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CHAPTER1

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'laternet and the World Wide Web, and
Internet resources have been widely used as-an €ssential tool to facilitate learning.
As the world educatienal” scenarios have changed because of the potentials of
technologies to enhane€ teaehing and learning, the integration of ICT into classroom
practice is so important that ithas becoifng: a priority in national educational policies
worldwide, such as the policy for ‘ICT ;n education in England, the USA, Canada
and Australia (Fluck, 2001)as well as 1n Thailand.

Between 2005 and 2008; the poli'cé}'f of the Thai Government emphasizes the
utilization of ICT to promote education, é§i5_¢_cially the enhancement of teaching and
learning processes (Artidtieng, 2005). A@;Jfrom the use of ICT, the educational
reform in Thailand, enforced by the Natidﬁéiiducation Act in 1999, also involves
curricula and learning processes based on the - principles of organizing
teaching/learning pfocesses that require systematic thinking and actual practice
rather than rote learnihg, with an aim to enable learners to analyze, synthesize, and
build a core of kiiowledge thatwill form~thé basis|for, learning in the future world.
The importange 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.



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 ‘arerésponsible for finding their own ways
to develop teaching materials used in their classroom based on the core course
syllabus. They have tostudy.thc.Course objectives and course descriptions in order
to develop their own*tcaching materia}s. By doing this, different campus teachers
employ different teaching” materials foq, the same English course. Most of the
textbooks and teaching materials cﬁrrentiy 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 wheﬁ:it-comes to dealing with the technological
advancement. This is because o integfd’ie,making technology in the classroom
instruction and make it work 4§ not a simél.é'lfask, and not all teachers possess the
skills required to deal With'technology—bafséd lessons. Due to this urgent need to
bring in the technological-innovative-teaching and-eaining and the learner-centered
instruction into classreom settings, the new course materials have to be developed to

achieve these goals.

According to ‘the change of the téchnology-enhanced course materials, both
the lives of teachers and students will be changed as well. Students will become
more sactiver learners dealing- with newpexperience ofsproeessing; 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.



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 inciease student participation in classroom as it is believed
that it is about time that the students’ concept.ofdearning be changed. As Adams &
Brindley (2007) point_ouis-the role of ICT in the curriculum is much more than
merely a passing trendsand ghat it should make teachers rethink about pedagogical
issues alongside the gappioaches to |1earning that students need to apply in

classrooms.

In order to effectively deal withythe above concerns, pedagogical research-
based information is required  to deterl}line whether the implementation of the
innovative technology can actually enhanéé student learning. An extensive review of
literature has revealed that one of the lates't'}i-éj\"'/elopments in educational technology

is the use of WebQuests (Shiratuddin, 2001’)-."7-4' :

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'résources on theInternet” (Dodge,~1995: 1). A WebQuest
focuses on a particular problem. It requires learners to help one another work out the
problem bysmaking 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



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 1s cemsidered as a useful tool to fully exploit the
resources on the Internet for good language learning practice. Marco also notes that
WebQuests are partictlarly Suitable f0|r ESP language learning in the way that the
students perform a real world fask using authentic materials related to their academic

discipline. 7

There are a number of reasons th"a_t ’suppon the popularity and usefulness of
the WebQuests. First, WebQuests foster Q&éoﬁerative Jearning. Since WebQuests are
concerned with complex tasks, or probleﬁifs_',f spgdents have to cooperate and take on
specific roles within a cooperative group nT o'r.il(.ier to complete the tasks or solve the
problems. Second, WebQues'ts' are authenfié';_ Xbéording 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:motivatmg fo students because they can combine
student enthusiasm with technology with real world experiences that transfer beyond
school=setting~(Watson,~1999 as, cited; inslbamb+&; Feelehaimanot; 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 &



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 researchaiticles th_Jat identitied the impacts of WebQuest on

teaching and learning (Abbitt'& Ophus, 2008).

Although a few swidies on thel WebQuest instruction have been conducted
in the ESL and EFLssettings, research results have revealed the effective use of
WebQuest to enhancerstudents’ léarnin:g in reading and writing instruction (Tsai,
2005; Chuo, 2007). The findings show [:-théi-t WebQuest lessons help students learn
better and increase their learning outcoﬁ{és. ‘Since there is little empirical evidence
of the effect of the implementation of Wébbuests in language instruction on student
achievement, this study attempts to deterﬁiiﬁ'g 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 deterniine if the WebQuest modules
are effective enongh tojenhance 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



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 I\X/hat is its effeet size?

4. What is the effect of the fgtégration of WebQuest modules on the
students’ learping engagement?

}

¥ ¥y . .
5. What are the students” perceptions of the integration of WebQuest
ot 22

modules? —
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1.4 Statements of tliérHypotheses
The following-hypotheses are formulated in thepresent study:

1. The integration of WebQuest modules willincrease the students’ reading

ability.

2.0 Thevintdgration of WebQtiestiniodules\willl ifictease the Stidents’ 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:



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” Icarning engagCinent. and students’ perceptions of the

use of WebQuest'modules.

1.6 Limitation of the'study

1. The sample inthis study wais an intact group of engineering students.
They were purpesively selected. Therefore, the research findings may not
be generalized to the other grou't;)s""of population.

2. A one-group pretest-posttest desfgnj was employed as a research design in
this study. With this design, t;he..-:differences between the pretest and
posttest scores might have be.e.n'. _a-ffected bysinternal threats to validity

such as practice effects.

1.7 Definition of terms

WebQuesttmodules 'refer to ! the Intetnet-based feaching and learning
materials for the “Technical English I coursesusing a WebQuest model which
focusés 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



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/ sgience 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“abilityin" this study consisted of two subtests including
vocabulary test and the measurement qf reading comprehension as well as reading
strategies of effective reading which included skimming for main idea and
supporting ideas, scanning fou details;a Iguessing word meanings from context,

making inferences, and #sing discourse markers.

Writing ability gefers to the abil{if;y to write in English as specified in the
“Technical English I’ coutse goals and oﬁjbfqtjiyes of RMUTP. To be more exact, in
this study, writing ability refers to the abi‘lﬁtgl to write passages based on the task
designed in the WebQuest modules: write a ‘é_(-)ﬂﬁ_lposition on a specific topic based on
information gathering from the reading texts from tthe 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 objéctives. The students were asked to write a composition based on the
informationyfrem~the, reading .textspfrom the JInternetsresourees.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:



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 menitor and guide task comprehension

through the use-of cognitive and mcia-eognitive strategies).

Students’ perceptions tefer to the students’ opinions towards the
application of WebQuest moedules in terms of their usefulness, level of difficulty,
and their degree of preferences (o the implementation of WebQuest modules. The
students were asked t0 write learning logé after each class of their study. The guided
questions were provided for them so thai._the data obtained will cover all aspects of

their perceptions.

1.8 Significance of the study - I

The results of the study may prove that the use of WebQuests is an
alternative instructional approach for ESP classes in teims of technical reading and
writing skills, and it may challenge students’ abilities With a variety of information
sources. It is.alse 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 instrietion. This study may provide
implications for other teachers who jwish’ 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 nglish teachers with some insights into how to
apply the integration of WebQi ] ach” lawother EFL contexts as well as how

Thai students as well.

. ., . = . . J .
WebQuest activities should mploy @elop other language skills of

) .
AULINENINYINT
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CHAPTER 11

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. Differcat 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 engage?nent in technology-enhanced instruction.
2.1 Technology in language teaching

2.1.1 Technology in Education

The role of Information. and ..CQmmunication 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 Woild 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 authenti¢ 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, 2000).
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 clCairmeed for language teachers to keep
up with the technological.advancement, as Pennmgton (2004: 30) points out, “if we
language teachers do_net keep pace and adapt our practice, then we risk being left
behind in the currentsconi€xt of gloi)al communication and information access

provided by IT resources.”

It is noteworthy that'the role of éoﬂiputer technology in education is so vital
that the International Sogiety for Technology in Education (ISTE) has developed
standards for teachers and students (Bittef&a Legacy, 2006). The ISTE has identified

six dimensions or standards that teachers sh_puid master as follows:

1. Technology Opefétibns and Conceﬁts Teachers demonstrate a sound
understémding or technology operations and concepts.

2. Planning and Designing Learning Environments and Experiences:
Teachers pian 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 applyingteehnology to
maximize studentlearning.

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 ¢fforis-to find ways to handle and keep up

with the upcoming changes«ntechnology in order o reach those standards.

2.1.2 Education in‘Thailand based on the 1999 NEA

In Thailand, the National Educ;atlion Act (NEA) of 1999 was developed
during Thailand’s Eighth National Economic and Social Development Plan (1997-
2001), which had an aimyof preparing Tﬁai people to cope with a rapidly changing
world in the 21% century. According to fh%— 1999 NEA, education should focus on
facilitating the country’s development tow@ 'gélf—reliance, sustainability, and global
competitiveness (Ada Raimaturapong, 2004-}2' “The 1999 NEA was launched to
enhance the quality of education-with-the following goals:

1. Lifelong education for all

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

3. Continueus ;developmenty of ~the, jbodies~of~knewledge 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:
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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:

e C(Creating a happy learning environment for learners of all
level,;

e Organizing teaching/learning processes that require
systematic thinking aiid-emphasize practice rather than rote
learning. Iearners will be able to analyze, synthesize, and
build acore knowledge that will form the basis for learning in
the future world; |‘.

. Encouraging‘ leargérs to learn more from nature and the
environment; ;

e Ensuring. ,that leaihprs use the experience and knowledge
gained from his/ﬁé.r,family and community as part of
teaching/learning ac@iﬁfes according to the curriculum.

P
iyl e

It can be coneluded that the above process of raising the quality of education
based on the currentr ¢ducational reform in Thailand ha§ to be taken into account as a
major concern on a national basis for all teachers across the nation. The policies and
guidelines inthe Educationalreform Actmust be trafislated-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.haye to translate the policies into the
new teaching approach changing theultimate goal of education from traditional
teacher-centered learning cnwvironment to learner-centered instruction and active
learning perspectives: As.a result, thﬁ: roles of teachers and students have also
changed. The teacherS op'instiug¢tors hqw become learner-centered educators in
charge of preparing the instructibnal environment, anticipating the needs of the
students in advance, and fagilitating.the f)rc;'bess of learning, while the students must

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

#

At RMUTP, the curriculav for fofé?gdl__lg,ilanguage instruction, particularly for
English language teaching, has been de\}’_el%)i;ed on the basis of using the same
curricula for all campuses;r’Trhe teache.r‘.s.'.-af_ 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 i§;found ‘that’ the' traditional ‘method of teaching-is still dominant here.
Many teachersiand students get used to teacher-centered environments. Thus, it may
be difficultyteprepare .and-lead them to,the idea; of slearner-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
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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 I eaming (CALL) (Chinnery, 2005). Since
computers have been widely used and th€irtises -have expanded so dramatically,
language teachers have to. think abou{ the implication of computer technology for
language teaching and learning (Warschauer, 1996). How computers have been used
in language instructiong#€an.be rétlected by the use of computer-assisted language
learning (CALL) as it dnvelves the use of computer technology for educational

purposes in language teaghing (Timucin,:|20_06).

According to WagSchauer _(2001):'_;_th@re 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 Lﬁiﬁéipal use of computers is mainly in the
form of drills and practices-based on the-.-;tfﬁetural approaches. Later on, the new
trend of using computers in English teaching has deéveloped 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 prin€iples (Warschauer, 1996). That is, leatneis used computers in a
computer lab to work individually through drill-and-practice ggrammar software.
Along'the lines of 'behayiorist 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 (Hgbete'dz Hanson-Smith, 1999).

The second phase of CALIL was based on the communicative approach to
language teaching. This"appredch rejects the drill and practice programs because
these drill-and-practice exercises. do not allow enough authentic communication
(Waschauer, 2001). AS a gésult,/a new scenario of the computer-assisted classroom
is emerging since therg'haye been shiits in emphases 1n language teaching from form
to function and from preduct to process: To enhance real communication in a CALL
environment, technology s not used for:.'i.tsJ:own sake, but for the communicative
goal of language learning (Egbeut & Han;séneSmith, 1999). In this setting, grammar
is taught implicitly. The purpose of CALL ;;;:fijeities is no longer for finding the right
answer, but the focus is placed on the iﬂt’érﬁ'ction, negotiation of meanings, and

discussion among leariaers.

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’ CAEL"and integrativeCALL as follows. In
communicativé (CALL, the cognitive view of language learning is very important,
and communieative exereises-are,used for practieing the;Englishylanguage. 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.



18

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 formany years. Over this time, teaching and learning mode has
moved from the traditienal drill-and-practice to more interactive and communicative
application, including e*mail. ehat, and' web-based programs (Murray, 2005). As a
language teacher, in order 0 keep up V&ilth the future world, it is necessary to find
out “how new technologies can facilitatp acquisition of L2 literacies and what L2
literacies are needed ‘for leamers to paftjcipate in an increasingly digital world”

(Murray, 2005: 188). £

It can be seen that the trends in @ﬁuter—assisted language learning have
been changed accordingly. Up until receﬁﬂﬁ'in the case of L2 teaching, CALL
involves simulations; -electionics-communication—and-multimedia production rather
than simple drill-and-practice tutorials (Egbert & Hansen-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 instruetiony( WBI)(Ally, 2004).

2.3 The Internet and literacieSin 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
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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 infermational 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.eoncept has been an important part of critical pedagogy in the
sense that computers and English are oW regarded as vital tools for students to read
about the world, to write aboutit, and td;{éwrite it (Warschauer, 2001).

Another similar definition is gi\i?n‘.by Camacho (2005: 28) who states that
“Literacy means the ‘Compeience to cafr_y out complex tasks using reading and
writing related to the world of werk and ‘t;p_ iife outside school.” It is interesting to
note that the ability to read and write has Béen redefined accordingly due to the
increasing role of modern technology in 1a1?g?u_§ge teaching and learning.

The technolegical 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 tonteach 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. o They explain, that “Bor 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 setices: 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, interpreging informatio'n, and wusing and citing information
(Warschauer, 2001). Peterson et al. (20035 share a similar view when they assert that
WebQuests provide a ngw instructionalrﬂllapproach for developing academic literacy
skills as students have opportunities to”-_qngage in authentic reading and writing

experiences when doingthe WebQuest tasks.

rsrda

2.4 Web-based Instruction

.

Recent advances—in-the Web techaology—and dpplications 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-oppertunities for scholars and
educators to implement a wide range of new teaching and learning practices which
enable learners to be exposed to different classr6om experiences.-Consequently, the

Web isiregarded 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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2

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 communicaion. tools in order to access to the

information needed.

Today, WBI does.not.stmply mean using the technology as information
presentation, but it 1s 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 owﬁ students (Egbert & Hanson-Smith, 1999).
Moallem (2001) also asserts that instrucfiohal design for Web-based courses should
be the systematic development of instr;i?tibnal specification using learning and

instructional theory and best practice to enéifr_e,the quality of instruction.

In education, especially in the field?o_f_;LZ teaching, the role of the computer
technology has gradually been transformed- frbm 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;” therefoses the WBI must be designed properly to

effectively engage learners.and promote learning.

As far as the integration of technology.4n 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 psycholegy)

The goal of any kind.ef instruction is to promote learning. Therefore, before
any learning materials ase'developed. educators must know the principles of learning
and how students learnaThe developm&nt 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 lea1n£nga_(Ally, 2004).

