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ABSTRACT

The main objective of this study was to gain insights into students' verbal responses and,
consequently, offer valuable information and recommendations to teachers and curriculum
designers on ways to cater to individual students' learning needs and enhance the quality of
students' responses. This study aimed to investigate the impact of incorporating the audience
design model, Bloom's taxonomy, and the differentiated instruction approach on students'
verbal responses.Data for this research was gathered from 5 observed classes and through
semi-structured interviews with 12 high school teachers and 5 high school students. The
research sought to address the following research questions: To what extent does integrating
the audience design model in teachers’ differentiated initiations and feedback improve
students’ verbal responses? To what extent does employing Bloom’s Taxonomy of Cognitive
Domains when tailoring teachers’ initiations and feedback help improve students’ verbal
responses? The study, conducted in a private school in Dubai, employed qualitative research
methods to analyse and synthesise data into several themes related to differentiated
instruction, classroom interactions, teacher talk time vs. student talk time, and audience
design. These themes provided a comprehensive understanding of the data. The findings
indicated that teachers' differentiated instruction and feedback, especially when considering
the audience design model, significantly impacted both the quantity and quality of students'
verbal responses. However, the study had faced some limitations, as a result, several
recommendations were put forward to assist educators and curriculum designers in facilitating
the implementation of differentiated instruction and feedback. These recommendations

included promoting research, collaboration, and presentation skills. Furthermore, it



highlighted the significant role of curriculum publishing companies in offering ready-made
questions and activities to ease the burden on teachers in terms of time and effort.
Keywords: IRF Sequence, Initiation-Response-Feedback, Audience Design Model,

VARK Model, Differentiated Instruction, Students’ Engagement.
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CHAPTER 1: INTRODUCTION

1.1 General Background

There is hardly any disagreement that students’ interaction is one of the most
essential components in the learning process and can be considered an index to students’
academic progress. When students are engaged in their learning, they are more likely to be
motivated, focused, and invested in their educational experience. This involvement fosters
a sense of commitment and accountability among students toward their learning, which
results in their active participation in their education. According to Tsui (2001), classroom
interaction does not only involve communication between teachers and students but also
includes collaboration and engagement among students themselves. However, interaction
within a learning environment is not limited to direct communication between teachers and
students or among peers; other influential factors contribute to the nature of the interaction,
including psychological and motivational aspects of both the teacher and students, social
and cultural backgrounds, personal perspectives, levels of anxiety, and individual learning
preferences. Tsui (2002, p. 120) states that:

[m]ore recent studies have begun to investigate the underlying factors that shape
interaction in the classroom - e.g., teacher and learner beliefs, social and cultural
background of the teacher and learners, and the psychological aspects of second and
foreign language learning - providing further insights into the complexities of classroom
interaction.

While student’ interaction is an important factor in achieving success in the
learning process, it cannot be considered the sole determinant. Teachers play a significant
role in the process as well, significantly in designing initiations that are tailored to suit

their students' learning styles to facilitate the most effective learning practices. Teacher
1



initiation, which is referred to as the (1) move, is the first move in the IRF sequence, it
involves teachers initiating an interaction by speaking or performing an action to actively
engage their students. in a specific interaction. According to Rustandi and Mubarok (2017,
p.242), "[i]nitiation (I) is the movement in which the teacher initiates an interaction ... It is
the effort of the teacher in pushing the students to drop their selves in communication or
interaction." As for the “R” move, Saragih (2019) argues that students respond to the
teacher's initiation by actively participating in a discussion, answering a question, sharing
their thoughts, or providing a solution. This step allows students to demonstrate their
understanding, engage in critical thinking, and contribute to the learning process. Finally,
teachers providing constructive feedback to their students can help enhance students' self-
esteem and improve their performance. The final stage of the IRF cycle, known as the
feedback stage or the (F) move, concludes the interaction. Dayag et al (2008, p.5) describe
the feedback as “a closure to the initiation and response. It means that students get
immediately the correction or evaluation for their response”.

Educators and teachers should be aware of their students' learning styles in order to
design the initiations that elicit the best responses. This can be achieved by employing two
essential approaches: the audience design model and Bloom’s Taxonomy of Cognitive
Domains. The audience design model helps teachers create utterances that are tailored to
the specific needs of their audience. Bell (1984) suggests that this model helps teachers
design initiations that accommodate their addressees. Moreover, Ferreira (2019) believes
that audience design is when the speaker organises his words and phrases in a specific
structure to help his audience understand the intended meaning. In this case, the speaker
produces utterances with features that correspond to his audience's knowledge,
background, and interests. As for Bloom’s Taxonomy, Forehand (2005, p.2) offers a

definition of Bloom's taxonomy as "a multi-tiered model of classifying thinking according

2



to six cognitive levels of complexity." This taxonomy serves as a cognitive classification
that divides thinking into six different levels. It starts with lower cognitive domains such as
remembering, understanding, and applying, and moves towards higher cognitive domains
including analysing, evaluating, and eventually creating. It's essential to acknowledge that
within the same classroom setting, students demonstrate different academic levels,
backgrounds, skills, and interests. Therefore, teachers should effectively design initiations
and questions rooted in Bloom's taxonomy to explain the same content. It's important to
understand that differentiated instruction depends mostly on employing the six cognitive
domains in Bloom's taxonomy to enhance students' knowledge, understanding, and verbal
responses (Adams 2015). On the other hand, Sayed et al. (2020) indicated that there is a
good connection between Bloom's Taxonomy and VARK learning styles that lies in the
ability to design more individualised learning experiences by tailoring the instructional
strategies, assessment techniques, and activities with students' levels of cognitive
development and different learning styles. This would lead to more efficient and developed
learning outcomes as well as a more engaging learning environment.

The VARK model, developed by Fleming, categorizes students into four groups:
visual, aural, read/write, and kinaesthetic. Moayyeri (2015) describes visual learners as
individuals who prefer utilising visual aids such as maps, charts, graphs, colours, pictures,
and spatial arrangements to enhance their understanding. Aural learners, meanwhile, find
value in explaining new concepts to others, engaging in discussions with peers and
educators, utilizing tape recorders, attending lectures, and participating in discussion
groups. On the other hand, read/write learners are inclined towards employing written
forms of learning, such as lists, essays, reports, textbooks, definitions, printed handouts,
readings, web pages, and note-taking. Lastly, kinaesthetic learners rely on experiential

methods like field trips, active participation in tasks to grasp concepts, laboratory
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experiments, following recipes and problem-solving approaches, hands-on learning
techniques, utilizing their senses, and utilizing collections and samples. Fleming (2001)
states that each individual has a unique style of gathering and processing information. By
utilizing the above-mentioned models, teachers can design initiations that are most likely
to elicit the best responses from their students.

Educators need to acknowledge that their classrooms are a mixture of students with
different levels, abilities, and needs. Therefore, implementing differentiated techniques for
both initiation and feedback is a complex task that requires careful consideration. The
differentiation approach involves recognizing the various factors that influence students'
academic progress, including their prior knowledge, level of readiness, language skills,
learning preferences, and interests. It requires teachers to respond adaptively to these
individual differences (Hall 2002). Differentiated instruction aims to maximize each
student's development and individual achievements by tailoring initiations to meet
students' current levels and providing support throughout the learning process.
Differentiated instruction can help teachers create an environment that fosters inclusivity
and equity.

Bell (1984), on the other hand, addresses the audience design model as a
framework that emphasizes the importance of understanding the characteristics and needs
of the audience or learners in instructional design, where educators develop content, create
activities, design initiations, and provide feedback to facilitate the acquisition of the new
skills. It involves considering factors such as the addresses' prior knowledge, learning
styles, abilities, interests, and cultural backgrounds. By analysing and exploring these
factors, teachers can plan initiations and deliver feedback that is more engaging, effective,
and relevant to the learners. The audience design model aims to enhance students' learning

experiences.



Both, the audience design model, and differentiated instruction share the goal of
individualizing the teacher's initiations and feedback to meet the needs of students. The
audience design model provides a framework for gathering relevant information about
learners that can then guide teachers to practically differentiate their strategies and

methods in ways that fully enhance learners’ skills and abilities.
1.2 Scope and Context of the Study

The study was conducted to collect data and gain insight into the proficiency of
high-school students when exposed to differentiated initiations and feedback. The study
took place in a private school in Dubai, following an American curriculum, and involved
observations of high school students. The observations were carried out across five English
classes. Additionally, interviews were conducted with a selected group of high-school
teachers. Moreover, the students selected for this study were from the same grade levels
with different academic levels. The diverse range of responses observed influenced the
outcomes of the study, demonstrating the effects of differentiated initiations and feedback

on the quality of students' responses.
1.3 Statement of the Problem

In modern classrooms, a vibrant blend of students with various abilities and
backgrounds creates a dynamic learning environment. Therefore, teachers are compelled to
adopt innovative teaching approaches and practices that offer students a multitude of ways
to acquire knowledge. Differentiated instruction is a pedagogical approach that empowers
teachers to adjust their methods to cater to the unique needs and diversities of their
learners.

Educators agree that tailored education has significant effects on

students' responses and engagement. Tomlinson et al. (2003, p. 121) stated that there is “a



reasonable hypothesis that a current interest in what is called "differentiated instruction” is
due to a degree of academic diversity that teachers simply can no longer ignore”.
Moreover, (Lou et al. 1996) indicated that the teacher's main objective is to ensure
effective and satisfying learning experiences for every student although the diverse
backgrounds and interests of students pose complex and challenging pedagogical
difficulties for educators. On the other hand, (Clark & Murphy 1982) proposed that
teachers should carefully tailor utterances for specific listeners, who, in turn, rely on their
own understanding to comprehend the intended message. Usually, listeners can arrive at a
special interpretation of an utterance only when they assume that the speaker deliberately
crafted it to allow for that interpretation. However, it is important to highlight that there is
currently no scholarly investigation that has explored the importance of integrating
audience design and Bloom’s Taxonomy as a strategy to initiate advanced differentiated
utterances and offer constructive feedback. This integration holds the potential to enhance

students' responses and consequently elevate their academic proficiency.
1.4 Rationale

The lack of awareness among teachers regarding the audience design model and
their students' learning styles and needs has resulted in a decline in the overall
effectiveness of the learning process. Consequently, this lack of awareness contributes to
challenges faced by many educators in implementing differentiated instruction. Various
factors contribute to this difficulty, including time constraints, limited knowledge of their
students' specific needs, and even a certain reluctance to invest additional time and effort
into preparing differentiated approaches that have the potential to significantly enhance
students' responses and overall engagement.

According to (Moon, Tomlinson & Callahan 1995), educators possess knowledge

about differentiation strategies, yet there appears to be a discrepancy between their
6



awareness and application of these strategies in the classroom. Even though teachers are
engaged in discussions about effective teaching methods that serve individual learning
needs during educational conferences, there seems to be limited implementation of these
strategies within their actual classroom settings. On the other hand, in some cases, the
absence of differentiation occurs when teachers fail to acknowledge the importance of
employing such an approach. For instance, teachers may avoid implementing
differentiation in their instructions based on readiness, interest, or learning profile, as they
perceive no necessity for them. Furthermore, some teachers lack the appropriate strategies
and knowledge to effectively motivate students with varying academic backgrounds.
Also, the main goal of the differentiated instruction is not only focused on
acquiring knowledge, but also on developing critical thinking skills, building self-esteem,
and improving social skills. These aspects are crucial for the holistic development of
students. When students become critical thinkers, they are able to analyse information,
evaluate different perspectives, and make informed decisions (Tomlinson, Brimijoin, &
Narvaez 2008). This skill is invaluable in today's complex and rapidly changing world.
Furthermore, improving social skills is critical for students to navigate relationships
and interact effectively with others. By developing these skills, students can collaborate
with their peers, communicate their ideas clearly, and appreciate diverse perspectives.
These social skills are not only important in the classroom but also in various aspects of
life beyond school. To achieve these goals, all stakeholders in the education sector,
including teachers, must work collaboratively. Teachers play a significant role in fostering
critical thinking, self-esteem, and social skills by creating an engaging and inclusive
learning environment. They can design initiations that encourage active participation,

promote discussion, and debate, and provide opportunities for students to think critically.



Administrators and policymakers can support these efforts by providing
professional development opportunities for teachers, allocating resources to enhance
classroom environments, and implementing policies that prioritize holistic education.
Parents also have a central role to play by supporting and reinforcing these skills at home
and engaging in open communication with their children about their educational
experiences. By recognizing the importance of these goals and working collectively, the
education sector can create an environment that not only promotes academic achievement

but also nurtures the intellectual, emotional, and social growth of students.
1.5 Purpose and Research Questions

The purpose of this study is to investigate the impact of using audience design,
Bloom’s Taxonomy, and differentiated initiations and feedback on students’ responses.
Hence, this study aims to address two research questions:

To what extent does integrating the audience design model in teachers’ differentiated
initiations and feedback improve students’ verbal responses?

To what extent does employing Bloom’s Taxonomy of Cognitive Domains when tailoring
teachers’ initiations and feedback help improve students’ verbal responses?

1.6 Significance of the Study

1.6.1 Study Significance for Students

When designing activities and tasks, teachers and curriculum designers should
consider the different learning styles of students. It is important for students to learn how
to utilize and develop all their senses to optimize the outcomes of their learning
experiences. They should be aware that they have the right to learn in a manner that aligns

with their preferences, ensuring their comfort without being forced into tasks they are



unable to perform. Nevertheless, teachers can encourage students to step out of their
comfort zones in order to develop their less-refined skills.
1.6.2 Study Significance for Teachers and Curriculum Designers

While teachers have the ability to shape their classrooms according to their
preferences, it is essential for them to consider the needs of their students. Teachers hold
the power to impact their students both positively and negatively through their teaching
methodologies and interactions. Therefore, it is important for teachers to receive additional
training in implementing differentiated instruction based on Bloom’s taxonomy and
utilizing the audience design model to effectively engage and educate students, while also
advancing their own professional development.

