautiful’handsome or very smart? Why?
Explain.

e Imagine that you can be friends with anyone in the world. Who
would you be friends with? Why?

e What are the most important subjects that students should study in
college to prepare them for the future? Why?

e What are the advantages and disadvantages of social media? Why?
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APPENDIX P: SAMPLE BRAINSTORMING TASKS

Pre-Writing
A. Generating Ideas

1. Brainstorming Techniques

1. Listing
2. Freewriting
3. Mapping

1. Listing

Instruction: Write single words, phrases or sentences that are connected to your
topic. Look at the list a student made when brainstorming ideas to write about her
topic. “What should I study at university?”

History—Ilearning about the past
Maths (too difficult, not, interesting?)
What job do I want later?

English for work? Travel?
Writing?

Science—Dbiology, chemistry

I don’t like physical

Journalism

I like reading—Iliterature?
Art—drawing, painting, sculpture
Photography?

Studying / homework

Friends / social life

Task 1: Work alone, with a partner or a small group. Choose one of the topics
below and list as many ideas as you can in 5 minutes.

Should students be required to take English classes?

Should students be able to grade their teachers?

Why do people like to watch rich people on TV and in the movies?
Can video games be educational?

Do violent video games make people more violent in real life?
What local problems do you think your mayor should try to solve?
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2. Freewriting

When you free write, you write whatever comes into your head about your topic,
without stopping. Most freewriting exercises are short—just five or ten minutes.
Freewriting helps you practice fluency (writing quickly and easily). When you
freewrite, you do not need to worry about accuracy (having correct grammar and
spelling). Don’t check your dictionary when freewriting. Don’t stop if you make a
mistake. Just keep writing!

Here is an example of student’s freewriting:

There are too so many subjects to study at university; it is difficult to choose
one. I’ve always had good marks in maths, but I don’t like it very much. I don’t like
physical physics or any science very much. Writing---I’ve always liked writing.
Would journalism be a good course to take? Newspapers have pictures, too, so maybe
photography would be good. I’'m maybe definitely looking forward to meeting new
friends at university. And what about reading? Reading is a part of any course, but
literature includes a lot of reading and it probably includes a lot of writing, too.

Task 2: Choose another topic in Task 1 on page 1 and practice freewriting for 5
minutes. Don’t forget: Do not stop, erase or go back. Just write as much as you can.

Adapted from Academic Writing from Paragraph to Essay (p. 6-8), by D. E. Zemach
and L. A. Rumisek, 2005, Oxford: Macmillan Copyright 2005 by Macmillan.
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APPENDIX R: SAMPLE THESIS STATEMENT WRITING TASKS

R.1 Thesis statement writing task for group A
Task 1: Which is the best thesis statement for the following topic?

1.Research question: How does junk food affect healthy?
Focus of the research question: Effects
Answer to the research question (Sub-topics): Poor nutrition
Weight gain
Inability to concentrate

A: Eating junk food results in poor nutrition, weigh gain, and inability to
concentrate.

B: Junk food and health food are different in several ways.

C: Every culture has its own junk food.

Task 2: Write the thesis statement for each of the topics below:

Topic 1: Education is important to have.
Supports: 1. It could enable one to get a better paying job.
2. It makes a person a more interesting individual.
3. It makes a person a more informed citizen.
Thesis Statement:

Topic 2: Bowling is a sport for everyone.
Supports: 1. It is not limited to any age group.

2. It can be played at any time.

3. It does not require any expensive equipment.
Thesis Statement:

Topic 3: Young children require a lot of care.

Supports: 1. You must provide for their physical needs.
2. You must provide for their emotional needs.
3. You must help them grow mentally.

Thesis Statement:

152



R.2 Thesis statement writing task for group B

Task 1: Choose the best thesis statement in the following pairs.

A: I want to show how cardiology has changed in the last 20 years.
B: The advances in cardiology over the last 20 years significantly impacted the field
of medicine.

A: People are living longer than ever due to better diets, a cleaner environment, and
improved medical care.
B: The average person can now expect to live longer.

A: Learning new skills can be difficult and frustrating.
B: Learning to write takes work, patience, and determination.

A: Although universities offer courses in many European languages, many professors
and students see the need to offer Arabic, Chinese, and Hindi as well.

B: Many professors and students believe there is a need for university courses in
Arabic, Chinese, and Hindi.

A: In order to create a successful commercial, it is important to consider the target
audience, placement, and media.
B: Nike’s “Just do it” advertising campaign was created in 1998.

Task 2: Write the thesis statement for each of the topics below.

Topic 1: Young children require a lot of care.
Supports: 1.

2.

3.
Thesis Statement:

Topic 2: Driving a car is an important responsibility.
Supports:
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Thesis Statement:

Topic 3: Your school has some extra money to spend. It could be spent on a computer
lab, new sports equipment, a cafeteria, or something of your choice. Write about what
you would choose and why.
Supports:

1.

2.

3.
Thesis Statement:

Adapted from Thesis Statement Worksheet [PDF file], by University of Ontario (n.d).

Retrieved from https://shared.uoit.ca/shared/department/student-life/student-learning-
centre/tip-sheets/eal-tip-sheets/thesis-statement-uoit-slc.pdf
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R.3. Thesis statement writing task for group C

Task 1: Write the thesis statement for each of the prompts below.

Writing Prompt: Educators often discuss whether high school sports have a
positive influence on students. Some educators think high school sports do have
a positive influence because the lessons learned from athletic competition add to
the lessons learned in the classroom. Other educators think high school sports do
not have a positive influence because the emphasis on sports often overshadows
student achievement in other areas. In your opinion, do high school sports have a
positive influence on students?

The topic What you believe 3 supports

Thesis:

Writing Prompt: The state of Illinois has been locked in a debate for several
years as to whether the driving age should be raised from 16 to 18. Some
people feel that 16-year-olds lack the responsibility and maturity to handle the
significant privilege of driving. Others argue that 16-year-olds use their
licenses for much more than social events. In your opinion, should the driving
age be raised from 16 to 18?

The topic What you believe 3 supports

Thesis:

Writing Prompt: Some people believe that university students should be required
to attend classes. Others believe that going to classes should be optional for
students. Which point of view do you agree with? Use specific reasons and details
to explain your answer.

The topic What you believe 3 supports

Thesis:

Adapted from Thesis Statements [PDF file] (n.d). Retrieved from
https://5y1.org/info/writing-prompt-worksheet-pdf 5 72e434.htm
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APPENDIX S: SAMPLE ESSAY OUTLINING TASKS

S.1. Essay outlining task for group A

Task: Analyze the essay below and fill in the outline on page 2.

THE BEST PET TO HAVE

"A dog is man's best friend." This saying has some truth, but dogs are not
people’s only animal friend. For many people, a cat is their best friend. Cats are
excellent house pets because they are good friends, civilized members of the

household, and easy to care for.

To begin with, people like cats as they are friendly, playful and can be
trained. Many cats are friendly. They usually snuggle up and ask to be petted or
scratched under the chin. If they are not feeling friendly, cats are generally quite
playful. They love playing with balls, feathers, or anything hanging from a
string. Also, just like with dogs, cats can be trained to avoid unwanted behavior

or perform tricks by using rewards and punishments,

In addition to being a good friend, cats are civilized animals since they
are silent. Unlike dogs, cats do not bark or make other loud noises. Most cats
don't even meow very often. They are generally very quiet. Cats also don't often
have "accidents." Mother cats train their kittens to use the litter box, and most
cats use it successfully. Even stray cats usually understand how to use a litter

box when they see the box and use it regularly.

Lastly, one of the most attractive features of cats is their ease of care. Cats
do not have to be walked. They get plenty of exercise in the house, and they use
the litter box. Cleaning a litter box is quick and easy. Cats also take care of their

own grooming. Bathing a cat is almost never necessary because cats clean
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themselves. In addition, cats can be left home alone for a few
hours. Unlike some pets, most cats do not destroy the furnishings at home. They

are happy to be alone until their owners return.

To conclude, in many ways, cats are the ideal house pet because they
make good friends, are civilized and low maintenance. People who have a small
living space or less time for pet care should appreciate these characteristics of

cats.

Adapted from Five Paragraph Essay [PDF file] (n.d). Retrieved from
https://www.fwcs.k12.in.us/images/schools/Wayne/useruploads/5 paragraph e
ssay.pdf
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S.2. Essay outlining task for group B

Task: Analyze the essay below and fill in the outline on page 2.

