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                                                           CHAPTER I 

INTRODUCTION 

 

1.1 Background of the Study 

Nowadays Information and Communication Technology (ICT) plays an 

important role in most aspects of our lives including in educational fields. A wide 

range of information can be surfed from the Internet and the World Wide Web, and 

Internet resources have been widely used as an essential tool to facilitate learning.  

As the world educational scenarios have changed because of the potentials of 

technologies to enhance teaching and learning, the integration of ICT into classroom 

practice is so important that it has become a priority in national educational policies 

worldwide, such as the policy for ICT in education in England, the USA, Canada 

and Australia (Fluck, 2001), as well as in Thailand. 

Between 2005 and 2008, the policy of the Thai Government emphasizes the 

utilization of ICT to promote education, especially the enhancement of teaching and 

learning processes (Artidtieng, 2005). Apart from the use of ICT, the educational 

reform in Thailand, enforced by the National Education Act in 1999, also involves 

curricula and learning processes based on the principles of organizing 

teaching/learning processes that require systematic thinking and actual practice 

rather than rote learning, with an aim to enable learners to analyze, synthesize, and 

build a core of knowledge that will form the basis for learning in the future world. 

The importance of ICT learning processes is clearly stated in the Educational 

Reform Act B.E. 2542 (Office of the Prime Minister, 1999). 

Teachers nowadays have to face the hard time of adjusting themselves to the 

ever-expanding role of ICT. According to the educational reform, it is not the 

question of asking whether technology should be used in education or not, but, 

rather, educators or teachers must ask themselves how technology can be effectively 

used to help students improve their learning as well as to alter classroom practice as 

a result of introducing technology into the curriculum.  

At Rajamangala University of Technology Phra Nakhon (RMUTP), one of 

the major educational policies is the use of computer-based learning and e-learning. 
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The university spends a large amount of budget on educational technology each year 

and puts a lot of efforts to have the technological innovative teaching and learning 

systems and to expand the existing e-learning projects. Teachers are expected to 

make a full use of the modern technology to increase the quality of teaching and 

learning. Therefore, RMUTP teachers have an urgent need to incorporate the 

instructional use of computer technologies into their class activities.  

The situation at the English department of RMUTP is quite unique in the 

way that English teachers in each campus are responsible for finding their own ways 

to develop teaching materials used in their classroom based on the core course 

syllabus. They have to study the course objectives and course descriptions in order 

to develop their own teaching materials. By doing this, different campus teachers 

employ different teaching materials for the same English course. Most of the 

textbooks and teaching materials currently in use are based on traditional instruction 

focusing on particular linguistic features and a lot of drills and practice exercises. 

The situation is more complicated when it comes to dealing with the technological 

advancement. This is because to integrate making technology in the classroom 

instruction and make it work is not a simple task, and not all teachers possess the 

skills required to deal with technology-based lessons. Due to this urgent need to 

bring in the technological innovative teaching and learning and the learner-centered 

instruction into classroom settings, the new course materials have to be developed to 

achieve these goals.  

According to the change of the technology-enhanced course materials, both 

the lives of teachers and students will be changed as well. Students will become 

more active learners dealing with new experience of processing knowledge and 

developing collaborative learning skills. Teachers, on the other hand, will change 

their roles from those of the ‘director’ or ‘instructor’ to ‘facilitator’ and ‘manager’ of 

the students’ learning processes. In other words, the role of the teacher will be 

changed to that of a learning facilitator who provides the rich learning environment 

for the learner-centeredness to take place. Teachers also need to introduce, prepare, 

and lead students to the idea of learner-centered education. Therefore, this will be a 

challenging situation for both teachers and students alike.  
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In conclusion, there are a number of reasons why existing courses at 

RMUTP which is based on traditional teacher-centered instruction have to be 

reconsidered, reevaluated, and renewed. First, there is an urgent need to incorporate 

technology into the curriculum—not only the issue of using computer technology in 

teaching but also using it to create effectiveness in language instruction. Second, 

there is a shift from traditional instruction which is based on rote learning to more 

learner-centered and interactive learning environment. Put another way, RMUTP 

tries to seek ways to help increase student participation in classroom as it is believed 

that it is about time that the students’ concept of learning be changed. As Adams & 

Brindley (2007) point out, the role of ICT in the curriculum is much more than 

merely a passing trend and that it should make teachers rethink about pedagogical 

issues alongside the approaches to learning that students need to apply in 

classrooms.  

In order to effectively deal with the above concerns, pedagogical research-

based information is required to determine whether the implementation of the 

innovative technology can actually enhance student learning. An extensive review of 

literature has revealed that one of the latest developments in educational technology 

is the use of WebQuests (Shiratuddin, 2001).  

WebQuests were originally developed in 1995 by Dr. Bernie Dodge of San 

Diego State University (Lamb & Teclehaimanot, 2005). Dodge defines WebQuests 

as “inquiry-oriented activities in which some or all the information that learners 

interact with comes from resources on the Internet” (Dodge, 1995: 1). A WebQuest 

focuses on a particular problem. It requires learners to help one another work out the 

problem by making use of authentic materials from the Internet which are related to 

their academic discipline. In doing so, it is structured to provide learners with 

scaffolding and support that direct them to reliable and appropriate websites.  

The principles underlying WebQuests are those of constructivism which is 

the current trend for English language learning (March, 1998; Marco, 2002). Simply 

put, knowledge is constructed by relating what is encountered to what is already 

known. Thus, students are active participants in the learning process. Another basic 

tenet found in the constructivist theory of learning is scaffolding which is one of the 

major components of WebQuests. This scaffolding can be in the forms of resource 
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links or guidance for specific skills; thus, the Internet becomes a tool that facilitates 

information exploration and knowledge construction.  

The popularity and usefulness of WebQuests have been claimed by a large 

number of scholars and educators. For example, Bitter & Legacy (2006: 130) point 

out that “one recently accepted and systematized form of online instruction is the 

WebQuest.” Likewise, Murray & McPherson (2004) state that WebQuests are now 

widely used in diverse educational contexts and curriculum areas. One explanation 

for such claim can be found in Marco (2002) who mentions that the use of 

WebQuests is very popular and is considered as a useful tool to fully exploit the 

resources on the Internet for good language learning practice. Marco also notes that 

WebQuests are particularly suitable for ESP language learning in the way that the 

students perform a real world task using authentic materials related to their academic 

discipline. 

There are a number of reasons that support the popularity and usefulness of 

the WebQuests. First, WebQuests foster cooperative learning. Since WebQuests are 

concerned with complex tasks or problems, students have to cooperate and take on 

specific roles within a cooperative group in order to complete the tasks or solve the 

problems. Second, WebQuests are authentic. According to Davis (2003), WebQuest 

tasks concern real world problems that students have to solve in their everyday life. 

Such real world problems are authentic, meaningful, and engaging problems that 

give students opportunities for authentic communication through engagement with 

real tasks. Third, WebQuests are motivating to students because they can combine 

student enthusiasm with technology with real world experiences that transfer beyond 

school setting (Watson, 1999 as cited in Lamb & Teclehaimanot, 2005). Fourth, 

WebQuests provide a new instructional opportunity for developing academic 

literacy skills (Peterson et al., 2003). When completing a WebQuest task, students 

are engaged in the web-based reading. This helps them develop critical reading and 

synthesizing skills. WebQuests also promote writing with a purpose for a real world 

audience (Marco, 2002).  

Despite the popularity and usefulness of the WebQuests claimed by many 

scholars, research that yields direct support to the use of WebQuests to increase 

students’ language achievement is still limited (Abbitt & Ophus, 2008). Abbitt & 
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Ophus examined the body of research investigating the impacts of WebQuest on 

teaching and learning. It was found out that, by searching for all published articles, 

theses, dissertations and conference proceedings relating to the implementation of 

the WebQuest strategy at all levels of education from the sources in ERIC database, 

EBSCO Academic Search Premier and Educational Research Complete databases, 

the Education and Information Technology (ED/IT) digital library, the Ohio Library 

and Information Network (OhioLINK), as well as the GOOGLE search engine, there 

were 108 published sources relating to WebQuest. Out of  these 108 references, only 

41 articles were research articles that identified the impacts of WebQuest on 

teaching and learning (Abbitt & Ophus, 2008). 

  Although a few studies on the WebQuest instruction have been conducted 

in the ESL and EFL settings, research results have revealed the effective use of 

WebQuest to enhance students’ learning in reading and writing instruction (Tsai, 

2005; Chuo, 2007). The findings show that WebQuest lessons help students learn 

better and increase their learning outcomes. Since there is little empirical evidence 

of the effect of the implementation of WebQuests in language instruction on student 

achievement, this study attempts to determine the effect of WebQuest modules in 

order to enhance student learning as well as to serve the educational policies of 

Rajamangala University of Technology Pra Nakhon, North Bangkok Campus. The 

researcher plans to develop WebQuest modules to teach engineering students in the 

“Technical English I” course and to empirically determine if the WebQuest modules 

are effective enough to enhance students’ reading and writing abilities, to motivate 

students’ learning engagement, and to develop their positive attitudes toward the use 

of these WebQuest modules. 

 

1.2 Objectives of the Study 

1. To develop Internet-based modules using a WebQuest model to teach 

Engineering students in the “Technical English I” course 

2. To investigate the effect of the WebQuest modules on the students’ 

English reading ability 
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3. To investigate the effect of the WebQuest modules on the students’ 

English writing ability 

4. To investigate the effect of WebQuest modules on the student’s learning 

engagement 

5. To examine the students’ perceptions of the integration of WebQuest 

modules 

 

1.3 Research Questions  

1. How can WebQuest modules be developed?  

2. What is the effect of the integration of WebQuest modules on the 

students’ reading ability, and what is its effect size? 

3. What is the effect of the integration of WebQuest modules on the 

students’ writing ability, and what is its effect size? 

4. What is the effect of the integration of WebQuest modules on the 

students’ learning engagement? 

5. What are the students’ perceptions of the integration of WebQuest 

modules? 

 

1.4 Statements of the Hypotheses 

 The following hypotheses are formulated in the present study: 

1. The integration of WebQuest modules will increase the students’ reading 

ability.      

2. The integration of WebQuest modules will increase the students’ writing 

ability.     

3. The integration of WebQuest modules will have a positive effect on the 

students’ learning engagement. 

 

1.5 Scope of the study 

 According to the research objectives mentioned above, the scope of this 

study is as follows: 
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1. The WebQuest modules developed by the researcher were experimented 

with an intact group of 40 second-year undergraduate engineering 

students of Rajamangala University of Technology Phra Nakhon, North 

Bangkok Campus, who were enrolled in the Technical English I course 

in the second semester of the academic year 2008  

2. The independent variable in this study is the developed WebQuest 

modules. 

3. The dependent variables in this study are students’ reading and writing 

abilities, students’ learning engagement, and students’ perceptions of the 

use of WebQuest modules. 

 

1.6 Limitation of the study 

1. The sample in this study was an intact group of engineering students. 

They were purposively selected. Therefore, the research findings may not 

be generalized to the other groups of population.                      

2. A one-group pretest-posttest design was employed as a research design in 

this study. With this design, the differences between the pretest and 

posttest scores might have been affected by internal threats to validity 

such as practice effects. 

   

1.7 Definition of terms      

WebQuest modules refer to the Internet-based teaching and learning 

materials for the “Technical English I” course using a WebQuest model which 

focuses on a particular task or problem which requires learners to help one another 

work out the problem by making use of authentic materials from the Internet which 

are related to their academic discipline. The tasks in the WebQuest modules are 

designed with expected learning outcomes of each of the lesson unit and explain 

what the learners have to do as they work their way through the WebQuest modules. 

They are structured to provide learners with scaffolding and support that direct them 

to reliable and appropriate websites and to avoid the frustration of time wasted on 

unproductive search for needed information.  In this study, the WebQuests modules       
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are especially designed by the researcher to promote students’ reading and writing 

proficiency in English in accordance with the “Technical English I” course goals 

and objectives specified by RMUTP.  

 Reading ability refers to the ability to comprehend the reading texts in 

English as specified in the “Technical English I” course goals and objectives of 

RMUTP. To be more exact, in this study, reading ability refers to the ability to 

comprehend the reading texts based on science and technology taken from the 

printed texts and the Internet. The students’ reading ability was assessed by the 

reading test constructed by the researcher based on the course objectives. The 

assessment of reading ability in this study consisted of two subtests including 

vocabulary test and the measurement of reading comprehension as well as reading 

strategies of effective reading which included skimming for main idea and 

supporting ideas, scanning for details, guessing word meanings from context, 

making inferences, and using discourse markers. 

  Writing ability refers to the ability to write in English as specified in the 

“Technical English I” course goals and objectives of RMUTP. To be more exact, in 

this study, writing ability refers to the ability to write passages based on the task 

designed in the WebQuest modules: write a composition on a specific topic based on 

information gathering from the reading texts from the Internet. The focused 

linguistic features were describing cause and effect, similarities and differences, 

instructions and processes.   The students’ writing ability was assessed by means of 

scores obtained from the English writing test developed by the researcher based on 

the course objectives. The students were asked to write a composition based on the 

information from the reading texts from the Internet resources. The rubrics for 

scoring the students’ test tasks were provided for the teacher in order to evaluate 

how successful the students had been in analyzing and transforming the information 

they found on the Internet. 

Student learning engagement refers to student active involvement and 

participation in the learning tasks and learning process, as well as their positive 

emotional reactions towards the tasks and the integration of technology in classroom 

environment.  Students’ learning engagement in this study was assessed according to 

the following criteria: 
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1. Behavioral criteria (active student responses to an instructional process, 

such as asking and answering questions, solving task-related problems, 

contributing to group discussions, and participating in class discussions 

with teacher/peers) 

2. Affective criteria (levels of interest and feelings toward the teacher, peers 

and the learning tasks).  

3. Cognitive criteria (student efforts to integrate new materials with 

previous knowledge and to monitor and guide task comprehension 

through the use of cognitive and meta-cognitive strategies). 

Students’ perceptions refer to the students’ opinions towards the 

application of WebQuest modules in terms of their usefulness, level of difficulty, 

and their degree of preferences to the implementation of WebQuest modules. The 

students were asked to write learning logs after each class of their study. The guided 

questions were provided for them so that the data obtained will cover all aspects of 

their perceptions.  

 

1.8 Significance of the study 

.  The results of the study may prove that the use of WebQuests is an 

alternative instructional approach for ESP classes in terms of technical reading and 

writing skills, and it may challenge students’ abilities with a variety of information 

sources. It is also anticipated that the findings of the study will contribute to the 

innovation in language teaching and learning and yield some insights into a sound 

pedagogical use of the Internet-based instruction. This study may provide 

implications for other teachers who wish to employ WebQuest models to develop 

other language skills of Thai students as well.  

Theoretical contribution 

 The research study reflects some theoretical aspects underlying the 

WebQuest instructional approach, particularly the constructivism and sociocultural 

theories. It also provides some insights and makes contributions to additional 

knowledge concerning how the implications of these two theories affect the 
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enhancement of reading and writing skills as well as the promotion of student 

learning engagement in EFL settings. 

Practical contributions 

1. This study will provide English teachers with some guidelines in 

enhancing students’ reading and writing achievement as well as the level of student 

engagement. 

2. This study will provide English teachers with some insights into how to 

apply the integration of WebQuest approach in other EFL contexts as well as how 

WebQuest activities should be employed in order to develop other language skills of 

Thai students as well. 

 

 

 



 

CHAPTER II 

LITERATURE REVIEW 

 

In this chapter, the researcher reviews the role of technology concerning 

language teaching. Then, since a WebQuest task is a type of Web-based instruction, 

the underlying principles of WBI which is brought about by the integration of ICT 

into classroom practice is explained. Different perspectives or viewpoints based on 

different theories of language learning, particularly between objectivism and 

constructivism, are also discussed. After that, the chapter elaborates respectively on 

the definition a WebQuest, its relationship to language learning, the principles of 

constructivism in WebQuest tasks, and their advantages. The last section of this 

chapter reviews students’ learning engagement in technology-enhanced instruction.   

 

2. 1 Technology in language teaching 

2.1.1 Technology in Education 

The role of Information and Communication Technology (ICT) is 

increasingly significant in educational fields. At present, a wide range of 

information and knowledge can be transmitted and received worldwide via the 

Internet and the World Wide Web. It can be seen that there are many benefits of 

using the Internet for teaching and learning. First, there are a tremendously large 

number of authentic materials available on the Internet and the World Wide Web 

which can be a source of unlimited resources that can bring exciting learning 

opportunities to language learners anywhere at any time (Bitter & Legacy, 2006). 

Second, it provides authentic language. Students can have immediate access to the 

Web which is used in real communication or commerce, not just for language 

instruction. From the World Wide Web, students can read current newspapers and 

magazines in whatever language they are studying. Third, it encourages 

collaborative work. For example, students can collaborate with e-mail partners, they 

can make use of teleconferencing for international discussion, or they can share their 

work online and invite a variety of comments and feedbacks. 
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Due to the advent of computer technologies, it cannot be denied that, in order 

to study and work in the future, it will not be sufficient if learners merely have the 

traditional skills of information gathering and storing, as well as the mere learning of 

facts. Therefore, as teachers, “we need a radical change in our approaches to 

teaching and learning in order to best prepare future generations for living and 

working in tomorrow’s world” (Ruschoff & Ritter, 2001: 220). Pennington (2004: 7) 

also states that “the electronic information technology (IT) revolution is upon us, 

and the computer is having a major impact on the ways we interact with information 

and with each other.” Therefore, there is a clear need for language teachers to keep 

up with the technological advancement, as Pennington (2004: 30) points out, “if we 

language teachers do not keep pace and adapt our practice, then we risk being left 

behind in the current context of global communication and information access 

provided by IT resources.”  

It is noteworthy that the role of computer technology in education is so vital 

that the International Society for Technology in Education (ISTE) has developed 

standards for teachers and students (Bitter & Legacy, 2006). The ISTE has identified 

six dimensions or standards that teachers should master as follows: 

1. Technology Operations and Concepts: Teachers demonstrate a sound 

understanding or technology operations and concepts. 

2. Planning and Designing Learning Environments and Experiences: 

Teachers plan and design effective learning and experiences supported by 

technology. 

3. Teaching, Learning, and the Curriculum: Teachers implement curriculum 

plans that include methods and strategies for applying technology to 

maximize student learning.  

4. Assessment and Evaluation: Teachers apply technology to facilitate a 

variety of effective assessment and evaluation strategies. 

5. Productivity and Professional Practice: Teachers use technology to 

enhance their productivity and professional practice. 

6. Social, Ethical, Legal, and Human Issues: Teachers understand the 

social, ethical, legal, and human issues surrounding the use of technology 

in schools and apply that understanding in practice. 
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Due to the standards set by the ISTE, teachers are required to maximize 

student learning in a technology-enhanced lesson and environment. Although there 

are many teachers who want to take advantages of current and new technology, they 

cannot do so because they lack technological skills, or they do not know how to 

integrate them into actual classroom practice. According to Healey (2003), current 

educational technology with more powerful computers, more multimedia software, 

and lots of websites will be able to help better teaching and learning in the case that 

teachers know how to find these resources and what to do with them. More 

importantly, teachers have to put a lot of efforts to find ways to handle and keep up 

with the upcoming changes in technology in order to reach those standards.  

  

2.1.2 Education in Thailand based on the 1999 NEA 

In Thailand, the National Education Act (NEA) of 1999 was developed 

during Thailand’s Eighth National Economic and Social Development Plan (1997-

2001), which had an aim of preparing Thai people to cope with a rapidly changing 

world in the 21
st
 century. According to the 1999 NEA, education should focus on 

facilitating the country’s development toward self-reliance, sustainability, and global 

competitiveness (Ada Raimaturapong, 2004).  The 1999 NEA was launched to 

enhance the quality of education with the following goals: 

1. Lifelong education for all 

2. All segments of society participating in the provision of education.  

3. Continuous development of the bodies of knowledge and learning 

processes.   

 

To cope with the technological advancement and the impacts caused by the 

new era of modern technology, the existing Thai educational system needs to be 

reformed. As the educational reform in Thailand views education as a lifelong 

process, the reform of curriculum and learning is an urgent basis to serve this view 

and to raise educational quality of all types and levels. Pitiyanuwat and 

Anantrasirichai (2002) conclude the process of raising quality of education as 

follows: 



 

14 

 

 

1. Organizing teaching and learning processes based on the goals  and 

objectives of the educational reform 

2.  Creating activities for preparedness in learners while developing 

curriculum of all types and levels based on the following major 

principles: 

• Creating a happy learning environment for learners of all 

level; 

• Organizing teaching/learning processes that require 

systematic thinking and emphasize practice rather than rote 

learning. Learners will be able to analyze, synthesize, and 

build a core knowledge that will form the basis for learning in 

the future world; 

• Encouraging learners to learn more from nature and the 

environment; 

• Ensuring that learners use the experience and knowledge 

gained from his/her family and community as part of 

teaching/learning activities according to the curriculum. 

 

It can be concluded that the above process of raising the quality of education 

based on the current educational reform in Thailand has to be taken into account as a 

major concern on a national basis for all teachers across the nation. The policies and 

guidelines in the Educational reform Act must be translated into classroom practice 

in all schools and universities including Rajamangala University of Technology Phra 

Nakhon.  

  

2.1.3 Rajamangala University of Technology Phra Nakhon (RMUTP) 

The educational plans at RMUTP have been translated from the demands 

and goals of the educational reform into the university educational policies.  

According to the current educational reform in Thailand and the RMUTP 

educational plans to improve the quality of teaching and learning, the curriculum  
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should respond to major goals and principles, and teachers are responsible for the 

adjustment of their teaching accordingly, for the implication of computer technology 

to support student learning in a technology-enhanced environment, for the 

application of technology to develop students’ higher-order skills in the learning 

process, and for the change of teaching practices from teacher-centered to learner-

centered learning.  

The policies do have impacts on EFL teachers and have brought about a 

number of significant changes. The teachers have to translate the policies into the 

new teaching approach changing the ultimate goal of education from traditional 

teacher-centered learning environment to learner-centered instruction and active 

learning perspectives. As a result, the roles of teachers and students have also 

changed. The teachers or instructors now become learner-centered educators in 

charge of preparing the instructional environment, anticipating the needs of the 

students in advance, and facilitating the process of learning, while the students must 

actively involve in the learning process (Fluck, 2001).  

At RMUTP, the curricula for foreign language instruction, particularly for 

English language teaching, has been developed on the basis of using the same 

curricula for all campuses. The teachers of each campus are responsible for 

producing their own teaching materials based on the existing core curricula. At 

North Bangkok campus, all teachers of English use the same teaching materials 

created by staff of the department, but they are free to choose their own teaching 

methods. It is found that the traditional method of teaching is still dominant here. 

Many teachers and students get used to teacher-centered environments. Thus, it may 

be difficult to prepare and lead them to the idea of learner-centered education. 

Perhaps because of this, there is a lot of pressure for the urgent need of many 

changes due to the university’s educational policy.  

As previously mentioned, RMUTP teachers have to be responsive to the 

educational policy and take action for computer-based instruction in all subject areas 

including the English language. It is beneficial for teachers to get started by taking 

into consideration the pedagogical principles when integrating technology into 

classroom practice in terms of the development of Computer-Assisted Language 



 

16 

 

 

Learning (CALL), as well as their advantages and limitations, which are reviewed in 

the next section.  

 

2.2 Computer-Assisted Language Learning (CALL) 

The use of computer technology in the classroom is referred to as Computer 

Aided Instruction (CAI). When it is used in language teaching and learning, it is 

known as Computer Assisted Language Learning (CALL) (Chinnery, 2005).  Since 

computers have been widely used and their uses have expanded so dramatically, 

language teachers have to think about the implication of computer technology for 

language teaching and learning (Warschauer, 1996). How computers have been used 

in language instruction can be reflected by the use of computer-assisted language 

learning (CALL) as it involves the use of computer technology for educational 

purposes in language teaching (Timucin, 2006).  

According to Warschauer (2001), there are three distinct phases of CALL 

which are referred to as structural CALL, communicative CALL, and integrative 

CALL. At the earlier stage of CALL, the principal use of computers is mainly in the 

form of drills and practices based on the structural approaches. Later on, the new 

trend of using computers in English teaching has developed to communicative 

CALL and integrative CALL, respectively.  

When computer-assisted language learning (CALL) was first introduced and 

implemented, it was traditionally designed to structure learning along the behaviorist 

and structural principles (Warschauer, 1996). That is, learners used computers in a 

computer lab to work individually through drill-and-practice grammar software.  

Along the lines of behaviorist and structural models, CALL courseware was in the 

form of pre-planned discrete steps and repetitive drill-and-practice exercises 

(Steven, 1989 cited in Warschauer, 1996). The rationale behind CALL drills and 

practice was that a computer was ideal for carrying out repeated mechanical drills 

practice and for providing immediate and non-judgmental feedback for learners. In 

addition, a computer allows an individual student to learn at his/her own pace 

(Warschauer, 1996).  
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Later, behavioristic CALL or structural CALL was undermined in the late 

1970s and early 1980s because behavioristic and structural approaches to language 

learning had been rejected for both theoretical and pedagogical reasons. Besides, 

research findings revealed that CALL drill-and-practice lessons did not affect any 

greater achievement than ordinary instruction (Chapelle & Jamieson, 1989 cited in 

Warschauer, 1996). Although drill-and-practice software was useful for some 

individuals and for remediation, it did not provide opportunities for learners to 

engage in authentic social interaction (Egbert & Hanson-Smith, 1999).  

The second phase of CALL was based on the communicative approach to 

language teaching. This approach rejects the drill and practice programs because 

these drill-and-practice exercises do not allow enough authentic communication 

(Waschauer, 2001). As a result, a new scenario of the computer-assisted classroom 

is emerging since there have been shifts in emphases in language teaching from form 

to function and from product to process. To enhance real communication in a CALL 

environment, technology is not used for its own sake, but for the communicative 

goal of language learning (Egbert & Hanson-Smith, 1999). In this setting, grammar 

is taught implicitly. The purpose of CALL activities is no longer for finding the right 

answer, but the focus is placed on the interaction, negotiation of meanings, and 

discussion among learners. 

 The third phase is integrative CALL which is based on the important 

developments of multimedia and the Internet. Warschauer (2001) explains the 

differences between communicative CALL and integrative CALL as follows. In 

communicative CALL, the cognitive view of language learning is very important, 

and communicative exercises are used for practicing the English language. Through 

interaction, students will develop language as an internal mental system. Integrative 

CALL is based on a socio-cognitive view of language learning. The purpose of 

interaction is to help students learn to enter new communities and familiarize 

themselves with new genres and discourses. In this type of CALL, the Internet is 

used by students to perform real-life tasks to solve real-life problems in a 

community of peers and mentors. Therefore, language practice in CALL becomes 

generated by providing numerous activities involving real communication and a rich 

source of language data. 
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  As for integrative CALL, Warschauer (2001) points out that the objective 

of CALL should be accuracy, fluency, and agency, whereas communicative CALL 

places its emphasis only on accuracy and fluency. Agency is also another major 

aspect that has to be taken into consideration. The agency refers to the power to 

construct a representation of reality, or something that makes students so excited 

about using computers in the classroom. Thus, studying English is not just to “know 

it” as an internal system, but to be able to use it to have a real impact on the world as 

well. 

The history of CALL suggests that computer technology has been used in 

language classrooms for many years. Over this time, teaching and learning mode has 

moved from the traditional drill-and-practice to more interactive and communicative 

application, including e-mail, chat, and web-based programs (Murray, 2005). As a 

language teacher, in order to keep up with the future world, it is necessary to find 

out “how new technologies can facilitate acquisition of L2 literacies and what L2 

literacies are needed for learners to participate in an increasingly digital world” 

(Murray, 2005: 188). 

It can be seen that the trends in computer-assisted language learning have 

been changed accordingly. Up until recently, in the case of L2 teaching, CALL 

involves simulations, electronics communication, and multimedia production rather 

than simple drill-and-practice tutorials (Egbert & Hanson-Smith, 1999). Besides, the 

use of technology in language classroom is moving towards the use of the Internet or 

the World Wide Web as in Web-based instruction (WBI) (Ally, 2004).  

 

2.3 The Internet and literacies in language teaching 

The use of the World Wide Web (WWW) and the Internet has had many 

positive effects on education, and they are an important factor in changing the 

context of English teaching because the WWW can be a source of unlimited 

resources that can bring exciting learning experiences to learners anywhere at any 

time (Bitter & Legacy, 2006). Also, learning via the Web enables both synchronous 

and asynchronous communication. It can be seen that the integration of the Web into  

 



 

19 

 

 

language classroom provides educators and instructors with opportunities to 

implement new teaching and learning practice (Jung, Jun, & Guenwald, 2006). 

According to Grisham (2001), the development of digital technology is 

changing the way we think about literacy. Traditionally, the word “literacy” has 

been used to refer to the ability to read and write. Davis (2003) explains that this 

definition is too narrow for the modern society. He points out that literacy should 

include “the ability to function effectively across a broad range of social, academic, 

and business contexts using a variety of informational techniques and procedures” 

(Davis, 2003: 19).  According to Warschuer (2001), the term “literacy” is not only 

about “reading the word,” but also about “reading the world,” as well as “writing it 

and rewriting it.” This concept has been an important part of critical pedagogy in the 

sense that computers and English are now regarded as vital tools for students to read 

about the world, to write about it, and to rewrite it (Warschauer, 2001).   

Another similar definition is given by Camacho (2005: 28) who states that 

“Literacy means the competence to carry out complex tasks using reading and 

writing related to the world of work and to life outside school.” It is interesting to 

note that the ability to read and write has been redefined accordingly due to the 

increasing role of modern technology in language teaching and learning.  

The technological advancement is also changing the way we teach reading 

and writing skills (Grisham, 2001).  Today, the Internet and the Web are widely 

used to enhance students’ reading and writing skills (Chinnery, 2005). In a reading 

class, the Web is used to teach reading skills in the way that teachers can ask 

students to read and gather the information from the websites related to a specific 

topic, which, according to Egbert and Handson-Smith (1999), is seen as an authentic 

task.  They explain that “For those who are engaged in workplace-related or 

academic Web work, finding reliable information on the Internet is a real-life task” 

(p. 117).   

            The modern technology affects the writing class as well. There are certain 

changes caused by the combination of technology and writing. For example, in 

computer-equipped classrooms, assignments can be easily distributed among 

students or posted on line. Also, students’ work can be published on the World Wide 

Web, attracting feedback from readers elsewhere and exposing the students to a  
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wider variety of opinions. Besides, the instructor can ask students to use 

collaborative tools to comment on each other’s essays. This also leads to more 

communication and more collaboration with the high-tech tools. With these high-

tech tools, the grammar checkers and spell checkers can be used because in the real 

world people are allowed to use these tools as well. 

It can be concluded that in terms of new literacy in the digital world, reading 

and writing abilities are viewed differently. To read is no longer to attempt to 

understand the meaning of an external author, but to be able to interpret information 

and create knowledge from a variety of sources. Students in this online era must 

possess online reading and research skills which include selecting the right 

questions, choosing the right tools, finding information, archiving and saving 

information, interpreting information, and using and citing information 

(Warschauer, 2001). Peterson et al. (2003) share a similar view when they assert that 

WebQuests provide a new instructional approach for developing academic literacy 

skills as students have opportunities to engage in authentic reading and writing 

experiences when doing the WebQuest tasks.  

  

2.4 Web-based Instruction 

Recent advances in the Web technology and applications have rapidly 

changed our life in various ways. Such advances provide new ways for people to 

communicate globally and yield access to a more readily available large amount of 

information and knowledge. The Web also provides opportunities for scholars and 

educators to implement a wide range of new teaching and learning practices which 

enable learners to be exposed to different classroom experiences. Consequently, the 

Web is regarded as a useful teaching aid in Web-based Instruction (WBI).  

Different scholars define WBI in different ways. For instance, Miller and 

Miller (1999: 106) define it as “instruction via the World Wide Web that features 

hyperlinking as well as communication capacities.” Moreover, Khan (1997 cited in 

Henke, 2001: 5) defines WBI as “…a hypermedia-based instruction program which 

utilizes the attributes and resources of the World Wide Web to create a meaningful 

learning environment where learning is fostered and supported.” Finally, Clark 

(1996) defines WBI as “individualized instruction delivered over public or private 
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computer networks and displayed by a Web browser.” According to these 

definitions, WBI focuses on the instructional use which takes the potential benefits 

of the Internet and World Wide Web for delivering information.  

WBI is a rapidly growing instructional format and an increasingly popular 

method for delivering college courses (Ally, 2004). In the earlier implementation of 

WBI, the overriding educational principle is merely access to information (Moallem, 

2001). WBI courses are, therefore, typically developed by using computer 

communication technology and communication tools in order to access to the 

information needed.  

Today, WBI does not simply mean using the technology as information 

presentation, but it is indeed a matter of using technology to reach instructional 

goals.  In this case, teachers need to be involved in deciding the best ways to make 

use of computer potentials for their own students (Egbert & Hanson-Smith, 1999). 

Moallem (2001) also asserts that instructional design for Web-based courses should 

be the systematic development of instructional specification using learning and 

instructional theory and best practice to ensure the quality of instruction. 

In education, especially in the field of L2 teaching, the role of the computer 

technology has gradually been transformed from that of “tutor” to that of a “tool” 

(Warschauer, 2002). The technologies themselves do not influence student 

achievement (Ally, 2004). Instead, Ally claims that the technologies are merely 

“vehicles that deliver instruction;” therefore, the WBI must be designed properly to 

effectively engage learners and promote learning.   

As far as the integration of technology in language teaching is concerned, 

Levy (1990 as cited in Egbert & Hanson-Smith, 1999) points out the need for a 

theory of computer-assisted language learning (CALL) that would provide educators 

with a framework for teaching and learning with technology.  He also notes that 

theory of CALL is needed so that it could assist teachers in making decisions about 

ways to prepare language learners for the high-technology in the future that they 

face. Thus, WBI also needs to be based on a sound pedagogical principle in order to 

enhance student learning in technological environment. 
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There is an ongoing debate about the theory of teaching and learning in WBI. 

There are many schools of thought on learning for designing learning materials with 

the use of the Internet and the WWW.  Moallem (2001: 114) maintains that “two 

commonly used instructional design models and principles are (1) objectivist, 

traditional instructional design models… and (2) constructivist instructional design 

models…”  Therefore, these two principles are reviewed in the following section. 

          

2.4.1 Objectivism (Behavioral psychology)              

            The goal of any kind of instruction is to promote learning. Therefore, before 

any learning materials are developed, educators must know the principles of learning 

and how students learn. The development of teaching and learning materials should 

be based on proven and sound learning theories because the design of the course 

determines the effectiveness of the learning (Ally, 2004).              

            Early computer learning systems were designed based on objectivism or the 

behaviorist approach to learning. The behaviorist school of thought viewed learning 

as a change in observable behavior caused by the external stimuli in the environment 

(Skinner, 1974). This approach is closely related to B.F. Skinner’s behaviorism 

which emphasizes rote learning and memorization through repetitive drills in which 

learners are rewarded by the right to move forward to a new level of drill practice. 

Nunan (2003) notes that the integration of computer technology in language 

classroom which is related to the behaviorist method of teaching can be seen in 

some settings. In other words, the use of computer and technology is only a 

supplement to traditional classroom teaching method. These computer-based 

activities include behaviorist computer-based gap-fill drills in which learners answer 

questions or fill in information in cloze exercises.  