The outcomes of this research would provide valuable insights for curriculum
designers in developing a curriculum that is inclusive and comprehensive, catering to the
needs of all students, particularly those in high school to better prepare them for their
future college and career lives.

1.6.3 Study Significance for Other Researchers

Because there is limited research available on the effects of implementing the
audience design model in classrooms and examining how teachers utilize differentiated
initiations and feedback, it is crucial to urgently investigate the subsequent impacts on the
quality of students' responses. Therefore, there is a need for further investigation in this

area.



CHAPTER 2: LITERATURE REVIEW

This section of the study discusses the conceptual framework, the theoretical

framework, and the related study.
2.1 Conceptual Framework

The key concepts that will be explored in this chapter are the Initiation-Response-
Feedback (IRF) Sequence, Differentiated Instruction, Audience Design, and Bloom’s
Taxonomy of Cognitive Domains. These concepts aim to provide the researcher with a
deeper understanding of the connection between utilizing differentiated instruction
grounded in Bloom’s taxonomy and audience design in classroom settings and their
impacts on the development of students' responses.

2.1.1 Initiation-Response-Feedback (IRF) Sequence

Initiation-Response-Feedback (IRF) is a sequence that was initially proposed by
Sinclair and Coulthard in 1975. It outlines a structured interaction between the teacher and
the learner where the teacher initiates an interaction, then the learner responds, and finally,
the teacher provides feedback. Rustandi and Mubarak (2017, p.239) offer a definition of
the IRF pattern as "the movement in which the teacher initiates an interaction to get the
response of the students, then the teacher gives feedback to the students’ response”.

In his work "Talking Science," Lemke (1990, p.23) interestingly introduced the IRF
sequence using a different term. He used the concept of "triadic dialogue,” a typical lesson
activity pattern involving "a three-part Question-Answer-Evaluation pattern.”

This IRF pattern begins with the (I) move, where the teacher designs a question or
tailors an initiation that best accommodates to their learners. According to Harmer (20009,
p.111) the (I) is the move “when the teacher has to do something to get the students

involved, engage and ready”.
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The second move in the IRF sequence is the (R) move that refers to the student’s
response. Hellermann (2003. p.80) demonstrated that:
the student response will likely be some kind of action: If a teacher makes a directive such
as “turn to page 23,” the students’ response will likely be to turn the pages in the book; if
the teacher is informing (giving a lecture), the student response may be note-taking. For an
elicitation move, however, a verbal response is probable.

The last move in the IRF sequence is the feedback stage, also referred to as the ‘F’
move, where the teacher “can accept or reject, evaluate, or comment on the student’s
response” Sinclair and Coulthard (1975, p.48-49).

According to Soysal (2023), during the application of the IRF pattern in the pre-
teaching and teaching phases of a lesson, teachers provide information, transfer
knowledge, check understanding, await responses, and offer feedback to the learners. The
use of the IRF pattern enables teachers to encourage student-initiated discussions and
create opportunities for communication. Teachers are recommended to tailor initiations,
adopt audience design to aid understanding and provide constructive feedback. These
strategies prepare the learners for the subsequent post-teaching phase.

2.1.2 Differentiated Instruction

Subban (2006) justifies that due to students' diverse cultural and intellectual
backgrounds, educators are faced with an immediate necessity to adopt new practices to
accommodate these diversities. Moreover, Gurgenidze (2012, p.56) believes that “we all
may learn in different ways and we also have natural preferences for the way in which we
enjoy learning”. He argues “that teaching a non-homogeneous group of pupils can be
viewed positively because it serves as a trigger for teachers’ professional growth and

development as it involves the usage of a variety of approaches, teaching techniques,
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interaction patterns, and tasks”. Therefore, if the teacher wants to improve students’
performance, they must recognize the challenges and address them appropriately.

Although differentiated instructions are appealing as they promote equal
opportunities for a diverse range of learners, the potential of mixed-ability classrooms may
not be fully realized unless teachers actively acknowledge and accommodate the variations
among learners in such environments. For equal opportunities to be realized, students must
receive instructions tailored to their individual levels of readiness, interests, and learning
preferences, thereby allowing them to optimize their potential for academic and social
growth (Gamoran & Weinstein, 1995; McLaughlin & Talbert, 1993; Tomlinson et al.
2003).
2.1.3 Audience Design

Yoon and Brown-Schmidt (2019) define the audience design model as an action
during which the speaker designs initiations that suit the needs of the intended audience or
addressees. They suggest that this model involves a two-person dialogue that serves as a
foundation for building conversations. The speaker usually tailors his initiation to
effectively engage groups of addresses who possess different levels of knowledge about
the subject being discussed. This design takes into consideration all the other factors that
significantly contribute to the students' development, such as the students' background
knowledge, age, and gender. Moreover, teachers should make accommodations to meet the
learning needs of their students, ultimately leading to improvements in the quality and
length of students' responses (‘R move) during the conversation (Clark & Murphy 1982).
2.1.4 Bloom’s Taxonomy of Cognitive Domains

Bloom initially introduced the taxonomy in 1956 which serves as a framework for
categorizing thinking skills into six domains, depending on their level of complexity:

knowledge, comprehension, application, analysis, synthesis, and evaluation. However, in
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2001, Lorin Anderson presented an updated version of the taxonomy, transforming the six
levels from nouns into verb forms. (See Figure 1). Bloom’s taxonomy contains six
different classifications of cognitive skills “ranging from lower-order skills that require
less cognitive processing to skills that require deeper learning and a greater degree of

cognitive processing.” (Adams 2015, p. 152).

Knowledge Remembering

Old Version New Version

Figure 1: Bloom’s Taxonomy of Cognitive Domains (Forehand, 2005)

The first basic thinking domain in the hierarchy is the remembering skill, where
learners are required to recall straightforward simple information such as facts and
definitions. Evaluating these activities can be easily done through short-answer, close-
ended questions as well as multiple choice assessments (Adams 2015; Bloom & Krathwohl
2005).

Understanding, which is the next level in Bloom’s taxonomy, requires students to
demonstrate comprehension of the information they have acquired by rephrasing,
classifying, and comparing. Understanding requires more thinking skills than simply
recalling and remembering information (Adams 2015).

When it comes to the third domain, it can be summarised by the student's ability to
apply the recent acquired knowledge within a given context. An example of this kind of

application is asking students to fill in the blanks or to classify (Forehand 2005).
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Advancing through the taxonomy, the students are requested to differentiate
between facts and opinions, this process is called analysing. In this process, students might
also be asked to explain a claim in an argument (Bloom & Krathwohl 2005).

Moving toward the fifth level of the taxonomy, we encounter the evaluating level
where students need to assess their understanding and reflect on their own learning, make
inferences, and draw conclusions. These are some of the activities that can be conducted
to assess high achievers. The last skill in Bloom's taxonomy is creating. According to
Forehand (2005), the activities under this level can be summarised as follows: combining,
planning, composing, and actualizing.

2.2 Theoretical Framework
2.2.1 Social Constructivism

Lev Vygotsky, in his social constructivism theory, suggests that knowledge can be
acquired through social interaction with teachers and other peers. He asserted that
knowledge is built within a social setting during interpersonal exchanges where individuals
employ language to construct meaning (Churcher, Downs & Tewksbury, 2014; Kalina &
Powell, 2009). “The ability to learn through dialogue and interaction with others is central
to knowledge.” (Churcher, Downs & Tewksbury 2014, p.35)

According to Kalina and Powell (2009), Vygotsky strongly believes that students’
learning experience is significantly affected by both social interaction and cultural
diversity. Teachers should acknowledge that diversity exists within their classes and accept
the discrepancies. Diversity includes not only the various ethnic backgrounds but also the
learning differences. These differences contribute to the students' need to attain knowledge.

On the other hand, Adams (2006) states that constructivism, as a pedagogical
approach, aims to thoroughly comprehend the process through which students develop

their own knowledge and apply it effectively in shaping their cognitive thinking. Teachers
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need to acknowledge that each student has a unique method of gathering, selecting,
analysing, and synthesising information.

It is essential to acknowledge the role of teachers in presenting and addressing
learners' differences to promote discourse and cognitive engagement. However, there is no
doubt that learning is a collaborative process: learners and educators collaborate to shape
the socio-cultural context. Their actions and choices interact equally, providing support for
each other's progress (Silcock 2003). Adams (2006, p.249) states that "the discursive
nature of social constructivist learning environments emphasizes the need for children to
be given time to talk, with the teacher’s role that of listener and observer".

Moving from this point, Torrance and Pryor (1998) emphasised the importance of
differentiating teachers' initiations in order to enhance students' skills and develop their
cognitive development. They suggest that teachers can use a variety of methods such as
open-ended questions, role-playing, drawing, and mind mapping. All of these initiations
help students scaffold and reflect on their own understanding. Adams (2006, p. 252)
suggests that “[a]sking pupils what they wish to consider and how they wish to investigate
and present their work engenders feelings of importance and worthiness”.

Moreover, Powell (2006, p.54) explains that "[b]oth Piaget and Vygotsky agreed
that the teacher's role was that of a facilitator and guide, and not of a director or dictator.
Piaget saw children gaining knowledge from organizing and reorganizing data as they
receive information. Vygotsky saw social interaction or collaboration as the chief method
for learning and placed more emphasis on language development".

To establish a thriving constructivist environment, teachers should develop
pedagogical approaches or activities that incorporate the principles of both Piaget and
Vygotsky especially when assigning tasks, performing activities, or conveying

information. Encouraging knowledge discovery among students contributes to this process;
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this can be achieved by designing question-and-answer sessions following significant
concepts. Moreover, teachers can measure students' progress through assessments, as well
as through dialogue and discussions. The greater teachers are ready and skilled in utilising
essential tools like conversation, discussion, and inquiry, the more likely they are to use
them. These methods foster students' proficiency in critical thinking and effective
communication (Kalina & Powell 2009).

Vygotsky's comprehensive research and theories create the foundation of social
constructivism and language development; some of these theories are cognitive discourse,
the zone of proximal development, interpersonal engagement, cultural context, and inner
dialogue. These theories gain a profound acknowledgement of their effectiveness in the
classroom (Kalina & Powell 2009).

The Zone of Proximal Development, as defined by Adams (2006, p. 252) is “the
difference between that which a learner can do independently and that which can be
achieved with the support of a more significant other”. Adams (2006) clarifies that the
ZPD, which is a key component of VVygotsky's social constructivism, refers to the tasks or
activities a learner can perform with the support and guidance of an expert, such as a
teacher. These tasks are more challenging than what the learner can complete
independently yet remain achievable with some help.

Churcher, Downs, and Tewksbury (2014) outline Vygotsky’s belief that learning is
most effective when a learner is challenged just beyond their current level of competence.
Learning occurs when it bridges the gap between a learner's current abilities and their
potential to develop new skills.

Teachers are required to provide scaffolding, advice, feedback, and assistance in
order to assist students in bridging this gap and successfully completing the assigned tasks.

The ZPD claims that interaction and collaboration between students and teachers are
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essential for students' development. Through this guided interaction, students acquire
expertise and knowledge that prepares them to master the new concept on their own.

Teachers can make use of the ZPD theory by creating tasks and assignments that
are challenging enough to foster students' cognitive development without overwhelming
them. This requires an understanding of each student's current academic level and the
ability to tailor initiations to their individual needs. Effective teaching strategies within the
ZPD involve creating a balance between support and autonomy, ensuring that learners are
both stretched and empowered to reach their potential (Adams, 2006; Churcher, Downs &
Tewksbury, 2014).

The theory of Social Constructivism emphasizes the importance of learners'
cognitive development. Similarly, differentiated instruction considers students' cognitive
abilities and readiness when designing differentiated initiations in order to help students
master specific skills. Tailoring differentiated initiations based on students' cognitive levels
can lead to more effective responses. Moreover, teachers can adjust their teaching
strategies to each student's Zone of Proximal Development (ZPD), which is an essential
concept in differentiated instruction. Addressing students' individual needs and difficulties
within their ZPD through both social constructivism and differentiated instruction can
enhance their responses, especially by providing the required guidance and support.
Scaffolding, on the other hand, plays a significant role in both social constructivism and
differentiated instruction. Scaffolding techniques are employed in differentiated instruction
to help students construct stronger arguments and more complicated responses.

In conclusion, social constructivism is closely related to differentiated instruction
by focusing on scaffolding, cognitive development, and interaction. Teachers who apply

differentiated initiations can construct engaging learning experiences tailored to each
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student's needs and skills, eventually influencing the development of their verbal
responses.
2.2.2 Audience Design Model

The Audience Design Model, commonly referred to as Audience Design Theory,
focuses on how speakers modify their utterances and communication styles based on their
expectations about the listener's knowledge and cognitive abilities. This theory claims that
speakers tailor their speech to make it most effective for their specific audience (Ferreira,
2019; Yoon & Brown-Schmidt 2019).

According to Bell (1984), the audience design model challenges the common belief
that communication is completely speaker-centred and instead highlights the essential role
of the audience (listener) in shaping communication. He suggests that speakers should
consider their listeners' characteristics, expectations, and knowledge when tailoring their
utterances. This consideration influences language choices, speech patterns, and even the
content of the message. In other words, speakers adjust their initiations to align with their
perception of the listener's linguistic abilities and social background. Rogers, Fay, and
Maybery (2013, p.1) explain that:

[c]lassical theories of communication argue that audience design involves strategic

adjustments in communication that are intentionally designed to meet the

informational needs of one’s addressee. These theories postulate that perspective-
taking plays a crucial part in the strategic design of successful messages; people
consider their addressee’s perspective (beliefs and knowledge) when constructing
their message, and the feedback they receive allows them to update and refine this
perspective.