THE BIGGEST PROBLEM IN OUR AGE

Stress is one of the biggest and most important problems of this age
because it usually affects our life in a negative way. In the past people had an
easy life and did not feel stress so much, but today life is getting harder day by
day because of increasing stress and the effects of stress are felt in several areas
of life. In my opinion, stress has an impact on three areas of people’s life: their

psychology, work life and health.

Firstly, people who are stressed may have psychological problems. To
start with, these people are generally pessimistic, and they usually see the
negative sides of events. This is the reason why they are unhappy. Also, if a
person is stressed, they want to be alone. It is difficult to have friends for them.
Besides, extreme stress threatens people’s life. For example, research suggests

that stressed people tend to commit suicide more than other people.

Secondly, being stressed affects people’s work life negatively. Stress
generally makes people feel so tense. Stressed people might be offensive to their
colleagues so they can hurt their feeling unintentionally. Moreover, stressed
people cannot concentrate on anything. They can be bored with everything easily
and it affects their success in their jobs. Furthermore, those who are stressed
cannot make right decisions at work. When people are under stress, they cannot

consider a point effectively, decide in hurry and make mistakes in their jobs.

Lastly, stress affects people’s health. In fact, stress is the main reason of
many diseases. It can cause health problems such as aches and heart attacks.

Also, stress can cause physical problems like hair loss, feeling tired and losing
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or gaining weight. In addition, it can even damage the brain by causing
the loss of some cells. According to scientists, this can occur in the hippocampus
part which collects our memories in our brain. This is the cause of the beginning

of Alzheimer disease.

As you can see, stress is the cause of malfunction for humans in their
lives and this condition affects the psychology, work life and health of people. I
strongly believe being stressed is very dangerous and it brings us only

unhappiness. We should do our best to avoid it.

Adapted from Sample Essay [PDF file] (n.d). Retrieved from
https://erasmus.yasar.edu.tr/wp-content/uploads/2014/01/ERASMUS-
LANGUAGE-EXAM-Writing-Sample-Essay.pdf
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S.3. Essay outlining task for group C

Task: Analyze the essay below and fill in the outline on page 2.

Body Language

Communicating effectively in a new country and in a new tongue requires
more than just learning the language. Nonverbal communication, including body
language, is equally important. A person’s facial expressions, bodily gestures, and
physical attitude transmit powerful messages that go beyond words. Therefore, anyone
who intends to live, work, or study in another country should learn the body language
of that culture, including the acceptable ways to use the face, gesture with the body,

and make physical contact.

First, let’s consider how people use the human face to communicate. Research
shows that people everywhere reveal basic emotions, such as happiness, sadness,
excitement, and confusion, through facial expressions. However, the amount of
emotion people are comfortable showing varies from place to place. Take, for
example, the extremely expressive faces of people in Italy and Spain. They are in
constant motion and reveal feeling as much or as quickly. Eye contact is a big part of
facial expression, too. In United States, speakers use their eyes to connect with others;
People will look directly into a speaker’s eyes to show interest. However, if listeners
stare at speaker with unblinking eyes, this can mean that they are bored, distracted,
angry, or defensive. In some Latin American cultures, looking down instead of

important of making direct eye contact is a show of respect.

The gestures that people make with their heads, shoulders, arms, and hands
are another important means of communicating. In most—but not all—countries,
shaking the head from side to side means “No” and nodding the head up and down
means “Yes” In Bulgaria, the reverse is true. Nodding means “No” and shaking the
head from left to right means “Yes.” A shrug, with the shoulders raised and the hands
extended with the palms up, has various meaning in Western cultures. It often shows

uncertainty but can also mean “I’m not interested.” In many cultures, the thumbs up
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gesture mean acceptance and approval. However, in places such as Iran and Iraq, the
thumbs up are an insult. Similarity, in North America and many European countries,
raising the hand with the thumb and index finger together so that they form the letter
O means “everything is OK.” However, in France and Belgium, the gesture means

“zero” or “worthless.” In Japan, the same gesture symbolizes money, and in Russian,
Brazil, and Turkey, it is an insult. Clearly, typical gestures that people use every day

can cause major misunderstandings depending on where and how they are used.

In addition to facial expressions and gestures, physical contact or the lack of
it, is a key aspect of body language. Interestingly, people from the United States are
thought of as open and friendly, but their body language may give the opposite
message. Americans often seem cold and remote to people from other cultures
because they prefer to keep their distance. They like to have approximately two to
three feet of personal space around them. When individuals from other countries come
too close, Americans tend to step back until they have enough distance to feel
comfortable again. In additional, Americans will briefly shake and then release the
right hand of a man or woman that they are meeting for the first time. They rarely kiss
someone in public unless they have a close relationship with the person. In addition,
unless they are romantically involved, Americans rarely hold hands in public. A lack
of awareness about the rules of physical contact can give the wrong impression of

Americans and have a negative effect on cross-cultural communication.

In short, body language is an important form of communication that varies
from place to place. When people travel, they should not presume that the rules for
body language in their home culture apply everywhere else. In fact, just as people
focus their attention on grammar and vocabulary to master a language, they should

devote time and energy to learning the body language of a new country or culture
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S.4. Essay Outlining Chart

ESSAY OUTLINE

Introduction:

Thesis Statement:

Body Paragraph 1

Topic Sentence:

Supporting Idea 1:

Details/Examples

Supporting Idea 2:

Details/Examples

Supporting Idea 3:

Details/Examples

Body Paragraph 2

Topic Sentence:

Supporting Idea 1:

Details/Examples

Supporting Idea 2:

Details/Examples

Supporting Idea 3:

Details/Examples

Body Paragraph 3

Topic Sentence:

Supporting Idea 1:

Details/Examples

Supporting Idea 2:

Details/Examples

Supporting Idea 3:

Details/Examples

Conclusion:
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APPENDIX T: SAMPLE STUDENT BOOK PAGES

START

In life, we all have moments where we just turn around and say; what was that?
Or we have moments that we turn around to regret at that time. But after some
time comes and goes, those regrets and reactions become memories, stories for
us to look back and laugh at. We laugh at the memory for a couple of minutes
and we forget about it and carry on, with life. And no, I’'m not a fifty-year-old
person that loves to play golf, in fact I don’t know life and what will happen
from now on. What I can assure you is that [ probably know more about life than
you. And I can imagine your confused faces. First, ’'m saying that I don’t know
anything about life but then I’'m assuring you that I know about life, more than
you do, and I’'m aware that it doesn’t make any sense at all. And that is life, isn’t
it? Does it have to make a sense? There are good people and bad people. We are
born, and we are dead. No one is above anyone, we all taste the same sky, and
we all feel the same sun. We all pray to upwards to the sky, we all go six feet
down to the same place when we die. We are all the same, just different by our
preferences and appearances. It’s as easy and as simple as that. There is a life
cycle going on which differs from life to life. That’s where something called a
“Turning Point’> comes in. It’s a very different situation. Your life changes
around. It turns and you don’t have a choice, you accept it. Somehow, we all
have that too. I’'m only nineteen and this is where my life turned upside down.
TERRORISM

Just before I start with the serious and horrifying stuff, there is a word I’d like to
share with you:

TERRORISM

Now, you all heard it from the news or the politicians trying to “’end’’ it. The
World is against it.

When you Google the definition you get something like this;
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Terrorism: The unlawful use of violence and intimidation, especially against
civilians, in the pursuit of political aims.

If I have to be honest, this definition is a lie. You might be thinking that I am
probably crazy because Google knows everything right? I’m sorry but this is my
definition:

TERRORISM: A political game. Act of ruining people’s life’s, caused by the
conflict between politicians that want more and more and act as if humans are
their little puppets that they can play around with and kill whenever, wherever,
however they want. Mostly using religions to separate people easily and more
effectively.

But I feel like you are not convinced enough so I’d like to use Peter Joseph’s
words to describe it more;

“’The true terrorists of our world do not meet at the dock at midnight, or scream
’Allah Akbar’’ before some violent action. The true terrorists of our World wear
5000-dollar suits and work in the highest positions of finance, government and
business.”’

I hope that this can make you think about some stuff that you talk about, without
knowledge. I am sure most people think that the majority of the terrorists are
Muslims blah blah blah...believe me terrorists come in all shape, size and
religions. For some reason, Muslims are linked with them where in reality, all
religions want peace and love. So that makes a point, terrorists don’t have a
religion! Open your eyes people! Terrorists are nor human nor animals. They are
nothing. They are pieces of nothing, trying to damage the bond we have with
each other as humans. We are letting them.

We should stick together more. From my experience, I see that our religions are
important for us in our lives. Terrorism has been using this strategy for years,
using religion against people, making people believe that it is somehow
connected with a religion, and that separates people. People become enemies,
people hate each other, people start to tell on each other when all we have to do

is protect and be there for each other.
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Sadly, we aren’t doing this but hopefully we will.