             Following the long period of rote learning based on behaviorism, the 

limitations of such an approach became apparent because some educators claim that 

not all learning is observable and that there is something more to learning than a 

change in behavior. Thus, this instructional design model does not involve real 

communication (Nunan, 2003). As a result, there was a shift away from behaviorism 

to the current learning theory, constructivism 
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           2.4.2 Constructivism (Cognitive psychology) 

           The constructivist paradigm reflects a position that knowledge is not 

independent of the learner but is internally constructed by the learner as a way of 

making meaning of experiences (Moallem, 2001). Within a constructivist theory, 

learning is defined as an active process in which learners construct new knowledge 

based on current and past knowledge and experiences. 

There are some differences between objectivism and constructivism. 

Moallem (2001) has made a distinction between objectivism and constructivism 

theory behind WBI as follows: objectivists believe that knowledge and truth exist 

outside the mind of the individual learner and are therefore objective in this sense. 

Learners are told about the information, and they are expected to replicate its content 

and structure in their thinking. This theory aims at preparing learners to achieve the 

intended learning outcomes. Unlike objectivism, constructivists believe that 

knowledge and truth are constructed by learners and do not exist outside their mind. 

Therefore, according to constructivists, learners construct their own knowledge by 

actively participating in the learning process.  

A dominant characteristic of constructivist learning is collaboration among 

learners. Collaboration occurs when learners communicate their understanding, 

listen to the views of others, explore alternative perspectives, and are challenged in 

their beliefs as well as challenge others. Engagement in real world or authentic tasks 

provides a context for learners to construct meaning from their experiences. It can be 

seen that the constructivist uses technology tools to enhance communication through 

collaboration (Davis, 2003). 

            According to Moallem (2001), constructivist instructional developers value 

collaboration, learner autonomy, generativity, reflectivity, and active engagement. 

The major instructional goals of WBI based on the cognitive constructivist approach 

are presenting a problem-solving situation in a realistic context and providing 

opportunities for learners to collaboratively construct knowledge based on multiple 

perspectives, discussion, and reflection. 

            Despite the on-going debate between objectivist and constructivist 

instructional design models in WBI regarding which approach produces the best 
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practice, many educators use a combination of theories to develop learning materials 

and designing WBI courses. The designer and developer of the materials and the 

course must have a good knowledge of each learning approach so that they can 

select the most appropriate instructional strategies that motivate learners, facilitate 

deep processing, encourage interaction, provide support during learning process, and 

promote meaningful learning (Ally, 2004). Moallem (2001) also decides to employ 

mixed instructional design models between these two approaches. He assumes that 

the effective WBI depends upon learning experiences appropriately designed and 

facilitated. Different learners have different backgrounds, experiences, and learning 

styles; therefore, WBI should address these differences by providing significant 

experiences for each individual learner.  

 Despite the fact that constructivism is the current trend in language teaching 

and that it is considered as a proven and sound learning theory for the effective 

WBI, traditional ways of language instruction are still around. Ruschoff and Ritter 

(2001) admit that even today the effect of traditional behaviorist theories of 

language learning with their transmission-based modes of learning are still dominant 

in language classrooms. However, they state that traditional skills of information 

gathering and storing as well as the mere traditional learning of facts will not be 

sufficient in order to live, work, and learn in the near future. Therefore, learning 

must be viewed as the process of active, creative, and socially interactive learning; 

and knowledge as something learners must construct rather than something that can 

be transferred. 

            According to LeJeune and Richardson (1998), several constructivism 

theories guide the development and design of active learning environment. 

Constructivists view learning as a continual, active process of constructing new 

knowledge or meaning through past and current experiences, perceptions, and 

internal representations of knowledge with every new learning opportunity. The 

learners use existing knowledge called schemas to select and modify information, 

build hypotheses, and make decisions.  

             Properly designed Web-based learning can encourage active learning 

environment in the way that students are encouraged to work in a task that needs  
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collaborative work and incorporates an interaction and that lets learners construct 

their new ideas by accommodating new information into prior knowledge. 

Consequently, successful instruction and positive learning outcomes of the WBI are 

directly tied to constructivist theory of learning (LeJeune & Richardson, 1998).  

 When there is a shift from traditional instruction to constructivism, the 

instructor’s role in WBI is also changed. The instructor becomes a facilitator guiding 

and encouraging the interaction, rather than the one who dispenses knowledge to the 

learners. The learners’ role has to be changed as well—from passive to active 

participants. That is, they are no longer passive recipients of information, but they 

are motivated to become engaged in the learning activities.   

A number of studies have investigated the role and the effects of the Web 

and the Internet on language learning.  For example, Wegner et al. (1999) conducted 

a study to investigate the effects of distance learning Internet-based instruction on 

student achievement as well as the impact of distance learning on students’ attitudes 

concerning their learning experience. Students in the control group (N = 17) were 

taught with the traditional teaching method, whereas the control group (N = 14) 

attended no classes on-campus except to present their final products. Students’ test 

scores and satisfaction survey results from the experimental group were compared to 

those of a control group. The data from survey questionnaires were calculated into 

mean scores. Comments given by students were categorized and presented in terms 

of percentage. The findings revealed that there was no significant difference 

between the test scores of these two groups. With regard to student perceptions and 

their learning opportunities, students in the experimental group had a more positive 

feeling about the course but they were not statistically significant.  

This research study yields a lot of interesting conclusions. First, although 

students in the experimental group did not attend classes, there was no significant 

difference in test scores between the two groups. Second, the role of the instructor 

changed. Unlike the role of traditional classroom teachers, the instructors for the 

Internet-based instruction changed their role to act as a coach, resource providers, 

and motivators responsible for preparing the instructional environment, anticipating 

the needs of the students in advance, assisting them to develop their own meaning,  

and providing contingencies. Third, Internet-based delivery of coursework had no 
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negative effect on students’ perception of their learning.  Finally, the researchers 

concluded that the use of technology in any capacity does not guarantee academic 

success, but indications from this study suggest that it does not necessarily have any 

significant negative effects either. 

Another study which reveals similar results is that of Shiratuddin (2001).  

The study is aimed at investigating the effect of Internet instructional method on 

students’ performance. The experiment was carried out with two groups of unrelated 

students over a period of two semesters in Multimedia Design (TV3014) course 

offered at the school of Information Technology, Universiti Utara Malaysia. One 

group of 81 students was taught with conventional method: teaching materials were 

paper-based printed textbooks, whereas the other group of 88 students was taught 

with the Internet-based or online electronic book. These two groups were compared 

to see the effect on students’ performance in the course.  The findings revealed that, 

although there was no significant effect of Internet instructional method on students’ 

performance, there was some indication that incorporating Internet environment and 

resources into conventional teaching could increase educational value, promote 

learning, and provide students with good experiences. 

In the Thai context, Whattananarong (2002) carried out a study to investigate 

and compare the effects of Internet-based teaching and learning systems and 

traditional instruction on students at King Mongkut’s Institute of Technology North 

Bangkok. The study sample consisted of 80 graduate students randomly selected and 

divided into four control groups studying with the traditional teaching method and 

four experimental groups studying with the Internet-based instruction system. The 

results indicated that the scores of the experimental groups were not significantly 

higher than those of the control group and there was no negative effect on the 

students. The results also revealed that the teacher’s role changed when the Internet-

based instruction was employed, but it did not change the learning outcome of the 

students. It is interesting to note that although the use of Internet-based does not 

enhance academic success, the findings from this study suggest that it does not have 

significantly negative effects either.     

The major focus of the aforementioned studies was on the use of computer 

technology as an important tool in educational context. It is not surprising that a 
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great deal of research is now increasingly devoted to the integration of the use of 

computer in language teaching and learning. Although many research findings 

reveal that there is no significant effect of computer-based learning on student 

academic performance, this technology is still found useful for promoting student 

learning. Besides, there is evidence of positive effects of the use of the Internet and 

the World Wide Web on students’ motivation to learn. Despite lack of conclusive 

findings on the effects of the technology on language development, it is undeniable 

that currently there is growing pressure on language teachers to help their learners 

utilize these technological tools effectively in language learning. Recently, one 

effective web-based tool that has excited a lot of teachers is the WebQuest. In the 

next section, the review is elaborated on definition and characterization of 

WebQuests, underlying learning theories and principles, advantages, and major 

research findings on the implication of WebQuests in language teaching and 

learning. 

  

2.5 WebQuests 

Technology lends itself well as a powerful tool in language learning and 

instruction. It is certainly the case in many countries including Thailand that the 

desire to incorporate computer technology into higher education teaching and 

learning has been firmly placed on the educational policy, and there are many 

possible ways of doing this. One of the latest promising developments for 

educational use of the Internet and World Wide Web is the WebQuest (Shiratuddin, 

2001). In addition, Felix (2002) states that WebQuest is one of the latest best-

practice application on new learning approaches for Web-based language learning. 

More recently, Bitter and Legacy (2006: 126) also mention that “one recently 

accepted and systematized form of online instruction is the WebQuest.” 

 

2.5.1 Definitions and components of WebQuests 

 “WebQuest” is the name given to an instructional model for web-based 

learning projects which draw on information and resources from the Internet  
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(Murray & McPherson, 2004). The originator of this instructional format for web 

based lessons is Dr. Bernie Dodge, a professor at San Diego State University 

(SDSU). In 1995, he came up with the idea of designing a WebQuest model to 

integrate the use of the Web into classroom activities. He defines it as “an inquiry-

oriented activity in which some or all of the information that learners interact with 

comes from resources on the Internet.” (Dodge, 1995: 1). Since then, WebQuests 

have become popular among educators who are interested in utilizing the Internet as 

an instructional tool.  

Tom March, one of the WebQuest co-developers, has been another major 

advocate of WebQuests in education and has contributed to the understanding of 

their use. He develops a lot of Web-based activities, tools, and strategies for teachers 

integrating the Net into classroom activities. According to March (1998: 2), a 

WebQuest is “a scaffolded learning structure that uses links to essential resources on 

the World Wide Web and an authentic task to motivate students’  investigation of a 

central, open-ended question, development of individual expertise, and participation 

in a final group process that attempts to transform newly acquired information into a 

more sophisticated understanding.”  

Based on this definition, March elaborates that scaffolding is at the heart of 

the WebQuest model. Scaffolding is a procedural facilitation that helps learners to 

perform the task beyond their current cognitive skill. Such scaffolding in WebQuests 

which allows students to solve problems and complete the complex tasks can be in 

the form of resource links, a compelling problem, templates for student production, 

or guidance for specific skills (Dodge, 1995). 

WebQuests are also different from other Web-based lessons and experiences 

in that they focus on an engaging and achievable task. WebQuest tasks go beyond 

simply answering questions; they require higher order thinking skills such as 

creativity, analysis, synthesis, judgment, and problem solving. Students are expected 

to take the information that they interact with and transform it in order to create new 

information that has meaning to them (March, 1998). 

There are two types of WebQuests: short-term and long-term WebQuests 

(Dodge, 1998). The former involves knowledge acquisition and integration; the  
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latter involve extending and refining knowledge through analysis and transformation 

of that knowledge and demonstrating an understanding of the knowledge by creating 

something. 

 Generally, WebQuests consist of five main components: 

Introduction: The introduction to a WebQuest is normally used to introduce 

the scenario and central question. It briefly explains the activity and provides 

background information which learners need to understand in order to complete the 

assigned task. 

Task: This is the most important part of a WebQuest because it provides 

focus for learners’ activities. It explains clearly and precisely what the learners will 

have to do as they work their way through the WebQuests. The task should be 

feasible and interesting. 

Process: A description of the process is provided for the learners to follow to 

complete the assigned task. The process identifies the steps the students should go 

through to accomplish the learning goal. It also includes the online resources they 

will need. A list of information sources or Internet sites is pre-selected to allow 

learners to focus on the topic and avoid aimless surfing on the Web so that they will 

be able to complete the task within the time available. This part also offers advice on 

how to divide responsibilities among participants and some guidelines on how to 

organize the information. At this point, scaffolding can be included to provide help 

in the learning process.  

Evaluation: The evaluation part describes how the task will be evaluated in 

the form of rubrics. The rubrics clearly identify the indicators for important aspects 

of learner performance or the product.  

Conclusion: The conclusion brings closure to the activity and summarizes 

what the teacher hope learners have learned as a result of completing the activity. It 

may also encourage them to extend their gained knowledge or thinking beyond the 

lesson to other domains.  
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2.5.2 Theoretical framework for WebQuests 

            2.5.2.1 Constructivism  

            Over the past decade, language learning theory has seen a shift from 

the highly guided to the more open learning environment with constructivism as a 

new and very much learner-centered paradigm for learning. Ruschoff and Ritter 

(2001: 223) state that “learning based on constructivist principles…such approaches 

are gaining approval and are regarded by many educational thinkers as a suitable 

theoretical framework for the learning environment of the future.” 

            Constructivists claim that people construct their own understanding 

and knowledge of the world through experiencing things and reflecting on those 

experiences. When people encounter something new, they have to reconcile it with 

their prior knowledge and experience. Then they may change what they believe, or 

may discard the new information because it is irrelevant. Thus, with regard to 

constructivist theory of learning, by using analysis and synthesis, we develop new 

knowledge based on the results of the new and old information. When this occurs, it 

is said that we have constructed knowledge. This is not the same as simply 

memorizing a series of facts (Medley, 2004). 

           Within the constructivist framework, learning is “interactive in the 

sense that learners must interact with a source of ideas/knowledge, as well as in the 

sense that they must take an active part in reconstructing ideas/knowledge within 

their own minds.” (Wilson, 2003:1) To shift from the traditional method of teaching 

to learner-centered approaches, it is vital to think about how the above theoretical 

framework can be put into practice (Ruschoff & Ritter, 2001).  

          As mentioned earlier, constructivism is basically a theory based on 

observation and scientific study about how people learn. To put the theory into 

practice, Ruschoff and Ritter (2001: 224) point out that the following major 

contributions of constructivism have to be taken into consideration: 

• Learning must be regarded as an active and collaborative process 

of knowledge construction; 
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• Learning is to be seen as an autonomous process, to be regulated 

by the learners’ expectations, goals, existing schemata, and 

intentions; 

• Learning is a process of experimentation based on previous 

knowledge and experience; 

• Learning is a process of socially negotiated construction of 

meaning; 

• Learning is a process which must be supported by a rich learning 

environment rooted in real life and authentic situations. 

 

 Ally (2004) has proposed the implications of web-based online 

learning based on the constructivist learning theory as follows:  

• Learning should be an active process. 

• Learners should construct their own knowledge rather than 

accepting what is given by the teacher. 

• Collaborative and cooperative learning should be encouraged to 

facilitate constructivist learning. This will give learners real-life 

experience of working in a group and will allow them to use their 

metacognitive skills. 

• Learners should be given control of the learning process. They 

can take part in making decision on learning goals with some 

guidance from the instructor. 

• Time and opportunity should be given for learners to reflect and 

internalize the information. 

• Learning should be meaningful for learners. 

• Learning should promote higher-level learning and social 

presence. 

 

           Therefore, language learning as well as learning in general should be 

described as an interactive, dynamic process in which new knowledge is most 

fruitfully acquired when learners are placed in a situation where they can explore 
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sources and resources rather than in a context of mere formal instruction” (Ruschoff 

& Ritter, 2001: 225). In such a scenario, learners are seen as active constructors of 

knowledge who bring their own needs, strategies, and styles to learning, and that 

skills and knowledge are best acquired within realistic contexts and authentic 

settings, where learners are engaged in experiential learning tasks (Ruschoff & 

Ritter, 2001). 

            In classroom settings, constructivism transforms learners from 

passive recipients of information to active participants of the learning process.  

Learners are not blank slates, but they are those who come to learn with prior 

knowledge and understanding. They create new understanding for themselves by 

using their previous knowledge as the raw material. To help learners actively 

construct knowledge, teachers should create rich learning environments with 

“opportunities for authentic, project-based tasks, as well as a variety of technology 

and non-technology tools” (Bitter & Legacy, 2006: 29).    

                       The underlying philosophy of the WebQuests is based on the 

principles of the constructivist educational theory (March, 1998).  Many educators 

have connected WebQuests with the constructivist approach to learning (Davis, 

2003). The WebQuests are created by defining the problem to be solved, defining 

steps involved, and providing resources for learners, and thus the Internet becomes a 

tool that facilitates information exploration and knowledge construction. When 

carrying out the WebQuest tasks, learners are learning materials in a constructivist 

manner (March, 1998).  

           One of the basic tenets of the social constructivist learning theory 

found in the WebQuest tasks is that of scaffolding (Davis, 2003). In its literal sense, 

scaffolding refers to a support structure that is erected around a building under 

construction. When the building is strong enough, the scaffolding can be removed. 

In the metaphorical sense used by Vygotsky (1978), scaffolding is defined as the 

supports provided by others–parents, teachers, peers, or reference sources such as 

dictionaries which enable learners to learn and perform better in the target language 

(Yang & Wilson, 2006). 
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            Scaffolding is a term often used when referring to WebQuests. It is “a 

temporary structure designed to provide help at specific points in the learning 

process” (Smith & Baber, 2005: 43). It can provide guidance or support to enable 

learners to achieve tasks which they could not do on their own (Davis, 2003). 

WebQuests have a built-in learning objective and a means of achieving this 

objective by the inclusion of scaffolding to allow learners to solve problems and 

complete tasks that would be beyond their ability without assistance (Lamb & 

Teclehaimanot, 2005).  

            In WebQuests, scaffolding can take a variety of forms, such as 

resource links, a compelling problem, templates for student production, or guidance 

for specific skills (Dodge, 1998). It can be necessary vocabulary or linguistic 

features that help learners overcome the reading comprehension part, for instance. 

Since scaffolding can be temporary, Dodge (1995) stresses the need to fade scaffolds 

after learners have gained experience and skills to a certain extent. 

            Within the WebQuest context in language learning, Smith and Baber 

(2005: 43) identify three types of scaffoldings as follows: 

• Reception scaffolding helps learners learn from a given resources 

and retain what has been learned (e.g. giving learners advice in 

using online dictionary, providing practice exercises on important 

grammatical focus and necessary reading strategies, etc.). 

• Transformation scaffolding helps learners with transforming the 

information, including comparing/contrasting, finding patterns, 

brainstorming, or decision-making (e.g. giving learners a chart to 

complete with the pros and cons for the different options they are 

considering). 

• Production scaffolding helps learners with the production aspects 

of the task by providing them with templates, models, writing 

guides, etc. (e.g. a list of useful language for writing and making 

a presentation in English).  
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           The concept of scaffolding is also linked with what Vygotsky calls the 

learner’s Zone of Proximal Development (ZPD) (Savin-Baden & Wilkie, 2006). 

Vygotsky (1978: 86) defines the ZPD as “the distance between a child’s actual 

developmental level as determined by independent problem solving and the level of 

potential development as determined through problem solving under guidance or in 

collaboration with more capable peers.” Simply put, there is a distance between 

what children could do on their own and what they could perform when getting 

assistance from others or working together with their teacher.  

           When students are asked to perform tasks that would normally be 

slightly beyond their ability without the assistance and guidance from the teacher, 

scaffolding needs to be provided to assist their learning. Appropriate teacher support 

and guidance is one kind of scaffold that can allow students to function at the cutting 

edge of their individual development within the ZPD. Based on Vygotsky’s view, 

the role of teachers in learning is to guide their students to pay attention to and 

concentrate on what they are learning. Through teacher’s guidance, students can go 

beyond their actual capacity (Sutherland, 1992). Apart from the teacher’s support 

and guidance, interaction with more capable peers is an effective scaffold in the 

learning process. Through the process of learning by interacting with the teachers 

and peers, more capable peers can help less advanced members work successfully 

within the zone of proximal development (Medley, 2004).  

           With regard to classroom interaction in constructivist learning and 

teaching, it is interesting to draw attention to a socio-cultural theory, developed by 

Vygotsky, which emphasizes that social interactions play important roles in an 

individual’s cognitive growth and development. In this theory, “[e]very function in 

the child’s cultural development appears twice: first on the social level and later on 

the individual level-first, between people (interpsychological) and then inside the 

child (intrapsychological)” (Vygotsky, 1978: 57). Put another way, based on the 

socio-cultural perspectives, everything is learned on two levels: first, through 

interaction with others, and then integrated into the individual’s mental structure. 

Therefore, social interaction plays a fundamental role in the process of individuals’ 

cognitive development. 
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           Based on this theory, in classroom settings, the teacher and more 

capable peers are usually referred to as “More Knowledgeable Others” (MKO).  The 

MKO is someone who has a better understanding or a higher ability level than the 

learner, with respect to a particular task, process, or concept (McLeod, 2007). 

However, the implication of the concept of MKO is not limited only to a person, but 

also refers to the use of electronic performance support systems, such as electronic 

tutors. The reason is that these systems or tutoring programs do “have more 

knowledge about the topic being learned than the learner does” (McLeod, 2007: 2).    

           According to Tharp and Gallimore (1988: 6-7), "[the sociocultural 

perspective] has profound implications for teaching, schooling, and education. A 

key feature of this emergent view of human development is that higher order 

functions develop out of social interaction. Vygotsky argues that a child’s 

development cannot be understood by a study of the individual. We must also 

examine the external social world in which that individual life has 

developed...Through participation in activities that require cognitive and 

communicative functions, children are drawn into the use of these functions in ways 

that nurture and 'scaffold' them." 

           The implications of this view of socio-cultural theory are that learners 

should be provided with socially rich environments in which to explore knowledge 

domains with their fellow students, teachers, and outside experts. Such type of 

learning environment is an important component in WebQuest classrooms. When 

studying with WebQuest activities, social interaction occurs when learners share 

their prior knowledge and their new constructions. Then they are required to interact 

with others to solve problems or accomplish the tasks. Through the process of 

sharing, the learners involved are able to experience the analysis and synthesis of 

information learned of the group members or more advanced peers as well as to 

receive support from the teacher. Consequently, “the assimilation of others’ 

understanding often leads to a richer and deeper learning by each individual” 

(Medley, 2004: 3).  
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 Since learning through WebQuest modules is a new experience for 

many Thai students, teachers need to carefully scaffold tasks and activities 

throughout the learning process. They should know what the necessary assistance 

should be provided to enable students to accomplish the tasks. Apart from all three 

kinds of scaffolding previously mentioned, students may need to scaffold how they 

carry out their responsibility from a given role and how they effectively cooperate 

with other group members in order to accomplish the assigned tasks. 

           In this study, the purpose for providing the necessary supports or 

“scaffolds” is to make a wide range of target language texts comprehensible to 

students, and to help them perform the tasks which are beyond their capacity. The 

scaffolds are their teacher and more capable peers. Besides, scaffolds can be online 

dictionary, learning strategy supports, Web links for providing background 

information, as well as a variety of vocabulary building and grammar learning 

supports including pre-selected websites for online exercises and quizzes. Since the 

students in this study are not familiar with being exposed to a wide range of 

authentic texts from the Internet, these scaffolds are considered useful for them 

when processing the meaning of the texts that otherwise would have been 

inaccessible. Additionally, the students themselves are the ones who choose the type 

of supports they require.  

 

2.5.2.2 Cooperative Learning 

            Cooperative learning is a leading instructional approach in which 

learners work together in groups to accomplish a common learning goal. This 

approach has been found to be highly effective both in education in general and in 

second language learning (Dornyei, 1997). Comparing to competitive or 

individualistic learning in a traditional classroom, cooperative learning is “more 

effective in promoting intrinsic motivation and task achievement, generating higher 

order thinking skills, improving attitudes toward the subject, developing academic 

peer norms, heightening self-esteem, increasing time and task, creating caring and 

altruistic relationships, and lowering anxiety and prejudice” (Oxford, 1997: 445).   
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Oxford (1997) indicates that cooperative learning is not just a group work; it 

adheres to the following essential principles:   

1. Positive interdependence: Gains for one learner are associated 

with gains for others. For example, a specific goal like a grade is 

identified for the group to attain. Learners are told that they will 

have to support one another because the group goal can be 

achieved only if each member makes a contribution to the group’s 

effort to complete the assigned task. 

2. Accountability: Each member of the group is accountable through 

individual grading and testing. Every person has to make a 

contribution to achieving the group’s goal. In this case, the group 

is accountable through a group grade.  

3. Team formation: Teams of learners are formed randomly, or by 

using specific criteria. 

4. Team size: The size of the group is relatively small. The 

recommended size is four to five students. In addition, groups 

should contain both males and females and learners of different 

ability levels. 

5. Cognitive development: This is often viewed as the main goal of 

cooperative learning. 

6. Social development: Development of social skills such as turn 

taking, active listening, and so forth can be as important as 

cognitive development.  

            Dornyei (1997) has concluded the characteristics of cooperative 

learning into three major components. First, learners spend most of the time in class 

working with their peers in small groups of between three and six members. Second, 

the teacher has to structure learning process so that each group member is motivated 

to master the material or to achieve the instructional goal. Third, it is important to 

evaluate and reward the group’s achievement, rather than individual achievement. 

To be more specific, the essence of cooperative learning can be contrasted with 

“competitive and individualistic classroom structure” (Dornyei, 1997: 483) in which 

learners are required to work individually to achieve the goal or reward.     
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           Based on the principles mentioned, cooperative learning has many 

benefits. For learners, it improves both academic and social skills. It also allows 

learners’ decision making and creates active learning environment. For teachers, it is 

an aid to classroom management and instruction. Teachers can increase learning 

time and reduce learners’ workload by teaching them to be responsible for their own 

learning and to help monitor one another’s progress. This allows teachers to become 

a facilitator of learners’ learning process (Orlich et al., 1998). 

            In recent empirical studies, the effects of cooperative learning 

activities have been examined, and the studies have indicated positive results for 

increased academic achievement. For instance, an individual student demonstrated 

increased academic success and increased social skills after completing cooperative 

learning group tasks (Stahl, 1994). The success of cooperative groups is documented 

in lower and middle elementary grades as well as in college students (Soja & 

Huerta, 2001). It is also found that structured tasks promote better retention and that 

higher-level cooperative tasks promote higher-level thinking (Gillies & Ashman, 

1998). 

            In another study conducted by Boling and Robinson (1999), three 

types of learning were compared: students learned individually as in traditional 

instruction, with interactive multimedia, and with cooperative learning. The aim of 

the study was to examine which activity best supplemented lecture-based distance 

education. The research findings revealed that traditional instruction was less 

effective than either interactive multimedia or cooperative learning. 

            In a Thai educational setting, Kwangsawad (2005) reports that 

cooperative learning encouraged his students to become more responsible and more 

actively involved in the learning process. The majority of students seem to be more 

satisfied with their new roles of active learners, and they liked this friendly and 

cooperative learning atmosphere. In addition, cooperative learning could also lower 

the students’ anxiety in the way that it allowed the teacher to use various forms of 

assessment instead of using only tests. However, there were some students who were 

not satisfied with cooperative learning because they thought that it was not fair to 

place the responsibility of the weaker students on them, and some students were 
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afraid that the members of the group may not work well and adversely affect their 

shared grade.  

            In general, group work should become meaningful to learners in the 

way that they “understand how to do better together than they could do alone.” They 

should also understand that by working thoughtfully with others, “they are learning 

how to think more clearly than in situations when they must work alone” (Wegerif 

& Dawes, 2004: 59).  

           Most recently, new technologies have added an exciting new 

dimension to collaborative and cooperative learning. With the Internet, collaborative 

and cooperative learning can occur without regard to distance or time barriers: e-

mails can be sent at learners’ or teachers’ convenience to practically anywhere 

around the world, and the recipients can reply when they have time. Learners can 

work together to create Web pages or find and share data gleaned from the Net. This 

shows how technology can be used with cooperative learning. 

           Cooperative learning is one of the major characteristic of the use of 

WebQuests (March, 1998). WebQuests foster cooperative learning in the way that 

they are concerned with complex topics, and many of the questions or problems 

posed in WebQuests (especially long-term ones) are difficult to answer; thus, it is 

unrealistic to expect individual learners to complete each step of the process or to 

master all that has to be learned. Rather, learners have to cooperate and take on 

specific role within a cooperative group in order to complete the complex task 

(Marco, 2002). According to Fiedler (2002), the WebQuest instructional strategy 

combines desirable characteristics of both interactive multimedia and cooperative 

learning. This is a good opportunity for learners to learn to work with others, and by 

working together, learners can be encouraged to examine issues from various 

perspectives. 

            It can be seen that cooperative learning is an essential aspect of 

WebQuests which can enhance task accomplishment. However, groups do not work 

effectively without guidance. That is, usually many Thai students have not been 

taught how to work effectively in groups. Thus, the instructor plays a critical role in 

helping students manage group dynamics by facilitating and monitoring group  
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interactions. In this study, prior to the implementation of WebQuest modules, the 

students will be trained on how to manage group dynamics and accomplish the task 

in cooperation with others.  It is essential for them to feel comfortable with 

cooperative learning and to have positive group work experience. 

 

2.5.3 The advantages of WebQuests  

 WebQuests have been widely used as an instructional tool due to many 

advantages. First, WebQuests have potential for authenticity. By reading the 

information from the Web, learners have unlimited opportunities to access authentic 

language (Murray & McPherson, 2004). In addition, since authenticity of the 

learning tasks seems to be the instructors’ central concern, WebQuests can also 

promote authenticity in the sense that they have to understand or solve the real world 

issues by using the information drawn from authentic materials. Consequently, it can 

be said that WebQuests give learners opportunities to involve in authentic 

communication through engagement with real tasks (Davis, 2003).  

 Second, WebQuests promote learners’ motivation.  Along with having 

authentic tasks to complete comes the idea that if learners are given some control in 

the learning process, they will take more responsibility for it and will thus be more 

motivated. Many WebQuest tasks are designed to address problems or issues that 

exist in the real world, and this leads learners to have greater motivation (March, 

1998). Also, learners get to work with real resources. Instead of finding the 

information from the textbook, learners can be exposed and gather information from 

a variety of resources on the Internet. According to Marco (2002), WebQuests are 

considered as activities specially suited to ESP language learning in the way that 

learners perform a real world task using authentic materials related to their academic 

discipline.  

 Third, WebQuests are often cooperative in nature; learners learn to work 

cooperatively to accomplish the task. With WebQuests, learners take on roles within 

a small group. Cooperative learning strategies are then applied when each learner’s 

input is important to accomplish the group task. Besides, learners will be able to see 

different solutions from different groups; thus, they will be aware that their 
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individual work has a direct impact of the quality on their group’s final product 

(March, 1998).  

 In terms of cooperative learning, Lara and Reparaz (2005) conducted a 

research analyzing the effectiveness of cooperative learning fostered by working 

with WebQuests. The investigation was conducted with a group of 24 students (16 

years old) in their fourth year of Obligatory Secondary Education at Erain School. 

Students had to work in groups of three to produce a scientific video on the 

Geography of Guipuzcoa. To do the task, a WebQuest was created by the instructor 

to offer guidelines on how to make this scientific video for the students. The results 

obtained from the questionnaire indicated that the use of a WebQuest helped group 

members in their investigation work and in the production of their videos. Besides, 

the students had positively valued this way of working as they stated that this task 

was entertaining, attractive, and motivating as opposed to the traditional paper-based 

assignment. 

 Fourth, WebQuests develop thinking skills (Marco, 2002). The questions 

posed to students require more than just finding information and copying the 

answers. Rather, learners must take the information they research and transform it 

into something else (March, 1998). Often learners have to evaluate a variety of 

information sources from the Web selected by the teachers. Then they have to 

analyze, synthesize, and come up with their own solutions or perspectives to solve 

the problem. Dodge (1995) states that a WebQuest activity might require learners to 

use these thinking skills: comparing, classifying, generalizing, or analyzing 

information from different perspectives. 

 Moreover, Warchauer (2002) notes that language education should pay 

attention to both product and process in teaching and learning. To achieve these two 

critical goals, a WebQuest task can assist the language learning process in the sense 

that learners must work together, brainstorm for the ideas, examine sources of 

information, and reach a consensus in order to come up with the required product. 

 Since there is a trend to bring about learner-centeredness which enables the 

learners to take more active and participatory role in their learning process, 

WebQuests have the ability to integrate online resources with learner-centered 

learning (Vanguri et al., 2004). Learning is, undeniably, the shared responsibility of 
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the teacher and the learners. While learners are encouraged to search for the 

important information they need, the teacher, as a facilitator, will provide them with 

the guidelines to help clarify what they have to do and give assistance during the 

learning process. Therefore, a WebQuest is an example aimed at helping the learners 

gain confidence in their own learning ability to make them become more 

independent learners. 

 Lamb and Teclehaimanot (2005) note that the most successful web-based 

learning experiences are those in which the teacher acts as a facilitator, paying 

careful attention to the learners and guiding them through critical stages of their 

inquiry projects. The role of the learners are changed as well. They are expected to 

involve in the active learning process: planning for completing the assigned tasks, 

organizing ideas, exploring and evaluating information, analyzing and synthesizing 

data, and communicating findings and conclusions. Marco (2002) states that such 

activity helps learners develop critical reading and synthesis skills. 

 March (2003) also contends that another potential of the WebQuest is that 

not only are learners the ones who gain benefit from their use, but teachers also gain 

in-process, professional developments and experiences of a truly learning-centered 

practice when they facilitate the implementation of well-designed WebQuests and 

share their experiences with others. However, despite the fast growth of computer 

networks around the world, many English language teachers in Thailand are still 

unfamiliar with the use of technology in their classroom activities (March, 1998 

cited in Davis, 2003).  

 

2.5.4 Related research   

 Although there are still some concerns about the computer technology in 

terms of Internet-based or Web-based instruction including WebQuests to enhance 

learning achievement, WebQuests have been widely utilized in educational settings 

owing to its accepted advantages. This is mirrored by a number of research findings 

revealing the empirical evidence concerning the implementation of WebQuests in 

enhancing learning achievement in many subject areas. For example, Burke et al. 

(2003) conducted a research study with 19 sections of 365 students to investigate the 
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effectiveness of the WebQuests modules of Biology 101 developed by the Division 

of Biology and the University of Tennessee Instructional Technologies 

Collaborative (ITC). The researchers compared the WebQuest inquiry-driven 

approach with the traditional demonstration laboratories. Eight sections were 

randomly selected to have laboratories centered on the WebQuest modules, while 

the other 11 sections participated in traditional demonstration. Results indicated that 

the average score for “WebQuest” sections was higher than that of the traditional 

sections and the average final exam score of all “WebQuest” sections was higher 

than the average score of the traditional demonstration sections. According to the 

surveys, the students reported having a positive experience in the WebQuest lab 

sections. Most students indicated that they would like to be in a similar WebQuest 

lab section again, and they would recommend it to other students. They also 

reported that it was preferable to a traditional lab section class. Additionally, the 

general consensus of the lab instructors was that the students in the WebQuest lab 

sections demonstrated more interest in the topics studied and they also found the 

class materials more engaging. Finally, the researchers claimed that their qualitative 

assessments of the success of the WebQuest modules were sufficiently positive to 

inspire them to adopt WebQuests and other problem-based activities to teach 

Biology in the following 2003-2004 academic year.  

 There is also evidence of positive perceptions of the use of WebQuests. 

Leite, McNulty, and Brooks (2005) carried out an experiment on the implementation 

of WebQuests with students in a rural high school. The researchers developed the 

WebQuests for the teachers and designed the details of the WebQuest activity for 

teaching social studies (history). Although the findings revealed that the pretest and 

posttest scores between the two groups were not significantly different, the 

qualitative data from the interviews suggested clearly that both teachers and students 

were satisfied with the WebQuests. 