Recent research indicates that the concept of audience design goes beyond the

interactions between teachers and students; it extends to how students interact with one
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another within discussion groups. In such settings, learners tend to adapt their language
preferences and attitudes to match those of their peers. This adjustment not only fosters a
sense of alignment with their fellow students but also contributes to the enhancement of
their language skills. (Rogers, Fay, & Maybery, 2014; Yoon & Brown-Schmidt, 2019).
However, some evidence indicates that audience design may face challenges for two main
reasons. The first reason is when the speaker has difficulty recalling what the addressee
already knows, and the second reason may arise if both the speaker and the addressee have
extensive knowledge but express it differently through co-speech gestures (Schubotz,
Holler & Ozyiirek, 2015; Yoon & Brown-Schmidt, 2019).

Differentiated Instruction tailors teaching strategies to match students' different
abilities and needs. The Audience Design Model achieves this by highlighting the
importance of the audience's individual needs when designing initiations. By designing
initiations that match students' preferences, learning styles, and interests, teachers can
engage them more effectively, leading to improved responses. Both approaches,
Differentiated Instruction, and the audience design model, encourage the development of
both communication and interaction.

All in all, the Audience Design Model and Differentiated Instruction align in their
emphasis on tailoring strategies and procedures to meet learners' individual needs and
preferences. When applied together, they create a significant impact that enhances
engagement, motivation, and communication in the classroom, all of which can significantly

impact students' responses.
2.3 Related Studies

2.3.1 Initiation-Response-Feedback (IRF)
The Initiation-Response-Feedback is a pedagogical approach that is produced

during classroom interactions and serves as a framework to analyse spoken language
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during teacher-student, student-teacher, or student-student interactions. The IRF pattern is
believed to be the most common pattern observed in classroom interactions. Therefore,
researchers employ the Sinclair and Coulthard Initiation-Response-Feedback sequence as a
tool to explore and analyse classroom interactions (Saragih 2019).

According to Rustandi and Mubarok (2017), The IRF sequence is utilized for
organizing a range of tasks and exercises in the classroom. It is crucial in promoting
communication between teachers and students. The purpose of communication in a
classroom is that the teacher wants to teach the students new information. Moreover,
Esmaeili, Seifoori and Ahour (2023, p.186) stated that:

[m]ore than half of the class time in EFL or ESL classrooms is taken up by

question-and-answer exchanges. This classroom discourse pattern is one of the

teachers’ tools to maximize learners’ engagement and followingly what can
profoundly impact the quality of this participation is the type of question asked by
the teacher.

In some secondary schools, it has been found that the dominant pedagogic structure
of most conversations that occur between teachers and students takes the shape of the IRF
sequence. Even when communicating with younger students in primary schools, teachers
tend to engage learners in dialogues following the same sequence (Wells 1993).

Nassaji and Wells (2000) believe that classroom interaction is essential for
constructing social relations as well as encouraging students' cognitive thinking and
creativity. They add (2000, p.1) that the “IRF structure can take a variety of forms and be
recruited by teachers for a wide variety of functions, depending on the goal of the activity
that the discourse serves to mediate and, in particular, on the use that is made of the

follow-up move”.
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Halliday (1984) argues that linguistic exchanges involve two direct moves, which
take two different forms. The first form is the initiation followed by a response, and the
second form is the response followed by acceptance. However, a third structure emerged as
a result of combining these two aforementioned structures, known as initiation-response-
acceptance. In typical situations, teachers initiate these exchanges and expect responses
from students. However, in situations where students seek clarification, they often initiate
the exchange by awaiting a response from their teachers (Lemke, 1990; Nassaji & Wells,
2000).

Nonetheless, not all sequences are restricted to three moves. Berry (2014) suggests
that some IRF sequences may extend beyond three moves, especially when teachers wish
to assess students or ensure their understanding.

Wells (1993) highlights the fact that in 1975, Sinclair and Coulthard assumed that
the IRF sequence was the standard mode of teacher-student interaction. Many researchers
acknowledge the IRF significance by arguing that it serves educational purposes
effectively. Mercer (1992, p.218-219), for instance, suggests that this triadic dialogue is
considered an effective tool for "monitoring children's knowledge and understanding,"
"guiding their learning," and "highlighting knowledge and experiences considered
educationally significant or valuable". Other scholars assert that this triadic sequence is
well-suited to achieving educational objectives. They emphasize that its specific advantage
lies in having "a built-in repair structure in the teacher's final turn, allowing incorrect
information to be corrected with the right answers" Newman, Griffin, and Cole (1989,
p.127).

Walsh (2011) claims that communication is the foundation of all classroom
activities. Communication is not limited to verbal interactions but also non-verbal aspects,

including the teacher's use of nonverbal signals like body language. According to Orlich et
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al. (2010), nonverbal communication serves multiple purposes in the classroom, such as
expressing emotions and supporting spoken language. When your students speak to you,
you must support your feedback with a nonverbal posture. The feedback will tell them if
you truly listened and comprehended them, and the nonverbal posture will boost students'
confidence and progress.

Teachers should be attentive and provide ongoing feedback to students in order to
improve the quantity and quality of their responses. When a student responds effectively,
it's useful for teachers to give lots of motivating feedback to encourage students' further
responses (Orlich et al. 2010).

Thornbury (1999) emphasises that teachers should provide students with clear and
explicit feedback to guarantee their understanding. He (1999, p.141) claims that "by
correcting learners' errors, teachers not only provide this feedback, but they convey the
message that accuracy is important. Knowing they are being carefully monitored often
helps learners monitor themselves." Yet, Orlich et al. (2010) suggest that positive feedback
leads to higher-level responses. Students often hesitate to respond because they fear
offering an incorrect answer and facing negative reactions from the teacher. However, if
they provide a response that is somehow correct, receiving positive feedback from the
teacher usually serves as motivation for students to make further attempts.

2.3.2 Differentiated Instruction

Differentiated instruction (D), as a pedagogical approach, has been increasingly
acknowledged to accommodate variations among students and enhance learners’ growth
and development. Sun (2023, p. 177) states that differentiated instruction "could be
embodied in learning content, the process of learning, the assessment of learning
outcomes, interaction and communication between learners and teacher, and the social and

physical learning environment".
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There are three main aspects to be taken into consideration when applying (DI) in
the classroom: learners' readiness, their level of interest, and cultural and educational
background. These aspects help teachers design and utilise differentiated strategies within
classroom settings (Tomlinson 2001). Differentiated instruction values students' diversity
and encourage them to attain the best learning outcomes and academic growth. This is
achieved by implementing diverse teaching approaches and activities that align with the
specific needs of each student (Suprayogi, Valcke & Godwin 2017). “Determining and
designing tasks that tap the motivation of particular students is at the heart of interest-
based differentiation” (Tomlinson et al. 2003, p.127).

Affholder (2003) affirmed that teachers implementing DI strategies in their classes
encourage their students to exhibit more individual perception, self-confidence, and greater
readiness to learn effectively. Tomlinson et al. (2003, p.127) justify that “studies indicate
that students in these differentiated classrooms achieve better outcomes than students in
classrooms with a more single-size approach to instruction in study habits, social
interaction, cooperation, attitude toward school, and general mental health”.

Teachers acknowledge that every assignment given to students should not only
capture their interest but also facilitate students' understanding and development of new
skills. Tailoring well-structured differentiated initiations can ensure that students produce
high-quality responses. Every student should be challenged throughout their learning
process; therefore, the designed tasks should effectively engage students and allow them to
demonstrate their knowledge and understanding. A recent study argues that students
achieve better learning outcomes when their teachers accommaodate their readiness levels,
interests, and learning styles. Due to the various characteristics among students, they show

different learning abilities, preferences, and academic levels within the classroom.
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Employing "traditional and un-differentiated" initiations does not help students construct
knowledge. On the contrary, it would raise a sense of inequality. (Liou et al. 2023, p.6795)

Despite the growing awareness that the application of Differentiated Instruction
(DI) is crucial in classrooms, recent studies have shown that teachers remain reluctant to
incorporate differentiated strategies in their lessons for several reasons; time constraints
pose a significant obstacle as teachers find it difficult to tailor their lessons to meet the
diverse needs of their students. Additionally, the costly workshops and training sessions
require teachers' time and effort. Finally, modifying the curriculum and preparing activities
make it challenging for teachers to accommodate all the various abilities in one classroom
setting (Subban, 2006; Suprayogi, Valcke & Godwin, 2017; Tomlinson, 1996).

Therefore, experts recommend that students should be motivated to choose the
subjects and the projects that would boost their level of participation in conversations with
both teachers and other students about issues that bring them joy and satisfaction
(Tomlinson et al. 2003).

2.3.3 Bloom's Taxonomy of Cognitive Domains

Bloom's taxonomy is a worldwide multi-layer model that organizes cognitive
domains into six distinct levels. The first three levels measure learners' lower-level
cognitive domains: knowledge, comprehension, and application (See Figure 1).
Meanwhile, the subsequent three levels appraise higher cognitive domains in students:
analysis, synthesis, and evaluation (Adams, 2015; Bibi, Butt & Reba, 2020; Forehand,
20015; Krathwohl & Anderson, 2010).

According to Adams (2015), the taxonomy serves a dual purpose. It helps teachers
design the learning objectives for their students to acquire specific skills. It also
encourages teachers to tailor differentiated initiations that suit their learners' cognitive

abilities. Stanny (2016) states that Bloom’s Taxonomy of higher cognitive domains
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promotes a deeper understanding and transfer of knowledge and skills and facilitates the
application of knowledge and skills across a broader range of tasks and contexts.

Bloom's taxonomy is used as a key instrument for meeting the requirements of
modern education. It enables teachers to design their initiations in a way that progresses
from lower-level cognitive domains to higher ones (Forehand 2015). Most students
respond well to questions about remembering and comprehension. Therefore, teachers tend
to ask short-response questions that lead to design initiations requiring lengthier responses.
Bibi, Butt, and Reba (2020, p.122) suggest that "[q]uestions may also be of close and
open-ended, close or narrow questions promote a particular or restricted response whereas
broad questions promote a more extensive or comprehensive response.” Orlich et al. (2010,
p-217) reinforce this perspective by stating that “higher-level questions invite and
encourage higher levels of critical thinking in students. Higher-level or critical thinking
skills imply that there is more to learning than just knowing facts.”

According to Orlich et al. (2010), effective teachers should consistently prepare
well-designed initiations that help bridge ideas and enrich students' knowledge. Moreover,
Classroom discussions are deeply affected by the quality of teachers’ questions. Dilton
(1990), on the other hand, suggests that in addition to asking questions, employing
declarative initiations can also encourage lengthier responses from students. This approach
causes students to give more detailed and complicated answers. There is some evidence
that when students respond to statements rather than questions alone, their verbal responses
tend to be of a better quality.

Utilizing Bloom's taxonomy to target higher cognitive domains allows teachers to
reduce their speaking time. This can be accomplished by employing the multiple-response
question technique, where teachers direct their initiations to at least three or four students

awaiting their responses. The key to enhancing students' participation in each question lies
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in using analysis, synthesis, and evaluation questions. These types of questions permit a
wide range of responses. In the multiple-response technique, the teacher asks a question,
pauses, and then calls on three or four students to respond. Thus, students must attentively
listen to their peers' responses to avoid redundancy (Orlich et al. 2010).

2.3.4 Teacher Talk Time Vs. Student Talk Time

Teacher Talk Time refers to “the proportion or amount of time of a class, a teacher
is using for talking and STT means the proportion or amount of a class a student is using
for interaction, participation and explore their inner knowledge about the language” (Aurin
2007 p.1).

Aurin (2017) continues that teacher talk time plays a significant role in increasing
students' exposure to the language. Teachers can utilize their TTT as a medium of
communication for providing instructions and exchanging information with students,
therefore, enhancing the learning process. According to Soysal (2023, p.1061), “the
teacher communicates with learners using his/her language to introduce the new lesson,
explain the lesson, ask questions, give feedback, etc. In other words, the teacher talks to
learners in order to build communicative interaction with learners. By so doing, it is
expected that teacher talk can facilitate opportunities for learning.” However, teachers
should pay extra attention to their speech, prioritizing quality (effectiveness) over quantity
(amount). Walsh (2011, p. 44) suggests that “Good teacher talk does not necessarily mean
little teacher talk; rather effective teacher talk”. On the other hand, he claims that effective
TTT can not only dominate the classroom settings but also students’ learning
opportunities. Other recent studies (Aurin, 2017; Kareema, 2014, Liu, 2008) indicate that
TTT might be viewed as a barrier because it reduces students' opportunities to speak the
target language and respond effectively, which produces a repetitive and uninteresting

learning environment. Aurin (2017) argues that STT is essential to the learning process
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since direct student engagement in class activities has been found to improve learning.
Effective teacher-student contact ensures that students acquire new knowledge positively.
According to some studies (Nunan, 1999; Walsh, 2011), teachers conduct 80% of the
speaking in the classroom, and those who talk excessively in class are ineffective teachers
who fall short of developing their students' comprehension and communication skills.
Employing a foreign language in their speech is the most effective way to learn it; in other
words, the more English students use, the better English speakers they become. It's
important to ask students questions rather than lecture them while introducing a new skill.
In any classroom discussions, students tend to acquire knowledge if they participate more.
As a result, educators must always be aware of their students' abilities (Alwright 1982;
Kareema 2014; Nunan 1999).