Another unfortunate thing about terrorism is, it is spreading everywhere. It could
be very close to you or it could be very far from you. We never know when it is
coming. As I was thinking about writing for years, for a reason being scared to
speak up, a lot of devastating events in the world happened such as street
bombings, concert bombings, school shootings and many many more that we
cope with. All these hit me really hard, seeing people and young people suffer
because I know how it feels. So finally, I gained my courage to write what I
know, what I did and how I coped because if I keep this to myself, I’d be a selfish
person. I am better than that. I hope you enjoy reading and I hope that I can be
there for you and help you.

11/09/11

Every year, even if it has been eight whole years, I find myself crying at night
on 11/09/11. T can’t help it and I don’t want to hide it too. I cry because I
remember. Over many years I was ashamed of the whole situation, thinking it

was completely insane but it’s nothing to be ashamed of.
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APPENDIX U: TURKISH SUMMARY / TURKCE OZET

1. Farkhilastirilmis Ogretim Yontemi, Alanyazin, Bu Calismanin Onemi,

Amaci ve Arastirma Sorulari

1,75 milyar insanin konustugu bir dil olan Ingilizce (British Council, 2013)
diinyanin her yerinde ve hayatin her alaninda biiylik 6nem tasimaktadir.
Ingilizceyi iyi biliyor olmak farkli temel becerilerin gelisimini gerektirir.
Gallagher’a (2006) gore bu becerilerden biri olan yazma zor bir beceridir.
Ayrica, Tiirkiye ve diinyada yapilan bazi arastirmalar yazmanin acil miidahale
gerektiren az gelismis bir beceri oldugunu (Bartlett, 2003; Detfazio, Jones,
Tennant & Hook, 2010; Odell and Swersey, 2003) ve bireylerin bu beceriyi etkin
bir sekilde uygulayamadiklarini (Tiryaki, 2012; Tok ve Unlii, 2013;
Topuzkanamisg, 2014) gostermektedir. Ayrica, Stein, Dixon ve Isaacson (1994)
cogu yazma becerisi yetersizliklerinin, bu becerinin 6gretimine oldukca az
zaman ayrilmasindan ya da O0grenme deneyimlerinin 6grencilerin ihtiyaglar
dogrultusunda tasarlanmamasindan kaynaklandigini one siirmektedir. Bu
sebeple, bu eylem aragtirmasinin temel amaci, 6grencilerin gesitli farkliliklarin
g6z Oniinde bulunduran bir yontem olan farklilastirilmis 6gretim yontemi ile
islenen Ingilizce yazma derslerinin bu becerinin gelistirilmesinde etkili olup

olmadigini ve 6grencilerin bu yonteme iligkin algilarini arastirmaktir.

Farklilagtirilmis 6gretimin oncii isimlerinden Carol A. Tomlinson’a (2014) gore
ogrenciler hazirbulunusluk seviyeleri, kisisel ilgileri ve diinyay1 deneyimleme
ve yorumlama tercihleri agisindan gesitlilik gosterirler. Bu nedenle bu 6gretimin
uygulandigr smiflarda Ogretmenler, etkili 6grenmenin gergeklesmesi igin
Ogretim yontemlerini 6grenci ihtiyaglar1 dogrultusunda farklilastirirlar. Bu
farklilastirma igerik, siire¢ ve/veya iirlin temelli olabilir (Tomlinson ve Parrish,
2013) ve ogrencilerin hazirbulunusluk seviyeleri, ilgileri ve 6grenme profilleri

dogrultusunda gerceklestirilebilir (Tomlinson, 2001).
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Hazirbulunusluk, 6grencilerin bilgi ve becerileri ile yapmalar1 beklenen gorevler
arasindaki eslesmeye isaret eder. Tomlinson ve Imbeau’nun (2010) da
tanimladig1 gibi hazirbulunusluk “bir 6grencinin belirli bir bilgi, kavrayis ve
beceriye olan o anki yakinhgidir” (p. 16). Verilen gorev ile Ogrenci
hazirbulunuglugu arasinda iyi bir eslesme olmasi i¢in, goérev Ogrencinin
yapabilecegi seviyeden biraz iistte olmalidir. Ogrenme hedefi 6grenci
hazirbulunugluguna gore degismese dahi, zorluk ve karmasiklik derecesi
dgrencinin mevcut durumuyla uyum i¢inde olmalidir (Cooper, 2010). Ogrenci
hazirbulunuglugu genellikle bir konuya baslamadan once yapilan bir o6n-
degerlendirme ile olgiiliir (Strickland, 2007). Bu degerlendirmenin sonuglari

ogretmenlere esnek sekilde plan yapma olanagi saglar.

Tomlinson’a (2001) gore 6grenci katilimini saglayan iki temel faktér vardir:
Ogrenci ilgi alanlar1 ve secimi. Biitlin 6grencilerin ayni ilgi alanlarina sahip
olmamasi, 6gretmenleri farklilastirilmis 6gretime gotiiriir. Tomlinson ve Allan
(2000) farklilastirma siireci igerisine 0grenci ilgi alanlari dahil etmek igin

sunlar1 onermektedir:

- Ortak bir ilgi alaninda yetiskinleri ya da 6n bilgiye sahip akranlari
danisman olarak kullanmak,

- Ogrencilerin bir konuyu arastirmalar ya da 6grendiklerini ifade etmeleri
i¢cin pek ¢ok alan saglamak,

- Genis bir yelpazedeki materyal ve teknolojiye erisim saglamak,

- Ogrencilere gorev ve iiriin konularinda, dgrenci tasarimli secenekler de
dahil olmak tiizere, se¢im hakki tanimak,

- Ogrencileri ilgi alanlarindaki énemli konu ve prensipleri arastirmalarini

ya da uygulamalarii desteklemek.

Hazirbulunusluk ve ilgi alanlarina ek olarak, farklilastirma 6grenme profili
aracihgiyla da yapilabilir. Ogrenme profili, bireylerin en iyi 6grendiklerini

hissettikleri yontemler i¢in kullanilan bir terim olarak adlandirilabilir. Etkili sinif
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i¢ci 6grenmenin amaci tiim 6grencilere 1yi birer 6grenme deneyimi saglamaktir.
Bu sebeple, 6grenme profiline gore 6gretim yontemlerinde farklilastirma yapan
Ogretmenler, Ogrencilerinin kendileri i¢in en uygun Ogrenme yOntemini

bulmalarini amaglar.

Ilgili alanyazin incelendiginde, diinyada yiiriitiilen farklilastirilmis Ogretim
caligmalarinin ¢ogunun, yontemin teorik ve pratik yonleriyle ilgili olarak
Ogretmenlerin algilarin1 ve yeterlik seviyelerini inceledigi goriilmektedir.
Ancak, 6grenci kazanimlar1 ve algilar {lizerine yliriitiillen baz1 ¢alismalar da
bulunmaktadir. Bu c¢aligmalar hem anaokulundan 12. smifa kadar olan
baglamlarda hem de yiliksek 6gretim baglamlarinda gergeklestirilmis olup,
konular1 da matematikten, Ingilizceye ve siyaset bilimine kadar uzanan bir
cercevededir (Howard & Tracey Ernst, 2005; Powers, 2008; Chamberlin and
Powers, 2010; Martinez, 2011; Alavinia and Sadeghi, 2013; Dosch and Zidon,
2014; Chen & Chen, 2017; Alhasmi & Elyas, 2018; Danzi, Reul and Smith;
2018).