Compared with traditional classroom, WebQuests were perceived positively 

by the students in the study of Lara and Reparaz (2005) who analyzed the 

effectiveness of cooperative learning fostered by working with WebQuests. The 

investigation was carried out with a group of 24 students (16 years old) in their 

fourth year of Obligatory Secondary Education at Erain School. Students had to 
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work in groups of three to produce a scientific video on the Geography of 

Guipuzcoa. To complete the task, a WebQuest was created by the instructor to offer 

guidelines on how to make this scientific video for the students. The results obtained 

from the questionnaire indicated that the use of a WebQuest helped group members 

in their investigation work and in the production of their videos. Besides, the 

students positively valued this way of working as they stated that this task was 

entertaining, attractive, and motivating as opposed to the traditional paper-based 

assignment. 

The impacts of WebQuests on students’ positive perceptions were also 

reported by Murray (2006). In his study, Murray found that the participants of the 

research generally had positive attitudes toward the use of WebQuest lessons. Most 

of them preferred WebQuest activity to textbooks and lectures. His findings also 

suggested a link between the task difficulty and the motivation to complete the 

WebQuest task. It was evident that some students were willing to work harder to 

better understand the reading materials. Similar research results of positive 

perceptions of students were also found in a study of Tsai (2006), in which students’ 

preferences of WebQuests were reported.  

 There have also been attempts to use WebQuests to teach subject contents. 

The study conducted by Strickland (2005), for example, was aimed at comparing the 

use of WebQuests to teach content with traditional instruction. The students in the 

control group consisted of 18 males and 20 females who studied with a poster 

activity, while those in the experimental group consisted of 24 males and 24 females 

who studied with a WebQuest on the Texas Revolution. Both of the activities were 

implemented as additional enhancement to close the teaching units. The test was 

administered at the end of the unit, and the scores were then compared. The results 

revealed that the scores of the control group were higher than those of the 

experimental group. It was also found that traditional classroom activities of creating 

unique posters were effective for teaching and reinforcing large amounts of content. 

One plausible explanation was that the students in the experimental group may not 

be interested in the topic of the WebQuest. Additionally, it may also be possible that 

using the Internet to learn may not be motivating to these students since most of 

them already had Internet access. 
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 There are also a number of research studies concerning the successful use of 

the Internet or WWW in a classroom. A study of Pratt and Sullivan (1994 cited in 

Prapphal, 2001) investigated the effects of computer networking on teaching ESL 

writing at the University of Puerto Rico. They compared two ESL writing classes 

taught with the same syllabus but under different conditions. One class of the 

students studied in a computer-networked classroom where virtually all class 

discussion was carried out electronically using the real-time communication 

software called Daedalus InterChange. The other class was conducted in a 

traditional classroom with oral discussion. They found that students in the computer-

assisted class showed significantly greater gains in writing than did the students in 

the traditional class. 

The effective use of WebQuests to enhance listening and reading skills has 

been revealed by Pala (2005) who reports on the construction and effectiveness of a 

web-based beginner, intermediate, and advanced level self-study activity package to 

improve listening and reading (L/R) skills in Turkish. A questionnaire was 

constructed and distributed to college students who, at the time, were taking self-

study languages at a Pacific Northwest language institution.  Questionnaire results 

were used as a needs analysis, and a web-based three-level L/R activity package was 

developed. The results indicated that, once students, especially advanced students, 

were provided with pedagogically and methodologically sound web-based receptive 

skill activities in Turkish, they found it more motivating to study the target language 

and thus learned better. The study concluded with the argument that incorporation of 

online L/R materials into language instruction is an effective way to increase 

learning outcomes 

Research on WebQuests in reading instruction has shown the enhancement 

of students’ reading performance through the use of WebQuests. The research study 

conducted by Tsai (2005) investigated the effect of EFL reading instruction by using 

a WebQuest learning module as a CAI enhancement on college students’ reading 

performance and vocabulary acquisition in Taiwanese students when a WebQuest 

learning module as a computer-assisted instruction (CAI) was utilized to enhance 

the traditional EFL reading instruction. According to the study findings, the use of 

the WebQuest as a CAI enhancement produced a significant difference in students’ 
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vocabulary acquisition and story reading performance. In addition, this study 

reported the positive relationship between student attitudes and student perceptions 

toward the use of the WebQuest module.   

Not only can the use of computer technology enhance language learning in 

terms of reading instruction, a number of research findings suggest that integrating 

Web resources into EFL writing instruction, especially with the use of WebQuest 

model, is more effective to enhance students’ writing performance and provide a 

positive learning experience. In a study of Chuo (2004), the effect of the WebQuest 

Writing Instruction (WWI) on EFL learners’ writing performance, writing 

apprehension, and perception were investigated. The WWI was designed on the 

basis of a WebQuest model with the assumption that such a pedagogical model 

supported major learning and second language acquisition theories. This study also 

examined the relationship between students’ perception and the change in their 

writing performance and writing apprehension over the instruction process. The 

experiment was done with students in two junior college second-year classes at a 

foreign language institute in Southern Taiwan. The control group (N = 52) received 

traditional classroom writing instruction, while the experimental group (N = 51) 

received the WWI. Both groups used the process writing approach over a 14-week 

period. Data collection included a writing performance test and a writing 

apprehension test administered to both group and a post-instruction perception 

questionnaire administered to the experimental group. The results showed that the 

WWI improved students’ writing performance significantly more than the traditional 

writing instruction. The WWI class also manifested significant reduction of writing 

apprehension, even though there was no significant difference between the 

apprehension of the control group and the WWI class. Additionally, students 

revealed positive perception of the WWI indicating more advantages than 

disadvantages of language learning through web resources. Finally, there was no 

significant correlation between students’ perception and their improved writing 

performance and no significant relationship between students’ perception and their 

reduced writing apprehension. The findings led to the conclusion that integrating 

web resources into EFL writing instruction, using the WebQuest model, was 
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effective to enhance students’ writing performance and provided positive writing 

experience.  

Some cautions have been proposed when integrating technology into 

classroom practice. For example, the difficulties when introducing the new learning 

approach integrated with technology like WebQuest models might occur during the 

implementation stage. For instance, Davis (2003) conducted action research to 

examine the effectiveness of using a WebQuest to develop literacy competencies in 

second language learners of a private English college in Sydney. WebQuests lessons 

were developed and used over a three-month period with upper intermediate Chinese 

students in a preparatory class for entrance into the New South Wales educational 

system. These students came from teacher-centered environment, so the class was 

newly introduced to learner-centered education, cooperative learning, and group 

discussion, especially the reasons behind WebQuests. The qualitative data from the 

teacher’s observation and reflection, as well as the information from questionnaires 

in Davis’s study revealed that there were some difficulties in the learning process 

because the students had never encountered a WebQuest before. A large obstacle has 

also been reported when using WebQuests in an Asian context due to its 

constructivist structure (Davis, 2003). Constructivist educational theory supports the 

ideas of learner-centeredness with students having control over their own learning, 

but Davis has found that many Asian students are uncomfortable with this type of 

learning. His research findings revealed that Asian students are more accustomed to 

and prefer a teacher-centered classroom. He then suggests that it depends on the 

teacher to decide how to balance the use of WebQuests with the needs of students 

and to help these students adjust themselves to the new classroom experience.  

According to him, it might be best to start slowly and gradually working up to a full 

acceptance. He also confirms that just like any other tool in language instruction, 

WebQuests will be useful if it is used at the right place and at the right time.  

Marco (2002) also points out that WebQuests have limitations that can cause 

some problems for some learners. They may feel overwhelmed by various reading 

texts from the Internet and they may lack the language proficiency needed to 

understand the texts which are not written specifically for language learners with 

limited proficiency. Therefore, the type of WebQuest task and the resources selected 
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for students should be suitable for their level of knowledge and language 

proficiency. In addition, when assigning students to work in groups, less proficient 

ones should be matched with more proficient students. In this way, they can help 

each other learn. Another interesting suggestion given by Marco is that the teacher 

should simplify the task rather than simplify the authentic texts. 

Although some research studies do not show highly positive evidence on the 

implementation of Web-based instruction and WebQuest models, it cannot be 

denied that most research studies on Web-based instruction strongly recommend and 

encourage language teachers to exploit the usefulness of computer technology, 

especially the Internet and the WWW which are considered a wealth of authentic 

information available online. In addition, some research studies show evidence on 

the success of the integration of technology into classroom practice which can yield 

a lot of achievement in language learning. Although a few studies on WebQuest 

instruction have been conducted in the ESL and EFL contexts, research has revealed 

the effective use of WebQuest to enhance students’ learning in reading and writing 

instruction. The findings show that WebQuest lessons help students learn better and 

increase their learning outcomes. However, there is little empirical evidence of the 

effect of the implementation of WebQuests in language instruction on student 

achievement. Therefore, such findings can be the rationale for the present research 

study which attempts to develop WebQuests modules for students in the Thai EFL 

context and to seek empirical evidence on the effectiveness of the use of these 

modules in terms of enhancement of English reading and writing abilities and 

students’ learning engagement.  

 

2.6 Reading and writing ability enhancement 

 2.6.1 Reading ability and reading instruction 

 “Reading, as is true of all aspects of language knowledge and use, is 

complex, and the development of fluent reading abilities by L2 students is 

challenging and undertaking” (Carrell & Grabe, 2002: 242). In L2 settings, there has 

been an increasing recognition that reading abilities are critical for academic 

learning, and researchers have attempted to find empirical evidence on what can 
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affect and facilitate L2 reading abilities. One of the central issues in second language 

reading research is the issue on L2 vocabulary and reading development. Several 

researchers have examined the issue of how much vocabulary is necessary for L2 

learning. Laufer (1989) found that reading fluency requires that a reader know 95% 

or more of the words encountered in a text for minimal comprehension.  In another 

study, Hu and Nation (1992) point out that a reader needs a vocabulary size of about 

500-word families in order to achieve 97-98% of text coverage. Moreover, Droop 

and Verhoeven (2003) report a strong relationship between vocabulary knowledge 

and later reading ability as well. 

Based on research findings, Carrell and Grabe (2002) have drawn 

instructional implications for L2 reading instruction that, in order for L2 learners to 

read well, they must have an adequate size of vocabulary and must be able to 

recognize the words in that vocabulary quickly and accurately. Guessing from 

context and dictionary use can help acquire vocabulary, but these skills are not 

automatic. Rather, they need to be developed and practiced in order to be used 

effectively in conjunction with reading.  

Another issue in L2 reading research that has gained much attention is the 

role of background knowledge in reading. Many researchers agree that background 

knowledge plays an important role in reading comprehension. Carrell and Grabe 

(2002) cite many research findings which have demonstrated that the background 

knowledge appears to provide strong support for reading comprehension in many 

contexts (e.g. Pritcchard, 1990; Carrell & Wise, 1998). 

The issue concerning reading strategies is also vital in reading instruction. 

These strategies are used to solve problems encountered in constructing meaning. 

They range from bottom-up vocabulary strategies, such as looking up an unknown 

vocabulary in the dictionary, to more comprehensive action, such as connecting 

what is being read to readers’ background knowledge. Research results have also 

demonstrated that strategy use in more proficient readers and less proficient readers 

is different. Reading strategies can help improve learner performance on tests of 

comprehension and recall (Pearson & Fielding, 1991 cited in Janzen, 2002). 

The issue of promoting extensive reading in a reading class is also widely 

recognized. The major characteristics of extensive reading are that learners read 
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large amounts of materials, choose what they want to read, read within their level of 

comprehension, and usually take part in post-reading activities like summary writing 

or book review, with teachers and learners simultaneously keeping track of learner 

progress (Renandya & Jacobs, 2002). A number of studies have investigated the 

impact of extensive reading on second language reading. Hafiz and Tudor (1989), 

for example, found evidence that an extensive reading program led to a significant 

improvement in ESL reading and writing.Grabe (2004) has concluded the 

instructional implications for reading instruction from reading research, which can 

be viewed as component abilities of learners that need to be developed for effective 

reading comprehension. The implications are as follows: 

1. Ensure word recognition fluency 

2. Emphasize vocabulary learning and create a vocabulary-rich environment 

3. Activate background knowledge in appropriate ways  

4. Ensure effective language knowledge and general comprehension skills 

5. Teach text structures and discourse organization 

6. Promote strategic reader rather than teach individual strategies 

7. Building reading fluency and rate 

8. Promote extensive reading 

9. Develop intrinsic motivation for reading 

10. Plan a coherent curriculum for student learning 

                                                                                                      (Grabe, 2004: 46) 

 

It is worth noting that research findings can help researchers look for reliable 

evidence in support of instructional practices in order to minimize the negative 

consequences and adopt more effective ways to help learners develop reading skills. 

However, Grabe (2004: 60) cautions that “research studies do not guarantee such 

benefits, but they represent important ways to test instructional practices and search 

for more effective outcomes. The ideal for effective reading instruction, then, is a 

merging of practitioner knowledge and persuasive research support. Both are needed 

for effective instruction.”       

Fry (1994 cited in Flippo, 2001) has contributed an insight for teaching 

reading. He believes that what teacher can do is to move learners beyond what they  
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are able to do.  Put another way, teachers should also try to move all learners ahead, 

the brightest and the dullest ones alike. Furthermore, teachers should have great 

latitude in selecting methods, and no major method should be totally forbidden. A 

variety of methods recommended by him are the following: “(a) match student 

ability to book difficulty (readability), (b) give lots of reading practice in both 

narrative and expository texts, (c) teach vocabulary-high frequency words and roots, 

(d) teach phonics, (e) teach comprehension, (f) develop writing ability, and (g) give 

student success, praise and love” (p. 17).  

 2.6.2 Writing ability and writing instruction 

Richards and Renandya (2002) note that writing is usually viewed as the 

most difficult skill for L2 learners to master. The difficulty involves not only in 

generating and organizing ideas, but also in translating these ideas into readable 

texts. The skills involved in writing are very complex. They include both higher 

level skills of planning and organizing and low level skills of spelling, punctuation, 

and others. Writing is even more difficult for L2 learners if they have weak language 

proficiency.  

The process writing has become a widespread instructional approach. The 

process approach is seen as a major improvement over a traditional method of 

writing instruction, or the product approach. The process writing is described as a 

four-stage process: pre-writing, drafting, revising, and editing (Tribble, 1996). The 

product approach, on the other hand, focuses only a final piece of writing which is 

measured by the criteria of vocabulary use, grammatical use, and mechanical 

considerations such as spelling and punctuation as well as content and organization 

(Brown, 1994), hence drawing strong criticisms on its effectiveness. The process 

approach emphasizes the revision process and also feedback from others. This leads 

to involving learners more in the self- and peer-assessment processes. It should be 

noted that process writing is not a linear one that a writer can start with prewriting, 

then rewriting, and then more rewriting. Instead, writing is a continuous process that 

is recursive in nature. That is, writers can go back and forth all through the process. 

Leeds (2003) suggests that a writing teacher should always keep in mind that 

“writing is an act of thought: thinking as we write and then thinking again as we 
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review our material for deeper insight and greater clarity” (p. 82). Thus, writing 

involves the thinking and rethinking process.   

In 1992, the National Assessment of Educational Progress (NAEP) 

administered a writing assessment to a representative national sample of 

approximately 7,000 fourth-grade students, 11,000 eighth-grade students, and 

11,500 12th-grade students from about 1,500 public and private schools across the 

country. The NAEP assessed student ability by asking them to write to inform others 

about a topic (interactive writing), to write an essay to convince others of their point 

of view (persuasive writing), and to write about personal experiences (narrative 

writing). Students were asked to respond to two writing tasks and provided with 

blank paper to plan their writing. Then they were asked how frequently teachers 

encouraged them to plan their writing, define their purposes for writing, and write 

more than one draft and revise. Students, teachers, and administrators in all three 

grades were also asked about instructional content and practices. It was found that 

several process-writing techniques were associated with higher writing proficiency. 

First, students of teachers who always encouraged planning and defining purposes 

and audience were found to be generally better writers than students of teachers who 

reportedly never encouraged these activities. Second, average writing ability was 

higher among students whose teachers emphasized more than one process-writing 

strategy. It was also found out that the use of prewriting was associated with the 

highest average proficiency scores (National Assessment of Educational Progress, 

1998). With regard to the NAEP findings, the process-oriented writing instruction 

has become adopted. 

 

2.6.3 Trends in teaching writing 

Apart form the adoption of the process-oriented writing instruction, it is 

noteworthy that a number of promising trends emerged during the 1990s (Gillespie, 

2005). 

The first current trend is project-based instruction. In project-based 

instruction, writing often plays a central role. There are several reasons to support 

teaching writing through project-based instruction. For example, “a classroom 
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project, when well-planned, is a good way to motivate students to write because it 

offers opportunity to match tasks with interesting topics that are relevant to 

students” (Tessema, 2005: 23). Project-based instruction encourages collaborative 

learning and the involvement of students in writing (and reading) in authentic and 

purposeful contexts. Its focus on purposeful learning can direct teachers away from 

teacher-assigned writing activities with little relationship to everyday life and toward 

authentic writing tasks derived from needs at work, within the family, and in 

community life (Gillespie, 2005). 

Another promising trend is innovative use of technology. At present, learners 

are surfing the Web to research areas that interest them, communicate through e-

mail, create Web pages, and form on-line groups of various kinds. They can find 

audiences to read and respond to their texts. Also, they can combine visual and print 

literacy to communicate their ideas, and they can form long-distance collaborations 

with others. In addition, a wide range of web sites now have links to resources by 

and for learners. Some contains discussion forums for language learners in particular 

and has provided the means for them to become pen pals with other learners from 

around the world. Some programs also publish their curriculum materials and 

teaching tips on-line. Research studies on the use of computers for teaching reading 

and writing reveal that computer-based instruction facilitates learners’ reading and 

writing abilities. These results should encourage ESL and EFL teachers to use 

computers in classroom not because they are new technology, but rather because 

they bring positive results to learners’ achievement. 

2.6.4 Conclusion 

It can be concluded that WebQuests are a combination between project-

based instruction and innovative use of technology for language teaching and 

learning. WebQuests provide opportunities for learners to be exposed to a variety of 

authentic texts from the Internet related to a specific topic and the task/project. 

Learners gather information, work cooperatively, and do the writing tasks or 

projects. For learners who are engaged in workplace-related or academic Web work, 

finding reliable information on the Internet is considered a real-life task (Healey,  
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1999). As there are a lot of attempts to look for ways to make reading and writing a 

more communicative and authentic learning experience for language learners, 

WebQuests can then be utilized by teachers who wish to make an effective use of 

technology to achieve these goals (Egbert & Handson-Smith, 1999). 

With respect to the review of literature, the process-oriented writing 

instruction is considered appropriate for teaching writing skills along with the 

WebQuest modules in this study. Process writing will be taught to students 

explicitly. There are four basic stages of process writing as a classroom activity: 

“planning (pre-writing), drafting (writing), revising (redrafting), and editing–and 

three other stages externally imposed on students by the teacher, namely, responding 

(sharing), evaluating, and post writing” (Seow, 2002). (See more information in 

Appendix on the WebQuest lesson plan.) The task or project is carefully selected 

and designed to ensure students’ interest. The innovative use of technology will be 

used to support student learning in terms of providing background knowledge for 

gathering information from reading, providing opportunities for students to practice 

online exercises, practicing using online dictionaries, making use of spelling checker 

programs, etc. The application of computer programs can be very useful to process 

writing, especially for the purpose of drafting, revising, and editing. Teachers can 

demonstrate to students the revision or editing part via computers and save their 

work for later revision (Seow, 2002). 

2.7 Course evaluation and WebQuest course evaluation 

Evaluation is considered as “the heart of the systematic approach to language 

curriculum design” (Brown 1995: 217). In the course or program development, 

needs analysis has firstly been conducted, and then the overall goals have to be 

translated into instructional objectives. Once a needs analysis has been completed 

and a program has been designed, the process of course development is still not over 

because the course (outcome) must be evaluated to gain useful feedback indicated 

specific areas in need of additional attention and improvement, and provided 

invaluable guidance for revising and updating the course (Poel, 2009). 

Different scholars defined the term “evaluation” differently. Hutchinson & 

Waters (1987: 97) define “evaluation” as “a matching process, which concerns 
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matching learners’ needs to available solutions.” According to Hull (1996: 2), 

course or program evaluation refers to “the thoughtful process of focusing on 

questions and topics of concern, collecting appropriate information for a specific use 

and purpose.” Brown (1995: 218) defines program evaluation as “the systematic 

collection and analysis of all relevant information necessary to promote the 

improvement of a curriculum and to assess its effectiveness within the context of a 

particular institutions involved.”  

Based on the definition given by Brown (1995), in this study, course 

evaluation is referred to as a systematic means to collect and analyze relevant 

information necessary for improving the quality of the developed teaching materials, 

instructional plan, and instruction of a specified course, and for assessing its 

effectiveness within a specific setting.  

According to Brown (2003), program evaluation is a sort of ongoing process.  

Once the program or curriculum has been developed, it should never be viewed as a 

product. Since professional experience, teaching concepts, and methodological 

knowledge are constantly changing, teachers should be open to making necessary 

changes on what can or should be modified, added, or changed to make the course 

reflect students’ interests and needs (Sysoyey, 2000). The evaluation information 

allows the course or program to be changed and adapted to any new conditions that 

may arise (Brown, 2003). 

Course or program evaluation can be implemented in one of the two ways, 

either summative or formative evaluation (Hull, 1996: 200). Formative evaluation is 

the process of evaluating any aspect of a course as it is being developed and 

implemented for the purposes of improving it. Summative evaluation is carried out 

once the course is over, or a stage of the course is over, for the purposes of 

evaluating the effectiveness of the course, primarily in meeting its stated goals and 

objectives within the scope of the curriculum. The results of summative evaluation 

can determine whether a course should be continued. 

According to Sysoyey (2000), evaluation can be done in two different ways: 

implicitly and explicitly. Implicit evaluation takes place during the semester, when 

learners, by their grades, participation, and motivation, give clues to the teacher on  

how their learning is going on. Explicit evaluation may take place at the end of the  
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course or after students have experienced it. Using questionnaires, surveys, talks, 

etc., teachers ask the students to express their attitude towards the subject matter, 

instructional methods, activities, the teacher’s roles and so on. 

Peol (2009) proposes that evaluation can be integrated in the learning 

process. He has found out that the reasons that many teachers are not willing to 

evaluate the course and their instruction may be that conducting evaluations will 

draw time and attention away from the course content. In his case study, an 

evaluation process has been integrated into a writing program for tertiary language 

students at the University of Antwerp. The findings show that several mechanisms 

for feedback and evaluation can be incorporated into course materials with minimal 

impact and with greater benefits of evaluation as both a validation process and a 

guide for course revision.  

Graves (2000) has pointed out that the success of a course is judged by what 

students learn, and what they feel they have learned. To confirm the success of the 

evaluated course, systematic evaluation is needed.   As for any systematic 

evaluation, it involves the use of formalized lists of criteria. Although checklists for 

course evaluation exist in plenty, such evaluation criteria are usually context-

dependent (Sysoyey, 2000). Sheldon (1988) states that the quality of the evaluation 

depends on the ability to ask the right questions in a specific context. Simply put, 

one evaluation may not be directly applicable in other contexts. Therefore, those 

who desire to use these available sources may need to make an adjustment to the 

checklists to suit their own context so that the results of the evaluation would be of 

quality. 

Taylor-Powell, Steele, and Douglah, (1996: 2) suggest that to enhance the 

value of information gained from an evaluation, one should devote sufficient 

forethought and planning to the evaluation process. They have designed a guide for 

planning a program evaluation which is organized into four major sections: focusing 

the evaluation, collecting the information, using the information, and managing the 

evaluation. 

To conclude, course evaluation is the last, but not the least, important stage. 

The major purposes of course evaluation are to find out the strengths and 

weaknesses of the course for improving the developed course, and to find the  
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effectiveness of the implemented course, through the systematic ways of data 

collection and analysis. Additionally, to plan for an effective evaluation, the 

following questions should be asked and answered: (1) what is the purpose of the 

evaluation? and (2) who will use the evaluation? How will they use it? Although 

“there is no blueprint or recipe for conducting a good evaluation” (Taylor-Powell, 

Steele and Douglah, 1996: 2), an effective systematic evaluation could be conducted 

if well-planned. 

Currently, there are many WebQuest lessons that have been created by 

teachers, students, and others on the Internet. Some of them are considered good and 

others are not. It is absolutely essential that a WebQuest lesson be evaluated before 

deciding to use it with educators or students (Johnson & Zufall, 2000). Most of the 

teachers are using evaluation rubrics for WebQuest lessons at “The WebQuest Page” 

of Dr. Bernie Dodge, who has provided “A Rubric for Evaluating WebQuests” 

(Original WebQuest Rubric by Bernie Dodge: Version 1.03. Modified by Laura 

Bellofatto, Nick Bohl, Mike Casey, Marsha Krill, and Bernie Dodge and last 

updated on June 19, 2001, from http://webquest.sdsu.edu/webquestrubric.html), and 

Dodge asserts that the WebQuest evaluation format can be applied to a variety of 

teaching situations. This proposed format includes the evaluation of the following 

aspects: 

1. Overall Aesthetics: overall visual appeal, navigation and flow, and 

mechanical aspects 

2. Introduction: motivational effectiveness of introduction, and cognitive 

effectiveness of the introduction 

3. Task: connection of task to standards, cognitive level of the task 

4. Process: clarity of process, scaffolding of process, and richness of process 

5. Resources: relevance and quantity of resources, as well as quality of 

resources 

6. Evaluation: clarity of evaluation criteria 

 

Some guidelines for WebQuest evaluation are also proposed by other 

scholars who advocate the use of WebQuest. For example, Johnson & Zufall (2000) 

suggest the guidelines written by Don Leu of the University of Connecticut. 
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Adapted for professional development, WebQuests can serve as an effective 

evaluation instrument. The questions in the guidelines include: 

1.  Does this WebQuest meet my goals and learning objectives? 

2. How much time will this take and is this time well spent or could I 

accomplish more in less time with a different learning experience? 

3. Does the WebQuest require me to think critically about information and 

evaluate the information I encounter? 

4. Is this WebQuest developed so as to accommodate my individual learning 

needs and interests? 

5. Is there an opportunity for me to share the results of my WebQuest with 

other educators? 

6. Are all of the links on the WebQuest active and appropriate? 

  

Deutsch (2004) summarizes how March (2003) defines a quality WebQuest 

as follows: WebQuests are more than just activities which utilize the Internet. 

Students must experience both individual and team learning, and produce an 

authentic end product that is creative and applicable to real life. WebQuests must be 

“real, rich, and relevant” (March, 2003: 45). Through student teamwork, cooperation 

and collaboration, students learn to access information and “use the acquired 

information and expertise in a new way” (March, 2003: 46). This leads students to 

use their higher thinking skills for a “deeper understanding” and more independent 

learning. As a result, they become more responsible for their own learning.  

With regard to organization and scaffolding, a quality WebQuest must be 

well organized, and scaffolding should be sufficiently provided so that students have 

clear guidelines on what to do. In addition, it must have thought-provoking 

questions in the task that clearly lead to independent and critical higher order 

thinking.  

As WebQuest foster cooperative learning, a quality WebQuest should clearly 

state in the process how the team members’ tasks are divided. Each team member 

has a role for which he or she is responsible. 
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An evaluation rubric is another important component of WebQuest lessons. 

A quality WebQuest must have an evaluation rubric for each stage, not only for the 

end product. Some elements of the evaluation might include whether students 

present their work in a creative and interesting manner, and whether they use 

multimedia and other visual aids.  

As Brown (1995) mentions, the course or program evaluation is conducted 

for a particular purpose and within a particular educational context. It should be 

noted that a lack of evaluation aspects that reflect the pedagogical issues that 

surround such Web-based learning can be noticed in the aforementioned WebQuest 

evaluation rubrics (Wui & Saat, 2008). This implies that those who desire to utilize 

the already-made rubrics may need to adapt or add certain aspects to cover their 

specific educational purposes. 

The purpose of the present study was to develop WebQuest modules based 

on the course objectives of an existing curriculum for the purpose of enhancing 

reading and writing abilities specified in the objectives of the “Technical English” 

course. The purpose of the evaluation of the developed WebQuest modules was to 

determine whether the quality of these instructional modules matched the targeted 

language needs and the students’ learning needs.  

In terms of the evaluation procedure in this study, two main steps were 

involved: first, evaluating WebQest materials, and second, assessing the 

effectiveness of the WebQuests after implementing them in the main study. The first 

stage concerns with the evaluation of the developed WebQuest modules as teaching 

materials. The results of the evaluation were used to improve the quality of the 

product. This was done before the implementation of the WebQuest modules in the 

experiment. The experts in the field of English language instruction were asked to 

evaluate and give comments and suggestions on these instructional materials in 

terms of the relevance, quality, and appropriateness. The rubrics used for the 

evaluation of Webuest modules in the present study were adapted from those 

proposed by Dodge (2002).  The data obtained were used to ensure the content 

validity of the instrument as well as to adjust the materials before their actual use in 

the main study. A pilot study was also conducted; the WebQuest lessons were 

evaluated by asking the participants to keep their logs on what they liked and 
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disliked about the WebQuests, and what should be improved. The results were used 

to revise the WebQuset modules accordingly. 

The second stage of the evaluation was done after the developed WebQuest 

modules were implemented in the main study. The aim of the evaluation was to 

assess the effectiveness of the WebQuest learning course. The evaluation was 

conducted along with the experiment in this study. The results of the evaluation 

were obtained from the assessment of students’ language ability, their learning 

engagement, and their perceptions of the learning modules.  

In conclusion, the WebQeust course evaluation was a critical stage of this 

research study. To ensure a fine-quality instructional material, the developed 

WebQuest modules must undergo a process of evaluation to ensure the content 

validity before it could be used in the main study. After the developed WebQuest 

lessons were implemented, the evaluation was conducted in order to assess the 

course effectiveness. As for the effectiveness of the course, the reading and writing 

achievement tests were employed. Qualitative evaluation was also utilized through 

the use of students’ learning logs, semi-structured interviews, and the teacher’s 

diary.  

 

2.8 Students’ learning engagement  

By integrating Web-based instruction into language classrooms, educators 

generally create learning environment that requires active student involvement 

(Stoller, 2002). Regarding the underlying principle of a WebQuest model based on 

the constructivist theory of learning, the learning activities are designed to bring 

engaging technology-based learning experience to the students. In the learning 

process, learners will construct knowledge of the target language on their own while 

being engaged in meaningful activities. According to Biter and Legacy (2006), 

engaging learning is tied closely to constructivist principles as it is believed that 

learners learn best when they are active participants in the learning process. That is, 

they make their own decision, think critically about their own learning problems or 

resources, and operate in a meaningful context. 
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2.8.1 Engagement theory  

The vast majority of the literature on students’ learning engagement comes 

from the Information and Communication Technology (ICT) in education (Aldred, 

2004). Aldred explains that it may be because of the need to engage learners at a 

distance with the courseware. When learners are remote, it is necessary to find ways 

that engage them and make them want to concentrate on their studies. 

In 1999, Greg Kearsley and Ben Shneiderman developed a framework for 

engaging learners in technology-based teaching which is called the engagement 

theory (Kearsley & Shneiderman, 1999).  This theory has emerged from their 

experiences teaching in electronic and distance education environments. They 

explain that the fundamental idea underlying the engagement theory is that learners 

must be meaningfully engaged in learning activities through interaction with others 

and the tasks. This means that all learner activities must involve active cognitive 

processes such as creating, problem-solving, reasoning, decision-making, and 

evaluation. In addition, learners are intrinsically motivated to learn due to the 

meaningful nature of learning environment and activities. 

Kearsley and Shneiderman (1999) also suggest that, in order to be truly 

engaging, learning tasks should be project-based, occur in a group context or in 

collaborative teams, and have an outside authentic focus. In short, learning activities 

should be structured following the principle of “Relate-Create-Donate.”  

First, the “Relate” component emphasizes teamwork that involves 

communication, planning, management, and social skills. When learners work in 

teams, they often have opportunity to work with others from quite different 

backgrounds. This facilitates an understanding of diversity and multiple 

perspectives. Secondly, “Create” means making learning a creative, purposeful 

activity. Unlike traditional classroom, it is much more interesting for learners to 

conduct their own projects and to have a sense of control over their learning. It is 

believed that learners become engaged when they see meaning and purpose in what 

they are doing. Thirdly, the “Donate” principle stresses the value of making a useful 

contribution while learning.  In conclusion, by asking learners to interact with a 

complex real-world problem or project, create a solution, and then donate that  
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solution back to the outside world, learners in Information Communication 

Technology learning environments will become more engaged in their learning 

process. 

Unlike many older models of computer-based learning, the emphasis of the 

engagement theory is on individualized instruction and interactivity. This theory 

does promote interaction, but it is human interaction in the context of group 

activities, not individual interaction with an instructional program. The latter form of 

interaction is usually assessed by single responses by mouse clicks, whereas 

engagement requires assessment for larger units of work such as reports. Kearsley 

and Shneiderman (1999) conclude that “the difference between engagement and 

interactivity reflects the shift in thinking about computers in education as 

communication tools rather than media delivery devices. Furthermore, engagement 

theory places a great deal of emphasis on providing an authentic (i.e. meaningful) 

setting for learning, something not present in previous models” (p. 3). 

To accomplish engagement, learners must be engaged in their course work in 

order for effective learning to take place by following these three primary means: (1) 

an emphasis on cooperative/collaborative efforts, (2) project-based assignments, and 

(3) authentic focus. It is suggested that these three methods result in learning that is 

creative, meaningful, and authentic. In the process of learning, the role of 

technology is to facilitate all aspects of engagement in the sense that the vast 

resources of information from the WWW enable students to design, plan, problem-

solve, and make presentation of the assigned complex tasks. Therefore, technology 

provides learning environment that fosters the kind of creativity and communication 

needed to enhance engagement (Kearsley & Shneiderman, 1999). 

In the field of K-12 education, the North Central Regional Laboratory 

(NCREL) has proposed an engaging learning model and indicators of engaging 

learning. In this model, learners are viewed as strategic, responsible, and energized 

by learning; tasks have to be challenging, authentic, and interdisciplinary; problem-

based instruction and performance-based assessment are required; learning contexts 

are to provide collaborative and knowledge building context; grouping should be 

heterogeneous; teachers act as facilitators and co-learners; and learners are viewed  
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as explorers and producers of knowledge (Andris, 2001). The NCREL’s  engaging 

learning model has some common grounds to aspects of learning engagement 

proposed in the engagement theory of Kearsley and Shneiderman in that both 

models emphasize the aspect of problem-based instruction, the authentic and 

meaningful task, as well as cooperative/collaborative learning. 

With regard to those three major aspects required to accomplish engagement, 

WebQuests are considered as an example of high quality Web-based learning 

activities that is deemed very engaging (Aldred, 2004). Andris (2001) states that 

WebQuests are good examples of engaging learning activities as they combines 

engaging learning with clear structure. The important feature of a WebQuest is a 

doable and motivating task that requires learners to work cooperatively in a group 

with distinct roles, the process section that provides clear directions for solving the 

problem without identifying solutions, the resource section that provides pre-

selected websites relevant to the task, and the evaluation part with given rubrics for 

self-assess their written product (Andris, 2001). More importantly, the WebQuest 

model also views teachers as facilitators and learners as active participants in the 

process of learning.  