According to Sedlacek and Sed’ova (2020), students can acquire knowledge more
quickly and have a more effective learning experience when given more opportunities for
verbal interaction. An interdependent relationship is essential for the interaction between
teachers and students. This relationship would organise the contributions of both, teachers
and students, and generate opportunities for different levels of engagement through which
teachers facilitate the process of learning and students provide their verbal input. During
the process, the teacher tailors initiations and collaborates with the students to help them
create a nearly accurate depiction of the content through a sequence of interconnected
initiations, responses, and feedback (Konzett-Firth 2020).

Walsh (2011, p.40) suggests that “teachers are concerned to reduce the amount of
teacher talk in their classes, while, at the same time, increasing the amount of learner talk™.
Teachers can reduce their TTT by focusing their initiations on specific tasks like directing,
instructing, and guiding students. This creates room for students to respond efficiently and

appropriately. As for the teacher's feedback, Konzett-Firth (2020) suggests that a
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significant portion, specifically 82%, can be conveyed non-verbally. Classroom
interactions are not strictly dyadic but can involve multiple participants (Hug & Amir,
2015; Konzett-Firth 2020).

2.3.5 Students’ Interaction

Even though there was no agreement on its definition, the idea of student
interaction has gained significant popularity over the past 20 years. A comprehensive study
(Fredricks, Blumenfeld & Paris 2004) suggests that interaction can be defined as a
student's attention or investment in his/her academic goals. Axelson and Flick (2010, p.41)
believe that students' interaction "is restricted to students’ level of involvement in a
learning process”. Other studies have extended the definition of student engagement as the
level to which students engage in successful academic practices; such practices extend to
include tasks other than studying, particularly time spent talking with teachers (Gonyea &
Kuh 2009).

The definition of student engagement, as Kuh (2001) proposes, is the participation
of students in tasks and activities that are associated with quality education. One essential
belief is that students' participation in activities with learning objectives affects the
learning outcomes. It is believed that students should take part in constructing their own
knowledge. Nevertheless, the learning process depends, as well, on teachers designing
initiations and positive feedback that encourage students' engagement.

When designing learning materials aimed at boosting students' language
competency in a foreign language, teachers should take into consideration verbal
interaction as a key foundation. This kind of interaction promotes the teaching of
appropriate language usage and urges open discussions in which two or more people

participate in a dynamic exchange of ideas, thoughts, or information. Active listening,
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comprehending, and reacting to what others are saying are essential in communication
(Markee 2019).

Students' interaction is influenced by four different elements: "Behaviors,
cognitions, emotions, and social interactions" (Sedlacek & Sed’ova 2020, p.2). Behavioural
interaction includes classroom activities, conduct, active involvement, attention, meeting
deadlines, and adhering to class regulations. Emotional interaction concerns attitude
toward teachers and peers, interest, engagement, and a sense of belonging to the school or
the subject. Cognitive interaction refers to the commitment to learning, endurance, and
effort invested in understanding complex concepts or mastering challenging skills. Lastly,
social interaction addresses the quality of engagement and participation in extracurricular
activities with classmates (Axelson and Flick, 2010; Fredricks, Blumenfeld & Paris, 2004;
Fredricks, Filsecker & Lawson, 2016; Sedla¢ek and Sed’ova, 2020).

On the other hand, Moore (1989, p.1) proposes the existence of three interaction
categories: "learner-content interaction, learner-instructor interaction, and learner-learner
interaction”. In the academic process, student interaction is one of the most essential
elements. According to Aurin (2017), students' interaction in classroom activities promotes
effective learning as well as a healthy relationship between teachers and students. She
(2017) claims that it is widely acknowledged that good classroom management motivates
students to engage effectively in their classroom discussions, fostering a positive and
productive relationship between the teacher and the students.

The teacher usually takes the lead in initiating an interaction and tends to dominate
the discussion in traditional classroom settings, which might limit student responses. The
teacher's desire to maintain control over classroom interaction is evident in this process
because he/she sees it as crucial to meeting learning objectives. However, one can state

that learning occurs through meaningful interactions with others, and the attitude with
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which teachers initiate questions impacts the quantity and quality of student engagement
during classes. Thus, encouraging interactions among students and actively involving them
in the learning process appears as an effective strategy for language acquisition. In
addition, the teaching and learning process should guarantee a balance between students'
interaction and effective classroom management, giving students equal opportunities to
practice achieving the main goal of the process, which is communicating effectively in a

foreign language (Konzett-Firth, 2020; Sedlagek & Sed’ova, 2020).

2.4 The Gap

Upon reviewing the literature review, it becomes evident that the significance of
differentiated introductions (DI) and feedback in the classroom is undeniable. However,
there is a notable gap in the research concerning the impacts of differentiated initiations on
the verbal responses of English as a Second Language (ESL) students. Furthermore, the
literature underscores the significant role of interaction in promoting students' oral
responses. However, the literature failed to address the relationship between differentiated
initiations and feedback and the enhancement of students' verbal responses in classroom
settings, particularly when employing the IRF (Initiation-Response-Feedback) sequence.

This study aims to provide practical insights and data for educators, curriculum
designers, and researchers on how to enhance students' oral responses, thereby facilitating
better interactions with teachers and peers and strengthening the teacher-student rapport.
After gaining a comprehensive understanding of students' challenges through observations
and interviews, the research seeks to identify specific needs that schools and educators
should address to deliver the best academic learning experience to high school students in
the UAE. Additionally, it aims to provide guidance to students seeking to build confidence

in their teachers and learning environment. Lastly, this study also examines the impact of
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differentiated initiations and feedback on interaction levels among both high- and low-

performing students.
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CHAPTER 3: METHODOLOGY

3.1 Introduction to Methodology

Upon examining the literature review, a few questions have surfaced regarding the
impacts of differentiated initiations and feedback on the verbal responses of English as a
Second Language (ESL) learners. The research methodology involved class observations
and interviews with both high school students and teachers. This study took place in a
private school in Dubai that follows an American curriculum.

The researcher conducting this study is an experienced ESL teacher who has
worked with high school students of all backgrounds and academic levels and has known
the specific study participants since September 2022. The participants who served as the
"subjects™ of the study are now the researcher's instrument and can help with data
interpretation and analysis (Lincoln 2005). Consequently, the researcher was a participant
observer in the class that was being observed. Participant observation is appropriate for
collecting data on naturally occurring behaviours in their usual contexts (Mack &
Woodsong 2005).

The research was conducted by observing ESL students in a face-to-face classroom
setting through the qualitative research method. Two tools were utilized in the study:
observations and interviews with teachers and students. Hammarberg, Kirkman and de
Lacey (2016, p.499) claim that ‘semi-structured interviews’ are utilised “to seek views on a
focused topic or, with key informants, for background information or an institutional
perspective.” Students were observed by the teacher/researcher during English classes and
recorded for research purposes and data analysis. The researcher “seeks to understand a
given research problem or topic from the perspectives of the local population it involves”

(Mack & Woodsong 2005, p.1). The observations provided information on students' verbal
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interaction levels depending on the differentiated initiations and feedback in the classroom.
The choice of the qualitative research technique is based on how effective it can answer the
research questions, and the positive characteristics it has when used in classroom
observations. Mack and Woodsong (2005, p.1) state that the best trait of “qualitative
research is its ability to provide complex textual descriptions of how people experience a
given research issue. It provides information about the “human” side of an issue — that is,
the often-contradictory behaviors, beliefs, opinions, emotions, and relationships of
individuals.”

Qualitative research methods are usually characterized by flexibility and
spontaneity between the researcher and the study participants. Unlike quantitative
methods, qualitative techniques often involve asking open-ended questions, which are not
structured identically for every participant; this allows participants to respond in their own
words, leading to more elaborated and lengthier answers beyond simple "yes" or "no"
responses. Moreover, the researcher and participants' relationship tend to be less formal in
qualitative research. This informal environment encourages participants to provide more
detailed responses compared to the structured nature of the quantitative methods. The
qualitative approaches also enable researchers to immediately design follow-up questions
and feedback based on the information provided by the participant. It's essential to
understand that flexibility exists to varying degrees in both quantitative and qualitative
research methods. The level of flexibility is not an indicator of the method's scientific
rigour but rather reflects the type of problem-solving approach employed in the research

(Mack & Woodsong 2005).
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3.2 Sampling and Participants

3.2.1 ESL Class Participants

The study observed five high-school ESL students in the 12th grade, aged between
16 and 17 years old, who are attending a private school in Dubai with an American
curriculum. The observed students were from different academic levels, with three
classified as high achievers and the other two as low achievers. The observations were
conducted during 12th-grade English classes, according to Marshal and Rossman (1989),
observation is defined as "the systematic description of events, behaviours, and artifacts in
the social setting chosen for study”. The five observed classes were distributed as follows:
two classes for Literature, two for Grammar, and one for academic vocabulary. A
diagnostic test was administered to differentiate between high-achieving and low-
achieving students. High-achievers scored 1300 points or above on the test, while low-
achievers scored 480 points or below (See Appendices B & C).
3.2.2 Teachers' Interviews

The other participants selected for this study were twelve teachers who volunteered
to answer the interview questions to provide in-depth information about the quality of their
students' verbal responses when utilising differentiated initiations and feedback within the
classroom settings. All of the volunteered interviewees are high school teachers who teach
different subjects such as English, Biology, Math, Chemistry, and Business. Alshengeeti
(2014, p.40) suggests that "interviewers can press for complete, clear answers and can
probe into any emerging topics. Hence, interviewing is expected to broaden the scope of
understanding investigated phenomena, as it is a more naturalistic and less structured data

collection tool.” (See Appendices B, D & E)
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3.2.3 Students Interviews

Five high school students were selected to answer the interview questions in order
to provide comprehensive insight and a thorough understanding of their current situation.
Three of the chosen students were high achievers, and the other two were low achievers in
an English language class.

Researchers use the nonprobability sampling technique to purposefully select a
particular group of individuals from a larger group of people. According to Etikan, Musa
and Alkassim (2016, p.1), "for the purposive sampling, a researcher has something in mind
and participants that suit the purpose of the study are included... the purposive sampling
technique is the deliberate choice of a participant due to the qualities the participant
possesses.” This sampling method proves beneficial in situations where random selection
Is impractical, such as when dealing with a very large population. It also proves helpful
when the researcher faces limitations in terms of time or available personnel (Etikan, Musa

& Alkassim 2016, p.2). (See Appendices B, C & F)

3.3 Methods for Data Collection

Two different methods were employed for data collection: class observation and
teachers and students’ interviews. Both approaches follow the qualitative method in order
to gather information regarding the quality of students’ responses when differentiating
teachers’ initiations and feedback.

Through observations, the quality of the students’ responses was measured by
comparing the length of the Teacher’s Talk Time TTT to the Student’s Talk Time STT, as
well as evaluating the teacher-student, student-teacher, and student-student interactions.
The observations extended to include the examination of the IRF sequence. The analysis of
the IRF sequence involved a descriptive registration of teachers' differentiated utterances

and feedback in addition to students’ responses.
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3.3.1 Class Observations

During the class observations, the researcher analysed and synthesised the verbal
responses of six students from different academic levels. The class was recorded for later
analysis purposes. Data collection is a fundamental pillar when conducting research, as it is
intended to enhance the researcher’s in-depth understanding. These observation classes
helped the researcher answer part of the research questions. Employing qualitative
sampling methods offers several benefits. Observations provide a framework for
interpreting data collected from different sources. Another advantage is the teacher's ability
to utilize open-ended questions in order to give the participants the chance to provide
unrestricted verbal responses rather than restricting them to close-ended questions. A third
advantage of qualitative methods lies in their flexibility, making it simple to encourage
students to provide comprehensive elaboration to their answers. It is important that the
researcher attentively listen to participants and interact with them according to their
personal preferences and abilities (Mack & Woodsong 2005).

Considering the advantages of the qualitative sampling methods in observing
participants, the researcher observed six students in a total of five classes. All classes were
recorded via audio recorder to maintain the female students' privacy. The recordings were
analysed by the teacher/researcher after each English class.

The researcher employed the Initiative-Response-Feedback Sequence (IRF) and the
Audience Design Model to assess the students' participation during English classes. The
observations included examining students' responses to differentiated initiations and
feedback within the classroom environment. The teacher/researcher evaluated the students'
responses to initiations aligned with Bloom's Taxonomy of Cognitive Domains. In terms of
feedback, the teacher provided both positive and negative feedback to students based on

their responses, aiming to encourage more active participation from them.
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On the other hand, a comparison was conducted to analyse the length and quality of
students' responses according to their academic level and learning styles when utilising
differentiated initiations. The teacher/researcher actively engaged with students, shared
information, and facilitated discussions to promote student interaction.

However, some limitations were encountered when conducting the observation
method. One was that it was time-consuming, especially when it came to writing down the
IRF Sequence as a dialogue for six students throughout five observed classes. Another
challenge was the clarity of the recorded audio due to some background noise and
distractions from other students in class. One last challenge was the difficulty of taking
notes during the observation classes since the teacher/researcher played the role of a
participant observer. It was crucial that the researcher depend sometimes on her memory.

Yet, despite all the challenges, the recordings were very useful and considered an
effective tool for the researcher to better understand the situation and remain fully engaged
with students during the teacher-student and student-teacher interactions. Recording the
classes saved the teacher/researcher from getting distracted by the process of taking notes
instead of observing the observed students. The researcher took into account these
limitations to prevent them from affecting the study's outcomes.

3.3.2 Interviews

One of the most popular qualitative research techniques is the interview. They
successfully humanize research questions. Moreover, conducting and participating in
interviews may be a personally satisfying experience for both interviewers and
interviewees. Interviews give participants a chance to express themselves in a way that is
almost impossible in daily life. Knowing that someone is truly interested in hearing their

ideas and experiences makes them feel honoured and can even be therapeutic. On the other
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hand, interviewers who take part in these interviews are given the opportunity to learn
about the personal lives of people who are practically strangers (Mack & Woodsong 2005).