Tirkiye’de yiriitiilen pek ¢cok ¢alismanin ise ¢ogunlukla deneysel ya da yari-
deneysel oldugu ve anaokulundan 12. smifa kadar olan baglamlarda
gergeklestirildigi  goriilmektedir. Ayrica, bu c¢alismalarin ¢ofunun alam
matematik veya fen bilimleridir (Yabas, 2008; Beler, 2010; Ozyaprak, 2012;
Saldirdak, 2012; Demir, 2013; Tas, 2013; Atalay, 2014; Camci-Erdogan, 2014).
Dil dgretimi konusunda ve &zellikle Ingilizce dgretimindeki ¢alismalar yine
anaokulundan 12. siifa kadar olan baglamlarda yiiriitiilmiis olup (Aras, 2018;
Giilsen, 2018; Kaplan Sayi, 2015; Yavuz, 2018), yiiksek 0ogretimde
gergeklestirilen sadece bir ¢alisma (Ozer, 2016) bulunabilmistir. Genel olarak,
Tirkiye’deki ¢ogu c¢alisma farklilagtirilmis 6gretim ydnteminin Ogrencilerin
akademik basarisina, 6grenme kaliciligina ve 6grenmeye yonelik tutumlarina
olan etkisini arastirmistir. Buna ek olarak, bazi1 arastirmalar farklilastirilmis
Ogretim yonteminin Ogrencilerin yaraticiliklaria, bilisiistii becerilerine, 0z-

yeterlik ve 6zerklik seviyelerine olan etkilerini aragtirmistir.
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Farklilagtirilmis 6gretim yonteminin dayandirildigi temellerden birinin 6grenci
ve baglam cesitliligi oldugu diisiintildiigiinde, yontem kapsamindaki ilgili
alanyazinda bosluk oldugu goriilmektedir. Bu durum, yeni ¢alismalarin
gerekliligini ortaya koymaktadir. Bu sebeple bu caligma, bir eylem arastirmasi
olarak, 6gretmenin mesleki gelisimine ve 6grencilerin 6grenme deneyimlerine
katki saglamasi, daha 6nce calisilmamis bir 6rneklem grubu olan akademik ve
mesleki Ingilizce dersi alan iiniversite 2. smif &grencilerini ele almas,
sonuglarin tamamen 6grencilerin algilarinin iizerine kurulmasi ve farkli veri
toplama araclarinin sagladigr iiggenlemeye yer vermesi agisindan Onem

tasimaktadir ve bu anlamda alanyazina katki saglayacaktir.

Bu calismanin amaci bir vakif iiniversitesinin iletisim fakiiltesindeki Halkla
Iliskiler (HI) ve Radyo, Televizyon ve Sinema (RTS) béliimlerinde okuyan ve
bir akademik ve mesleki Ingilizce dersi alan 21 ikinci smif 6grencisinin,
farklilastirilmis 6gretimle islenen yazma derslerine ve bu derslerin 6grencilerin
yazma becerilerine olan etkisine iliskin algilarin1 incelemektedir. Arastirma

sorular1 agagidaki gibidir:

1) Ogrenciler iiniversite seviyesindeki bir Ingilizce yazma dersinde yazma

becerilerini gelistirmede ne gibi sorunlar yasamaktadirlar?

2) Farklilastirilmis dgretim Ingilizce akademik yazma becerilerinin gelisimini

nasil etkilemektedir?

3) Ogrencilerin Ingilizce akademik yazma derslerinde farklilastirilmis 6gretimin

kullanilmasiyla ilgili algilart nelerdir?
2. Yontem ve Uygulama Siireci

Bu calisma bir eylem arastirmasidir ve o6rneklemini Tiirkiye’deki bir vakif
{iniversitesinin iletisim fakiiltesindeki Halkla Iliskiler (HI) ve Radyo, Televizyon

ve Sinema (RTS) béliimlerinde okuyan ve bir akademik ve mesleki Ingilizce
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dersi alan 21 ikinci smif 6grencisi olusturmaktadir. Bu orneklem, eylem
aragtirmasinin dogasi geregi uygulayicinin yani bu baglamda Ogretmenin
calistig1 okuldaki ve siniftaki 6grencilerdir. Nitel yontem kullanilan ¢alismada,
veriler (1) arastirmaci tarafindan gelistirilen 6grenim gegmisi ve 6grenme profili
anketi, (2) yari-yapilandirilmig goriismeler, (3) ders sonrasi degerlendirme
anketi ve (4) arastirmaci yansitici notlar1 araciliiyla toplanmis ve elde edilen
verilerin analizinde de yine nitel bir yontem olan igerik analizi metodu

kullanilmigtir. Sekil 1 ¢alismanin genel bir tasarimini gostermektedir.

| Uygulama Oncesi | | Uygulama ‘ Uygulama Sonrasi

Analiz ve
Yorumlama

Ogretmen 10 hafta siiren
Farklilagtiriimis

Gozlemleri W
Ogretim Uygulamast

Icerik Analizi

Ogretmen Veri Toplama Raporlama

Yansitmalari

- dgrenim gecmisi ve
o6grenme profili
anketi,
-yari-yapilandirilmig
goriismeler,

-ders sonrasi
degerlendirme
anketi,

- aragtirmact
yansitici notlari.

Aragtirmanin
Planlanmas1

Sekil 1. Eylem arastirmasinin genel tasarimi.
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Tipik bir farklilastirilmis yazma dersi ise su modeli takip etmistir: (1) 6grencilere
hedeflenen beceri ile ilgili tanilayict bir degerlendirme testi uygulanmasi, (2)
materyallerin hedef degerlendirme testi ve oOgrenci profili dogrultusunda
dogrudan kullanilmasi ya da uyarlanmasi, (3) materyallerin simf iginde
O0gretmen rehberliginde uygulanmasi, (4) ders sonrasi 6grencilere dersle ilgili
diisiincelerini belirttikleri agik uglu bir anketin uygulanmasi ve (5) ders sonrasi
arastirmacinin derse iligkin diislincelerini ve hislerini yansitici notlar seklinde

ifade etmesi. Sekil 2 bu modeli 6zetlemektedir.

Anketi Yansitict

Tanilayici Materyal
Notlari

o . tasarim ya da
[ degerlendirme uyarlamast

Siif I¢i
Uygulamast

Ders Sonras1] [ Arasfirmac ]

Sekil 2. Caligmada kullanilan tipik bir farklilastirilmis yazma dersi tasarimi

10 hafta siiren calisma kapsaminda, arastirmaci tarafindan ¢esitli farklilagtirilmis
Ingilizce akademik yazma dersleri tasarlanmis ve uygulanmustir. Calisma
baslamadan oOnce, 6grencilere farklilastirilmis 6gretim ile ilgili detayli bilgi
verilmis ve arastirmaya goniillii olarak katilmak isteyen 6grencilerden katilim

formunu imzalamalari rica edildikten sonra uygulama siireci baglamstir.

Calismanin ilk evresinde, Ogrencilere arastirmaci tarafindan gelistirilen bir
ogrenim gegcmisi ve ogrenme profili anketi uygulanmistir. Anket sonuglari,
ogrencilere yonelik demografik ve biyografik bilgilere ek olarak, farklilagtirilan
yazma derslerinin dayandirildigi ve Ogrenim profilini belirleyen “grup
caligmasmi bireysel calismaya tercih etme”, “iyi bir 6grenme ortaminin
Ozellikleri” ya da “iyi bir 6gretmenin Ozellikleri” gibi verileri saglamistir.

Calismanin sonraki evresinde, 6grencilerin akademik yazma hazirbulunusluk
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seviyelerinin ilk tespiti olan tanilayici paragraf yazma aktivitesi uygulanmistir.
Paragraflarin analizi, 6grencilerin dilbilgisi ve kelime bilgisi agisindan basitten
gelismise dogru ti¢ farkli seviye olusturulabilecek kadar degiskenlik gosterdigini
ve O0grencilerin higbirinin yeterli seviyede akademik paragraf yazma bilgi ve
becerisine sahip olmadiklarini ortaya koymustur. Calismanin yiiriitiildiigii dersin
hedefinin 6grencilere akademik kompozisyon yazma becerisini kazandirmak
olmasina ve ¢alismaya katilan 6grencilerin daha 6nce almalar1 gereken derslerde
akademik paragraf yazma becerisini edinmis olmalar1 gerekmesine ragmen
tanilayici aktivitenin sonucunda var olan yazma dersi izlencesi degistirilmis ve

paragraf yazma dersi eklenmistir.

Bunu takiben yapilan derste, 6grenciler hazirbulunusluklarina gére baslangig,
orta ve orta Ustli olmak {izere ii¢ gruba ayrilmistir. Dersin amac1 olan akademik
paragraf yazma becerisini edinme sabit tutulmus ancak gruplara 6nceden
arastirmaci tarafindan ii¢ farkli seviyede tasarlanan ve basitten karmasiga dogru
ilerleyen paragraf yazma kitapgiklar1 verilmistir. Buna gore, baglangi¢ grubuna
basit diizeyde kelime ve dil bilgisi yapilarina sahip kitapgik verilirken, orta ve
orta {istli gruplara daha karmasik kelime ve dil bilgisi yapilarina sahip kitapgiklar
verilmistir. Ders siiresince, Ogrenciler gruplar halinde aktiviteler {lizerinde
calisirken arastirmaci devamli olarak smifta dolasmis, 6grencilerin sorularini

yanitlamis, anlik geribildirim vermis ve yol géstermistir.