Early computer learning. systemsi-:\'i\{er@ designed based on objectivism or the
behaviorist approach toleaming, The beﬁaifiorist school of thought viewed learning
as a change in observable behavior causedﬁyiffle external stimuli in the environment
(Skinner, 1974). This appreach is closely-_'i‘é}ated to B.F. Skinner’s behaviorism
which emphasizes tote 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 whigh,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 teachings, method. Theser computer-based
activities include behayviorist.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 mdividual 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 eutcomes. Unlike i‘objectivism, constructivists believe that
knowledge and truth age constructed by Ilcafners and do not exist outside their mind.
Therefore, according to €onstructivists, leéﬁirfi—ers construct their own knowledge by

actively participating in the learning procegkf; :

A dominant characteristic. of cons_t?i;_c_Eiyist 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 leamners to constructzmeaning from their experiences. It can be
seen that the €onstructivist.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 addreés these differences by providing significant

experiences for each individual learer.
|

Despite the faét that constructivism is the current trend in language teaching
and that it is consideseéd 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 efféét ‘of traditional behaviorist theories of
language learning with their transmission-ikfased modes of learning are still dominant
in language classrooms. However, they s't'étléj"'ythat traditional skills of information
gathering and storing as well-as the mere traditional learning of facts will not be
sufficient in order;te-live, woik,-and-learn-in-the-near tuture. Therefore, learning
must be viewed as the process of active, creative, and-socially interactive learning;
and knowledge as soimiething learners must construct rather than something that can

be transferred:

According to LeJeune and Richardson (1998), several constructivism
theories (guide, the development; and pdesign—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 ¢hanged 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 thesetfects of disténge learning Internet-based instruction on
student achievement asiwell as the impaéx df distance learning on students’ attitudes
concerning their learning experience. Stuqeﬁ"ts in the control group (N = 17) were
taught with the traditional teaching metﬁi_iﬂ; J.Whereas the control group (N = 14)
attended no classes on-campus except to piégént their final products. Students’ test
scores and satisfaction survey results from 'tﬁ_eué)iperimental 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 @pportunities, students in the experimental group had a more positive
feeling-about the eourse 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.daught with conventional.method: teaching materials were
paper-based printed textbooks, whereas the other group of 88 students was taught
with the Internet-basedd®r oslife clectronic book. These two groups were compared
to see the effect on students’ perfofmancé;in the course. The findings revealed that,
although there was no significant-effect ﬁaf Internet instructional method on students’
performance, there was some indication thgt incorporating Internet environment and
resources into conventional teaching cdgr_lgi increase educational value, promote

learning, and provide students'with good experiences.

In the Thai context, Whattananaroﬂé’@()%) carried out a study to investigate
and compare the' effects—of laternct-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 feurscontrol 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 experim@ntal groups wétre not significantly
higher than' those; ofthe controligroup 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 Janguage 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 rewiew s elaborated on definition and characterization of
WebQuests, underlying leafning theoties and prineiples, advantages, and major
research findings on the dmplication of WebQuests in language teaching and

learning.

2.5 WebQuests

Technology lends itself well as ajﬁp\;yerful 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 doingsthis. 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 approdches for' Web-based language learning.
More récently, 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 developsa lotof Web—bas|ed activities, tools, and strategies for teachers
integrating the Net.into elasstoom actiyities. According to March (1998: 2), a
WebQuest is “a scaffolded dearning structure that uses links to essential resources on
the World Wide Web and af atithentic task to motivate students’ investigation of a
central, open-ended question, developmeﬁt-of individual expertise, and participation
in a final group process that attempts to tfa{ﬁsform newly acquired information into a

e dix dd

more sophisticated understandiing.” =

Based on this definition, March eléﬁ.é)—fia{tés that seaffolding 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 résource links, a‘compelling ‘problem, templateSfor student production,

or guidance fof specific skills (Dodge, 1995).

WebQuests lare 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



29

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: [L€xplains 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 prof'éegs 1s provided for the learners to follow to
complete the assigned tasks The processf'ljdéntifies the steps the students should go
through to accomplish the lgarning goal; {t also includes the online resources they
will need. A list of information vsourcesjjg:)v_f:_}r}ternet sites is pre-selected to allow
learners to focus on the topic and avoid alr_ntess surfing on the Web so that they will
be able to complete-the task within the time .éilia_iiable. This part also offers advice on
how to divide respQrisibilities among participants and some guidelines on how to
organize the information. At this point, scaffolding can be included to provide help
in the learning procesé. |

Evaluation: The ¢valuation part describes how the task will be evaluated in
the form of rubtics. The rubrics clearly identify the indicators for important aspects
of learnenperformance 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 envizonment of the future.”

.

Constructivists claim tl;at people-construct their own understanding
and knowledge of the.world through experiencing things and reflecting on those
experiences. When pegple encounter sé’)mething new, they have to reconcile it with
their prior knowledge and experieﬁce. Then they may change what they believe, or
may discard the new imformation becéllluse 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 ne\@:{z{ﬂd old information. When this occurs, it
is said that we have constructed knowledg:e. This is not the same as simply

memorizing a series of facts (Medley, 200.45_. =Y

Within‘the constructivist framework, learhing is “interactive in the
sense that learners must interact with a source of 1deas/knowledge, as well as in the
sense that they must rtake an active part in reconstruéting 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

frameworkieambe putinto, practice (Ruschoff & Ratter; 200 1):

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:

e 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 whichsmust be supported by a rich learning

environmentrooted in real-lifé and authentic situations.

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

learning based on the'Construetivist.learning theory as follows:

Learning should be an active process.
4
Learners should construct their own knowledge rather than
accepfing/what is given ipy the teacher.
add ¥ K

Collaborative and coopcxjé_t;iye learning should be encouraged to

facilitate gppstr_uctivisblégrﬂ_ipg. This will give learners real-life

experience of working in a group andiwill allow them to use their

m;ét_acognitive skills.

Learners should be given control of the learning process. They
can take, part in makingsdecision 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: Fhey create new understanding for themselves by
using their previous*kKnowledge as t]:|le raw material. To help learners actively
construct knowledges teachers should create. rtich learning environments with
“opportunities for authentie, projeét—baséd tasks, as well as a variety of technology

and non-technology tools” (Bitter & Legl'aC}Ji-, 2006: 29).

The undeslying 'ph'i]osopﬁj?ﬂ' of the WebQuests is based on the
principles of the constructivist educationﬁi:v_f}__liory (March, 1998). Many educators
have connected WebQuests with the coﬁ’_st"ﬁ;‘ctivist approach to learning (Davis,
2003). The WebQuests are created by deflmﬁg 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 soeial 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, scaffo]ﬁing can take a variety of forms, such as
resource links, a compelling pioblem, templates for student production, or guidance
for specific skills (Dodge, 4998). It \can be necessary vocabulary or linguistic
features that help learness overcome the reading comprehension part, for instance.
Since scaffolding can'be témporary, Dod_,éea_(1995) stresses the need to fade scaffolds

after learners have gained experience ancf@kills to a certain extent.

Within the WebQu_ést con@(ﬂt in language learning, Smith and Baber
(2005: 43) identify three types of scaffoldings as follows:

e Reception seaitolding Hél’[ﬂsi learners learn from a given resources
and-retain-what-has-been-leained (€:g- giving learners advice in
using online dictionary, providing praéﬁce exercises on important
grammatical focus and necessary reading strategies, etc.).

¢ 1 Transformatiom; scaffolding;helps dearners=with transforming the
information, ‘including “comparing/contrasting, finding patterns,
brainstorming, or decision-making (e.g, giving-learners a chart to
complete with thepros and cons for the différent options they are
considering).

e 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 togetherwith.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 w»-jathjn the ZPD. Based on Vygotsky’s view,
the role of teachers in'learning is.to g&i_dé their students to pay attention to and
concentrate on what they arg learning. Thrpugh teacher’s guidance, students can go
beyond their actual capacity (Sutvherland.,{:fQ.?ﬂZ). Apart from the teacher’s support
and guidance, interaction with more capiﬂ_e-_peers is an effective scaffold in the
learning process. Through thrér-process of.‘.lé-a-rqrii.ng by imteracting with the teachers
and peers, more cépaible peers can help less advanced members work successfully

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

With jregard+te; elassreomsinteractionsin «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 cognitiveigrowth andidevelopment. dn 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 Thaip and Gallimore (1988: 6-7), "[the sociocultural
perspective] has profoundsimplications for teaching, schooling, and education. A
key feature of this emergenat view of human development is that higher order
functions develop out 4of /Social’ interaction. Vygotsky argues that a child’s
development cannot+be understood byfa;study of the individual. We must also
examine the external gSocial world{._ in which  that individual life has
developed...Through participaﬁoh in. ,écfivities that require cognitive and
communicative functions, ¢hildren are dralflv..v_‘ﬁ into the use of these functions in ways

that nurture and 'scaffold' them."

.

The nnplications-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 envirohmentyis an impostant component in~-WebQuest classrooms. When
studying with ,WebQuest activities, social inteéraction occurs when learners share
their prior knowledge and their new constructions* Then they are required to interact
with others' to [solve “problems: ot 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 acéomplish the assigned tasks.

In this study, the purpose for providing the necessary supports or
“scaffolds” is to make aswide range of targei-language texts comprehensible to
students, and to help themeperform the tasks which are beyond their capacity. The
scaffolds are their teacher and mote capable peers. Besides, scaffolds can be online
dictionary, learning strategy. support's, Web links for providing background
information, as well as" a wvariety of ig;éabulary building and grammar learning
supports including pre-selected Websites';,for online exercises and quizzes. Since the
students in this study are not familiar :.Wit,h being exposed to a wide range of
authentic texts from the Internet; these igpgffolds are considered useful for them
when processing the meaning of the iiéit{S' that otherwise would have been
inaccessible. Additionally, the students therﬁsglves 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
approachhas ‘been found to be highly effective both in educatien 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.

Accountability: Each member-of the group is accountable through
individual grading land (esting. Every person has to make a
conteibution 0 achieving the group’s goal. In this case, the group
is ageountable, throuéh a group grade.

Team fosmation: Tearﬁé of learners are formed randomly, or by
using $pegifi€ eriteria

Team sizet The size of the group is relatively small. The
recommended size is ;“f_.glgr to five students. In addition, groups

should containboth males and females and learners of different

ability levels. =Y
Cognitive development: Thisis-ofténiviewed as the main goal of
cooperative learning.

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 thre€vmajor 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 studiesy the effects of cooperative learning
activities have been examined, and th_p studicshave indicated positive results for
increased academic achievement. For linstance, an individual student demonstrated
increased academic sueeess and increased social skills after completing cooperative
learning group tasks (Stahl,4994) The success of cooperative groups is documented
in lower and middle eglementary gradeé; as well as in college students (Soja &
Huerta, 2001). It is also found that struct}lred tasks promote better retention and that
higher-level cooperative g@sks promoic higher-level thinking (Gillies & Ashman,

1998). £,

In another study conducte@ﬁf" Boling and Robinson (1999), three
types of learning were compared: students Jearned 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 resedrch findings revealed that traditional instruction was less

effective than-eithern interaetive-multimedia-or, cooperative-learning.

In a Thai educational setting, Kwangsawad (2005) reports that
cooperatiyeslearning encouraged-his students-to -becomeymore respensible and more
actively involvedin the learning process. The ‘majority of students ‘s€em 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 learness” /or teachers’ convenience to practically anywhere
around the world, and theé recipients can reply when they have time. Learners can
work together to create Web pages or fin{‘_d and share data gleaned from the Net. This

shows how technology.€an be used with Epoperative learning.

Cooperative learﬁing is 0neJ,0f the major characteristic of the use of
WebQuests (March, 1998). WebQuests fofstélj‘ycooperative learning in the way that
they are concerned with complex topics,.zr_l_cql_many of the questions or problems
posed in WebQuests (especially long—terrh ones) are difficult to answer; thus, it is
unrealistic to expeet 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 «€o@perative groupain 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 18 a-good opportunity for learnets 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, learncrs ha-\J/e unlimited opportunities to access authentic
language (Murray & MePherson, 2004). In addition, since authenticity of the
learning tasks seems to' besthe instru&tors’ central concern, WebQuests can also
promote authenticity in ghe sénse that th'e}}'have to understand or solve the real world
issues by using the information drawn fram_-authentic materials. Consequently, it can
be said that WebQuests give learnefs Iopportunities to involve in authentic

communication through €ngagement With}‘f}ﬂvalﬂ tasks (Davis, 2003).

Second, WebQuests. promote leé_fﬁéfs’ motivation. Along with having
authentic tasks to complete eomes the idea-’thét— if learners are given some control in
the learning process, they will take more responsibilityfor it and will thus be more
motivated. Many WebQuest tasks are designed to addrcss problems or issues that
exist in the real world, and this leads learners to have greater motivation (March,
1998). Also, learners gét ‘to .work . with Teal resources. Instead of finding the
information from the textbook, learners'can be exposed and gather information from
a variety of resources on the Interhet. 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 aqd in the production of their videos. Besides,
the students had positively valued this way of working as they stated that this task
was entertaining, attraetives and motivati;ng as opposed to the traditional paper-based
assignment. s

Fourth, WebQuests develop thinié:ing skills (Marco, 2002). The questions
posed to students require more:than jﬁét— finding information and copying the
answers. Rather, learners must take the inﬁoi‘ﬁiation they research and transform it
into something else (March, 1998). Offen learners have to evaluate a variety of
information sources-fiom-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 sskills: .comparing,~classifying;, generalizing, or analyzing
information from different perspectives.

Moreover, Warchauer (2002) notes that language education should pay
attention to'both product and-precessiin teaching@nd learning. Fo 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 thesteacher acts as a facilitator, paying
careful attention to the learners and guidmg them through critical stages of their
inquiry projects. The role of the Jearners 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 jconclusions. Marco (2002) states that such

activity helps learners develop eritical reéldfhg and synthesis skills.

March (2003) also contends that Yai'ﬁhdther potential of the WebQuest is that
not only are learners the ones who gamn béﬁéf_ijtyfrom their use, but teachers also gain
in-process, professional developments andféxf;eriences of a truly learning-centered
practice when they facilitate the impleméﬁféﬁbh of weli=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 scote of all “WebQuest” sections was higher
than the average score of the traditional demonstration sections. According to the
surveys, the students reperted having a positive.experience in the WebQuest lab
sections. Most studentssindieated 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 o a tragljlfional lab section class. Additionally, the
general consensus of the'lab instructorsrﬂllwa's 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, thé{ researchers claimed that their qualitative
assessments of the success of the WebQuéSf.Jmodules were sufficiently positive to
inspire them to adopt WebQuests and .dth_@r _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 expefiment on the implementation
of WebQuests-with; students qin, asruralyhighschoeol. ;The-researchers developed the
WebQuests for the“teachers and 'designed the details of the*WebQuest activity for
teaching social studies (history). Although the fifidings 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). lahis study, Murray found that the participants of the
research generally had positive attitude|s toward the use of WebQuest lessons. Most
of them preferred WebQuést agtivity to_textbooks and lectures. His findings also
suggested a link between the task difﬁéulty and the motivation to complete the
WebQuest task. It was evident that some Students were willing to work harder to
better understand the weading materiaiS: ‘Similar research results of positive
perceptions of students were also found iﬁ"‘é—study of Tsai (2006), in which students’

Fhd

preferences of WebQuests were reported. _

There have-also been attempts to .Lllé.é-éWVebQuests 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, whilesthose 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. 'Lhc.other class was conducted in a
traditional classroom with-eral discussion. Theydeund that students in the computer-
assisted class showed significanily greater gains in writing than did the students in

the traditional class.
!