The researcher conducted two-fold interviews: one involving high-school teachers
and the other involving high-school students. Both groups were interviewed to gain a
deeper insight into how differentiated initiations, feedback, and audience design influence
students' responses. During the semi-structured interviews, the researcher asked
participants open-ended questions, paid close attention to their answers, and then asked
follow-up questions and probed them based on their answers. According to Mack and
Woodsong (2005, p.29), researchers should “not lead participants according to any
preconceived notions, nor do they encourage participants to provide particular answers by
expressing approval or disapproval of what they say.”

It is crucial that no material is missed during the interview; therefore, interviews
should be recorded, or as an alternative, the researcher should take thorough notes during
the interviews and expand them right after the interview if recording is not possible
(Jamshed 2014). Therefore, some interviews were recorded, and the others were not upon
the participants’ requests.

Two sets of interview gquestions were thoughtfully crafted to assist the researcher in
answering the research questions. Twelve teachers were interviewed as well as five high
school female students. The questions were designed to explore various aspects, with a
primary focus on comprehending the significance of implementing differentiated
initiations and the audience design model within classroom settings, particularly their
impact on the development of students' responses.

3.4 Analysis

To analyse the qualitative tools used in the study, the observations, and interviews,

the researcher used the constant comparative analysis approach. Glaser (1965) states that
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the constant comparative analysis method helps the researcher scrutinise the data and split

them into smaller units, making it easier to compare and then categorize them into themes.
3.5 Credibility of Research Instruments

The study employed two research tools: classroom observations and sets of
interview questions for teachers and students. These instruments aimed to investigate how
differentiated initiations and the audience design model impacted the development of
student responses. The audio recordings from classroom observations and some interviews
served as valid measuring tools to assess students’ interactions with both their peers and
the teacher. Furthermore, the researcher was able to study and evaluate the collected data
several times due to the accessibility of the recordings since recalling and evaluating the
participants' responses might be a challenging task. Additionally, these study tools made it
easier to evaluate how well high and low achievers responded to both the teacher and
peers. Due to the reliability and stability that they provided for the researcher's data

collection, both tools proved to be dependable.
3.6 Ethical Consideration

This research is considered a low-risk quantitative study where formal consent
letters were sent via email to the school principal and the parents of the students
participating in both class observations and interviews in order to get their documented
permission. Moreover, consent letters were sent to the teachers involved in the interviews,
and their approval was granted and recorded before the interviews. After receiving all
participants’ permission, individuals were informed that the recorded materials would be
treated confidentially and used by the researcher only to enhance the understanding of the

subject under investigation and, therefore, help answer the research questions.
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3.7 Research Procedure

The researcher began by conducting and recording the observation classes after
receiving formal approval from the parents of the participating students as well as the
school principal. The researcher then performed interviews with the involved teachers,
followed by interviews with the students, ensuring that all parental consent was secured
throughout the process. The researcher finished all of the observations and interviews, and

then carefully examined the collected information to address her research questions.
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CHAPTER 4: FINDINGS

4.1 Introduction to Findings

To evaluate the level of interaction among the six students in five ESL classes, the
researcher observed the classes as a participant-observer. The researcher thoroughly
examined all of the recorded classes and produced thorough transcriptions of the
recordings. The data extracted from these transcripts included an analysis of teacher-
student and student-student interactions. It also involved comparing the time spent by
teachers and students talking, interactions between teachers and students as well as among
students themselves, and the initiation of questions by both teachers and students.

The findings were divided into three different sections: the initial part aimed to
examine the development of students’ responses based on utilising differentiation
instruction, Student-student, and teacher-student interactions, and finally the occurrence of
the IRF Sequence within the classroom discourse.

The second part sought to analyse teachers' interviews by dividing their interview
questions into three different themes concerning differentiated instruction, audience
design, and Bloom’s Taxonomy to better comprehend their impact on students’ responses.

The last part aimed to scrutinise students’ interview responses by dividing them
into two themes concerning students’ interaction and learning activities in order to gain
insight into students’ learning preferences.

4.2 Observation Classes

4.2.1 Differentiated Instruction
In this section, the researcher set a comparison between the number of initiations
designed based on the higher cognitive domains of Bloom's taxonomy and those tailored in

alignment with the taxonomy's lower cognitive domains. Table 1 analyses the data by
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presenting the class subject as well as the number of questions aimed at differentiating
instruction for high achievers and low achievers.

Table 1: Bloom's Taxonomy of Cognitive Domain

Bloom’s Taxonomy of Higher Cognitive Domains Vs. Bloom’s Taxonomy of Lower Cognitive

Domains in an ESL Class at a private school in Dubai

Five lessons. 45 mins each

Topic Bloom’s Taxonomy of Bloom’s Taxonomy of
Higher Cognitive Lower Cognitive
Domains Domains
Literature 1 initiation 3 initiations
Literature 6 initiations 10 initiations
Grammar 4 initiations 9 initiations
Grammar 4 initiations 7 initiations
Vocabulary 2 initiations 3 initiations

After scrutinising the number of questions designed according to the lower
cognitive domains of the taxonomy in comparison to the higher cognitive domains, it is
clear that there are 32 questions for the lower domains as opposed to 17 questions designed
based on the higher cognitive domains of the taxonomy. The majority of these questions

were directed at the levels of remembering, understanding, and applying. In contrast, for
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the higher cognitive domains, analysing, evaluating, and creating were employed to engage
both high-achievers and those at an on-level in order to provoke their advanced cognitive
skills.
4.2.2 Teacher-Student Interaction Vs. Student-Student Interaction

After conducting the observations in an ESL class for two consecutive weeks, it
was evident that there were two main types of classroom interactions: the first one is the
interactions between teachers and students (T-S), and the other type is where students work
collaboratively together with each other either in pairs or groups (S-S). According to
Thornbury, (1999, p.124), “[sic] the joint brainstorming around a topic assumes that the
class are both sufficiently forthcoming and that there is a related classroom dynamic
conducive to the free flow of ideas”. Table 2 examines the collected data by categorizing
the type of interactions employed and comparing the time allocated for each interaction
type based on the class topic.

Table 2: Classroom Interaction

Teacher-student Interaction (T-S) Vs. Student-student (S-S) Interaction in an ESL Class at a private school
in Dubai
Topic Type of Interaction Time Spent
(5 lessons 45 mins. each)
Literature S-S 37 mins.
T-S 8 mins.
Literature T-S 45 mins.
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S-S 0
Grammar T-S 45 mins.
S-S 0
Grammar T-S 22 mins
S-S 23 mins.
Vocabulary S-S 38 mins.
T-S 7 mins.

In the ESL classes, the two different types of interaction patterns were evident to
the observer actively participating in the class. As previously mentioned, the researcher
attended two literature classes, two grammar classes, and one vocabulary class. According
to Table 2, in the first literature class, the dominant type of interaction was student-student
(S-S), with students conducting research, collaborating in pairs, and discussing their
findings with other pairs. In the second literature class, the main type of interaction was
teacher-student (T-S), involving a group discussion with questions and answers directed at
all students, including low-achievers, on-level students, and high-achievers. The third
observed class was a grammar class in which teacher-student (T-S) interaction was
dominant throughout the entire session. In the second grammar class, T-S interaction was
evident at the beginning, but it later shifted to student-student (S-S) interaction as students
worked together in groups. In the last observed class, which was a vocabulary class, the

class started with the teacher providing instructions, after which the students immediately
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shifted to pair work mode. Towards the end of the class, there was a discussion between
the teacher and the students to check their understanding.

In summary, when measuring the duration of the five classes, it amounted to a total
of 225 minutes. Within this timeframe, 98 minutes were allocated to student-student
interaction, while teacher-student interaction accounted for 127 minutes.

4.2.3 The Occurrence of the IRF Sequence

In this part, the researcher explored the IRF sequence initiated by the teacher,
including the frequency of the teacher's use of lower and higher cognitive domains, and
identifying the level of the students targeted when utilizing both domains. Moreover, the
researcher evaluated the teacher's verbal and non-verbal feedback and its influence on the
students’ responses.

The following excerpts were extracted from one Literature class, where the
students were encouraged to take part in an oral discussion.

Excerpt 1:
Teacher: Today, we are reading a new story. Do you enjoy reading short stories?

(Initiation)

Low achiever: it depends. (Response)

Teacher: Depends on what? (Initiation)

Low achiever: The genre. (Response)

Teacher: What else? (Initiation)

Low achiever: The characters. (Response)

Teacher: Can you please explain? (Initiation)
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Low achiever: | like reading long stories to know the characters, but if I want something

small, | read.

Teacher: Long stories! Mmmmm, do we call them long stories? (Verbal Feedback/

Initiation)

Low-achiever: Pauses, (she hears the high-achiever answering the question and then she

replies) novel.

Teacher: OK, that’s good. (Verbal Feedback)

Excerpt 2:

Teacher: What genre is your favourite? (Initiation)

High achiever: Although reading is not one of my favourite hobbies, but if | have to, |
would go for fantasy. (Response)

Teacher: Fantasy, wow. Why fantasy in particular? (Verbal Feedback/ initiation)

High achiever: Fantasy includes a lot of imagination, ohhh, magic, and where the
protagonist overcomes many challenges and kills the demon at the end. (Response)
Teacher: (teacher claps her hands) (Non-verbal Feedback)

Excerpt 3:

Teacher: Think of your favourite book, | want you to evaluate it in terms of the language,
the theme, and the characters.

Low achiever: I met aaaah .... read “Sense and Sensibility” in Arabic, I most now like
Arabic novels. Because very nice, the language it’s very aaaaaaa (tries to find a word).
(Response)

Teacher: Very descriptive, the language is very descriptive. | prefer Arabic novels as well.
(Verbal Feedback)

Low achiever: Yes, yes, and attractive. (Response)
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Teacher: Maybe because it’s our first language. (Verbal Feedback)
Excerpt 4:
Teacher: Do think soldiers defend the crown? (Initiation)
Students together: Yes (Response)
Teacher: Do they defend the “object” itself? The crown itself? (Initiation)
Students together: No (Response)
High achiever: It is a metaphor for the leader, the king, or the royal family. The soldier
protects the person who wears the crown. (Response)
Teacher: Why do soldiers protect the king or the queen? (Initiation)
High achiever: They represent the country, they lead the country, control it. If they die, the
country will fall, or other countries may attack and control it. But soldiers should protect
people as well. (Response)
Teacher: Excellent. That’s true, royalty and people must be protected. (Verbal Feedback)
Excerpt 5:
The excerpts provided below are extracted from a grammar class regarding “The Subject-
Verb Agreement.”
High achiever: What if the subject is irregular and doesn’t take an “s”? How do we form
the verb? (Initiation)
Teacher: Oh, good question. Who can help us here? (Verbal Feedback/Initiation)
Silence....
Teacher: Can you give them an example of an irregular subject, dear? (Initiation)
High achiever: The word “children”. (Response)
Teacher: Who can use the word children in a sentence? (Initiation)
Low achiever: The children was sick. (Response)

High achiever: Noooooooo. The children are sick. (Response)
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Teacher: If you have an answer, you have to convince me why your answer is correct.
(Directing the speech to the low achiever). Why did you say, “The children was”?
(Initiation)

Low achiever: Because children doesn’t have an “s”. (Response)

Teacher: But what does the word “children” mean? (Initiation)

Low achiever: Group of kids. (Response)

Teacher: That means “many”, right? So, is it plural or singular? (Initiation)

Low achiever: Plural (Response)

Teacher: And with plural subjects, how do we form the verb? (Initiation)

I3
S

Low achiever: without an “s”. (Response)

Teacher: So, what should we use “was” or “were”? (Initiation)

Low achiever: were. (Response)

Teacher: Amazing, does that answer your question? (Directing the speech to the high
achiever who asked in the first place). (Verbal Feedback)

High achiever: Yes, Ms. Thank you. (Verbal Feedback)

Excerpt 6:

The teacher wrote the two following sentences on the board.

Not only the guitar players but also the drummer was soaked with sweat.
Not only the guitar player but also the drummers were soaked with sweat.
Teacher: What is the difference between the following sentences? (Initiation)
Students: They are exactly the same. (Response)

Teacher: There is one slight difference. (Verbal Feedback)

High achiever: Ah yes, was and were. (Response)
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Teacher: Perfect. That’s correct. Who can tell me where is the subject and the verb in each
sentence? Can you help me with the first sentence? (Directing her speech to a low
achiever) (Feedback/Initiation)
Low achiever: Is it “the guitar players” or maybe “the drummer”, mmmmm. I don’t know.
(Response)
Teacher: You are very close. To help you decide which one is the subject, you need to
signal the verb. Where is the verb? (Verbal Feedback/ Initiation)
Low achiever: Is it “was”? (Response)
Teacher: Yes, of course. Very good. mmmmm. “Was” is it used with singular or plural
subjects? (Verbal Feedback/ Initiation)
Low achiever: Singular. (Response)
Teacher: (Claps her hands). Perfect. Where is the singular subject, then? (Non-verbal &
verbal Feedback/ Initiation)
Low achiever: Is it the drummer? (Response)
Teacher: Yes, yes. Bravo. Why are you hesitant? Who can tell me the rule now? (Verbal
Feedback/ Initiation)
High achiever: In the first sentence, the subject is “the drummer” and the verb is “was”. In
the second sentence, the subject is “the drummers” and the verb is “were” (Response)
Teacher: Yes, yes, yes. Which means? (Verbal Feedback/ Initiation)
High achiever: The verb should agree with the subject that is closest to it. (Response)
Teacher: Amazing job. Amazing Job (Feedback)

It's essential to mention that the IRF sequence plays an important role in class
discussions. The IRF sequence isn't limited to just three moves; it contains multiple moves.
Usually, it starts with an initiation initiated by either the teacher or the student and

concludes with the teacher's feedback. This feedback may take the form of verbal feedback
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like reinforcement or correction, or it may be conveyed non-verbally through gestures,

movements, or sign language.