Besinci hafta, arastirmaci tarafindan onceden hazirlanan ve 6grencilerin bir
kompozisyonun tanimi ve onu olusturan boliimler hakkindaki anlayislarini 6lgen
bir tanilayict aktivite yapilmistir (Ek O.1). Daha sonra &grencilere simnifta
yapilmak iizere bir kompozisyon yazma 6devi verilmistir (Ek O.2). Her iki
tanilayic1  degerlendirme  aktivitesinin analizi  6grencilerin  akademik
kompozisyon yazma becerilerinin oldukg¢a diisiik oldugunu gostermis ve
ogrencilerin dili kullanma becerileri hakkinda daha fazla bilgi saglayip, paragraf
on degerlendirmesinden sonra ortaya ¢ikan farkliliklar1 vurgulamistir. Ancak, bu

siirecte planlanmayan bir durum ortaya ¢ikmistir. Buna gore, 6grenciler sinifta
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kompozisyon yazma Odevlerini yerine getirirken bazi Ogrencilerin, hatta
Ingilizce seviyesi yiiksek olanlarin bile stresli goriindiigii gdzlemlenmis ve bu
duruma 6grencilerin “ne yazacaklarini bulma” konusunda yasadiklar1 sorunun
yol agtig1 ortaya cikmistir. Bir baska deyisle, 6grencilerin beyin firtinasi
tekniklerine asina olmadig1 goriilmiistiir. Beyin firtinasi, taze fikirler tiretmek
icin zihni Ozgiirlestiren 6nemli bir adimdir (Walter, 2015). Bu nedenle,
baslangictaki yazma izlencesine ‘“beyin firtinas1 stratejileri” ve “fikir

organizasyonu” dersleri eklenmistir.

7. hafta, beyin firtinas1 faaliyetleri ve fikir organizasyonu konularini ele alinmis
ve ortaya c¢ikan fikirleri tez climlesine doniistiirmeye yoOnelik bir biitiin sinif
etkinligi gergeklestirilmistir. Bunu takiben, Ogrenciler paragraf yazma
aktivitesinde oldugu gibi ii¢ farkli gruba ayrilmis ve gruplara basitten karmasiga
dogru ilerleyen aktivite kitapciklar: dagitilmistir. Aktivitelerin 6rnek sayfalari
Ek S'de sunulmaktadir. Bu etkinlik sirasinda ogrencileri siirekli izledim ve
gerektiginde yardim ve rehberlik sagladim. Ders siiresince, 0grenciler gruplar
halinde aktiviteler iizerinde calisirken arastirmaci devamli olarak sinifta
dolagmis, 6grencilerin sorularini yanitlamis, anlik geribildirim vermis ve yol

gostermistir.

Bu ¢alismanin yiiriitiildiigii tiniversitede, hemen hemen tiim bdliimlerin bir hafta
siiren ara simavlar1 vardir ve bu siire boyunca 6grencilerin derslere devam
etmemekte ve sadece ara smavlara girmektedirler. Bu nedenle, 8. haftada

herhangi bir Ingilizce dersi islenmemistir.

9. haftada 6grencilere temel kompozisyon taslak formati sunulmustur. Paragraf
taslagina zaten asina olduklarindan, gecis sorunsuz olmustur. Derste, 6grencilere
kelime dagarciginin ve dilbilgisi yapilarinin karmasikligi agisindan basitten zora
dogru ilerleyen ii¢ farkli kompozisyon verilmistir. Gruplar halinde ¢alisan
Ogrenciler bu kompozisyonlar1 inceleyip, bos bir kompozisyon taslagi

doldurmuslardir. Bu etkinligin 6rnek sayfalar1 Ek T'de sunulmaktadir. Daha
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sonra Ogrencilere bir konu bulup, daraltip, bir tez ciimlesi yazarak bir
kompozisyon taslagi hazirlamalar1 sdylenmistir. Ogrencilerden daha énce ele
aliman beyin firtinasi tekniklerini kullanarak fikir tiretmeleri istenmistir. Bu
noktada, bu teknikler {izerinde hizli bir biitiin simif revizyonu yapilmis ve
ogrencilere istedikleri teknigi se¢mekte Ozgiir olduklar1 sdylenmistir ¢linkii
Jensen'in (1998) da ortaya koydugu gibi, optimum &grenme ortamlart gesitli
secenekler sunan ortamlardir. Bireysel veya ikili gruplar halinde calisan
ogrenciler, kisitl zaman nedeniyle, ¢calismalarini sinif disinda tamamlayip, takip
eden dersten once yazili geri bildirim almak iizere arastirmaciya elektronik posta

yoluyla iletmislerdir.

10. haftada, kompozisyon ana hatlarin1 hazirlayan, 6grenciler denemelerini
yazmaya girig paragrafi ile baslamislardir. Ancak, 11. haftada siifta sadece 12
Ogrenci bulunmaktaydi. Bagka bir deyisle, 9 6grenci yoktu ve deneme taslagi
dersine katilmamisti. Bu nedenle, bu derste, onceki derste bulunmayan
ogrencilere bir daire olusturmalari séylenmis ve dnceki derse katilan 6grencilere
ise denemelerini yazmaya hazir olup olmadiklar1 veya bir revizyona ihtiyag
duyup duymadiklart sorulmustur. Bir 6grenci, gézden gecirmeye ihtiyag
duydugunu ifade etmis, bu ylizden Onceki derste bulunmayan Ogrencilerin
arasina katilmistir. Bu grup onceki dersin hedeflerine yonelik calisirken, diger
Ogrenciler giris paragraflarini yazmaya baglamistir. Dersin sonunda, tiim
Ogrenciler paragraflarini bitirmeleri ve bir sonraki dersten Once arastirmaciya

elektronik posta ile gondermeleri i¢in gorevlendirilmistir.

11. hafta, 68rencilere geri bildirimli giris paragraflarin1 dagitilarak baglamistir.
Ogrenciler paragraflarin1 ve geri bildirimleri incelerken, arastirmaci siirekli
sinifta  dolasmis  gerektiginde yardim etmistir. Ogrenciler bireysel
geribildirimleri hakkinda netlestikten sonra, daha once hazirladiklar1 taslagi
takip ederek govde ve sonug paragraflarin1 yazmaya baslamislardir. Bu siirecte

de arastirmaci siirekli olarak sinifta dolasmis ve gerektiginde yardim etmistir.
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12. ve 13. haftalarda, 6grencilerin siifta 5 dakika siiren s6zlii sunum yapmalari
gerektiginden ve sinifta 21 6grenci oldugundan sunum dongiisiiniin tamami 6
saat kadar stirmiistiir ve siddetli kar yagis1 nedeniyle iki dersin iptal edilmesi
gerekmistir. Bu nedenle, 12. ve 13. haftalarda 6grenciler kompozisyonlarini ve
pratik kompozisyonlarint smif disinda tamamlayip, elektronik posta ile

arastirmaciya gondermis ve yine ayni yontemle geri bildirim almiglardir.

3. Veri analizi

Bu arastirmada veriler (1) arastirmaci tarafindan gelistirilen 6grenim gegmisi ve
o0grenme profili anketi, (2) yari-yapilandirilmis goriismeler, (3) ders sonrasi
degerlendirme anketi ve (4) arastirmaci yansitict notlar1 araciligiyla toplanmis
ve tiim veriler icerik analizi metoduyla analiz edilmistir. Miles ve Huberman
(1994) igerik analizi i¢in ii¢ bilesenden olusan bir model dnermektedir: “veri

azaltma, veri goriintiileme ve sonug ¢ikarma / dogrulama™ (s. 10).

Buna gore, analizin ilk adimi olan verilerin azaltilmasi yazili veriler
gerektirdiginden goriismelerin transkripsiyonudur. Bunun ardindan goriisme
verileri, verilerin se¢ilmesi, basitlestirilmesi ve / veya doniistliriilmesi anlamina
gelen veri azaltmaya hazirdi (Miles & Huberman, 1994). Daha sonra, arastirma
sorular1 ile ilgili verileri bulmak ve veriler i¢inde tekrarlanan kelimeleri veya
kaliplar1 tespit etmek icin ham veriler titizlikle incelenmistir (Auerbach ve
Silverstein, 2003). Bunu yaparken, tekrarlanan veriler vurgulanmis ve daha
sonra kategoriler ve temalar olusturmak i¢in kodlar kullanilarak etiketlenmistir
(Adu, 2019). Bu islemin 6rnek sayfalart Ek H ve J'de bulunabilir. Kodlarin
siniflandirilmasi, her bir kodun o6zelliklerinin tanimlanmasi, paylasilan
benzerliklerin bulunmasi ve bunlarin semsiye tanimlayicilar1 altinda
gruplandirilmasi ile baslar (Adu, 2019; Charmaz, 2014; Creswell ve Poth, 2018;
Dey, 1993).