It can be seen that WebQuests are well-designed to facilitate student 

engagement through problem-based learning activities that require the active 

participants to be exposed to a wide range of authentic texts from the Internet, as 

well as to work cooperatively and collaboratively to develop possible solutions. The 

learners are motivated to be engaged in authentic and meaningful learning activities 

which are current events or events related to their academic disciplines. Apart from 

the attempt to develop engaging learning materials based on WebQuest models, the 

teacher also needs to ensure that learners are engaged in the learning activities and 

they actively participate in the process of learning.  

 

2.8.2 Defining learning engagement 

Before seeking for ways to assess learning engagement, it is necessary to be 

precise on what it means to be engaged in learning.  
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There have been various definitions of student engagement appeared in the 

literature. Student engagement is frequently used to depict learners’ willingness to 

participate in routine school activities, such as attending class, submitting required 

work, and following teacher’s directions in class (Chapman, 2001). Skinner and 

Belmont (1993) differentiate learners who are engaged and not engaged in learning 

activities as follows:  

[Learners] who are engaged show sustained behavioral involvement in 

learning activities accompanied by a positive emotional tone. They select 

tasks at the border of their competencies, initiate action when given the 

opportunity, and exert intense effort and concentration in the implementation 

of learning tasks; they show generally positive emotions during ongoing 

action, including enthusiasm, optimism, curiosity, and interest. The opposite 

of engagement is disaffection. Disaffected learners are passive, do not try 

hard, and give up easily in the face of challenges... [They] can be bored, 

depressed, anxious, or even angry about their presence in the classroom; they 

can be withdrawn from learning opportunities, or even rebellious toward 

teachers and classmates” (Skinner & Belmont, 1993: 572 cited in Chapman, 

2001). 

From this overview, student engagement includes both behavioral and 

affective aspects. In terms of behavioral engagement, class participation, on-task 

behavior, and academically oriented extracurricular activities have been the focus of 

research found in the literature (e.g. Connell 1990, Finn, 1989). As for affective 

engagement, the focus is on the level of student investment in, and their emotional 

reactions or attitudes toward the learning tasks (Chapman, 2003). 

Another major aspect of student engagement is cognitive engagement.  

Different definitions of this concept have been found in research studies. For 

example, Lutz, Guthrie and Davis (2005:10) define cognitive engagement as 

encompassing mental investment in learning and effortful strategy in the 

instructional process. According to Chapman (2003), cognitive engagement refers to 

the extent to which students are attending to and expending mental effort in the  
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learning tasks encountered, including efforts to integrate new materials with 

previous knowledge and to monitor and guide task comprehension through the use 

of cognitive and meta-cognitive strategies. Valentine et al. (2003) develop a broad 

definition of cognitive engagement as “the mental effort that individuals actively use 

to focus on tasks that lead to learning” (p.1). 

Besides, different aspects of cognitive engagement have been investigated by 

different researchers. For example, to investigate student cognitive engagement, 

Biggs (1987) relate cognitive engagement to approaches of learning. The three 

approaches to learning has been identified and used as constructs of cognitive 

engagement: surface, deep and achieving. Based on Biggs (1987), in a study of 

Kong & Wong &Lam (2003), the researcher found that the students’ learning 

strategies were closely related to cognitive engagement. Thus, the dimensions of 

student cognitive engagement were proposed as follows: 

Table 2.1: Dimensions of Cognitive engagement (Kong & Wong &Lam 

(2003:10) 

Surface 

strategy 

Deep strategy Reliance 

Memorization 

Practicing 

Handling tests 

Understanding the question 

Summarizing what is learned 

Connecting new knowledge with the old ways 

of learning 

Relying on 

parents 

Relying on 

teachers 

 Similarly, the use of cognitive and meta-cognitive strategies is used to 

indicate student cognitive engagement in a study of Meece, Blumefield, and Hoyle 

(1988, cited in Chapman, 2003:3). Examples of the active task engagement items 

include “I went back over things they didn’t understand”, or “I tried to figure out 

how today’s work fit with what I had learned before”.  An example of the use of 

shallow strategies which indicate low level of cognitive engagement is “I skipped 

the hard parts”. Cunningham & Cunningham (2002) also investigated student 

engagement by looking to learning skills and strategies employed by the learners. 
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They asserted that  “Engaged learners work in a motivated way—that is, they 

employ whatever skills and strategies they have with effort, persistence, and an 

expectation of success” (p.89).  

 Taking many different ways in defining the concept of student engagement, 

the research found that a broad definition of the terms might be useful to scope the 

conceptual framework for investigating students’ learning engagement while doing 

the WebQuest activities in terms of “the mental effort that individuals actively use to 

focus on tasks that lead to learning”, followed Valentine et al. (2003). With the 

attempt to shift the learners’ roles to become more active, the indicators of students’ 

mental effort will be identified by their use of surface and deep strategies in their 

learning process.  

2.8.3 Criteria for evaluating learning engagement   

Chapman (2003) proposes the following three interrelated criteria to assess 

learning engagement levels—cognitive, behavioral, and affective criteria, based on 

which the students in the present study will be assessed: 

1. Behavioral criteria, which index the extent to which students are 

making active responses to the learning tasks presented. The criteria 

include active student responding to an instructional process, such as 

asking and answering questions, solving task-related problems, 

contributing to group discussions, and participating in class 

discussions with teachers/peers.  

2. Affective criteria, which index the level of students’ investment in, 

and their emotional reactions to, the learning tasks. The criteria 

include levels of interest, anxiety, and feeling toward success in the 

learning tasks.  

3. Cognitive criteria, which index the extent to which students are 

attending to and expending mental effort in the learning tasks 

encountered, including efforts to integrate new materials with  
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previous knowledge and to monitor and guide task comprehension 

through the use of cognitive and meta-cognitive strategies.  

2.8.4 Conclusion 

In this study, the researcher will examine student engagement in terms of 

student active involvement and participation in the learning tasks and learning 

process, as well as their positive emotional reactions toward the tasks and the 

integration of technology in the classroom environment. Students’ learning 

engagement is categorized according to the cognitive, affective, and behavioral 

engagement indices which will be used as criteria for assessing the level of 

engagement of the students in this study.  

As the implementation of WebQuest modules is a new learning experience 

for the students in this study, they will be encouraged to be engaged in the learning 

activities. Students will be informed in advance how they should play the role of 

active learners, what they are required to do in the learning process to be engaged 

learners, and what benefits they will gain from such learning. The characteristics of 

engaging learning based on the students’ learning engagement index will be 

discussed so that students will be clear on their roles as active learners. 

Owing to advanced computer technology, many educators have attempted to 

work in specific ways to bring an engaging learning approach or model into 

traditional classroom settings, placing its emphasis on collaborative and project-

oriented student work and teachers’ facilitation. Andris (2001) notes that the lack of 

an engaging learning model is one of the barriers to incorporating existing 

technology in the language classrooms. Therefore, this research study will also 

examine the level of students’ learning engagement when implementing the 

WebQuest modules specially designed to bring technology-based engaging learning 

experience into the language teaching and learning setting in a Thai context. 

 



 

CHAPTER III 

RESEARCH METHODOLOGY 

 

3.1 Introduction 

This chapter describes the research methodology employed in the present 

study. The main objectives of the study are to develop the WebQuest modules to 

enhance students’ English reading and writing abilities, to investigate the 

effectiveness of the modules to enhance students’ reading and writing abilities as 

well as student engagement, and to examine students’ perceptions of the 

implementation of the WebQuest modules.   In this chapter, the description covers 

research design, participants, and research instruments for each stage of the research 

together with methods of data collection and data analysis. 

 

3.2 Research design 

This study was quasi-experimental research. The design of the research was 

one-group pretest/posttest design, as illustrated in Table 3.1. The experiment was 

conducted with the aim to evaluate the difference that the treatment, the 

implementation of the WebQuest modules, made on one group of subjects before 

and after exposure to it.  

 

Table 3.1: One-group pretest-posttest research design  

      Pretest    Treatment       Posttest 

T1                                       X                                 T2 

 

From Table 3.1, T1 represents the pretest administered to a single group 

before the exposure to the experimental treatment, X refers to the experimental 

treatment, and T2 means the posttest administered to the subjects after the treatment 

to determine whether there is a significant difference (Issac & Michael, 1982). In  
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this study, the T1 was the reading and writing pretests, the X represented the 

implementation of the WebQuest modules, the T2 was the reading and writing 

posttests. Before the experiment, the participants of the study were asked to do the 

reading and writing pretests. Then the WebQuest modules were implemented for 

one semester of 14 weeks. After that, the reading and writing posttests were 

administered. Finally, the gained scores obtained from the pretest and posttest were 

compared to see whether the difference is significant. The results were used to 

determine the effectiveness of the treatment. Apart from the quantitative data 

obtained from the test scores, qualitative data was also collected to determine the 

effectiveness of the implemented treatment. This type of data was collected from the 

students’ learning logs, the teacher’s diary, and a semi-structured interview.  

 Population 

The population of this study included 285 second-year undergraduate 

engineering students who were enrolled in Technical English course, at Rajamangala 

University of Technology Pra Nakhon, North Bangkok Campus, in the academic 

year 2008 

Participants  

The participants of the study were an intact group of 40 second-year RMUTP 

engineering students who are enrolled in the “Technical English I” course in the first 

semester of the academic year 2008. They were all male students majoring in 

Electrical engineering. They all passed the fundamental English courses in their first 

year. It is worth noting here that the subjects were not randomly selected because 

they were allocated into a class due to the university’s administration policy and 

were used as an intact group in this study.  

 

3.3 Research Procedure 

The research procedures in this study consist of three phases: the 

development of the WebQuest modules, the implementation of the WebQuest 

modules, and the evaluation of the effectiveness of the WebQuest modules. Table 

3.2 illustrates the research procedures and the steps taken in this study. 
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Table 3.2: A summary of research procedures in the study 

 

Research procedures and steps to be taken in this study 

Phase 1: The development of the WebQuest instructional modules 

            Step 1: Reviewing related learning theories and principles 

1. Web-based instruction 

2. WebQuest instructional strategy 

3. Constructivist theory 

4. Cooperative learning principles 

5. Theory of engagement 

6. Approaches in reading and writing instruction 

            Step 2: Developing principles of the instructional model in   

                         accordance with the  objectives of the course 

            Step 3:  Developing the  instructional modules and designing lesson  

                          plans 

Phase 2: The implementation of the WebQuest modules 

           Step 1: Planning Stage: developing research instruments, validating and 

piloting the instruments 

                        1. Developing research instruments 

• Reading and writing tests 

• Student engagement self-rating questionnaire 

• Student log 

• Semi-structure protocol 

                         2. Validating and piloting the instruments 

           Step 2: Conducting the main study and collecting the data (Data collection) 

1. Administering the pretests (Reading &writing test, Engagement 

questionnaire) 

2. Implementing the treatment (Students’ logs, teacher’s diary) 

3. Administering posttest (Reading &writing test, Engagement 

questionnaire) 

4. Conducting a semi-structured interview 
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Phase 3: The evaluation of the effectiveness of the WebQuest modules (Data 

analysis) 

               Step 1: Analyzing students’ achievement regarding reading and writing  

                            abilities 

              Step 2: Analyzing the level of student engagement  

              Step 3: Analyzing students’ perceptions of the WebQuest   

                           implementation 

 

3.3.1 Phase 1: Development of the WebQuest modules 

The development of WebQuest instructional modules started were based on 

four major stages. The results obtained were then employed for answering the first 

research question of this study: How can the WebQuest modules be developed? 

 Stage 1: Reviewing related theories and principles 

The researcher reviewed related literature regarding the integration of 

technology in education and language learning, theories and principles underlying 

the WebQuest strategy, as well as teaching approaches for enhancing reading and 

writing abilities. Then the learning theories and principles were analyzed and 

synthesized to be used as key concepts underlying the development of WebQuest 

modules for the enhancement of students’ reading and writing skills.  

Stage 2: Developing principles of the WebQuest instructional model 

At this stage, the researcher employed the key concepts drawn from the 

analyzed and synthesized learning theories and principles to formulate the principles 

for the WebQuest instructional model for the enhancement of students’ reading and 

writing skills in Technical English course.   

Stage 3: Developing WebQuest instructional modules and designing                                    

lesson plans 

Based on the formulated principles for the WebQuest instructional model, 

the modules were developed and the teaching steps for the WebQuest 

implementation were determined. 
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Developing WebQuest instructional modules 

 This stage is dedicated to the development of the WebQuest modules for the 

“Technical English” course at Rajamangala University of Technology Phra Nakhon, 

North Bangkok Campus. This course is currently offered based on themes in general 

science and technology. The course focuses on essential academic reading and 

writing skills, with little attention paid to the speaking and listening skills.   

In the content of “Technical English I” course, there are altogether five units. 

Therefore, five units of the WebQuest modules will be developed and implemented 

for the whole semester. These five WebQuest modules will be developed according 

to the course objectives of each unit. The process of the development will be based 

on Dodge’s critical attributes of WebQuests (Dodge, 1995) and March’s WebQuest 

design processes (March, 1998). 

As previously mentioned, the “Technical English I” course has to adhere to 

the course description and objectives specified by RMUTP, the WebQuest modules 

will therefore have to be designed based on such description and objectives, which 

are as follows:  

Course description:  Practice in the four language skills emphasizing 

reading for main ideas and details, vocabulary 

development, sentence and paragraph writing, 

listening for main points, and basic oral 

communication for everyday life 

Course objectives: By the end of the course, students should be able to do 

the following: 

• use reading strategies to read passages 

concerning academic disciplines and to 

identify main ideas and details from the 

reading texts; 

• identify and summarize main points from 

listening passages; 

• write grammatical sentences and short 

paragraphs; 
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• use English to communicate in different career 

situations via speaking and listening 

It is noteworthy at the Rajmangala University of Technology Phra Nakhon, 

North Bangkok Campus, listening and speaking skills are separately taught in the 

language lab for one hour each week. The other two hours focus only on 

development of reading and writing skills, which, in this study, reading and writing 

skills were taught through the implementation of WebQuests.  

As WebQuests are a type of web-based materials which have specific 

elements called “critical attributes,” the structure of the WebQuest modules used in 

this study will follow these critical attributes which include an introduction that sets 

the stages of the activity, a task that is doable and interesting, a clear process 

including guidance or scaffolding, an evaluation part providing rubrics for students 

to self-evaluate their written product, and a conclusion that provides reflection and 

closure. 

WebQuests modules were created by downloading “a WebQuest template”. 

The steps in the WebQuest design process proposed by Dodge (1998) were 

followed.  The first step was the design job for the content of the WebQuests in 

terms of designing interesting tasks, assigning clear roles for students so that 

everyone takes part in task completion, finding relevant and appropriate resources 

links, providing enough guidance or suitable scaffolding to help students in the 

learning process, creating rubrics for evaluating students’ writing product, and 

writing lesson plans for teaching these WebQuests. A summary of the steps taken 

for developing the WebQuest modules in this study was presented in Table 3.3. 
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Table 3.3: Steps in developing the WebQuest modules (based on Dodge, 1999) 

 

The process of 

Dodge’s WebQuest 

Steps in developing WebQuest modules 

1.Select a topic 

appropriate for 

WebQuests 

 

• Study the course objectives  

• Select a topic appropriate for WebQuests 

• Write up the task (expected outcomes) 

 

2.Select  resources • Find and select the resources 

• Describe how learners will be evaluated 

• Design the rubrics for Evaluation section 

 

3.Describe how learners 

will be evaluated 

 

• Describe how learners will be evaluated 

• Design the rubrics for Evaluation section 

 

4.Design the process 

 

 

• Design the process  

(Provide resources and scaffold where needed) 

 

5.Complete the WebQuest   

 
• Complete the rest of the WebQuest parts 

(Introduction, Conclusion, and Credits section and all 

other parts) 

• Write down the lesson plan 

• Select appropriate learning activities to serve 

the learning objectives 

 

 

After finishing the development of WebQuest units, the lesson plans were 

written to specify the steps in implementing the WebQuest modules in the 

experiment.  

Designing the lesson plans 

At this stage, the lesson plans were written to specify the steps of WebQuest 

instruction. The steps of teaching were based on the WebQuest parts and approaches 

to teaching reading comprehension and process writing. Therefore, when  
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implementing the WebQuest lessons of this study, the teaching plans were designed 

to provide clear steps of reading and writing instruction. 

There were two major stages of implementing the WebQuest modules. The 

first one concerns the reading session consisting 3 steps: pre-reading, reading and 

post-reading stage. Then the steps in teaching writing was followed. It included the 

steps of pre-writing, writing (planning, drafting, revising and editing) and post-

writing stage. A summary of the teaching steps in the lesson plans was presented in 

Table 3.4. 

 

Table 3.4: A summary of the teaching steps in the lesson plans 

 

Parts of the 

WebQuest 

Steps of teaching Purposes 

INTRODUCTION 
(to gain students’ 

attention and 

introduce the topic) 

• to introduce the activity 

• to activate students’ background 

knowledge 

• to pre-teach vocabulary 

• to pre-teach grammar structures 

 

TASK 
(doable and 

interesting) 

Pre-reading phase 

 

• to set the purposes for reading 

• to assign student’ role 

Reading phase • to provide reading practice and feedback 

opportunities for students 

Post-reading 

phase/ 

Pre-writing phase 
Writing phase 

(Planning, drafting, 

revising, editing) 

• to check reading comprehension and skill 

mastery 

• to discuss difficulties & problems students 

encountered while reading 

• to help student compile and analyze the 

information 

• to prepare the language needed for writing 

PROCESS 
(to provide step-by-

step instructions, 

resources and 

guidance for students 

in order to complete 

the task) 

Writing phase 
(Planning, drafting, 

revising, editing) 

 

• to complete the task 

 

 

 

EVALUATION 
(to provide rubrics on 

how the task will be 

evaluated) 

Post-writing 

phase 

 

• to evaluate the task 

• to give feedback and suggestions on 

students’ tasks 

 

CONCLUSION 
(to bring closure to 

the activity or extend 

the gained 

knowledge to other 

domains) 

 • to draw a conclusion from the task 

• to provide connections to other subject 

areas or events to promote retention and 

transfer of knowledge 
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 After the WebQuest modules had been developed, these modules together 

with the lesson plans were validated by a panel of three experts in order to assure the 

quality of the research instruments. The experts were asked to rate their evaluation 

in a provided Research Instrument Evaluation form. The form was divided into two 

parts. In the first part, the experts were asked to indicate what they thought about the 

modules by rating appropriate (+1), not sure (0), or not appropriate (-1) for each of 

the items provided. There were five items altogether. As for the second part, which 

was open-ended, the experts were asked to give their additional comments and 

suggestions for the improvement of the modules.  

The experts’ responses in the first part of the evaluation form were calculated 

using IOC (Item-Objective Congruence Index) to determine the validity of the 

model. The acceptable value of IOC for each item should not be lower than 0.5, 

otherwise the item needs to be revised. 

 It was found that the IOC value of the validation result was 0.78 and two out 

of three experts agreed on each item. Based on this result, the modules were 

considered acceptable. However, some adjustment had been done according to the 

comments and suggestions by the experts (e.g. animated pictures should be added to 

motivate the students and there were some broken links needed to be replaced).    

3.3.2 Phase 2: The implementation of the WebQuest modules 

Step 1: Planning Stage: developing research instruments, validating and 

piloting the instruments 

1. Developing research instruments: This stage concerned with the 

development of research instruments. They included the reading and writing pretest 

and posttest, student engagement self-rating questionnaire, students’ log, teacher’s 

diary, and semi-structure protocol. 

  1.1 Reading comprehension test 

            The reading test was developed by the researcher based on the course 

objectives. It is used as the pre- and post-tests in this study. The pre-test was 

administered to assess students’ reading comprehension ability before the 

experiment. After finishing the implementation of the WebQuest modules, the same 
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test, used as the post-test, were administered once again. The results from the pre-

test and post-test were then compared to assess the differences in their reading 

ability to determine if the implementation of WebQuests resulted in any 

improvement in students’ reading achievement. The development of the reading test 

was carried out according to these steps: defining the test construct, writing a table 

of specification, and writing the test. 

            The construct of the test was specified based on the Douglas 

framework (2000) and the course objectives. According to Brown (2004), the first 

task in designing a test was to define the test construct according to the appropriate 

test objectives. According to the course objectives, students’ reading ability required 

could be concluded to be the objectives of the test which were to measure: 

1. Ability to recognize the meaning of basic technical terms and 

non-technical vocabulary used in the field of engineering 

2. Ability to comprehend the reading text in the following areas: 

2.1 Ability to skim the texts for main ideas 

2.2 Ability to scan the texts for specific information 

2.3 Ability to make inferences from the information in the 

text 

2.4 Ability to guess word meanings from context 

                       After defining the test construct, the test specification was written. 

The table of specification was used to provide the test writer with the basis for a 

selection of test items. It specified what type of input was used, how many items 

were included, what duration was allowed for each part, and the type of test items. A 

comparison of test specification and test content was the basis for judgments of 

content validity.  

           In this research study, the reading test consisted of two subtests 

including vocabulary and reading comprehension. 

Part 1:  Vocabulary (including non-technical words and basic 

technical terms related to engineering: vocabulary which is 

considered as fundamental concepts for all engineering students, 

selected.)  
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Part 2:  Reading comprehension (including main idea items, specific 

details items, inference items, and fact items) 

             

 The criteria to select the vocabulary and the reading text were taken 

into consideration. For vocabulary, ten basic technical terms related to engineering 

and ten non-technical words were randomly selected from the vocabulary list from 

each unit decided by the staffs of RMUTP. In this skill area, students were also 

asked to use appropriate strategies to determine the meaning of unknown words 

from context clues. The clues were presented in a directly-stated phrase, in sentences 

prior to or after the use of the target words, or may be found through a careful 

reading of the entire text.  

 In terms of the reading passages and the topics, the passages were 

texts and passages based on general science and technology related to engineering 

taken from printed materials and from the Internet.  The length of the passages was 

approximately 400-500 words.  

 To ensure the content validity of the test, the test was validated and 

evaluated by three experts (one in the field of assessment and two English teachers 

with a doctoral degree and experiences in teaching English for Engineering). The 

experts were asked to validate and evaluate the test by completing the evaluation 

form for the Experts to Validate the English Reading Test. The experts’ responses 

were calculated using IOC (Item-Objective Congruence Index) to determine the 

validity of the model. The acceptable value of IOC for each item should not be 

lower than 0.5, otherwise the item needs to be revised. 

1.2 English writing test 

             In this study, two types of writing test were used in this research 

study: direct and indirect tests. The indirect type of writing test used in this study 

consisted of 20 items of error detecting test, selecting the part of a sentence that 

contains an error from four options. The indirect writing measure attempted to 

assess writing ability by testing a subset of skills assumed to constitute components 

of writing ability in a sentence level. As Grabe and Kaplan (1996) indicate, indirect 

writing measures have been accepted as potential measures of writing ability and 
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they produce a strong reliability statistics when the tests are carefully developed and 

appropriately used to assess the students’ writing ability in sentence level.    

             Another type of writing test was direct assessment which was used to 

measure students’ writing ability. In this research study, the students were asked to 

write paragraphs according to the prompt given. When using the direct writing test, 

an appropriate scoring process was needed. In this study, the analytic scoring rubric 

was used. The reason for using analytic scales was that it provided detailed criterion 

which could lead to positive feedback in which students had clear study goals. 

Analytic scoring used separate scales that allow assessment to be more objective and 

consistent.  Each scale was for assessing a different aspect of writing. The ratings in 

this study were for content, organization, vocabulary, grammar, and mechanics. The 

mentioned analytic scoring rubrics were adapted from the scoring guides of Jacobs 

et al. (1981) as Grabe and Kaplan (1996) suggest that “these scales are well 

supported by content and construct validity, they have field-tested, and they are 

designed specifically for classroom use rather than for large scale assessment” (p. 

409). 

 The first part of the writing test consists of 20 items of error detecting 

test requiring students to select an error out of the four underlined parts of a 

sentence. In the second part, the topic of direct writing test was based on the topic 

that the students had studied in their WebQuest modules. Therefore, the students had 

background knowledge for their writing.  

            The participants’ writing was assessed regarding the five criteria in 

the rating scales: content, organization, vocabulary, grammar, and mechanics. Clear 

specification of scoring criteria in advance of administering essay questions can 

contribute to improve reliability and validity of the assessment (Linn & Gronlund, 

2000).  As the students in this study have studied with the WebQuests, so they were 

expected to be familiar with this kind of assessment. 

1.3 Teacher’s diary 

 The teacher will write the diary after teaching the students in each 

week. The data obtained are concerned with the teacher’s reflections of the new 

teaching experience and the observation of student learning. Opinions on other 

classroom situations were also recorded. The data from the teacher’s diary were 
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analyzed qualitatively using categorization so as to triangulate the findings from the 

quantitative data collection procedures.  

1.4 Students’ learning logs   

 The data concerning the students’ perceptions of the use of 

WebQuest modules were obtained from the students’ learning logs. Students were 

asked to keep their learning logs after the implementation of each unit of the lesson. 

In order to ensure comprehensiveness and usefulness of the data from the learning 

logs, a guideline, which has already been approved by a panel of three experts in 

terms of clarity and language appropriateness, were provided to the students. The 

items included in the guideline mainly concern the students’ perceptions of the 

implementation of the WebQuest modules (opinion on usefulness, level of difficulty, 

and their preference in using these WebQuests). They were also encouraged to 

express their opinions freely in the logs. 

1.5 Students’ learning engagement rating scale questionnaire   

 The data concerning students’ learning engagement was obtained 

from the students’ leaning engagement rating scale questionnaire developed by the 

researcher based on the concept of learning engagement of Chapman (2001). The 

students were asked to do the questionnaire after the implementation of each 

WebQuest module in order to identify their own level of engagement during the 

learning process. The questionnaire was in the form self-administered rating scales 

covering three main criteria for evaluating student engagement: affective, 

behavioral, and cognitive indices.  

1.6 Semi-structured interview   

            A semi-structured interview protocol was constructed by the 

researcher to elicit data regarding their learning engagement and perceptions of the 

WebQuest modules concerning the following aspects: the usefulness of WebQuest 

modules, the level of difficulty, their preference for the use of these WebQuest 

modules in classrooms with respect to reading and writing skill development, the 

use of authentic texts from the Internet, the use of scaffoldings, and the use of  
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cooperative learning.  The research objectives were translated into interview 

questions. 

1. Validating and piloting the research instruments 

  2.1 Validating the instruments 

            In validating each of the instruments, the evaluation forms were 

provided for the experts to rate their views about the instruments as appropriate (+1), 

not sure (0), or not appropriate, based on points for consideration provided. Each 

evaluation form for each instrument also provided a space where the experts can 

write down their comments and suggestions. The research instruments were adjusted 

and/or revised according to the experts’ comments and suggestions before 

employing in the pilot and the main study.    

  (1) Reading and Writing tests 

                 The reading and writing achievement tests was validated by the 

experts in order to ensure its validity. The results of the test validation revealed the 

grand mean of IOC value at 0.88 and two out of three experts agreed on each item. 

Two out of the three rated it appropriate for assessing the students’ reading 

comprehension ability and their writing achievement. Similarly, the scoring rubrics 

were acceptable. One of the expert commented that the direct writing test should not 

be the same for pretest and posttest because the students might be able to remember 

it. Thus, the researcher adjusted this part accordingly.  

(2) Self-rating engagement questionnaire, students’ log, teacher’s 

diary, semi-structured interview protocol 

                  These research instruments were validated by the experts who are 

university English instructors with doctoral degree in the field of EFL and English 

education. The three experts approved the appropriateness of these instruments both 

in terms of the language used and the content. However, there were some 

suggestions for students’ logs. Two experts suggested that the researcher should use 

a self-rating perception questionnaire instead of using students’ logs because 

students might not give sufficient information for answering the research questions. 

Taking this suggestion into consideration, the researcher discussed this issue with 

the experts that her intention was to obtain the data on what the students really felt 
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about the treatment. After the discussion, the experts approved for the use of 

students’ logs.   

            The result of the validation of self-rating engagement questionnaire, 

students’ log, teacher’s diary, semi-structured interview protocol yielded the IOC 

(Index of Item-Objective Congruence) of 0.86, 0.88, 0.86, 0.82 respectively, 

meaning that the instruments were acceptable. However, one expert gave comments 

on the students’ log that the researcher should ask students to specify the exact 

degree of the level of difficulty of the WebQuest modules. 

 2.2 Piloting the instruments 

             After the research instruments were validated and approved by the 

experts, the pilot study was conducted in order to find out about the degree of 

difficulty of the learning materials, the appropriateness of teaching procedures 

regarding the enhancement of reading and writing skills, and the time spent for the 

class activities.  The pilot study was conducted during a summer course in the 

academic year 2008. The participants in the pilot study were a class of 28 students 

who were as similar as possible to the target population. They were second-year 

undergraduate engineering students at RMUTP North Bangkok. They were enrolled 

in Technical English course. They passed two fundamental English courses in their 

first years.  In addition, the procedures of the pilot study also resembled those of 

the main study so that the researcher could predict the similar instructional situations 

and problems that might encounter in the main study. 

             The results of the pilot study revealed were beneficial for the 

improvement of the research instruments before being employed in the main study. 

It was found from the students’ logs and interview that the participants enjoyed 

studying with WebQuest modules. Besides, they indicated that the introduction part 

was interesting, the use of the Internet motivated them to learn and the tasks were 

useful and not too difficult; the process were clear to them; the evaluating rubrics 

were difficult but useful.   

             As for the teaching procedures, most of the participants in the pilot 

study said that the teacher could help prepare students to read authentic texts from 

the Internet. They could practice a lot of reading and learned useful reading 
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strategies. They also found that the process of writing was helpful and they felt that 

the WebQuest lesson assisted them to improve reading and writing skills. 

             There were certain problems found in the pilot study. The first 

problem was insufficient time. Each WebQuest modules were planned to be taught 

in two weeks, two hours a week. When trying out the teaching, the students could 

not finish class activities within the class time. Some students were willing to read 

the texts before class. Therefore, the teachers gave the question handout to the 

students and asked them to find the information from the selected web links before 

the second module session. It was found that this could help them complete the task 

on time.     

             Second, some students felt frustrated because of too many difficult 

vocabulary words in the reading texts and some of them did not have enough 

background knowledge to cope with the new reading content. Accordingly, before 

letting the students read the texts on their own, the teacher had to be aware of the 

pre-reading stage and several activities to pre-teach necessary vocabulary had to be 

prepared.   

             Third, many students were not familiar using rubrics to evaluate their 

own writing task. Without the teacher help, they did not understand how to self-

assess their work. Moreover, some students were not familiar with the new teaching 

style and their new roles in learning. To prepare for the main study, a session for 

preparing students to get familiar with the teaching and learning styles, modeling the 

steps in reading and writing as well as explaining how students perform the 

cooperative work.  

  As for the reading and writing achievement tests, the pilot of the tests 

was conducted to establish the test reliability and to determine the difficulty values 

and discrimination values. Fraenkel and Wallen (2000) stated that the satisfactory 

criterion for difficulty values range between 0.20 and 0.80, and that acceptable 

values for discrimination are more than 0.20. Based on the results from this pilot 

study, the difficulty values of the test ranged from 0.30 to 0.70, and the 

discrimination values were at more than 0.20. From these results, it can be 

concluded the reading test was an appropriate tool to discriminate good readers from 

poor ones. The results from the pilot study also showed that there were three test  
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items that did not meet the acceptable discrimination values (more than .80), so they 

were revised and retested. As for the test reliability, the reliability coefficient of the 

reading test should be at least 0.70 (Fraenkel and Wallen, 2000). In this pilot study, 

the reliability of the test was at 0.80. This indicated that the reading comprehension 

test was reliable according to the Kuder-Richardson Formula 20. 

 As for the writing test, apart from the content validity verified by the 

experts, inter-rater reliability was also examined. The two raters were trained to 

rated the students’ writing. The raters reported the criteria were clear for both of 

them. In case that the rated score for each criteria was more than one mark different, 

they had to discuss and made the final judgment. The statistical calculation using 

Pearson correlation coefficient revealed that inter-rater reliability was 0.82 at the 

significant level of 0.05. This indicated that the scores obtained from the test given 

by the two raters had high correlation. Based on this statistical result, the test was 

considered reliable for the utilization in the main study.  

  With regard to the self-rating engagement questionnaire, it was tried 

out with 28 students who participated in the pilot study. It was found that the 

instrument was appropriate as the Cronbach’s Alpha coefficient showed that 

reliability of the questionnaire was 0.89 at significant level of 0.05. Therefore, no 

item was modified or deleted.  

  

 Step 2: Conducting the main study and collecting the data (Data  

            collection) 

            The main study was conducted with an intact group of 40 students in the first 

semester of the academic year 2009 at Rajamangala University of Technology Phra 

Nakhon, North Bangkok Campus. The implementation of the English instruction 

model was carried out once a week, from 9 a.m.  to 11 a.m. every Wednesday. The 

semester lasted for 14 weeks. Totally, there were 28 hours. The first week was 

devoted to administering of reading and writing achievement pretests to measure 

students’ reading and writing skills before implementing the WebQuest modules the 

treatment. The implementation of the WebQuest instructional modules started in the 

second week as an orientation session so that the students got acquainted to the new  
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teaching and learning styles. The course was always executed in the computer lab. 

The students chose their own group and they stayed with the same group for the 

whole semester. 

 As for the data collection, both quantitative and qualitative data was 

collected to evaluate the effectiveness of the developed WebQuest modules. 

Quantitative data was obtained from the reading and writing achievement tests and 

self-rating engagement. Qualitative data was obtained from students’ logs, teacher’s 

diary and semi-structured interview. 

With regards to the quantitative data collection, the reading and writing 

achievement pretest was administered once before the implementation of the 

WebQuest modules. The reading and writing posttest was administered at the end of 

the course as the students’ final exam.  For reliability of the rating, the same two 

raters were used in both of the pre- and the post-test.  The first rater was the 

researcher herself and the second rater was an experienced ESP teacher with a 

master’s degree in TESOL at Rajamangala University of Technology Phra Nakhon. 

Qualitative data was collected via students’ logs, the teacher’s diary and 

semi-structured interview for additional information into the study. Participants were 

asked to complete the student’s log after finishing each WebQuest modules. The 

teacher completed the diary at the end of each class session. Twelve students were 

interviewed at the end of the course. The interviewer was a colleague teacher. She 

was asked to conduct this interview so that the participants could answer to the 

interview questions freely.  

3.3.3 Phase 3: The evaluation of the effectiveness of the WebQuest 

modules (Data analysis) 

Step 1: Analyzing students’ achievement regarding reading and writing 

abilities 

The mean scores of the reading pre-test and post-test of the students were 

compared and analyzed by using independent samples t-test with the significance 

level set at 0.05.  Hedges’g effect size was also employed to measure the size of the 

effect caused by the experimental treatment.. The application of effect sizes in this 

study was to obtain the information to determine the effectiveness of the WebQuest 
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instructional modules in enhancing the students’ English reading and writing 

abilities, particularly to find out whether the size of the effect was large enough to 

use as the indication of the effectiveness of the treatment. The effect sizes of .20 are 

considered small, .50 are medium, and .80 or above are large. The magnitude of the 

effect was expected to be at least = 0.5 which can be accepted as it indicates a 

medium effect size (Cohen, 1988). 

 

Step 2: Analyzing the level of student engagement  

The data concerning students’ learning engagement obtained from self-rating 

engagement questionnaires were analyzed using descriptive statistics of percentage, 

mean, cv, and SD.  

             

 Step 3: Analyzing students’ perceptions of the WebQuest  

             implementation 

The qualitative data concerning students’ perceptions of the WebQuest 

modules obtained from students’ logs, teacher’s diary and semi-structure interview 

were analyzed using content analysis. 