4.3 Teachers Interviews

The researcher conducted semi-structured interviews with twelve high school
teachers to understand their perspectives toward differentiated instruction and its impacts
on the development of students' responses. The interviews were completed with Five ESL
high school teachers, three Mathematical Studies teachers, two Business teachers, and one
Biology and one Chemistry teacher. The researcher classified the teachers’ answers into
three different themes including differentiated instruction, audience design, and Bloom’s
Taxonomy, each theme thoroughly discussed the teachers’ perspective toward the issue of
study.

4.3.1 Differentiated Instruction

During the semi-structured interviews, all teachers agreed that utilizing
differentiated instruction within the classroom has a great impact on students’ responses.
One ESL teacher demonstrated that “it is like tailoring a suit when it fits, it is just right,
looks and feels great, building on that, when you deliver instructions that match the
individual learning styles, you are more likely to get better responses from your students.”
Additionally, the Biology teacher explained that “differentiated instruction provides an
opportunity for each student to be engaged, so by using the differentiated instruction, the
students will be responsible for their own learning which reflect on their attainment and
learning process.” When asked about the aspects of differentiated instruction that have a
positive influence on students' responses, one ESL teacher proposed that the use of
differentiated formative assessments helps students get higher grades, builds confidence,

and consequently enhances their responses. Another Maths teacher mentioned employing
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differentiated instruction tightens the relationship between the teacher and the student, and
makes the students feel valued and respected for their small and large attempts. One
Business teacher added that “[w]hen it comes to aspects I find particularly helpful and
influence the quality of students' responses, | would say the differentiated activities I give
to struggling students who need the most help. | make sure that | always have something at
hand that will help them during the course of the lesson: visuals, or adapted materials.”
Some of the strategies that were mentioned during the interview include, heterogeneous
grouping, pair work, feedback, task cards, goal setting, think pair and share, and learning
stations.

However, all teachers agreed that the process of preparing and implementing
differentiated initiations and activities demands a significant amount of time and effort.
One of the ESL teachers remarked that low achievers lack fundamental skills, so when it
comes to initiating questions, she often has to focus on lower cognitive domains of
Bloom’s taxonomy such as identifying and summarising. The Chemistry teacher rocked
the floor by mentioning the students’ psychology, she stated: “I think one of the greatest
challenges when it comes to differentiated instruction, aside from the extra work and load,
lies in the students' psychology. As a teacher, you should be very careful when
differentiating the tasks. It has to be done implicitly and seamlessly into the lesson that you
are teaching to avoid making the weak students feel too self-conscious about their levels
and not to give room to some advanced learners to use this against them.” To overcome
these challenges, teachers suggested activating the system of grouping in the classroom
setting as well as collaboration between teachers to save time and effort.

Another crucial element in the process of differentiation is the feedback, whether
provided in written or spoken form. According to Abu-Ayyash, Assaf, and Zabadi (2023,

p.70), “instructors’ and peers’ feedback that they can figure out their current competence
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and the areas for improvement.” A consensus among teachers was that constructive
feedback is a very important element that positively impacts students’ responses as well as
their overall performance in a particular subject. ESL teachers believe that the type of
feedback they provide depends on the skill being taught. For example, in a writing class,
they find detailed feedback beneficial for students, while in speaking and oral presentation
classes, they usually utilize a rubric. As for classroom discussions, teachers across various
subjects emphasized that immediate feedback tends to be the most effective as well as the
use of Goal Setting Form at the beginning of each term as one example of written feedback
(See Appendix G).

When asked about the methods teachers use to cater to students' learning styles and
needs, ESL, Science, and Math teachers mentioned that they usually include videos in their
classes to engage visual and auditory learners. For kinaesthetic learners, teachers prefer
integrating hands-on activities and prototypes into their lessons. One Business teacher
stated: “I would, in my PowerPoint, have something for my visual learners: pictures,
graphics, and things that move around and catch their eyes. For auditory learners, | would
include a relevant and appropriate video or two. For those who are Kinaesthetic, I try my
best to include a variety of learning resources like written materials and online websites
that they can check and explore on their own, just to create room and space for my students
to choose how they would like to learn. The flexibility and diversity catering approach lead
to better responses and ensure that every single student in your classroom has a chance to
join the discussion you are offering just because they feel included and have an
opportunity to access the material through their own style and needs.”

The interviewed teachers confirmed that implementing differentiated instruction
helps enhance students’ engagement as well as attainment. Even though the academic

improvement may be marginal, it fosters the teacher-student rapport, boosts self-
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confidence, and promotes students' independence. This progress is credited to teachers'
good lesson planning and awareness of their students' different styles and needs.
4.3.2 Audience Design

None of the interviewed teachers were initially familiar with the term “audience
design”, but with some prompts and hints, they quickly figured out its meaning.

The following excerpts were extracted from the interviews with two of the ESL
teachers discussing the significance of audience design when used effectively in the
classroom.

Excerpt 7:

Researcher: Are you familiar with the audience design model?

Teacher 1: Not really, what is that?

Researcher: Let me ask a different question. Who is your audience in the classroom?
Teacher 1: The students. Oh, I get it now. You mean what things I design for my students.
Researcher: It doesn’t only involve the activities. It means the language you use as an
educator with your targeted audience. Imagine you are talking with a 1st grader; would it
be the same language you use with grade 12 students?

Teacher 1: Of course not, with grade 1 students, the language would be simplified and
target specific answers.

Researcher: What about your initiations with high school students? | mean the type of
questions you use. Do you refer to Bloom’s taxonomy when designing your initiations?
Teacher 1: | typically begin with questions that address identification and classification,
then gradually progress to more advanced cognitive domains with my questioning.
Researcher. Do you believe that initiations designed based on higher cognitive domains

motivate students to develop longer verbal responses?
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Teacher 1: Of course, the more critical you are with them, the more you encourage them to
speak, and they usually produce amazing answers, their answers might even develop to
become a class discussion where students start challenging each other.

Researcher: | myself experienced several situations where students argued a lot about a
specific topic, and it took us the whole class to settle down again. What about questions
(initiations) designed for low achievers? Do they differ from those designed for high
achievers?

Teacher 1: As we said earlier, we gradually move from lower cognitive domains to higher
ones. The taxonomy’s lower-domain questions are designed for low achievers, and for
higher domains, they are used with high achievers.

Excerpt 8:

Researcher: Are you familiar with the audience design model?

Teacher 2: Audience!

Researcher: Audience design.

Teacher 2: Can you please explain it? | may know what it is.

Researcher: Who is your audience in the classroom?

Teacher 2: The students.

Researcher: What does it mean to design materials that suit your audience?

Teacher 2: It means that you prepare activities according to my students’ needs, interests,
and academic levels.

Researcher: Audience design is when educators adjust the language, they use in the class to
suit the targeted audience in other words, the language you use with grade 1 students
differs from the language you use with 12 graders.

Teacher 2: We apply this in our classes. But this is my first time hearing of this model.
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Researcher: What about your initiations, how do you design them? What type of questions
do you use? Close or open-ended questions?

Teacher 2: To be honest, it depends on the students’ levels. If we are talking about low
achievers, | prefer close-ended questions to encourage them to keep trying. For the on-
level and high achievers, | believe we should ask them a lot of critical thinking and
problem-solving

questions.

Researcher: Do you refer to Bloom’s taxonomy when designing your initiations?

Teacher 2: Yes of course. For low achievers, | use the low domains such as remembering,
summarizing, and identifying. For higher levels, | ask them to criticise, judge, or evaluate.
Researcher. Do you believe that initiations designed based on higher cognitive domains
motivate students to develop longer verbal responses? Think of the on-level and above-
level students.

Teacher 2: | will say that it depends on the topic. If the topic attracts them, all students will
actively participate in the discussion. Last week, we had a discussion about marriage. All
students, even the below-level students, had an opinion to share with others.

After the interviews with the high school teachers, the researcher concluded that the
concept of "audience design" as an academic term isn't widely recognized among teachers.
Yet, all teachers employ it in their classrooms with students of different academic levels
and needs. The approach utilised to design initiations for high-achievers varies from that
approach used for low-achievers or on-level students. However, teachers pursue efforts to
enhance their students' verbal responses; the progress may be minor, but there is still some

noticeable improvement.
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4.3.3 Bloom’s Taxonomy of Cognitive Domains

During the interviews, all twelve teachers confirmed that they utilise Bloom's
taxonomy of cognitive domains in their classes. They stated that the taxonomy helps them
establish objectives in their lesson plans.

The two following excerpts were taken from the interviews with an ESL teacher
and a biology teacher regarding the impacts of employing Bloom’s Taxonomy of Higher
Cognitive Domains on students' verbal responses.

Excerpt 9:

Researcher: Do you utilize Bloom’s Taxonomy in your classes?

Teacher 3: Yes, of course. We use them when preparing our lesson plans. We write
(identifying, determining, and analysing) as objectives.

Researcher: What about using these terms when forming your questions (initiations)? Are
your students familiar with this terminology?

Teacher 3: Yes, yes. We ask our students to analyse a character, evaluate a situation or
make inferences.

Researcher: Perfect. The next question concerns the percentage of using Bloom's
taxonomy of lower cognitive domains compared to the higher ones.

Teacher 3: If | say that | ask ten questions per class, the percentage would be 4:6 or 3:7,
where the smaller number of questions goes to Taxonomy’s higher cognitive domains
while the higher number goes to the lower domain.

Researcher: Why? Can you please explain the reason?

Teacher 3: To give the low-achievers and the on-level students the chance to effectively
participate in discussions, and therefore, boost their self-confidence.
Researcher: Don’t you think that using critical thinking and problem-solving questions

may help develop students’ cognitive skills as well as their verbal responses?
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Teacher 3: This is why the employment of Bloom’s taxonomy depends on the phase of the
lesson. At the beginning of the lesson, the questions are designed based on the taxonomy’s
lower domains, the more we dig deeper into the lesson, the higher domains we utilise to
tailor our questions.

Researcher: When you design a more advanced initiation, do you target a particular
student, or do you first address the entire class and then choose a specific student?
Teacher 3: | target the entire class and give the students the opportunity to think and raise
their hands, even if you have a specific student in mind, I remain open to other students’
unexpected responses.

Excerpt 10:

Researcher: Do you utilize Bloom’s Taxonomy in your classes?

Teacher 4: For sure, we use them a lot in our lesson plans and our PowerPoint
presentations. I find it more convenient to add them to the slides ensuring that I won’t
forget them later.

Researcher: What about using Bloom’s taxonomy when designing verbal questions?
Teacher 4: Of course, usually in science classes, we ask our students to analyse and
evaluate the validity of a certain experiment or to infer the real-world applications of a
specific scientific knowledge.

Researcher: What is the percentage of using Bloom's taxonomy of lower cognitive
domains compared to the higher ones?

Teacher 4: Most of our questions involve critical thinking or problem solving, and they
also address Bloom’s taxonomy of higher cognitive domains.

Researcher: When you design advanced questions (initiations), do you target a particular

student, or do you first address the entire class and then choose a specific student?
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Teacher 4: | ask all the students to let them think, but I choose a student who definitely
knows the answer.

Researcher: Why “definitely knows the answer”?

Teacher 4: Because I don’t want students to mix the correct answer with another wrong
one. This is science and | have to make sure that my students receive and save the correct
answer in their minds from the first time they hear it.

In conclusion, all the interviewed teachers shared a belief that Bloom's taxonomy is
essential when designing their initiations. They agreed that this taxonomy promotes the
development of critical thinking skills and the ability to continuously improve students'
engagement. ESL teachers, in particular, find that the taxonomy helps in enhancing
students' verbal responses, allowing high-achievers to express themselves and present their
ideas, while low-achievers tend to generate longer responses, especially when guided by
the teacher's prompts.

4.4 Students Interviews

The researcher conducted semi-structured interviews with five female high-school
students to explore their viewpoints regarding effective learning methods. Among these
students, three were high-achievers, while the other two were classified as low-achievers
based on their performance on the diagnostic test at the beginning of the 2023/2024
academic year (See Appendix A). The interviews were categorised into two main themes:
students' interaction and learning activities. It is important to mention that the five students
agreed that differentiated instruction is beneficial especially if the teachers are well aware
of their students’ learning styles.

4.4.1 Students’ Interaction
IRF Sequence plays a significant role in shaping students' interactions within the

classroom. When asking the five students about factors that contribute to students’ verbal
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interaction development, all five students mentioned the common practice of teachers
asking questions and receiving answers. High achievers stated that they prefer challenging
questions that stimulate critical thinking and provoke them to go beyond their knowledge.
One of the high achievers noted: “When it comes to us, some of the students who are more
intelligent than others might feel bored if the teachers ask questions that everyone in the
class knows them.” As for the low achievers, they said that they prefer open discussions
involving the entire class. They do not prefer the teacher directing specific questions
because they feel embarrassed when addressed by name, especially if they do not know the
answer. One of the low achievers stated: “I know that the teacher tries to help us learn, and
I should not be embarrassed, but this is what happens when she directs a question to me.”
One of the low achievers also mentioned that her participation level in class depends on
her feelings toward the teacher. She indicated that she feels more comfortable with some
teachers. Therefore, she doesn’t hesitate to raise her hand and answer in that teacher's class
because she is confident that the teacher won’t embarrass her or offer negative feedback.
Thornbury (1999, p. 117) suggested "[b]y excluding the option of self-correction, however,
the teacher risks humiliating the original student.”
4.4.2 Learning Activities

Diversifying teaching methods and strategies is essential for capturing students'
attention during their learning process. Students have different learning styles. Therefore,
their preferences for activities also differ. As a result, teachers should carefully consider
the diverse learning styles among their students and tailor their activities accordingly.