Azaltilmis ve siniflandirilmis veriler daha sonra, sonug ¢ikarma yani ¢alismaya

iliskin sonuglarin belirlenmesi ve dogrulama yani bu sonuglarin gézlem notlar
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veya geri bildirim formlar1 gibi diger verilere referansla desteklenmesi
adimlarim izler (Gratton ve Jones, 2004). Son olarak, analiz sonuglarmin
raporlanmasinda sozlii alintilar, yorumlar1 desteklemek i¢in bir arag olarak dahil
edilmistir (Krippendorff, 2004). Bu alintilar, vurgulanmay1 hak eden ilging

noktalara yol aganlar arasindan dikkatle secilmistir (Sullivan, 2012).
4. Bulgular ve Tartisma

Bu eylem arastirmasi; (a) iiniversite dgrencilerinin akademik Ingilizce yazma
derslerinde yasadiklari1 zorluklara iliskin algilarini, (b) farklilagtirilmis 6gretimin
ogrencilerin Ingilizce akademik yazma becerileri iizerindeki etkilerini ve (c)
ogrencilerin Ingilizce akademik yazma derslerinde farklilastirilmis 6gretimin
kullaninmina iligkin algilarin1  68renmeyi amaglamistir. Verilerin analizi,
ogrencilerin akademik Ingilizce dersleri yazarken karsilastiklar1 problemleri ve
farklilastirilmis 6gretim yontemi ile ilgili algilarin1 ortaya koymustur. Asagida

bu bulgular, ayrintili bir tartisma ve sonuglar bulunmaktadir.

Farkhlastirilmis

Akademik Yazma Ogretimin Ogrencilerin Fggﬁgﬁ{gﬁ;ﬁs
ile Ilgili Problemler Yazma Becerisine Aloilar
Katkilan g
CEE— CEE— CEE—
Ingilizce Bilgi ve Ogretmen :
| Becerisi ile figili | Geribildiriminin - Spuf Ortami ile
Problemler Katkilari & g
- - -
T CEE— CEE—
Ogretmenlerle Grup . .
| | Olan Onceki L Calismasinin || .Cl)g{letr.?e‘/ri 1Rollu
Deneyimler ile Katkilar ile Tlgili Algilar
Ilgili Problemler
|
G EEE—
) Igerik ve Siireg Faﬂ%l;zginﬂmls
| | Ogrencilerle — Farklilastirmasinin —  Aktiviteleri ile
ilgili Problemler Katkilari lgili Algilar
-
CEE—
“ . Farklilastirlmug
|| OzYeterlige | Ogretim ile ilgili
olan Katkilar Genel Algilar
-

Sekil 3. Veri analizi kategorileri ve temalari
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Bulgularin raporlanmasinda katilimcilarin anonimligi sonuclar1 raporlarken
Ogrenci-1 anlamina gelen O1 gibi takma adlar kullanilarak korunmustur. Sekil
3, veri analizi ilerledik¢e ortaya c¢ikan kategorilere ve temalara genel bir bakis

sunmaktadir.
4.1 Akademik Yazma ile Ilgili Problemler

Bulgular, 6grencilerin akademik yazma derslerinde su konularda problem
yasadiklarim gostermistir: (1) 6grencilerin Ingilizce bilgi ve becerileri, (2)
ogretmenlerle olan dnceki deneyimleri ve (3) dgrencilerin kendileri. Ingilizce
kullanim1 ve becerileri i¢in belirtilen en yaygin problemler, dil bilgisi, kelime
bilgisi ve akademik yazma bilgi ve becerilerinin eksikligidir. Ingilizce bilgi ve
becerileri ile ilgili problemler agisindan, 6grencilerin akademik paragrafin
kurallar1 ve bilesenleri hakkindaki bilgi eksikliginin yani sira, dogru Ingilizce
dilbilgisi yapilarini ve kelime dagarcigi 6gelerini kullanma konusunda zorluklar
yasadiklar1 bulunmustur. Bu, Abdulkareem (2013) tarafindan 06grencilerin
akademik yazmada yasadiklar1 zorluklarin dil bilgisel yeterlilik eksikligini
icerdigini gosteren ¢alismalarin sonuclari ile uyumludur. Ayrica, benzer sekilde
Kizil ve Yumru’nun (2019) calismasi, 6grencilerin ¢ogunun bir paragrafin
igeriginin ve organizasyonunun neyi gerektirdigini belirleme becerilerine

glivenmedigini ortaya koymustur.

Ogretmenlerle olan dnceki deneyimlerle ilgili one ¢ikan sorunlarin eksik veya
yetersiz geribildirim, 6gretim yontemi c¢esidi azli§i ve her O6grencinin ayni
oldugu varsayimi oldugu bulunmustur. Bu, Ankawi (2015)’nin diisiik kaliteli
O0gretimin Ogrencilerin yazma becerileri lizerinde olumsuz bir etkiye sahip
oldugunu tespit eden caligmasi ve Huy (2015)’un katilimc1 6grencilerin %5'inin
yazma gii¢liiklerini “6gretmenden gelen yetersiz yardim” ile iligkilendirdigini

gosteren ¢alismasi tarafindan desteklenmektedir (s.10).
Son olarak, dgrenciler, Ingilizce yazma derslerinde kaybolmus, gelismemis,
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zorlanmamis ve anlasilmaz hissettiklerini bildirmislerdir. Bu, Torrance, Thomas
ve Robinson tarafindan 1992'de yiiriitiilen ve 6grencilerin yazma giicliiklerinin
duygusal yonlerine odaklanan ve yazmada zorlanan 6grencilerin ¢ogunun ne
yapmalar1 gerektigini ve onlardan ne beklendigini bilmediklerini kesfeden
calisma tarafindan desteklenmektedir. Son olarak, bu arastirma, bazi basarili
ogrencilerin zorlanmadiklarini, gelismediklerini ve Ogretmenleri tarafindan
anlasilmadiklarini ortaya koymustur. Bu bulgu, yazmada iyi olan 6grencilerin
“rutin yazma 6devleri tarafindan zorlanmama” tehlikesi oldugunu 6ne siiren

Daggett ve Kruse (1997) tarafindan desteklenmektedir (s. 57).
4.2. Farklilastirilmis Ogretimin Ogrencilerin Yazma Becerisine Katkilari

Verilerin analizi, 6grencilerin (1) 68retmen geribildirimi, (2) grup ¢alismasi,
(3) igerik ve siire¢ farklilagtirmasi ve (4) 6z-yeterligi artirmasi yoluyla

akademik Ingilizce yazma becerilerinde iyilesme yasadiklarini gostermistir.
4.2.1. Ogretmen Geribildiriminin Katkilar

Farklilagtirilmis 6gretim ile islenen yazma dersleri ile geleneksel olanlar
arasindaki farki belirtmeleri istendiginde, ¢ok sayida Ogrenci “Ogretmen
geribildirimi” cevabimi vermistir. Ornegin, O3 bu durumu soyle ifade etmistir:
“Bir sey yazip size getirdigimde, onu gelistirmek i¢in Onerilerde
bulunuyorsunuz. Bu, beni motive eden ancak ge¢miste géz ardi edilen bir sey.”
Ayrica, Ogrenciler Ogretmen geri bildirimlerinin  6grenmenin kaliciligini
artirdigini, hatalariin kolayca fark edilmesine yardimci oldugunu ve bu
hatalarm fosillesmesini onledigini belirtmistir. O7'nin samimi bir sekilde ifade
ettigi gibi: “Geribildirimle, hatalarimiz1 gériiyoruz. Onceki smniflarda
hatalarrmzi goremedik. Ogretmenlerimiz geri bildirimde bulunmadi”. Son
olarak, 6grenciler, smifta 6gretmen geribildirimi almanin, kendilerini degerli,
desteklenmis ve inanilmis hissetmelerine yol actigini ve bu durumun da

motivasyonlarini arttirdigini belirtmistir.
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08'in bunu sdyle hatirlamaktadir:
Gegen donem, ogretmenimiz bize yazimizla ilgili geri bildirimde
bulunacagini sdyledi, ama vermedi. Gergekten {iziildiim. Sonra, bir siire
sonra geri bildirimde bulunmak istedi, ama reddettim. Sonraki donem o
dersi almadim bile.
Bu ayni zamanda ders anketlerinden sonra toplanan verilerin sonuclariyla da
desteklenmistir. Anketlerin analizi, baz1 6grencilerin “6gretmen geri bildirimi”
nin bazi1 aktiviteleri digerlerinden daha fazla sevmelerinin nedeni oldugunu 6ne
siirerken, bazilar1 “6gretmene danigmak” 1n bir donemde karsilastiklar:
sorunlarin {istesinden gelmek i¢in kullandiklar1 bir yontem oldugunu ortaya

koymustur. Ayrica, bazi 6grenciler 0grenmenin “Ogretmen geribildirimi”

sonucunda gerceklestigini hissettiklerini ifade etmislerdir.