The effectivestise of WebQuests to enhance listening and reading skills has
been revealed by Pala2005) who reporislon the construction and effectiveness of a
web-based beginner, intermediate, and advanced level self-study activity package to
improve listening and reading < (L/R) :.S:kills in Turkish. A questionnaire was
constructed and distributed to cellege stﬁdents who, at the time, were taking self-
study languages at a Pacific Northwest laﬁgii{';i'ge mnstitution. 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" instructionis an' efféctive 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 €huo (2004), the effect of the WebQuest
Writing Instruction (WWI) on EEL learners’ writing performance, writing
apprehension, and pereéption-Wwetre investigated. The WWI was designed on the
basis of a WebQuest model with the|assumpti0n that such a pedagogical model
supported major learning andsSecond language acquisition theories. This study also
examined the relationship/between stujdents’ perception and the change in their
writing performance apd writing apprehehsion over the instruction process. The
experiment was done with students in t\:(l-o junior college second-year classes at a
foreign language institute in Southern Taiv';'an. The control group (N = 52) received
traditional classroom writing “ifistruction, xvhjﬂe the experimental group (N = 51)
received the WWI. Both groups-used the'fﬁ‘r’déess writing approach over a 14-week
period. Data collection—included —awiiting —peiioimance 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;signifieantly meore than the traditional
writing instruction. " The WWTI class also manifested significant reduction of writing
apprehension, even though there was no significant diffefenice between the
apprehension of ‘the“control groupsand 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.eollege in Sydney. WebQuests lessons
were developed and used over a three-month period with upper intermediate Chinese
students in a preparatory class fot entrance into the New South Wales educational
system. These studentS came from tea9her-centered environment, so the class was
newly introduced toslcarnér-centered education, cooperative learning, and group
discussion, especially the seasons behind WebQuests. The qualitative data from the
teacher’s observation and reflectiony as well as the information from questionnaires
in Davis’s study revealed that there wer:é-:.some difficulties in the learning process
because the students had never encounteréd a WebQuest before. A large obstacle has
also been reported when using Webe{eéf'sJ in an Asian context due to its
constructivist structure (Davis;2003). Construetivist educational theory supports the
ideas of learner-centeicdness-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#te the new classtoom experience.
According to himj it might be best tostart slowlyand graduallyyworking 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 expleit the usefulness of computer technology,
especially the Internetand the " WWW which are considered a wealth of authentic
information available*online. In additi(?n, some research studies show evidence on
the success of the integration of technology into classroom practice which can yield
a lot of achievement an language learning. Although a few studies on WebQuest
instruction have been conducted in the E"SI:and EFL contexts, research has revealed
the effective use of WebQuest to enhancé—:.students’ learning in reading and writing
instruction. The findings show that WebQﬁest lessons help students learn better and
increase their learning outcomes. Howeveﬁ% there is little empirical evidence of the
effect of the implementation-of WebQué‘Stsé'in language instruction on student
achievement. Therefoie.such-findings-can-be-therationale 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;enhaneement ©of, English weading-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



49

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 rescatehfindings, Carrell and Grabe (2002) have drawn
instructional implications ol 2 reading instruction that, in order for L2 learners to
read well, they must havesan adequa'te size of voecabulary and must be able to
recognize the words im that Vocabuléli};" quickly and accurately. Guessing from
context and dictionary use /can ‘help aqquire vocabulary, but these skills are not
automatic. Rather, th€y néed to be developed and practiced in order to be used
effectively in conjunction with reading. w " |

Another issue in L2 reading researeh ‘that has gained much attention is the
role of background knowledge in reading. quy 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, £990; Carrell & Wise, 1998).

The issue eoncerning reading strategies is_also vitalgin reading instruction.
These strategies are used to solvesproblems encountered in comstructing 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 instruefion from reading research, which can
be viewed as component abilities of learncrs'thatmeed to be developed for effective
reading comprehension. Theimplications are as follows:
1. Ensure wordsrecognition fluency

Emphasize yocabulary leam%ng and create a vocabulary-rich environment

Activate backgrotnd knbwleqaé.e in appropriate ways

Ensure effective language kn&gwl‘edge and general comprehension skills

Teach text'Strugtures and discourse organization

Building reading fluéney and rate

Promote extensivereading 7N

"B

2

3

4

5

6. Promote strategi¢ reader rather f_hdan teach individual strategies
, .

8

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 wrifing 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 aiso in translating these ideas into readable
texts. The skills involyed in writing aré_\;éry complex. They include both higher
level skills of planning and orgamizing aﬁd' low level skills of spelling, punctuation,
and others. Writing is even more difficultiif'_(i)ln= L2 learners if they have weak language
proficiency. = J

The process_writing has become 'a""W'r'despread instructional approach. The
process approach 1s-seen-as-a-major-improvement-ovet 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 appreachy onsthe otherhandgfocuses only a-finalpiece of writing which is
measured by the" Crit€ria“of vocabulary  use, grammatical” use, and mechanical
considerations_such as spelling and punctuation‘as well as content and organization
(Brown, 1994), hence drawingistrong: criticisms: on it$_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 cssay to convince others of their point
of view (persuasive writing), and to write“about personal experiences (narrative
writing). Students were asked to respond t0 twe.writing tasks and provided with
blank paper to plan their writing. Then they were asked how frequently teachers
encouraged them to plan theit Writing,i‘ define their purposes for writing, and write
more than one draft and revise. Studenzé'; teachers, and administrators in all three
grades were also asked about instructioi:}al‘.'content and practices. It was found that
several process-writing te¢hniques were’_é_s_lsq_ciated with higher writing proficiency.
First, students of teachers who always eﬁgquraged planning and defining purposes
and audience were found t0 be generally béftétfwriters than students of teachers who
reportedly never encouraged these activitﬂ:_s# Second, average writing ability was
higher among students whose teachers emphasized mote than one process-writing
strategy. It was alse found out that the use of prewriting was associated with the
highest average proficiency scores (National Assessment of Educational Progress,
1998). With regard to theNAEP 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 researeh areas that interest them, communicate through e-
mail, create Web pagesgand form on-line groups of various kinds. They can find
audiences to read and regpond o their texts. Also, they can combine visual and print
literacy to communieate their ideas, and-;thaey 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 'diécussioni;fc;'r-ums for language learners in particular
and has provided the means for them to lf;:e_c'(')Jr_yne pen pals with other learners from
around the world. Some programs also Tf_)ul;lish their curriculum materials and
teaching tips on-line; Reseafch studies on fhé-:l_sé 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 proeess writing as a classroom activity:
“planning (pre-writing), drafting (wrﬁing), revising (redrafting), and editing—and
three other stages externally imaposed on students by the teacher, namely, responding
(sharing), evaluating, and pest 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’ interesf. The innovative use of technology will be
used to support student learning in tern;s of providing background knowledge for
gathering information from reading, proviéiﬂg opportunities for students to practice
online exercises, practicing using online di‘rcjt_iqjqaries, making use of spelling checker
programs, etc. The application of compute_fprjograms can be very useful to process
writing, especially for the pﬁfpose of draftir_l-é,_ fevising, and editing. Teachers can
demonstrate to studénts the revision or editing part via rcomputers and save their

work for later revision (Seow, 2002).

2.7 Course eyvaluation and WebQuestcourse evaluation

Evaluation is considered as “the heart of the systematic approach to language
curricalumedesign” (Brown=1995: 217): dn~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



55

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 mcans to collect and analyze relevant
information necessary fordmproving 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), progfém evaluation is a sort of ongoing process.
Once the program or cugriculum has beep developed, it should never be viewed as a
product. Since professional experience;'-_v_teaaching concepts, and methodological
knowledge are constantly changing, teac}};qs should be open to making necessary
changes on what can or should be modifie'd,;z_idded, or changed to make the course
reflect students’ interests and needs (Sysdycy, 2000). The evaluation information
allows the course orprogram 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 evaluatingsany 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 18 ‘over, or'a stage of /the course iis-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 filidings show that several mechanisms
for feedback and evaluationean be incorporated into course materials with minimal
impact and with greater benefits of evaluation as beth a validation process and a
guide for course revision. '

Graves (2000) has peointed out th‘a}}fl the success of a course is judged by what
students learn, and whatithey feel they have learned. To confirm the success of the
evaluated course, syStermati¢ evaluation is needed. As for any systematic
evaluation, it involves the use of formaliz‘égi_ lists of criteria. Although checklists for
course evaluation exist in plénty; such '-e'"\/;zi,l_l'uation criteria are usually context-
dependent (Sysoyey, 2000). Sheldon (19885_- 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 otherContexts. Therefore, those
who desire to use these available sources may need to make an adjustment to the
checklists to suit their Owsiscontext so that'the results of the evaluation would be of
quality.

Taylor-Powell, Steele, andsDouglah, (1996: 2) suggest that to enhance the
value gof 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 InEemet. 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 provicll;eﬁ “A Rubric for Evaluating WebQuests”
(Original WebQuest Rubric by Bemie';.Do'dge: Version 1.03. Modified by Laura
Bellofatto, Nick Bohl, Mike Casey, Maysh_a Krill, and Bernie Dodge and last
updated on June 19, 2001, from http://wel‘);g_u'est.sdsu.edu/webquestrubric.html), and
Dodge asserts that the WebQuest evaluatibh' format can be applied to a variety of
teaching situations. This proposed formatfn’g;ludes the evaluation of the following
aspects:

1. Overall “Aesthetics: overall visual appeal, navigation and flow, and

mechanical aspects

2. Introduction:” mietivational effectiveness of introduction, and cognitive

effectiveness of thesintroduction

3. Task: connection of task to standards, cognitive level of the task

4. Processi¢larity of process, scaffolding of process, andrichness 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 6 accommodate my individual learning
needs and interests? '
5. Is there an oppestunity for me to share the results of my WebQuest with
other educators?

6. Are all of thedinks on the We'bQuest active and appropriate?

Deutsch (2004) summarizes how;l March (2003) defines a quality WebQuest
as follows: WebQuests arc more than just activitics which utilize the Internet.
Students must experience ‘both individi};a}l_ 'and team learning, and produce an
authentic end product that'is créative and aippiicable to real life. WebQuests must be
“real, rich, and relevant” (March, 2003: 45)?Tbrough student teamwork, cooperation
and collaboration, students learn to access information and ‘“use the acquired
information and expeértise 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, theéysbecome 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 rguidelines ‘on% what to 'do. In addition, it/ must havey theught-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 rubries may need to adapt or add certain aspects to cover their
specific educational purposes. '

The purpose of the present studj_/}vas to develop WebQuest modules based
on the course objectives of an existingll curriculum for the purpose of enhancing
reading and writing abilities Specified in”-f;hq_objectives of the “Technical English”
course. The purpose of the evaluation of ‘t;h_e developed WebQuest modules was to
determine whether the quality of-these inétfﬁétional modules matched the targeted
language needs and the students’ learning née@s.,

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 smplementation of the WebQuest modules in the
expermment, The experts in the field of English language instrtiction 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 leaming modules.

In conclusion, thesWebQeust course Cvaluation was a critical stage of this
research study. To ensuse~a fime-quality instructional material, the developed
WebQuest modules must undergo a process of cvaluation to ensure the content
validity before it could'be wsed in the ' main study. After the developed WebQuest
lessons were implemented, the evaluatiJ(’)'.n was conducted in order to assess the
course effectiveness. Asfor the effectivépe'ss of the course, the reading and writing
achievement tests wer¢ employed. Qualitative evaluation was also utilized through
the use of students’ learning logs; semiisgructured interviews, and the teacher’s

diary. 222244

2.8 Students’ learning engagement

By integrating' Web-based instruction into language classrooms, educators
generally create learfiing environment that requires active student involvement
(Stoller, 2002).t 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 experiencé~to the students. In the learning
process, learners will ‘construct knowledge of thetarget 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 technelogy-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 learrffera activities must involve active cognitive
processes such as creating, problem—'s'lplﬁng, reasoning, decision-making, and
evaluation. In addition, learnérs are iﬂﬁf%héﬁ"ically motivated to learn due to the

. g h L R ..
meaningful nature of learning environment and activities.
¥ deis fd

Kearsley and Shneiderman (1999.):_ags_(_)_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.dn 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 workewith others from quite different
backgrounds. This “facilitates, an,.understanding | of | diversity” land 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” ieSponses by mouse clicks, whereas
engagement requires assessment for larger units of work such as reports. Kearsley
and Shneiderman (1999) conelude that “the diffcrence between engagement and
interactivity reflects*the .shift /in thiinking about ‘computers in education as
communication toolssfather than medid. delivery devices. Furthermore, engagement
theory places a great deal of emphasis on providing an authentic (i.e. meaningful)

setting for learning, someéthing not present in previous models” (p. 3).

To accomplish engagement, learnéf’:é must be engaged in their course work in
order for effective learning to take; place b§/ qu}liowing these three primary means: (1)
an emphasis on cooperative/collaborative éfféffs, (2) project-based assignments, and
(3) authentic focus:=It is suggeéted that thé.s.é- -til_rée metheds result in learning that is
creative, meaningful; and authentic. In the process of learning, the role of
technology is to facilitate all aspects of engagecment 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

neededsto.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.sttucture. The mmportant feature of a WebQuest is a
doable and motivating task‘that requir(ias learners to work cooperatively in a group
with distinct roles, thé proécss section thgt provides clear directions for solving the
problem without ideatifying solﬁtions:,a 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 (-Andriéz-:EOOl). More importantly, the WebQuest
model also views teachers as facilitatorsfiénd learners as active participants in the
#es b

process of learning. =

It can be seen that ’WebQuestsl‘.éfeé _Well—designed to facilitate student
engagement throu'grh‘ 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 coopératively and collaboratively to deVelop possible solutions. The
learners are metivated to‘be engaged in authentic and meaningful learning activities
which are currént events or events related to their academic disciplines. Apart from
the attempt:to-deyvelop, engaging-learning, materials based ony 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 aceompanied by-a.positive emotional tone. They select
tasks at the border of their cf)mpetencies, initiate action when given the
opportunity, and exert intense effort and concentration in the implementation
of learning tasksy they show generally positive emotions during ongoing
action, including enthusiasin, optimism, curiosity, and interest. The opposite
of engagement is disaffection. ﬁisaffected learners are passive, do not try
hard, and givesup easily in-the “'Iface of challenges... [They] can be bored,
depressed, anxious, or even angry apout their presence in the classroom; they
can be withdrawn from learning Jg_‘)f)gqrtunities, or even rebellious toward
teachers and classmates” (Skinner 82 B-Jelmont, 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, oniented extracunsiculan activitiesthave been the focus of
research found in the*literature (€'g.” Connell 1990, Finn, 1989). As for affective
engagement, the focus is_on _the level of studentinyestment in, and their emotional

reactions or attitudes toward thelearning 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, t0 linvestigate student cognitive engagement,
Biggs (1987) relate cognitive engagementsto.approaches of learning. The three
approaches to learning has been identified_and-used as constructs of cognitive
engagement: surface, deeprand achieving. Based on Biggs (1987), in a study of
Kong & Wong &Lam(2003), the researcher found that the students’ learning
strategies were closely‘related o cogﬁitive engagement. Thus, the dimensions of

student cognitive engagement were propqéed as follows:

Table 2.1: Dimensions of Cognitivé-_ engagement (Kong & Wong &Lam
(2003:10)

Surface Deep strategy < Reliance
strategy YT
Memorization | Uiderstandmng the question Relying on
parents
Practicing Summarizing what is learned
Relying on
Handling tests” | Connecting néew-knowledge with the old ways teachers
of learning

Similarly,”the “use' of' cognitive ‘and méta-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 termis 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 identificd 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 cﬁtéﬁa, which 1ndqex the extent to which students are
maldng active responses to the learning fasks 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. “Affactivescriteria, ywhich dndeX; the levellofStudents’ linvestment 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



67

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 classroem environment. Students’ learning
engagement is categorized.according'to the cognitive, affective, and behavioral
engagement indices which .will be used as criferia for assessing the level of

engagement of the studentsin this study.

As the implementations of WebQ_};ést modules is a new learning experience
for the students in this siidy. they will bﬁ encouraged to be engaged in the learning
activities. Students will be informed ’_;a'_c’_llvgnce how they should play the role of
active learners, what they are required to"dét_ig) in the learning process to be engaged
learners, and what benefits they: will gain @m such learning. The characteristics of
engaging learning based on  the student&’."_}earning engagement index will be

discussed so that stud¢nts will be clear on their roles as active learners.

Owing to advanced computer technology, many educators have attempted to
work in specific wayss 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 engagifg “leathing fmodel <is |one! of the ~barriers’ to inCorpofating 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 studénts’ reading and writing abilities as
well as student engagement;, and -Jto examine students’ perceptions of the
implementation of the WebQuest modules. Tn this chapter, the description covers

research design, participantss and research instruments for each stage of the research

together with methods of daia gollection-and data analysis.

3.2 Research design I_ v

This study was quasi-experimentég:ér?éearch. The design of the research was
one-group pretest/posttest design, as illustraigd in Table 3.1. The experiment was
conducted with the aim to evaluate aeq 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 preétest-pasttést researchidesign

Pretest Treatment Posttest

11 X 12

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, qualitat_jve 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 ihis 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 <

rsrda

Participants

.