Lists of the research instruments used in the study are summarized in Table 

3.5. 

 

Table 3.5: The list of research instruments 

Instruments Purposes Time of 

distribution 

Validation Statistics 

1. Reading and 

writing pretest 

& posttest 

To obtain 

students’ 

English 

proficiency 

concerning their 

reading and 

writing skills 

Before and after 

the treatment 

By experts 

(IOC = 

0.88) 

and inter-

rater 

reliability at 

*0.82 

(two raters 

was used 

for inter-

rater 

reliability) 

 

t-test to compare 

the means of the 

pre and post-test 

Effect-size  

using Hedges’g 

(aiming to 

achieve =0.5) 
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2. Student 

engagement 

questionnaire 

To obtain 

information 

about the 

students’ 

learning 

engagement 

After the 

treatment 

By experts  

(IOC = 

0.86) 

and 

Cronbach’s 

Alpha 

coefficient 

(0.89) 

Descriptive 

statistics  

(frequency, 

mean, SD, CV) 

 

3. Students’ 

logs 

To record how 

they feel, what 

they think about 

the lesson and 

their learning. 

 

At the end of 

each learning 

module 

By experts 

(IOC = 

0.88) 

Content analysis 

: coding, 

grouping, 

emerging theme 

4. Teacher’s 

diary 

To record what 

is going on in 

the class. 

 

At the end of 

each learning 

module 

By experts 

(IOC = 

0.88) 

Content analysis 

: coding, 

grouping, 

emerging theme 

 

5. Semi-

structured 

interview 

To obtain 

information 

about the 

participants’ 

opinions toward 

the developed 

instructional 

modules 

 

At the end of the 

course 

By experts 

(IOC = 

0.82) 

Content 

analysis: 

categorizing, 

grouping, 

counting 

frequency 

 

           

             In conclusion, this chapter described research procedures of the present 

study. The procedures include three major phases: the development of the WebQuest 

modules, the module implementation, and the evaluation of the effectiveness of the 

instructional modules. The first phase deals with the processes of the WebQuest 

module development, while the second phase is the description of the 

implementation of the instructional modules. The last phase concerns the evaluation 

of the effectiveness of the developed WebQuest modules through the data analysis 

both quantitatively and qualitatively.  

 

 



 

CHAPTER IV 

RESEARCH FINDINGS 

 

This research study was conducted to answer five research questions: (1) 

How can WebQuest modules be developed?, (2)What is the effect of the 

implementation of WebQuest modules on the students’ reading ability?, (3) What is 

the effect of the implementation of WebQuest modules on the students’ writing 

ability?, (4) What is the effect of the implementation of WebQuest modules on the 

students’ learning engagement?, and (5) What are the students’ perceptions of the 

implementation of WebQuest modules? In this chapter, the research findings are 

reported in accordance with each research question. 

 

Research question 1: How can WebQuest modules be developed? 

 

4.1 The development of the WebQuest modules  

The WebQuest modules in this study were developed within the theoretical 

framework of WebQuest: the inquiry-based approach, constructivism theory, and the 

principles of cooperative learning, with some adaptation made to suit the students’ 

need and interest. The following diagram illustrates all the steps of the WebQuest 

design process. 
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Figure 4.1: Steps in developing the WebQuest modules (based on Dodge, 1999) 

 

  

1.Select a topic 

appropriate for 

WebQuests 

2. Find   

resources 

5. Complete 

the WebQuest 

3. Describe 

how learners 

will be 

evaluated 

 

4. Design the 

process 

 

• Study the course objectives  

• Select a topic appropriate for 

WebQuests 

• Write up the task (expected 

outcomes) 

• Find the resources 

• Describe how learners will be 

evaluated 

• Design the rubrics for 

evaluation  

 

• Design the process  

• Plan for provision of resources 

and scaffold where needed 

 

• Complete the rest of the 

WebQuest parts 

(introduction, conclusion, and credits 

section and all other parts) 

• Write down the lesson plan 

• Select appropriate learning 

activities to serve the learning 

objectives 

SS’ interest 

How to 

teach 

reading and 

writing 

Check the 

level of 

difficulty of 

texts (Use the 

readability 

formula: 
Flesch-Kincaid 

Reading Ease) 

Incorporate 

language 

instruction 

 (Prepare 

handout for 

language 

presentation 

and practice 

& add more 

links on 

language 

practice 

exercises) 
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 4.1.1 Step 1: Select a topic appropriate for WebQuests 

 As illustrated in Figure 4.1, the steps in developing the WebQuest modules 

were based on the design process of the WebQuest original creator, Dodge (1999). 

In the present study, the researcher started from studying the objectives of the course 

and selecting appropriate topics for the modules within the theoretical framework of 

a WebQuest as reviewed in the literature, beginning with what the teacher would 

like our students to gain from WebQuest experience.   

A mini survey was conducted. There were twenty topics proposed by the 

researcher; that is, four topic choices for each lesson unit. Twenty students and four 

English teachers were randomly chosen to do the survey. They were asked to rate 

the topics which they thought the most interesting and appropriate to learn in the 

Technical English” course. The top five interesting topics selected by the teacher 

and students were presented in Table 4.1. 

 

Table 4.1: Topics of the WebQuest modules and lesson units from the     

                  textbook 

Lesson units from the textbook Topics of the WebQuest modules 

    Unit 1: Cause and effect 

Unit 2: Definitions and classification 

Unit 3: Comparison and contrast 

Unit 4: Giving instructions 

Unit 5: Describing a process 

Module 1: Global warming crisis 

Module 2: Transports of the future 

Module 3: Buying a new car 

Module 4: Recycling used materials 

Module 5: Visiting a factory 

 

After that, the tasks for each module were designed in accordance with the 

topics selected by the students. WebQuest tasks can be designed into many different 

types, but the tasks in this study were designed particularly to enhance students’ 

reading and writing ability. Therefore, all the designed tasks were writing tasks 

based on the course objectives, as displayed in Table 4.2. 
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Table 4.2: The tasks designed for the selected topics and course objectives 

Topics Tasks 

Global warming 

crisis 

Create a brochure for a “reduce global warming crisis” 

campaign. 

Transports of the 

future 

Write an essay to define and classify the transports of 

the future. 

Buying a new car Write a report to compare and contrast the cars that the 

company should buy. 

Recycling used 

materials 

Create a brochure to persuade other students in the 

university to recycle used materials. 

Visiting a factory Write down the script to welcome a group of visitors 

visiting your factory and describe the process of making 

the company products. 

 

4.1.2 Step 2: Select a design and resources 

As stated in Chapter 3, reading comprehension problems can occur when the 

material is too difficult. One way to find out what level of material students can read 

is to use the readability formula.  Moreover, there are hyperlink to many other texts 

with various levels of difficulty and length. To control the level of difficulty of the 

reading texts from online resources is not an easy job to do, but the readability 

formula can be used as a primary screening method to select reading materials that 

are not too difficult for students in order to prevent them from the overwhelmed 

feelings or frustration when they encounter many difficult texts. 

With regard to the level of difficulty of the reading passages, in this study 

text readability was identified by means of Flesch-Kincaid Reading Ease. It is 

convenient to use the online readability calculator retrieved from 

http://www.onlineutility.org/english/readability_test_and_improve.jsp  

Along with the use of the readability estimate, the researcher asked two 

English teachers to recheck the level of the text difficulty. A few resource links in 

the first module were suggested to be skipped as they might be too difficult for the 

students.  
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4.1.3 Step 3: Describe how learners will be evaluated 

In this step, the researcher designed the evaluation page in the form of 

rubrics. This is to identify the criteria learners should meet when they self-evaluate 

their assigned task. 

4.1.4 Step 4: Design the process 

The process section usually explains the role of students and how the task 

can be accomplished step by step. In this part, it includes the resource links from the 

Internet and scaffolds. The Internet links were pre-selected not only for students to 

read and gather relevant information for the assigned task, but also for students to 

practice grammatical features necessary for each module. The participants can also 

practice these linguistic exercises at their own pace at home. 

In this study, the researcher finds that the inclusion of language-focus 

instruction is a must. The crucial role of this explicit instruction is to provide 

linguistic help and a number of necessary learning strategies for the students to use 

in the learning process. In this step, the handouts for language presentation and 

practice were provided in order to prepare them in the reading and writing activities. 

The first type of handout used in the pre-reading phase of every module is in 

the checklist. It was designed to activate students’ background knowledge and pre-

teach vocabulary and grammar structures necessary for the information gathering 

stage. 

Other handouts included comprehension questions for the ‘while reading’ 

stage, the writing template for the writing stage, and a self-editing checklist for the 

writing process.  

4.1.5 Step 5: Complete the module 

This step deals with the completion of the WebQuest modules. It was done 

by compiling all the information prepared in the template step by step, starting with 

the introduction part, task, process, evaluation, and conclusion. After that, more 

animated pictures were added to make it interesting for learners.  

After finishing the development of WebQuest units, the lesson plans were 

written to specify the steps in implementing the WebQuest modules in the 

experiment. The next part is about how the researcher developed the lesson plans. 
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4.2 The design of the instructional plan for the WEbQuest modules 

Since the WebQuests were originally designed to teach content subject areas, 

when the WebQuest is used in language learning, especially in second or foreign 

language instruction, it can be a barrier and may cause frustration or discouragement 

for students (Perez Torres, 2006). Therefore, when implementing the WebQuest 

lessons of this study, the teaching plans were designed to provide clear steps of 

reading and writing instruction, as shown in Table 4.3. 

 

Table 4.3: A summary of implementation processes of the WebQuest modules 

Parts of the 

WebQuest 

 

Steps of teaching Purposes Teaching & 

learning 

Procedure 

INTRODUCTION 
(to gain students’ 

attention and 

introduce the topic) 

• to introduce the 

activity 

• to activate 

students’ 

background 

knowledge 

• to pre-teach 

vocabulary 

• to pre-teach 

grammar structures 

 

1. T. asks questions 

from the 

Introduction 

2. Ss respond and 

express ideas and 

share prior 

knowledge 

3. T. tests Ss’ 

background 

knowledge with a 

checklist of 

questions and 

presents  vocabulary 

& grammar structure 

4. Ss discuss and 

respond 

TASK 

(to be doable and 

interesting) 

Pre-reading phase 
 

• to set the purposes 

for reading 

• to assign student’ 

role 

1. T. explains the 

objective of the task 

2. T gives lists of 

questions as 

guidelines for 

gathering 

information for the 

task 

3. Ss assume their 

roles 

PROCESS 
(to provide step-by-

step instructions, 

resources and 

guidance for students 

in order to complete 

the task) 

Reading phase • to provide reading 

practice and 

feedback 

opportunities for 

students 

1. Ss read the texts 

from Internet 

resources & gather 

important 

information based on 

the questions 

2. T. monitors and 

gives help as Ss need 
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Post-reading phase/ 

Pre-writing phase 

Writing phase 

(Planning, drafting, 

revising, editing) 

 

• to check reading 

comprehension and 

skill mastery 

• to discuss 

difficulties & 

problems students 

encountered while 

reading 

• to help student 

compile and analyze 

the information 

• to prepare the 

language needed for 

writing 

1. T checks Ss’ 

comprehension & 

gives feedback 

2. Ss share answer to 

the class & how to 

overcome problems 

they encounter while 

reading 

3. T models 

compiling and 

analyzing 

information 

4. T present writing 

model & ask Ss to 

identify theses 

statement and 

supporting details 

5. Ss find answers 

and put them in the 

outline form 

6. Ss practice write 

the gathered info. in 

their words 

Writing phase 
(Planning, drafting, 

revising, and 

editing) 

 

• to complete the 

task 

 

 

 

1.Ss plan their task, 

write a first draft, 

revise, and edit the 

work. 

2. T monitors and 

give assistance when 

Ss need 

EVALUATION 
(to provide rubrics 

on how the task will 

be evaluated) 

Post-writing phase 

 

• to evaluate the task 

• to give feedback 

and suggestions on 

students’ tasks 

 

1. Ss present their 

work to the class 

2. Ss give their peers 

feedback through the 

use of rubrics 

CONCLUSION 
(to bring closure to 

the activity or extend 

the gained 

knowledge to other 

domains) 

 • to draw a 

conclusion from the 

task 

• to provide 

connections to other 

subject areas or 

events to promote 

retention and 

transfer of 

knowledge 

 

1. T leads Ss to 

discuss for 

conclusion of the 

activity 

2. Ss express their 

thoughts 

 

 

 



 

95 

 

 

Research question 2: What is the effect of the integration of WebQuest modules 

on the students’ reading ability, and what is the effect size? 

 

4.3 Findings of Students’ Reading Improvement 

Participants were pre- and post-tested for their reading ability in terms of 

reading comprehension. The rater gave one mark for each correct multiple-choice 

item and the scores obtained were calculated with the SPSS program.  

Hypothesis 1 was tested by performing a paired samples t-test and the results from 

the t-test are presented in Table 4.4 

 

Table 4.4: Comparison of reading pretest and posttest scores using paired 

samples t-test and effect size (Hedges’g) 

 

Reading 

Test 

Mean n S.D. Std. Error 

Mean 

t-test Sig. 

(one-

tailed) 

g 

Pre-test 

Post-test 

12.00 

16.52 

40 

40 

3.55 

4.05 

0.562 

0.641 

3.99 0.001 1.19 

*p<0.05 

 

From Table 4.4, the mean score of the reading pre-test was 12.00 and that of 

the post-test was 16.52. The standard deviations of the pre- and post-test were 3.55 

and 4.05 respectively. The results indicated that participants in the study had higher 

scores in their reading comprehension post-test. The t-test analysis showed that there 

was a statistically significant difference between the reading pre-test and post-test at 

the level of .05.  It was evident that the students’ reading improved significantly 

with the effect size at 1.19, which is considered a large effect. 

To gain further insight, effect sizes can be calculated to more precisely 

compare the differences between mean scores. The Hedges’g was used to calculate 

the effect size as this study used a single-group research design. An effect size of .20 

is considered small, >.50 medium, and > .80 large (Cohen, 1988). The calculated g’s 

value was compared to the d’s value of Cohen’s d, and then the criteria were used to 

interpret how large the effect size was. 
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According to the data presented in Table 4.4, the effect size was quite large 

(g = 1.19 which equaled to d = 1.23) meaning that there was a positive effect on the 

improvement of students’ reading performance after the implementation of the 

WebQuest modules. In other words there was significant improvement of the 

students’ reading performances after the intervention. Thus, the first hypothesis of 

the study was accepted. 

 

Research question 3: What is the effect of the integration of WebQuest modules 

on the students’ writing ability, and what is the effect size? 

 

4.4 Findings of Students’ Writing Improvement 

 The students’ writing improvement was determined by the gained scores 

from the writing achievement pre-test and post-test. Paired sample t-test was used to 

analyze the difference between the writing pre- and post-test scores. The value of the 

effect size was calculated. Hedge’s effect size measure was employed. The results 

from the t-test are presented in Table 4.5. 

 

Table 4.5: Comparison of writing pretest and posttest scores using paired 

samples t-test and effect size (Hedges’g) 

 

Writing 

Test 

Mean n S.D. Std. Error 

Mean 

t Sig. 

(one-

tailed) 

g 

Pre-test 

Post-test 

5.63 

12.20 

40 

40 

2.42 

3.52 

0.382 

0.557 

8.18 .001 2.17 

  *p<0.05 

 

Table 4.5 shows that the mean score of the writing post-test was higher than 

that of the pre-test, at 12.20 and 5.63, respectively. The result of the t-test was 

significantly different at the level of 0.05.  It was found that the results showed a 

positive effect on students’ writing performance as the participants improved their 

writing performance after the implementation of WebQuest modules. Further 
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calculation of the effect size to estimate the practicality significance of the results 

also indicated that the size of the experiment effect was rather large (g = 2.17 which 

equaled to d = 2.30). This showed that the treatment was truly useful for the 

enhancement of the students’ writing ability. The second hypothesis was, therefore, 

accepted. 

 

Research question 4: What is the effect of the integration of WebQuest modules 

on the students’ learning engagement? 

 

4.5 Findings of Students’ Learning Engagement 

Another dependent variable in this study was student engagement in the 

learning process when the WebQuest modules were used in the classroom. The 

purpose was to determine whether the use of WebQuests affected students’ learning 

engagement.  Put another way, the research aimed to determine if students’ learning 

engagement in the learning process increased after using WebQuest activities in the 

instruction for one semester. The participants’ learning engagement was examined in 

three dimensions of behavioral, affective, and cognitive aspects.  

A Self-reported questionnaire was employed to obtain the data regarding 

behavioral, affective, and cognitive engagement. The same questionnaire was 

administered to the participants twice: at the beginning and end of the semester, in 

order to elicit information about their level of engagement before and after the 

instructional process. The three types of engagement were measured as students 

responded to the survey questions arranged on a four-point rating scale for 

behavioral engagement and a five point rating scale for affective and cognitive 

engagement.  

   

4.5.1 Findings of Students’ Behavioral Engagement 

With regard to the behavioral engagement questionnaire, the participants 

were asked to rate the frequency of their behaviors during the learning process. In 

this questionnaire, there were three main groups of items. The first part consisting of 

items 1-2 were to indicate students’ behavioral engagement in their class attendance, 

the second (items 3-9) to indicate their participation in whole class activities, and the 

last one (items 10-15) to rate their contribution to group work. The participants were 
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asked to rate their level of behavioral engagement in a four-point rating scale 

questionnaire.  A response of 4 indicated that the student performed that behavior 

“very often,” 3 signified “often,” 2 for “sometimes,” and 1 meant “never.” The 

results of student behavioral engagement during the implementation of the 

WebQuest modules were analyzed using percentage, mean, standard deviations and 

C.V. (coefficient of variation) are presented in Table 4.6 (items 1-8) and Table 4.7 

(items 9-15). 

 

Table 4.6: Students’ behavioral engagement (items 1-8)  

 

Items 1-8 
4 

 

3 2 1 Χ  S.D. C.V. 

1. I come to class.                97.5% 2.5% - - 3.98 0.16 4.02% 

2.  I come to class on 

time. 

80% 20% - - 3.8 0.41 10.78% 

3.  I ask the teacher 

questions. 

72.5% 12.5% 15% - 3.58 0.75 20.94% 

4.  I ask my classmates 

questions. 

85% 15% - - 3.85 .36 9.35% 

5.  I answer questions that 

the teacher asks.  

97.5% 2.5% - - 3.98 .16 4.0% 

6.  I answer questions that 

my classmates ask. 

67.5% 32.5% - - 3.68 .48 13.0% 

7.  I listen actively to the 

teacher. 

90% 10% - - 3.90 .47 20.43% 

8.  I listen actively to my 

classmates.  

50% 50% - - 3.50 .50 14.28% 

 

According to Table 4.6, almost all of the participants (97.5%) attended the 

class regularly, and most of them came to class on time (80%). The data on items 3-

8 seemed to suggest that the students’ involvement in the whole class activities was 

quite high. This was indicated by the high frequency of students’ asking and 

answering questions in WebQuest class participation; that is, all of the students 

reported that they “very often” and “often” asked questions and answered questions 

in class. In addition, the participants rated themselves as learners who actively 

listened to their teachers at a high level of frequency, and to their peers at a moderate 

level.  
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Table 4.7: Students’ behavioral engagement (items 9-15) 

Items 9-15 
4 

 

3 2 1 Χ  S.D. C.V. 

9.   I offer my opinions 

and ideas. 

47.5% 52.5% - - 3.48 0.50 14.3% 

10. I prepare the 

information needed for 

the group. 

32.5% 67.5% - - 3.32 0.47 14.15% 

11.  I make comments. 17.5% 55% 25% 2.5% 2.88 0.72 25% 

12. I respond to things 

someone else says. 

15% 45% 37.5% 2.5% 2.73 0.75 27.47% 

13. I ask questions 

when doing group 

work. 

40% 57.5% 2.5% - 3.38 0.54 15.97% 

14. I clarify things 

someone else says. 

12.5% 5.0% 82.5% - 2.30 0.69 30% 

15. I present the group 

task to the class. 

15% 2.5% 27.5% 55% 1.76 1.07 60.79% 

 

In terms of student engagement in group activities (Items 9-15), the students 

rated themselves as highly engaged when they were doing group work. It was 

evident that 100% of them contributed to group work by frequently offering their 

opinions (47.5% rated very often and 52.5 rated often), and by preparing 

information needed for the group (32.5% rated very often and 67.5 rated often). 

When looking at the mean scores, it was interesting to note that the data showed a 

high level of frequency for items 9-10, meaning that most students seemed to be 

highly engaged in group tasks by helping prepare information needed (Χ  = 3.32) 

and offering opinions (Χ  = 3.48), whereas the low level of frequency was found in 

items 11 and 14 which were about making comments (Χ  = 2.88) and clarifying 

things someone else says (Χ  = 2.30).    

The coefficient of variations provided more evidence that the majority of the 

subjects performed many aspects of behavioral engagement more or less the same 

(ranging at about 15%), while the remaining aspects showed the percentage of score 

dispersion ranged from 25 to 30, which was not very wide. Except for the last aspect 

concerning group task presentation, the results showed a high percentage of CV 

(60.79%) meaning that the students’ responses varied considerably. This may be due 

to the fact that the more able students were more likely chosen to be the presenters. 
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To conclude, most of the students reported high level of  their behavioral 

engagement when studying with the WebQuest modules. The attended class 

regularly, listened to what the teacher taught attentively, asked and answered 

questions relating to the lessons more often. More importantly, they indicated that 

they contributed to the group activities. 

 

4.5.2 Findings of Students’ Affective Engagement 

             The affective engagement of the participants was examined in order to 

obtain the data on how they felt about their class (items 1-4), the teacher (items 5-8), 

group members (items 9-12 ), and the WebQuest activities (items 13-20). The level 

of the students’ agreement was rated employing a five-point Likert scale where 5 

meant strongly agree, 4 meant agree, 3 meant neutral/moderate, 2 meant disagree 

and 1 meant strongly disagree. The analysis of the data was based on these certain 

ranges of intensity, i.e. 1.00-1.50 for the lowest degree, 1.51-2.50 for low degree, 

2.51-3.50 for a moderate degree, 3.51-4.50 for a high degree, and 4.51-5.00 for the 

highest degree. Such ranges were used to explain the level of agreement (from the 

least to the most) with each of the statements regarding affective engagement. The 

following are the data obtained from the self-rating engagement questionnaire on 

affective engagement using percentage, mean, standard deviations and C.V. 

(coefficient of variation).  

 

Table 4.8: Students’ affective engagement (items 1-4) 

Items 5 4 3 2 1 Χ  S.D. C.V. 

1. I like being in class. 37.5% 62.5% - - - 4.38 0.49 11.18% 

2. I feel happy in class. 37.5% 62.5% - - - 4.38 0.49 11.18% 

3. I have fun in class. 32.5% 67.5% - - - 4.33 0.47 10.85% 

4. My classroom is a safe and 

supportive place to be. 

32.5% 67.5% - - - 4.33 0.47 10.85% 

 

As displayed in Table 4.8, it was found that 62.5% of the students strongly 

agreed and 37.5% agreed that they liked being in class and felt happy. Also 67.5% 

of the students strongly agreed and 32.5% agreed that they had fun in class and their 
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class was a safe and supportive place to be. Every item shown in this table was rated 

above 4.30. This signifies that, overall, the participants had positive attitudes toward 

their class. The coefficient of variations (C.V.) provided more evidence that the 

majority of subjects performed the student affective engagement concerning the 

aspect of the WebQuest classroom more or less the same (ranging at about 11%), 

meaning that the students’ responses only slightly varied. 

 

Table 4.9: Students’ affective engagement (items 5-8) 

Items 5 4 3 2 1 Χ  S.D. C.V. 

5. My teacher is friendly. 80% 20% - - - 4.35 0.47 10.80% 

6. My teacher is supportive and 

helpful. 

60% 40% - - - 4.80 0.41 2.0% 

7. My teacher always gives 

useful advice and feedback. 

60% 40% - - - 4.60 0.50 10.86% 

8. My teacher knows the subject 

matter well. 

57.5% 42.5% - - - 4.60 0.50 10.86% 

 

Table 4.9 presents the data on student affective engagement in terms of the 

participants’ views toward their teacher. All of the participants showed their 

agreement in that the teacher was friendly (80% rated strongly agree, 20% rated 

agree)  and  knew the subject matter well ( 57.5% rated strongly agree, 42.5% rated 

agree). Sixty percent of them strongly agreed that the teacher was supportive and 

40% agreed that she always gave useful advice and feedback. Every item shown in 

this table was rated above 4.30. This signifies that, overall, the participants had 

positive attitudes toward their teacher. The low percent of CV (CV<11%) for each 

of the items represented consistency of the students’ opinions meaning that the 

students’ responses slightly varied.  
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Table 4.10: Students’ affective engagement (items 9-12) 

Items 5 4 3 2 1 Χ  S.D. C.V. 

9. My group members are 

friendly. 

92.5% 7.5% - - - 4.58 0.50 10.91% 

10. My group members are 

collaborative. 

- 85% 10% 5% - 4.64 0.40 8.62% 

11. My group members are 

helpful. 

10% 82.5% 5% 2.5% - 4.93 0.27 5.47% 

12. I like working with 

teammates. 

7.5% 85% 5% 2.5% - 3.80 0.51 13.42% 

 

When looking at the students’ views toward their team mates in the post-test 

results, the data from Table 4.11 showed that more than 80% of the participants 

agreed that their group members were friendly, collaborative, and helpful. The 

majority of them enjoyed working with classmates (75% strongly agreed and 7.5% 

agreed). Most of the items shown in this table were rated above 4.00, except the last 

one (Χ= 3.80). This signifies that, overall, the participants had positive attitudes 

toward their group members. 

These results were supported by the data obtained from the teacher’s logs. 

For example, she noted that  

• “The students looked happy when they were working with their 

friends in groups.” (Student# 1) 

• “I felt that today every group worked attentively. Most students 

helped find information and discussed.” (Student# 2) 

• “Many students asked me when they had difficulties in 

understanding the texts in the first module. Today I saw the team 

helped explain to each other. Still they needed me to confirm their 

understanding whether it was correct.” (Student# 3) 

However, it can be noticed that negative opinions were also found. There 

were some students who disagreed that their group members were collaborative and 

helpful.  Similarly, there were some of them who disagreed that they liked working 

with their classmates.  
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Based on the data from the teacher’s logs, the teacher also noticed that some 

students showed their unpleasant feelings by complaining that their friends were not 

responsible for the tasks. Some mentioned clearly that they preferred learning from 

the teacher. Examples are as follows: “Anucha told me today he was not happy 

working in group because he thought his friends always talked and laughed, not 

seriously working on the task. He felt they were not responsible. He asked me to skip 

group work and let me do all the teaching.” 

 

Table 4.11: Students’ affective engagement (items 13-20) 

 

Items 

 

5 

 

4 

 

3 

 

2 

 

1 

 

Χ  

 

S.D. 

 

C.V. 

13. I feel excited by 

the task. 

- 12.5% 82.5% 5% - 4.08 .42 10.29% 

14. I am interested in 

the task. 

10% 85% 10% - - 4.05 .39 9..62% 

15. I enjoy 

participating in group 

activities in class. 

10% 90% - - - 4.10 0.30 7..31% 

16.I like gathering 

information from the 

Internet to do class 

activities. 

87.5% 12.5% - - - 4..86 .34 6..99% 

17. I like class 

activity that provides 

rubrics for self 

evaluation. 

5% 80% 12.5% 2.5% - 3.88 .52 13..40% 

18. I want to learn 

more about the topic. 

10% 80% 10% - - 4.0 .45 11.25% 

19. I enjoy applying 

what I’ve learned in 

class to other real 

world problems. 

10% 90% - - - 4.10 .30 7..31% 

20. I find problem-

solving tasks helpful. 

17.5% 82.5% - - - 4.18 .39 9..33% 

 

When asked how they felt about the class activities, the majority of the 

students agreed that the task was interesting and they felt excited by the task. All 40 

students (100%) either strongly agreed or agreed that they liked gathering 

information from the Internet, found problem-solving tasks helpful, and enjoyed 

applying what they had learned to other real world problems. As for the use of 
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rubrics in WebQuests, most of the students revealed that they liked class activities 

that provided rubrics for self-evaluation. However, there were 15% of them who 

showed their disagreement when asked if they liked it. 

It can be seen that most of the items shown in this table were rated above 4.0, 

except the item concerning the use of rubrics (Χ  = 3.88). This signifies that, overall, 

the participants had positive attitudes toward the class activities. However, some 

disagreement were found in some aspects. 

The two sides of the students’ views on the use of rubrics in class activities 

were also reflected during the interview session. Those who perceived the usefulness 

of rubrics stated, for example, that:  

• “I liked using rubrics because they helped me know what I should do 

in my writing.” (Student# 1) 

• “The rubrics helped us edit our writing task. I always check for the 

main idea and supporting details. Then my friends and I checked 

grammar and spellings.” (Student# 2) 

• “It was difficult at the first time to make use of rubrics. But when we 

got used to it we found it’s very useful. I think I like it.” (Student# 3) 

• “At first, I really had no idea how to use the rubrics. After I practiced 

using them, I think the rubrics are useful.”  (Student# 4) 

 

As for those who felt uncomfortable with the use of rubrics, they expressed 

their negative comments like  

• “When we self-evaluated our writing work, we were not sure whether 

we did it correctly or not. I thought I preferred the teacher to give us 

direct feedback.” (Student# 1) 

            In conclusion, the findings revealed that the majority of the participants had 

positive attitudes toward their class, teacher, group members, and class activities.  

However, some uncomfortable feelings on the use of rubrics were also found as the 

students preferred the teacher to be the one who gave feedback to them. Overall, 

based on such findings, it could be concluded that the participants seemed to have 

positive feelings towards the implementation of the WebQuest modules. 
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4.5.3 Findings of Students’ Cognitive Engagement 

The cognitive engagement of the participants was investigated in order to 

obtain the data on how they were cognitively engaged during the WebQuest 

instructional processes in three aspects: surface strategies, deep strategies, and self-

reliance.  The data were obtained through the participants’ use of the strategies on 

memorization (items 1-3), language practice (items 4-5), text comprehension (items 

6-8), organizing and summarizing what is learned (items 9-10), connecting new 

knowledge with past learning (items 11-13), and reliance (items 14-17).  

The level of the students’ use of these cognitive strategies was rated 

employing a five-point Likert scale where 5 meant “all of the time,” 4 meant “most 

of the time,” 3 meant “some of the time,” 2 means “seldom,” and 1 meant “never.” 

The analysis of the data was based on these certain ranges of intensity, i.e. 1.00-1.50 

for the lowest degree, 1.51-2.50 for a low degree, 2.51-3.50 for a moderate degree, 

3.51-4.50 for a high degree, and 4.51-5.00 for the highest degree. Such ranges were 

used to explain the level of agreement (from the least to the most) with each of the 

statement regarding cognitive engagement. The followings are the data obtained 

from the self-rating engagement questionnaire on cognitive engagement using 

percentage, mean, standard deviations and C.V. (coefficient of variation).  

 

Table 4.12: Students’ cognitive engagement in terms of memorization during 

the implementation of the WebQuest modules analyzed using percentage, 

mean, standard deviations, and C.V. (coefficient of  variation)  

 

Items 

 

5 

 

4 

 

3 

 

2 

 

1 
x    

S.D. 

 

C.V. 

Memorization 

1.  I memorized the 

content of the lesson. 

2.5% 85% 12.5% - - 3.90 0.38 9.74% 

2.  I memorized the 

language focus of the 

unit. 

2.5% 72.5% 25% - - 3.78 0.48 12.69% 

3. I remembered what I 

read from the Internet 

while gathering 

information. 

- 70 30 - - 3.70 0.46 12.43% 

 

 Based on the above table, regarding memorization, the data indicated 

that most of the students rated themselves as those who used this strategy frequently 
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in their learning. The low percent of C.V. (C.V. <13%) for each of the items 

represented consistency of the students’ opinions meaning that the students’ 

response only slightly varied.  

 

Table 4.13: Students’ cognitive engagement in terms of practicing  

 

Items 

 

5 

 

4 

 

3 

 

2 

 

1 
x    

S.D. 

 

C.V. 

Practicing 

4.  I did grammar exercises 

before class. 

- 45% 55% - - 3.45% .50 14.49% 

5.  I studied at home even 

when I didn’t have a test. 

27.5 45 27.5 - - 4.00 .75 18.75% 

 

As for the language practice (items 4-5), the students rated their learning 

effort regarding language practice as more frequently than in the pre-test.  It can be 

seen from the data that the participants were also exposed to language practice 

outside the classrooms. That is, many of them occasionally practiced grammar 

before class, and there were more than 50% of the students who frequently studied at 

home even when they did not have a test. 

 

Table 4.14: Students’ cognitive engagement in terms of understanding the texts 

 

Items 

 

5 

 

4 

 

3 

 

2 

 

1 
x    

S.D. 

 

C.V. 

Understanding the 

texts 

6.  I underlined major 

points in the readings. 

5% 40% 50% 5% - 3.45 .68 19.71% 

7.  I used a dictionary to 

look up the proper 

meaning of words. 

17.5% 82.5% - - - 4.18 .39 8.12% 

8.  When I don’t know a 

word, I guess from the 

context. 

17.5% 82.5% - - - 4.18 .39 9.33% 

  

When trying to comprehend the reading texts in the WebQuest lessons (items 

6-8), Table 4.13 showed that 17.5% of the students revealed that they guessed the 

meaning of unknown words from the context all the time, and 82.5% did this “most 

of the time, meaning that the participants did try this strategy when they encountered  
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difficult or unknown vocabulary.  The data also showed that 100% of the students 

used the dictionary to look up the proper meaning of words (17.5% rated ‘all the 

time’ and 82.5% rated to most of the time’). In terms of underlining major points in 

the reading, the mean ( x  ) was 3.45, indicating that the students employed this 

strategy at a moderate level of frequency. 

 

Table 4.15: Students’ cognitive engagement in terms of organizing and 

summarizing what is learned 

 

Items 

 

5 

 

4 

 

3 

 

2 

 

1 
x    

S.D. 

 

C.V. 

Organizing and 

Summarizing what is 

learned 

9. When I read, I asked 

myself questions to 

make sure I understood 

what it is about. 

- - 37.5% 52.5% 10% 2.26 .64 28.31% 

10.  I summarized major 

points and information 

in my readings or notes. 

- - 22.5% 65% 12.5% 2.10 .59 7.89% 

 

In the process of data gathering, the students needed to find relevant 

information to accomplish the assigned task. Items 9-10 were intended to ask the 

students to report how they organized and summarized what was learned. The 

results showed that the means of both the pre-test and post-test were very low 

(maximum = 2.10). This may be interpreted that these strategies were hardly used by 

most of the students when dealing with what was read. It was found that there were 

some students who neither asked questions to make sure they understood the 

reading, nor summarized major points and information in their readings or notes, but 

these students constituted the minority in class. 
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Table 4.16: Students’ cognitive engagement in terms of connecting new     

knowledge with past learning 

 

Items 

 

5 

 

4 

 

3 

 

2 

 

1 

 

x   

 

S.D. 

 

C.V. 

Connecting new 

knowledge with past 

learning 

11. I always connect what 

I read with what I’ve 

already known. 

- 12.5% 87.5% - - 3.13 0.34 10.86% 

12. I read extra materials 

to learn more about things 

that I’ve learned in class. 

- 15% 80% 5% - 3.10 0.44 14.19% 

13.  I referred to a book or 

resource about style of 

writing, grammar, etc. 