All five students have different perspectives regarding their preferred learning
activities. High achievers showed a preference for conducting independent research,
engaging in open discussions, and participating in hands-on activities. However, two of the

high achievers stated that they preferred working in small groups, one explained: “I prefer
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working in small groups because when learning a new topic, we are all discovering it for
the first time, so the process of brainstorming is intense. Thus, many of us could gain a
good understanding of the topic. Also, some students may have some background
information to share with all of us.” The second high achiever talked about having
supportive and cooperative peers within the small groups. As for the third student, she said
that she preferred individual work, she said: “I like to take control of my own learning and
projects, also, I like working and learning by myself because it keeps the distractions away
and allows me to test myself without the help of others.”

The two low achievers, on the other hand, stated that they prefer activities like
gaming, pair work, group work, and open discussions. One of the students argued that
videos are a very useful tool when the teacher needs to attract students’ attention, she
explained: “I really prefer teachers to use diagrams and drawings, especially in scientific
subjects. Videos are very useful, most of the time, but they can't be used as the only
learning method. Also, if the lesson depends only on the teacher's explanation, | suffer
because I need a book or a PowerPoint besides the teacher's explanation.” Moreover, the
low achievers expressed their dislike for projects and oral presentations, finding them
stressful and overwhelming. One student mentioned that she experienced anxiety when she
stood in front of her classmates to present. She feared their reactions and what negative

things they would say about her.
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CHAPTER 5: DISCUSSION

After a thorough analysis of the literature review, the data provided in Table 1 and
Table 2, and the responses from both teachers' and students' semi-structured interviews, a
clear pattern emerges.

5.1 Differentiated Instruction

The data provided in Table 1 shows that the lower domains of Bloom's taxonomy
are utilised twice as frequently as the higher domains across five different classes. It is
clear that the taxonomy's higher cognitive domains appear to be fair, as it challenges both
low-achievers and on-level students, as well as encourages high-achievers to promote their
cognitive skills. This discussion corresponds with Stanny's viewpoint (2016), which asserts
that the use of Bloom's Taxonomy across all subjects and classes enhances students'
comprehension, encourages the transfer of knowledge, and supports its practical
implementation.

When reviewing the responses of the high-school teachers in the semi-structured
interviews, it becomes evident that they have several reasons for adopting differentiated
instruction based on Bloom's Taxonomy cognitive domains. These reasons can be
summarized as follows:

Teachers agreed that approximately half of the questions initiated in the classroom
focus on the higher cognitive domains of Bloom's Taxonomy and are directed toward high
achievers. This intended distribution of questions aims to create opportunities for the
maximum number of students to effectively participate in class discussions. The purpose is
not only to encourage critical thinking but also to promote problem-solving skills among

students. According to Liou et al. (2023, p.6794), “differentiated instruction increased
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students' learning interests, promoted focused and independent thinking, and enhanced
academic achievement.”

In terms of the quality of differentiated initiations, the teacher during the
observations shifted from focusing on basic remembering, understanding, and applying to
analysing, evaluating, and creating, as explained in the provided excerpts in order to
facilitate the participation of most of the students.

High school teachers believed that tailoring their initiations to match the academic
levels and learning styles of their students has a motivating influence, leading to more
positive classroom interactions. This, in turn, has an impact on the quality and length of
students' verbal responses. This point of view aligns with Tomlinson's (2001) suggestion
that teachers should consider three primary factors when implementing the Differentiated
instruction (DI) approach: students' readiness, interests, and educational and cultural
context. Moreover, teachers suggested that differentiated instruction promotes the
development of critical thinking skills, which can particularly enhance the verbal responses
of high achievers by expanding their cognitive mindsets.

Furthermore, differentiated instruction contributes to the growth of on-level
students' cognitive abilities. Differentiated instruction enables the on-level students to
comfortably share their thoughts and ideas, where teachers provide them with the
necessary time, attention, and constructive feedback. This, in turn, motivates them to
expand their responses in a thorough and comprehensive way. Differentiated instruction
boosts low achievers to communicate without feeling peer pressured. Even when their
responses may be brief, their active participation allows them to progress and take a step
forward in their learning process. Based on a survey conducted on 200 English teachers in

the UAE, Sun (2023) concluded that the impact of implementing differentiated instruction
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through cooperative learning as a method of acquiring knowledge enhances students'
competence.

To sum it up, differentiated instruction improves students' verbal responses by
tailoring initiations that suit their individual needs, promoting engagement, critical
thinking, and motivation, reducing achievement gaps, and promoting a collaborative and
interactive classroom environment. Teachers and students demonstrated that the DI
approach narrows the gap between students, as high achievers take on the responsibility of
their own learning and become mentors for their peers, promoting a sense of self-
achievement and self-confidence. For on-level students, differentiated instruction enhances
their learning experience by allowing them to get involved in activities they find engaging
and meaningful. It also ensures that low achievers receive the attention, assistance, and
guidance they need, preventing them from feeling neglected or isolated. According to
Tomlinson et al. (2003, p.126), Vygotsky's Zone of Proximal Development (ZPD)
indicates that a child's ability to succeed depends on receiving guidance and support.
Within this range, new learning experiences can occur. The teacher's role is to guide the
child into their ZPD and provide support for targeting tasks that are more complex than
what the child can manage independently; therefore, expanding their zone of
independence. It is through the repetition of such cycles that learners acquire new
concepts, master new skills, and become critical thinkers and problem solvers. Effective
learning often takes place when students are engaged at a level of "moderate challenge."

Despite the numerous advantages of differentiated instruction, some teachers may
not employ this approach for various reasons, some of which can be concluded as follows:
Designing differentiated initiations and instructions is a time-consuming process. Some
teachers may lack a comprehensive understanding of their students' academic levels,

learning needs, and styles. Some may lack the training on utilising differentiated strategies
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in class, teach a large number of students in a single class, or have limited resources
(Subban, 2006; Suprayogi, Valcke & Godwin, 2017; Tomlinson, 1996). Therefore,
Affholder (2003, p.6) argues that many teachers might adopt a "one size fits all

instructional method."

5.2 Teacher-Student Interaction Vs. Student-Student Interaction

Sun’s perspective (2023, p.178) supported this part of the study by stating that in
order “to meet the varied affective needs of students, communication, collaboration, and
interaction between students and teachers are important in that these interpersonal
processes contribute to empathetic and dynamic relationships and a supportive learning
community.” This study demonstrated that during ESL classes, there were two main types
of interactions. The first type was the teacher-student (T-S) interaction, which accounted
for 127 minutes of class time. During this interaction, the teacher introduced differentiated
initiations and provided both verbal and non-verbal feedback to students. The second type
of interaction, student-student interaction (S-S), was observed for a total of 98 minutes.
This interaction involved students collaborating through group work, pair work, and
research activities, enhancing their teamwork and research skills.

When asking the teachers about the two types of interaction, all teachers
emphasized the equal significance of both teacher-student (T-S) and student-student (S-S)
interactions. Teacher-student interaction clearly contributes to enhancing students' verbal
responses, boosting their self-confidence, and establishing a positive rapport between the
teacher and the students. The initiations and the prompts designed by the teacher during
(T-S) interaction also play an important role in promoting students' understanding.
Esmaeili, Seifoori and Ahour (2023, p.186) indicated that “teachers in the classroom spend

between thirty and fifty percent of their teaching time conducting question sessions.” In
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this interaction, students benefit from direct feedback provided by their teachers, whether it
is verbal or non-verbal.

As for the five interviewed students, they said that their level of engagement
depends on the type of activities implemented in class. They stated that they prefer open
discussions, which are examples of (T-S) interaction, as these discussions allow them the
freedom to express their thoughts on a topic without the restriction of right or wrong
answers. They mentioned that open-ended questions from the teacher, which they can
comment on without feeling like their responses are being evaluated, were particularly
welcome. Students’ perspective is similar to that of some studies which stated that students
prefer question-answer mode over the lecture style, and the more English they use, the
better responses they produce Alwright 1982; Kareema 2014; Nunan 1999).

Moreover, the students preferred getting engaged in debates, which they were
enthusiastic about participating in. Debates represent the (S-S) interaction. Most students
shared a preference for collaborative activities such as pair work and group work, as these
activities provided opportunities for them to learn and assist their peers. However, one high
achiever stated that she preferred individual work, finding it more helpful to focus on the
activities without distraction. Another high achiever expressed that while she is
comfortable with individual and pair work, group work sometimes overloads her, as she
feels responsible for ensuring that the task is completed by all the students in the group.

All in all, both teachers and students believe that classroom interactions, whether
between teachers and students (T-S) or among students themselves (S-S), play a significant
role in enhancing students' verbal responses and speaking skills. Engaging in dialogue with
teachers or peers contributes to students' self-awareness and self-confidence regarding their
cognitive abilities and discourse proficiency, acknowledging that their teachers are there to

provide support. However, as Walsh (2011) suggested in the review, teachers should
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reduce their TTT and use it as a medium for providing guidance and feedback, leaving the

opportunity for students to express themselves.
5.3 Initiation-Response-Feedback (IRF) Sequence

Classroom observations allowed the researcher to gain insights into how the IRF
(Initiation-Response-Feedback) sequence could be effectively employed to guide students
through the domains of Bloom's taxonomy step by step. During classes, the dominant
interaction mode was the teacher-student interaction. The teacher-initiated questions and
allowed students at different academic levels to respond according to their abilities.

Upon closer examination of the recorded interactions, it became evident that the
IRF sequence was not limited to just three moves but contained several sequences. It began
with the teacher's initiation, followed by students' responses, and concluded with feedback
from the teacher. The teacher's initiations consisted of both closed-ended and open-ended
questions. The teacher gradually prompted more initiations to encourage more in-depth
responses from the students.

All five observed students actively participated in these interactions. Although
Tjalla et al. (2023, p.284) stressed that "many students are not interested to participate in
classroom interaction. Some of the reasons are they have low English competence;
therefore, they mostly yield incomplete sentences, and the factor of shiness and anxiety to
talk in front of the class,” low achievers were encouraged and prompted to provide
complete sentences with full meanings, while high achievers were challenged to
demonstrate higher-order thinking skills through their sophisticated responses.

Feedback provided by the teacher came in two main forms: verbal and non-verbal
feedback. Verbal feedback involved positive reinforcement, using phrases like "excellent,”
"perfect,” "good job," and "well done.” Sometimes, it included statements such as "OK,"

"Thank you," or a statement like "Pay extra attention, please.” Further, there were times
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when the teacher corrected students' incorrect answers by suggesting, "There might be a
more accurate answer," or by asking, "Who has a different answer?" Tjalla et al. (2023,
p.288) believed that "interaction with feedback is the ideal form of teacher-student
interaction. Feedback might speed up learning and draw students' attention to their
language errors. Also, when using the IRF pattern, the teacher could produce lengthy
interactive interactions."

Non-verbal feedback was another tool employed during the feedback process. The
teacher would use gestures such as clapping hands, smiling, nodding in approval or
disapproval, or raising a thumbs-up to give non-verbal responses to students. According to
Abu-Ayyash, Assaf, and Zabadi (2023, p.78), “the choice of feedback strategy depends
heavily on factors like the type of class and the type of activity (language-focused or
information-focused).”

Regarding the teachers who were interviewed, none of them was familiar with the
IRF Sequence. However, after it was explained, they recognised it as the dominant mode in
their classes across different subjects. Teachers highlighted the importance of this
sequence since their initiations can be an indicator of their students' level of understanding
and performance. The IRF sequence assists them in figuring out where their students are
and what is their next step. They also suggested that their feedback is essential in

encouraging students to expand their verbal responses.
5.4 Audience Design

The participant observer adopted the audience model when tailoring differentiated
initiations to ensure engagement among students from different academic levels. The data
analysis suggests that this study provides clear evidence that differentiated initiations
significantly impact students' verbal responses, particularly high-achievers, and play a

crucial role in motivating and engaging all students in the learning process. The
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researcher’s point of view aligns with other studies' perspectives in that the key
consideration is that teachers should pay attention to two essential factors when designing
their initiations: the audiences' level of knowledge and the physical context (Bell, 1984;
Ferrero, 2019)

In the interviews, teachers mentioned that "audience design” as a term isn't
commonly recognized among educators. However, they noted that regardless of the
educational phase or subject they teach, they naturally include the concept into their
teaching practices as part of their responsibilities to address their students' various
requirements. This corresponds with what was stated by Ferreira (2019, p.30), who
suggested that “speakers produce some linguistic features to make their utterances easier to
understand and, thus, more likely to be understood, as well. When speakers do this, they
engage in audience design.” They acknowledged the significance of tailoring initiations
that align with their students' academic level, learning styles, and individual needs, which
is similar to differentiated instruction.

After reviewing the classroom observations, it became evident that the teacher
employed various styles to tailor her initiations based on individual students' academic
levels. The teacher used simplified language to encourage student engagement in the
interaction. On the other hand, she initiated more advanced utterances, such as "What do

you think," "evaluate,” or "analyse," to promote her students' speaking skills and boost
their cognitive growth. Not only initiations but feedback should also be tailored to meet the
specific needs of students. Corresponding to this perspective, Yoon and Brown-Schmidt
(2019, p.11) indicated that “when simultaneously addressing multiple addressees who

differ in their knowledge of the topic at hand, speakers design utterances that balance the

communicative needs of naive and knowledgeable addressees.”
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CHAPTER 6: CONCLUSION

6.1 Overview of Findings

The purpose of this study was to investigate the impact of integrating the Audience
Design model and differentiated initiations and feedback on the quality of students'
responses as well as to evaluate the extent to which the utilisation of Bloom's taxonomy of
cognitive domains contributes to the development of students’ verbal responses. After
analysing the data from class observations and interviews with teachers and students, the
researcher reached the conclusion that the improvement of students' verbal responses
depends mostly on several factors, with teachers playing an essential role in the process.
This progress is closely linked to the quality of the initiations provided by teachers, which
must be tailored to the specific audience, and aligned with their academic levels and
individual needs. Teachers should also consider the cognitive domain they employ when
designing these initiations, as it should challenge students to produce their best possible
responses. In addition, the feedback provided, whether verbal or nonverbal, should be
constructive and positive, aimed at encouraging students to generate more responses,
whether they are correct or incorrect, short or long. It is important that teachers create an
environment where students can freely express their thoughts and ideas without any
constraints or fear of being judged or evaluated based on their beliefs.