The participants of the study were an intact sroup 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 hére that.the' subjects were not randomly selected because
they were allocated into a class due to the university’s administration policy and

were tsed 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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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

Web-based instruction

WebQuest instructional strategy

Constructivist theory

Cooperative learning principles

The6ty oL engagement

AN e

Approaghesdn readiqg and writing instruction

Step 2: Developing pringiples of t-l.le instructional model in
accordancewith the obje:ctives of the course

Step 3: Developing the instructhnExl modules and designing lesson

plans

Phase 2: The implementation of the Wél'fngst modules
Step 1: Planning Stage: developin;g—}é';earch instruments, validating and
piloting the instruments = o
1. Developing research insiruments
e Reading and writing tests
‘e Student engagement self-rating questionnaire
o /Studentlog
e 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




71

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 relate&'.;_-literature regarding the integration of
technology in education and language leiai*ning, theories and principles underlying
the WebQuest strategy, as well as teachinlg -dﬁproaches for enhancing reading and
writing abilities. Then the-lcatning theo%iéé-and principles were analyzed and
synthesized to be ‘uised as key concepts underlying the development of WebQuest

modules for the enhaneement of students’ reading and writing skills.
Stage 2: Developing principles of the WebQuest instructional model

At thi§' 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 stadents’ reading and

writingsskills 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 EnglishiI”’ course, there are altogether five units.
Therefore, five units of the WebQuest modulesswill be developed and implemented
for the whole semester. Phese 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 attributesof ' WebQuests (Dodge, 1995) and March’s WebQuest
design processes (March, 4998 ).

As previously mentioned; the “'I?Iéchnical English I’ course has to adhere to
the course description‘andiobjectives spé_ciﬁ(?_d by RMUTP, the WebQuest modules
will therefore have to be desigﬁed based}énﬂ such description and objectives, which
are as follows: , o, I/

Course description: _ Practice - in .E(z_f_our language skills emphasizing
feading forl -main ideas rand 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:

e ‘use’ /teading " strategies ~{o .tead passages
concerning academic disciplines and to
identify main ideas and details from the
reading texts;

e identify and summarize main points from
listening passages;

e write grammatical sentences and short

paragraphs;
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e 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 websbased materials which have specific
elements called “critical attributes,” thg structure of the WebQuest modules used in
this study will follow these-etitical attributes which-include an introduction that sets
the stages of the activity, a“task thaF i1s doable and interesting, a clear process
including guidance orscaffelding, an e[yfaluation part providing rubrics for students
to self-evaluate their written prodUét, an:g{;a conclusion that provides reflection and
closure. #. .

WebQuests modules were _createé{-pyﬁdownloading “a WebQuest template”.
The steps in the WebQuest dcls‘ign pﬁéfpgss proposed by Dodge (1998) were
followed. The first step Was the design ﬁliﬁ{for the content of the WebQuests in
terms of designing interesting -tasks, ass;gnjng clear roles for students so that
everyone takes part-in task completion, finding relevant-and appropriate resources
links, providing en(;ugh guidance or suitable scaffoldig to help students in the
learning process, creating rubrics for evaluating students’ writing product, and
writing lesson plans for téaching 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

e Study the course objectives
e Select a topic appropriate for WebQuests
e  Write up the task (expected outcomes)

2.Select resources

e Findandssclect the resources
e Describe-how learners will be evaluated
e Design therubrics for Evaluation section

3.Describe how learners
will be evaluated

e  Describe how learners will be evaluated
e Design the rubrics for Evaluation section

-

4.Design the process

¢ Designithe process
(Provide resources and scaffold where needed)

5.Complete the WebQuest

o Comp-fete the rest of the WebQuest parts
(Intreduction, Conclusion, and Credits section and all

otherparts) ——

~“e“ ‘Write down the lesson plan
e Select appropriate Icarning activities to serve
the learning objectives

After finishing. the development of WebQuest units, ithe 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 Steps.of teaching Purposes
WebQuest .
INTRODUCTION * to introduce the activity

(to gain students’
attention and
introduce the topic)

Pre-véading ‘phas'g' '

[

F
ol

 to activate students’ background
knowledge

| * to pre-teach vocabulary
- | *'to pre-teach grammar structures

TASK | * o set the purposes for reading
(doable and - * {0 assign student’ role
interesting) e e =
PROCESS Reading phase * to provide reading practice and feedback

(to provide step-by-
step instructions,
resources and
guidance for students
in order to complete
the task)

opportunities-for students

4 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

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 modulcs.

The experts’ responsesfithe first part of the evaluation form were calculated
using IOC (Item-Objectiyve Congruenge Index) to determine the validity of the
model. The acceptable valtie 0f IOC for, each item should not be lower than 0.5,

otherwise the item needs to'berevised. 4

It was found thaf the IQC value of the validation result was 0.78 and two out
of three experts agreeds on each item. Y]%a:s"ed on this result, the modules were
considered acceptable. However, some adiﬁs_tjment had been done according to the
comments and suggestions by the experts (€. 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 engageinent self-rating quéstionnaire, 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 eourse objectives, students’ reading ability required
could be concluded to'be the objectivesilof the test which were to measure:

1. Ability 0 recogvnizej. the meaning of basic technical terms and

nonstechnigal vdcabuiary used in the field of engineering

2. Abiligy to comﬁrehenéi‘j the reading text in the following areas:

2.1/ Ability: to KON hain idcas
2.2 Ability to scan';t-ﬁe_texts for specific information
2.3 Ability to makfi:;iny%ﬂerences from the information in the
text= Jd-
- =24 Ability to-guess-word-meanings from context

After defining the test construct, the testj;specification was written.
The table of specificdation 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 contéfit 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 detesmine the meaning of unknown words
from context clues. The clues were presented-iiiadirectly-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 sci;the and technology related to engineering
taken from printed mategials and from the Internet. The length of the passages was
approximately 400-500 words. - - 1

To ensure the content Valiicilii_t_y' of the test, the test was validated and
evaluated by three experts (one in the field'"df_f.-'assessment and two English teachers
with a doctoral degree and experiences inftf;gching 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

Inythis/ studyy twostypes 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 analyti¢c 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, erganization, vocabulary, grammar, and mechanics. The
mentioned analytic scofing fubrics were adapted from the scoring guides of Jacobs
et al. (1981) as Grabg and Kaplan (1696) suggest that “these scales are well
supported by content and constitict Valnllidity, they have field-tested, and they are
designed specifically for ¢lassroom use fe_;_.thaer than for large scale assessment” (p.
409). 6

The first part of the writing 'tésftl_f.consists of 20 items of error detecting
test requiring students to select an error.--'j_o_gt 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 wa$ assessed regarding the five criteria in
the rating scales: centent, erganization, vocabulaty, 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 wsefulness of the data from the learning
logs, a guideline, which has already been appieved by a panel of three experts in
terms of clarity and language appropriateness, were provided to the students. The
items included in the guidelin€ mainly concern the students’ perceptions of the
implementation of the WebQuest modules (opinion on usefulness, level of difficulty,
and their preference in using theser WebQuests). They were also encouraged to

express their opinions‘frecly in the 1ogs. =~

1.5 Students’ learning eﬁggggment rating scale questionnaire

The data” concerning studbhis’ learning engagement was obtained
from the students’ leaning engagement rati_iig’;-'écale questionnaire developed by the
researcher based on the coneept of learniﬁg-r-éngagement 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 ifidices.
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 alse previded a space where the experts can
write down their comments and suggestions. The research instruments were adjusted
and/or revised according te~ the experts’ comments and suggestions before

employing in the pilot'and ghe main stuqy.
(I) Reading and Writing tests

The reading and writi'-rjlg»;achievement tests was validated by the
experts in order to enstre its validity. Thev Irff_sults of the test validation revealed the
grand mean of I0C value at 0.88 énd two-;_.ou't of three experts agreed on each item.
Two out of the three rated it appropriat_é for assessing the students’ reading
comprehension ability and their writing acﬁi_q}l_ement. Similarly, the scoring rubrics
were acceptable. One of the expert commenfed 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 wese validated byithe experts who are
univetsity 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 10C
(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 sesearch instI:uments were. validated and approved by the
experts, the pilot study*was conducted in order to find out about the degree of
difficulty of the learming .materials; ghe appropriateness of teaching procedures
regarding the enhancement of reading azld writing skills, and the time spent for the
class activities. The pilot study wé}s conducted during a summer course in the
academic year 2008. The parficipants in the pilot study were a class of 28 students
who were as similar as possible 'to the ft_.;;_rg;et population. They were second-year
undergraduate engineering students at RMUTE North Bangkok. They were enrolled
in Technical English course. They passed.?wQ 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 resultswof 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 interyiew that the pasticipants enjoyed
studymmg 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:dt was found that'this-eould help them complete the task
on time.

Secondysome students felt frustrated because of too many difficult
vocabulary words in_the reading texts and some ofthem did not have enough
background knowledgesto gope with thgllhew reading content. Accordingly, before
letting the students read the texts on théjr ‘own, the teacher had to be aware of the
pre-reading stage and‘Severaliactivities t6-_Pr§:_—teach necessary vocabulary had to be
prepared. w !

Third, many students were hbi.lfamiliar using rubrics to evaluate their
own writing task. Without the teacher heli),'_ they did not understand how to self-
assess their work. Moreover, some students were not familiar with the new teaching
style and their new-toles 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



84

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 veported the criteria were clear for both of
them. In case that the rated score for eqch critcriaswas more than one mark different,
they had to discuss and imade 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. ﬁ.ﬁsed on this statistical result, the test was
considered reliable for the utilization'in the'main study.

With regard to the self—ratipg_.engagement questionnaire, it was tried
out with 28 students who ‘participated ig 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: Condiicting 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
Nakhony North Bangkok Campus. The implementation of the English instruction
model was carried out once a week, from 9 am. 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.adminisiered once before the implementation of the
WebQuest modules. Thes€ading 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 insbothiof the pre- e'}hq_the post-test. The first rater was the
researcher herself andsthe 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 '"stgdents’ logs, the teacher’s diary and
semi-structured interview for additional in_prr_r}ation 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 studént'engagement
The data concerning students’ learning engagement obtained from self-rating
engagement questionnaires werc.analyzed using deseriptive statistics of percentage,

mean, cv, and SD.

Step 3: Analyzingstudents” 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
¥ o -‘IJ‘I;I

were analyzed using content analysis. — -

Lists of thc research instruments used in the study are summarized in Table

3.5.

Table 3.5: The list of research instruments

Instruments Purposes Time of | Validation | Statistics
distribution
1. Reading and 4, To obtain Before and after'/ | By experts: '|.t-test to compare
writing pretest"| students’ the treatment 1eC = the means of the
& posttest English 0.88) pre and post-test
proficiency and inter- Effect-size
concerning their rater using Hedges’g

reading and
writing skills

reliability at
*0.82

(two raters
was used
for inter-
rater
reliability)

(aiming to
achieve =0.5)




87

2. Student To obtain After the By experts | Descriptive
engagement information treatment I0cC = statistics
questionnaire about the 0.86) (frequency,

students’ and mean, SD, CV)

learning Cronbach’s

engagement Alpha

coefficient
(0.89)

3. Students’ To record how At the end of By experts | Content analysis
logs they feel, what each learning doc = : coding,

they think about | module 0.88) grouping,

the lesson and emerging theme

their learning.
4. Teacher’s To record'what | Af the end'of By experts | Content analysis
diary is going on_in each learning docC = : coding,

the class. module 0.88) grouping,

\ emerging theme

5. Semi- To obtain | At the end of the | By experts | Content
structured infermagion course I0C = analysis:
interview about the 0.82) categorizing,

parti€ipants’ *‘d grouping,

opinions toward: counting

the developed ; frequency

instructional * A

modules #1244

In conclusion, this chapter described research procedures of the present

study. The proceduresr include three major phases: the development of the WebQuest

modules, the/module'implementation, and the evaluation of“the effectiveness of the

instructional moedules. The first phase deals with the processes of the WebQuest

module, development,

while ~the

second-, phase s is, sthe .deseription of the

implementation' of the'instructional modules. Thelast 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 ,(}-) What.are the students’ perceptions of the
implementation of WebQuest modules? In this ehapter, the research findings are
reported in accordancewith each resea:lch question.

i

Research question 1: How.can WébQilést modules be developed?
';f
4.1 The development of the WebQuest modules
The WebQuest modales in this study were developed within the theoretical
framework of WebQuest: the inguiry-based approach, constructivism theory, and the

principles of cooperative learning, with sqmegadaptation made to suit the students’

need and interest.. Fhe 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)



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. These were twenty topics proposed by the
researcher; that is, four topie choices er 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 presentediin/Table 4.1‘. ."

Table 4.1: Topics of the WebQuest modu_le_s 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: Giying.insteuctions

Unit 5: Deseribing a process

" Module 1: Global warming crisis

Module 2: Transports of the future
Module 3: Buying a new car
Module 4: Recyecling 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 Create a brochure for a “reduce global warming crisis”

crisis campaign.

Transports of the Write an essay to define and classify the transports of

future the future.

Buying a new car Write a teport to compare and contrast the cars that the
company shouldsbuy.

Recycling used Create a brochtize'to persuade other students in the

materials university to reeyeleused materials.

Visiting a factory Wiite 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 an(i‘ resources

As stated in Chapter 3, teading co‘in'pfehension problems can occur when the
material is too difficult. One way t6 find oirt*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 Tt) control the level of difficulty of the
reading texts fronl Online-resources-is-not-an-easy job to do, but the readability
formula can be used a$ 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 frustrationswhen they encountermany difficulttexts.

With régard to the level of difficulty of the reading passages, in this study
text veadability, was, ddentifiedcby means) of} Flesch:Kincaid ‘Reading Ease. It is
convenient to ~use ' the” online¢ = readability = ‘calculator = Ttétrieved 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 fpr the assigned task, but also for students to
practice grammatical features necessary for each-module. The participants can also

practice these linguistici€xereises at their own pace at home.
|

In this studys thesresearcher finds that the inclusion of language-focus
instruction is a mustThe' cfuéial rolesof this explicit instruction is to provide
linguistic help and a number of necessary iéarning strategies for the students to use
in the learning process. In this step, thé-:.-handouts for language presentation and

practice were provided in order te prepare them in the reading and writing activities.

The first type of handout @ised in thépfe—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 handoutssineluded 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 Steps-of teaching Purposes Teaching &
WebQuest learning
\ Procedure
INTRODUCTION | Pre-reading phase | ¢ to introduce the 1. T. asks questions

(to gain students’
attention and
introduce the topic)

‘| activity

* to activate
students’
background

+ knowledge
* {0 pre-teach
“Wocabulary

# to pre-teach
-grammar structures

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 set the purposes | 1. T. explains the

(to be doable and forreading objective of the task

interesting) * to assign student’ 2. T gives lists of

role questions as

guidelines for
gathering
infermation for the
task
3. Ss assume their
roles

PROCESS Reading phase * to provide reading | 1. Ss read the texts

(to provide step-by-
step instructions,
resources and
guidance for students
in order to complete
the task)

practice and
feedback
opportunities for
students

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: 4
editing)

| to complete the

';taék

v i

e id 44
-
B
§ S
d

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)

y

|- 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 othet:
domains)

e fo'draw a
conclusion from the
task

* to ptovide
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.'Sslexpress their
thoughts
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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: Comparisen of reading pretest and posttest scores using paired

samples t-test and effeet size (Hedges;g)

Reading | Mean | n SD. . |Std. Exror| t-test [ Sig. g
Test 1 Mean (one-
tailed)
Pre-test | 12.00 | 40 3.59 {/.,0.562 3.99 | 0.001 1.19
Post-test | 16.52 | 40 4:05 ~0.641
*p<0.05 s

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 respectiyely.. The tesults.indicated that participants.in the study had higher
scores in their reading.comprehension post-test. The t-test andlysis showed that there
was a statistically significant differénce betweensthe reading prestest and post-test at
the level of .05. 1t wa$s 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 whatis theeffect size?