 

55% 40% 5% - - 4.50 0.59 13.11% 

 

Based on the constructivist view of learning, students were encouraged to 

construct their own knowledge by connecting the new information with their prior 

knowledge, items 11-13 required the participants to reveal whether they were 

cognitively engaged in the learning process in this way. The results indicated that 

the highest mean (X = 4.10) was found in item 13 (“I referred to the book and 

resources about style of writing or grammar,” etc.) meaning that they tried to relate 

what they had already learned with what they wanted to understand or express in 

their writing. It was found that 100% of the participants did additional reading on 

the topics that were introduced and discussed in class (12.5% rated ‘most of the 

time’ and 87.5% rated ‘some of the time’), whereas the data from the pre-test 

showed that 32.5% of them rated that they never connect what they read with what 

they had already known. . Also, almost all of them (95%) read extra materials from 

what they had learned (15% rated ‘most of the time’ and 80% rated ‘some of the 

time’) whereas the data from the pre-test showed that only 32.5% of them rated that 

they never read extra materials to learn more about things that they had learned in 

class. 
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Table 4.17: Students’ cognitive engagement in terms of relying on classmates 

and relying on teacher 

 

Items 

 

5 

 

4 

 

3 

 

2 

 

1 
x    

S.D. 

 

C.V. 

Relying on 

classmates 

14.  I asked my 

friends what I 

what I wanted to 

learn/know more. 

2.5% 72.5% 25% - - 3.78 0.48 12.69% 

15.  I asked my 

friends the things I 

didn’t understand. 

 

2.5% 72.5% 25% - - 3.78 0.48 10.58% 

Relying on 

teacher 

16. I asked the 

teacher what I 

wanted to learn 

more. 

- 10% 47.5% 32.5% 10% 2.58 0.81 31.39% 

17.  I asked the 

teacher the things 

I didn’t 

understand. 

10% 87.5% - - 2.5% 4.03 0.58 14.39% 

 

Items 14-17 were used to identify the students’ cognitive engagement 

regarding independent learning by means of rating the level of their reliance on their 

teacher and peers during the instructional process. The findings from the pretest and 

posttest revealed that the overall students relied on their teacher more than their 

peers. The data from the logs also found that when students encountered any 

difficulties or problems, they always raised their hands and asked for help from the 

teacher.  

Apart from the self-rating questionnaire, the qualitative data concerning 

student cognitive engagement were also obtained from a semi-structured interview. 

The students’ responses revealed some factors that increased the level of students’ 

engagement in the learning process. 

The first factor dealt with the use of computer technology. Most of the 

students felt that studying with the Internet-based lessons was more interesting than 

the traditional classroom. For example, the students said that  
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• “Reading from the Internet is interesting. Studying from the textbook 

is Boring.” (Student# 1) 

• “At present, we should use computers in classrooms in every subject. 

(Student# 2) 

• “It’s necessary for us to use the Internet to support our study in all  

aspects.” (Student# 3) 

• “I enjoy searching for information on the Internet.” (Student# 4) 

 

Second, students stated that they actively participated in class activities due 

to the teacher’s supportive role. Most of the students said that the teacher was 

friendly and supportive. When they encountered difficulties or problems, they could 

immediately ask for assistance from the teacher. It was obviously seen from what 

the students commented:  

• “The teacher taught us with patience and encouraged us to learn step 

by step”. (Student# 1) 

• “The teacher never scolded at students when we couldn’t answer her 

questions.” (Student# 2) 

• “Normally, I was very quiet in class. Now I asked more questions 

about what I didn’t understand because the teacher was very kind.” 

(Student# 3) 

• “When I couldn’t do the task, the teacher taught me how to find 

relevant information and how to connect my ideas with those 

supporting data.” The teacher was always supportive. (Student# 4) 

  

Third, students stated that the increase in their confidence affected their 

increased engagement. For example they said that  

• “The WebQuest activities helped me gained more confidence in 

reading English texts from the Internet. I felt more confident to read 

for gathering more information,” (Student# 1) 

• “In the second task, I could write a paragraph in English. It made me 

feel confident I could improve my English. When I got home, I 
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practiced more grammar exercises. I want to improve my English 

writing ability.” (Student# 2) 

 

In addition, students agreed that they engaged more when they worked in 

groups. They also agreed that they made contribution for the task accomplishment 

because they had good relationship among group members and liked working in 

groups. For example, they stated that  

• “In most classes, the teachers give lecture and I just listen to what 

they teach and seldom ask questions. When I do WebQuest task in 

groups, I ask the teacher questions more often and I have to discuss 

and share ideas. Sometimes I teach my friend how to find the 

information,” (Student# 1) 

• “I felt good that my friend accepted my ideas. I often prepared 

information before class so that I would come up with useful ideas for 

our group, (Student# 2) 

• “My teammates were very helpful. They helped explain what I didn’t 

understand,” (Student# 3) 

• “For me, it’s difficult to write in English individually. In groups, we 

can help each other find the right words, forming sentences and  

paragraphs.”   (Student# 4) 

 

In addition to the positive opinions on cooperative learning, students 

commented that the WebQuest tasks were interesting and related to real world tasks 

. Some students expressed their views on the tasks as follows:  

• “To me, the task was relevant and interesting. If the class was 

boring, I wouldn’t attend the class,” (Student# 1) 

• “I thought that the tasks that required gathering information on the  

Internet were like real world tasks. I preferred this type of task,  

(Student# 2) 

• “The task made me feel like solving a real problem for real situation. 

I enjoy sharing my ideas.” (Student# 3) 
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In conclusion, from the data analysis already mentioned, it was evident that 

the students were highly engaged in all aspects of the engagement during the 

WebQuest instructional process. Therefore, the hypothesis was accepted as the 

implementation of the WebQuest modules had a positive effect on all three aspects 

of student learning engagement:  behavioral, affective, and cognitive engagement.  

 

Research question 5: What are the students’ perceptions of the implementation 

of the WebQuest modules? 

 

4.6 Findings of students’ perceptions of the implementation of the WebQuest 

modules 

 Students’ perceptions of the implementation of WebQuest modules were 

determined by the qualitative data obtained from the students’ learning logs. The 

students were asked to keep their logs after studying with each WebQuest module. 

They gave their comments on the usefulness, the problems or difficulties and their 

preferences of the instructional modules. In their logs, they were asked to record 

their opinions on three main aspects: the usefulness of the WebQuest activities, the 

level of difficulty of the tasks, and their preference in studying with these 

WebQuests. The guided questions were provided for the students so that the 

required data for the study would be obtained. Therefore, the information from the 

students’ learning logs was presented in three main categories accordingly. They are 

as follows: 

 

4.6.1 Findings concerning students’ perceptions of the usefulness of the 

WebQuest modules 

The data on students’ perceptions of the WebQuest modules were collected 

in their logs written after finishing each WebQuest lesson. The participants 

perceived WebQuests as useful lessons for a number of respects. They reported the 

usefulness of the WebQuests as follows: 
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1. Providing students with opportunity to learn more vocabulary and 

gain more content knowledge 

Most of the students’ first concern is that they had learned a lot new 

vocabulary from the lessons and they found it useful in learning English and  

WebQuest modules provided them this opportunity. For example,  

• “One student stated that “WebQuests have interesting reading 

activities. [They] are useful because I learned a lot of new 

vocabulary from what I’ve read.” (Student # 1)  

• “Another supported that “In studying with WebQuest, I gained 

more knowledge.” (Student # 2) 

• “Another student supported her claim that “I learned more 

vocabulary.” (Student # 3) 

• “The forth student said that “I gained more knowledge on global 

warming. All of us should know about this serious problem.” 

(Student # 4) 

• “ The other said, “I gained new knowledge from reading. And I 

read more at home to find more information.” (Student # 5) 

 

2. Providing students with opportunity to practice reading and writing 

In terms of reading, many students’ opinions revealed the usefulness 

of WebQuests was to provide them opportunity to practice a lot of reading 

through the information gathering process. Most students stated that they 

were never exposed to as many authentic texts as in the WebQuests.  

• “WebQuest lessons make me read a lot. It’s useful for me to 

practice more reading.” (Student # 1)  

• “I had a chance to practice reading English texts from the 

Internet. It’s a useful lesson.” (Student # 2) 

• “There are a variety of reading resource links for us to 

practice reading.” (Student # 3) 
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Concerning practice in writing, many students revealed the 

WebQuest modules were useful in providing them opportunity to practice 

writing skill through the writing task process.  

• “My teacher usually gave us writing assignment as 

homework. We didn’t have chance to practice writing in 

class. In Webquest lessons, we have chance to practice 

writing, revising the first draft and practice editing our 

work.” (Student # 1)  

• “We focus on the content when we write the first draft, so our 

grammar is awful. Then we practice revising our work.” 

(Student # 2) 

• “I can practice planning my writing, drafting and revising my 

written work in class.” (student # 3) 

 

3. Assisting students to learn how to work in groups 

According to many students’ opinions, the WebQuest modules were 

useful because they helped provide opportunity for students to work in 

groups. They revealed that they felt more comfortable when working in 

groups and they could also help each other learn the lessons and overcome 

difficulties in learning. For example, they stated that  

• “WebQuests let us to help each other in group work, we feel 

relaxed when we worked with friends.”  (Student # 1) 

• “When we have problems, our group help find solutions”  

• “I’m happy to work with my friends”  (Student # 2) 

• “I like group work. It makes me feel safe.” (Student # 3) 

• “I feel more comfortable when working with my friends as a 

group.” (Student # 4) 

• “We help each other get the information, brainstorm for the ideas 

to get the writing task done. We learn from each other.” (Student 

# 5) 
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Besides, students pointed out that WebQuests also assisted them to 

learn how to work in groups. They realized that this skill may be useful for 

their future career.  

• “I found that WebQuest helps me learn how to divide 

responsibility to each member, accept others’ opinions, and give 

reasons for accepting or rejecting people’s opinions.”       

(Student # 1) 

• “I learned to listen to others’ opinions and accepted with 

reasons.” (Student # 2) 

• “It’s not easy to deal with the situations when a lot of different 

ideas pooled out in the group. We learn little by little because we 

know that we may have to work cooperatively in our future 

career.” (Student # 3) 

 

4. Improving the students’ reading and writing abilities  

The students express their views on the usefulness of the WebQuest 

modules in that the lessons helped improve their reading and writing. The 

students thought that  their reading improved after they had a chance to 

practice through the WebQuest lessons. Some stated that they could 

understand the reading texts more than they could before. Others said they 

could guess the meaning of the unknown words from the context as well as 

finding the main idea of the paragraph. They said, for example, that  

• “Reading English texts from the Internet increase my vocabulary 

and content knowledge.” (Student # 1) 

• “Believe it or not I can remember a lot of vocabulary on global 

warming.” WebQuest lessons are useful.” (Student # 2) 

• “I learn how to read for relevant information; it’s no need to 

read every single word in order to get the gist.” (Student # 3) 

 

Concerning writing improvement, many students felt proud of 

themselves that they could write in paragraphs after studying with 

WebQuests. They thought they could do the writing exam with more 

confidence. They said, for example, that  
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• “I learned how to find relevant information and how to connect 

my ideas with those supporting data. I think my writing 

improved.”  (Student # 1) 

• “I know how to start the paragraph with the main idea and 

followed by supporting details.”  (Student # 2) 

• “My writing performance is better than at the beginning of the 

course.” (Student # 3) 

 

5. Assisting students to gain more self confidence 

The students also expressed their views that WebQuest was useful in 

assisting them to gain more confidence to read and write in English. They 

felt that the learning process they were engaged in taught them to know how 

to learn: how to read to gather relevant information, as well as how to 

analyze the information and plan for the writing task.  

• “The teacher taught us by modeling the writing process, I could 

follow these steps when I performed my task.”  (Student # 1) 

•  “The WebQuest activities help me gained more confidence in 

reading English texts from the Internet. I felt more confident to 

read for gathering more information.”  (Student # 2) 

• “I felt more confidence to read English texts.” (Student # 3)  

 

However, there were some students who were not familiar with the 

new teaching style and showed less satisfaction of this kind of activity. For 

those who found that WebQuests were less useful, they generally 

emphasized their worry about not having enough knowledge and practice to 

prepare themselves for the final exam. One student mentioned about the 

unfamiliarity of the WebQuest lessons since he got used to the traditional 

learning environment where the lectures was common. He said, “It’s a little 

bit difficult for me to adjust to the new teaching style and learning process. 

I’m not used to reading the text on my own. The teacher always helps 

translate the text for me,” The support could be found in another student’s 

explanation that, “I still had a hard time understanding the reading texts. 
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They are too difficult for me. Normally, the teacher helps translate the 

reading for us.” 

 

6. Creating good classroom atmosphere 

The students also mentioned the learning atmosphere in their 

classroom that the WebQuest lessons could create. Most students wanted to 

attend the class where they had fun in a relaxing and enjoyable learning 

atmosphere. They stated that they learned better in this kind of learning 

environment. They noted that  

• “WebQuest helps make our class more enjoyable.” (Student # 

1) 

• “I felt happy when learning with WebQuests. The class was 

relaxing.” (Student # 2) 

• “I have fun working with my friends in class”. (Student #3 ) 

 

7. Gaining problem-solving skills 

The students noted that the WebQuest activities helped them gain 

problem-solving skills. For example, one of them said, “Solving problem in 

WebQuest was like solving problems in real life. I learned how to gather 

relevant information, analyze it for my final solution.” Another student 

supported that “I learn to solve problems in the task step by step. It’s very 

useful”, and the other said “I think I learned problem-solving skills when we 

help each other to do the task.”  

However, there were some students who were not familiar with the 

new teaching style and showed less satisfaction with this kind of activity. For 

those who found that WebQuests were less useful, they generally 

emphasized their worry about not having enough knowledge and practice to 

prepare themselves for the final exam. One student mentioned about the 

unfamiliarity of the WebQuest lessons since he got used to the traditional 

learning environment where lecture was the main method of teaching as 

could be seen in the following sentences: 
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• “It’s a little bit difficult for me to adjust to the new teaching style 

and learning process. I’m not used to reading the text on my own. 

The teacher always helps translate the text for me.” (Student # 1 ) 

• “I still had a hard time understanding the reading texts. They are 

too difficult for me. Normally, the teacher helps translate the 

reading for us.” (Student #  2) 

• “The class was fun but I worried about the faculty final exam. If 

too many activities, there will be not enough practicing on 

necessary grammar points.” (Student # 3 ) 

• “I want the teacher explain the lesson. This will be more useful.” 

(Student # 4 ) 

 

In conclusion, based on the data obtained from the students’ logs, the 

participants had positive perceptions of the implementation of the WebQuest 

modules. They perceived the WebQuest modules as useful lessons for them in terms 

of building up their vocabulary, helping them gain more knowledge, providing them 

opportunities to practice reading and writing,  assisting them to improve their 

reading and writing abilities, helping them to gain more  

self-confidence, creating a good learning atmosphere, and providing opportunities 

for developing problem-solving skills. However, some students found WebQuests 

less useful because of their reliance on the teacher and their unfamiliarity of the new 

style of teaching and learning. 

 

4.6.2 Findings concerning students’ perceptions of the level of difficulty 

the WebQuest modules  

 The students were asked to specify the difficulties and problems they 

encountered during studying with the WebQuest modules and how they overcame 

them. The main problems noted by most of the students included the time 

constraints, overwhelming information, and  overwhelming new vocabulary. Only a 

few stated that they had problems concerning difficult writing tasks, dislike of group 

work, and technical problems. 
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1. The time constraints 

This problem was noted by most of the students, especially after 

studying the first WebQuest modules. For example, they wrote  

• “Not enough time for me to finish all the reading.” (Student # 1) 

• “Not enough time for my group to find the answers from the 

reading texts.” (Student # 2 ) 

• “I want more time.” (Student # 3 ) 

• “I can’t finish writing within the class time.” (Student #  4) 

• “If I had more time, I would be able to find all the answers.” 

(Student # 5 ) 

 

Most of the students overcame this problem by talking to the teacher to ask 

for the reduction of the reading texts so that they would have more time to 

find all the information needed and do all the tasks.  

 

2. Overwheming new vocabulary 

The students revealed that they encountered the problems of too 

many new vocabulary words in the reading texts. Some students solved this 

problem by using a dictionary. Others decided to ask their teacher to give the 

meaning of the word. The students wrote, for example, 

• “I couldn’t understand the reading because I found too many new 

vocabulary words.” (Student # 1 ) 

• “Too many difficult words for me. I was tired of opening the 

dictionary.” (Student # 2 ) 

• “I found a lot of unknown words. I use the online dictionary to 

help me.” (Student #  3) 

• “I asked the teacher the meaning of unknown words.” (Student # 

4 ) 
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3. Technical problems 

Another major problem mentioned by most of the students concerned 

technical problems such as slow connection to the websites and the expired 

links. The students stated their problems as follows:  

• “The university Internet had a slow speed. Often, we had to wait 

for a long time.” (Student # 1 ) 

• “I could not find the links. So I search “Google” for information 

of the same topic but it took time.” (Student #  2) 

• “Can the teacher let us search for the resource links before 

class?” (Student #  3) 

  

4.6.3 Findings concerning students’ preference of the WebQuest 

modules 

Based on the data from the students’ logs, when asked about their 

preferences of the WebQuest module, the majority of the participants indicated that 

they enjoyed studying with WebQuests in the following aspects: using the Internet, 

searching information from online resources, doing group work activities, and doing 

real life tasks.  For example, the students stated that  

• “I like group work. It makes me feel safe.” (Student # 1 ) 

• “I prefer this type of activity than studying from the textbooks 

page by page.” (Student #  2) 

• “I like reading from the Internet. Textbooks are boring.” (Student 

# 3 ) 

• “I like WebQuest activities because they help me improve my 

English reading. “I like WebQuest activities because they help me 

improve my English writing.” (Student # 4 ) 

•  “I enjoy gathering information from the Internet. It’s realistic.” 

(Student #  5) 

• “I enjoy WebQuests and I feel more confidence when reading and 

writing in English.” (Student #  6) 
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• “I like learning with WebQuests because they helped create 

challenging and interesting classroom atmosphere.”(Student #  7) 

 

However, negative feedback was also found from the logs. It is found that 

some students may have negative attitudes toward group work activities. Two 

students stated that they did not like working in groups.  

One of them mentioned that “I did not like working in groups because my 

teammates did not pay attention to the assigned work.” In addition, another two 

students (5%) wrote that “I preferred learning from the teacher.” 

 Overall, the majority of the students showed positive perceptions of the 

WebQuest lessons. The aspects of WebQuests that the students liked included 

interesting and meaningful tasks, group activities, reading from the Internet, and 

challenging classroom atmosphere. However, some negative feedback was also 

found regarding their dissatisfaction of group work participation and their preference 

on learning with the teacher only. 

 

4.6.4 Findings concerning students’ perceptions of the WebQuest 

modules  

In the interview, students were asked to answer questions concerning their 

perceptions of the teaching modules in two aspects: what they liked and disliked 

most about the WebQuests. The answers were similar to what they wrote in their 

logs. Most of them liked studying with WebQuests because they liked the use of the 

Internet, group activities, meaningful tasks, a relaxing learning atmosphere, and 

supportive teaching.  

Regarding what they disliked about the WebQuests, only a few students 

mentioned about their preference of the traditional style of teaching and learning 

where the teacher is the one who transmit the knowledge to students. One student 

said that “I dislike reading parts. I could not understand the texts from the Internet 

because most of them were too difficult.”  

However, many students found that difficult tasks are challenging and they 

were willing to help each other to accomplish the task. They felt a sense of success. 

One of them explained that: 
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“When I first look at the task, I felt that it’s too difficult. But when I follow 

the steps of the teacher, the first checklists gave me ideas what it is all about 

we are going to study. The sub-task is step-by-step lead us to the assigned 

final task. It’s amazing that when it comes to the writing task, we have 

enough information, we could think of how to present our new idea, we know 

how to organize our idea into a well-presented paragraph. From piece by 

piece, we produce something amazing. I like it.” (Student # 1) 

In conclusion, the data obtained from the students’ learning logs regarding 

the usefulness of the lessons can be classified into three major aspects. As for 

cognitive aspect of instruction, they perceived the WebQuest implementation as 

useful in enhancing their reading skill. Also, the participants thought that the 

intervention could help improve their writing performance. With regard to the 

affective domain, the students perceived the new learning environment with 

WebQuest activities could motivate them to learn and engage more in the learning 

process. Finally, they revealed that they preferred this kind of activities when they 

had chances to be exposed to the Internet resources and the tasks are interesting and 

purposeful. 

It is found that these findings support the hypothesis that the students had 

favorable perceptions of the instructional modules with regard to the usefulness, 

level of difficulty, and their preference for WebQuest. 

 

Summary 

This chapter presents the findings according to five research questions: (1) 

How can WebQuest modules be developed?, (2) What is the effect of the 

implementation of WebQuest modules on the students’ reading ability?, (3) What is 

the effect of the implementation of WebQuest modules on the students’ writing 

ability?, (4) What is the effect of the implementation of WebQuest modules on the 

students’ learning engagement?, and (5) What are the students’ perceptions of the 

implementation of WebQuest modules?  

The development of the WebQuest modules was carried out by following the 

WebQuest framework whose main principles are based on the constructivism theory  
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of learning. The approaches in reading and writing instruction was molded into the 

critical elements of the WebQuest modules specifically designed for teaching in an 

EFL classroom to meet the objectives of the English course. The teaching steps were 

adapted from the instructional plan proposed by Stoller (2002). 

With regard to the examination of reading and writing test results, it was 

found that the implementation of WebQuest modules was effective to enhance the 

students’ reading and writing abilities. 

The findings from the investigation of student engagement indicated that the 

WebQuest modules could promote student engagement in all three aspects: 

behavioral, affective, and cognitive engagement. 

The results concerning the students’ perceptions of the WebQuest modules 

revealed that the majority of the students perceived the usefulness of the WebQuest 

lessons and they had positive attitudes towards the WebQuests implementation.  

 



 

CHAPTER V 

SUMMARY, DISCUSSION, IMPLICATIONS AND 

RECOMMAENDATIONS 

 

5.1 Introduction 

This chapter begins with a summary of the present study followed by the 

discussions of the research findings. Next, some implications are suggested, and the 

limitations of the study are stated. Finally, some recommendations for further study 

are proposed. 

 

5.2 Summary of the study 

The purpose of this study is to develop the WebQuest Modules to promote 

students’ English reading and writing abilities of engineering students taking a 

Technical English course in an attempt to integrate technology into EFL instruction 

to improve language learning as well as to transform traditional teacher-centered 

classroom practice into cooperative learner-centered environment.    

The WebQuest modules were developed based on the predetermined 

objectives of the Technical English course with a focus on essential academic 

reading and writing skills. Three experts were invited to validate and evaluate the 

modules and lesson plans, as well as the reading and writing test. After that, the 

WebQuest modules, lesson plans, and the reading and writing test were revised  and 

improved according to the experts’ comments and suggestions. Later on, two 

WebQuest modules were piloted with a class of 28 engineering students during a 

summer session. These students were similar to the participants in the main study in 

their characteristics. During a six-week pilot study, the students were introduced to 

the WebQuest activities and two selected WebQuest modules were implemented. 

The students were asked to write learning logs to give feedback on how they 

perceived the usefulness, difficulties as well as their preferences of WebQuest 

lessons. The student engagement questionnaire was administered after the 

WebQuest implementation.  Finally, some of the participants were randomly 

selected for a semi-structured interview to gather more in-depth qualitative data. The 

information gained from the pilot study was used to adjust the lessons and research 

instruments as appropriate. 
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After the pilot study, the experiment for the main study was conducted with 

an intact class of 40 Engineering students enrolled in an EFL reading and writing 

course at Rajamangala University of Technology Pra Nakhon (RMUTP). The 

effectiveness of the WebQuest modules in enhancing English reading and writing 

achievement, students’ learning engagement, and their perceptions of these modules 

were investigated both quantitatively and qualitatively. The investigation process 

and the instruments used were summarized in Table 5.1 below: 

 

Table 5.1: The summary of the investigation process and the instruments used 

 

The investigation process The instruments used Types of the gathered data 

Before the WebQuest 

implementation 

1. The reading and writing 

test (pretest) 

Quantitative data 

2. Students’ logs Qualitative data During the WebQuest 

implementation 3. Teacher’s diary Qualitative data 

4. The reading and writing 

test (posttest) 

Quantitative data 

5. The  student engagement  

questionnaire 

Quantitative and 

qualitative data 

After the WebQuest 

implementation 

6. Semi-structured interview 

with the participants 

Qualitative data 

 

 

5.3 Summary of Research Findings 

 The research was conducted to investigate the effectiveness of the WebQuest 

modules to enhance the students’ reading and writing abilities. The effect of the 

WebQuest modules on student engagement during the instructional process was also 

explored. In addition, the students’ perceptions of the implementation of the 

WebQuest modules were examined. The summary of findings is presented 

according to the above mentioned investigation. 
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5.3.1 The effect of the WebQuest modules in enhancing reading and 

writing abilities 

To determine the effectiveness of the WebQuest modules in enhancing 

reading ability, the mean scores of the reading pretest and posttest were compared. 

The findings showed that there was statistically significant difference between the 

reading pretest and posttest mean scores at the level of .05. As for the enhancement 

of writing ability, it was found that there was a positive effect of WebQuest on 

students’ writing performance as the participants improved their writing 

performance significantly after the implementation of WebQuest modules. The 

results of the study indicated that the implementation of WebQuest modules is 

significantly effective in enhancing the students’ reading and writing abilities. 

 

5.3.2 The effect of the WebQuest modules in enhancing student 

engagement 

The research findings also indicated that Web-based learning activities could 

make students more engaged in the learning process. The effort to create changes in 

terms of student active participation was successful when students became more 

behaviorally, affectively, and cognitively engaged during the instructional process. 

Overall, it was found that the implementation of WebQuest modules had a positive 

effect on student learning engagement in all three aspects: behavioral, affective, and 

cognitive engagement.  

 

5.3.3 Students’ perceptions of the implementation of the WebQuest 

modules 

With regard to the investigation on the students’ perceptions of the 

WebQuest activities, the findings from the students’ logs and interviews showed that 

most of the students had positive perceptions and attitudes towards the 

implementation of the WebQuest modules. Students’ feedback found in the 

students’ logs was generally very positive with a majority of the participants 

believing that WebQuest activities were a useful resource for exposing to real 

reading experience and the purposeful writing tasks. The participants revealed that 

the use of WebQuest modules could bring about the improvement of their own 

reading and writing abilities and the increase in student engagement in the learning 
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process. There was also a strong evidence showing that the students preferred 

studying with this Web-based instructional modules. 

  

5.4 Discussion of Research Findings 

 This part discusses some distinguishing features based on the findings of the 

study in the previous chapter. The discussion can be divided into four major aspects: 

the effectiveness of the WebQuest modules in enhancing students’ reading ability, 

the effectiveness of the WebQuest modules in enhancing students’ writing ability, 

the effectiveness of the WebQuest modules in enhancing student engagement, and 

students’ perceptions of the implementation of the WebQuest modules.   

5.4.1 The effect of the WebQuest implementation in enhancing students’ 

reading ability  

 It could be claimed from the findings that the use of the WebQuest modules 

effectively enhances students’ reading ability as the participants increased their 

reading performance significantly after the exposure to the treatment. The 

enhancement of students’ reading ability could be due the following factors.  

First, the knowledge of vocabulary and content that the students gained from 

the WebQuest lessons may have affected the improvement of students’ reading 

comprehension ability. Based on the findings, the students mentioned clearly in their 

logs about the usefulness of the WebQuest modules in providing them opportunities 

to learn new vocabulary and content knowledge when they were exposed to a lot of 

reading materials. This is supported by the view of Nation (2002: 267) in that 

“reading has long been seen as a major source of vocabulary growth.” Moreover, 

both L1 and ESL/EFL research studies have provided evidence showing the 

possibility of incidental vocabulary learning through repeated exposure (Pigada & 

Schmitt, 2006).  

 In order for L2 learners to read well, they must have an adequately sized 

vocabulary and must be able to recognize the words in that vocabulary quickly and 

accurately.   When working the WebQuests, the students had opportunity to explore 

many of the reading texts of the same topics from the Internet. They were exposed to 

content vocabulary several times and they learned them and also used them in their 
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writing tasks. Thus, from the students’ perspectives, teaching English reading 

through WebQuests can help students learn more vocabulary, and this might also 

affect their reading comprehension ability to a certain extent.  

Apart from the vocabulary knowledge gain, the students noted that they also 

learned more content knowledge which could assist their reading comprehension. 

Many researchers agree that background knowledge plays an important role in 

reading comprehension (Grabe & Stoller, 2002).  Difficulties in reading may arise 

when readers do not have adequate background knowledge information. The 

participants found that being exposed to a lot of reading materials from the Internet 

was a good opportunity for them to gain more content knowledge. They said that it 

was more difficult at the beginning but when they had more background knowledge, 

reading comprehension seemed to be easier for them.  

According to Carrell & Grabe (2002: 245), “appropriate background 

knowledge about the topic being read helps learners understand the reading better. It 

is an important element in reading comprehension, but only one of many.” 

Therefore, one of many possible factors that contribute to the improvement in 

students’ reading comprehension ability in this study may have been due to the 

increase in their vocabulary and background knowledge.  

Second, as reflected through the students’ logs, the WebQuest lessons 

provided them with opportunities to practice a lot of reading while they were 

gathering information needed to complete the tasks. It cannot be denied that practice 

is necessary for improvement in any learning, not excluding reading.  According to 

Eskey (1986: 21, cited in Ranandya & Jacobs, 2002: 300), “people learn to read, and 

to read better, by reading.” The more chance of reading practice the students have, 

the more chance of reading improvement they are likely to get. 

When performing a WebQuest task, the students needed to read several texts 

aiming at gather a lot of information. They were required to read as they needed 

information for writing. Some students did not realize, from the beginning of the 

course, that they were practicing English reading. Not until after studying the third 

WebQuest module, they did reveal that they thought WebQuest was useful as it 

provided them opportunities to practice a lot of reading.  For this reason, this factor 

might have possibly contributed to the students’ reading improvement.  
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Third, sufficient scaffolding has been provided for the students. Scaffolding 

is an important element of WebQuest strategy. As such, sufficient support provided 

can be an important issue for explaining the significant results of reading ability 

improvement. Theoretically, the design of scaffolding is at the heart of the 

WebQuest model (March, 2004).  It can be noted that when reading the authentic 

texts from the Internet, students always found it very difficult to cope with. 

Although the World Wide Web provides the opportunity for language learners to 

access authentic materials in the target language, this very authenticity can be 

problematic due to the level of the language they encounter or the genre with which 

they are unfamiliar (Murray, 2005). Unlike textbook materials, authentic texts that 

students read from the Internet cannot be simplified to suit the students’ proficiency 

level. In doing WebQuest, the students have to deal with a lot of authentic materials 

that can be overwhelming and discouraging for them. Therefore, scaffolding is 

needed to help students overcome such difficulties.   

The significant role of scaffolding in enhancing reading was supported by 

the research findings of Tsai (2006). Most of the students were able to comprehend 

the authentic texts due to the inclusion of abundant and firm scaffoldings which 

were provided to support them in the implementation of the task. The students also 

found that the prepared scaffoldings were very useful and could help them improve 

their reading and writing performance. Without such guidance, they might have been 

discouraged when they had encountered difficult texts. 

It can be seen that different students needed different levels of support during 

the learning process. Some needed the teacher to help them find the meaning of 

difficult words; others wanted the teacher to explain to them how to link two ideas 

together. Some of them needed help in the process of editing the group tasks. The 

concept of scaffolding in WebQuest offers opportunities to the teacher to provide 

assistance based on the students’ immediate needs or at the time they were 

confronting the difficulties. As soon as they could solve the problems, they were 

likely to move on to another step of learning. It is interesting to note that WebQuest 

activities might be suitable for teaching mixed-ability classes. With the teacher’s 

scaffolding through the role of a facilitator, students could make progress in their 

learning to their appropriate level. 
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5.4.2 The effect of the WebQuest implementation in enhancing students’ 

writing ability 

As for the enhancement of writing ability, it was found that there was a 

positive effect on students’ writing performance as the participants improved their 

writing performance significantly after the implementation of WebQuest modules. 

The following discussion concerns with what might contribute to this finding. 

In this study, the instruction based on the integration of the WebQuest 

strategy emphasized the process of writing. Every single step in the WebQuest 

lessons lead the students to the whole writing process: planning (gathering and 

analyzing information), drafting, revising, and editing. The writing task was aimed 

at setting the goal of the lesson. To complete the task, the first step was to read to 

gather relevant data. The students got the needed information as well as a set of 

content vocabulary. Vocabulary knowledge plays an important role not only in 

reading, but in writing as well. Leeds (2003) states that lack of vocabulary can be the 

main cause of the interruption of the writing process. This stage of instruction, 

therefore, helped prepare students with both vocabulary and necessary information 

for writing.  

After gathering information from the Internet, with the meaningful purpose 

in mind, the students moved on to the next step of analyzing the data they gathered 

and putting together their ideas to form the first draft of the writing product. Then 

they learned how to revise and edit their work. Through these steps of teaching and 

learning the writing process, students learned how to write a well-organized 

paragraph with fewer grammatical errors. 

During the process of writing, self-editing was one factor that assisted 

students to write better. This is because many participants stated in their logs that the 

self-editing stage was very useful in terms of paragraph organization, use of 

vocabulary, sentence structures and grammatical correctness. In this rewrite process, 

students would see their strengths and weaknesses of their writing as well as would 

make themselves aware of the elements that constitute a good essay (Leeds, 2002). 

It can be seen that studying with WebQuest lessons assisted students to 

experience the whole process of writing and at the end of the course they felt that  
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their writing performance improved. Evidently, many students revealed in their logs 

that WebQuest helped them improve their writing. Now they know how to plan for 

the writing, make an outline, write a first draft, and revise and edit their work.  

Writing skill is not easy to master. Normally, students found that EFL 

writing was the most difficult and having to take the writing exam was very scary.  

Some may even not be able to produce a single correct sentence in their exam paper. 

The students often said that they actually had some idea to write but the problem 

was that they lacked vocabulary knowledge and they did not know how to express it 

correctly and appropriate in English.  

Within the short period of time during the experiment, it was rewarding 

when seeing the students put their effort in their writing task, or when hearing that 

they were proud that they could write a paragraph as they thought they never could 

be able to. Moreover, they felt more confident when taking a writing exam, as they 

reflected their views in their logs that they did not have to hand in a blank paper any 

more, but they could write in English now. In addition, based on the data obtained 

from the teacher’s diary, a lot of “cut and paste” was found in their work in the first 

lesson. The teacher paid more attention to this issue by providing more practice on 

paraphrasing what the students had got from the information gathering stage. This is 

to train them on how to make references and do citations.  

To conclude, it seems that WebQuest lessons can be one effective way to 

help students improve their writing ability. The students revealed in their logs that 

the WebQuest modules were useful and they helped them improve their reading and 

writing abilities. The findings could be due to the fact that the WebQuest tasks could 

be designed to integrate writing with reading. To complete the task, the students had 

to gather the needed information from the Internet. They had a chance to practice 

reading by being exposed to a lot of reading texts and they also gained content 

vocabulary ready for the writing tasks. With the teacher’ assistance, this process of 

learning could effectively enlarge the amount of vocabulary in the process of 

reading and provide ideas and background knowledge for writing. After the students 

had sufficient information, they learned how to plan their writing, how to use the 

gathered information to support their ideas, how to write the first draft, and how to 

come up with the revised and edited version with appropriate coherence in their 

writing.  
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Throughout the whole teaching and learning procedures repeated every 

module lesson, the participants in this study gradually felt more confidence in 

reading and writing in English and shared similar perceptions of the reading and 

writing improvement. 