Bu, etkili yazma 6gretiminin niteliklerini arayan ve 6gretmen geri bildiriminin
gliclii bir ara¢ oldugu sonucuna varan cesitli ¢alismalarla desteklenmektedir.
Ornegin, etkili 6gretim {izerine binden fazla ¢alismay1 analiz eden Hattie (1996),
geri bildirimin degerli bir 6grenme ve Ogretim stratejisi oldugu sonucuna
varmistir. Benzer sekilde, Marzano, Pickering ve Pollock (2001), uygun
zamanda sunulan geri bildirimin, iyilestirme i¢in harika bir ara¢ oldugunu iddia
eder. Ayrica Chapman ve King (2005) farklilastirmanin 6grencilere ihtiyaglar
ortaya ¢iktiginda yardimei oldugunu ve “bireylerin calisirken belirli, diizeltici

geribildirimlerle hizli miidahaleler aldiklarini” iddia etmektedir (s. 11).

Bu caligmada, az sayida 6grenci 6gretmen geribildirimi 6rnegini hatirlamamis
olsa da, ¢ogunluguna daha once geri bildirim verilmistir. Bununla birlikte, DI
siiflarini1 geleneksel siniflarla karsilagtirmalar1 istendiginde, 6grenciler tekrar
tekrar “0gretmen geribildirimi” cevabini verdiler. Bu sonug, 6grencilerin 6nceki
yillardaki kalite geri bildirimlerinin eksikligine iligskin algilar1 ile agiklanabilir.
Ogrencilerin DI sinifindaki 6gretmen geri bildirimlerini takdir etmeleri, sadece
kisiye yonelik, amacli ve kisisellestirilmis, farklilagtirilmis Ogretimde geri

bildirimin dogasina atfedilebilir (Burnett ve Mandel, 2010).
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4.2.2. Grup Cahsmasinin Katkilari

Verilerin analizi, tim Ogrencilerin farklhilastirilmig 6gretimin grup calismasi
yOniiniin yazma becerilerini gelistirmede en 6nemli katkida bulundugunu ortaya
koymustur. Ogrenciler ¢ogunlukla tamilayici1 degerlendirmelerle belirlenen
hazirbulunusgluklarina gore gruplandirilmis ve 6grenciler gruplardaki bu iletisim
kolayliginin grup i¢inde daha fazla isbirligine, bunun da daha yakin ve daha
gliclii arkadagliklar, daha fazla aidiyet duygusu ve daha fazla katihm ile
sonuglandigin belirtmislerdir. Ornegin, O3 gelismis arkadasliklarin katkisini su
sekilde ifade etmistir: “Bir sinifa ilk geldiginizde kimseyi tanimiyorsunuz ancak
(grup calismasi) buna c¢ok katkida bulunuyor. Kendimi rahat hissetmemi
sagliyor ve derslere isteyerek geliyorum”. Ayrica O6 sunlarn ifade etmistir:
“Onceki derslerde, digerlerini beklerdim. Ama simdi (bu gruplarda) geride
durmam ve fedakarlik yapmama gerek yok. Kendimi daha fazla zorluyorum”.
Bu bulgu, grup c¢alismasinin arkadashk olusumunu etkileyebilecegini ve
ogrencilerin ilgi ve katilimlarini arttirdigin1 6ne siiren onceki caligmalarla
uyumludur (Cooper ve Slavin, 2001; Slavin ve Cooper, 1999; Avci, Yiiksel,
Soyer ve Balik¢ioglu, 2009; Ozer, 2016).

Ayrica, hazirbulunusluk temelinde tasarlanan grup calismalarinin ilging bir
katkisi, bagarili 6grenciler ile ilgilidir. Bu tiir 6grenciler, hazirbulunuslugun grup
tiyeleri arasinda bir ortaklik olmadig1 gruplarda, belirli bir beceriye zaten sahip
olmalarina veya bir sorunun cevabini bilmelerine ragmen ¢ogu zaman geri
durma ve sessiz kalma ihtiyact duyduklarii ifade etmis ve bu durumu
“fedakarlik yapmak™ olarak nitelendirmislerdir. Bununla birlikte, hazir olma
temelinde olusturulan gruplarda, daha aktif olduklarin1 ve hatta daha ¢ok
calismaya ve daha kaliteli is liretmeye tesvik edildiklerini bildirmislerdir. Geri
durma ve gruba hiikmetmeme duygusu, Ogrencilerin gelismis empati
becerilerinden kaynaklanabilir. Empati, “6znel deneyimler ile baskalarinin
kendilerini gelistirmesine yardimci olmak i¢in gerekli olan nesnellik arasinda

mesafe gerektirdiginden” (Kurland ve Malekoff, 2002, s.54), yiiksek empati
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diizeyine sahip daha basarili 6grenciler, bagkalarinin 6grenme deneyimlerine
miidahale etmemek amaciyla geri durmayi tercih edebilmektedirler. Ayrica,
Ogrenciler artan motivasyon, odaklanma, Ogrenme, kalicilik ve ozerklik
deneyimlemistirler. Bu sonuglarin hepsi ¢esitli ¢alismalarla desteklenmektedir
(Beler, 2010; Aras, 2018; Giilsen, 2018; Alhasmi ve Elyas (2018), Demir, 2013;
Durmus, 2017).

4.2.3. Icerik ve Siire¢ Farklilastirmasmin Katkilar

Aragtirma siiresince igerik ve siire¢ farklilastirmasi, 6grencileri hazirbulunusluk
seviyeleri, ilgi alanlar1 ve se¢imleri acisindan 6zgiirlestirmeye ve igerigi veya
siireci degistirmeye odaklanmistir. Icerik ve siire¢ farklilasmasinin katkilari ile
ilgili olarak o6grenci cevaplar1 artan ilgi, motivasyon, 6grenme, odaklanma,
kalicilik ve 6zerklik oldugunu gostermistir. Ogrenciler, igeriklerin kendilerini
rahat hissettikleri bir konuyla ilgili olduklarinda, ¢ok daha hizli yazmaya
basladiklarini ve yazma kurallarin1 anlamaya daha fazla dikkat edebildiklerini;
bunun sonucunda da O&grenmenin arttigini bildirmislerdir. Ayrica, bazi
ogrenciler icerigi segme 6zglrliigline sahip olmanin, daha 6zerk olmalarina ve
dolayisiyla kendi hatalarindan ¢ok daha verimli bir sekilde 6grenmelerine yol
acan bir sorumluluk duygusu yarattigin1 belirtmistir. Ayn1 sekilde, 6grenci
cevaplar siire¢ farklilagmasinin onlara artan motivasyon, katilim ve siifa karsi
ozerklik sagladigimi gostermistir. S7, silire¢ farklilasmasinin onu nasil tesvik
ettigini s0yle vurgulamaktadir:

Secimleri bize birakmak ¢ok giizel bir sey. Bize hangi sayfay1 doldurmak

istedigimizi sordugunuzda, ona bakip “Bunu yapabilirim” diyorum.

Daha 6zgiiriiz. Bir 6nceki donem derslere gitmiyordum bile.
Bu sonug alanyazin tarafindan da desteklenmektedir. Ornegin, McQuarrie,
McRae ve Stack-Cutler (2008) tarafindan yayinlanan arastirma incelemesinde,
farklilastirilmig 6gretimin “daha fazla 6grenci 6grenme ve 6grenme konusunda
basarili hissetme firsati buldugu” i¢in Ogrencinin Ozgiivenini arttirdigi

bulunmustur (s. 13).
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4.2.4. Oz-Yeterlige olan Katkilar

Daha once belirtildigi gibi, tiim oOgrenciler akademik Ingilizce yazma
becerilerinin gelistigini hissettiler ve bu gelismeyi 6gretmen geribildirimi, grup
calismast ve igerigi ve siire¢ farklilastirmasina bagladilar. Bununla birlikte,
ogrenciler ii¢ farkli alandaki 6z-yeterlik seviyelerinde artis oldugunu ifade
ettiler: (1) kendine giiven, (2) kendini diizeltme ve (3) test puanlari. Buna gore,
ogrenciler bigim ve dil kullanimiyla ilgili gelismis bilgilerin bir sonucu olarak
kendilerini daha giivenli hissettiklerini belirttiler. Ayrica, 6z-degerlendirme
yeteneklerinin gelistigini ve hatalarim1 daha kolay tespit edebildiklerini
sOylediler. Bu bulgu, 6z degerlendirme bilisotesi bir siire¢ oldugundan
ogrencilerin bilisotesi becerilerde ilerleme kaydettikleri seklinde yorumlanabilir
(TEAL Center, 2010). Oz-degerlendirmeye benzer sekilde, 6zerklik de bilisdtesi
bir beceridir ve Little (2009) 'in da 6nerdigi gibi, bilisotesi ile 6grenen 6zerkligi
arasinda agik bir iliski vardir. Bu bulgu, Giilsen (2018) ve Tas (2013) tarafindan

ylriitiilen ¢aligsmalarin sonuglariyla da uyumludur.