4.4 Findings of Students” Writing Improvement

The students’ writing improvefnent was determined by the gained scores
from the writing achieyement pre-test ar{gi"post—test. Paired sample t-test was used to
analyze the difference between the Wl‘itil;llg pre- and post-test scores. The value of the
effect size was calculateds Hedge’s effect size measure was employed. The results

from the t-test are presentedin Table 4.5 ¢

rsrda

Table 4.5: Comparison of writing pref_eS_tj.and posttest scores using paired

samples t-test and effect size (Hedges’g)

Writing | Mean-| n S.D. Std. Error t Sig. g
Test Mean (one-
tailed)
Pre-test | 5.63 | 40 242 0.382 8.18 001 2.17
Post-test | 12.20% | 40 3.52 0.557
*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 werc used in the classroom. The
purpose was to determine whether the use of WebQuests affected students’ learning
engagement. Put another way, the rese&jrch aimed to determine if students’ learning
engagement in the learning process incréasJéd after using WebQuest activities in the
instruction for one semesger. The participéhtsa’: learning engagement was examined in
three dimensions of behavioral, affective, ie{hd cognitive aspects.

A Self-reported questionnaire was;e-r';j"ijloyed to obtain the data regarding
behavioral, affective, and Cognitive engﬁge'rhent. The same questionnaire was
administered to the patticipanis-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

3 2

“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 enga_gement (items 1-8)

Items 1-8 + 3 ' % L | x |SD.|CV.
1. I come to class. 9 ef | 23704 - - 398 | 0.16 4.02%
2. I come to class on 80% 20%4 ' - - 3.8 0.41 10.78%
time. L 4

3. I ask the teacher T25% H¥25% 15% - 3.58 | 0.75 | 20.94%
questions. v o s

4. 1 ask my classmatés | 85% 5%, [ = — 385 | 36 | 9.35%
questions. ——

5. T answer questions that | 97%:3% | 2.5% | = - - | 398 | .16 4.0%
the teacher asks. . 7R

6. 1 answer questions that | 675% | 32.5% | - -~ 1368 | 48 | 13.0%
my classmates ask: '

7. 1 listen activelyto the | 90% 10% 3 - 390 | .47 | 20.43%
teacher.

8. I listen actively to my | 50% | 50% - - | 350 | 50 | 14.28%
classmates.

According to Table 4.6, almost all of the participants (97.5%) attended the
class tegularly, and most-of them came to ¢lass ‘on time (80%)./The data on items 3-
8 seemeéd 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 X |S.D.|C.V.

9. 1 offer my Opinions 47.5% | 52.5% - - 348 | 0.50 | 14.3%
and ideas.

10. I prepare the 32.5% | 67.5% - - 332 | 047 | 14.15%
information needed for
the group.

11. I make comments. 17.5% | 55% 25% | 2.5% | 2.88 | 0.72 25%

12. I respond to things 15% 45% | 37.5% | 2.5% | 2.73 | 0.75 | 27.47%
someone else says.

13. T ask questions 40%.["57.5% | 2:6% - 3.38 | 0.54 | 15.97%
when doing group ,

work.

14. I clarify things 259" |#5.0%)\ |'82.5% - 2.30 | 0.69 30%

someone else Says.

15. I present the group 15% 2.5% | 271.5% | 55% | 1.76 | 1.07 | 60.79%
task to the class.

In terms of student engagement 1n group activities (Items 9-15), the students
rated themselves as highly ‘engaged whéh ‘they were doing group work. It was
evident that 100% of them contributed to g(?up work by frequently offering their
opinions (47.5% rated very often and%‘5.2i5 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 o 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 (X = 3.32)
and offering opinions (X = 3.48), whereas the low level of frequency was found in
items 11 and 14 which were aboiit making comments (X = 2.88) and clarifying

things someone else says (X "=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' patticipants was examined in order to
obtain the data on how they felt about Eheir 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’ agrecment was tated 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 anélj;'éis of the data was based on these certain
ranges of intensity, 1.e. 1.00-1.50 for tﬁ? lowest degree, 1.51-2.50 for low degree,
2.51-3.50 for a moderate degree, 3.51-4.'__59 for a high degree, and 4.51-5.00 for the
highest degree. Such ranges were :psed téf}blain the level of agreement (from the
least to the most) with each of ‘the stateméﬁfs:.ﬂregarding affective engagement. The
following are the data obtained from the;::qu—_rating engagement questionnaire on
affective engagement using percentage, mean, standard deviations and C.V.

(coefficient of variation).

Table 4.8: Students’ affective engagemeiit'(items 1-4)

Items S 4 3 12 |1¢| x |S.D.|C.V.
1. I'like being in class, 37.5% | 62.5% f== - - | 438 | 049 | 11.18%
2. 1 feel happy in‘class. 37.5% | 625% | - || -] - [4381049 | 11.18%
3. I have fun in class. 325% | 67.5% | - - - |1 433 047 | 10.85%
4. My classroom is a safe and 32.5% | 671.5% | - - - | 433 047 | 10.85%
supportive place to be.

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 54 (4 3 |2 |1 | x |SD.|C.V.
5. My teacher is friendly. 80% 20% - - - | 435 047 | 10.80%
6. My teacher is supportiveand 00% "\ 0% s 1% | - | 480 041 ) 2.0%
helpful. o
7. My teacher always gives 60% _ 40% |- |- | - 460 050 | 10.86%
useful advice and feedback, -
8. My teacher knows the subject | 57.5% ] 825% | - - - 1460 | 0.50 | 10.86%
matter well. " {{'f. '

‘44

Table 4.9 presents the data on studléﬂt*éffective engagement in terms of the
participants’ views ~towardtheir—teacher:~All~of ~the- participants showed their
agreement in that the teacher was friendly (80% ratéd strongly agree, 20% rated
agree) and knew the subject matter well ( 57.5% rated strongly agree, 42.5% rated
agree). Sixty/percentiof them Strongly)agreéd that the t€acher 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 teachérThe low percent-of CVI(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| x |S.D.| CV.
9. My group members are 92.5% | 7.5% - - - | 458 050 | 1091%
friendly.

10. My group members are - 85% | 10% | 5% - | 4.64| 040 | 8.62%
collaborative.

11. My group members are 10% | 82.5% | 5% |2.5% | - | 493|027 | 547%
helpful.

12. I like working with 7.5% | 85% A" 3% | 25% | - |3.80| 051 | 13.42%
teammates.

When looking agthe students’ views toward their team mates in the post-test
results, the data from Tablg 411 showed that more than 80% of the participants
agreed that their group smembers were-; friendly, collaborative, and helpful. The
majority of them enjoyed working with i:_lassmates (75% strongly agreed and 7.5%
agreed). Most of the items shown jn: this ;aiblé were rated above 4.00, except the last

one (X = 3.80). This signifies that, overall",;_t_fhe participants had positive attitudes

toward their group members. . T=5
These results: were supported by the data obtained from the teacher’s logs.
For example, she noted that

o  “The students looked happy when ‘they were working with their
friends'in groups.” (Student# 1)

e ] felt that today every: group.worked attentively. Most students
helped find information and discussed.” (Student# 2)

e “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, x |SD.| C.V.
13. I feel excited by d 12.5%"4 | 82.5% |. 5% -1 408 | 42 | 10.29%
the task. 3| &

14. I am interested in 10% 83% L. 10% - - | 405 | .39 9..62%
the task. \ &

15. I enjoy 10% 0% I, - - -1 410 | 030 | 7.31%

participating in group _
activities in class. &

16.1 like gathering SUYP %o, 2o Tt - - |1 4.86 | .34 6..99%
information from the <
Internet to do class
activities.

17. I'like class 2% 80% 1 12.5% + 2.5% -+ + | 3.88 | .52 | 13.40%

activity that provides
rubrics for self

evaluation.

18. I want to learn 0% 80% 10% - - | 40 | 45 | 11.25%
more about the topic.

19. I enjoy applying 10%" | "90% - - < 7410 | 30 | 7.31%

what I’ve learned in
class tojother real
world problems.

20. I find problem- 17.5% | 82.5% - - - | 418 | 39 | 9.33%
solving tasks helpful.

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 (X = 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:

o I liked using rubrics be|cause they helped me know what I should do
in mywriting. *( Student# 1 )

o  “The rubrigs helped-is e:dit our writing task. I always check for the
main idea and supportin[;gd Jéletails. Then my friends and I checked
grammar and spellings.” ( Student# 2)

o “It was diffieult at'the ﬁrs‘i‘*;ifme‘_' to make use of rubrics. But when we
got used to it we foLmd it’s @Jf;seful. I think I like it.” (Student# 3)

o “Atfirst, dweally had no idééi"héw touse the rubrics. After I practiced
using-thent; I think the rubrics are useful.~ (Student# 4)

As for those who felt uncomfortable with the use of rubrics, they expressed
their negative Cominiefit$ like
o u"When we self-evaluated our writing work, we were not sure whether
we-didit correctly, or not.-l thought Lpreferred the teacher to give us
direct feedback. ™ (Studenti# 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 thewstudents’ use Ofiiliese 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«0f.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 (ffqm_the least to the most) with each of the
statement regarding cognitive engagemerj@._ The followings are the data obtained
from the self-rating engagemient questionnaire on cognitive engagement using

percentage, mean, standard deviations and CV_ (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 S.D.| C.V.

Memorization 25% | 85% | 12.5%4» - | - | 3.9040038 | 9.74%

1. I memorized the
content:of the lesson.

2. I memorized the 2.5% | 72.5% | 25% - - 1378 |1 048 | 12.69%

language focus of the
unit.

3. I remembered what I - 70 30 - - 1370 | 046 | 12.43%
read from the Internet
while gathering
information.

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

X
Items 5 4 3 211 S.D.| C.V.

Practicing SN "I W B% | - - | 345% | 50 | 14.49%
4. 1did grammar exercises
before class.

5. 1Istudied at home evei e | 45 m i - - 4.00 75 18.75%
when I didn’t have a test.

As for the languageé practice (items 4-5), the students rated their learning
effort regarding langtiage practice as more frequently than in the pre-test. It can be
seen from the data that the participant-s were also exposed to language practice
outside the classrooms: That s, manyj":_OJf them oceasionally 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 engageniéﬁt“ih terms of understanding the texts

X
Items 5 4 3 2 1 S.D.| C.V.

Understanding the 5% 40% 50% 5% - 1345 | .68 19.71%
texts

6. Iunderlined,major
points in the teadings.

7. Tused a dictionary to 17.5% | 82.5% - - - 1418 | .39 8.12%
look up the proper
meaning of words.

8. When I don’t know'a' | '17:5%" |"82.5% - - = | 4.18"] %39 9.33%
word, I guess from the
context.

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 (; ) 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

Y X
Items 5 4 3 2 1 S.D.| C.V.
Organizing and L L A1500 ) 52%.% M wml0% 2.26 | .64 28.31%
Summarizing what is
learned

9. When I read, I asked
myself questions to ra
make sure I understood )
what it is about.

10. I summarized major /f - /| == |22.5% -'165% 12.5% | 2.10 | .59 7.89%
points and information :

in my readings or notes. =l

In the process of dafa gathering:"'_tliié'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). [Thi$ may be iiterpreted that these strategics 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, o, 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 ; S.D. C.V.
Connecting new - 12.5% | 87.5% - - 3.13 | 0.34 | 10.86%
knowledge with past
learning

11. I always connect what
I read with what I’ve
already known.

12. I read extra materials = 15% 80%"5% | - | 3.10 | 0.44 | 14.19%

to learn more about things
that I’ve learned in class.

13. Ireferred to a book or #55% 40% 5% - - 1450|059 | 13.11%
resource about style of
writing, grammar, etc.

Based on the €onsfrugtivist Viev&; of learning, students were encouraged to
construct their own knowledge by connevc-;f;lir;g the new information with their prior
knowledge, items 11-13 required the p_a-rEic_ipants to reveal whether they were
cognitively engaged in the learning procc;é__in_ this way. The results indicated that
the highest mean (X = 4.10) was found iﬁ i-tem 13 (Y1 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 im class' (12,3% 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

X
Items 5 4 3 2 1 S.D.| C.V.
Relying on 25% | 712.5% | 25% - — 378 | 048 | 12.69%

classmates

14. T asked my
friends what I
what I wanted to
learn/know more.

15. Tasked my 2.5% 1 125% | 23% - ~ 378 | 048 | 10.58%

friends the things I
didn’t understand.

Relying on & 7109 | 475% | 32.5%.| 10% | 258 | 0.81 | 31.39%
teacher L8
16. I asked the ~
teacher what I ‘
wanted to learn
more.

17. 1 asked the 10% | 87.5% tA - 25% | 4.03 | 0.58 | 14.39%
teacher the things T
I didn’t -
understand. T e

Items 14-17-were wused to identity the students’ cognitive engagement
regarding independent learning by means of rating the 1evel of their reliance on their
teacher and peers during the instructional process. The findings from the pretest and
posttest revedaled that' the overall' students’ relied’ on their t€acher 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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e  “Reading from the Internet is interesting. Studying from the textbook
is Boring.” (Student# 1)

o “At present, we should use computers in classrooms in every subject.
(Student# 2)

e “It’s necessary for us to use the Internet to support our study in all
aspects.” (Student# 3)

o “lenjoy searching forinfonmation on the Internet.” (Student# 4)

Second, students stated that they actively participated in class activities due
to the teacher’s suppertive 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 ttie ’tleacher. It was obviously seen from what
the students commented: “ _,

o “The teaghenitaught us w'z",'th patience and encouraged us to learn step
by step”. (Sudbns#i) - il
o “The teacher neverl.scoldééﬁh{ students when we couldn’t answer her
questions.” ( Student# 2) ey
e  “Normally, I 'was very qu%ét—"‘liﬁ" Class. Now I asked more questions
about what-Ldidi't-understand-because ,ih-e teacher was very kind.”
(Student# 3)
o  “When I couldn’t do the task, the teacher taught me how to find

televant | information pand=—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
o “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)
o “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. 1 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

e “In most classes, the teacheps give lecture and I just listen to what
they teach and seldomJask questions. When I do WebQuest task in
groups, Lask the teacher questions-more often and I have to discuss
and share ideas. Someltimes I teach my friend how to find the
information,’ (Student# J‘] )

o “Ifelt good that myfriené{ ;ccepted my ideas. I often prepared
information before class Sp that I would come up with useful ideas for
our group, {Studenti2) | b &

o “My teammates were x)ery.f'ﬂejpful. They helped explain what I didn’t
understand,” (Student# 3) _”‘

o  “For me, it’s-difficult to wﬁiéin-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 werefinteresting and related to real world tasks
. Some students expressed their views on the tasks.as follows:

o “To me, the ;task .was, relevant and linteresting. If ithe class was
boring, I wouldn’t attend the class,” (Student# 1)

e “Ithought that the tasks that required gathering information on the
Internet were like real world tasks. I preferred this type of task,
(Student# 2)

o “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 ir'nplementation of WebQuest modules were
determined by the qualitative data obtall;ifli.ed from the students’ learning logs. The
students were asked to keep their logs a;fter studying with each WebQuest module.
They gave their comments on the usefulh_qsg, the problems or difficulties and their
preferences of the instructional modules‘.‘;.e_lr_l'their logs, they were asked to record
their opinions on three main aspecis: the uSéfﬂlness of the WebQuest activities, the
level of difficulty of the tasks, and th—e~1rﬂ 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

WebQuestmodules

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,

e  “One student stated that “WebQuests have interesting reading
activities. [They] are wseful because I learned a lot of new
vocabulary from what ['ve'read.” (Student # 1)

o “Another supported, that “in-studying with WebQuest, 1 gained
moredmowledsce.” (Student #2)

o “Anothersstudent supported her elaim that “I learned more
vogabulary & ( Studer;t # 3)

o “Thefouth studéﬁt sai_'glll that ‘I gained more knowledge on global
warming £ All “of us ;szitld know about this serious problem.”
(Student #4). .. “ Is 4

o “ The other said, “I gain.ed new knowledge from reading. And I

read more at-home to fz@ ;f;bre information.” (Student # 5)
2. Providing-students with opportunity to praetice reading and writing
In terms of reading, many students’ opiniéhs revealed the usefulness
of WebQuests'was to provide them opportunity to practice a lot of reading
throughy the ,information gathering process. Most, students stated that they
were neverexposed'to'as many authentic texts as'in the WebQuests.
o “WebQuest lessons makesime read a lot. It’s useful for me to
practice more reading.” (Student # 1)
e “I had a chance to practice reading English texts from the
Internet. It’s a useful lesson.” (Student # 2)

o “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.