 

5.4.3 The promotion of student engagement 

Based on the research findings, it is evident that Web-based learning 

activities in the present study could make students more engaged in the learning 

process. It illustrates that the implementation of the WebQuest modules is effective 

in enhancing student engagement behaviorally, affectively, and cognitively. The 

students were highly engaged in the process of learning may be due to several 

factors.  

First, the use of computer technology evidently increased the students’ 

engagement. Most of the students felt that studying with the Internet-based lessons 

was more interesting than studying from the textbooks page by page. Kearsley & 

Shneiderman (1999) state that technology can provide learning environment that 

enhances engagement. This view is supported by a study of Farmer-Dougan & 

McKinney (2001) revealing that the use of computer impacts student engagement. 

Evidently, students who are reported as having high engagement are more likely to 

enroll in courses that require the use of computers either in or out of class. 

 Second, cooperative learning activities could affect students’ active 

participation in the learning process. When working with friends in groups, the 

participants revealed that they felt more confident in answering the teacher’s 

questions. Their teammates who were more able could support them and they would 

not have to deal with the embarrassment or the feeling of loosing face when they 

answered the questions incorrectly. According to Jacobs & Hall (2002: 53), when 

students work in a mixed-ability group, the advantages are “to promote peer 

tutoring, help to break down barriers among different types of students, and 

encourage on-task behavior.”  

 Third, peer relationship is an important factor for student engagement. Based 

on the data obtained from the questionnaire, the participants had positive attitudes 

toward their peers. Evidently, most of the students enjoyed working with their group 

members. They perceived their friends as cooperative, friendly, and supportive. 
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They also felt comfortable in groups, they had good relationship with friends, and 

they helped each other do the tasks. This finding is supported by Farmer-Dougan & 

McKinney (2001) who found that there was a strong relationship between student 

engagement and the ability to deal with other students; students who reported a 

higher ability to deal with peers tended to be highly engaged.  

 Fourth, the students’ positive view of their teacher might be one supporting 

factor for the students’ active involvement in the learning process. Findings from the 

questionnaires indicated that the participants had positive attitudes towards their 

teacher. They rated strongly agreed or agreed that their teacher was friendly and 

supportive. The data from students’ logs also provided similar feedback as they said, 

for example,  

• “The teacher always helps us when we had problems.”  (Student #1) 

• “I think the teacher is very kind; she never called me “stupid” when I 

answered the questions incorrectly.” (Student # 2)  

• “I liked when the teacher joined our group as if she is one of our 

member.” (Student # 3) 

 

5.4.4 Difficulties of the use of WebQuest activities 

               Although in general the students had revealed positive perceptions of the 

implemented WebQuest lessons, some aspects of the teaching procedures towards 

which they expressed complaints could not be ignored. Most negative responses 

were concerning the time constraints. The students remarked that the time provided 

for them to complete the reading and writing tasks was insufficient. Some of the 

students felt discouraged when they encountered this situation. To maximize the 

benefits of the implementation of WebQuest, the teaching procedures should be 

carefully planned, and the workload of class activities should be made appropriate 

within the designated class time.  

             Students’ negative attitudes towards cooperative learning are another major 

concern. There were some students who expressed their negative feelings while 

performing group tasks. Such negative perceptions might prevent them from 

learning. Since WebQuest activities are cooperative in nature (March, 2002), and 

require students to work cooperatively in groups, teachers who desire to employ 
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WebQuests in their classrooms should find ways to help these students feel more 

comfortable when working with their peers.  

  

5.4.5 Conclusion 

To conclude, the effectiveness of the WebQuest modules was reflected by 

the findings from students’ reading and writing improvement, results from the 

investigation of student engagement, and findings from students’ perceptions of the 

WebQuest lessons. The justification for the effectiveness of the WebQuests ranged 

from the arrangement of teaching procedures, activities for learning support, the 

relationship between students and the teacher, and the relationship among peers. 

 

5.5 Implications 

Based on the findings of the study, it can be concluded that the 

implementation of the WebQuest modules was effective in enhancing the students’ 

English reading and writing abilities as well as promoting students’ learning 

engagement and positive perceptions of the WebQuest instruction. The followings 

are the implications of the study mainly obtained from research findings, students’ 

reflection, and classroom observation. Some suggestions are also made for those 

who would like to employ WebQuest in English reading and writing instruction. 

The implications of this study point to the importance of the use of computer 

and technology in education including in language learning. There is no chance that 

technology will stop their roles in all aspects of our life. For this reason, the 

educational plan may not be able to ignore the computer use. According to the 

present study, WebQuests can be one promising alternative for EFL teachers 

because it has been proved that they can be used successfully in one EFL context.  

Despite the growing trend of Web-based instruction, the integration of 

technology in EFL classrooms is still a new phenomenon in many educational 

contexts. It is hoped that the research findings may encourage EFL instructors to 

adopt positive features of Web-based learning into their current educational 

practices and be able to come up with the sound pedagogy in order to aid their 

students’ learning in the rapidly changing world. 
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5.5.1 Time given for the activity is critical. 

 The issue of time is found critical when implementing WebQuest lessons. 

Based on the findings of the study, the benefits of the instructional modules 

regarding the enhancement of students’ reading improvement came from the 

exposure to the reading practice. In a WebQuest class, teaching students to read 

authentic materials and to write is time consuming. A number of research studies on 

WebQuests are also concerned with the issue of insufficient time for doing class 

activities For example, a study of Davis (2003) has revealed that the participants of 

the study felt overwhelmed with the reading texts and they could not finish the task 

within the time given and this could lead to a lot of frustration. He suggests that the 

teacher might consider reduce the number of web resources; or let the students print 

out the reading materials and spend some time reading them before coming to class.  

From this study, it was fortunate that many students willingly spent a lot of 

time outside class to prepare their reading, but this might not often occurred in a 

class with low motivated learners. Therefore, teachers who use WebQuest lessons 

should be well-prepared to balance the time available and the design activities. 

Teachers need to be sensitive to their students’ feelings. If they are motivated to 

learn, teachers can prepare something for them to read at home so that they bring 

some information with them when they come to class.  

Noom-ura (2008) asserts, in an EFL situation, time allocation for English 

learning may need reconsideration if students are expected to reach a high level of 

proficiency. However, the possibility for providing more class time in a Thai 

educational context might be very slim. Therefore, it might be a better idea to 

balance designed activities with the time available.  

    5.5.2 Authentic reading texts from the Internet can be employed with a 

class of students with different levels of English language proficiency. 

 Based on the research findings, the participants encountered with too many 

difficult lexical items and too many reading texts for them to manage. It is true that 

too many resources can discourage students, especially those who are less able. Too 

many resources can overwhelm them because they have never been exposed to a lot 

of reading materials like this before.  Some never try them at all because it takes 
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time for them to read. Others lose their enthusiasm for the activities. In this study, 

when the teacher pointed out that they did not have to read all texts in order to gather 

the needed information, and that they could be selective as there were several 

readings with different levels of difficulty, the students felt happier because they 

were more confident that they could finish the reading texts to find the information 

needed for the task within the class time. It can be seen that the data from students’ 

logs revealed that fewer students complained about insufficient time for reading at 

the end of the course.  Additionally, some students told the teacher that they had 

explored more web links and they found that there were some links with the same 

topics or contents that they could understand. This encouraged them to read 

additional texts.  

It can be seen that authentic reading texts from the Internet can serve a 

variety of students’ needs and levels of proficiency. Not only did less able students 

gain the benefits of selecting easy texts to read, but more able students are also 

challenged to read longer and more difficult and complicated texts. This can be done 

by setting one or two difficult questions for students to read for comprehension.  

In conclusion, because students in one class usually have a range of skills 

and language proficiency, teachers are often concerned with how to select 

appropriate reading materials for students. Providing a wide variety of reading texts 

with different difficulty levels can serve all students.  

5.5.3 WebQuests can be employed to promote students’ learning 

engagement.  

In doing WebQuest tasks, students need to help each other to perform the 

task. Student interaction is embedded through the group dynamic. Instead of being 

passive listeners in traditional classroom, cooperative learning environment places 

the students into a situation where interaction is needed. Based on the results of the 

study, the students enjoyed doing class activities with their group members. They 

asked questions to the teacher and their peers more often during the class activities. 

The finding was supported by the positive effect of cooperative learning on students’ 

active involvement in the process of learning which was found in a study of 

Kwangsawad (2005). He reports that cooperative learning encouraged his students 
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to become more responsible and more actively involved in the learning process. The 

majority of students seemed to be more satisfied with their new roles of active 

learners, and they liked this friendly and cooperative learning atmosphere. In 

addition, cooperative learning could also lower the students’ anxiety in the way that 

it allowed the teacher to use various forms of assessment instead of using only tests. 

With regard to the potential of cooperative learning in WebQuests, it could be seen 

that such active learning environment could lead to students’ active participation in 

the learning process. 

 

5.5.4 Student motivation to learn has an important role in student 

learning engagement.   

“When students are motivated to learn they not only put in more effort, but 

their minds are more alert and ready to make connections” (March, 2002: 3).One of 

the promising advantages of WebQuest is that it promotes learners’ motivation. 

Students are more likely to be motivated when they are exposed to real resources 

and real world tasks. In this study, there are many things in WebQuests that help 

increase students’ motivation to learn: the use of technology (Murray, 2005), 

cooperative learning, and authentic tasks (March, 2002). It is necessary to motivate 

the students at the very beginning of the instruction. When they are motivated, they 

are willing to participate in class activities and more likely to put more effort in 

every steps of the instructional process. 

Research has indicated that motivation is closely related to student 

engagement. According to Cunningham & Cunningham (2002: 89), “engaged 

learners” can be defined as those who “work in motivated way; that is, they employ 

whatever skills and strategies they have with effort, persistence, and an expectation 

of success.”  These motivated learners are likely to develop self-confidence, try new 

strategies when they experience failure or difficulty, and come to see the activity as 

pleasurable.   
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5.5.5 Teacher’s supportive role and peer relationship are important for 

student learning and their engagement.  

Many Thai students have negative perceptions of the teacher’s role as an 

untouchable person. Some of them never asked questions due to the fear of loosing 

face. This can cause passive learning behaviors or learning resistance. In WebQuest 

classes, the teacher acted as a facilitator in the learning process and the central idea 

of WebQuest was scaffolding. The teacher provided assistance as she monitored the 

group activity and encouraged students to give a try on reading and writing 

strategies. Based on the findings of the study, students felt confident when learning 

because the teacher helped them when they had problems, and they become more 

engaged as they felt that the teacher was very friendly and supportive. It could be 

seen that the teacher’s supports had significant effects on students’ learning. Based 

on Vygotsky’s view, the role of teachers in learning is to guide their students to pay 

attention to and concentrate on what they are learning. Through teacher’s guidance 

students can go beyond their actual capacity (Sutherland, 1992). 

In classrooms, teachers are central to student engagement in learning. 

Research findings have shown that students respond more positively when classes 

are taught by teachers who care about them, respect them, do not put them down, are 

fair and supportive, have fun with them, and do not give up on them. Teacher 

responsiveness has been found to have a significant effect on Australian primary and 

secondary students’ attitudes toward to school (emotional engagement), 

attentiveness (behavioral and cognitive engagement) and, through these, on 

achievement (Hill, et al., 1996). 

Additionally, peer relationship is also important for student engagement. 

Students are more likely to contribute to the group tasks because they have good 

relationships with their friends. An exploratory investigation on student engagement 

at Illinois State University carried out by Farmer-Dougan & McKinney (2001) has 

revealed that peer relationship was one important variable that affected the level of 

student engagement.  The data showed that students who reported a higher ability to 

deal with other students also tended to be highly engaged, whereas those who had 

difficulties getting along with peers in small group work or during class discussion 

were less likely to be engaged. The researchers concluded that skills to create 
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positive peer relationship may directly impact the degree to which students are 

engaged in their learning process. 

 

5.6 Recommendations for Further Studies 

Web-based English as a foreign language teaching is still a new phenomenon 

in some education area in Thailand. The literature review supports the assertion that 

the Web-based Instruction is a growing trend. This study used WebQuest modules 

as an example to examine the effectiveness of the implementation of Web-based 

instruction in a context of foreign language teaching and learning. 

The collected data provided a lot of useful information to evaluate the 

WebQuest value to enhance English language reading and writing skills as well as 

increase student engagement to create more active learning environment. It is 

helpful to be able to improve the students’ reading and writing abilities through the 

implementation of the WebQuest lessons. This may encourage those who want to try 

on an efficient supplement of the traditional classroom teaching. It makes the 

teaching interesting and motivating for the students, for example. The followings are 

some recommendations for further research studies. 

1. This research study used a one-group, pre-test post-test design. This 

design is considered a weak design for experimental research. Consequently, the 

findings might not be generalizable to the population. It is recommended that similar 

studies should be conducted with a true experimental research design with a control 

group and an experimental group as well as random assignment so that the research 

could provide stronger empirical evidence on the effectiveness of the 

implementation of WebQuest lessons to improve EFL reading and writing 

achievement. 

2. With regard to data collection, those who would like to replicate this 

research study might take the following issues into consideration. First, instead of 

using the same pre- and post-test, an equivalent form of the test could be employed 

in order to avoid the practice effects. Second, a delayed post-test is recommended 

for investigating the effectiveness of the treatment on students’ English reading and 

writing abilities overtime and their knowledge retention.  

3. It was found that WebQuest is an approach that can take full advantages 

out of the Internet resources. In the framework of WebQuest, resource links were 
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used to gather information in order to be employed in completing the task. When 

students were exposed to these real or authentic reading resources, they were 

simultaneously exposed to a large amount of vocabulary knowledge, content 

background, and a wide variety of samples for well-organized writing compositions. 

4. Apart from the wealth of reading resources, the Internet could also provide  

rich resources for English listening and speaking practice. As a result, WebQuest 

might be advantageous to enhance these two language skills as well. It is interesting 

to conduct research in order to determine if and how WebQuests can be used to 

improve English listening and speaking skills or what is the effective way to 

combine the WebQuests or other web-based activities into the classroom practice in 

order to develop listening and speaking skills of other EFL students. 
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Appendix A 

Sample of WebQuest Modules (Part 1) 

 

 

Module 1: Global Warming! 

(Cause/Effect) 

 
 

Introduction | Task | Process | Resources | Evaluation | Conclusion | 

 

 

Introduction: 

 

Have you ever heard that it will snow in Thailand? Have you heard that the polar ice 

caps are melting and sea level is rising?  Have you heard that global warming crisis 

is getting worse? Global warming is becoming a serious concern for all inhabitants 

of the planet Earth. Gradually over the years, our climate has been warming up.  

Even a minor change in the Earth's temperature of only a few degrees will result in 

dramatic changes to our climate. 

In Thailand, many agents are now realizing that global warming can bring about 

negative effects to our inhabitants and environment. There is an urgent need to 

educate our people on the issues of the causes of global warming and its 

consequences so that we can be safe from the disastrous effects.   

______________________________________ 
The Task: 

As part of a research project on global warming, your team, consisting of 

you and other specialists on climate change, are assigned by the government  to 

study the effects that global warming will have on the Earth, especially on our 

country Thailand in the future. You have to find out whether our planet is really 

warming up. If so, what if anything should be done? You will gather information 

from the Internet and report your information.  

You and your teammates will have to write a report to the government on the 

causes and effects of this issue as well as what we can do today to make sure that 

future inhabitants of our country will be safe from the disastrous consequences of 

global warming. You also have to convince the readers of your report that being 

aware of the problem is not enough, but we should be doing more in solving this 

global issue. 

________________________________________ 
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The Process: 

Step 1: You and your team will be responsible for creating a brochure on “Global 

Warming Crisis Campaign". You will go to the resource part and find information 

on what global warming is and what are its causes, what the consequences of global 

warming are, and what can be done about it now so that we can solve this 

environmental issue and finally save our country.  

Step 2:  Get together with the other members of your group and decide who is going 

to gather what information which is needed for the report.  

Step 3:  You are required to use at least three different sources of information in the 

development of the report. In other words, you are expected to use at least three 

different web sites for researching Global Warming. Your sources of information on 

Global warning do not have to be limited to online resources. Books or brochures 

can also be used. In this case, please state the references. 

Step 4:  While gathering the information from the websites, don’t forget to answer 

the questions in the handouts to help you get the main points for your writing report. 

Step5:  Get together again and share what you have got from reading the articles on 

global warming. After that, brainstorm among your team members in order to 

develop a plan for your report, then write, and revise it.  

Step 6:  Using a word processor, begin to write the report. Keep in mind that the 

first part of your report will introduce the reader to the problem of global warming 

and its causes. The second part of the report will describe the effects of global 

warming, and the third part will describe what we can do to solve this problem. 

Don’t forget to refer back to the language focus for the essay plans. 

_______________________________________ 

Resources 

Use the following websites to gather the information needed for 

accomplishing the task. 

Global Warming in Thailand 

http://www.consequencesofglobalwarming.com/countries/global-warming-

thailand.html 

 

Global Warming Effects and Causes 

http://planetsave.com/blog/2009/06/07/global-warming-effects-and-causes-a-top-10-

list/ 

 

Top 10 Solutions: 

http://environment.about.com/od/globalwarming/tp/globalwarmtips.htm 
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Effects of global warming 

http://environment.nationalgeographic.com/environment/global-warming/gw-

effects.html 

 

Five deadliest effects of global effects 

http://www.environmentalgraffiti.com/sciencetech/5-deadliest-effects-of-global-

warming/276 

Global warming, will it affect you? 

http://library.thinkquest.org/J003411/index.htm 

 

Climate changes 

http://www.epa.gov/climatechange/kids/ 

 

Causes of global warming 

http://library.thinkquest.org/J003411/causes.htm 

 

How can I help? 

http://library.thinkquest.org/J003411/help.htm 

 

Things you can do to reduce global warming. 

http://environment.about.com/od/globalwarming/tp/globalwarmtips.htm 

 

________________________________________ 

 

Evaluation 

An evaluation rubric form has been developed to assist in the evaluation of 

learning with this WebQuest module. Click here to see the evaluation rubric.  

________________________________________ 

 

Conclusion 
 

You have reached a final goal of writing a report explaining the causes and 

effects of global warming as well as suggesting solutions for this environmental 

issue. Due to this research that you and you team have done, do you really believe 

that this can be a serious problem for our planet and of course for our country and 

our people. You can pass on this message from your report to people around you to 

help protect our environment. 

________________________________________ 
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Rubrics for evaluating the writing task 

(Cause/ effect essay) 
 

Task 

Components 

 

 

 

 

4  points 

 

 

3  points 

 

 

2  points 

 

 

1  point 

 

I. Introduction 

 

 

 

 

 

 

 

Creatively begins 

with and interesting 

lead that addresses 

the central idea 

 

Begins with and 

interesting lead 

that addresses the 

central idea 

 

Begins with an 

opening lead but 

addresses only 

some information 

related to the 

central idea  

 

Begins with an 

opening lead but 

does not address 

the central idea 

 

II. Organization 

 

 

 

 

 

 

 

Effectively and 

accurately 

organizes the 

writing in the 

correct cause/effect 

composition 

elements 

 

Accurately 

organizes the 

writing in the 

correct 

cause/effect 

composition 

elements 

 

Organizes the 

writing in a 

cause/effect 

composition 

pattern but varies 

the pattern 

throughout the 

writing 

 

The writing is 

organized into a 

pattern that does 

not explain any of 

the causes or 

effects related to 

the topic 

 

III. Supporting   

       main idea 

 

 

 

 

 

 

Provides well 

developed and 

appropriate 

evidence to support 

each component 

being stated causes 

and effects 

 

Provides 

adequate support 

for each 

component being 

stated causes and 

effects  

 

Provides some 

support that is 

accurate but has 

some inaccurate 

support for the 

components 

being stated 

causes and effects 

 

Provides little 

support for the 

components 

being stated 

causes and effects 

 

IV. Conclusion 

 

 

 

 

 

 

 

Constructs a 

thorough closure to 

the writing that is 

relevant to the 

opening lead 

 

Constructs an 

appropriate 

closure to the 

writing that 

follows logically 

from the opening 

lead 

 

Constructs a 

closure that 

somewhat 

follows logically 

from the opening 

lead, and may not 

fully explained 

 

Constructs a 

closure that does 

not follow 

logically from the 

opening lead 

 

V. Grammar  

     and    

     mechanics 

 

 

 

 

Consistently uses 

correct grammar 

and mechanics 

 

Usually uses 

correct grammar 

and mechanics 

 

Occasionally 

makes errors in  

grammar and 

mechanics that 

interfere with 

reading the essay 

 

Frequently makes 

distracting errors 

in  grammar and 

mechanics 
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Handout 1 

Global Warming: A Cause and Effect  

Reading and Writing Lesson 

 

(A) Preparing to read  

Cause and effect shows the relationship between two things when one thing makes 

the other thing happen. If you can put the two things into a sentence using "if.... 

then...", then you have the requirements for cause and effect. For example: If you 

throw a ball up, then it will fall back down. In this case, throwing the ball up is the 

cause for it to fall down.  

Here are some examples of cause and effect relationships.  
save money -------> travel abroad 

eat too much -------> get fat 

study politics -------> become a lawyer 

stay out in the sun too much -------> get a sun burn 

Exercise 1: Using your notes and worksheet from the reading(s), write as many 

cause and effect relationships as you can think of regarding global warming and the 

greenhouse effect. 

-------> 

-------> 

-------> 

-------> 

-------> 

-------> 

-------> 

When we write cause and effect statements, we use words and phrases that are called 

connectors of result. 

Connectors of result: 

so, therefore, consequently, as a result, for this (these) reason(s)  

Examples: 

She saved her money for more than one year, so now she is planning to travel 

abroad.  

Last year, MIC students in England ate too much greasy food. As a result, they got 

fat.  

He studied politics; therefore, he became a lawyer.  
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Exercise 2: 

Connect your ideas from exercise one with complete sentences. Use all the 

connectors of result at least once.  

 

(B) Preparing to write  

Organizing 

There are two main ways to organize cause and effect compositions. One way is the 

group approach. In this way, you talk first about all the causes together as a group, 

then you talk about all the effects as a group. The other way to organize cause and 

effect writing is the alternating chain approach. In this way, you first discuss a cause 

and its effect. Then you discuss another cause and its effect, and so on. 

Which is best? 

At first, you might not know which approach is best for your topic. In general, if it is 

difficult to make a clear distinction between cause and effect, the group approach is 

probably best. On the other hand, if there is a direct relationship between cause and 

effect, each cause has a clear effect, then the alternating chain approach might be 

better. In many cases, you might want to combine both types at different times. First 

you must get your ideas down on paper and then you will see which approach seems 

best for you. 

Exercise 3: Brainstorming 

Look again at your notes and sentences about Global warming and the Greenhouse 

effect. In our last class, you already separated the causes and the effects of Global 

warming. This time, we are going to group them so they are easier to work with. 

Using the group approach, think first of all the causes of global warming, and then 

think of the effects. To do this, ask yourself why? as you list the causes. Then ask 

yourself what is the result of this? as you list the effects. 

Global Warming 

A. Causes (Why do we have global warming?)  

1. 

2. 

3. 

4. 

B. Effects (What is the result of the above causes?)  

1. 

2. 

3. 

4. 
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Exercise 4: Organization 

Group relevant information 

• Look at the lists above. Think about the relationship of the items in your lists 

and arrange them in a reasonable order. Do some causes or effects happen 

before others? Put each cause and each effect in some kind of order by 

replacing numbers in your list. 

Ask yourself: 

• Does each cause have a corresponding effect? If not, you should organize 

using the group approach. If so, then you are ready to begin thinking of the 

alternating chain approach. 

Alternating chain approach 

• Match each cause with its coordinating effect. Again arrange them in a 

reasonable order. 

Exercise 5: Writing more sentences 

• When you make a statement such as if global temperatures rise, the level of 

the sea will rise and this will cause disaster, then you must include examples 

to support your claim. The connectors listed below will help you connect 

statements with supporting examples. Using your lists above, write cause and 

effect sentences supported by examples. Use as many of the following 

connectors as you can. 

Connectors 

for example, for instance, such as, one example of this is  

 

(C) Writing: Let’s write the first draft 

At this point, students should have enough ideas, words, and sentences listed on 

their worksheet and in their notes to begin writing well organized paragraphs. The 

teacher should remind them to include examples to support each of their cause and 

effect relationships. Once the first draft is completed, revise and edit  

 
Resources: The Internet TESL Journal, Vol. II, No. 11, November 1996 

http://www.aitech.ac.jp/~iteslj/  
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Appendix B 

Sample of Lesson Plans 

 

Module 1 Lesson Plan 

(Global Warming!) 

Time:  2 hours per week 

Subject: Technical English I 

Students: Second year engineering students majoring in Industrial Technology 

Topic:  Cause and effect 

Grammar point:  Language structures and vocabulary for describing causes and   

                         effects and discourse markers 

Skills:  Reading & writing skills 

Goals:  Students develop strategies for reading and writing skills 

Objectives: On completion of this module, students will be able to 

1. Recognize the language and structure used in describing cause 

and effect 

2. Identify the causes and effects from the reading passages 

3. Describe the causes and effects of a situation given. 

 

 
Step Time Tasks (Teacher) Tasks (Students) Inter 

action 

Purposes 

1 15 

mins 

Pre-reading: 

- T introduces the 

lesson by asking the 

students whether they 

have heard about 

“Global Warming”. 

For ex., 

 

What is global warming? 

What do you know about 

global warming? (its cause 

and effect ) 

 

If the students cannot 

answer the questions, T 

will write sentences about 

the cause and effect of 

global warming on 

climate, water resources, 

etc. and ask them whether 

they are true or false. For 

ex.,  

 

Is it true that the world 

temperature will increase 

due to global warming? 

 

Is it true that, as a result of 

global warming, the ice in 

the north and south poles 

will melt and many parts 

of the Earth will be 

 

- Ss answer 

questions using 

their 

background 

knowledge. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

T< >Ss 

Ss< >Ss 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

To lead in and 

introduce Ss to the 

topic of lesson about 

cause and effect of 

global warming. 

 

To activate Ss’ 

background 

knowledge about the 

topic 

 

To pre-teach 

vocabulary 
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flooded? 

  

 

 

- T asks Ss to study the 

WebQuest starting 

from the introduction 

part and the assigned 

task in order to 

determine the final 

outcome of the 

lesson; and the 

process for following 

the steps to 

accomplish the task  

 

 

 

 

 

 

- Ss read and ask 

questions 

 

 

 

 

 

T< > Ss 

 

 

 

 

To explain the 

objectives of the 

lesson, to set the 

purpose for reading, 

and to make sure 

students understand 

the steps in 

processing the task 

 

2 30 

mins 

Preparation of the demand of 

information gathering: 

- T introduces language 

for describing cause 

and effect. T asks Ss 

to study in the 

handout (2) along the 

explanation and do 

the following 

exercises. 

 

 

- As a class, T asks Ss 

to study the sample 

paragraph showing 

cause and effect  

 

 

 

- Ss practice 

skills, strategies 

and language 

they need for 

gathering 

information 

-  Ss study the 

sample 

paragraph and 

do exercises in 

the workbook. 

 

 

T > Ss 

 

 

 

To prepare Ss for the 

upcoming language 

and skills demand for 

gathering information 

stage of the project. 

3 50 

mins 

While-reading: 

- T presents the 

handout providing 

table (printed out 

from the WebQuest 

Page) for Ss to fill in 

the necessary 

information.  

- T explains what 

information Ss need 

to look for. Then T 

tells Ss to explore the 

Web links. 

- T monitors Ss’ 

progress to make sure 

they are on the right 

track and to help  Ss 

gathering relevant 

information. T 

- T asks Ss to share 

their answers and 

discuss reading 

strategies 

 

- Ss read the text 

from the 

Internet and 

find the answers 

to gather 

relevant 

information for 

the writing task. 

 

 

 

 

- Ss complete the 

answers in the 

handout with 

guided 

questions. 

 

- Each group 

shares their 

information to 

the whole class 

and get 

 

T < > Ss 

Ss < > Ss 

 

 

 

 

 

 

 

 

 

 

Ss < > Ss 

 

 

 

 

 

T < > Ss 

Ss < > Ss 

 

To be a lead-in to the 

main reading task 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

To check reading 

comprehension and 

give feedback on and 

discuss reading 

strategies used  
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feedback 

 

 

 

4 25 

mins 

Post-reading: 

- T prepares Ss for 

compiling and 

analyzing data. T asks 

Ss to group their 

information. T 

teaches how to 

paraphrase the copied 

sentences. 

 

 

- Ss need to 

compile, and 

analyze the 

relevant 

information 

- Ss practice 

paraphrasing 

 

 

T < > Ss 

Ss< > Ss 

 

- To help Ss check 

the answer and 

relevant information 

before the writing 

task 

  

5 90 

mins 

 

 

 

Pre-writing/ Preparation for the 

language demand of the final 

activity: 

- T prepares Ss for this 

vital stage of the 

project by using the 

writing model: T. 

explains that students 

will be writing a 

cause/effect 

composition 

 

- T discusses the 

cause/effect essay 

with the class using 

the guidelines from 

the rubrics given. 

 

 

- T revises the language 

focus (cause & effect) 

 

- T reminds the writing 

process (Planning, 

drafting, editing or 

revising the text) 

 

- T monitors group 

work and gives 

assistance to Ss while 

they are doing their  

writing task. 

 

 

 

 

 

 

- -  Ss study  

about writing 

conventions and 

practice writing 

their assignment 

according to the 

task given. 

 

- After the 

discussion, Ss 

brainstorm 

among their 

group and 

decide for the 

essay plan 

based on the 

information 

gathered in the 

earlier stage. 

- After Ss finish 

the first draft, 

they revise and 

edit their 

assignment 

using the 

checklist 

provided.  

 

 

 

T > Ss 

 

Ss < > Ss 

 

 

 

 

 

 

T < > Ss 

Ss< > Ss 

 

 

To prepares Ss for 

writing conventions 

and strategies 

necessary for this 

vital stage of the 

writing task 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

To give assistance as 

Ss need. 

6 30 Evaluation of the project: 

- T provides Ss with 

feedback on their 

language and content 

learning and lets Ss 

asks questions. 

 

 

 T < > Ss 

 

To assess Ss whether 

they have reached the 

lesson objectives 
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Appendix C 

Test Specifications 
 

Reading and Writing Test  

 

The test is developed by the researcher based on the course objectives. It is 

used as the pre- and post-tests in this study. The pre-test is administered to assess 

students’ reading and writing proficiency before the experiment. After finishing the 

implementation of the WebQuest modules, the same test, used as the post-test, will 

be administered once again. The results from the pre-test and post-test will then be 

compared to assess the differences in their reading and writing abilities to determine 

if the implementation of WebQuests result in any improvement in students’ reading 

and writing ability. 

 

1.  Reading Test 

Purpose:  The purpose of this reading test is to measure the ability to read 

and understand reading passages in technical field. Examinees read passages 

concerning definitions, classification, instructions, cause/effect and process 

description. Because students in all engineering majors have to take this course, the 

selected passages are not specific in any one field of study; and this can avoid 

creating an advantage for any major in particular. 

 

Test Construct: The construct of the test will be specified based on the 

Douglas framework (2000) and the course objectives.  According to the course 

objectives, students’ reading ability required can be concluded to be the objectives 

of the test which are to measure: 

1. Ability to recognize the meaning of basic technical terms and 

non-technical vocabulary used in engineering  

2. Ability to comprehend the reading text in the following areas: 

2.5 Ability to skim the texts for main ideas 

2.6 Ability to scan the texts for specific information 
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2.7 Ability to make inferences from the information in the 

text 

2.8 Ability to guess word meanings from context 

 

In my research study, there are two parts of the reading test including 

vocabulary and reading comprehension. The reading passages will be based on the 

topics of the WebQuests modules including describing cause and effect, definitions 

and classification, instructions and process. 

Part 1:  Vocabulary which is considered as fundamental concepts for all 

engineering students will be selected 

Part 2:  Reading comprehension (including main idea items, specific details 

items, inference items, and fact items) The reading passages will be 

taken from printed materials and from the Internet.  The length of the 

passages is approximately 250-350 words. 

 

Test Type: The test type of this test is multiple choices. The reading section 

consists of three passages with five to seven multiple-choice questions per passage. 

The questions assess the comprehension of main ideas, inferences, factual 

information stated in the passage, references, and vocabulary. 

 

2. Writing test  

Purpose: The purpose of the writing section is to measure the ability to write 

in English, including the ability to generate, organize, and develop ideas, to support 

those ideas with examples or evidence.  

 

Test Construct: The construct of the test will be specified based on the 

Douglas framework (2000) and the course objectives. According to the course 

objectives, students’ writing ability required can be concluded to be the objectives of 

the test which are to measure the ability to write in English according to the topic 

given.  This includes the ability to generate and organize ideas, to support those 

ideas with examples or evidence, and to compose in a well-organized writing essay 

about one page long. 
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The first part of the writing test consists of 10 items of error detecting test 

requiring students to select an error out of the four underlined parts of a sentence. In 

the second part, the topic of direct writing test will be based on familiar issues that 

the students have gained some information when studying with WebQuest modules. 

The students will be asked to write passages according to the assigned topics. 

  

Scoring: There are five criteria in the rating scales: content, organization, 

vocabulary, grammar, and mechanics. The mentioned analytic scoring rubrics will 

be used because these scales are well supported by content and construct validity, 

they have been field-tested, and they are designed specifically for classroom use 

rather than for large scale assessment. Three raters will be asked to rate the students’ 

writing.  

 

Time Allocation for Reading and Writing Test:  100 Minutes 
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Appendix D 

Reading and Writing Test 

 

PART 1:  VOCABULARY TEST        (10 marks) 

Direction:  Choose the best answer by putting a cross (X) in the answer sheet 

provided 

1. Glass is ________________. It breaks easily when hitting with a hammer. 

a)  soft     b)  tough   

c)  brittle    d)  fusible 

2. Plastic is a bad ____________of electricity because electric current cannot 

flow through it. 

a)  radiator    b)  conductor   

c)  insulator    d)  protector 

3. The rear-view mirror is designed to help the driver to see what is ________ 

the car. 

a)  near     b)  behind   

c)  around    d)  on the right of 

4. This liquid is _____________. Do not spray near fire. 

a)  sensitive    b)  irritant   

c)  erosive    d)  flammable 

5. Waste paper, __________ old magazines and old telephone directories, can 

be recycled or remade into new paper products.  

a) occurring    b)  containing   

c) including     d)  taking place  

6. Salt is soluble. It can be __________ in water. 

a)  dissolved    b)  removed   

c)  measured    d)  reused 

7. One way to solve the problem of insufficient energy resources is to find 

___________ sources of energy. 

a)  alternative    b)  selective   

c)  informative    d)  purposive 
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8. A piece of iron was left in rain for a long time. As a result, it became _____  

a)  rare     b)  impure   

c)  rusty    d)  domestic 

9. An electric motor is a machine that ________ electrical energy into 

mechanical energy. 

a) attaches    b)  converts 

c) performs    d)  replaces  

10. Before you plug in your vacuum cleaner, make sure that the voltage                 

indicated on the plate is _________ your local supply.  

a) close to    b) known as   

c) different from   d) the same as   

 

PART 2:  READING TEST        (20 marks) 

 

Direction:  Read passages 1-3 and choose the correct answer by putting a cross 

(X) in the answer sheet provided.  