When applying Bloom's taxonomy to differentiate initiations and activities,
teachers should consider the types of activities that engage and provoke students' interests.
There are multiple methods by which teachers can promote students' verbal interactions.
According to interviewed students’ feedback, they have a preference for open discussions,

debates, group work, pair work, and hands-on activities. These activities not only enhance
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students' responses but also promote collaborative work, foster stronger teacher-student
relationships, and foster peer interactions.

While many students may lack confidence or be anxious about class participation,
teachers should adapt their utterances and initiations to cater to the academic level of these
students. They should engage them using language that addresses the lower cognitive
domains of the taxonomy, gradually progressing in complexity to support their
development. As for on-level students, teachers should present them with challenging
questions that encourage critical thinking, boosting their cognitive abilities and promoting
skills like debating and presentations in front of their peers. High achievers, on the other
hand, should not only be challenged with higher-level cognitive thinking initiations and
tasks but should also be entrusted with additional responsibilities, such as mentoring low
achievers and assuming leadership roles in the class. They can also be charged with
organizing awareness campaigns throughout the school premises to increase their self-
confidence and resilience.

In recent times, the UAE has moved out from the traditional lecture-style teaching
approach, moving its teachers toward more effective and engaging methods such as
differentiation, collaborative learning, and research skills. It is clear that these newly
adopted strategies have a significant impact on students' verbal interactions, as well as their
ability for critical thinking and problem-solving.

6.2 Limitations

Throughout the course of conducting this study, the researcher encountered several
limitations, which can be categorised as follows: The researcher faced challenges in
conducting the five observed classes because of the concurrent school activities and exams
occurring during the observation classes, resulting in observations taking place on separate,

non-consecutive days.
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Another constraint arose from the delayed consent granted by the parents of the
interviewed students. Moreover, the researcher faced difficulty persuading the high-school
teachers to participate in the interviews, assuring them that their identities would remain
confidential.

This study is established on a qualitative method approach where the researcher
had to undertake observations and semi-structured interviews with the participants.
However, this process proved to be very difficult, challenging, and time-consuming, as the
researcher had to transcribe all the information from the observations and interviews into
written excerpts and carefully select the most relevant excerpts that would help the

researcher answer the research questions.
6.3 Recommendations

Upon completing this study, several questions and concerns emerged in front of the
researcher. The most important concern revolves around teachers’ ability to effectively
recognize the individual needs and preferences of their students. Another significant
concern is the challenges teachers face when preparing and designing differentiated
initiations and activities in order to target all the academic levels within a single class. The
researcher is also interested in exploring potential solutions that would enable teachers to
conduct differentiated strategies without overwhelming them with additional work. One
possible way to support teachers would be with the collaboration of curriculum publishing
companies, offering, and providing ready-made activities and worksheets as well as
suggested questions to aid teachers in preparing their lessons. Another possible way would
be with teachers concentrating on critical thinking questions, which include questions such
as "what do you think?" or "What if?" Student should be given the opportunity to conduct
their own research, work collaboratively in pairs and/or groups, complete projects, and

participate in oral presentations more frequently.
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APPENDICES

Appendix A: Diagnostic Test

To determine the academic proficiency level of the students, whether it was higher or lower,
a diagnostic test was conducted at the start of the academic year 23/34. This assessment
utilized a platform known as IXL, which assesses students' language abilities in various areas

such as reading, grammar, writing, mechanics, and vocabulary.
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IX1 Daagnostic Action Plan
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Appendix B: Principal’s Consent Letter

The Impact of Teachers’ Differentiated Initiations and
Feedback on Students’ Responses: A Model Based on
Audience Design and Bloom’s Taxonomy of Cognitive

Domains

Subject: Class Observation Consent Letter

Dear Mr. XXXX, with utmost respect

I hope this email finds you well.

-1 am an MA student in Education at the British University in Dubai. | am working on my
dissertation, which explores The Impact of Teachers’ Differentiated Initiations and
Feedback on Students’ Responses: A Model Based on Audience Design and Bloom’s
Taxonomy of Cognitive Domains. The research requires observing students in grade 12
during their English classes for a two-week duration, in addition to an interview with 5
students from the same assigned class to be conducted in the school library between
September 25 and October 9. I would like to request your permission to conduct the
observation sessions. On the other hand, if permitted, one-to-one interviews will be

conducted with 12 high-school teachers to discuss the same issue.

Please be assured that all the data collected during the observation sessions and the interview

will remain confidential and for the researcher's reference only.
Kindly find a set of interview questions for both teachers and students.
Thank you for your continuous support.

Mai Idrees Zaghab
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Appendix C: Parents’ Observation Consent Letter

The Impact of Teachers’ Differentiated Initiations and
Feedback on Students’ Responses: A Model Based on
Audience Design and Bloom’s Taxonomy of Cognitive

Domains
Subject: Class Observations Consent Letter

Dear Parent/Guardian,
I hope this email finds you well.

I am an MA student in Education at the British University in Dubai. | am working on my
dissertation, which explores The Impact of Teachers’ Differentiated Initiations and
Feedback on Students’ Responses: A Model Based on Audience Design and Bloom’s

Taxonomy of Cognitive Domains.

The research requires observing the class of your daughter during the English lessons for a
two-week duration, and | would like to take your written approval to conduct the observation

sessions.

If you have any inquiries in this regard, please do not hesitate to contact me at any time either
by email or on my phone number XXXXXXXXXX

Be assured that all the data collected during the observation sessions will remain confidential

and for the researcher's reference only.
Please, read the hereunder carefully, then sign if approved.
Thank you for your continuous support

Mai Zaghab
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Appendix D: Teachers’ Consent Letter

The Impact of Teachers’ Differentiated Initiations and
Feedback on Students’ Responses: A Model Based on
Audience Design and Bloom’s Taxonomy of Cognitive

Domains

Dear respected colleague,

| hope this email finds you well.

I am an MA student in Education at the British University in Dubai. | am working on my
dissertation, which explores “The Impact of Teachers’ Differentiated Initiations and
Feedback on Students’ Responses: A Model Based on Audience Design and Bloom’s

Taxonomy of Cognitive Domains.

The research requires interviewing some high school teachers. | would like to invite you to
take part in this interview to get a clear insight into the effectiveness of differentiated

initiations and feedback on the quality of students’ responses.

If you have any inquiries in this regard, please do not hesitate to contact me at any time
either by email or on my phone number XXXXXXXXXX

Be assured that all the data collected during the interview will remain confidential and for

the researcher's reference only.
Thank you for your continuous support.

Mai Zaghab
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10.
11.
12.
13.

Appendix E: Teachers’ Interview Questions

How does the use of differentiated instruction impact the quality of students' responses in
your classroom?

In your experience, what specific aspects of differentiated instruction have you observed
to positively influence the quality of students' responses?

Avre there any particular strategies or techniques within differentiated instruction that you
find especially effective in eliciting high-quality responses from students?

Have you noticed any challenges or obstacles related to differentiated instruction that may
affect the quality of students' responses? If so, how do you address or overcome them?
How do you provide feedback or support to students to help them improve the quality of
their responses within the context of differentiated instruction?

Are there any specific ways in which you differentiate instruction to cater to diverse
learning needs or abilities, and how does this impact the range of responses you receive
from students?

What recommendations or strategies would you suggest for further enhancing the quality
of students' responses through differentiated instruction?

Have you witnessed any changes or improvements in the quality of students' responses
since implementing differentiated instruction? If yes, what factors do you attribute to
these changes?

Have you ever heard of the term "audience design model"?

Who is the intended audience for the design model?

What is the purpose of this model?

How does the design model address students' diversity?

What are the strengths and weaknesses of the model?
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Appendix F: Students Interview Questions

1.

10.

11.

12.
13.

What does "differentiated instruction" mean to you? How would you describe it in your
own words?

Have you ever experienced differentiated instruction in this class or in previous classes?
If so, can you provide an example?

How do you feel when a teacher uses different teaching methods or materials to meet
the needs of different students in the class?

Do you think differentiated instruction is effective in helping you learn? Why or why
not?

In your opinion, what are the benefits of differentiated instruction for students? Are
there any drawbacks or challenges?

Can you share an example of a time when you felt that instruction was not tailored to
your learning style or needs? How did it affect your learning experience?

What strategies or approaches do you think teachers can use to effectively implement
differentiated instruction?

Do you prefer working independently or in small groups when learning new material?
Why?

How do you think teachers can strike a balance between meeting individual student
needs and maintaining fairness in the classroom?

What suggestions do you have for improving the use of differentiated instruction in our
classroom or school? Top of Form

Are there any specific subjects or topics where you feel that differentiated instruction is

particularly helpful or not helpful? Why?

Which initiations or prompts motivate your engagement in the classroom?

What types of classroom activities do you prefer?
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Appendix G: Written Feedback: Goal Setting

Goal Setting — English — G12

Day: Date: My Goal Mark i100
Learning Objective
In Beading In Writing

I will fearn how to:

Cite strong and thorough textual
evidence to support analysis of what the text
says explicitly as well as inferences drawn
from the text, including determining whare
the text leaves matiers uncertain.

Determine two or more themes or
central ideas of 3 text and analyze their
development over the courss of the text,
including how they interact and build on ane
angther to produce a complex account;
provide an objective summary of the text.

Analyze the impact of the author's
choices regarding how to develop and relste
elements of a story or drama

Determine the meaning of words and
phrases as they are used in the text,
including figurative and connotative
meanings: analyze the impact of specific
word choices on meaning and tone. including
words with multiple meanings or language
that is particularly fresh. engaging. or
beautiful

Demonstrate knowledge of
sighteenth- nineteenth- and
early-twentiath-century foundational works of
American literature. including how two or
mors texts from the same pericd treat similar
themes or topics.

1 will learn how to:

\Write arguments to support claims in an analysis of substantive
topics or texts, using valid reasoning and relevant and sufficient
evidence.

Introduce precise. knowiedgeable clsim(s). estsblish the
significance of the clsim(s). distinguish the claim(s) from sitemnate
or opposing claims. and create an organization that logically
sequences clsim(s). countercisims. reasons, snd svidence.

Develop claim(s) and counterciaims fairly and thoroughly.
supplying the mest relevant evidence for sach while pointing out
the strengths and limitations of both in 2 manner that anticipates
the audience’s knowledge level. concerns, values, and possible
bisses.

Use words, phrases, and clauses as well as varied syntax to link
the major sections of the taxt. create cohesion. and clarify the
relationships between clsim(s) and reasons. between reasons and
evidence. and between ciaim(s) and counterclsims.

- Establish and maintain 3 formal style and objective tone while
atiending to the norms and conventions of the discipline in which
they are writing.

Provide a conciuding statement or section that follows from and
supports the argument presented

Datermine two or more central ideas of
a text and analyze their development aver
the course of the taxt, including how they
interact and build on cne anather to provide
a complex analysis; provide an objective
summary of the text.

Datermine the meaning of words and
phrases 2s they are used in 2 ted. including
figurative, connotative, and technical
meanings; analyze how an author uses and
refines the meaning of 3 kay tarm or terms
aver the course of a text

Analyze and evaluate the effectiveness
of the structure an author uses in his or her
exposition or argument, including whather
the structure makes points clear, convincing
and engaging.

Determine an author's point of view or
purpose in a text in which the rhataric is
particularly effective, analyzing haw style and
content contribute to the power,
persuasiveness, or beauty of the text.

In Speaking

I will learn how to.

Participate in collaborative groups to
discuss topics and texts

Build on others’ comments in
conversations

Ask and snswer questions gf 3
speaker

Create recordings of stories/poems
Give informative/opinion presentations.

Differentiate between formal and
informal English; sdapt to task and situation

In Listening

1 will learn how to.

- Respond to texis read sloud or media: paraphrase

- Participate in collaborative groups

- Respond to a speaker by retelling and/or contributing information

Identify ideas and supporting evidence in oral presentstions or
texis read aloud

- Draw and support conciusions about oral presentations or texts
read aloud

- Identify and interpret purpose, eentral idea, and key paints in oral
presantstions or tauts resd sloud

Fallow multipie-step spoken directions

What will | do to achieve my goal?

Fut forth a consistent effort

Comple
Integrate learning fram vari

Gather information effectively, using a vai
Show regard for accuracy in analyzing and evaluating infermation
Ask questions to elarify meaning and ensure understanding

Make proper use of ACHIEVE3000 and other oniine resources
Identify and pursue my goals independently
I seek clarification or assistance when needed

WWelcome new 1asks and sesk new opporuNities 1or ke arming

Approsch new lesming situstions with & positive situds

Igentify and pursue learning goals and tasks independently

135K ANa AF5IONMENTs WIthin es1abisNed iMelines and with care
us subjects/areas of le:

ning

ty of techniques and sources

creativity in

Use technology 1o research

vruvduddudoooorode

and ideas and draw relevant conclusions

Ireviss goals or sleps and sirategies when necessary

I use others’ comments 1o improve my work and monitor my leaming
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