o “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)

o “Wefocus on the contentwhen we write the first draft, so our
grammar-is awful . Then we. practice revising our work.”
(Student#2) | |

o T can practice pllazalning my writing, drafting and revising my

wiitién warrk in class. ™ (Siudent #3)

i
\ -

y
3. Assisting students to learn h(;w to work in groups
According to many,_studeﬂt,é.-’_, opinions, the WebQuest modules were
useful because they hélped proviﬂd_é“;f'cmipportunity for students to work in

groups. They revealed: that they ffes;lt_';more comfortable when working in

groups and. tﬁey could also help each other leaﬁ) the lessons and overcome

difficulties if “learning. For example, they stated fHat

o  “WebQuests let us to help each other in group work, we feel
relaxedwhen we worked with friends. . (Student # 1)

e ““When we haveproblems, our'group help find solutions”

e “I’m happy to work with my friends” (Student# 2)

e W “I'like groupwerk At makes me feel safe.” (Student # 3)

o “[ feel more comfortable when working with my friends as a
group.” (Student # 4)

o “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.

o “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)

o I learned to listen fos oihers’ opinions and accepted with
reasons.“(Student #,2)

o “It’'s.mot easy io deal with the situations when a lot of different
ideas poglediont in the group. We learn little by little because we
know" that we may L‘hqve to work cooperatively in our future

careér.” {Stident # 3 , :

v
4. Improvingthe students readlng and writing abilities

The students express their: Vlews on the usefulness of the WebQuest
modules in that the lessons helpeji: ;n}prove their reading and writing. The
students thought that thelr readln,g 1mproved after they had a chance to
practice through the WebQuest lessons Some stated that they could
understand ‘the reading texts more than they cotld before. Others said they
could guess the meaning of the unknown words from the context as well as
finding the mainridea of the paragraph. They said, for example, that

e | “Reading English texts from the Internét increase my vocabulary

and content knowledge.” (Student # 1)
e JIBelieve'it,or notl can remember a lot of vecabulary on global
warming.” WebQuest lessons are useful.” (Student # 2)

o “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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o “[ learned how to find relevant information and how to connect
my ideas with those supporting data. 1 think my writing
improved.” (Student # 1)

o “I know how to start the paragraph with the main idea and
followed by supporting details.” (Student # 2)

e  “My writing performance is better than at the beginning of the

course.” (Student # 3)

S. Assisting students to gain more seif 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 thely were engaged in taught them to know how
to learn: how .to read' to éathei .'relevant information, as well as how to
analyze the information and plan i’;fof the writing task.
o “The teacher. taught L.tj:v',___by_j maodeling the writing process, I could
follow these steps wheﬁl-p_erformed my task.” (Student # 1)
o “The WebQuest activi@;‘help me gained more confidence in
reading English texts ﬁ:bné-.:the Internet. 1 felt more confident to

tead for gathering more information.< «Student # 2)

o “Tfelt more confidence to read English texts.” (Student # 3)

However, there swere some-Students; who-were not familiar with the
new teaching style"and shoewed less satisfaction ‘of this kind of activity. For
those who found that WebQuests were less useful] they generally
emphasized their worry about not havingcenough 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.



117

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 léamned better in this kind of learning
environment. Theymnoted that .
o “WebOuest helps make ourelass more enjoyable.” (Student #
1) :
o T felt happy wh;n learning with WebQuests. The class was
pélaxingt™ i Siuderi_g..;?‘ 2)
o  “Lhaye fun worki;?,g with my friends in class”. (Student #3 )

7. Gaining problem-solying ski‘l'lsd'

The students noted that thi W’ebQuest activities helped them gain
problem-solving skills. For examplg,- -"dne 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{ learned problem-solving skills when we
help each ether.to do the task.”

However, there were some students who were notrfamiliar with the
new teaching style and showed less satisfaction with this kKind 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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o “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 )

o  “Istill 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)

o  “The class was fun but.I worried about the faculty final exam. If
too many- activities, 'thereswill be not enough practicing on
necessary grainmar points.”(Student # 3 )

o “Iwant'the ieucher explain the lesson. This will be more useful.”

(Student #4.)

In conclusion, sbased on the dgfé obtained from the students’ logs, the
participants had positiye pereeptions "jof “the implementation of the WebQuest
modules. They perceived the WebQuest i;lpdules as useful lessons for them in terms
of building up their vocabulary, helping thf’:m gain more knowledge, providing them
opportunities to practice reading and wn_tlrfg, assisting them to improve their
reading and writing abilities,-helping them .to-"g'ain 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 withiw'the class time.” (Student # 4)

“If I had more time, I would be able to find all the answers.”
(Student # 5-)

Most of the swdenis overcame this problem by talking to the teacher to ask

for the reductign of'theé reading fexts so that they would have more time to

find all the information needed and do all the tasks.

2.

Overwheming new v&oﬁbgulary

The students r"éVe;’aled thagf}ie'y encountered the problems of too

many new vocabulary words in the reading texts. Some students solved this

problem by ufmgjjlctmnary._chgxs_dmd@d_tq ask their teacher to give the

meaning of the;word. The students wrote, for exér’ﬁple,

“I'touldn’t understand the reading because I found too many new
voeabulary,words..” (Student #:l 1)

“Too many difficult' words for<me. 1 was tired of opening the
dictionary.” (Student # 2 )

“I found a lot .of unknown wards. I luse theionline 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:
o “The university Internet had a slow speed. Often, we had to wait
for a long time.” (Student # 1 )
o “I could not find the links. So I search “Google” for information
of the same topic but it took gime.” (Student # 2)
e “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 "}stiidents’ logs, when asked about their
preferences of the WebQuest module, th!é majority of the participants indicated that
they enjoyed studying with- WebQuests i"fy{thg following aspects: using the Internet,
searching information from onlingé resourcg 'kfibing group work activities, and doing

real life tasks. For example,-the students sté_téd-that

“Llike group work It makes me feel sélfe. 7 (Student # 1)

:“I prefer this type of activity than siildying from the textbooks

page by page.” (Student # 2)

o . ‘I like reading from theInternet., Textbooks are boring.” (Student
# 3%

o “I like WebQuest activities because they help me improve my
English reading. “Ilike WebQuest activities because they help me
improve my English writing.” (Student # 4 )

e “I enjoy gathering information from the Internet. It’s realistic.”
(Student # 5)

o “I enjoy WebQuests and I feel more confidence when reading and

writing in English.” (Student # 6)
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o “[ 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 assigwed work.” In addition, another two
students (5%) wrote that “f preferred learnimg from the teacher.”

Overall, the majorty of the students showed positive perceptions of the
WebQuest lessons. The aspecis. of WebQuests that the students liked included
interesting and meaningtul tasks. gr0u|p activities, reading from the Internet, and
challenging classroom atmospheré. Ho’_y&ever, some negative feedback was also
found regarding their dissatisfaction of gi;oufp work participation and their preference

on learning with the teacher only. -
;f‘_J.{v_i'

4.6.4 Findings concerning Stll(Elit:S’ perceptions of the WebQuest

modules 7E

In the interview, students were asked to answer questions concerning their
perceptions of the téaching modules in two aspects: what they liked and disliked
most about the WebQuests. The answers were similaito what they wrote in their
logs. Most of them liked studying with WebQuests because they liked the use of the
Internet, group activities, imeaningful tasks, a telaxing 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 1 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 [€850nS can be classified into three major aspects. As for
cognitive aspect of instruetion: they perceived the WebQuest implementation as
useful in enhancing their reading skill. Also, the participants thought that the
intervention could helpimprove ‘their writing performance. With regard to the
affective domain, the students percef_\}ecj the new learning environment with
WebQuest activities could motivate theril_ to learn and engage more in the learning
process. Finally, they revealed that they-_‘ﬁfeaférred this kind of activities when they
had chances to be exposedito the Internet; drt:eds:oljlﬂlrces and the tasks are interesting and

purposeful. T
It is found that these ﬁndings suppbff the hypothesis that the students had
favorable perceptibné of the instructional modules withrregard to the usefulness,

level of difficulty, and their preference for WebQuest.

Summary

This chapter presents the findings according to five research questions: (1)
How rcan tWebQuest: modules:be tdeveloped?;y (2); What, i the | effect of the
implementation of WebQuest modules on the students’ Teading 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 abiliti

The findings from the i %dent engagement indicated that the
WebQuest modules co Omo 1 gement in all three aspects:

_ - —

behavioral, affective,

of the WebQuest modules
he usefulness of the WebQuest

The results ¢
revealed that the maj

bQuests implementation.

\”‘

lessons and they had p
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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, seme recommendations for further study

are proposed.

5.2 Summary of the study

The purpose ofsthisStudy is to 'develop the WebQuest Modules to promote
students’ English reading and writing‘;ﬁ)ilities of engineering students taking a
Technical English coursg in/an attempt to integrate technology into EFL instruction
to improve language leatning as well as'-__to__transform traditional teacher-centered
classroom practice into €ooperative learneg;fqentered 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 fo validate and evaluate the
modules and lesson“plans, as well as the reading and writing test. After that, the
WebQuest modules, desson plans, and the reading and writing test were revised and
improved according to the experts’ coments and suggestions. Later on, two
WebQuest modules were piloted with a elass of 28 engineering students during a
summer session. These students were similar to the participants in,the main study in
their charaeteristiCs. ‘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 1.4The reaéiing and writing Quantitative data
implementation test (pfetes.t)a""

During the WebQuest p. Students;;, logs Qualitative data
implementation 3. Teacher’s diary Qualitative data
After the WebQuest 4. The readiﬁgv gnd writing Quantitative data
implementation test (posttest)iif’:-*

5. Fhe student engagement

questionnaire

Quantitative and

qualitative data

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 .pasticipants improved their writing
performance significantly-aficr the implemcatation of WebQuest modules. The
results of the study indieated that the impléementation of WebQuest modules is
significantly effective im€nhancing the students’ reading and writing abilities.

;

5.3.2 The effect of ‘the Weybuest modules in enhancing student
engagement

The research findings also indicated that Web-based learning activities could
make students more engaged in the learnigg_process. The effort to create changes in
terms of student active participation was éﬁe_icessful when students became more
behaviorally, affectively, and cognitively.éi_lggged during the instructional process.
Overall, it was found that the implementation of WebQuest modules had a positive
effect on student Iearning engagement in all three aspects: behavioral, affective, and

cognitive engagement.

5.3.3 ‘Students’ perceptions of the implementation of the WebQuest
modules

Wiith regard’ to; the Jinvestigation on the students’ “pereeptions 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 modulessin.enhancing students’ writing ability,
the effectiveness of the WebQuest modulés-iienhancing student engagement, and

students’ perceptions of theamplementation of the WebQuest modules.

5.4.1 The effect of the WebQuest implementation in enhancing students’

reading ability

It could be claimed from the findi_n;cg;s that the use of the WebQuest modules
effectively enhances students’ ‘reading ability as the participants increased their
reading performance significantly afte'r':'!- the exposure to the treatment. The
enhancement of students’ reading ability cc;ulaf"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©f the WebQuestimodules 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'beéen seenas 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 backcitound knowledge information. The
participants found that being exposed to a lot ofreading materials from the Internet
was a good opportunity forthén to gain more content knowledge. They said that it
was more difficult at the'begimning but when they had more background knowledge,
reading comprehensionScemed to be casier for them.

According to Carrells & Gra‘t.);qll" (2002: 245), “appropriate background
knowledge about the topi€ being read he}psfleamers understand the reading better. It
is an important element in reading cb_mprehension, but only one of many.”
Therefore, one of many possible factorg.i _tﬁat confribute to the improvement in
students’ reading comprehension ability in ;this study may have been due to the
increase in their vocabulary and backgroungkgowledge.

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 improvemient in any learning, not excluding reading. According to
Eskey (1986:121, cited in Ranandya & Jacebs, 2002: 300), “people learn to read, and
to read better, by reading.” The mere chance of.reading practice the students have,
the more chance of réading 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 danguage, this very authenticity can be
problematic due to the level of the language they-encounter or the genre with which
they are unfamiliar (Muszay; 2005). Unlike textbook materials, authentic texts that
students read from the dnternet eannot 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 discoﬁféging for them. Therefore, scaffolding is
needed to help students gver¢ome such d}fﬁ'culties.

The significant role of scaffoldirig_ir}_ enhancing reading was supported by
the research findings of T'sat (2006). Mos‘ﬁf_qf the students were able to comprehend
the authentic texts due to thesinclusion of ébundant and firm scaffoldings which
were provided to support them- in the implzmgntation 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 thatdifferent 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..Bvery single step in the WebQuest
lessons lead the students to the whale wiiting process: planning (gathering and
analyzing information), deafting, revising, and editing. The writing task was aimed
at setting the goal of thedesson. 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.Vocabulany knowlédge plays an important role not only in
reading, but in writing.as well. Leeds (20b3) states that lack of vocabulary can be the
main cause of the interruption' of, the wr}tmg process. This stage of instruction,
therefore, helped prepare students with Bé:tﬁ’.}/_pcabulary and necessary information
for writing. =

After gathering infofmation from thé -fr_ltérnet, with the meaningful purpose
in mind, the studentS'moved on to the next step of analyzing the data they gathered
and putting together their 1deas 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 Lwriting -process, students learned -how to write a well-organized
paragraph withifewer grammatical errors.

Duringthey, process<ofcwriting, iself-editing /was) ones factor that assisted
students to write better. This 1s 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 inEnghsh.

Within the short period.of time during the experiment, it was rewarding
when seeing the studeats 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 felg more confident when taking a writing exam, as they
reflected their views 1n theirdogs that thé|y did not have to hand in a blank paper any
more, but they could write in English no;vyl. In addition, based on the data obtained
from the teacher’s diarys a lot of “‘cut and Pe}ste” was found in their work in the first
lesson. The teacher paid more /attention td*ﬂﬁs}’ issue by providing more practice on
paraphrasing what the students had got froni 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 tecgﬁology evidently increased the students’
engagement. Most of the students felt th,at‘fstudying with the Internet-based lessons
was more interesting than studying froni-_phg:_ textbooks page by page. Kearsley &
Shneiderman (1999) state that technolog_y_ can provide learning environment that
enhances engagement. This view s suppdfl;éd by a study of Farmer-Dougan &
McKinney (2001) revealing that the use o-f_.ggmputer 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 tevealed' thate 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 involyvement,in the learning process. Findings from the
questionnaires indicated that the participants had positive attitudes towards their
teacher. They rated strongly agreed or agrecd.that their teacher was friendly and
supportive. The data fromestudents’ logs also provided similar feedback as they said,
for example,

o  “The teacheralways hel}?s us when we had problems.” (Student #1)

o “Ithinkithe teacher is ver;yll;kind; she never called me “stupid” when I
answeredithejquestions iﬁj@'o?rectly. " (Student # 2)

o I liked when the teachel;jomed our group as if she is one of our

member.” (Student #3) /.

rsrda

5.4.4 Difficulties of the use of Web'deest activities

Although in general the students had revealed positive perceptions of the
implemented WebQuest lessons, some aspects of the tcaching 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 teading.and writing'tasks was insufficient. Some of the
students felt discouraged when they encountered this situatiom: /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 procedurts,-aetivities for learning support, the

relationship between students and the teacher, and the relationship among peers.