 

Passage 1: (Questions 11-17) 

 

The process we are going to introduce you today is a glass bottle 

manufacturing process. The purpose of this process is to produce ordinary container 

glass. Before a bottle can be produced, the raw materials must be melted and 

homogenized. Ordinary container glass consists of silicon dioxide (silica), sodium 

carbonate (soda), and calcium carbonate (lime). Its proportion is measured 

electronically by a computer.  The components are mixed with recycled glass, or 

cullet, with a proportion of 90% of the total weight.  This mixture is called a batch. 

Then a batch is fed into the furnace temperature of which is about 1,600 �C. At the 

furnace, the batch is melted and becomes molten glass.  The hot molten glass is then 

formed into bottles by connecting the necks and the bodies which have been formed 

separately. The next step is to anneal the bottles to make them less brittle. After this 

stage, the annealed bottles are coated with polyethylene to protect their surfaces 

from being scratched.  

Before being packed, the bottles are inspected many times to find defects. 

The first step of the inspecting process starts with checking the bottles by bare eyes 
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to find any faults in the glass. The bottles are then mechanically checked as they are 

passed through a special inspecting machine. Being passed through another 

machine, the bottles are checked again whether their mouths are smooth and even or 

not. The quality of the glass is also rechecked mechanically for the second time. 

Finally, it is inspected again by bare eyes. We need many steps during inspection 

because quality control is a great concern. At each inspection stage, bottles with 

defects are sorted out.  After the final inspection, the approved bottles are packed 

and ready for delivery. 

 

11.  What is this passage mainly about? 

a) How glass bottles are inspected. 

b) How glass bottles are packed. 

c) How glass bottles are delivered 

d) How glass bottles are manufactured. 

12.  According to the passage, which is not the step of glass bottle inspection? 

a. checking the produced glass bottles by bare eyes  

b. checking and rechecking any faults in the glass by machines 

c. checking and rechecking the quality of  the glass by machines 

d. final checking the quality of  the glass by special computers 

13.  After all the raw materials are mixed together with the right proportion, 

_____________________. 

a. the mixture is melted in the furnace 

b. the hot molten glass is formed into bottles 

c. the bottles are coated with polyethylene 

d. the glass bottles are then sorted out.  

14. What is the purpose of using polyethylene to coat the bottles? 

a. For making the bottles less brittle 

b. For checking the quality of the bottles 

c. For  protecting the surface of the glass bottles 

d. For checking if the mouths are smooth and even  
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15. The bottles are …………. many times to ensure the good quality. 

a. protected    b)  inspected 

c) sorted out    d)  annealed 

16. What does “the approved bottles” (line 24) refer to? 

a. the bottles with defects at the final inspection stage 

b. the bottles without defects after the final inspection 

c. the bottles that are passed through a special inspecting machine 

d. the bottles which are mechanically checked for the second time 

17. What is the cullet (line 7)? 

a. raw materials     b) mixed components  

c) recycled glass   d) ordinary container glass   

 

Passage 2: (Questions 18-24) 

Nuclear reactions can be classified as fusion and fission reactions. Those 

reactions in which neutrons are absorbed by a nucleus, which then becomes 

unstable, are called fission reactions. Fission reactions produce smaller nuclei. 

Fission reactions can be divided into two groups according to whether they are 

controlled or uncontrolled. Those in nuclear rectors occurred by absorbing the extra 

neutrons that would cause too many nuclei to split. These reactions provide the heat 

necessary to produce steam. The steam is then used to drive turbine-generators that 

generate electricity. If a fission reaction is uncontrolled, however, it will cause rapid 

production of heat and high temperatures. This is what happens in the atomic bomb. 

Those reactions in which hydrogen nuclei are joined to form helium are called 

fusion reactions. Scientists believe these reactions take place in the sun, which 

generates heat and light so important for life on earth, and try to experiment with a 

fusion reactor. Unfortunately, a thermonuclear reactor that can control the power 

output and time interval is not yet a reality. Whereas many uncontrolled fusion 

reactions have occurred on earth as hydrogen bombs, scientists have not been to 

produce controlled fusion reactions on earth. 
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18.  What is the passage mainly about? 

a)  Nuclear reactions   b)  Fission reactions 

c)  Fusion reactions      d)  Thermonuclear reactions 

19.   Which of the following sentence is the definition of “fission reactions”? 

 a)  Those reactions in which neutrons are absorbed by a nucleus,  

               which then becomes unstable, are called fission reactions. 

b) Fission reactions can be divided into two groups according to whether 

they are controlled or uncontrolled. 

c) Those in nuclear rectors occur by absorbing the extra neutrons that 

would cause too many nuclei to split.  

d) If a fission reaction is uncontrolled, however, it will cause rapid  

production of heat and high temperatures. 

20.  What does “these reactions”(line 12) refer to? 

a)  Nuclear reactions   b)  Fission reactions 

c)  Fusion reactions      d)  Thermonuclear reactions 

21.  Fusion reactions can be defined as ……………………………… 

 a)  those reactions which happens in the atomic bomb. 

b)  nuclear reactions in that hydrogen nuclei are joined to form helium. 

 c)  the reactions that control the power output and time interval. 

 d)  uncontrolled reactions which generates the heat and light on earth. 

22.  According to the passage, controlled fission reactions are useful  

       because scientists ………………………………………. 

 a)  use them to experiment with a fusion power reactor. 

b)  use them to generate the heat and light for life on earth. 

 c)  produce heat and high temperatures for making the atomic bomb. 

 d)  produce steam for driving turbine generators to generate electricity. 

23.  Until now, scientists are still not successful in ………………………. 

 a)  making smaller nuclei for the atomic bomb. 

 b)  absorbing the extra neutrons for nuclei to split. 

 c)  utilizing steam for driving turbine-generators. 

 d)  producing controlled fusion reactions for use on earth. 
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24.  It can be inferred from the passage that scientists ……………………………… 

 a)  believe that controlled fusion reactions cannot be produced 

 b)  already know how to produce controlled fusion reactions on earth. 

 c)  still look for ways to produce controlled fusion reactions on earth. 

d)  will stop making use of controlled fusion reactions on earth. 

 

 

Passage 3: (Questions 25-30) 

 

Every year there are changes in climate in different parts of the world. Some 

of these changes are due to natural causes. However, some climatic changes are 

caused by air pollution and these changes may increase. 

 If the pollution affects the level of carbon dioxide in the atmosphere, the 

results are likely to be serious. Carbon dioxide constitutes only a small part of the 

atmosphere. But it has an important function in maintaining the balance between 

radiation from the sun entering the atmosphere and radiation leaving the Earth. 

Some of the radiation is absorbed by the Earth and some is radiated back into the 

atmosphere. The carbon dioxide in the atmosphere prevents some of the radiation 

from leaving the atmosphere. Thus the heat remains in the atmosphere and carbon 

dioxide helps to prevent the temperature of the Earth from falling. 

 If the proportion of carbon dioxide in the atmosphere is increased as a result 

of air pollution, the temperature of the atmosphere may rise. This might eventually 

cause the ice in the north and the south poles to melt. If this happened, the sea level 

would rise and parts of the Earth would be flooded. The likelihood of this happening 

is remote, but the possibility exists. 

 There is also a fairly strong possibility that the dust level in the atmosphere 

will rise as a result of industrial pollution. This dust pollution will reflect sunlight 

back into space. If this happens, less sunlight will reach the Earth and the 

temperature will fall. 

 Another danger comes from the destruction of the Earth's vegetation, such as 

the forests of Brazil, which are being cleared to make way for farmland and cities. 

Trees use carbon dioxide and their destruction may upset the balance of carbon 

dioxide in the atmosphere. 



 

 

 

 

174 

 

25. What is the passage mainly about? 

a)  Natural causes  

b)  Climatic changes  

c)  Forest destruction 

d)  Level of carbon dioxide 

26. What does “it” (line 6)  refer to? 

a. carbon dioxide   b)  the pollution 

c) the atmosphere   d)  the radiation of the sun 

27. If this happened, the sea level would rise and parts of the Earth would be 

flooded. What does “this” refer to?  

a. the ice in the north and the south poles melt  

b. the amount of carbon dioxide in the atmosphere is increased 

c. the temperature of the atmosphere rises because of air pollution 

d. the proportion of carbon dioxide prevents the temperature of the 

Earth from falling. 

28. It is possible that the increased level of dust in the atmosphere is due 

to……... 

a)  dust pollution  b)  industrial pollution 

c)   less sunlight      d)   temperature in the atmosphere 

29. If _________________, less sunlight will reach the Earth and the 

temperature will fall. 

a)  the Earth’s vegetation is destroyed    

b)  the Earth absorbs the heat radiation 

c)  the ice in the north and south poles melt       

d)  the dust pollution reflects sunlight back into space 

30. The balance of carbon dioxide in the atmosphere can be upset because of  

……...................................... 

a)  forest destruction  b)  the level of dust pollution  

c)  the growth of forests  d)  dangerous farmlands and cities  
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PART 3:  WRITING TEST (1):  (10 marks) 

 

Direction:  Choose the choice that is the error of the sentence.  

31. A voltmeter is define as an electrical device which is used for  

   (a)                                          (b)          (c) 

    measuring the voltage of an electric current. 

           (d) 

 

32. Steel can be categorized into three group depending on its carbon 

             (a)            (b)                            (c)                             (d) 

    content. 

 

33. This racing bicycle is more powerful than that ordinary one  but it  

        (a)                        (b)                                                                   (c)                             

    is more cheaper. 

  (d)  

34. Most people thinks that computers are the most important invention of   

                             (a)                            (b)                        (c)                             

    the twentieth century.  

  (d) 

 

35. Since the metal plate does not reflect sunlight, it absorbs heat better.   

             (a)                                (b)                         (c)                (d) 

            

36. The purpose of the solar water heating system is to provide hot and   

                           (a)                                                (b)                         (c)                             

    warm Water for household use.  

                   (d) 

 

37. Cast iron, wrought iron, and mild steel are example of ferrous metals  

                   (a)                       (b)                  (c)     (d) 

      used in industry. 

  

38. In conclusion, the effects of alcoholism can causes many problems that                           

          (a)                         (b)                                 (c)                                 (d) 

      affect your life in all aspects.  

                            

39. First, water is collect from the river and pumped to the reservoir.  

      (a)                      (b)                   (c)               (d) 

                          

40.  Before being delivered to the customers, the powder milk are checked 

     (a)                   (b)                                                     (c) 

            twice to ensure the best quality.   

                                           (d) 
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PART 4:  WRITING TEST (2):  (20 marks) 

 

Direction: Write a comparison/contrast passage.  

  

It can be seen that due to modern technology, transportation never stops 

improving its quality and innovative inventions. Many types of transports might be 

invented to serve the global trade, or to help solve environmental problems. Write a 

paragraph of 10 to 12 sentences comparing and contrasting transportation 

nowadays and transportation in the future (in the next fifty years). You can use 

your imagination based on the factual information at present. 

 

***********************End of the test!**************************** 
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Appendix E 

Analytic Scoring Criteria 

 
Raters: Three trained teachers of English  

 

 
Rating scale: A four-point scale (1, 2, 3, 4) are used. Criteria for four labels are as follows: 

 

Content 

 4 points: main ideas stated clearly and accurately 

 3 points: main ideas stated fairly clearly and accurately 

 2 points: main ideas somewhat unclear or inaccurate 

 1 point: main ideas not clear or accurate 

Organization 

 4 points: well organized and perfectly coherent (sentences logically combined) 

3 points: fairly well organized and generally coherent (sentences fairly logically 

combined) 

 2 points: loosely organized, incomplete sequencing (sentences poorly combined) 

 1 point: ideas disconnected, lacks logical sequencing 

Vocabulary 

 4 points: very effective choice of words 

 3 points: effective choice of words 

 2 points: fairly good vocabulary 

 1 point: limited range of vocabulary 

Grammar  

 4 points: almost no errors of grammatical patterns (1-2 errors) 

 3 points: few errors (3-4 errors) 

 2 points: some errors (5-6 errors) 

 1 point: many errors (more than 6 errors) 

Mechanics (Capital letters, spelling, and punctuation) 

 4 points: almost no errors of spelling and punctuation (1-3 errors) 

 3 points: few errors of spelling and punctuation (4-6 errors) 

 2 points: fair number of spelling and punctuation errors (7-9 errors) 

 1 point:  frequent errors in spelling and punctuation (more than 9 errors) 

 

(Adapted from Cohen, 1994: 328-329) 
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Appendix F 

Self-rating Engagement Questionnaire (English version) 

 

 

 

 

 

 

Directions 

1. This self-rating engagement questionnaire is designed to investigate the 

level of students’ learning engagement before and after the implementation of the 

WebQuest modules developed for improving English reading and writing abilities  

2. Please give your responses to all of the following items and rate all items 

which best match your behaviors and feelings Your responses will be only used to 

evaluate and improve the quality of the WebQuest modules developed for teaching 

Technical English course. There will be no effects on you or the grade you will get 

from this subject. 

3. This questionnaire is divided into two parts as follow: 

Part1: Students’ demographic information 

Part2: Students’ self-rating behaviors and feelings on students’    

learning engagement in three aspects: 

(2.1) Behavioral Engagement 

(2.2) Affective Engagement 

(2.3) Cognitive Engagement 

 

Part 1: Students’ demographic information 

Directions: The first part of this attitude questionnaire consists of four items. Please 

tick in the box which matches the fact about you  

1.  Gender        �  male       �   female 

 

2.  English grade obtained from the latest semester   

�   A        �  B+        �  B   �   C +      �   C        � D+         � D        

 

3.  Computer knowledge and skills   

� Excellent     �  Good   � Moderate     � Poor      � Very poor 

Self-rating Engagement Questionnaire 

The enhancement of Students’ Learning Engagement through the 

implementation of the WebQuest Modules Developed for Improving English 

Reading and Writing Abilities of Undergraduate Engineering Students at 

RMUTP North Bangkok 
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Part2: Students’ self-rating behaviors and feelings on students’   learning 

engagement in three aspects: 

 

2.1 Behavioral engagement 

Directions:  1. Please read the statements on the left hand side and tick √ in a box to 

indicate the degree of your agreement to each of the statements. Please tick in only 

one box for each item. 
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Items 

4 3 2 1 

1. I come to class.     

2)  I come to class on time.     

3)  I ask the teacher questions.     

4)  I ask my classmates questions.     

5)  I answer questions that the teacher asks.      

6)  I answer questions that my classmates ask.     

7)  I listen actively to the teacher     

8)  I listen actively to my classmates      

9)   I offer my opinions and ideas.     

10) I prepare the information needed for the 

group. 

    

11) I make comments.     

12) I ask questions.     

13) I respond to things someone else says     

14) I clarify things someone else says     

15) I present the group task to the class.     
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2.2 Affective engagement 

Directions:  Please read the statements on the left hand side and tick √ in a box to 

indicate the degree of your agreement to each of the statements. Please tick in only 

one box for each item. 
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g
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e No.                            Items 

 

 

 
5 4 3 2 1 

1 I like being in class.      

2 I feel happy in class.      

3 I have fun in class.      

4 My classroom is a safe and supportive place to be.      

5 My teacher is friendly.      

6 My teacher is supportive and helpful.      

7 My teacher always gives useful advice and feedback.      

8 My teacher knows the subject matter well.      

9 My group members are friendly.      

10 My group members are collaborative.       

11 My group members are helpful.      

12 I like working with classmates on group tasks.      

13 I feel excited by the task.      

14 I am interested in the task.      

15 I enjoy participating in group activities in class.      

16 I like gathering information from the Internet to do the 

WebQeust tasks. 

     

17 I like class activity that provides rubrics for self 

evaluation. 

     

18 I want to learn more about the topic.      

19 I enjoy applying what I’ve learned in class to other real 

world problems. 

     

20 I find problem-solving tasks helpful.      
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2.3 Cognitive engagement 

Directions:  Please read the statements on the left hand side and tick √ in a box to 

indicate the degree of your agreement to each of the statements. Please tick in only 

one box for each item. 

Dimension Items 5 4 3 2 1 

Memorization 

1.  I memorized the content of the lesson. 

     

2.  I memorized the language focus of the unit.      

3  I remembered what I read from the Internet while gathering 

information. 

     

Practicing 

4.  I did grammar exercises before class. 

     

Surface 

strategy 

5.  I studied at home even when I didn’t have a test.      

Understanding the texts 

6.  I underlined major points in the readings. 

     

7.  I used a dictionary to look up the proper meaning of words.      

8.  When I don’t know a word, I guess from context.      

Organizing and Summarizing what is learned 

9.  When I read, I ask myself questions to make sure I 

understand what it is about. 

     

10.  I summarized major points and information in my readings 

or notes. 

     

Connecting new knowledge with past learning 

11. I did additional readings on topics that were introduced and 

discussed in class. 

     

12. I read extra materials to learn more about things that I’ve 

learned in class.  

     

Deep 

strategy 

13.  I referred to a book or resource about style of writing, 

grammar, etc. 

     

Relying on classmates 

14.  I asked my friends what I wanted to learn more. 

     

15.  I asked my friends the things I didn’t understand.      

Relying on teacher 

16. I asked the teacher what I wanted to learn more. 

     

Reliance 

17.I asked the teacher the things I didn’t understand. 
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Appendix G 

Self-Rating Engagement Questionnaire (Thai Version) 
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Appendix H 

  Student’s log 

 

Please answer the following questions after studying with each WebQuest module. 

You can also give other comments, suggestions or ask any questions. You can 

respond in THAI. 

 

Part 1:  The usefulness of the WQ modules 

1.1 What do you think are the usefulness of learning through this WQ module?          

…………………………………………………………………………………………

…………………………………………………………………………………………

………………………………………………………………………………………… 

1.2 What is the best part of this WQ module? Why? 

…………………………………………………………………………………………

…………………………………………………………………………………………

………………………………………………………………………………………… 

1.3 What did you learn from the lesson? Did you improve your reading and writing 

skills when doing the activity in this lesson? How helpful was the lesson? 

…………………………………………………………………………………………

…………………………………………………………………………………………

………………………………………………………………………………………… 

 

Part 2:  The level of difficulty of the WQ modules 

2.1  What are problems or difficulties did you come across when you were engaged 

in studying with this WQ module? 

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………  

2.2 What did you do to overcome them? 

…………………………………………………………………………………………

…………………………………………………………………………………………

………………………………………………………………………………………… 

 

 



 

 

 

 

187 

 

Part 3:  Students’ preferences of the WQ modules 

 

3.1 Do you enjoy studying this module? Which aspects did you enjoy?  Why? 

…………………………………………………………………………………………

…………………………………………………………………………………………

………………………………………………………………………………………… 

 

3.2 Are there things about this WQ module that you do not like? Why? 

…………………………………………………………………………………………

…………………………………………………………………………………………

………………………………………………………………………………………… 

 

Comments, suggestions, or questions: 

…………………………………………………………………………………………

…………………………………………………………………………………………

………………………………………………………………………………………… 

…………………………………………………………………………………………

…………………………………………………………………………………………

………………………………………………………………………………………… 
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Appendix I 

                                                        Teacher’s Diary 

 

Module …………    Date………..…………. …………… 

 

 

1. Students’ behaviors in the pre-reading stage 

……………………………………………………………………………………

……………………………………………………………………………………  

 

2. Students’ behaviors in the reading stage  

……………………………………………………………………………………

……………………………………………………………………………………  

 

3. Students’ behaviors in the post-reading/pre-writing stage  

……………………………………………………………………………………

……………………………………………………………………………………  

  

4. Students’ behaviors in the post-writing stage  

……………………………………………………………………………………

…………………………………………………………………………………… 

  

5. What seemed to be working well  

……………………………………………………………………………………

……………………………………………………………………………………  

 

6. What seemed to be a problem or needed a revision  

……………………………………………………………………………………

…………………………………………………………………………………… 

 

7. Learning strategies I have seen or known my students used 

……………………………………………………………………………………

……………………………………………………………………………………  

 

8. General impression of students’ behaviors in class 

……………………………………………………………………………………

……………………………………………………………………………………

……………………………………………………………………………………  
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Appendix J 

Semi-structured Interview Protocol 

Part 1:  The usefulness of the WQ modules 

1. 1  What do you think are the advantages of learning through the WQ modules? 

…………………………………………………………………………………………

……………………………………………………………………………… 

1.2  How did you benefit from the WQ modules? 

…………………………………………………………………………………………

……………………………………………………………………………… 

1.3  Please suggest ways to improve the quality and effectiveness of the instruction. 

…………………………………………………………………………………………

……………………………………………………………………………… 

 

Part 2:  The level of difficulty of the WQ modules 

2.1 What are problems or difficulties did you come across when you were engaged 

in studying with the WQ modules? 

…………………………………………………………………………………………

……………………………………………………………………………… 

2.2 What did you do to overcome those difficulties or problems? 

…………………………………………………………………………………………

……………………………………………………………………………… 

 

Part 3:  Students’ preferences of the WQ modules 

3.1 Which modules do you like most? Please state your reasons. 

…………………………………………………………………………………………

……………………………………………………………………………… 

3.2 Which one do you enjoy the least? Please state your reasons. 

…………………………………………………………………………………………

……………………………………………………………………………… 
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Part 4:  Students’ cognitive engagement 

Ask students to reflect on their learning strategies used during the learning process: 

4.1 Memorization 

…………………………………………………………………………………… 

…………………………………………………………………………………… 

…………………………………………………………………………………… 

 

4.2 Practicing 

…………………………………………………………………………………………

……………………………………………………………………………… 

…………………………………………………………………………………… 

 

4.3 Understanding the text 

…………………………………………………………………………………………

……………………………………………………………………………… 

…………………………………………………………………………………… 

 

4.4 Organizing and summarizing what is learned  

…………………………………………………………………………………… 

…………………………………………………………………………………… 

…………………………………………………………………………………… 

 

4.5 Connecting new knowledge to what already known  

…………………………………………………………………………………… 

…………………………………………………………………………………… 

…………………………………………………………………………………… 

4.6 Reliance 

…………………………………………………………………………………………

……………………………………………………………………………… 

…………………………………………………………………………………… 
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Appendix K 

Research Instrument Evaluation Form (For the WebQuest Modules) 

 

Directions: Please indicate how you respond to (appropriate, not sure or not 

appropriate) each of these questions by ticking (√) in the box to indicate what you 

think and give your comments or suggestions for the improvement of the modules 

 

Items Appropriate 

(+1) 

Not 

sure 

(0) 

Not 

Appropriate  

(-1) 

Comments or 

suggestions 

1. Has the Introduction 

part been appropriately 

designed? 

    

2. Has the task part been 

appropriately and 

interestingly designed? 

    

3. Has the process part 

been appropriately and 

clearly designed? 

    

 

 

4. Have the rubrics in 

evaluation part been 

appropriately and clearly 

designed? 

    

5. Have the modules 

been appropriately 

designed for the 

enhancement of English 

reading and writing? 

    

Additional comments or suggestions 

____________________________________________________________________

____________________________________________________________________

____________________________________________________________________

____________________________________________________________________ 
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Appendix L 

Research Instrument Evaluation Form (For the Lesson Plans) 

 

Directions: Please indicate how you evaluate (appropriate, not sure, or not 

appropriate) each of these statements by ticking (√) in the box to indicate what you 

think and give your comments or suggestions for the improvement of the lesson 

plans. 

 

Items 
A

p
p

ro
p

ri
a

te
 

(+
1

) 

N
o

t 
su

re
 (

0
) 

N
o

t 

A
p

p
ro

p
ri

a
te

 

 (
-1

) 

Comments or 

suggestions 

1. The objectives of the lesson 

plans are appropriate. 

 

    

2. The procedures in the lesson 

plan are consistent with the 

model. 

 

    

3. The materials and tasks used 

in the lesson plans are 

appropriate. 

 

    

4. The teaching procedures in 

the lesson plans are appropriate 

for the enhancement of English 

reading and writing skill. 

    

 

 

5. The language used in the 

lesson plans is clear. 

    

 

 

Additional comments or suggestions 

____________________________________________________________________

____________________________________________________________________

____________________________________________________________________

____________________________________________________________________

____________________________________________________________________

____________________________________________________________________ 
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Appendix M 

 

Research Instrument Evaluation Form (For Reading and Writing Test) 

 

Directions: Please indicate how you evaluate (appropriate, not sure or not 

appropriate) each of these statements by ticking (√) in the box to indicate what you 

think and give your comments or suggestions for the improvement of the reading 

and writing achievement test. 

 

Part 1: Reading Test: 

Items Appropriate 

 (+1) 

Not 

sure 

 (0) 

Not 

appropriate 

 (-1) 

Comments or 

suggestions 

1. The test is consistent 

with its objectives. 

 

 

   

2. The test reflects content 

validity.  

    

3. The result of the test can 

reflect students’ reading 

comprehension ability 

according to the test 

objectives. 

    

4. The quantity of the test 

is appropriate. 

    

 

5. The language used in 

the test is precise and 

clear. 

    

6. The time given is 

appropriate. 

    

 

Additional comments or suggestions 

…………………………………………………………………………………………

…………………………………………………………………………………………

………………………………………………………………………………………… 
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Part 2: Writing Test: 

Items Appropriate 

 (+1) 

Not 

sure 

 (0) 

Not 

appropriate 

 (-1) 

Comments or 

suggestions 

1. The test is consistent 

with its objectives. 

 

 

   

2. The test reflects content 

validity.  

    

3. The result of the test can 

reflect students’ writing 

achievement according to 

the test objectives. 

    

4. The writing scoring 

criteria are clear and 

appropriate for the test of 

writing achievement. 

    

5. The length of the test is 

appropriate. 

    

 

6. The language used in 

the test is precise and 

clear. 

    

7. The time given is 

appropriate. 

    

 

 

Additional comments or suggestions 

 

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

………………………………………………………………………………………… 
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Appendix N 

 

Evaluation Form for the Self-rating Engagement Questionnaire 

 

 

Directions: The evaluation form for the questionnaire consists of two parts. 

         Part 1: The evaluation of the overall aspect of the questionnaire 

         Part 2: The evaluation of each individual question in the questionnaire 

 

Please evaluate each of these statements by ticking (√) in the box to indicate your 

opinions (appropriate, not sure, or not appropriate) and also give your comments or 

suggestions for the improvement of the questionnaire  

 

Part 1: The evaluation of the overall aspect of the self-rating engagement 

questionnaire 

 

  
  

A
p

p
ro

p
ri

at
e 

N
o

t 
su

re
 

N
o

t 

ap
p

ro
p

ri
at

e 

 

Items 

 

 

 

 
 

(+1) 
 

 

(0) 

 

(-1) 

Comments or suggestions 

1. Consistency of the lesson 

plan to the objectives of the 

lesson unit 

 

 

 

 
 

 
 

2. Appropriateness of the 

activities in each teaching 

stage 

 

 

   

3. Appropriateness of the 

use of teaching materials in 

each teaching stage 

  

 

 

 

   

4. Appropriateness of 

teaching procedure to 

develop students’ reading 

skill 

 

 

 

   

5. Appropriateness of 

teaching procedure to 

develop students’ writing 

skill 

    

6. Clarity of the language 

used in this lesson plan 

 

    

 

Additional comments or suggestions 

…………………………………………………………………………………………

………………………………………………………………………………………… 
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Part 2: The evaluation of each individual question in the questionnaire 

 

2.1 Behavioral engagement 

A
p

p
ro

p
ri

at
e 

N
o

t 
su

re
 

 N
o

t 

ap
p

ro
p

ri
at

e 

  
  
  

  
  

 

 

Items 

(+1) (0) (1) 

Comments or 

suggestions 

1. I come to class.     

2)  I come to class on time.     

3)  I ask the teacher questions.     

4)  I ask my classmates questions.     

5)  I answer questions that the teacher ask     

6)  I answer questions that my classmates 

ask. 

    

7)  I listen actively to the teacher     

8)  I listen actively to my classmates      

9)   I offer my opinions and ideas.     

10) I prepare the information needed for 

the group. 

    

11) I make comments.     

12) I ask questions.     

13) I respond to things someone else says     

14) I clarify things someone else says     

15) I present the group task to the class.     
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2.2 Affective engagement 

 

A
p

p
ro

p
ri

a
te

 

N
o

t 
su

re
 

N
o

t 
a

p
p

ro
p

ri
a

te
 No.                            Items 

 

 

 
(1) (0) (-1) 

Comments & 

suggestions 

1 I like being in class.     

2 I feel happy in class.     

3 I have fun in class.     

4 My classroom is a safe and supportive 

place to be. 

    

5 My teacher is friendly.     

6 My teacher is supportive and helpful.     

7 My teacher always gives useful advice 

and feedback. 

    

8 My teacher knows the subject matter 

well. 

    

9 My group members are friendly.     

10 My group members are collaborative.      

11 My group members are helpful.     

12 I like working with classmates on group 

tasks. 

    

13 I feel excited by the task.     

14 I am interested in the task.     

15 I enjoy participating in group activities 

in class. 

    

16 I like gathering information from the 

Internet to do the WebQeust tasks. 

    

17 I like class activity that provides rubrics 

for self evaluation. 

    

18 I want to learn more about the topic.     

19 I enjoy applying what I’ve learned in 

class to other real world problems. 

    

20 I find problem-solving tasks helpful.     
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2.3 Cognitive engagement 

A
p

p
ro

p
ri

a
te

 

N
o

t 
su

re
 

N
o

t 

a
p

p
ro

p
ri

a
te

 Dimension Items 

(+1) (0) (-1) 

Comments & 

suggestions 

Memorization 

1.  I memorized the content of the 

lesson. 

    

2.  I memorized the language focus of 

the unit. 

    

3  I remembered what I read from the 

Internet while gathering information. 

    

Practicing 
4.  I did grammar exercises before 

class. 

    

Surface 

strategy 

5.  I studied at home even when I didn’t 

have a test. 

    

Understanding the texts 

6.  I underlined major points in the 

readings. 

    

7.  I used a dictionary to look up the 

proper meaning of words. 

    

8.  When I don’t know a word, I guess 

from context. 

    

Organizing and Summarizing what is 

learned 
9.  When I read, I ask myself questions 

to make sure I understand what it is 

about. 

    

10.  I summarized major points and 

information in my readings or notes. 

    

Connecting new knowledge with past 

learning 
11. I did additional readings on topics 

that were introduced and discussed in 

class. 

    

12. I read extra materials to learn more 

about things that I’ve learned in class.  

    

Deep 

strategy 

13.  I referred to a book or resource 

about style of writing, grammar, etc. 

    

Relying on classmates 
14.  I asked my friends what I wanted 

to learn more. 

    

15.  I asked my friends the things I 

didn’t understand. 

    

Relying on teacher 

16. I asked the teacher what I wanted to 

learn more. 

    

Reliance 

17.I asked the teacher the things I 

didn’t understand. 
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Additional Comments & suggestions: 

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

…………………………………………………………………………………………

………………………………………………………………………………………… 
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Appendix O 

 

Research Instrument Evaluation Form (For Student’s Log)  

 

Please indicate how you evaluate (appropriate, not sure or not appropriate) each of 

these questions by ticking (√) in the box to indicate what you think and give your 

additional comments or suggestions for the improvement of the logs. 

 

Questions 

A
p

p
ro

p
ri

at
e 

 (
+

1
) 

N
o

t 
su

re
 

 (
0

) 

N
o

t 

ap
p

ro
p

ri
at

e 

 (
-1

) 

Comments or 

suggestions 

 

Part 1:  The usefulness of the 

WQ modules 

 

1.1 What do you think are the 

usefulness of learning through 

this WQ modules?          

    

1.3 What is the best part of this 

WQ module? Why? 
    

1.4 What did you learn from  the 

lesson? Did you improve your 

reading and writing skills 

when doing the activity in this 

lesson? How helpful was the 

lesson? 

    

 Part 2:  The level of difficulty of 

the WQ modules 

2.2  What are problems or 

difficulties did you come 

across when you were 

engaged in studying with this 

WQ module? 

    

2.3 What did you do to overcome 

them? 
    

Part 3:  Students’ preferences of 

the WQ modules 

 

3.3 Do you enjoy studying this 

module? Which aspects did 

you enjoy?  Why? 

    

3.4 Are there things about this 

WQ module that you do not 

like? Why? 

    

 

Additional comments and suggestions 

…………………………………………………………………………………………

…………………………………………………………………………………………

………………………………………………………………………………………… 

 



 

 

 

 

201 

 

Appendix P 

 

Research instrument Evaluation Form (For Teacher’s Diary)  

 

Please indicate how you evaluate (appropriate, not sure or not appropriate) each of 

these points by ticking (√) in the box to indicate what you think and give your 

additional comments or suggestions for the improvement of the instrument. 

 

Items 

A
p

p
ro

p
ri

at
e 

 (
+

1
) 

N
o

t 
su

re
 

 (
0

) 

N
o

t 

ap
p

ro
p

ri
at

e 

 (
-1

) 

Comments or 

suggestions 

 

 

1.Students’ behaviors in the 

pre-reading stage of the 

teaching module 

    

2. Students’ behaviors in the 

reading stage of the teaching 

module 

    

3. Students’ behaviors in the 

post-reading/ pre-writing stage 

of the teaching module 

    

4. Students’ behaviors in the 

post-writing stage of the 

teaching module  

    

5. What seemed to be working 

well 
    

6. What seemed to be a 

problem or needed a revision 
    

7. Learning strategies I have 

seen or known my students 

used 

    

8. General impression of 

students’ behaviors in class 

 

    

 

Additional comments and suggestions 

…………………………………………………………………………………………

…………………………………………………………………………………………

………………………………………………………………………………………… 
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Appendix Q 
 

Research Instrument Evaluation Form  

(For Semi-structured interview protocol)  

 

Please indicate how you evaluate (appropriate, not sure or not appropriate) each of 

these questions by ticking (√) in the box to indicate what you think and give your 

additional comments or suggestions for the improvement of the logs 

 

Questions 

A
p

p
ro

p
ri

at
e 

 (
+

1
) 

N
o

t 
su

re
 

 (
0

) 

N
o

t 

ap
p

ro
p

ri
at

e 

 (
-1

) 

Comments or 

suggestions 

 

Part 1:  The usefulness of the 

WQ modules 

 

1.1 What do you think are the 

usefulness of learning through 

this WQ modules?  

         

    

1.2 What is the best part of this 

WQ module? Why? 

 

    

1.3 What did you learn from the 

lesson? Did you improve your 

reading and writing skills 

when doing the activity in this 

lesson? How helpful was the 

lesson? 

 

    

 Part 2:  The level of difficulty of 

the WQ modules 

2.1 What are problems or 

difficulties did you come 

across when you were 

engaged in studying with this 

WQ module? 

 

    

2.2 What did you do to overcome 

them? 

 

    

Part 3:  Students’ preferences of 

the WQ modules 

 

3.1 Do you enjoy studying this 

module? Which aspects did 

you enjoy?  Why? 

    

3.2 Are there things about this 

WQ module that you do not 

like? Why? 
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Part 4:  Students’ cognitive 

engagement  

 

4.1 Memorization 

 

    

 

4.2 Practicing 

 

    

 

4.3 Understanding the text 

 

    

 

4.4 Organizing and summarizing 

what is learned 

 

    

 

4.5 Connecting new knowledge to 

what already known 

 

    

 

4.6 Reliance 

 

    

 

 

Other comments and suggestions: 

…………………………………………………………………………………………

…………………………………………………………………………………………

………………………………………………………………………………………… 
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