Son olarak, baz1 6grenciler sinavlarda daha yiiksek puan aldiklari i¢in artan 6z-
yeterlik seviyelerinden bahsetmislerdir. Ogrencilerin akademik basarilarindaki
bu artis gesitli galismalarla da desteklenmektedir (Yabas, 2008; Ozyaprak, 2012;
Saldirdak, 2012; Demir, 2013; Tas, 2013; Atalay, 2014; Camci-Erdogan, 2014;
Karip, 2016; Ozer, 2016; Durmus, 2017; Say1, 2017; Yavuz, 2018).

4.3 Farkhlastirnlmis Ogretimle ilgili Algilar
Veriler, 6grencilerin siifta farklilagtirilmis 6gretim uygulamalarina iliskin
algilarinin, (1) simif ortamiyla ilgili algilar, (2) 6gretmen roliiyle ilgili algilar

(3) etkinliklerle ilgili algilar ve (4) genel algilar olmak {izere dort ayr1 tema

altinda kategorize edilebilecegini ortaya koymustur.
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Smif ortamiyla ilgili deneyimlerini ve duygularini yansitmalar1 istendiginde,
ogrenciler su sifatlar1 tekrar tekrar kullanmiglardir: eglenceli, sicak, giivenli,
Ozgiir ve 6grenme merkezli. Ayrica, 6gretmenin sinifindaki rolii agisindan, cogu
ogrenci O6gretmenin destekleyici oldugunu vurgulamistir. Mesela O15,
dgretmenin tutumunun bir sonucu olarak Ingilizce derslerine karsi tutumunda
olumlu bir degisiklik oldugunu belirtmistir: “Bu aslinda sizin sayenizde.
Ogrencilere yaklasimmiz ¢ok iyi. Bu yiizden ilgim artt1.” Ayrica dgrenciler,
O0gretmenin 6grencilerin kisisel ihtiyaclarini dnemsedigini, 6zen gosterdigini ve
farkinda oldugunu belirtmislerdir. Farklilastirilmig  6gretim  sinifinda
bulunmanin zevk verici olmasi Saldirdak’in (2012) deneysel c¢alismasi
tarafindan desteklenmektedir. Benzer sekilde, Johnsen (2003) ve McAdamis
(2001), farklilagtirilmig 6gretim stratejilerinin kullaniminin 68rencilerin ilgisini
cektigini  bulmuslardir. Sinifin  giivenli bir ortam olarak algilanmasi
katilimcilarin% 87'sinin “sinifta s6z almak konusunda daha giivenli ve % 95'inin
sinifta daha rahat hissettiklerini” ortaya koyan Patterson, Connolly ve Ritter
(2009, s. 51) galismasi tarafindan desteklenmektedir. Giivenli olmasiin yani
sira farklilastirilmis 6gretim ortami 6zgiir olarak da goriismiistiir. Bu, Santangelo
ve Tomlinson’un {niversite o6grencileri ile yirhttigi 2009 c¢alismasinda

yansitilmaktadir.

Ilgi cekici, giivenli ve dzgiir 6gretim sinif ortami nedeniyle, bu ¢alismadaki
ogrenciler ylksek diizeyde ilgi ve motivasyon yasadiklarini belirtmislerdir. Bu
bulgu, alanyazin tarafindan desteklenmektedir, ¢ilinkii iki kavram
farklilastirilmis 6gretim ¢aligmalarinin en ¢ok deginilen bulgular1 arasindadir
(Alhasmi ve Elyas, 2018; Aras, 2018; Beler, 2010; Coleman, 2001; Hall, 2002;
Powers, 2008; Sizer, 1999; Strong vd., 2001 ve Tieso, 2001). Son olarak, bu
caligmadaki &grenciler Ogretim elemanin1 ve Ogretmen-6grenci iliskisinin
dogasin1 olumlu algilamis ve O&gretmeni destekleyici ve ilgili olarak
nitelendirmislerdir. Bu, 06gretmenin farklilagtirilmis Ogretim  smifindaki

roliinden kaynaklaniyor olabilir.
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Sonug olarak, bu caligma farklilagtirilmis 6gretim stratejilerini kullanarak hem
yazma Ogretiminin kalitesini hem de Ogrencilerin yazma becerilerini
gelistirmenin - miimkiin oldugunu gostermistir. Calismada Ogrencilerin,
ogrencilerin kendileriyle ve o6gretmenlerle olan onceki deneyimleriyle ilgili
cesitli konular nedeniyle akademik Ingilizce yazma becerilerinin ediniminde
problem yasadiklar1 ortaya ¢ikmistir. Ogrencilerin yasadigi sorunlarin ¢ogunun
farklilastirilmis 6gretimin katkilariyla ortadan kaldirildigi ya da hafifletildigi
goriilmiistiir. Bu katkilar arasinda en ¢ok alint1 yapilanlar destekleyici grup
caligmasina ek olarak ayrintili, bire bir ve zamaninda 6gretmen geribildirimi
olmustur. Ogrencilerin ilgi ¢ekici, giivenli ve ozgiir olarak kabul ettikleri
farklilastirilmis 6gretim sinifi, 6grencilerin daha 6zerk olmalarina yardimei

olarak motivasyon ve katilimlarinin artmasina yol agmustir.

Bu calismanin  sonuglar1  dogrultusunda, farklilastirilmis  6gretim
uygulamalarinin kurum ve iilke ¢apinda yayginlastirilmasi onerilebilir. Ayrica,
siniflarinda farklhilagtirilmis 6gretim uygulamak isteyen Ogretmenlerin, ders
oncesinde bir &n degerlendirme yapmalar1 tavsiye edilebilir. On
degerlendirmeye ek olarak, 6gretmenler 6grencilerin 6grenme profillerini ve
gecmislerini arastiran acik uglu bir anket uygulayabilir ve daha sonra yeni
dersler tasarlamak veya mevcut dersler 6grenci ihtiyaglarina cevap vermek lizere
diizenlemek i¢in bu verileri kullanabilirler. Ek olarak, tiim yeni beceriler gibi,
farklilastirilmis 6gretimin etkili bir sekilde uygulanmasi zaman ve pratik
gerektirir. Ogretmenler farklilastirilmis  6gretimi  kendi  baglamlarinda
uygulamaktan kag¢inmamali, ancak asinalik ve deneyim gerektirecegini

akillarinda tutmalidirlar.

Bu arastirma bir eylem arastirmasi olarak tasarlandi. Ancak, yontemin etkileri
hakkinda daha fazla bilgi edinmek ve farkli bir bakis agis1 olusturmak i¢in benzer
aragtirmalar yar1 deneysel olarak tasarlanabilir, eylem arastirmasinin

uygulandig1 gruba ek olarak bir kontrol grubu da kullanilabilir, katilimei sayis1
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artirllabilir ve ¢alismanin tasarimina nicel veri toplama araclar1 eklenebilir.
Ayrica, Ogrencilerin  akademik farkliliklarinin  benzer sonuglar verip
vermeyecegini gormek ve yoOntemin bu baglamda uygulanabilirligini
degerlendirmek icin farkli fakiilte ve boliimlerden 6grencilerle de benzer bir

calisma yapilabilir.

Bu aragtirmada, hepsi 6gretmen arastirmaci tarafindan tasarlanan veya uyarlanan
farklilastirilmig ders planlar1 ve etkinliklerinden yararlanmisti ve bu sebeple ¢ok
zaman ve c¢aba harcanmistir. Bu nedenle, ilerideki arastirmalar, belirli bir
disiplinde belirli bir konu iizerinde 6nceden hazirlanmis ve kullanima hazir

farklilasma materyallerinin bir arsivinin olusturulmasini icerebilir.
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