5.5 Implications

Based on the findings of th'gi study, it can be concluded that the
implementation of the WebQuest modules was effective in enhancing the students’
English reading and wiiting ‘abilities aé; well as promoting students’ learning
engagement and positive perceptions of thé '_\JyebQuest instruction. The followings
are the implications of the study mainly obta'i:ned from research findings, students’
reflection, and classroom observation. S(.)'rﬁ_e-ééuggestions are also made for those
who would like to employ WebQuest in English readingand 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 wall 'stop théir roles in"all “aspects' of “out life; For this reason, the
educational plan may not be able to ignore the computer use. According to the
present, studys+ WebQuests sean+ be rone; premising ralternatives, for) EFL teachers
because it'has beenproved 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 readingtCxts-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 considerseduce the number of web resources; or let the students print
out the reading material§ and spend some time reading them before coming to class.

From this studyy'it was fortunate; j;.hat many students willingly spent a lot of
time outside class to prepawe their readipg,‘ but this might not often occurred in a
class with low motivated Jeatners. Therefore, teachers who use WebQuest lessons
should be well-prepared to balance thei‘;ts_ir_ne available and the design activities.
Teachers need to be sensitive/to their sttidén_fts’ feelings. If they are motivated to
learn, teachers can prepare something for .-fhejn,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 1if students are expeeted to reach a high level of
proficiency. However, “thes possibility fot-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 xpericiency. Not only did less able students
gain the benefits of selecting easy texté-_to read, but more able students are also
challenged to read longer and more difficuif and complicated texts. This can be done

by setting one or two difficult guestions fo_r-._- §tqglents to read for comprehension.

In conclusion, becauSe Students in one class usually have a range of skills
and language proficiency;—teachers—are—ofien—conecmed 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_metivation to learn has an important role in student
learning engagement.

“When studentsfire mofiyated to learn they not only put in more effort, but
their minds are more alert and ready to rnake connections” (March, 2002: 3).One of
the promising advantages of WebQues'Ij is that it promotes learners’ motivation.
Students are more likely (0 be motivated when they are exposed to real resources
and real world tasks. In"this study, there“d;z_l{e many things in WebQuests that help
increase students’ motivation: to" learn: l'eh'é{.use of technology (Murray, 2005),
cooperative learning, and authentic tasks (P:/_Iagch, 2002). It is necessary to motivate
the students at the very beginning of the instruction. When they are motivated, they
are willing to partieipate in class activities and more likely to put more effort in

every steps of the instruictional process.

Research " has - indicated "that' motivation ' is| ¢losely related to student
engagement. According to Cunningham & Cunningham (2002: 89), “engaged
learners” ean be definedsas thoseywho “waork in/motivated ways 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 .f0.¢ive a try on reading and writing
strategies. Based on the findings of the study, students felt confident when learning
because the teacher helped themi 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 suppoits had significant effects on students’ learning. Based
on Vygotsky’s view, the role of teacheréain learning is to guide their students to pay
attention to and concenifate'on what they are learning. Through teacher’s guidance

students can go beyond their actual capacity (Sutherland, 1992).

#

In classrooms, teachers are ceﬁf}:a”l'_ fo student engagement in learning.
Research findings have shown that studenE,'r.iéspond more positively when classes
are taught by teachers who care about ther.n',".r_éés_péct thems;-do not put them down, are
fair and supportive; have fun with them, and do not cive 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 ralso amportant; 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 fereign language teaching and learning.

The collected data-provided a lot of wseful information to evaluate the
WebQuest value to enhance Fnglish language reading and writing skills as well as
increase student engagément /to create more active learning environment. It is
helpful to be able to improye the student;sl"’ reading and writing abilities through the
implementation of the WebQuest lessonéﬂl, This may encourage those who want to try
on an efficient supplement ©f the iraditional classroom teaching. It makes the
teaching interesting and‘motivating for thé‘;._sgudents, for example. The followings are
some recommendations for further research ”sﬁi_fdies.

1. This research study used a onéc'group, pre-test post-test design. This
design is considered a weak design for experimental tesearch. Consequently, the
findings might not bé generalizable to the population. It 1s tecommended that similar
studies should be conducted with a true experimental research design with a control
group and an experimentalsgroup as well as‘random assignment so that the research
could provide stronger ¢ empirical ‘evidence| on @ the ceffectiveness 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

improve English listening an 1 speaki ~what is the effective way to
" T——
combine the WebQue into the classroom practice in

order to develop listeni , ing ‘ “’Ni_-. 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 thatat will snow in Thailand? Have you heard that the polar ice
caps are melting and séa levelds rising? Have you heard that global warming crisis
is getting worse? Globalwarming is beeorning a serious concern for all inhabitants
of the planet Earth. Graduallyoyer 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 aie 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.eut whether our planet is really
warming up. If so, what it afnything should be done? You will| gather information
from the Internet and report your mformation.

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 ether words, yousare expected to use at least three
different web sites for researching Global Wariming. Y our sources of information on
Global warning do not haveto be limited to onlineresources. Books or brochures
can also be used. In this cas€, please state the references.

|
Step 4: While gathering the'information from the websites, don’t forget to answer
the questions in the handeuts'to help you get the main points for your writing report.
StepS: Get together again and share whé.t you have got from reading the articles on
global warming. Afterthat, brainstorm among your team members in order to
develop a plan for your report, then write, and revise it.

T/

Step 6: Using a word progesser, begin to write the report. Keep in mind that the
first part of your report will infroduce 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 thixd part will describe what we can do'to solve this problem.

Don’t forget to refér-back to-the-language focus for the €ssay plans.

Resources

Use the following websites togather the information needed for
accomplishing hie 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/J0034 1 1/causes htm

How can I help?
http://library.thinkquesore/J0034 1 1/heip htm

Things you can do to teduce global warmmg.
http://environment.about.com/od/ globalv’v{arming/ga/ oglobalwarmtips.htm

~Evaluation

An evaluation rubric form has been developed to assist in the evaluation of
learning with this WebQuest module. Click here to sce the evaluation rubric.

Conclusien

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.




Rubrics for evaluating the writing task
(Cause/ effect essay)

158

Task
Components

4 points

3 points

2 points

1 point

1. 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

3
IL. Organization Effectively and Accutately Organizes the The writing is
accurately organizes the writing in a organized into a

II1. Supporting
main idea

organizesithe ‘Writing in the cause/effect pattern that does
writing/in the correct” composition not explain any of
correct cause/effect cause/éffetit pattern but varies | the causes or
composition composition the pattern effects related to
elements ,clements §y 4 throughout the the topic

' .., writing

w # F

Provides well “Provides= == Provides some Provides little

developed and
appropriate
evidence to support
each Component
being‘stated causes
and effects

adequate support
for each=d= ===
component being
stated causes and

effects

support that is
accurate but has
some' inaccurate
support for the
compenents
being stated
causes and effects

support for the
components
being stated
causes and effects

IV. Conclusion

Constructs a
thorough clogure to
the writing that is
relevant to the
opching lead

Construets an
appropridte
closure to the
writing that
follows logically
from the opening
lead

Constructs-a
closure that
somewhat
follows logically.
from the‘opening
lead, and maymot
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 ------- > trayel.abroad
eat too much ------- > get fat
study politics ------- >becomic alawyer)

stay out in the sun too amuche=-+-+ > get'a sun burn
Exercise 1: Using yout noges and weorksheet 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.



160

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 abeutall 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 diseuss 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 distinetion between cause and effect, the group approach is
probably best. On the otheér 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 . - el

Look again at your noies-and-seniences-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 dorthis, ask yourselfwhy? as you list the causes. Then ask
yourself whatds the result of this?as you list the effects.

Global Warming

A. Causes(Why do we have glebal warming?)
1.

Rl

. Effects (What is the result of the above causes?)

B
1.
2.
3
4
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Exercise 4: Organization
Group relevant information

e 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:

e Does each cause have a corresponding cffect? If not, you should organize
using the group approach. If so, then"you'are ready to begin thinking of the
alternating chain.appioach. '

Alternating chain approach

|
e Match each cause withits coordinafing effect. Again arrange them in a
reasonable order, l

Exercise 5: Writing more sentences |
e  When you make a statement such as if global temperatures rise, the level of
the sea will rise and this will causéﬁi,saster, 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 poiiat, students should-have enough ideas, words, and seniénces 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!)

hours per week

Technical English I
Second year engineering students majoring in Industrial Technology
Cause and effect
Grammar point: Language structures and vocabulary for describing causes and
effects and discourse markers
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Skills: Reading & writing skills
Goals: Students develop strategies for teading and writing skills
Objectives: On completion of this module, students will be able to
1. Recognizethe language and siructure used in describing cause
and efteet
2. Identify the causes and effects from the reading passages
3. Desefibe thocauses and effects of a situation given.
Step | Time Tasks (@'eagher) -+ - Tasks (Students) Inter Purposes
action
1 15 Pre-reading: . ‘ . 4
mins - Tintreduces the © 2 Ss answer T< >Ss To lead in and
lesson by asking the ¥/ questions using | Ss<>Ss introduce Ss to the
students whether they e ' their topic of lesson about
have heard about ~— background cause and effect of
“Global Warming'. ~  _knowledge. global warming.
Forex, ~— = - ° -
| To activate Ss’
What s global warming?—|—— background

What do you know abou
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

knowledge about the
topic

To pre-teach
vocabulary
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flooded?

- T asks Ss to study the - Ssread and ask | T<>Ss To explain the
WebQuest starting questions objectives of the
from the introduction lesson, to set the
part and the assigned purpose for reading,
task in order to and to make sure
determine the final students understand
outcome of the the steps in
lesson; and the processing the task
process for following
the steps to
accomplish the task

)
30 Preparation of the:démand of
mins | information gathering.:

- Tanmtroduees langnage | - Ss practice T >Ss To prepare Ss for the
for describing/cause 'J, skills, strategies upcoming language
and effeet. T agks Ss and language and skills demand for
to study in'the / they need for gathering information
handout(2)/along the gathering stage of the project.
explanation and.do # information
the following - Ssstudy the
exercises. J , 4 ‘sample

~ " paragraph and
i * /., doexercises in

- Asaclass, T asks Ss -, the workbook.
to study the sample 22y
paragraph showing ™
cause and effect * e

50 While-readifig: v

mins - ““T presents the - Ssread the'text | T <>Ss To be a lead-in to the
handout providing from the Ss<>Ss | main reading task
table (printed out Internet-and
fromrthe WebQuest find the answers
Page) for Ss to fill in to, gather
the necessary relevant
information. information for

- T explains what the writing task.
information.Ss.need.
to_look for./ Then T
tells Ss'to explore the
Web links.

- T monitors Ss’ - Sscomplete the | Ss<>Ss
progress to make sure answers in the
they are on the right handout with
track and to help Ss guided
gathering relevant questions.
information. T

- T asks Ss to share - Each group T <>Ss To check reading
their answers and shares their Ss<>Ss | comprehension and

discuss reading
strategies

information to
the whole class
and get

give feedback on and
discuss reading
strategies used
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feedback
25 Post-reading:
mins - T prepares Ss for - Ssneed to T <>Ss - To help Ss check
compiling and compile, and Ss< > Ss the answer and
analyzing data. T asks analyze the relevant information
Ss to group their relevant before the writing
information. T information task
teaches how to - Ss practice
paraphrase the copied paraphrasing
sentences.
90 Pre-writing/ Preparation for the =
mins | language demand of the final
activity: Y T > Ss To prepares Ss for
- T prepares Ss fot this | - = Ssstudy writing conventions
vital stage'of.the about writing Ss<>Ss | and strategies
piojéct byising/the \ conventions and necessary for this
wrti?u{yjflodel f h practice writing vital stage of the
explaing‘that Students v their assignment writing task
W;:‘??Z wiiting 2 * — % according to the
cauise/effect o task given.
comp sitio‘h “4 \
2 ‘L - After the T<>Ss
- T dlscus'ses the . 4 4 discussion, Ss Ss< > Ss
cau%eﬁffect e%say _' “ % brainstorm
with'the ¢lass u_si‘gg _,,-’ among their
the guld.chnes from F g . group and
the rubrics g1ven ;,‘—" decide for the
T ‘.'__,.'; ' _essay plan
_. =t "~ based on the
- T revises the language 1nformatlbn
T —gattrered in the
- earlier sta‘ge
- T reminds the writing - After Ss finish
process (Planning, the firstdraft,
drafting, editing or they revise and
reyising.the, text) edit; their
assignment
- “T monitors group using the
work and gives checklist To give assistance as
assistance.to Ss,while proyided, Ss need.
they are doing their
writing ‘task.
30 Evaluation of the project: T<>Ss To assess Ss whether

- T provides Ss with
feedback on their
language and content
learning and lets Ss
asks questions.

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 modulesy the same test, used as the post-test, will
be administered once again. The results fromthe pre-test and post-test will then be
compared to assess the differences in tﬂeir reading and writing abilities to determine
if the implementation ofWebQuests result in any improvement in students’ reading

and writing ability. '

1. Reading Test

Purpose: The purpose of this readihg' test is to measure the ability to read
and understand reading passages. in technical fi_jc:ld. Examinees read passages
concerning definitions, classification, instr_@ti_fms, cause/effect and process
description. Becauseistudents in all engineering majors have to take this course, the
selected passages ate'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 ¢an be concluded-(o be the objectives
of the tést 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 consideied as fundamental concepts for all

engineering'students will be selected

Part 2: Reading comprehension (including main idea items, specific details

items, inferenge items, and fact items) The reading passages will be
taken fromprinted materials and from the Internet. The length of the
passages is@pproximately 250-350 words.

Test Type: The test typé of this ters"t; is multiple choices. The reading section
consists of three passages with.five to sevéii,fnqultiple—choice questions per passage.
The questions assess the comprehension offm;'tin ideas, inferences, factual

information stated in,the paséage, references, and vocabulary.

2. Writing test

Purpose: The purpese of the writingssection 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.

in the rating scales: content, organization,

Scoring: There are five critri'a

writing.

Time Allocation fo

AULININTNEINT
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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. Glassis . It breaks easily when hitting with a hammer.
a) soft b) tough
¢) brittle d) fusible
2. Plasticis a bad of electriCity-because electric current cannot

flow through it.
a) radiator b) conductor
¢) insulator ! d) protector

3. The rear-view mifror'1s designed-t6 help the driver to see what is

the car. !
a) near ‘ 3, b) behind
¢) around _d) on the right of
4. This liquid is . Do not spray near fire.
a) sensitive sz “rritant
c) erosive d) flammable
5. Waste paper, old magazines and old teélephone directories, can

be recycled or remade 1nto new paper products.

a) occurring b) containing

¢) including d)' taking place
6. Salt is soluble. It can be in water.

a)" dissolved b) removed

¢) measured d) reused

7. One way to solve the problem of insufficient energy resources is to find
sources of energy.
a) alternative b) selective

¢) 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
¢) performs d) replaces

10. Before you plug in your vacuum cleaner, make sure that the voltage

indicated on the plate is youidocal supply.
a) close to f b) known as
¢) different from d) the same as

PART 2: READING TEST {20 marks)

Direction: Read passages1-3 and choé’se the correct answer by putting a cross

(X) in the answer sheet provided.

Passage 1: (Questions 11-17) 2220

The process, we are going to introduce you.-today is a glass bottle
manufacturing process:the-purposeof this-process 1s 16 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); landl calciumi catbonatet (lime): It ptoportion 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 15600 oC. 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 passase mainly about?
a) How glass bettles ate inspected.
b) How glassibotiles are packed.
c) How glassibottles are delivered
d) How glass bottles are maq’uﬂactured.
12. According to the passage, which‘f‘i,s M the step of glass bottle inspection?
a. checking the produced glaésJ';bJ("‘)ttles by bare eyes
b. checking and rechecking aﬁr}:/:_.‘f%glts in the glass by machines
c. checking and rééhecking thﬁﬁélity of the glass by machines
d. final chechng the quality olf( ‘{H?c;_glass by special computers

13. After all thf: ‘tTaw materials are mixed togetherTWith the right proportion,

a. the mixture is melted in the furnace
b. sthe hot molten glass is' formed into bottles
c. ‘the bottles are coated with polyethylene
d: ~the-glass bettles are then sertedwout,
14. What is 'the purpose of using polyethyleneto ‘coatthe 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)?

7

a. raw materials b) mixed components

c) recycled glass d) ordinary container glass

Passage 2: (Questions 18-24)

Nuclear reactions ean be classific{_&l as fusion and fission reactions. Those
reactions in which neutrons are absorbedf'llgy. a nucleus, which then becomes
unstable, are called fission reactions. Fiss'_iié;n reactions produce smaller nuclei.
Fission reactions can be diyided mto two grdugs according to whether they are
controlled or uncontrolled. Those in nuclea?réétors occurred by absorbing the extra
neutrons that wouldscausé too ﬁiany nuclei.‘.té)- §p11t Thesereactions provide the heat
necessary to produée 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 reactiong! Scientists believe these reactions take place in the sun, which

generatescheat-and-light so, importantfor life on earth,rand trysto-expeniment 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
¢) 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.
¢) Those in nuclearrectors occur by‘absoerbing the extra neutrons that
would cause 06 many nucléi to Split:
d) If a fission reacuon.is uncontrolled, however, it will cause rapid
production ofheagand high temperatures.

20. What does “these reactions”(line 12) refer to?

. b) Fission reactions
™ .
.. d) Thermeonuclear reactions

a) Nuclear reactions
¢) Fusion reactions
21. Fusion reactions canbe defined as ...............ccocoeiinenne.n.
4 Ty

. . o o Sl :
a) those reactions which happens in the atomic bomb.
Y F desd A4

b) nuclear reactions in that hydrogufﬁ.hilclei are joined to form helium.

d) uncontré[ieﬂ—reactlons which generates the héz{g'.énd light on earth.

22. According to the passage, controlled fission reactions are useful
DECAUSE SCIETHISES - o+ veereeseeseeseesser e eesesereea,

a) uséthem toexperiment with a fusion pewer reactor,

b) useithem to generate the heat and light for life on earth.

c)nproducesheat and high-temperatures,for,making the,atomiec bomb.

d) “produce steam for driving turbine generators to'generate electricity.
23. Until now, scientists are still not successful in ........cccovevviviiinnnnn.

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.



24. It can be inferred from the passage that sCientists .............ccovvviviiiiiniinnnn.n.
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 climaté in.different parts of the world. Some
of these changes are due to.matural cau;es. However, some climatic changes are
caused by air pollution and these changes may increase.

If the pollution affecis the level Ef carbon dioxide in the atmosphere, the
results are likely to be sefious. Carbon di(;kide constitutes only a small part of the
atmosphere. But it has an‘important func'-t;ion in maintaining the balance between
radiation from the sun‘€ntering the atmoéphlefc and radiation leaving the Earth.
Some of the radiation is.absorbed by the Ejhrfh and some is radiated back into the
atmosphere. The carbon dioxide 1 the atmﬁo"spl}ere prevents some of the radiation
from leaving the atmosphere. Thus the hea&e_rp_ajns in the atmosphere and carbon
dioxide helps to prevent the temperature of the Earth from. falling.

If the proporti;)n 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,

Thete 1s also a fairly Strong possibility that the dust levelin 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.
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What is the passage mainly about?
a) Natural causes

b) Climatic changes

c) Forest destruction

d) Level of carbon dioxide

What does “it” (line 6) refer to?
a. carbon dioxide b) the pollution
c) the atmosphere d) the radiation of the sun

If this happened, the sea level wouldtisesand parts of the Earth would be
flooded. What does “this” refef to?
a. the ice in themosth-and the south peles melt
b. the amountof easbon dioxide in the atmosphere is increased
c. the tempegatuge of the atmesphere rises because of air pollution
d. the preportionof carbon élll'iog;ide prevents the temperature of the
Earth frem falling.. JJ F
It is possible that the incfeésed le\;f:c’i; of dust in the atmosphere is due
¥ K
to......... _'“

a) dust pollution b) industrial pollution

c) lesssunlight et ’ '&5_1emperature in the atmosphere

It L7 , Iess sunlight will reach the Earth and the
temperature will fal. |
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-dustpellution-reflects sunlight-bagk-into;space
The balance of ‘carbon dioxide in the atmosphere can be upsetbecause 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

(@) (b) (©)
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 1S more powerful than that ordinary one but it

(@) (b) (©)
is more cheaper.
(d) vi
34. Most people thinks thatcomputers are the most important invention of
(a) 424 gb) ()
the twentieth century: =
)
35. Since the metal plate dogs-not reﬂ;;c-t sunlight, it absorbs heat better.
(a) (b) O © (d)
36. The purpose of the solai water heatihé 'Jéfystem is to provide hot and
@ . b ©)
warm Water for household use. ‘

(d): =

37. Cast iron, wrought iron, and mild steel are example of ferrous metals
(@ (b) () (@

used in industry:

38. In conclusion, the effects of‘alcoholism can-causes many problems that

(a) (b) (c) (d)

affect yourlifejin-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

nowadays and transportatio

comparing and contrasting transportation
y ¢ in the next fifty years). You can use

your imagination based on | at present.
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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 cleasly and accurately
2 points: main ideas-semewhat Snclear oi-maccurate

1 point: main ideas.not ¢lear or accurate

Organization

4 points: well osganizedand pertllectly coherent (sentences logically combined)

3 points: fairly well organized and generally coherent (sentences fairly logically

combined) Vo

\ -

2 points: loosely organized, inconfhle:[e sequencing (sentences poorly combined)

1 point: ideas dis¢onnected; lacks logical sequencing

Vocabulary ald F /N

4 points: very effective' ¢hoice of words '
3 points: effective choice of words -

2 points: faiﬂy good vocabulary

1 point: 1i1‘hifé_d range of vocabulary

Grammar

4 points: almost neserrors of grammatical patterns (1-2 errors)
3 poiits: few errors (3-4 etrors)
2 points: some errors (5-6 errors)

1point: manyerrors{mere than 6eurors)

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)

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

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 bghayiors and feféliJngs 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 n'o; effects on you or the grade you will get

from this subject. ==
3. This questionnaire is divided intoftvséa parts as follow:
Partts Students’ demo grapl.li.c'. 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’,demographie 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 O male O female

2. English grade obtained from the latest semester
O A O B+ OB OCc+ OC O D+ OD

3. Computer knowledge and skills
O Excellent O Good O Moderate O Poor O Very poor
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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 Vin a box to
indicate the degree of your agreement to each of the statements. Please tick in only

one box for each item.

(] G O
J E| © E| E
SEl eS| 8 b5y
=0 Eul2 |3
Items <S| S| A Z.
ﬂ 4 3 2 1
1. I come to class.
2) I come to class ondime: - d

3) I ask the teacher quegstions.

4) T ask my classmates quesgions. :
’ /!

5) Ianswer questions that he teacher asks. .
4 o . '] 4

6) I answer questions that my classmates ask. .

= =

7) Ilisten actively to the teacher

8) Ilisten 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) T ask guestions:

13) I respond to things someone else says

14) I clarify things someone else says

15) I present the group task to the class.




180

2.2 Affective engagement
Directions: Please read the statements on the left hand side and tick V in a box to
indicate the degree of your agreement to each of the statements. Please tick in only

one box for each item.

No. Items 3 3
= s lg | ®
Z |2 |2 |8 |&
5 4 3 2 1
1 I like being in class.
2 I feel happy in class. .
3 I have fun in class. v
4 My classroom is a_safe and supportllive place to be.
5 My teacher is friendly. e
6 My teacher is supportive and _heIpful'.:F J
7 My teacher always gives useful advic':ﬁg a;1d feedback.
8 My teacher knows the subjectmatter well
9 My group members are frlemﬂy " =
10 My group members are collaborative, Tl:
11 My group members are hetpful. g
12 I like workmg wmldassmates_on_gmupiasks.— J
13 I feel excited by the task. n
14 I am interested 1 the task. ~
15 I enjoy participatinginsgroup activities'in class.
16 I like gathering information from the Internet to do the
WebQeust tasks.
17 ['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 V 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 514 (3 (2|1
Surface Memorization
strategy 1. I memorized the content of the lesson.

2. I memorized the language focus of the unit.

3 Iremembered what I read from thednternet while gathering

information.

Practicing

4. 1did grammaiexcicises before class.

5. I studied at homes€ven whef1 I didn’t have a test.

Deep Understanding the texts

4

strategy 6. Iunderlined major poihts m tllFl readings.

7. Tused a dietionary todook up":}he'.proper meaning of words.

8. When lidon’tknow a word; I'guess from context.

2 SRR g
Organizing and Summarizing what is learned

7
9. When I read, I'ask iiyself ques'd_(')fls to make sure I
' Tet)

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. Ireadextra'materialgito leatn.more about thifigsithatd’ve

learned in elass.

13. Ireferred to a book or'resource about style of writing,

grammar, etc.

Reliance Relying on classmates

14. T asked my friends what I wanted to learn more.

15. Tasked my friends the things I didn’t understand.

Relying on teacher

16. I asked the teacher what I wanted to learn more.

17.1 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 THAIL

Part 1: The usefulness of the WQ modules
il 'i arning through this WQ module?

1.1 What do you think are the us

P R I I I P e . . B S
..........................................................................

Part 2: The level ofgfflculty of the WQ modules

2.1 lzvslztd ;Eﬁjra ‘im‘ﬂﬂ%{W ET’T ﬁ yjhen you were engaged
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Part 3: Students’ preferences of the WQ modules

3.1 Do you enjoy studying this module? Which aspects did you enjoy? Why?

AULINENINYINT
ARIAATAUNNIING A Y
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Appendix I

Teacher’s Diary

8. Genera mpression of students’ behav1or&n class

AWIANNTUARTINGT R4 M-
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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?

Part 2: The level o ‘eét ,{, ' _
2.1 What are proble %111%?5 i:., \ oss when you were engaged
in studying with the W le§‘3" ‘J:‘ \

............................... ..._.;,«;L-g =y NSRRI
2.2 What did you do'tc

s sn AR NSNS

3.1 Which moaales do you like most? Please stat&your reasons.

...... q W aq ﬂjm NW’]’J w E]’] a E}
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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

............................ ‘..................... E T I

AULINYNINGINT

4.5 Connecting hew knowledge to what already known
ﬁfﬁﬁﬁ@.ﬁﬂ.@ﬂ\ﬂ?K]J.NﬁflQ.ﬂ.ﬂjﬁ.ﬂffffff
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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

)

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 i
evaluation part been
appropriately/and clearly

designed?

5. Haye 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 Comments or

(-1

suggestions

Appropriate
+1)

Not sure (0)
Not

Appropriate

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 | - T Y
in the lesson plans are

appropriate.

4. The teaching procedufes in
the lesson plan$.arélappiopriate
for the enhancement of English

reading and writing skill.

5. The'langnage used insthe

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 (V) 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 Appropriatg | Not Not Comments or
G sure. | appropriate suggestions
(0) 1)

1. The test is consistent

with its objectives.

2. The test reflects content

validity.

3. The result of the test can
reflect students’ reading 2
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

oooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooooo




Part 2: Writing Test:
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Items Appropriate | Not Not Comments or
+1) sure | appropriate suggestions
0) -1
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 -
the test objectives.
4. The writing scorin 1 =
criteria are clear and e \
appropriate for the test of % i‘g’i
writing achievement. : ,%"}5"
5. The lf:ngth of the test is ‘{‘P‘*‘{?
appropriate. o
6. The language used in LR IA T
the test is precise anc i i
clear. 7
" =

7. The time given is -W

appropriate.

AUEAMENIHE NS

TR AN At
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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 (V) in the box to indicate your
opinions (appropriate, not sure, ot 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

Items

\
2! o Q
e X
o 2 a
o = =
5 2
B 5 &
< 2\ S
B
(#1). b ab (L

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 y

A P
o [

3. Appropriateness of the
use of teaching materidls in
each teaching stage

4. Appropriatenessofl
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

Comments or

2 Q
= = .
&, 2 § suggestions
& 3 zE
Items < z “ &
D O | (D)

1. I come to class.

2) 1 come to class on time.

3) I ask the teacher questions.

4) T ask my classmates questions. .4

5) Ianswer questions that the teacher ask

6) I answer questions thagmy classmat'efs

ask. ey

7) Ilisten actively toshe teacher

8) Ilisten actively to my classmates

il

9) I offer my opinions and ideas.

10) I prepare the information ne,ea_éd for ' =2

the group. ;. : —

1T) I make commerits.

12) I ask questions.

13) I respond to thingé_someone else says

14) I clarify things somgone else says

15) I present the group- task to the class.
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2.2 Affective engagement

No. Items ® Comments &
_§ } g- suggestions
E | | %
E 1z |3
@ O |¢D
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 supporgve
place to be.
5 My teacher is friendly. \
6 My teacher is sup_poﬁive and helpftﬁ_l.
7 My teacher alwa)lli gives useful advice'
and feedback, B T y
8 My teacher knows the subjec.t Iﬁatteﬁ; ’
well. .. sl § :,) o+
9 My group members are fri__e_n‘di&. " " b
10 My group members are collaborative :;;:
11 My group members are Ti'eipfui. 5 S )
12 I like working 'Ezith classmates on-group —_;
tasks. . u
13 I feel excited by-the task. -
14 I am interested in the task.
15 I enjoy participating in group activities
in class.
16 ['like gathemgiinformationfrom-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

Dimension Items Comments &

suggestions

Not sure
Not
appropriate

T | Appropriate
N

—~
(=}
=
|
—_
N

Surface Memorization
strategy 1. I memorized the content of the
lesson.

2. I memorized the language focus of
the unit.

3 Iremembered what I read from the
Internet while gathering information.

Practicing J
4. 1did grammar exercises before
class.

5. Istudiedsat home even when I didn’t
have a test. "

Deep Understanding the texfs
strategy 6. I underlined major pomts 1rr the
readings. &

7. T used a di€tionary to lgok up the
proper meaning of words: 4

8. WhenI don t know a Word I g‘uéss
from context. pr <},

Organizing and Summarlzmg what is
LoF ‘.'F_
learned . =
9. When I read, I ask myseh‘ quefsﬁons
to make- sure I understand what it is
about.. i

;=

10. T surfunarized major points and ./
information in my readings or notes.

Connecting new knowledge with past ¥
learning

111 did, additional.readings, on topics
that were introduced and discussed in
class.

12. I read extra materialsito learn more
aboutthings thatLveleainedini¢lass;

13.| I'neferred to atbook«or resource
about style of writing, grammar, etc.

Reliance Relying on classmates
14. T asked my friends what I wanted
to learn more.

15. Tasked my friends the things I
didn’t understand.

Relying on teacher
16. I asked the teacher what I wanted to

learn more.

17.1 asked the teacher the things I
didn’t understand.




Additional Comments & suggestions:

AULINENINYINT
IR TN TN
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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 Comments or

-1

suggestions

Appropriate
)
Not sure
0)

Not
appropriate

Part 1: The usefulness of the
WQ modules

1.1 What do you think are the
usefulness of learning theough
this WQ modules?

1.3 What is the best part ofithis
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? el

Part 2: The level of difficulty of —

the WQ modules jd=

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 overeome
them?

Part 3: Students’ preferences of
the WQ modules

3.3 Doyyou 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
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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 (V) in the box to indicate what you think and give your

additional comments or suggestions for the improvement of the instrument.

Items Comments or

-1

suggestions

Appropriate
(+0)
Not sure
(0)
Not
appropriate

.

1.Students’ behaviors.in'the
pre-reading stage of the
teaching module

2. Students’ behaviorsan the
reading stage of thet€aching :
module J

3. Students’ behaviors inthe:
post-reading/ pre-writing stage _
of the teaching module 4

4. Students’ behaviors in the . #2244
post-writing stage of the
teaching module i

5. What seemed to be working
well y

6. What seemed to be a
problem or needed a-revision

7. Learning strategies I'haye
seen or known nmiy 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 Comments or

(-1

suggestions

Appropriate
et
Not'sure
©0)

Not
appropriate

Part 1: The usefulness of the
WQ modules

1.1 What do you think-afe the
usefulness of learningsthrough
this WQ modules?

1.2 What is the best patt 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 whensyou 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 summarizi
what is learned

4.5 Connecting new knowledge %K\
what already known / i\\

//A% ,.\\\\

Other comments and sugg

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

ﬂﬂﬁl’mﬂ‘mWEﬂﬂ‘i
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